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ABSTRACT OF THE THESIS

A Report on the Culver City Spanish Immersion Program in

its Third Year: Its IMplications for Language

and Subject Matter Acquisition,

Language Use, a 1 Attitudes

by

Susan M. Lebach

Master of Arts in Teaching Engli h a Second Language

University if California Los Angeles, 1974

Professor Andrew D. Cohen, Chairman

In the fall of 1971, a Spanish Imme sion Program

was initi_ted at the Linwood Howe Elementary School in

Culver City, California. At that time, a group of mono-

lingual English speakers were taught the regular kindergar-

ten curriculum entirely in Spanish. The original (Pilot)

group which began the program in 1971 were in Grade 2.at

the time of this study. There were Follow-Up groups at

the kindergarten and first-grade levels.

This study focused on the Pilot group at the

second-grade level and the Follow-Up group at the first-

grade level. The major research questions examined were:

1. Are the students suffering a deficit in English

oral and reading skills?
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2. How are the students progressi g in Spanish

oral and reading skills?

3. P the students achieving at grade level in a

non-languag_ subject matter, i.p., mathematics

4. What are the attitudes of the participating

students, teachers, and parents toward the Spanish

Immersion Program?

The follo-ing instruments were admini_ered for the

purpose of evaluation:

1. The Inter-American Tests of Reading, Spanish

and English versions.

2. The Bilingual Syntax Measure, English and

panish versions.

3. The Cooperative Primary Test o_ Natherna

4. Student Interview Form.

5. Teacher Interview Form.

6. Parent Questionnaire.

S

The findings indicated:

1. The students were not suffering a deficit in

English oral or reading skills.

2. The students -ere progressing satisfac orily

in Spanish oral and reading skills.

3. The students were achieving at grade level in

mathematics.

4. The students were developing positive attitudes

8
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to- ard thi Spanish langua e and culture, and toward forei

language learning in gene al. Both the Immersion teachers

and parents stron ly suppo-ted the program a :I advo--

its continuation.



c iiPTER I

AREA OF INVESTIGATION

orical _Ba:kground.

While popular in r countries for a number of

years bilingual education has only been actively promoted

in the United States si ce the passage of the Bilingual

Education Act in 1968. From 1848 to 1920, several Ger an-

English schools were founded, but none - rvived beyond

1919. Reasons for their failure included: a lack of com-

munity involvement, an elitist emphasis on literature and

the arts, and the g_ o ing unpopularity of Germany resulting

from World War I. No major attempts at bilingual publi

education were made until 1963 when a prograth was initiated

at the Coral Way Elementary S hool in Dade County, Florida.

During the following five years, approximately a dozen bi-

lingual prog were introduced in Texas New Mexico,

Arizona, and California (Andersson and Boyer, 1970).

Since the passa e of the Bilingual Education Act,

:bilingual education has been thought of primarily as a means

of compensatory education for school children who are non-

native speakers of English. The Draft Guidelines of the

Bilingual Educa ion Program define "bilingual education"

as follows:

1



Bilingual education is InstrUction in two
languages and the use of those,Languages as
mediums of instruction for any part or all of
the school curriculum. Study of the history and
culture associated with a student's mother tongue
is considered an integral part of bilin ual
education [Andersson and Boyer Appendix

As of November 1973, 213 projects in 32 states and tern-

torIes were being funded under Title VIE of the Act

(Wriqht, 1973).

While all projects inder TitLe VII inv lve the use

of two languages, the amount d method of instruction in

the two languages Ira- (or3 eno-mously in diffe ent programs.

Models for bilingual education i-clude:

1. Simultaneous translation from one language
into the other;

Repetition of all subject matter in both
languages at different times of the day,
e.g., mathematics in Sprinish in the morning
and in English in the afternoon;

Particular subjects reserY d for each lan-
guage, i.e., mathematics is taught in Spanish
and science in English;

4. Use of the two languages on alternate days,
e.g., English on Monday, Spanish on Tuesday,
English on Wednesday, etc,

A particularly successful model of bilingual edu-

cati n, which is not funded under Title VII, is the

immersion format. Im ion programs are becoming in-

creasingly popular in Canada. In 1965, under the initi-

ation of parents in the community, the South Shore Protes-

tant Regional Board began its first French immersion

clas- - for a group of kinderga ten children. As of the

1 1
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1972-1973 academic year, this innovative program was being

offered through Grade 7 at the St. Lambert Elementary

School and in kindergarten through Grade 3 in five other

schools in the system. r\pproximatoly 11') of all eligible

lindergartners on the South Shore were enrolled in immersion

programs, and similar croqrams existed in 14 schools on the

island of Montrea] (Lambert et al., 1972). The essential

elements of immersion programs are:

1. All kindergarten students are monolinguals.

2. The teachers are bilinguals. However, in the

classroom they use only the seond language being taught to

the children. The students are treated ,r if they were native

speakers; teacher:3 speak at a normal conversational speed.

3. In kindergarten and in Gra e 1, all instruction

is in the chil 's second language.

4. In kindergarten, the children are permitted to

respond in their firt Language. The teacher often repeat-

the children's remarks in the second language and always

responds in the second language.

5. In Grade 1 the teacher requests that only the

second language be spoken by the students.

6. In Grade 1, instruction in reading, writing,

and math is presented in the second language.

7. In Grade 2, Language Arts in the first language

introduced.

8. There are no ructured second-language lessons



pattern practice, etc.). The second language is the

medium of instruction rather than a separate subject

matter.

9. The program follows the regular school

curriculum.

After seven years of longitudinal _tudy, the find-

ings of the St. Lambert immersion Program indicate (Lambert

and Tucker, 19721 Bru k et al 1973; Bruck et al.1 1974):

1. The students have suffered no deficit in cog-

nitive development.

2. The students Engli h language proficiency is

comparable to that of monolingual peers receiving all

instruction in English.

3. The tudents' French language proficiency

approa hes that of native-French-speaking peers. It

is signific ntly better than that of English-speaking

peers receiving limited amounts (20-25 minutes daily) of

second-language instru tion in French.

4. There has been no deficit in the learning of

non-lan uage subject matter, e., mathematic- and science.

5. The children seem satisfied with the program

and express no desire to transfer to a conventional

program.

6. The children are developing a sensitivity

lqj
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toward French-and Engli -Canadians and towards the notion

of cultural diversity in general.

Following the model of the St. Lambert Elementary

School, the Culver City Public Scho ls, with consultation

and assistance from the Department of Teaching English as

a Second Language at the University of Calif rnia at Los

Angeles, began a-Spanish Immersion Program at the Linwood

Howe Elementa-y School in 1971. This appears to be the

only Spanish immersion program in public edu-ation in the

United States. It is a district program and has received

no federal funding from Title VII or outside funding from

private foundations. Studies have been made of the original

Pilot group in kindergarten (Cathcart, 1972) and in Grade 1

(Broadbent 1973; Flores, 1973; Cohen, 1974b). The results

of these stuiies indicate that the students:

1. have suffered no retardation in English oral
or reading skills,

2. are able to achieve at grade level in a non-
language subject matter (math) taught to them in
their second language,

3. are effectively learning Spanish.

During the 1973-74 academic year, the Pilot group was in

Grade 2, and.there were Follow-Up groups at the kinder-

garten and fi st-g ade level.

1 4



Statement of the Re..earch Problem

Whereas both Dr. Wallace E. Lambert the designer

of the St. Lambert French Im e -ion Program, and Dr.

Russell N. Ca pbell (1972 ), the promoter of the Culver City

Spanish Immersion Program stress the positive effects of

beginning schooling in a second language, other educators

have pointed to what they consider to be its detrimental

effects. At a UNESCO sponsored meeting in Paris in 1951,

specialists in the use of vernacular languages concluded:

It is axiomatic that the best language for
teaching a child is his mother tongue. Psycho-
logically, it is the system of meaningful signs
that in his mind works automatically for expression
and understanding. Sociologically, it is a means
of identification among the members of the com-
munity to which he belongs. Educationally, he
learns more quickly through it than through an
unfamiliar linguistic medium [The _Use of
Vernacular Lan ua es in Education, 1953, p. 11].

Among the influential spokesmen for bilingual education,-

the general feeling is that education should be begun in

the child's mother tongue. (Seq fo- example, Andersson

and Boyer, 1970; Saville and Troike, 1971; John and Horner,

1971; Valencia, 1971; Gudschinsky, 1971.) Studies of

specific prog a. s done by MOdiano (1968) and Thonis (1970)-

are cited as supportive evidence.

The debate over the use of one's mother tongue in

bilingual education continues. Seve al important ques-

tions need to be answered by further carefully-controlled

studies:

6
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1. Will a child's cognitive development be

affected by __structin in a _e ond language?

2. Should a child be introduced to reading and

writing t rough his first or second language?

3. If instru-tion is given in the second lan-

guage, will students suffer a deficit in the ba 1- skills

of their fi- t language?

4. If ifstru tion is given in the second language,

will students develop native-like proficiency in that

language?

5. Can students achieve at graderlevel in non-

language subject matter presented to them in their second

language?

Purpose_of the Studx

This study-will present an evaluation of the

Culver City Spanish Immersion Program in its third year.

The evaluation will focus on the Pilot group at the second-

grade level and the Follow-Up group at the first-grade

level. The research questions will be:

1. Are the students suffering a deficit in English

oral and reading skills.

2. How are the students progressing in Spanish

oral and reading skills?

3. Are the students achieving at grade level in a

non-languag- subje_--t matt-- i.e., mathematics?



Wh t are the attitudes of the participating

students, teachers, and parents toward the Sp nish Immer-

sion Program?

Pro edural atement_ _

The following instruments were admi_istered for the

purpose _f evaluation:

1. The Inter-American Tes s of Reading, English

an_ Spanish versions,

2. The Bilingual Syntax Measure, English and

Spanish -ersions,

3. The Cooperative Primary Tests of Mathematics,

4. Student Interview F

5. Teacher Interview

P- ent Questionnaile.

1 7



CHAPTER II

EVALUATION OF E GLISH, SPANISH, AND MATHEMATICAL PROFICIENCY

Introduction

In the fall of 1971, with the assistance of the

Department of Teaching English as a Second Language at the

University of California, Los Angeles, the Culver City

Unified School District began a Spanish Immersion Program

at the Linwood Howe Elementary School. The Spanish Immer-

sion Program was modeled after the St. Lambert project in

Montreal, Canada (Lambert and Tucker, 1972). In the St.

Lambert project, English-Canadian children were immersed in

French instruction beginning in kindergarten. Only at the

second-grade level was instruction in Engli-h introduced.

During Culver City's 1971-1972 academic year,

Pilot group o'f 19 five-year old mo °lingual English

speakers were taught the traditional kindergarten curricu-

lum entirely in Spanish. The state-defined curriculum obje

tives were followed, but modified for presentation in

Spanish. In the fall of 1972, 15 English-speaking child-

ren from the original Pilot group continued the ImmersIon

Program in Grade 1. They were joined by six native-

Spanish-speaking students. Due to parental concern and a

compulsory school reading test, daily one-hour periods of

1 8
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English Langua e Arts were introduced at the first-grade

level. At the time of this study, the Pilot group w-s in

G ade 2; 12 of the original Pilot group and nine native-

Spanish speakers were in th second-grade Immersion

class. Except for daily one7hour periods of English

Language Arts, instruction -_ s presented in Spanish.

During the 1973-1974 academic year, there was

not only the Pilot group in Grade 2 but also Foil -Up

groups at the kindergarten and first-g ade level. The

Follow-Up groups had followed the same curriculum as the

Pilot group with the exception that English Language Arts

were not introduced at the first-grade level. Nineteen

Anglos and two native-Spanish speakers ere in the Follow-

Up first-grade class; 26 Anglos were in the Follow-Up

kindergarten class.

In the winter and spring of 1974, a series of

tets were administered to the Follow-Up group 1.: Grade 1

and the Pilot group in Grade 2 and to their respective

Comparison groups. In replication of the Montreal model

(Lambert and Tucker, 1972), A_ndergarten children were not

tested. The evaluation focused on three major questions:

1. Are the students suffering a deficit in English
oral and reading skills?

2. How are students progre sing in Spanish oral
and reading skills?

Are the students achieving at grade level in
a non-language subject matter, e.g., mathema-
tics?

1 9
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Since different tests were administered to the Follow-Up

and Pilot groups, the two groups will be evaluated -epa-

rately.

Follow-U Grou in Grade 1

Sample:

Follow7Up q_roup: This group consisted of the 19

Anglo students,in the nrade 1 Immersion class at the

Linwood Howe Elementa-y S-hool. These students had re-

ceived all instruction in Spanish during their kinder-

garten and first-grade years. Their curriculum though

taught in Spanish, was equivalent to that -f the children

enrolled in monolingual clas at the sa e school.

Comparison groups: There were two Comparison

grou one for the tests administered in English and one

for tests administered in Spanish.

Enalish Co arison ou (EC ): The English Com

parison group consisted of 18 first-grade students from

four different monolingual classes at the Linwood Howe

Elementary School. The group included all those native-

English-speaking children who''e parents had given per-

missior for them to be tested.

Spanish Comparison group (SC): The Spanish Com-

parison group was made up of 25 native-Spanish-speaking

studen attending first grade at a private s hool in

Quito Ecuador. The tate-defined curriculum was being

20
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followed. Except for daily twenty-minute periods of

English, _1 instruction was in Spanish.

Materia and Pr_ edures:

1. Enqli h Reading Skills

The Inter-American Test of Reading, Level 1

(R-1-CE), (Guidance Testing Asso iate-, Austin, Texas)

selected because it is available in equivalent English

and Spanish versions. The test consists of a Vocabulary

and a Comprehension section. In the Vo abulary subtest,

the children have to match a word with one of four pic-

tures. Eight minutes are allotted to complete the 40

items. In the Comprehension subtest, the children have

tr match a sentence or sentences with the appropriate pic-

ture. Ten minutes are allowed to complete the forty

items.

I administered the test to the Follow-Up and

Englih Comparison (EC) group in mid-April in the school

library. The test was administered on a group basis,

ith each group taking the test at a different time.

2. Skills

Prueba de Lectura, Nivel 1 (L-1-CEs ), pa t of

the Inter-A er can series was selected because the Spanish

Nivel 1 format is identical to that of the English Level 1

(see description of English Level 1 above).

2 1
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With the assistance of the first-grade Immersion

teacher, the test was administered on a group basis to the

Follow-Up students in mid-April in the school library:

The same test was administered in early May to the Spanish

comparison (SC) group in Quito Ecuador.

3. Mathematical_Skills

a. The Cooperative Primary Test of Mathema-

tics (Educational Testing Service, Princeton, New Jer.ey)

was selected to measure mathematical proficiency. Form

12 A, design d for children in the spring semester of

Grade 1 or fall semester of Grade 2 -as used for the first-

grade students. Rather than measuring computational

ability, this instrument measures the comprehension of the

following concepts: number, symbolism operation, func-

tion and relation, approximation and estimation, proof,

measurements, and geometry. The test consists of.two

untimed parts. In Part One, the students must respond

to an oral cue given by the examiner. They must choose the

appropriate picture out of three possibilities. There are

41 items in this part. In Part Two, which consists of 14

items, printed stimulus material is provided and the

student selects the appropriate picture.

Due to the length of the test (about one hour),

I administered it in two sessions in mid-April. The first

28 items were administered to the Follow-Up and

2 2
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English Comparison (EC) rJroup togetY r in the school

cafeteria. Following a short recess, part of the Follow-

Up group and the Comparison (EC) group completed the test

in the classroom of the F llow-Up students. The remainder

of the Follow-Up group completed the test the next day in

their lassroom; while the remainder of the Comparison

(EC) group completed it the next day in the school

library.

b. The Wide-Rance Achievement Test in Mathe atics

(Jastak and Jastak Guidance Associates Wilmington,

Delaware) was individually administered to the Follow-Up

and English Comparison (EC) groups in mid-February by the

reading specialist at the Linwood Howe El- entary School.

This test measures co putational ability.

Results (Summary of Results in Table a):

1. English R e

The Inter-American Reading Test, Level 1

(R-1-CE), -as submitted to a t -way analysis of variance:

Group (2) X Subtest (2) (Armor and Couch, 1972). The dif-

ference in performance between the Follow-Up and English

Comparison (EC) groups was approaching statistical signifi-

cance (p ( :06) with the corriparison (EC) group scoring

higher than the Follow-Up (Table 2). tnere was no group-

subtest interaction. Both groups performed better on the

Vocabulary than on the Comprehension section (Table 1 ).

2 3
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2. anish RPadin Skills

The Prueba de Lectura, Nivel 1 (L-1-CEs), was sub-

mitted to a two-way analysis of variance. The difference

between the Follow-Up and Comparison (SC) group was of

statistical significance p& .001), with the Ecuadorian

Comparison (SC) group scoring higher (Table 3). The group-

subtest interaction was non-significant. Both groups scored

higher on the Vocabulary than the Comprehension section

(Table 1).

A SPSS Pearson Correlation Program (Nie and Hadlai

1972) was calculated between the English and Spanish read-

ing scores of the Follow-Up students. Their scores in

Spanish reading correlated positively and significantly

with tho e in English reading (r . .72 for Vocabulary;

r . .75 for Comprehension; r . .80 for Total; p .001

for all three correlations).

3. Mathematical Skills

When the Cooperative Primary Test in Mathematics

and the Wide-Range Achievement in Mathematics were sub-

mitted to a two-way analysis of variance, no statistical

significance was found between the Culver City immersion

and Comparsion groups nor was there grouptest interaction

(Table 4). (Raw scores were converted to grade-equivalent

scores for stati tical analysis.)

2 7

18



T
A
B
L
E
 
3

T
W
O
-
W
A
Y
 
A
N
A
L
Y
S
I
S
 
O
F
 
V
A
R
I
A
N
C
E

O
N
 
S
P
A
N
I
S
H
 
R
E
A
D
I
N
G

G
r
a
d
e
 
1

S
u
m
 
o
f
.

S
o
u
r
c
e

S
.
 
u
a
H
e
s

df
M
e
a
n
 
5
.
u
a
r
e

F
-
t
e
s

G
R
O
U
P

(
F
o
l
l
o
w
-
U
p
 
X

8
0
9
6
.
8
7

1
8
0
9
6
.
8
7

8
5
.
2
8

* 
* 

*
S
p
a
n
i
s
h
 
C
o
m
p
a
r
i
s
o
n

(
S
C
)
) S
U
B
T
E
S
T
S

(
V
o
c
a
b
u
l
a
r
y
,

4
7
1
.
4
0

1
4
7
1
.
4
0

3
2
.
9
9
*
*
*

C
o
m
p
r
e
h
e
n
s
i
o
n
)

G
R
O
U
P
.
 
X
 
S
U
B
T
E
S
T

4
4
-
3
1

1
4
4
.
3
1

3
.
1
0

"
'
I
D
 
4
 
.
0
0
1



T
A
B
L
E
 
4

T
W
O
-
W
A
Y
 
A
N
A
L
Y
S
I
S
 
O
F
 
V
A
R
I
A
N
C
E

O
N
 
M
A
T
H
E
M
A
T
I
C
A
L
 
P
R
O
F
I
C
I
E
N
C
Y

G
r
a
d
e
 
1

S
o
u
r
c
e
.

S
u
m
 
o
f

S
q
u
a
r
e
s

d
 
f

M
e
a
n
 
S
q
u
a
r
e

F
-
t
e
s
t

G
R
O
U
P

(
F
o
l
l
o
w
-
U
p
 
X

E
n
g
a
i
s
h
 
C
o
m
p
a
r
i
s
o
n
)

2
2
.
0
5

2
2
.
 
L
 
5

.
4
5

T
E
S
T
S

(
C
o
o
p
e
r
a
t
i
v
e
 
P
r
i
m
a
r
y

T
e
s
t
,
 
1
2
A
;
 
W
i
d
e
-

R
a
n
g
e
 
A
c
h
i
e
v
e
m
e
n
t

T
e
s
t

5
.
8
6

1
.
2
9

G
R
O
u
p

X
T
E
S
T

.
5
6

1
.
5
6

.
0
3



Discussion:

1. En ich Readin_ Skills

The somewhat lower perfor ance of the ollow-

Up group on the English reading test was expected since the

group had received no for a1 reading in-truction in English.

Acc rding to the St Lambert model (Lambert and Tucker,

1972) English reading is only to be introduced in Grade

2. An initial lag in English reading was found n t only

in the Spanish Immersion Program at the Linwood Howe

Elementary School but also in French immersion programs

at the St. Lambert Elementary School in Montreal, Canada

(Lambert and Tucke- , 1972) and the Allenby School i- Ottowa,

Canada (Barik et al. 1974).

2. Spanish Readin _Skills

The Follow-Up students' proficiency in Spanish

reading skills was not equivalent to that of native Span-

ish-speaking students in Quito Ecuador. However, when the

Follow-Up group's scores are compared with those of Mexican-

Americans in California, the Follow-Up group is in the 75th

percentile or above in the two subtests1 Vocabulary and Com-

prehension, and in the total test. (These percentiles are

found in the "California Report" (1973) of the Guidance

Testing Associates. The authors warn that the figures are

to be used as illustrations rather than regional norms )

The strong correlation between the Follow-Up

3 0
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students' scores in Spanish and English reading suggest

a possible transfer of skills from one language to the

other. A similar cor elation was found in the Pilot group

in Grade 1 (Cohen, 1974b). At the St. Lambert Elementary

School a comparable correlation was found betwe n French

and English reading. Referring to the results of the

Pilot group in Grade 1 Lambert and Tucker conclude,

"These findings produce strong evidenc_ for a transfer of

skills f om French tc English especially since the par-

ents had been urged not to introduce or en _outrage English

reading at home 'Lambert and Tucker, 1972, 36]. The

Rizal experiment in the Philippines (Davis, 1967) further

supports this theory. Dr. Robert Wilson, the founder of

Consultants in Total Ed -at2;.on, Inc. , believes that it is

easier to transfer from a second language back to the first

than the reverse. He states,

After presentation in English, the learners are
transferring to Spanish themselves, and therefore
saving a lot of time. But if they start with
Spanish, the effort has to come from the outside.
It can't be done by the children themselves
[Cohen, 1974a1.

3. Mathematical Skills

The Follow-Up group was performing at grade

level in tests of mathematical skills. At the first-

grade level, French i mersion groups in Montreal (Lambert

and Tucker, 1972) and Ottowa (Barik et al. 1974) also

performed at grade level in mathemati

3 1
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However, Macnamara (1966 and 167) in studying

students in Ireland, obtained different findings. He was

evaluating the mathematical proficiency of boys from

English-speaking homes who-had been taught arithemtic in

Irish. Macnamara (1966 ) discovered thau these students

_ored lower in problem-solving, but not computational

ability, than their peers receiving arit emtic instruction

in English. In a later study (1967) he condi ded that

though the students had received arithmetic instruction in

Irish, they still had difficulty reading Irish versions of

problems aloud.

Unlike the ctudente- in the Macnamara study (_ 67),

the Follow-Up gr- p was administered the mathematcal tests

in eir first rather than second language. One might

have expected the Follow-Up group to have difficulty with

the first part of the Cooperative Primary Test in Mathe-

matics because the oral stimuli were presented in English.

However, the students were able to transfer concepts they

had learned in Spanish into English. It would be inter-

esting to ad inister an equivalent mathe atical test in

Spanish to ascertain if there would be any significant

difference in results.
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ilot. GrouI in _

Sample:

Pilot Grou2= This gr_u_ consisted of the 12 Anglo

students from the original Pilot group which began the

kindergarten Immersion Program in the fall of 1971. Until

January of Grade 1, they received the regula/ school curri-

culum in Spanish. In January of 1973, due to parental

concern and a compulsory school reading test, Engli h read-

ing was irtroduced for one-hour periods daily. The daily

one-hour periods of English Language Arts were continued

in Grade 2. At the time of this study, the Pilot group

WR in the secondqrade Immersion class.

Comparison Groilps: There were three Comparison

groups: one for tests administered in English and two for

tests administered in Spanish.

En lish Com arison -ou EC The English

Comparison group consisted of 14 second-grade students

from three different monolingual cla--es at the Linwood

Howe Elementary School. The group included all those

native-English speaking children whose parents had given

permission for them to be tested.

Spanish_Comparison_qroups (SC):_

Ecuadbrian Com.arison 'ou (SC): This

group was made up of 25 native Spanish-speaking students

attending the first grade at a private school in Quito

24



Ecuador. The state-defined curriculum was being followed.

Except for daily twenty- inute periods of Encilisl all

instruction was in Spani

Immersion Compari on group (ISC): This group

consisted of the nine'native-,Jpanish-speaking students in

the second-grade immersion _Jass. Six had joined the

program in Grade 1 and three in Grade 2.

Materials and Pro e ures

1. Enolish 0-1 Skills

The English version of the Bilingual Syntax

Measure (Burt, Dulay, and HernAdez Ch. 1973) was admin-

istered. The authors kindly allowed me to use the t_ t in

pilot form. The test is designed to determine a child's

structural language development. It is administered

individually and requires approximately 15 minutes per

child. There are similar versions of the test in Spanish

and English. A picture booklet, containing seven cartoon-

like drawings, is used in the test administration. The

examiner asks the exa inee 33 questions while poin 4 g to

the approp iate pictures. The child's responses are

recorded in the Child's Response Booklet. There are no

"correct" ans-e s; the student is encouraged to express any

opinions he has. The structure rather than the content

of the child's speech is evaluated.

Patricia Boyd, a graduate student at the University

3 1
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of California, Los Anqejes, and I administered the Englis

version of the Bilingual Syntax Measure in late February,

one week after the Spanish version had been administered.

The authors of the test suggested that the test first be

given in the child's w--k--- language.

2. English Reading Skills

The Inter-American TeSt of Reading, Level 2

(R-2-CE), was administered on a group basis. Level 2

designed for children in the spring semester of Grade 2

or fall semester of Grade 3, consists of three sections.

In the first section, Level of Comprehension, the student

matches a word phrase, sentence or paragraph to one of

four pictures. Ten minutes are allotted for the 40 items.

In the second subtest, Speed of Comprehension, the student

reads a paragraph and chooses the correct picture out of

f-ur possibilities. Only five minutes are allotted for

the 30 it- s. In the third section, Vocabulary, a visual

cue is given, and the student has to match it with the

co e-t ord out of four choices. The 40 items are to be

completed within eight minutes.

I administered the test to the Pilot and the

English Compa_ on (EC) groups in mid-April. The groups

were given the test separately in the school library.
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3. Spanish Oral Skills

The Spanish ver ion of the Bilingual Syntax

Meas_ e was individually administered in late FebruaLy, one

week before the English versi n. (The test is described

in detail on page 25.) Two native-Spanish speakers adminis-

tered the test to the Pilot group and six studen

Immersion Comparison ISC).

om the

4. fpanish ReadinT Skills

The 7Prueba de Lectura Nivel 2 (L-2-CEs)
_ _ .

was administered in mid-April. The Spani h format is

identical to the English one. I administered the test to

the Pilot and Immersion Comparison groups together in the

school library. The test was administered to the

Ecuadorian Comparison group (SC) in early May.

5. Mathematical Skills

a. The Cooperative Primary Test of Mathe-

matics Form 23A, was administered on a group basis in mid-

April. The 23A form, designed for students in the spring

se ester of Grade 2 or beginning of Grade 3, contains 43

items in Pari- One and 17 items in Part ,Two. Otherwise,

the test is similar in format to the 12A version. With

the assistance of the second-grade Immersion teacher,

administered the test to the Pilot and English Comparison

(EC) groups in the school cafeteria.

b. The Wide-Range Achieve ent Test in

3 .6

27



Mathematics, a test of computational ability, was indivi-

dually administered in mid-February to tl- Pilot and

English Comparsion (EC) gro ps by the reading specialist

at the Linwood Howe Elem ntary School.

Results (Summary Results in Table 5):

Oral Skills

The scores on the Bilingual Syntax Measure

(Table are difficult to interpret without prior know-

ledge of the scoring procedures. A detailed scoring list

is provided with the test. Certain linguistic elements,

such as uninflected verbs and nouns, are worth one point;

tense endings are worth two points; possessive pronouns

are worth three points. Six steps are involved in the

oring of the total test:

1. The test scorer first corrects he child's

response. He only corrects the essential

elements, staying as close as possible to the

child's original response. This corrected

form, called the "developed form" is given a

"Developed Form Value" (DFV).

2. The child's o .ginal response is given a

"Child Re ponse Value" (CRV).

All the CRV points are added up.

All the DFV points are added up.

The total CRV is divided by the total DFV,

13 7
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and the result is expressed a a whole number.

The child is placed at a certain level according

to the Level Table (Table 7).

A-cording to the nor-s of the pilot version of the

test, all the children in the Pilot group placed in the

highest level. However, the test was only a restricted

edition, and the norms were not explained in the test

information. Based on field testing of the restricted

edition, new norms were being established but were n-t yet

available at the completion of this study.

2. English Reading Skills

According to a two-way analysis of variance,,

there was no statistically significant difference between

the scores of the Follow-Up and English Comparison (EC)

groups (Table 8). There was no group-subtest interaction.

anish Oral Skills

In the Pilot group, seven students placed in

Level 5 and five in Level 4. All the native-Spanish

speakers in the Immersion Comparison group (ISC) placed in

Level 5 (Table 9).

4. Spanish Reading Skills

According to a two-way analysis of variance,

there was a significant difference between the scores of



Level 1

Level 2

Level 3

Level 4

Level 5

TABLE 7

BILINGUAL SYNTAX MEASURE LEVEL TABLE

- Less than three responses out of the first seven
questions in any language.

- a. At least 3 but not more than 16 responses_
in any language out of the 33 BSM questions.

b. Almost all or all of the questions in the
"wrong" language

c. More than 16 responses marked unscorable.

- 40-69

- 7045

- 86-100

4 2
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the Pilot and E uadorian Comparison (SC) groups (p(.001

Table 10), and there was g _up-subtest interaction.

When the sc res of the Pilot and Immersion Com-

parison (ISC) group were submitted to a two-way analysis

of variance, the difference was non-significant (Table

10)1 but there was group-subtest interaction.

The Pilot group's scores in Spanish reading cor-

related positively and significantlywith English reading

cores (Level of Comprehension:
_

.96, sig. =

Speed of Co-prehension: r = .89. sig. = .001;

Vocabulary:

s g. .001).

= .72, sig. = .007; Total: r = .94,

5. Mathe-iatical_Skills

,When the scores of the Cooperative Primary

Test in Mathematics and the Wide-Range Achievement Test

in Mathematics were submitted to a two-way analysis of

variance, the results indicated a significant difference

between the Pilot and English Comparison (EC) groups

(p .01 ), with the Pilot group scoring higher than the

English (EC) Comparison group. There was no group-test

intera tion (Table 11). (Raw scores were converted to

grade-equivalent scores for statistical analysis.)

Discussion

1. Engliah Oral Skills
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The test data revealed that the Pilot group

was not suffering any defic t in native-language oral

skills. -Since all the students placed in the highest

level, it -as not considered nece -ary to test the

English Comparison (EC) group.

2. Enalish Readin Skills

Whereas the reading scores for the Follow-Up

group in Grade I approached statistical significance, with

the Follow-Up group scoring lower than the Anglo Compari-

son group, there was no statistical difference between

the Pilot and Comparison (EC) group at the second-grade

level. Similanly, in the French immersion projects in

Montreal, Canada (Lambert and Tucker, 1972) and Toronto,

Canada (Barik et al. 1973), the initial lag in English

reading disappeared by the e d of Grade 2.

In the Culver City Spanish Immersion Program,

English reading was introduced to the Pilot group in

January of the first grade. In Grade 2, the last hour of

the school day was reserved for English Language Arts.

Initially, the regular immersion second-grade teacher

took the children to another room in the school referred

to as the "magic room," for their English Language Arts.

Later, this idea was abandoned and English instruction

was given in their regular classroom. The introduction

of English reading in Grade 1 as well as the lack of a

4 8
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special teachc- for English instruction represent devia-

tions from the St. Lambert model; there, English readi

is begun in Grade 2 and the teacher is a monolingual

English speaker.

Spanish Oral Skills

Due to the lack of carefully-e tablished norms,

the re ults of the tests are difficult to interpret.

Nevertheless, they do indicate that the Pilot group was

advancing quite satisfactorily in Spanish oral skil

The difference in levels between the native-English and

_nativeSpanish groups was not great. (See Boyd, forth-

coming, for a detailed description of the erroL- inade by

native and non-native ani: 1 speakers.)

4. Spanish Reading Skills

At the first-grade level there had been no

ignificant difference between the s-o es of the Pilot

group and a Comparison group of native-Spanish speakers

from Guayaquil, Ecuador (Cohen 1974b). Unfortunately,

the same Comparison group was not available at the second-

grade level. Consequently, a new g_oup of native-Spanish-

speaking children from Quito Ecuador (SC) was_ used for

comparison purposes. The s -ores of the Pilot group differed

significantly from the Quito Comparison (SC) group; in

Grade 2, the Pilot students were not reading at the same

level as native-opanish-speaking peers from Ecuador.

4 9
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When the -ubtestt; are ranked according to percen-

tage of correct answers the Comp-_ ison group from QUito

(SC) scored be-t on Vocabulary; then, Speed of Co pre-

hension; and finally, Level of Comprehension. One would

expect students to have greater difficulty with Speed

than Level of Comprehension. (Both the Pilot group and

the Immersion Comparison (1SC) group performed better on

Level than Speed.) Unfortunately, no detail- -_-ere avail-

able about the test administration; one suspects that the

subtests may not have been timed, even though instructions

were provided in Spanish.

Whereas the Pilot students were not reading at the

same level as native-Spanish second-graders in Ecuador,

they were perfor ing comparably to the nine native-Spanish

speaisers in their second-grade Immersion class. When the

mean scores (Ttble 5) of the two groups are compared, the

scores of the Pilot group are higher in both Level and Speed

of Comprehension; their scores on the Vocabulary subtest

differ only slightly. These results seem to indicate that

the native-Spanish speakers have comprehension problems.

In a study of Mexican-American children in

California (GTA, 1973) the findings revealed that Mexican-

Americans generally have difficulty both in Spanish and

English reading skills. When the scores of the Pilot

group are compared with those of the Mexican-American

children used in this sudy, the Pilot group is at the

5 0
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90th percentile in all three subtests and the total. (It

should be emphasized that the report points out that the

figures should be used as illustrations rather than nor-s.)

In sum a y, while the Pilot students in Grade 2

were not reading at a level comparable to native-Spanish

speakers in Ecuador, their reading level was comparable to

the native-Spanish speakers in their Immersion

Moreover, they scored better than 90% of the Mexican-

Americans involved in a study carried out by the Guidance

Te-ting Associates (1973). It should alsO be noted that

the Pilot -tudents we e reading at equivalent levels in

Spanish and English.

5. Mathematical Skills

The Pilot group scored significantly better

than the English Comparison (EC) group. Rather than having

suffered a lack of proficiency in mathematical skills, the

Pilot group was performing above grade level.

5 1
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CHAPTER III

STUDE T, TEACHER, ANDJ'ARENT ATTITUDES TOWARD

THE SPANISH IMMERSION PROGRAM

S_ate ent of the Research Problem

The test results in Chapter II indicated the a

demic success of the Spanish Immersion Program. In this

chapter, the effect of the program on the at itudes of the

students tea he- , and parents will be r ported.

Numerous educators (Goodman 1960; Holt 1964;

Pos-man and Weingartner, 1969) stress the importance of

motivAnn and attitudes in education. Jakobovits (1970)

and Lambe t and Gardner.(1972) focus on the crucial role of

motivation and attitudes in second-language learning. N t

only the student attitudes but also the teachers' are

considered significant.

There can be no significant innovation in
education that does not have at its center the
attitudes of teachers, and it is an illusion to
think otherwise. The beliefs, feelings, and
assumptions of teachers are the air of a learning
environment; they determine the quality of life
within it [Postman and Weingartner, p. 33].

The p esence or absence of parental spport can also be

a crucial factor in the child's academic succ- s.

5 2



Research Underta the Snanish Immersion P

In the previous studies of the Spanish Immersion

Program, rather limited -ttention was focused on the

attitudes of the students, teacher , and parents. A

Cross-Cultural Attitudes Inventory was administered to

the Pilot group and a Comparison group in kindergarten.

The Pilot group responded more positively toward Mexicah-

A erican items than the Comparison (Cathca t, 1973). The

results were cited as evidence that the children in the

Immersion Program were developing positive attitudes

toward Mexi an-Americans. However, the children were five

and six years old when given the test and it has not been

r -administered.

Unf rtunately, during the first two years of the

program, the Immersion teachers were neither interviewed

nor asked to complete questionnaires. Violet Fier, the

first-grade teacher, co-authored an article (Cohen, Fier,and

Flores, 1973) and has written her Master's Thesis on the

Spanish Immersion Program. In her thesis, she presents

an overview of the program (Fier, forthcoming).

The parents of children in the Pilot and Compari-

son kindergarten completed questionnaires regarding their

educational background, their educational aspirations for

their child, and the child' pre-school experience.

Analysis of the home background data indicated that the

two groups were reasonably similar (Broadbent, 1973

5 3
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The Immersion parents were presented with a questionnaire

concerning their rea ons for having their child learn

Spanish. Their reasons in order of preference were:

1. To meet and conver e with more varied people.

2. To understand Mexican-American people.

3. To make Spanish- peaking friends.

4. To get a job.

5. It may be needed for a specific business or
educational goal.

6. To be really educated, one must speak a foreign
language.

7. To aid social recognition.

8. So one can think and behave like a Mexican-
American [Cathcart, 1972].

Lambert and Gardner (1972) cat_gorize orientations

to language learning as either integrative or instrumental.

Integrative learning is based on a desire to identify with,

or at least sympathetically under tand, a different cul-

tural group; whereas inst_umental learning is directed

toward some specific use of the language-to gain social

or economic advancement. According to these definitions,

the parent's motivation was primarily integrative, direc-

ted to cultural und-rstanding rather than to career or pro-

fessional advancement.

Purose_of_Present Stud and Procedures.

The purpose of this study is to examine in more

specific detail the student tea-her, and parent attitudes

51
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in the third year of the Immersion Program.

Procedures:

1. Students: The 12 native English-speaking

children (Pilot group) in the second-grade Immersion class

were individually interviewed fcr 15-minute sessions.

(Younger children were not interviewed because it was felt

that they would not be able to articulate their attitudes

effectively.) Direct questions were asked (Appendix I),

but the students were encouraged to include additional

information. Certain questions had to be modified when

student,,, did not respond and seemed not to understand.

The most i portant problem was getting the children to

feel at ease. I had spent many hours in the second-grade

Immersion class and was thus on familiar terms with all

the students. A few -tudents were initially nervous b

cause of the use of a tape recorder. However, all inter-

views continued on a friendly, comfortable basis. I did

the interviewing at the beginning of February in a small

room in .the school.

2. Teachers_: I interviewed the three teachers

together in two one-hour sessions. Three days before the

actual interview, each teacher was given a copy of the

interview form (Appendix II). Originally, the questions

were designed for written responses but the teachers

felt that a tape-recorded interview would be easier than

46
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writing individual answers and seemed to prefer having the

mut al support of a group interview. The two interviewing

sessions took plac- in mid-February in a small room at the

school and at the home of the first-grade Immersion

teacher.

3. Parents: At a meeting of i-mersion parents

at the beginning of February, questionnaires (Appendix III)

were distributed to parents of children in all three

Immersion cla ses. Additional questionnaires were sent

to those parents who were not at the.meeting. Thirty

four out of 65 families completed and returned the

clues tionna r

Findin

The findings of the interview' and questionnai

were difficult to summarize because the que-tions were

generally open-ended and could not be -tatistically

analyzed. The results will focus on the following issues:

1. The students' progress in learning Spanish .

2. The students' use of Spanish in icL and out-
side the school.

3. The students' attitudes toward the Immersion
Program, toward Spanish, and toward foreign-
language learning in general.

The WD t interesting information comes from the students.

After all, the schools are for the students, no= the

5
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Pa ents or te- hers. Oon-iquently, this study will f

on the learner, thoL h si nificant information from the

parents and teachers will be included. For the sake of

clarity, the attitudinal information has been organized

a.ound 8 key questions:

1. Did the ,tudents have problems understa-ding
Spanish?

2. Did the students have difficulty expressing
themselves in panish?

3. Could the students read more easily in Spanish
or English?

4. Could the students write more easily in
Spanish or English?

5. What percentage of class time did the native
English speakers end speaking Span_ h?

6. How much exposure to Spanish c there out-
side of school?

7. What were the students feelings toward the
Immersion Program? and

Did they like receiving all instruction in
Spanish?

Did the students want to learn still another
foreign language? and

What were the students' reasons for learning
a foreign language?

1. Did the students have roblems understandin

Sp nms

One expects the first day in a Spanish Immersion

Program to be an unpleasant shook for a native-English-

speaking child. However, only three of the 12 children

admitted that they were frightened in kindergarten, and

5 7
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all three i-si-ted that they were only frightened

fi- t day. One boy commented, "I thought 'How am I gonna

learn that?' . just for a day . . When they

lied my name, I thought they said, 1H stupid.'"

(Esteban, the child's Spanish name, sounded like "He ,

stupi_ to the child.) In Grade 1, t o students initially

had problems aijusting to their new teacher. At the G ade

2 level, only one g rl expressed p= ticular difficulty

understandinq her teacher and native Spanish speaking

classmates. The other students mentioned occasional

problems understanding when the teacher and native speae

spoke r-pidly. However, they insisted that they "hardly"

had any problems.

All three tea hers in the program spoke Spanish

at normal conversational speed; no adjustments were made

for non-native speakers. Ir-a Wright, the kindergarten

teacher, noted that students quickly comprehended instruc-

tions and the needs of their immediate environment. She

insisted, "If we kept on thinking about somebody not

understanding, we'd be more likely to give up on someone."

The first-grade teacher reported that by the end of Grade

1 the students understood everything, including a con-

versation between two of the Immersion teacher

49,



2. Did the studen s have_ robiems_ s- eakino

lip_n1_212?

While 11 of the 12 students admitted having

some difficulty speaking Spanish, none seemed frustrated

by an inability to express themselves. The principal

problem was insufficient vocabulary. However, one bright

student even commented on grammatical problems: "When-

ever I say comer, I , y comerla, and that's not right."

Nevertheless, there was no preference for speaking English.

Only half of the students felt that English was easier.

Two felt that Spanish was easier and two that both lan-

guages were equally ea y. One girl's response effectively

summarized the general attitude, "1 speak both languages

good."

The teachers agreed with the students' self-

evaluations;n ne of the students had major difficulties

speaking Spanish. The teacher_ felt that the verbal,

aggressive children progressed most rapidly in speaking

ability. However, :y the end of the- kindergarten year, all

students were usin- Spanish words and phrases, and some were

forming sentences. By the end of Grade 1 all students

were able to form sentences in Spanish. Although they

mimicked different verb tenses, made numerous T:a -atical

and morphological errors, and sometimes us-d inappropriate

words the first and second graders were able to communi-

cate efectively (see Boyd, forthcoming).

5 9
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The tremendous progress achieved in Grade I was

in part due to a change in teaching stra egy. In kinder-

garten, the teacher allo_ed the children te speak English

but responded to them in Spanish. Initially, she had not

reacted to the children's English but the subsequent mis-

understanding.,, were overwhelming. All three teachers

agreed that the kindergaLten children should not be forced

to speak Spanish because of the other adjustment problems

which they face during their first year of school. How-

ever, in first grade, it was imperative that the students

speak _panish- The children assumed that Violet Fier,

their first grade teacher- did not understand or speak

English. Carmen Jarel, the second grade teacher, insisted,

"If they knew Violet spoke English they would speak

English to her. They need the fru tration." Oral

Spanioh was never drilled by the teachers. When a child

a- trying to communicate, he was never interrupted. Only

during a dir -ted activity would the teacher correct oral

errors and a-k the st-dent to repeat the word or phrase.

3. Could students read more easil in S.anish or

English?

Ten out of the 12 students felt that they read

better in Spanish than English. The children were aware

that written Spanish is phonetically more regular than

English. One student re arked, "In English, you canIt

60
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sound [the words ] out, but in Spanish, you know j_

every ling." There was no major preference for reading in

either language: five preferred Engli three, Dpanish;

four, no preference. The main reason for preferring Eng-

lish was greater familiarity with English words. As one

student co--e-tedl "Some of the [Spanish] words you don't

know, and you don't know what happens." Nonetheless

none of the students expressed serious problems reading in

either language.

The teachers agreed that there were neither seri-

ous reading problems nor outstanding differences in read-

ing ability in the two languages. In the test finding

(Chapter II), Spanish reading scores correlated positively

and significantly with English reading scores. All three

teachers firmly believed that English reading should only

be introduced at the second-grade level. The first-grade

teacher insisted that the simultaneous introdu tion of

reading in the two languages had caused interference.

There was both English interference in Spanish, e.g.,

pronunciation of the "h" in -14Y and hora, and Spanish

interference in English, e.g., the pronunciation of "j"

like a Spani h "jota." The second-grade tea-her emphat-

ically stated,

They [the children] will transfe [reading skills
from one language to the.other]. They do not
need it [English reading] because they're getting
two new things, brand new at the same time, which
can be very confusing for such a small child.
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Let them get one down pat, which is phonetic in
Spanish, and they will tra -fer.

Only three out of 34 pa e ts expressed concern with

their child's progress in reading. Two felt that their

children -ere not as good in English reading as children

in a conventional classroom at the Linwood Howe School.

Both were parents of current fir t graders and realized

that English reading was not part of the first-grade

curriculum. The parent of a bilingual first-grader felt

that her daughter was reading better in Spanish than Eng-

lish. The remainder of the parents appeared satisfied

with the reading program, with one parent even commenting

that her child was doing better than expected. Another

parent of a first-grader related an anecdote about her

son: One evening he read an Eng ish book to her. When

she asked where he had learned to read in English, he

answered, "in hool." Yet no formal English reading

instruction was being offered in hio class. Of course,

Engli h reading material is available in the homes, and

32% of the parents reported having taught their children

to read even though one of the guidelines of the program

had been to discourage parents from teaching reading.

All but two parents regularly read to thei_ child in

English. The 16 parents who report reading to their child

in Spanish do it only rarely.
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53



4. Could s udenthe rite mor_ easil _in

Spanish or Englis

Fifty percent of the students :eit that writing

in Spanish was easier than English because: "The spelling

is e- er"; I knew how to sound '-- [ panish words] out."

'However, other studentc felt their limited Spanish vocabu-

lary wa. problem although one student insisted that

she knew more Spanish than English To -ds. Over half (7

out of 12) of the .tu ents said they preferred writing in

Spa ish to English.

The teachers felt that the students wrote at the

same level in the two languages and were _qually willing

tc write in either language. While their spelling was

better in Spanish structural and'mechanical errors in the

two languages were co parable. The teachers regarded the

children-- creativity in the two languages as too subjec-

tive to judge.

Only two parents commented that their children

wer_ having problems with writing. Unfortunately, they did

not specify the type of problem: sp lling, mechanics,

structure. Nonetheless, no parent expressed major concern.

5. What_percentage of class time was spent

speakinq ?

At the Grade 2 level, only Spanish was to be

spoken in the classroom other than during the last h ur

6
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of the day which was reserved for English Language Arts.

However, the students admitted 'lat they used both Spanish

and English in the classroom. To those native Spanish-

speaking classmates who h-d difficulties with English,

they would always sp_ak Spanish. However, to their other

classmates, they would sometimes speak English but quickly

switch to Spani h if the teacher was nearby. There were no

parti ula- -topics that they preferred to discuss in either

Spanish or English. One student said he spoke English

when he got "ca -ied -ay." While the students ag_ eed that

English was primarily spoken during recess, lunch, and

English Language Arts period, one student mentioned that

"someti _uring recess it pops right at me in Span sh."

The teachers insisted that the chiJuren spoke only

Spanish in the classroom, with occasional slips into Eng-

lish. It was understandable t-at the tea hers were not

aware of the use of English in the classroom because of

the children's automatic switch to Spanish when the teacher

approached.

I observed the second-grade Immelsion class from

SepterTiber until May 1974 and felt that the children u ed

Spanish and English in free variation in the classroom.

In late April and early May, I administered a Language Use

Observation Instrument, designed by Cohen (1974c), to ob-

tain a measure of the language use of the children in two

different contexts. Spanish Language Arts and English

5 5
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Language Afts. I ob ved 10 students for one minute (after

the child began talking) in each of the two settings on

three different days. I noted the language spoken (Spanish

or English) a d to whom the child spoke (a native-English

speaker or a native-Spanish speake ).

The fi dings support th- children's self-reports.

During Spanish Lang:Lege Arts, Spanish is spoken 61% of

the time and English 39%. Thus, a substantial amount of

time is spent speaking English. During English Lang age

Arts, it was surprising to discover that Spani

spoken 46% of the time. The stadents did net immediately

itch to English; instead they conti ued to use the two

languages in free variation. This can be ac ounted for

by the similar language u e pattern of the second-gr_de

teacher during the English hour. S e constantly switched

back and forth rather than speaking only English. This

e teacher was responsible for both Spanish and English

Language Arts. (At the St. Lambert Elementary Scho-1,

there is a sep- ate teacher for Engl sh Language Arts.)

One should alSo note that the ative-English

speakers primarily speak Spanish to their native-Spanish

speaking classmates. Consequently, not only their teacher

but also their peers served as speech models. The inter-

action between the Anglos and Latins promoted both use of

Spani h and better understanding between the g oups. The

children repeatedly helped each other out with language
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oblenis. As the econd-grade teacher _essed: "The

automatic segrega ion that occurs in a bilingual program

does not occur in our program. Anglo children and Spanish-

speaking children are inter- ting. They are equals."

6. flow mugh exoosure to Spanish was there outid

hcol?

Of major concern was not only the tuden s'

use of Spanish in s h_ 1 but also outside of s hool. The

students ked about their exposure to Spanish on T.V.

1-ad10 in 5panlsh-speakinq environments, among frien

and in their homes.

All hut one student reported having watched Spanish

T.V" but none watched it frequently. One said he watched

when his Spanish-speaking Jriends were visiting; another

said he watched with his mother (Lho is Mexican-American)

and that he tran-2-t d for his br-ther. Five students

felt that the speake - on Spanish programs were d4fficult

to uncle -tend because they spoke rapidly. However, one

Student insisted, "I c-n understand just as good as in

English." Similarly, he remarked that Spanish radio

programs were not hard to co prehend. Only three of his

Class -tes reported listening to Spanish radio and two

Of them felt that the progr_ms were difficult to under-

stand. Half of the students said that they had Spani h

records whi.h they listened to "often," and seven had
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Spanish reading ma-erial at home which they read and

enjoy d.

The students -lso reported using Sparish in Mexican

or Spanish restaurants. All but one had been t3 a Mexican

or Spanish restaurant and eigly_ of them had actually

spoken up in Spanish there. One reported his disappoint-

ment when he spoke to a Mexican waiter in Spanish, and the

waiter ans -r_d in English. Another comnented about her

visits to a particular Mexican restaurant: _veryone who

knows I speak Spanish adores me. I don't know why."

Apart from their native Spanish- peaking friends

school seven had additional Spanish-speakinc fr_ends.

When the seven were asked -hether they spoke Spanish or

English with these friends, five said "English," one

said "Spanish, and one said "both. The child who

answered Spanish explained that his neighbor was from Chile

and did not understand English. The girl who spoke both

Span. ch and English said that -he did so with her baby-

sitter who spoke both. -The children's reasons f _ speak-

ing English incl ded: "because they're [the Spanish-

speaking friends] in an English school, and so they speak

English efter school"; "because I'm teaching them some

things." Eight of the children indicated that they would

like to have more Spanish-speaking friends. One boy

liked the games they played better, and another generally

preferred Spanish-speaking to English-speaking friends.
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Nonetheless, three students expressed a preference for

English-speaking friends because t ey had enough of Span-

ish in school.

While th students reported that Spanish w

occasionally s oken in their homes, they explain-d that the

u,e of Spanish was treated as a game rather than a seriously

planned effort. The students were alxious to teach Spanish

to ther m -cibers of their family. Ten of the 12 students

had taught their parents, brother, and sisters words,

songs, and the Pledge of Allegia ce in Spanish.

The parents' reports of the children's use of

Spanish outside -f the assroom closely paralleled those

of the childrn The parents reported that the majority of

students did n t regularly wa ch Spanish T. V. or listen to

Spanish radio, but the majority did listen t Spanish

records. One parent mentioned that his clil t anslated

the songs into Eng.'ish for the r,st of the family. Less

than half the parents (16 out of 34) i dicted that their

children h d nish-speaking friends apart from their

cla_smat-g in the Immersion Program. From their limited

observations of the children playIng, the parents felt

that the students sp ke mainly English with the0e friends.

Twenty six out of th_ thirty four families have been to

Spanish-, eaking environments, including Olvera Street

Spanish or Mexican restaurants parts of Mexico, or have

visited panish-speaking relatives. A-few parents related
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how their children tran_ated the menu and ordered for

the rest of the family. Similarly, two parents des_ ibed

how helpful their children were at their places of employ-

ment. The ch ldren would act as interpreters in cornier-.

sations with the Spani-h-speaking personnel.

The parents corroborated the children's report

that Spanish was spoken only occasionally i- the home.

The majority of parents were not of Spanish peaking back-

ground. In only two fa ilies was one of the parents a

native speaker of Spanish, and in only seven families -as

there a Spanish-s eaking grandparent. while the majority

of family members had an educational background in Spanish

they generally rated their ability as only fair. Less than

half of the parents (15 out of 34) had plans to visit a

Spanish-speaking country. One parent did plan to send

his daughter -to a Spanish-speaking country for her secondary

or college education. While 23 of the parents had Spanish-

speaking acquaintances, they tended to speak English with

them. Only five parents had taken a Spanish course since

their child was enrolled in the Spanish progra- and only

two were involved with Latin-Americans in _community -ffairs.

7. What were the udent eelin s toward the

Immersion Program and Did hey like receiving all

instruction in ,Jbanish?

Out of the 12 students interviewed, only

three said that they did not like school. None indicated
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particular reasons. Only two children expresed a desire

to have a little more English in school. All of the

children wanted to continue learning Spani-h. Initially,-

one boy had said he did not want to but when further

questio:4d whether he wanted to stop the following day,
-

he responded, "No, not tomorrow. When I'm in fifth grade,

I'll quit. Maybe I'll keep on 'til college." Rather than

wanting to switch to a conventional monolingual class,

all of the -tudents felt that they were lucky to be ln the

Spanish class. One boy proudly asserted, "I was tn. ne

whe chose-to be in this class. My Mom and Dad asked me

what I wante and I said "Spanish!" He further commen ed,

"A group of mother- are trying to kick out the program,

and they do 't even have one [their own program]!"

The children's enthusiasm for Spanish was supported

by t e p -ents' reports. All but one parent indicated

that his child enjoyed speaking Spanish and seemed proud

of this ability. The one parent did not respond to these

two que tions. The parents point-d to their children's .

des_ iptions of new _ords, songs, and stories as a measure

of their enthusiasm and pride in the prog a, The parents

reported-that only seven children had at one time wanted to

leave the Immersion Prog- _m. Four of them were unco. fort-

able during the first week of kindergarten, and three had

initially felt uncomfortable with the first-grade teacher.

Only one fir-t-grade parent reported that her d-ughter
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still had problems understanding the teacher and wanted to

leave the program.

The teachers were also questioned as to whether

the ,tudents enjoyed learning Spanish. The fir t grade

teacher effectively responded,

Thatts the beauty of the progra They [the
students] can not like reading, they can not like
math, or they can not like anything they want.
But they can not not like Spanish because it's
what they learn in and not what they learn.

The second grade teacher reinforced this remark with,

"They are not learning Spnish. They are learning aca-

demic courses." The kindergarten teacher contrasted the

enthusiasm of the Anglo children in the Immersion Pregram

with the children in the bilingual programs she had pre-

viously worked with and observed. In the latter progra

the.Anglo children would p t their fingers in their ear's

during Spanish time and say, "Oh, no, it's Spanish time

again."

Did the students want to learn still anothe-_

an ua e a-d What we e their reasons

foreign language?

Ten of the 12 students wanted to learn still

_.eign language. One wanted to learn French so

that she could understand her French friends. Another

wanted to learn Chinese so that she could understand her

grandmother when she teased her in Chinese. Another,
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whose father was Hungarian, Planned on learning

Hungarian on Saturdays.

When the children were asked, "Why do you think

it is good to learn a foreign language?" they responded:

L-12E2LISY

5

4

1

1

1

Response

You can talk to people who don't under-
stand you English] and you can under-
stand ther.

It furi

If you go there Mexico you can speak
the language

Cuz it's funnier if you get friends.
Then you can speak tb.,)t, lln -lace
get friends from all ovcr ii e world.

If you have a cousin who only speaks
Spanishl you can speak to him.

So my sister can't unders:a d me.

The children's reasons were essentially intearaive rather

than instrumental. They were neither concerned with future

job possibilities nor personal status. Instead, they

expressed a desire to meet and converse with people f-

other co- tries. and cultures. The response "so my sister

can't unde stand me" can perhaps best be categorized

a typical comment for a second grader.

The parents were interested in both their children's

cultural awareness and economic advancement. When asked

why they p t their children in the Immersion Program, they

responded:

a
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Frequency

26 (77%)

17 (50%)

15 (44%)

10 (26%)

8 (24%)

Response

To learn a foreign language.

(Reasons with cultural emphasis:)
It is important to understand another

culture.
All students should learn that cultural

differences are not bad.
W- want our children to have a broadened

outlook, not to be provincial.

The program is valuable for the chi dren's
job opportunities,

To learn Spanish specifically.

The immersion- PrograM offersas intellectual
challenge for students wile might be bored
in regular classrooms.

Just as the primary reason for putting their chi d-

ren into the program was to learn a foreign language,

parents regarded the chilren's rapid pregress in Spanish

as the prooram greatest asset. Parents were particularly

aware of the importance of Spanish in Southern Califo nia.

One co-:-ented, "Many Latin Americans live in this area.

The Immersion Program and Spanish friends complement each

other. Another parent of_ Mexican background hoped that

her son would re ain pride in his Spanish heritage.

Summary

The attitudes of the studen (Pilot group)

teachers, a-d parents, were highly favorable to -ard the

Immersion Program. All three groups strongly supported

the continuation of the program. The children were not

only learning but also enjoying Spanish. They were using
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their Spanish both inside and outside of school and were

anxious to learn yet another language. They appeared

happy _t school and expre-sed no major complaints.

Similarly, the parents expressed no major criticism

of the progr.:ii. On the contrary, they were excited about

their children progress in Span ,h as well as the stimu-

lating atmosphere of the classes. Specific suggestions

for improvement of the program focused on the need for more

materials and class -om aides. (Fifteen parents reported

having helped in the classroom or -ith instructional

materials.) They also stressed the importance of better

understanding of the program in the school and the community.

One parent affi ed, "We are proud parents. People should

know about the program and set up other ones and exchange

ideas."

Rather than being worried about their children

falling behind in English the parents were determined

that the major portion of instruction continue to be taught

in Spanish. The parent questionnaire contained the

following item:

The Culver City Spanish Immersion program is
similar to a French Immersion Prooram in
Canada. In the Canadian program, slightly
more than 50% of the curriculum is taught in
English by the seventh grade. Do you think
the amount of English in the Spanish Program
should also increase? Yes No At what
rate? Why?

The 11 parent (32% ) who felt that the amount of English

should be inc eased stressed the complexity of the
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English language and the necessity of learning English-

language skills. One parent insisted that once Spanish

was fir Lblished, it needed only to be reinforced

for one or two hours daily. On the other hand 15 parents

(44) felt that their children were having no diffi ultie

with English and that it did not need to be increased to

50% of the instruction time. One parent suggested that

"at least 50% should be in Spanish because the child gets

Engli-h out ide of class.1t One mother insisted that the

program would fail if more English were introduced.

The teachers agreed that at least 50% of the

instru tion -lould continue to be in Spani h. The teachers

firmly supported the program and hoped that it would b_

expanded to other schools. When they were asked about the

advantages of an immersion program, the second-grade teach-

immediate response was, "You don't have enough tape

on there [for me to include the advantages]." Then she

commented, "A child can learn a foreign language with no

sweat whatsoever and no suffering. On the contrary, the

Spani h flows. It's part of their lives." The ki de

garten teacher, Irma Wright said that in comparison to

children in bilingual programs, "Our children are just way

ahead. Their Spanish is superior. Just everything is

better. In bilingual programs, the kids have trouble

answering, 'LComo te llamas?'" The first-grade teacher

added, "They [the children in the immersion Program] can
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understand and speak Spanish naturally. Their English

skills do not suffer; they score above everyone else on

tests. They have positive images of themselves as Americans

or as people of Hispanic descent. Things that Irma [the

first-grade teacher who is a Chicano] remembers as a child

will be things that our kids reme ber a- children too."

All three teachers recognized the cultural signifi-

cance of the program and felt that Anglo student- would be

able to cross cultural barriers and improve relations

between Americans and Mexican-Americans. The excellent

relations between the Anglos and Latin Americans in the

class have encouraged greater cultu al understanding.

As the first-grade teacher puts it, It gets rid of the

old myth that he's dumb because he's Mexican. Students can

remember how good Daniel Ea Latin-American student) was at

reading and Arturo [a Latin-Ameri an student] at dancing."

While this chapter has emphasized the positive

attitudes of the students, teachers, and parents directly

involved with the Immersion Program, its continuation has

been a topic of controversy among teachers, parents and

administrators not directly involved. Issues that have been

raised by non-participating teachers and parents as well

as some administrators include: participation of other

teachers in making decisions regarding the establishment

and continuation of such a program uneven pupil-tea her

classroom ratios created by such an experimental program

7
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the identification of procedures for selection of studen

into such a program, the specification of objectives for

Spanish-,peaking students participating in such a program,

and the performance of Anglo participants in English lan-

guage skills and subject areas such a- mathematics. (See

Fier, forthco-ing for a more detailed description of the

controver y.) As Irma Wright pointed out, "Everyone doesn

think we,re as great as We think we are.
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CHAPTER IV

CONCLUSIONS AND RECOMMENDATIONS

Summarvf Questions

This study presented an evaluation of the Culver

City Spanish Immersion Program in its third year. The

evaluation focused on a group of fir-t-grade student

who began the program in 1972 (Follow-Up group) and a

group of second-grade students who were in the original

kindergarten class in 1971 (Pilot group). Four major

research questions were posed and answered:

1. Are the students suffering a deficit in

En.lish ora and_lan ua e

Though not quite statistically significant,

the Follow-Up students in Grade I Were behind their mono-

lingual peers in English reading skills. This was expected

since they had had no formal instru6tion ill English. In

French Lumersion programs in Canada (Lambert and Tucke

1972; Barik et_al. 1974), initial lags in English reading

were also reported at the first-grade level.

At the second-grade level, the Pilot students

showed no signs of retardation in English language skills

oral or reading.
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2. How are tho students proqressing _1n"222n1$11

oral and reading skills?

The Follow-Up g

Spanish at a level significantl lower than that of native-

Spanish-speaking peers in Quito, Ecuador. Ho ever when

their scores were compared with-those of Mexi an-Americans

in California, the Follow-Up students were at the 75th

percentile in the Vocabulary and Comprehension subtests

as well as in the total reading score (Inter-American Test

of Reading Level 1 (R-1-CE).) Et should be noted that in

their "California Report" (1973 the Guidance Testing

Associates wa n that the levels prese ted should be used

as illustrations rather than local norris..

At the first-grade level, the difference in scores

between the Pilot group and a group of native-Spanish-

speaking peers in Guayaquil, Ecuador had been non- ignifi-

cant (Cohen, 1974b). -At the second-grade level, a new

Compa ison group from Quito, Ecuador was used, and the

Pilot group scored significantly Lower than this group.

However, when the Pia t -tudents were compared to

native-Spanish-speaking caassmates in the second-

Grade I were reading in

ir

grade Irrmtersion class, their difference in scores was not

significant. Moreover, when the Pilot students were com-

pared to nat ve-Spanish-speakers in California taking the

Prueba de Le tura Nivel 1 (L-2-CEs) (Inter-American Se ies,

Guidance Testing Associates), they were at the 90th
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-cetilr Lovel of Comprehe ion, Speed of Com-

2nF,1GA, and Vocabulary subte-ts as well as in the total

ading score. (It should again be noted that the figure

presented in the "Cal fornia Rep t" (1973) -f the Guidance

Testing AssccLaes are to be used as illustrations rather

than local norms.

In conclusion, neither the Follow-Up students in

Grade I nor the Pilot students in Grade 2 were reading at

the same level as their native-Spanisl- speaking peers in

Qui o Ecuador. However, their readina proficiency c

pared quite -atisfacto 'ly with native-Spanish-spea in

students in California.

3. Are_the .Students_achievin at -.re e level in a

pon4anavage_subject mater. mathematics?

At the first.qrd 1-LI\N211 both the Pilot

(5roadben 2973) and the Follow-Up group scored at grade

level. In Grade 2 the. Pil t students scored higher than

their English Compar -on group.

he--

4. What are the a_titudes of ici s udents

-n= d the S.anish -ersion

The students have developed positive attitudes

t _ard the Spanish language and culture and toward foreign

language learning in general. Both the Immersion teachers

and parents strongly supported the prog am and advocated
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its continuation.

In the search for answers to the four research

questions in this study, various problems were encountered

in the collection of both attitudinal and test data.

Though repeated attempts were made to secure re ponses

to the parent questionnaires, only 52% of the parent_

returned the forms. Perhaps the length of the question-

naires discouraged parents from cempleting them; several

parents apologized to me for not having returned the forms.

The responses of the 52% were overwhelmingly in favor of

the Immersion Program. Throughout the year, I had con-

tact -ith the parents and had observed their enthusiasm

for the. program. Con-equently, I had nd reason to believe

that the remainder of the parents would express disapproval

of the program.

Unfortunately, difficulties arose in the admini-

stration of the Bilingual Syntax Measure in Quito, Ecuador.

First and second-graders were tested in. e _ly March, but

the te_t results could not be used in this -st,u4y because

the test instru tions 1Jera misinterpreted (even though

they were written in Spanish). Rather than having the

examiner record each student's oral responses, the children

were directed to write down their own responses. Thus,

the test was transformed from one of oral skills into one of
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written -kills.

In the administration of the variour tests to the

students at the Linwood Ho e Elementary School, problems

, also developed. The children were between f ve and eight

years old and some had trouble concentrating for the

duration of the test. Others were ,pa- ti- larly dis uptive.

Certainly, some students are better test takers than others.

There were the additional problem- of tester effect

and testing location. I was familiar to the I mersion

students but not to the students from the monolingual

clas..rooms. The testing done in the s aller rooms, such

as the school library and the classroom, was more effe

tive than the total group testing situations in the school

cafeteria. In spite of the-e difficulties, the teSting

periods were neither unduly tense nor uncomfortable.

Not only external factors, but also the validity

and reliability of the test instruments must be considered.

In their respective anuals, the reliability and validity

of the reading and mathemati al tests are outlined. Upon

administration of these tests, however, certain items

appeared to be ineffective. In analyzing the items on

the Bilingual Syntax Measure, I felt that certain test

items were badly worded, and certain grammati al structu es

were beyond the student linguistic capacity,. However,

the test was only in its pilot form, and items will surely

be changed in the final version. The Bilingual Syntax
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Measure did effectively c,licit samples of natural spe-ch

whi h provided relevant infrLmation about the childr

oral proficiency.

.oncluidons

The results of this study indicate t -ffec LLVG

ness of an immersion pro ram both in the learning of a

second language and L deveicpment of positive attitudes

toward another ethnic group. The Anglo students in the

Spanish Immersion Program are suffering no retardation in

their native-language or mathematical , A,s, are satis-

factorily advancing in Spanish, and are developing an

appreciation of Hispanic culture. Relationships between

the Anglo- and Latin-Americans in the immersion classes

have been outstanding.

The r sults of the Spanish Immersion Program

contrast with fnose often obtained in foreign-language

classes and in bilingual programs. When foreign-language

instruction is limited to either daily or weekly periods

rarely do students develop native-like skills (Macnamar-

1973). The instruction is often limited to struct red

drills rather than communicative acts. Little sensitivity

toward the foreign culture is awned. Unfortunately,

many of the-Anglo students in the bilingual programs funded

under Title VII are also neither developing proficiency

in a foreign language nor an appreciation of another
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lturP. The contact bohween the Anglo- and Latin-Americans

in these programs is often minimal both inside and outside

of class (Cohen, 1974b),

While the success of an immersion program when

applied to Anglo studenCs is ap arent, fi d nqs may not be

relevant for uther groups of students. The

En,j-is -speaking child often enters school lacking a know-

ledge of the prestige language (English in the UnitPd

States), supprt fro- parents, or encouragement

teachers. In many cases,

DM

:e entering school, he has

neither developed proficiency in his native language nor

in English. In school, the non-native aglish-speaking

student then has to compete with native-English-speaking

peer (7 Spanish Immersion cl dren all started as

.monolinqu kindergarten an(' ze not frustrated by

the superic L linguistic capa -* of Leir Spanish_speakriq

peers, who joined the group only in Grade i.) Before the

establishment _f bilingual programs, the non-native student

was "im-e sed" in the language and culture of the majority.

He was expected to learn their language while no atten-

tion was paid to his native language or culture, Rarely

were qualified teachers available who under-tood his

linguistic difficulties. Consequently, the child contin-

ually experienced failure and frustration in his academic

environment. For the Anglo child in the dpanish Immersion

Program the,learning of Spanish is an exciting

8 4
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Ln _ctl!:11 challenge whirli is undertaken -Dluntarily;

for the non-native, the learninc of English is tc_

a necessity impoed by ciety.

In conclusion, immet sico programs can he highly

successful when the characteristics of the students, pat

and tea-hers for whom thp program des pled are

_

considered. Given the appropriate variables, the immersion

format offers a valuable, innovative experiment in educa-

tion which should be continued and expanded.

datin_
This s 1 -y has revealed the effectiveness of an

immersion program while recognizing-the importance of the

variables involved. The studies that have been undertaken

ilver C ty (Cathcart, 1972; Broadbpnt, 1973; Flores,

1973; Cohen, 1974h), well as the present study, empha-

size the value of the Spanish Immersion Program. Never.-

theless, further research ential. Not onlv should

swers to the questions posed in this study be obtained

yearly to determine the long-range effec of the Immc,

sion Program, 1:,ut new research questions, such as the

following, should be explor-J:

1. What is the effect of the Spanish Immersion

Program on the native Spanish-speaking children involved?

Aro the e students progressing satisfactorily in their

academi_ subjects? What are their attitudes and 'those of

8
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their parents towa-d the Immersion Program? A co

CO made of the native- speaking students in

the 5rini s, Immersion PrOgram, monolit 1E11 English

nrogram, and in a bilingual prod am to ascertain academic

and TALitudin-1 differences.

2. What are the attitudes of the students, te--h-

s and pa ents of children in the same school bJt

direc ill involved in the 0 ani7h Im-ersion Pr ram? in

Chapte- III diffi ulties with the school administ-ation

non-parti-ipating parents and teachers were pointed

A careful examination -= these problems could be

t- identify the causes.

3. What is the Anglo student's pattern -f second-

language acquisition in the Immersion Program? Are the

-o - made by Anglos similar to those of native-Spanish-

_peaking classmates in the same program? (See Boyd,

forthcoming.

4. If monolingual speakers of English are placed

in the Spanish Immersion Prggram after the kindergarten

year, can they progress satisfactorily in English lan-

guage skills and other academic areas as well as develop

proficiency in Spanish? (In the pring of 1974, two

monolingual English speakers were pi- ed into the

immersion classes: a girl in Grade 2 and her brother in

Grade 1.)
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In conclusion, I feol that the Culver City S:;tnish

Immsion Program is a valuable experiment in U. S. educa-

tion that offer a stMulating experience for students as

well as c_ dynamic area fol: research. Numerous immersion

programs have been established and well-received in Canada;

--;fully, more immersion programs will be established and

supported in the United States.
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APPENDLC I

STUDENT INTERVIEW FORK

I. SPEAKING

Can you say things more easily in Spanish or En_

2, Do you _ike to speak Spanish or English better?

3. Do you ever have trouble speaking in Spanish? What Rind of trouble?

4. Do you ever think in Spanish?

5. Do you count in Spanish or English?

6, Have you ever dreamed in Spanish?

tthy?

U ING

-u ever have able understanding your teach

2. Do yma Tver have trouble understanding Ariro, Daniel, etc. (the
native-Spanish speakers in the class )?

IIIL_NEAUN

1. Can you read more easily in Spanish or English? Why?

2. Do you like to read Spanish or English better? WhY?

IV 7-TriG

1. Can you write more easily in aninh or English? Why?

2. Do you like to write Sparish or English better? Why?

V. USE OF SPSH SIDE THE _LASSROOM

1. Do you ever watch Spanish T.V0 programs How often
iLl'ficult to understand?

9 2
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2. Do you over listen to Spanish radio programs? How often? Are

they aifficult to understand?

Do you have any Spanish records at home2 Do you listen to tham?
How often?

4. Do you have
often?

Spanish books at home? Do you read them? How

5. Have you o a M
speak S7.11 thei;;?

or Spanish restaur Did yo

6. Do you ave _ands who speak Spanish and are not in your
class? Do you spoak English or Spanish with them? Why?

Would you like to have more friends who speak Spanish? Why?

8, Do you ever speak Spanish at home? When? How oft 7

9, Have you taught anyone in your family any Spanish? What?

10 Have you ever helped someonC uho could not understand Engl-
Who? When? Where?

VI. USE OF SPANISH IN THE CLASSROOM

1, Do you always speak Spanish in Class? Do you sametimes speak
English? When? Why? Are there certain thing3 you say in
Spanish or in English?

Do you eve' veak Spanish during English hodr, recess or lunch

ATTITUDES AB T

u like

2. Do you like having everything taught to you in Spanish? Woad
you like more ah? Would you rather be in a different dlass?

3 Were you frightened in kindergarten when you hel danish?

4. Do you want to keep on learning Spanish?

5. Do you want to learn still another language? What?

6. Why do you think it's good to learn a foreign la'

Do you think you're lucky to be in this Class?

9 3
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AP ENDEC II

TEACHER INTERVIEW FORM

SION

1. What are same of the initial reactions of the thildren when thay
realize that you will only speak Spanish to them (anger, fear,
disbelief, etc.)?

2. Have any of the children asked you why they are in a special progrRn,
or why you alvays speak Spanish to then What do you answer?

Do you pretend not to understand the children English er do you
react to it? Why?

4. When, in general do the children begin to understand what you
saying?

5. Are there c of s_udents that _ e particularly quick- at
understanding u think so?

6. Are there any stv.:tg who have ,rticular problems understandia
you? What do you a tho c !c'e (langaa e difficulties,
inability to concen ow ers,etc.

7. Do you think that most
what you are saying?

e children undurstand the majority of

When do students, in general, first begin responding in Spanish?
in words? in phrases? In oentences?

2. At what level do they begin using difficUlt gr
past tense? sub!ect/vere agreement? etc.?

3. What kinds of niTtakes do they make speaking? (pronunciation
gramna)

4. Do you correct their pronunciation rre Hew? When? Why

5. Do you correct their grmnmar errors? Howl Ar;Ama? Why?

) 4

8 5



6. Are the mis ekes of tit Anglo Children r to _hose of tho
native-Spanish speakerI If so, please desc:.

Do you think the children Ahjoy speakinr, Spanish, or do they
regard it as a burden?

8. Are certain students more verbal than others? Are they verbal both
in Spanish and in English? Do they learn Spanish more quickly
than less verbal children? Are they general better students?

9 Do same students have particUlar problems speaking Spenish? What
are the causes (shyness, lack of comprehension, lack of vocabulary,
etc.)? Do these students have similar problems in English?

In the Classroom What percentage of verbalization c7,1es on
anish?

teacher to student
student to teacher
Anglo to Anglo
Latin to Latin (native-Spanish speakers
Anglo to Latin
Latin to Anglo

11. Is there English interference in spoken Sp h Please give
examples.

1 2. re Span-!.sh interfer ce
es.

en gnglish? Please give

DLI.MADDELEERIISH

1. What method do you us to teadh Spanish r

2. Do you correct the students' pronuncitUon when they are reading?

3 DO you correct their grammar when they are reading?

4. What kinds of problems do they have (vocRbulary, speed
etc.)?

IV. READING ENGLISH

1. What method do you use to teach English readinRs

2. Do you correct the students+ pronunciation?

3. Do you correct the student's grammar?

4. Are their problems similar to those they have in
9 3

86

Spanish?'



1, Do students, in general, read at the same level in Spanish and in
English? If exceptions, please describe.

2. Do you recognize any English interference in Spanish reading?

3. Yol reeognize any Spanish interference in English reading?

4. T ierI do you think instruction in English reading shoUld be begun?

5. Do you th tudents prefer reading in Spanish or Eg1izh?

1. Whaf,, types of Spantsh writing activities do the students perform?
;Live writing, book reports, grammar exercises, otc.

2. How often do the students write in Spanish?

3. Do yeti corr t their written e How? Do they have to re-write
exercises?

4. What kinds of errors do the students make?
mechanical: Spelling, puhAuation
grammatical: inflections, agreement sentence stracta
vocalcUlary

5. Are the errors of the Angles similar to those of the Latins?
Please give examples.

1, What types of English

2, How often do the students write in English?

3. Do you correct their written errors? H ?

activities do the students perform?

4. What kinds of errors do the students make? Are the errors similar
to those made in Spanish?
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VIII. READI GENEW

1. Do you feel that the students write better in Spanish or English
in regard to mechanics, grammar, vocabdlary, creativity?

2. Do you think the students prefer writing in Spanish or English?

3. Do you recognize any English interference in Spanish writing?

4. Do you e any Spanish interference in English writing?

IX SPECIAL ST1JDT5

1. Are any students. having particular problems in h Does ha
math instruction in Spanish cause any problems?

2. Are there any mentally-gifted chidlren in the elm- Is the
program particularly beneficial for them?

Are the relationships between the Anglos and the Latins good Are
they good friends? Do they help each other with their work? with
language problems? Do the native-Spanish speakers usually stay
together? Do you think the inclusion af native-Spanisb speakers
is important? Why? How many should there be? Should there be
native-Spanish speakers at the kindergarten level too?

1. Please write d approximate schedule of your daily activities.

2. Do the three.teachers plan the c i'iouluni together or individually?

3. Which activity do you feel you present most effectively1

4. Which activity arouses the greatest student interest?

5. In which activity is the learning of Spanish most effective

6. Do you present Hispanic cultural material? What kinds? How often?
Does this material promote student interest?

7 Ware auy of the Anglo students in a Spanish..speaking country be ore
they began the program? Have any been to one since?

8. Do you present cultural material about the United States? What
kinds? How often? Is student interest aroused?

9 :7

8 8



XL_MATERIALS

1. Are your teaching materials adequate If not what is lacking?

2. What kinds of materials do you use? Have you designed most of
your material? If so, please decribe.

Do you translate all material into Spanish, or is some of it
still in English?

4 Do you think special materials should be desi
program? Please give examples.

XII. TEA QD

1. What is your general method of teaoKthg? describe how you
present new material and how the etudents in groups or
individual ly)

2, Which activities are generally done in groups? individaPlly?

3. Do you think thnt the present open-space classroom with the
kindergarten, first, and second grades interacting is effective
or ineffective? Whyl

4. What is the present classroom situation? How often are the Classes
mixed? How many students is a teaoher usually responsible for?

XIII, ND

1 Are you of Hisp&ic descents Please des

2. Do you ever speak Span sh outside of class? Do you have con act
with Spanish speakers outside of school?

3. Do you speak Spanish or English with tho other Immersion tea

4. How did you learn of the Immersion Program

5. Briefly describe your teaching experience (grades taught, n
of years, where etc ).

GENERAL ATTI

What do you think are the advantages of an brnera ion program?

8
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30 What ar
Program

the disadvantages of an immersion program?

the nein problems mith the Culver City Spanish Immersion

4. Do :you think this program should be continued?

5. Up to what grade level should the major part o

in Spanish? Why?

6. What do you envision as the
Will it be enlcrged? 1011 s
communities?

ot on be

of the program? Will it continue?
programs be developed in other

7. What do you envision as the future of the Anglo students in the

program? Will they improve relations between Anglo.Jericans and

Mexican.Americanst Will thgr become fluent bilinguals by what

grade level? If they were patinto a regular English Classroom

now, would they forget their Spanish? Would they maintain an

interest in Spanish?

8. How much support or criticIi have you reoetved (from school

administrators, teachers, and p ants)

9. Do you think an immersion program is suitable for all c _T

for only certain personality types? harmful for others?

What qualifications do you think are essential for a teacher in

an immersion rrogram?

9 9
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APPDIDIX

PARENT QUESTIONNAIRE

Your name:
Relationship to child:
CHILD'S name

age:

class:
Nuxber of chil en:

name age

Please mark an X beside those children enrolled in the Spanish
Immersion Program. Please fill out a separate form for each child
nrolled in the Immersion Program.

FATHER S name:
birthplace
educational backg and: (Please mark an X beside the highest

level completed.)
rimary school (Grades 1-8)

secondary school (Grades 8-12)
vocational school (secretarial, mechanics, °too)
_rtwo-year college
four-year college
graduate school

occupation:
Are you currently employed?
present job:

Yes No

THER's name:
birthplace:
educational background:

__primary school Orades 8)

secondary school (G ade 9-12)
----vocational school (secretarial, m ch ate.
----two-year college
----four-year college

graduate school
occupation:
Are you currently employed? Yes N
present job:

10 0
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4. FATHZR'S family background nationality or nati _al _es .

Are FATHER'S parents native speakers of English? Yes No
If not, what is their native language?

FATHER'S native language:

OTHER'S family backgrounc nvtionality or nationalitie
Are MOTHER'S parents native speakeT's of English? yes

If not, What is their native language?
FATHER'S native language:

6 Have any members of your family (other than the children in the
Immersion Program) learned Spanish? Yes No

Please rate ability: excellent g(73a, fair, poor.

Family Member Ability Where Learned Number of Years

7. Have any members of your family learned a foreign language o
than Spanish? Yes No

Please rate ability:Woccellent, good, fair, poor.

Family Member Ability Where Learned Number of Years

Has any member of your family spent any time in a foreign 00u
Yes NO If so, please describe:---

Family Member Country Period of Stay Purpose of Stay

Do you have any plans to take a trip to a Spanish-speaking co
Yes No If so, please describe.

10. Do you have any Spanish-spedking acquain est- Yes No
About how =IV?
Do you speak Spanish with them? often _sometimes rarely

Have you taken any Spanish courses since your child en
Immersion Program? Yes 210
If sot please describe (Wheril- For hourlong?).

12 e y _ involved in any communi
ther than the Immersion Progr
so, please describe.

0 1
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13. Have you purchased any Spanish reading materials for your hild's
use at hams? Yes No Please describe the matbrials.

Does your child use them? Yes No

14, Do you. have a Spani- 11 die io h-
Does your child use

15. Do you
If so,

Yes No

speak Spanish in your family? Yes
eaie describe.

Yes No

160 Do yoa ever read to your child in Spanish? never rarsay
sometimes often

17. Do you everivelp your child with his homework? _Yes No
With whiCh subjects?
Does he have any particular problems?
Are you able to help him with any problems in Spaninh? Yes

--No

18. Does yoar Child have am- chance to spea] Spanish outside of
Yes No

---With Mat?

other members of the family
relatives

--his friends
--Other (Ple

19, Does your child have any Spaiisb..upbaking fill
in the Immersion Program)? Yes No If so
Does he speak Spanish mith tE7167? never

often

20, D0013 d ever listen to Spanish radio? Yes N
never rarely sometimes often

210 Does your child ever watch Spanish T.Y. programs Yes
neVer rarely sometimes often

220 Does he ever go to Spamtsh movies
sometimesnever

102
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23, Do you have any Spanish records? Yes No About how many?
Does your child listen to them? Yes No

never _rarely sometimes-- often

24. Have one or both of the parents taken the child to Spanish-
speaking environments (e.g. Givers: Street, Spanish-speaking
restaurants, Mexico, Spanish-speaking relatives, etc.)?

Yes No
If yes, Tiase specify the situations;

25. Did your Child learn how to read in English at home? Yes
Please describe the material he reads and how often.

26. Do you read to your child in English? Yes N
never rarely sometimes often

think your child a going to scho
es not care, etc

least?
What does he like

28. Do you think your ahild enjoys speaking Spanish?
Does he seem proud of his Spanish ability?
Does he ever talk about new words, stories, or songs
learned in sChodl?
Does he ever mention things he has learned about Carl
Spain?

Yes
Yes
which-Ft; has

Yes --fie
America or

Yes No

(haPPY,
most at

If possible provide de ail di

29. Does your Child ever
never r

sh in -n of you Yes

30. Does he ever appilain about receiving all in ion
Yes No
never rarely sometimes often

-s he ever asked to leave th Immersion ftogram?
If yes, ease emOlain.

32. Do you think y r child
speaking, %semi

If yes, please

-es

Sp h?

having any problems understanding
ing English? 7es No

103
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you think your Child is f
tter, e.g. math? Yes
If so, please wcptin.

behind in no _age sub_

34. How did you hear of the Spanish Izmnersion Program?

35. What were your reasons for putting your child in the program
(to learn a foreign language, to learn about Mexican-American
mature, to have better job possibilities, etc.)
Please * what you feel is the most important reason.
1.
2.

3.
F.

36, What do you like about the Immersion Program?
advancement in Spanish, etc.) Please * the mo
1.
2.

3.
40

37. How c- d the program be.
1.

2,

3.
k.

atmosphere, child's
t important quality.

_ateria1s, organiza

35. Do you think the program should be -ontinued? Yes No

39. Have many peapie asked you about the program? _Yes _No
Do they react favorably toward the program? :_Yes No
Please describe their reactions.

O. Do you have any younger children wtom
Immersion Program? les No

on enrolling in the

41, Have you heard of attempts to set up similar progr Yes
If so' where? Please describe,

12. The Culver City Spanish Immersion Program is similar to a French
Lmmersion Program in Canada. In the Canadian program, aligh4y
more than 50% of the curriculum is taught in English by the seventh
grade. Do you. think the amount of English in the Spanish Program
should also increase? _Yes _No At What rate? Whyl

104
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43. Have you ever helped with the Immersion Program, either Inside or
outside the classroom? Y

It so, please describe.

44. hat kinds of school
Type of Function

No

lam do you attend?
P.T.A.) How Often?

45. Please indlude aiy anecdote about your child's speaking Spanish
outside of the classroom,

f you have any additonal cinients t please include them here.
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