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Third Year: Its Implications for Language
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Professor Andrew D. Cohen, Chairman

In the fall of 1971, a Spanish Immersion Program
was initiated at the Linwood Howe Elementary School in
Culver City, Califernia. 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 Foli@wsﬂp group at the first-
grade level. The major research questions examined were:

l. Are the students suffering a deficit in English

oral and reading skills?



2. How are the students procgressing in Spanish

[

1ls7?

e

oral and reading ski

i

vel in a

T
5

3. "Are the students achieving at grade 1

non-language subject matter, i.e., mathematics?

=

4. What are the attitudes of the participating
students, teachers, and parents toward the Spanish

Immersion Program?

The following instruments were administered for the
purpose of evaluation:

1 The Inter-American Tests of Reading, Spanish

and English versions.

[

2. The Bilingual Syntax Measure, English and
Spanish versions.

3. The Céaperative Primary Test of Mathematics.

4., Student Interview Form.

5. Teacher Interview Form.

6. Parent Questionnaire.

The findings indicated:

1. The students were not sﬁfferiﬂg a deficit in
English oral or reading skills.

2. The students were progressing satisfactorily
in Spanish oral and reading skills. |

3. %he students were achieving at drade level in
mathematics.

4. The students were developing positive attitudes

8
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toward the Spanish language and culture, and toward foreign
language learning in general. Both the Immersion teachers

and parente strongly supported the program and advocated



CHAPTER I

AREA OF INVESTIGATION

While popular in other countries for a number of
vears, bilingual education has only been actively promoted

in the United States since the passage of the Bilingual

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

English schools were founded, but none survived beyond

for their failure included: a lack

1919, Reason f com=-

o]

]

munity involvement, an elitist emphasis on literature and
the arts, and the growing unpopularity of Germany resulting
from World War I. No major attempts at bilingual public
education we:e-made until 1963 when a program was initiated
at the Coral Way Elementary School in Dade CDunty§>F1G£iéa-
During the following five years, approximately a dozen bi-
lingual programs were introduced in Texas, New Mexico,
Arizona, and California (Andersson and Boyer, 1970).

Since the éassage 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 Guideliﬁés of the
Bilingual EduéatiOﬁ Program define "bilingual education"

as follows:

10
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Bilingual education is instruction in two
lanquaqges 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 bilingual
education [Andersson and Boyer, Appendix B

As of November 1973, 213 projects in 32 states and terri-
tories were being funded under Title VIL of the Act
(Wright, 1973).

While all projects under Title VII involve the use
of two languages, the amount and method of instruction in
the two languages va. .es enormously in different programs.
Models for bilingual education include:

1. Simultaneous translation from one language
into the other;

2. Repetition of all subject matter in both
languages at different times of the day,
e.g., mathematics in Spanish in the morning
and in English in the arfternoon; X

3. Particular subjects reserved 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-

cation, which is not funded under Title VII, is the

immersion format, Immersion programs are becoming in-
creasingly popular in Canada. In 1965, under the initi-
ation of parents in the cammunity, t@é South Shore Protes-
tant Regional Board began its first French immersion

classes for a group of kindergarten children. As of the

11
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1972-1973 academic year, this innovative program was being
offered through Grade 7 at the 5t. Lambert Elementary
S5chool and in kindergarten through Grade 3 in five other

schools in the system. Approximately 427 of all eligible
kindergartners on the South Shore were enrolled in immersion
programs, and similar programs existed in 14 schools on the
island of Montreal (Lambert et al., 1972). The essential
elements of immersion programs are:

“garten students are monolinguals.

!!’“
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.+ The teachers are bilinguals. However, in the
classroom they use only the se.ond language being taught to

the children. The students are treated as if they w

re native

]
[

i

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

3. 1In kindergarten and in Grade 1, all instructi@h
is in the child's second language.

4. In kindergarten, the children are permitted to
respond in their first language. The teacher often repeats
the children's remarks in the second language and always
responds in the second language.

5. 1In 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
roduced.

is in

iy
it

8. There are no structured second-language lessons
12
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(pattern practice, etc.). The second language 1s the

medium of instruction rather than a separate subject

s

matter.
9. The program follows the regular school

curriculum.

After seven years of longitudinal study, the find-

ings of the St. Lambert Immersion Program indicate (Lambert

i

and Tucker, 1972; Bruck et al., 1973; Bruck et al., 1974):

1. The st@dents have suffered no deficit in cog-
nitive development.

2. The students! English language proficiency is
c&méarable to that of monolingual peers receiving all
instruction in English. |

3. The students' French language proficiency

approaches that of native-French-speaking peers. It

4. There has been no deficit in the learning of

non-language subject matter, i.e., mathematics and science.

5. The children seem satisfied with the program

and express no desire to transfer to a conventional

6. The children are developing a sensitivity
14
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toward French-and English-Canadians and towards the notion

of cultural diversity in general.

Following the model of the St. Lambert Elementary

School, the Culver City Public Schools, with consultation

and assistance from the Department of Teaching English as

m

i

a Second Language at the University of California at Los
Angeles, began a- Spanish Immersion Program at the Linwood
Howe Elementary School in 1971. This appears to be the
only Spanish immersion program in public education 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:

=

. have suffered no retardation in English oral
r reading skills,

0

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-

gartén and first-grade level.

14




Statement of the Research Problem

Whereas both Dr. Wallace E. Lambert, thé designer
of the St. Lambert French Immersion Program, and Dr.
Russell N. Campbell (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,

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 Lanquages 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. (Seg for example, Andersson
and Boyer, 1970; Saville and Troike, 1971; John and Horner,
1971; Valencia, 1971; Gudschinsky, 1971.) Studies of
specific programs 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. Several important ques-
tions need to be answered by further carefully-controlled

studies:



1. Will a child's cognitive development be
affected by instructi-on in a second language?

2. Should a child be introduced to reading and
writing through his first or second language?

3. If instruction is given in the second lan-
guage, will students suffer a deficit in the basic skills
éf their first language?

4, If instruction is given in the second lan

‘Lu

uage
will students develop native-like proficiency in that
language?

5. Can students achieve at gradéélawel in non-

language subject matter presented to them in thelr secon

language?

Purpose of the Study

ssent an evaluation of the

W

This study - will pr
Culver City Spanish Immersion Program in its third yéar_
The evaluation will focus on the Pilot group at the second-
grade level and the Follow-Up group at thé first-grade
level. The research questions will be: |

l. 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 é
non-language subject matter, i.e., mathematics?

16
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4, What are the attitudes of the participating
students, teachers, and parents toward the Spanish Immer-

sion Program?

Procedural Statement

The following instruments were administered for the
purpose of &valuation:
1. The Inter-American Tests of Reading, English

and Spanish versions,

[y

2. The Bilingual Syntax Measure, English and

oy

Spanish versions,
3. The Cooperative Primary Tests of Mathematics,
4, Student Interview Form,

5. Teacher Interview Form,

6. Parent Questionnaire,

[ex]



CHAPTER IT

EVALUATION OF ENGLISH, 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-

ion Program was modeled after the St. Lambert project in

i

Montreal, Canada (Lambert and Tucker, 1972). 1In the St.
Lambert project, English-Canadian children were immersed in
French instruction beginning in kindergarten. Only at the
second-grade level was instruction in English introduced.
During Culver City's 1971-1972 academic year, a
Pilot group of 19 five=-year old mgngiinguél English
speakers were tagght the traditional kindergarten curricu-
lum entirely in Spanish. The state-defined curriculum objec-
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 1l. Théy were joined by six native-
Spanish-speaking students. Due to parental concern and a
compulsory school reading test, dally one-hour periods of
18

9



English Language Arts were introduced at the first-grade
level. At the time of thié study, the Pilot group was in
Grade 2; 12 of the original Pilot group and nine native-
Spanish speakers were in this second-grade Imﬁersién
class. Except for daily one-hour péfi@ds of English
Language Arts, instruction w.s presented in Spanish.

During the 1973-1974 academic year, there was
not only the Pilot group in Grade 2 but also Follow-Up
groups at the kindergarten and firstagrade»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 were 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
te:zts were administered to the Follow-Up group in 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), .'indergarten children were not
tested. The evalgati@n focused on three major questi@nsE

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

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

3. Are the students achieving at grade level in

a non-language subject matter, e.g., mathema-
tiecs?

19
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Since different tests were administered to the Follow-Up
and Pilot groups, the two groups will be evaluated sepa-

rately.

Follow-Up Group in Grade 1

L
il
=1
ko)
[
i

Follow-Up group: This group consisted of the 19

Anglo students,in the Grade 1 Immersion class at the

Linwood Howe Elementary School. These students had re-

ceived all instruction in Spanish during their kinder-

[y}

garten and first-grade years. Their curriculum, though
taught in Spanish, was equivalent to that of the children
enrolled in monolingual classes at the same school.

Comparison groups: There were two Comparison

groups: one for the tests administered in English and one
for tests administered in Spanish.

English Comparison_group (EC): The English Com-

parison group zansisted_@f 18 first-grade students from
four different monolingual classes at the Linwood Howe
Eleméntary75§h$al; The group included all those native-
English-speaking children whose parents had given per-
mission for them to be tested.

Spanish Comparison group (SC): The Spanish Com-

parison group was made up of 25 native-Spanish-speaking
students attending first grade at a private school in

tate-defined curriculum was being

m

Quito, Ecuador. The

2V

Do
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followed. Except for daily twenty-minute periods of

English, all instruction was in Spanish.

and Procedures:

=
W]
t
B
H
=
il
u_J\
Ry}

l. English Reading Skills

The Inter-American Test of Reading, Level 1
(R-1-CE), (Guidance Testing Associates, Austin, Texas)
was selected becéuse it is available in equivalent English
and Spanish VéESiGHSg The test consists of a Vocabulary
and a Comprehension section. 1In the Vocabulary 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
~te match a sentence or sentences with the appr@priate.pic;

ture. Ten minutes are allowed to complete the forty

I administered the test to the Follow-Up and
English Comparison (EC) group in mid-April in the school
library. The test was administered on a group basis,

with each group taking the test at a different time.

2. Spanish Reading Skills

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

the Inter-American 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).

21
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With the assistance of the first-grade Immersion

Y]

teacher, the test was administered on a group basis to the
Follow-Up students in mid-April in the school librarys
The same test was administered in early May to the Spanish

comparison (SC) group in Quito, Ecuador.

3. Mathematical Skills

a. The Cdoperative Primary Test of Mathema-
tics (Educational Testing Service, Princeton, New Jersey)
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, was used for the first-
grade students. Rather than measuring computational-’
ability, this instrument measures the comprehension @fﬁthe
following concepts: number, symbolism, operation, func-
tion aﬁdw;élaticn, approximation and estimation, proof,
measurements, and geometry. The test consists of two
untimed parts. In Part One, the students must :esp@ﬁd
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 éf the tést-(abaut one hour),
I administered it in two sessions in mid-April. The first

28 items were administered to the Follow-Up and



English Comparison (EC) qroups together in the school
cafeteria. Following a shert recess, part Df the Follow-
Up group and the Comparison (EC) group completed the test
in the classroom of the Follow-Up students. The remainder
of the Follow-Up group completed the test the next day in
their classroom; while the remainder of the Comparison
(ECS group completed it the next day in the school
library.

b. The Wide-Range Achievement Test in Mathematics
(Jastak and Jastak, Guidance Associates, Wilmiﬂgtgn;
Delaware) was individually administered to the Follow-Up
and English Comparison (EC) groups in mid-February by the
readiﬁg specialist at the Linwood Howe Elementary School.

This test measures computational ability.

Results (Summary of Results in Table 1):

1. English Reading Skills

The Inter-American Reading Test, Level 1
(R-1-CE), was submitted to a two-way aﬁalysis 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 Eignifi—
cance (p ¢ .06), with the comparison (EC) group scoring
higher than the Follow-Up (Table 2). There was no droup-
subtest interaction. ,Eéth groups performed hetter on the
Vocahulary than on the Comprehension section (Table 1).

23
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2. Spanish Reading 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 (5C) 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-

n

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

T

Spanish reading correlated positively and significantly
with those 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 group-test interaction
(Table 4). (Raw scores were converted to grade-equivalent

scores for statistical analysis.)
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Skill

il

English Reading

The somewhat lower performance of the Follow-

Up group on the English reading test was expected since the

group had received no formal reading instruction in English.
- According to the St. Lambert model (Lambert and Tucker,

1972), English te be introduced in Grade

H

eading is only

2. ag in English reading was found not only

=
ﬂ-"
i

An initial

[

in the Spanish Immersion Program at the Linwood Howe

Elementary School but also in French immersion programs

at the $t. Lambert Elementary School in Montreal, Canada

(Lambert and Tucker,

Canada (Barik et al.,

gi

1972) and the Allenby School in Ottowa,

1974).

Spanish Reading 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 subtests, Vocabulary and Com-

found in the "California

Testing Associates.

and in the total test.

The

(These percentiles are

Report" (1973) of the Guidance

= authors warn that

the figures are

to be used as illustrations rather than regional norms.)

The strong:

correlation between the Follow-Up

30
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students' scores in' Spanish and English reading suggests
a possible transfer of skills from one language to the
other. A similar correlation was found in the Pilot group
in Grade 1 (Cohen, 1974b). At the St. Lambert Elementary
School, a comparable correlation was found between French
and English reading. Referring to the results of the
Pilot group in Grade 1, Lambert and Tucker conclude,
"These findings produce strong evidence for a transfer of
skills from French to English, especially since the par-
ents had been urged not to introduce or encourage English
reading at home [Lambert and Tucker, 1972, p. 36]." The
Rizal experiment in the Philippines (Davis, 1967) further
supports this theory. Dr. Robert Wilson, the founder of
Consultants in Total Educatlon, 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, 1974a].

3, Mathematical Skills

The Follow-Up group was performing at grade
level in tests of mathematical skills. At the first-
grade level, French immersion groups in Montreal (Lambert
performed at grade level in mathematics.
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However, Macnamara (1966 and 1967), 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

56 ) discovered that these studernts

Irish. Macnamara (1€

v@‘
i

scored lower in problem-solving, but not computational
ability, than their peers receiving arithemtic instruction
in English. In a later study (1967), he concluded that
though the students had received arithmetic instruction in
Irish, they still had difficulty reading Irish versions of
problems aloud.

Unlike the students in the Macnamara study (1967),

=

the Follow-Up group was administered the mathematical tests
in iheir first rather than second language. One night

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 administer an equivalent mathematical test in
Spanish to ascertain if there would be anf significant

difference in results.




Pilot Group in Grade 2

Sample:

isted of the 12 Anglo

]

ol

Pilot Group: This group con

students from the original Pilot group which began the
kindergarten Immersion Program in the fall of 1971l. Until

January of Grade 1, they received the regular school curri-

m

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

o

concern and a compulsory school reading test, English 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

was in the second—grads Immersion class.

Comparison Groups: There were three Comparison

groups: one for tests administered in English and two for
tests administered in Spanish.

English Comparison group (EC): The English

Cgmparisan gréup consisted of 14 second-grade students
from three different monolingual classes at the Linwood
Howe Elem=ntary School. The gféup included all those
native-English speaking children whose parents had given
permission for them to be tested.

Spanish Comparison groups (SC):

Ecuadorian Comparison group (SC): This

group was made up of 25 native Spanish-speaking students

attending the first grade at a private school in Quito,

" 24
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Ecuador. The state-defined curriculum was being followed.
Except for daily twenty-minute periods of English, all
instruction was in Spanish.

Immersion Comparison group (ISC): This group

consisted of the nine native-~Spanish-speaking students in
the second-grade TImmersion class. Six had joined the

program in Grade 1 and three in Grade 2.

Materials and Procedures :

l. English Oral Skills
The English version of the Bilingual Syntax

Measure (Burt, Dulay, and Hernandez Ch. 1973) was admin-
istered. The authors kindly allowed me to use the test in
pilot form. The test is designed to determine a child's
structural language development. It is administered
individually and requires appraxiﬁately 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 examinee 33 guestions while pointing to
the appropriate pictures. The child's responses are
recorded in the Child's Response Booklet. There are no
"correct" answers; the student is encouraged to express any
opinions he has. The structure rather than the content
of the child's speech is evaluated.

yd, a graduate student at the University

L)
o
r"l-
[N
]
i
jut]
[wo]
O
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of California, Los Angeles, and I administered the English
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 weaker 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 C@mprehenalcn, 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
four possibilities. Only five minutes are allotted for
the 30 items. In the third section, Vocabulary, a visual
cue is given, and the student has to match it with the
correct word out of four choices. The 40 items are to be
completed within eight minutes.

I administered the test to the Pilot and the

English Comparison (EC) groups in mid-April. The groups

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

W

The Spanish version of the Dilingual Syntax
Measure was individually administered in late February, one
week before the English version. (The test is described
in detail on page 25.) Two native-Spanish speakers adminis-
tered the test to the Pilot group and six students from the

Immersion Comparison group (ISC).

4. Spanish Reading Skills

The Prueba de Lectura, Nivel 2 (L-2-CEs)
was administered in mid-April. The Spanish 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
semester of Grade 2 or beginning of Grade 3, contains 43
items in Part One and 17 items in Earthwag Otherwise,
the test is similar in format to the 12A version. With
the assistance of thé second-grade Immersion teacher, I
administered the test to the Pilot aﬂdvEggiishZCémparisén
(EC) groups in the school cafeteria.

b. The Wide-Range Achiéveﬁent Test in

36
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Mathematics, a test of computational ability, was indivi-

o

nally administered in mid-February to the Pilot and

“nglish Comparsion (EC) groups by the reading specialist

L]

at the Linwood Howe Elementary School.

il

n Table 5):

[

Results (Summary of Results

L

1. English Oral Skills

The scores on the Bilingual Syntax Measure
(Table 6) 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

- scoring of the total test:

1. The test scorer first corrects the 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 original response is given a
"Child Response Value" ECRV)i

3. All the CRV points are added up.

4. All the DFV points are added up.

5. The total CRV is divided by the total DFV,

37
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and the résult is expressed as a whole number.
6. The child is placed at a certain level according
to the Level Table (Table 7).

According to the norms of the pilot version of the
test, all the children im.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 not vyet

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.

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

32
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b

I

TABLE 7

BILINGUAL SYNTAX MEASURE LEVEL TABLE

t

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

70-85

86-100

lad
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ﬁhe Pilot and Ecuadorian Comparison (SC) groups (pg .001
Table 10), and there was group-subtest interaction.

When the scores 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), but ﬁhere was group-subtest interaction.

The Pilot group's scores in Spanish reading cor-
related positively and significantly with English reading
= .01;

scores (Level of Comprehension: r = .96, sig. =

Speed of Comprehension: r = .89. sig.

1]
L]
>
-
.\]
=
o
t
o
"_.ﬂ
H
1]
WD
N

Vocabulary: r = .72, sig.

Siga = -ODl)g

5. Mathematical 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
interaction (Table 11). (Raw scores were converted to
grade-equivalent scores for statistical analysis.)

Discussion

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

[y

was not suffering any deficit in native-language oral

skills. - Since all the students placed in the highest

level, it was not considered necessary to test the

English Comparison (EC) group.

2. English Reading Skills

Whereas the reading scores for the Follow-Up
group in Grade 1 approached statistical significance, with
the Follow-Up group é:aring lower than the Anglo Compari-
son group, there was no statistical difference between
the Pilot and Comparison (EC) group at the second-grade
level. Similarly, in the French immersion projects 1in
Montreal, Canada (Lambert and Tucker, 1972) and Toronto,
Canada (Barik et al., 1973), the initial lag in English
reading disappeared by the end 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 éay was reserved for English Language Arts.
Initially, the regular immersion second-grade teacher

took the children to another room in the school, referred

+

o 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
43
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special teacher for English instruction represent devia-

W

tions from the St. Lambert model; there, English reading
is begun in Grade 2 and the teacher 1is a monolingual

English speaker.

3. Spanish Oral Skills
Due to the lack of carefully-established norms,
the results of the tests are difficult to interpret.
Nevertheless, they do indicate that the Pilot group was
advancing quite satisfactorily in Spanish oral skills.
The difference in levels between the native-English and
‘native-Spanish groups was not great. (5ee Boyd, forth-

coming, for a detailed description of the errors made by

4. Spanish Reading Skills

At the first-grade level, there had been no
significant difference between the scores of the Pilot
group and a Caﬁparisgn gfaup of native-Spanish speakers
from Guayaquil, Ecuador (Cohen, 1974b). Unfortunately,
the same Comparison group was not available at the sezénda
grade level. Consequently, a new group of native-Spanish-
speaking children from Quito, Ecuador (5C) was. used for
comparison purposes. The scores 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-Spanish-speaking peers from Ecuador.

49
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When the subtests are ranked according to percen-
tage of correct answers, the Comparison group from Quito
(SC) scored best on Vocabulary; then, Speed of Compre-
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 (ISC) group performed better on
Level than Speed.) Unfortunately, no details were 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 rgadiﬁg at the
same level as native-Spanish second-graders in Ecuador,
they were performing comparably to the nine native-Spanish
speakers in their second-grade Immersion class. When the
mean scores (Table 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 study, the Pilot group is at the

590
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90th percentile in all three subtests and the total. (It
should be emphasized that the répért points out that the
figures should be used as illustrations rather than norms.)
In summary, while the Pilot students in Grade 2
were not reading at a level comparable to native=Spanish

peakers in Ecuador, their reading level was comparable to

iy’

the native-Spanish speakers in their Immersion class.
Moreover, they scored better than 90% of the Mexican-
Americans involved in a study carried out by the Guidance
Testing Associates (1973). It should als® be noted that
the Pilot students were reading at equivalent levels in

Spanish and English.

matical Skills

LD :

5. Math

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.
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CHAPTER III
STUDENT, TEACHER, AND.PARENT ATTITUDES TOWARD

THE SPANISH IMMERSION PROGRAM

statement of the Research Problem

The test results in Chapter II indicated the aca-
demic success of the Spanish Immersion Program. In this
chapter, the effect of the program on the attitudes of the
students, teachers, and parents will be reported.

Numerous educators (Goodman, 1960; Holt, 1964;
Postman and Weingartner, 1969) stress the importance of
motiva¥ion and attitudes in education. Jakobovits (1970)
and Lambert and Gardner .(1972) focus on the crucial role of
motivation and attitudes in second-language learning. Not
only the students' 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 presence or absence of parental su.pport can also be

a crucial factor in the child's academic success.

43




In the previous studies of the Spanish Immersion
Program, rather limited attention was focused on the
attitudes of the students, teachers, and parents. A
Cross-Cultural Attitudes Inventory was administered to
thé Pilot group and a Comparison group in kindergarten.
The Pilot group responded more positively toward Maxiiéhs
American items than the Comparison (Cathcart, 1973). The
results were cited as evidence that the children in the
Immersion Program were developing positive attitudes
toward Mexican-Americans. However, the children were five
and six years old WEEﬁﬁgiven the test, and it has not been
re-administered.

Unfortunately, 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's pre-school experience.
Analysis of the home background data indicated that the
two groups were reasonably similar (Broadbent, 1973).
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The Immersion parents were presented with a questionnaire
concerning their reasons for having their child learn
Spanish. Their reasons in order of preference were:

l. To meet and converse with more varied people.
2. To understand Mexican-American people.

3. o make Spanish-speaking friends.

4. To get a job.

5. 1t 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. 50 one can think and behave like a Mexican-
American [Cathcart, 1972].

Lambert and Gardner (1972) categorize orientations

to language learning as either integrative or instrumental.

Integrative learning is based on a desire to identify with,
or at least sympathetically understand, a different cul-
gzrai group; whereas instrumental learning is directed
toward some Spezifi: 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 understanding rather than to career or pro-

fessional advancement.

Purpose of Present Study and Procedures

The purpose of this study is to examine in more
specific detail the student, teacher, and parent attitudes
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in the third year of the Immersion Program.

Procedures:

l. Students: The 12 native English-speaking
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were individually interviewed for 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 guestions had to be modified when
students did not respond and seemed not to understand.
The most important 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 students were initially nervous be-
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 IT). Originally, the questions
were designed for written responses, but the teachers

felt that a tape-recorded interview would be easier than
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writing individual answers and seemed to prefer having the

mutual support of a group interview. The two interviewing

i

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

[
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i

I

h nd at the home of the first-grade Immersion
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I

teacher.

3. Parents: At a meeting of Immersion parents

at the beginning of February, questionnaires (Appendix III)
were distributed to parents of children in all three
Immersion classes. Additional questionnaires were sent

to those parents who were not at the meeting. Thirty

four out of 65 families completed and returned the

I

were difficult to summarize because the questions were

generally open-ended and could not be statistically
analyzed. The results will focus on the following issues:
1. The students' progress in learning Spanish,

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

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

The -most interesting information comes from the students.

After all, the schools are for the students, not the
54
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parents or teachers. Consequently, this study will focus
on the learner, though significant information from the

arents and teachers will be included. For the sake of

L

clarity, the attitudinal information has been organized
around 8 key questions:

1. Did the students have problems Qnderztanding
Spanish?

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

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 spend speaking Spanish?

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

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

Did they like receiving all instruction in
Spanish?

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

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

l. Did thgf;tudentéVhayg:pppblgmg”qugfstaﬁdigg

One expects the first day in a Spanish Immersion

prs

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

speaking child. However, only three of the 12 children

admitted that they were frightened in kindergarten, and
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:all three insisted that they were only frightened the
first day. One boy commented, "I thought 'How am I gonna
learn that?' . . . just for a day - . « . When they
called my name, I thought they said, 'He's stupid.'"
(Esteban, the child's Spanish name, sounded like "He's
stupid" to the child.) In Grade 1, two students initially
had problems adjusting to their new teacher. At the Grade
2 level, only one girl expressed particular difficulty
understanding her teacher and native Spanish-speaking
classmates. The other students mentioned occasional

oblems understanding when the teacher and native speakers

]

P
spoke rapidly. However, they insisted that they '"hardly"
had any problems.

All three teachers in the program spoke Spanish
at normal conversational speed; no adjustments were made
for non-native speakers. Irma Wright, thé 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 teachers.



2. Did the students have problems speaking

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 say comerla, and that's not right."

Nevertheless, there was no preference for speaking English.
Only half!af the students felt that English was easier.

Two felt that Spanish was easier and two that both lan-
guages were equally easy. One girl's response effectively
summarized»the generél attitude, "I speak both languages
good."

The teachers agreed with the students' self-
evaluations;none of the students had major difficulties
espeaking Spanish. The teachers felt that the verbal,
aggressive children prdgféssed most rapidly in speaking
ability. However, by the end of the kindergarten year, all
Stﬁdents were using Spanish words and phrases, and some were
forming sentences. By the end of CGrade 1, all students
were able to form sentences in Spanish.! Alth@ugh‘they
mimicked different verb tenses, made numerous grammatical
and morphological errors, and sometimes used inappropriate
words, the first and second graders were able to communi-

cate effectively (see Boyd, f@:thcaming)_
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The tremendous progress achieved in Grade 1 was

i
e

in éart due to a change in teaching strategy. In kinder-
garten, the teacher allowed the children to speak English
but responded to them in Spanish. Initially, she had not
reacted to the children's English, but the subsequent mis-
understandings were overwhelming. All three teachers
agreed that the kindergarten children should not be forced
to speak Spanish because of the other adjus;ment problems
which they face during their first vyear of school. How-

he students

rt
t

ever, in first grade, it was imperative tha

speak Spanish. The children assumed that Violet Fier,

+
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m
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first grade teacher, did not understand ér speak
English. Carmen Jarel, the second grade teacher, insisted,
"If they knew Violet spoke English, they would speak
English to her. They need the frustration." Oral

Spanish was never drilled by the teachers. When a child
was trying to communicate, he was never interrupted. Only
during a directed activity would the teacher correct oral

errors and ask the student to repeat the word or phrase.

3, Could students read more easily in Spanish 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 remarked, "In English, you can't
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sound 'em [the words] out, but in Spanish, you know just
everyvthing." There was no major preference for reading in
either language: five preferred Englishj; three, Spanish;
four, no preference. The main reason for preferring Eng=‘
lish was greater familiarity with English words. As one
student commented, "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 findings
and significantly with English reading sé@res. 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 introduction of
reading in the two languages had caused interference.
There was both English interference in Spanish, e.g.,
pronunciation of the "h" in hay and hora, and Spanish
interference in English, e.g., the pronunciation of "j"
like a Spanish "jota." The second-grade teacher emphat-
ically stated,

They [the children] will tfaﬁéfer [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.

61

52



Let them get one down pat, which is phonetic in

Spanish, and they will transfer.

Only three out of 34 parents expressed concern with
their child's progress in reading. Two felt that their
children were not as good in English reading as children
in a conventional classroom at the Linwood Howe School.
Both were parents of current first graders and realized
that English reading was not part of the first-grade
curriculum. The parent of a bilingual firét=graéeg felt
that her daughter was reading better in Spanish than Eng-
lish. The remainder of the parents appeared satisfied
with the reading prégrém, wlth 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 English book to her. When
she asked where he had learned to read in English, he

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

m
i

instruction was being offered in Ll lass. Of course,
English 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 their child in
English. The 16 parents who report reading to their child

in Spanish do it only rarely.
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4. Could the students write more easily in

Spanish or English?

Fifty percent of the students felt that writing
én Spanish was easier than English because: '"The spelling
is easier"; I know how to sound 'em [Spanish words] out."”
However, other students felt their limited Spanish vocabu-
lary was a problem, although one student insisted that
she knew more Spanish than English words. Over half (7
out of 12) of the students said they preferred writing in

Spanish to English.

3
p g
]

teachers felt that the students wrote at the
same level in the two languages and were equally willing
tc write in either language. While their spelling was
better in Spanish, structural and mechanical errors in the
two languages were comparable. The teachers regarded the
children's creativity in the two languages as too subjec-
tive to judge.

Only two parents commented that their children
were having problems with writing. Unfortunately, they did
not specify the type of problem: spelling, mechanics, or

structure. Nonetheless, no parent expressed major concern.

5. Whatﬁpgr;éﬁﬁage7®fh§1§§§”timgmwaé"§ﬁegﬁ

speaking Spanish?

At the Grade 2 level, only Spanish was to be

spoken in the classroom other than during the last hour
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of the day which was reserved for English Lanquage Arts.
However, the students admitted that they used both Spanish
and English in the classroom. To those native Spanish-
speaking classmates who had difficulties with English,

they would always speak Spanish. However, to their other
classmates, they would sometimes speak English but quickly
switch to Spanish if the teacher was nearby. There were no
particular topics that they preferred to discuss in either
Spanish or English. One student said he spoke English

when he got "carried away." While the students agreed that
English was primarily spoken during recess, lunch, and
English Language Arts period, one student mentioned that
"sometimes during recess, it pops right at me in Spanish."

The teachers insisted that the children spoke only
Spanish in the classroom, with occasional slips into Eng-
lish. It was understandable that the teachers 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 Immersion class f:Dm
September until May 1974 and felt that the children used
Spanish and English in free variation in the classroomn.

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
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Language Arts. I observed 10 students for one minute (after

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

i

b

three different days. I noted the language spoken (Spanish
or English) and to whom the child spoke (a native-English
speaker or a native-Spanish speaker).

The findings support the children's self-reports.

jw]

uring Spanish Language Arts, Spanish is spoken 6€1% of
the time and English 39%. Thus, a substantial amount of
time is spent speaking English., During English Language
Arts, it was surprising to discover that Spanish was
spoken 45% of the time. The students did not immediately
switch to Englishj; instead they continued to use the two
languages in free variation. This can be accounted for
by the similar language use pattern of the second-grade
teacher during the English hour. She constantly switched
back and forth rather than speaking only English. This
same teacher was responsible for both Spanish and English
Language Arts. (At the.St, Lambert Elementary School,
there is a separate teacher for English Language Arts.)

One should aléo note that the native~English
speakers primarily speak Spanish to their native-Spanish
speaking classmates. C@nsequéntly, not only their teacher
but also their peers served as speech models. The inter-
action between the Anglos and Latins promoted both use of
Spanish and better understanding between the groups. The
children repeatedly helped each other out with language
65
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problems. As the second-grade teacher stressed: '"The
automatic segregation that occurs in a bilingual program
does not ceccur in cour program. Anglo children and Spanish-

speaking children are interacting. They are equals.”

6. low much exposure to Spanish was there outside

2f school?
Of major concern was not only the students!

use of Spanish in school but also outside of school. The

I

students were asked about thelr exposure to Spanish on T.V.,

ish-zpeaking environments, among friends,
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All but one student reported having watched Spanish
T.V., but none watched it frequently. One said he watched
when his Spaﬁizhaspeaking!friénds were visiting j; another
said he watched with his mother (who is Mexican-American)
and that he translated for his brother. Five students
felt that the speakers on Spanish programs were difficult
to understand hecause they spoke rapidly. However, one
student insisted, "I can understand just as good as in
English.”" Similarly, he remarked that Spanish radio
programs were not hard to comprehend. Only three of his
classmates reported listening to Spanish radio, and two
of them felt that the prggrams were difficult to under-
stand. Half of the students said that they had Spanish

records which they listened to "often," and seven had




Spanish reading material at home which they read and
enjoyed.

The students also reported using Spanish in Mexican
or Spanish restaurants. All but cne had been (o a Mexican
or Spanish restaurant, and eight of them had actually
spoken up in Spanish there. One reported his disappoint-

Sp
|8

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

waiter answered in English. Another commented about her
visits to a particular Mexican restaurant: "Everyone who
knows I speak Spanish adores me. I don't know why."
Apart from their native Spanish-speaking friends
at school, seven had additional Spanish-speaking friends.
When the seven were asked whether 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
$panish and English said that she did so with her baby-
sitter who sp@ké both. The children's reasons for speak-
ing English included: '"because they're [the Spanish-

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

]

English after 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, thféé students expressed a preference for
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nglish-speaking friends because they had enough of Span-
While the students reported that Spanish was

occasionally spoken in their homes, they explained that the

use of Spanish was treated as a game rather than a seriously

planned effort. The students were anxlious tc sh
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to other members of their family. Ten of th
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students

i

had taught their parents, bruthers, and sisters words,
songs, and the Pledge of Allegiance in Spanish.

The parents' reports of the children's use of

Spanish outside of the classroom closely paralleled thase
of the children. The parents reported that the majéziﬁy of
students did not regularly watch Spanish T. V. or listen to
Spaﬁish radio, but the majority did listen to Spanish
records. One parent mentioned that his «tiid translated

into Eng'ish for the rest of the family. Less

iy

the song
than half the parents {16 out ‘of 34) indic:ted that their
children had Spanish-speaking friends apart from their
classmates in the Immersion Program. From their limited
observations of the children playing, the parents felt
that the students spoke mainly English with these friends.
Twenty éix out of the thirty four families have been to
Spanish-speaking environments, including Olvera Street,
Spanish or Mexican restaurants, parts of Mexico, or have
visited Spanish-speaking relatives. A few parents related

68

59



how theilr chi;dréﬁ translated the menu and @fdéréd for
the rest of the family. Similarly, two parents described
how helpful their children were at their places of employ-
ment. The children would act as interpreters in conver-.
sations with the Spanish-speaking personnel.

The parents corroborated the children's report
that Spanish was spoken only occasicnally in the home.
The majority of parents were not of Spanish-speaking back-
ground. 1In only two families was one of the parents a
native speaker of Spanish, and in only seven families was
there a Spanish-speaking grandparent. While the majority
of family members-haﬂ 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 program, and only

two were involved with Latin-Americans in community affairs.

7. What were the students' feelings toward the

Immersion Program and Did they like receiving all

instruction in Spanish?

Out of the 12 students interviewed, only

three said that they did not like school. None indicated

60
69



particular reascns. Only two children expressed a desire
to have a little more English in school. All of the
children wanted to continue learning Spanish. ZInitially, -
one boy had said he did not want to but when further
questioned whether he wanted to stop the fg}l@wing day.

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

H

'11 quit. Maybe I'll keep on 'til college.”" Rather than
q F g

wanting to switch to a conventional monolingual c1l

E

all of the students felt that they were lucky to be in tho

Spanish class. One boy proudly asserted, "I was the ane

L

who chose to be in this class. My Mom and Dad asked me
what I wanted,'and I said "Spanish!'" He further commented,
"A group of mothers are trying to kick out the program,
and they don't even have one [their own program]!"

The children's enthusiasm for Spanish was sugported
by the parents' 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 questions. The parents pointed to their children's
descriptions of new words, songs, and stories as a measure
of their enthusiasm and pride in the program. The parents
reported that only seven children had at one time wanted to
leave the Immersion Program. Four of them were uncomfort-
able during the first week of kindergarten, and three had
initially felt uncomfortable with the first-grade teacher.

Only one first?qrade parent reported that her daughter
70
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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 students enjoyed learning Spanish. The first grade
teacher effectively responded,

That's the beauty of the program. 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 reiﬁf@r:eé this remark with,
"They are not learning Spanish. They are learning aca-
demic courses." The kindergarten teacher contrasted the
enthusiasm of the Anglo children in the Immersion Program
with the children in the bilingual programs she had pre-
viously worked with and observed. In the latter programs,
the Anglo children would put their fingers in their ears

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

again."

8. Did the students want to learn still another

forelgn language?

Ten of the 12 students wanted to learn still
encuther foreign 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:

Rggg@nse

5 You can talk to people who don't under-
stand you [in» ¥nglish] and you can under-
stand then.

Frequenc

4 It's fun.

2 If you go there [Mexico], you can speak
the language.

1 Cuz it's funnier if you get friends.
Then you can speak th»t language . . .
get friends from all over ine world.

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

=t

1 So my sister can't understand me.

The children's reasons were essentially integrative rather

than instrumental. They were neither concerned with future

jéb.p@ssibilities nor personal status. Instead, they
expressed a desire to meet and converse with people from
other counrtries and cultures. The response '"so my sister
éan't understand me" can perhaps best be categorized as
a typical comment for a second grader.

The parents were interested in both their children's
cultural awaﬁaﬁass and economic advancement. When asked
why they put their children in the Immersion Program, they

responded:
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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.

We want our children to have a broadened
outlook, not to be provincial.

The program is valuable for the children's
job opportunities.

To learn Spanish specifically.
The Immersion Program offers as intellectual

challenge for students who might be bored
in regular classrooms.

Just as the primary reason for putting their child-

ren into the program was to learn a foreign language,

parents regarded the chiliren's rapid progress in Spanish

as the program's greatest asset. Parents were particularly

aware of the importance of Spanish in Scuthern California.

One commented, "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 regain pride in his Spanish heritage.

Summary

The attitudes of the students (Pilot group),

teachers, and parents, were highiy favorable toward 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 at school and expressed no major complaints.

Similarly, the parente expressed no major criticism
of the progr ... On the contrary, they were excited about
their children's progress in Spanish 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 classroom aides. (Fifteen parents reported
having helped in the classroom or with instructional
materials.) They also stressed the importance of better
understanding of the program in the school and the community.
- One parent affirmed, "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 pérent questionnaire contained the
following item:

The Culver City S;éﬁighvimme:si@ﬁ Program 1is

similar to a French Immersion Program 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 parents (32%) who felt that the amount of English
should be increased stressed the complexity of the
T4
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English language and the necessity of learning English-
language skills. One parent insisted that once Spanish
was firmly established, it needed only to be reinforced
for one or two hours daily. On the other hand, 15 ?aﬁ&ﬂts
(44) felt that their children were having no diffigulties\
with English and that it did not need to be increased to
50% of the instruction time. One parent suggested that
"at least 60% should be in Spanish because the child gets
English outside of class.”" One mother insisted that the

program would fail if more English were introduced.

L]

]

The teachers agreed that at least 50% of the
instruction should C@ﬁtinue tobe in Spanish; The teachers
firmly supported the program and hoped that it would be
expanded to other schools. When they were asked about the
advantages of an immersion program, the second-grade teach-
er's 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 whatsocever and no suffering. On the contrary, the
Spanish flows. It's part of their lives." The kirder—
garten teacher, Irma Wright, said that in comparison to

children in bilinguel programs, "Our children are just way

ahead. Theilr Spanish is superior. Just everything is
better. In bilingual programs, the kids have trouble
answering, 'gComéfte 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 ab@ﬁé everyone else on
tests. They have positive images of themselves as Americans
or as people of Hispanic descent. Thiﬁgs that Irma [the
first-grade teacher wha[is a Chicano] remembers as a child
will be things that our kids remember as children tco."

All three teachers recognized the cultural signifi-
cance of the program and felt that Anglo students would he
able to cross cultural barriers and improve relations
between Americans and Mexican-Americans. The exgellent
relations between the Anglos and Latin Americans in the
class have encouraged greater cultural 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 [a Latin-American student} was at

reading and Arturo [a Latin-American 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 amoﬁg teachers, parents and
administrators not directly involved. Issues that hEVEjbéeﬂ‘
raised by non-participating teachers and parents as well
as some administrators include: participation of other
teachers in méking decisions regarding the establishment
and continuation of such a program, uneven pupil-teacher
classroom ratios created by such an experimental program,

749
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the identification of procedures for selection of students
into such a program, the specification of objectives for
Spanish-speaking students participating in such a program,
and the performance of Anglo participants in English lan-
guage skills and subject areas such as mathematics. (See
Fier, f@rth:oming f@r a more detailed description of the
controversy.) As Irma Wright pointed out, "Everyone doesnt*t

think we're as great as we think we are.”
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CHAPTER IV

CONCLUSIONS AND RECOMMENDATIONS

Summary?gf,Resppﬂgegfta Research Questions

This study presented an evaluation of the Culver
City Spanish Immersion Program in its third year. The
evaluation focused on a group @f first-grade students
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:

l. Are the students suffering a deficit in

English oral and language skills?

Though not quiﬁe statistically significant,
the Follow-Up students in Grade 1 were behind their mono-
lingual peers in English reading skills. This was expected
;sinée they had had no formal instruction in English. In .
French Immersion programs in Canada (Lambert and Tucker,
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 éigns of retardation in English language skills,

oral or reading.
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2. How are the students progressing in Spanish

oral and reading skills?

The Follow-Up group in Grade 1 were reading in
Spanish at a level significaﬁtly lower than that of native-
Spanish-speaking peers in Quito, Ecuador. However, when
their scores were compared with those of Mexican-Americans

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

percentile in the Vocabulary and Comprehension subtests

iy

as well as in the total reading score (Inter-American Test
of Reading, Level 1 (R-1-CE).) It should be noted that in
their "California Report" (1973), the Guidance Testing
Associates warn that the 1é§e15 presented should be used
as illustrations rather than local norms.

At the filrst-grade level, the difference in scores
between the Pilot group and a group of native-Spanish-
speaking peers in Guayaquil, Ecuador had been non-signifi-
cant (Cohen, 1974b). At the Eeé@nd—grade level, a new
Comparison group from Quito, Ecuador was used, and the
Pilot group scored significantly lower than this group.

However,; when the Pilot students were compared to
‘their native-Spanish-speaking classmates in tﬁe second=-
grade Immersion class, their 5ifféraﬁce in scores was not
signifizaﬂt;‘ Moreover, when the Pilot students were com=-
pared toc native-Spanish-speakers in California taking the

Prueba de Lectura, Nivel 1 (L-1~CEs) (Inter-American Series,

Guidance Testing Associates), they were at the 90th
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vercentile 0 fve Lovel of Comprerension, Speed of Com-
prehznsici, and Vocabulary subtests as well as in the total
Lwading score. (It should again be noted that the fiqures
presented in the "California Report" (1973) of the Guidance
Testing Assoclates are to be used as illustrations rather
than local norms.)

In conclusion, neithéf the Follow-Up students in
Grade 1 ﬂﬁr the Pilot students in Grade 2 were reading at
the same level as their native-Spanish-speaking peers in
Quito, Ecuador. However, their reading proficiency com-
pared quite satisfactorily with native-SEanishsspeaking
students in California.

3. Are the students achieving at grade level in a

nonslanguage subject matter, °. .. mathematics?

At the first-grades level, both the Pilot
(Broadbent, 1973) and the Follow-Up group scored at érade
level. In Grade 2, the Pilot students scored higher than

their English Comparison group.

4. What are the attitudes of participating students,

teachers, and parents toward the Spanish Immersion Program?
The students have developed positive attitudes
toward the Spanish language and culture and toward foreign
language learming in general. Both the Immersion teachers
and parents strongly supported the program and advocated
80
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its continuatio

Limitations of this Study

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 responses

to the parent questionnaires, only 52% of the parents
returned the forms. Perhaps the 1engfh of the question-
naires discouraged parents from completing them; several
parents apologized to me for net having returned the forms.
The responses of the 52% were overwhelmingly in favor of
the Immersion Program. Thraughaut the vear, I had con-
tact with the parents aﬂd had observed their enthus;agm
for the program. Consequently, I had no reason to believe
that the remainder of the parents would express disapproval
of the pragfam.

Unfértunately, difficulties arose in the admini-

. stration of the Bilingual Syntax Measure in Quito, Ecuador.
First and second-graders were tested in early March, bu£
the test results could not be used in this S@ﬁdy because
the test instructions were misinterpreted (evén 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

81

72




written skills.

In the administration of the varirus tests to the
tudents at the Linwood Howe Elementary School, problems
- also developed. The children were between five and eight
years old and é@me had trouble concentrating for the
duration of the test. Others were particularly disruptive.
Certainly, some students are better test taokers than othérs;

There were the additional problems of téster effect
and testing location. I was familiar to the Immersion
students but not to the students from the monolingual
cléss£cams- The testing done in the smaller rooms, such
as the school library and the claséfﬁam, was more effec-
tive than the total group testing situations in the school
cafeteria. In spite of these 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 manuals, the reliability and validity
of the reading and mathematical tests are outlined. - Upon
administration of these tests, however, certain items
appeared to be ineffective. 1In analyzing the items on
the Bilingual Syntax Measure, I felt that certain test

. items were badly worded, and certain grammatical structures
were beyond the student's linguistic capacity. However,
the tést‘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 elicit samples of natural zpecch

\’T‘

which provided relevant information about the children's

oral proficiency.

k.

The re

b

ults of this study indicate the effective-

,r'w
i
1,
R
i

ness of an immersion prodgram both in the learninc

second language and

development of positive attitudes

e

toward another ethnic group. The Anglo students in the

Spanish Immersion Program are suffering no retardation in

their native-language or mathematical ls, are satis-

Hh
w
0
rt
l"'W
’f‘J

rily advancing in Spanish, and are developing an
appreciation of Hispanic culture. Relationships between
the Analo- and Latin-Americans in the Immersion classes
have been outstanding.

The results of the Spanish Tmmersion Program

contrast with =zhose often btained in foreign-language

classes and in bilingual programs. When foreign=-language
instruction is limited to either daily or weekly peridds,

rarely do students develop native-like skills (Macnamara,
1973). The instruction is often limited to structured
drills rather than communicative acts. Little sensitivity
toward the foreign culture is aws+o2ned. 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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Zulture. The contact bLetween the Anglo- and Latin-American

]

in these programs iz often minimal both inside and outside
of class (Cohen, 1974b).

an immersion program when

Iy
=N

While the success

apparent, findings may not be

-
I

applied to Anglo students

students. The non-native-

h
iul
y

relevant for other groups
English-speaking child often enters school lacking a know-
ledge of the prestige language (English in the United
States), supp~rt from parents, or encouragement Irom
teachers. In many cases, before entering school, he has
neither developed proficiency in his native language nor
in English. In school, the non-native 1glish-speaking
student then has to compete with native-English-speaking
peers. (T Spanish Immersion ¢t “dren all started as
-monolingu-:s - kindergarten and e not frustrated by
the superic: linguistic capacity of laeir Spanish-speaking

eers, who joined the group only in Grade L.) Before the

i

establishment of bilingual programs, the non-native student
was "immersed" 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 understood his

1ingui5tic difficulties. Consequently, the child contin-

environment. For the Anglo child in the spanish Immersion
frogram, the-rlearning of Spanish is an exciting
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intellectr il challenge which is undertaken voluntarily;
for the non-native, the learninc¢ of English is too often
a necessity imposed by snciety.

In conclusion, immersion programs can be highly

essful when the characteristics of the students, paren's

L
Iy
i
"]
q

considered. Given the appropriate variables, the Lmmersion

format offers a valuable, innovative experiment in educa-

tion which should be continued and expanded.

This study has revealed the effectiveness of an

immersion program while recognizing the importance of the
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variables involved. The studies that

a’. Culver City (Cathcart, 1972; Broadbent, 1973; Flores,
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1973; Cohen, 1974b), as
size the value of the Spanish Immersion Program. Never-
theless, further research is essential. Not only should
snswers to the questions posed in this study be obtained
yearly to determine the long-range effects c¢f the Immer-
sion Program, 1wt new research questiaﬁz, such as the

]

\[’E(\

following, should be explor
l. What is the effect of the Spanish Immersion
Program on the native Spanish-speaking children Znvolved?
Are these students progressing satisfactorily in their
academic subjects? What are their attitudes and those of
85
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their parents toward the Immersion Program? A comparison

could be made of the native-
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Spanish-speaking students

(mmersion Program, in a monolingual English
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program, and in a bilingual program to ascertain academic
and =zttitudinal differernces.
2. What are the attitudes of the students, teach-

¢ school but not

EJ

ers, and parents of children in the zan
directily involved in the Spanish Immersion Program? In
Chapter IJTI difficulties with the achnal administration

id non-participating parents and teachars were pointed

ont. A careful examination of these problems could be

il
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e

m

arisrtaken to identify the cau

3. What is the Angloc student's pattern of second-

1anguage acquisition in the Immersion Program: Are the

of native-Spanish-

f

‘m\

arrors made by Anglos similar to tho
speaking classmates in the same program? (Sée Bovyd,
forthcoming.

4, If monolingual speakers of English are placed

Hhy

in the Spanish Immersion Program after the kindergarten
year, can they progress satisfactorily in English lan-

guage skills and other academic areas as well as develop

i}
Il

i

proficiency in Spanish? (In the spring of 1974, two
monolingual English speakers were placed into the

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

‘m\
o
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STUDENT INTERVIEW FORM

L _SPEAKING
1. Can you say things more easily in Spanish or Engl. . hy?

2. Do you like to speak Spanish or English bettert

3s Do you ever have trouble speaking in Spanish? Wh‘at kind of trouhle?
4. Do you ever think in Spanish?

5« Do you count in Spanish or English?

6o Have you ever dreamed in Spanish?

11, UNDERSTANDING
Te Do you ever have trouble understanding your teacher? When?

2e Do you ever have trouble understanding Ariuro, Daniel, ete, (the
native-Spanish speakers in the class)?

Te Can you read more easily in Spanish or English? Why?
2, Do you like to read Spanish or English better? Why?

IV, WRIITHG
T, Can you wrlte more easily in :-anish or English?t Why?
2. Do you like to write Sparish or English better? Why?

Vo USE OF SPANISH G7fSIDE THE CLASSROOM

1. Do you ever watch Spanish T,V. programs? How often? Are they
d:"flevdt to understand?
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2. Do you ever listen to Spanish radio programs? How often? Are
they alffieult to understand?

3. Do you have any Spanish records at home? Do you listen to then?
How often?

4, Do you have uny Spanish books at home? Do you read them? How
often?

5. Have you oo .. to a Mexiean or Spanish restaurant? Did you
speak Stv.uv.sh Ther =7

6. Do you zve _ny fr-ands who speak Spanish and are not in your
class? Do you spsak English or Spanish with them? Why?

7. Would you Like to have more friends who speak Spanish? Why?
8., Do you ever speak Spanish at home? When? How often?

9. Have you taught anyone :m your fsrm:iiy any Spanish? What?

10, Have you ever helped someonz who could not understand English?

Who? When? Where?

VI USE OF SPANISH IN THE CLASSROOM

1, DO you always speak Spanish in class? Do you sometimes speak
English? When? Why? Are there certain things you say in
Spanish or in English? -

No you eve: spaax Spanish during English hour, recess, or lunch
netlody

VII. ATTITUDES ABOUT SCHOOL

1. Do you like school?

2, Do you like having everything taught to you in Spanish? Would
you 1like more English? Would you rather be in a different class?

3« Were you frightened in kindergarten when vou hex+" . . = ,anisht
%4, Do you want to keep on learning Spanisb?

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

€. Why do you think it's good to learn a foreign language?

7. Do you think you're Lucky to be in this class?
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APPENDIX IT

TEACHER INTERVIEW FORM

L. COMPREFENSION

1s What are some of the initial reactions of the children when thay
reallze 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 progri:,
or why you always speak Spanish to them? What do you answer?

3. Do you pretend not to understand the children's English or do you
react to it? Why?

Lk, When, in general, Go the children begin to understand what you ar:
saying?

5« Are there certain iyres of students that are particularly quish at
understanding? Wny - you think so?

who have ~~riicular prohlems understanding
« 15 the o=mize (language difficulties,
Ty, wlow i *iﬂners,etcj

%z

€s Are there any stu
you? What do you it
inabllity to concen

7o Do you think that most «. ihe children understand the majority of
what you are saying?

1s When do students, in general, first begin responding in Spanish?
in words? in phrases? in sentences?

2 At what level do they begin using difficult gramnatical strectures?
past tenss? subjeci/verb agreement? etc,?

3. What kij,;:’;s of mistakes do they make speaking? (promneiation,

4, Do you correct their pronunciation errorst How? When? Whyt
5¢ Do you correct their srammar errors? How? Auen? Why?
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6. Are the mistakes of thae Arglo children . ..°J ar to those of “he
native.Spanlsh speakers? If so, please desciribe,

7« Do you think the children anjoy speaking 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 guickly
than less verbal children? Are they in general better students?

9o Do some students have particular problems speaking Spanish? What
are the causes (shyness, lack of comprehension, lack of vocabulary,
etc,)? Do these students have similar problems in English?

10, In the classroom, What percentage of verbalization cres on i
Spanish?

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 Spanish?  Please give
examples,

12, Is there Spanish interference in spoken English? Please give
examples,

LTI, READING / SPANISH

1. What method do you ugw to teash Spanish reading?

2o Do you correct the students’ pronunciztion when they are reading?

3e Do you correct their grammar when they are reading?

L, wgat)}?éjﬁds of protlems do thay have (vocszbulary, speod, comprehension,
ete,

1. What method do you use to teach English reading?

2e Do you correct the students' pronunciation?

3« Do you correct the student's grammar?

4o Are their problems similar to those they have in reading Spanish?
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V. READING / GENERA

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

2+ Do you recognize any English interference in Spanish reading?
J« Do you recognize any Spanish interference in English reading?

L, When do you think instruction in English reading should be begun?
Why?

5« Do you think the students prefer reading in Spanish or Eaglish?

VI. WRITING / SPANTSH

o Whai types of Spanish writing mctivities do the students perform?
 (exr .tive writing, book reports, grammar exercises, etc,)

2, How often do the students write in Spanish?

3. Do you corrset their written errors? How? Do they have to re.write
exercises? _

4, What kinds of errors do the students make?
mechaniecal: spelling, punstuation
gramatical: inflections, agreement, sentence structure
vocatulary

5« Are the errors of the Anglos similasr to those of the Latins?
FPlease give examples,

1. What types of English writing activities do the students perform?
2., How often do the students write in English?
3« Do you correct thelr written errors? How?

4, What kinds of errors do the students make? Are the errors gimilar
to those made in Spanish?
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VIII. READING [ GENERAL

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

2. Do you think the students prefer writing in Spanish or English?
3. Do you recognize any English interference in Spanish writing?

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

IX. SPECIAL STUDENTS

1e Are any students having particular problems in math? Does having
math instruction in Spanish cause any problems?

2. Are there any méntaliyﬁgifted chidlren in the class? Is the
program particularly beneficial for them?

3« Are the relationships between the Anglos and the Latins good? Are
they good friends? Do they help each other with their work? with
language protlems? Do the native-Spanish speakers usually stay
together? Do you think the inclusion of native-Spanish speakers
is important? why? How many should there be? Should there be

' natlve-Spandish speakers at the kindergarten level too?

1+ Flease write down an approximate schedule of your daily activities,
| 2, Do the three teachers ?13;1 the currionlum together or individually?
3. Which activity do you feel yéq present most effsctively?

4, Which activity arouses the greatest sfudent 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 materisl promote student interest? .

74 Were any of the Anglo students in a Spanish-speaking country before
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 arcused?
_ ()7
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XI. MATERIALS
1« Are your teaching materials adeguate? 1If not, what is lacking?

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

35 Do you translate all materlal into Spanish, or is some of it
4o Do you think special materials should be designed for an immersion
program? Flease give examples,

XII. TEACHING METHOD

1s What is your general metkod of teaching? Pleas: describe hmr you
present new materlsl and how the ccoudents work (in groups or
individually). :

2, Vnich activities are generally done in groups? individnally?

3¢ Do you think that the present open-space classicom with the
kindergarten, first, and second gradss interacting is effective
or ineffective? Why?!

ko What is the present classroom situation? How often are the classes
mixed? How many students is g teacher usually responsible fort

XIII, PERSCNAL BACKG/OUND

1. Are you of Hispanic descent? Please describe,

2e Do you ever speak Spanish outside of class? Do you have contact
with Spanish speakers outsida of school?

3. Do you spesk Spanish or English with the other Immersion teachers?
4, How did you learn of the Iminersian Program?

5. Briefly describe your teaching experience (grades taught, number
of years, where, etes,).

1, What do ;rmi think are the advantages of an immersion program?
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Wwhat awe the disadvantages of an immersion program?

What are the main problems with the Culver City Spanish Immersion
Program?

Do wyou think this program should be continued?

Up to what grade level should the major part of instruction be
in Spanish? Why?

Wwhat do you envision as the future of the programf ¥Will it contimme?
Will it be erlcrged? Will similar programs be developed in other
commmnitles?

What do you envision as the future of the Anglo students in the
programt Will they improve relations between Anglo-Americans and
Mexican.imericans? Will they become fluent bilingudls? by what
grade level? If they were putinto a regular English classroom
now, wonld they forget their Spanish? Would they maintalin an
interest in Spanish?

, How mich support or eriticiem have you received (from school

administrators, teachers, and parents)?

Do you think an immersion program is suitable for all children?
for only certain personality types? harmful for others?

What qualifications do you think are essentlal for a teacher in
an immersion rrogram?
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1. Your name:
Relationship to child:
CHILD'S name:
age:
class:
Number of children:
name age -

Please mark an X beside those children enrclled in the Spanish
Immersion Program., Please £111 out a separate form for each child
enrolled in the Immersian Program,

2, FATHER'S name:
birtbplace: ,
eduostional background: (Flease mark an X beside the highest
level completed.)
primary school (Grades 1-8)
____secondary school (Grades 8-12)
T vocational school (secretarial, mechanies, etc.)
twa—year college
fc)ur-year college
___eraduate sthool
gccupati@m
Are you curraﬂtly employed? __ Yes __ No
present job: - ) "

3. MOTHER's name:
birthplace:
educational background:
___primary school {Urades 1-8)
____secondary school (Grades 9-12)
~ wocational school (seoretarial, mechanics, atc.)
____two-year college
feurgyaar college
___graduate school
oceupation: , _
Mre you currently employed? __ Yes __ No
present Jjob: o )
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5

7a

9a

10,

11,

12,

FATHER'S family background (nationality or nationalities):
Are FATHEE'S parents native speakers of English? _Yes __ No
If not, what is thelr native language? '
FATHER'S native lanpuage:

MOTHER'S family background (nztionality or nationalities):
Are MOTHER'S parents native speakers of English? ___ Yes__ MNo
If not, what is their native language? T
FATHER'S native language:

Have any members of your family (other than the children in the
Immersion Program) learned Spanish? __ Yes __ No
Please rate ability: excellent, good, fair, poor,

Family Member Ability Where Learned Number of Years

Have any members of your family learned a forelign language other
than Spanish? __ Yes __No
Flease rate abuitj " excellent, good, fair, poor.

Family Member Ability Where Learned Number of Years

Has any member of your family spent any time in a foreign country?
_Yes __ | _NO If so, please describe:

Family Member Country Period of Stay Purpose of Stiay

Do you have any plans to taks a trip to a Spanish-speaking country?
Yes __ No If so, please describe, -

Do you have any Spanish-speaking acquaintances? __ Yes __No
About how mary?
Do you speak Spanish with them? __often __ sometimes __ rarely

Have you taken any Spanish courses since your child entered the
Immersion Program? = Yes _No

If so, please describe (Wheret For how long?).

Are you involved in any community activities with Latjmsﬂmaricans
(other than the Irmersion Program)?
If s0, please describe.
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13.

14,

15.

16,

17,

18,

19,

204

21,

22,

Have you purchased any Spanish reading materials for your child's
use at home? __ Yes _ No Please describe the materials,

Does your child use them? __ Yes No

Do you have a Spanish.English dictionary at home? ___Yes __ No
Does your child use it? __ Yes __ No

Do you ever speak Spanish in your family? . JYes __ No
If so, please describa,

Do you ever read to your child in Spanish? __never __ rarely
. Scmetimes __ often

Do you ever help your child with his homework? __ Yes __ No
With which subjects? o
Does he have any particular problems? )
Are you ahle to help him with any problems in Spamish? __ Yes
‘ No

Does your child have ary chance to speak Spanish outside of schoolt
Yes No
T With Whom?
—other members of the family
__realatives
__his friends :
___other (Please explain,)

Does your child have any Spanish.spesiing friends (other than those

in the Immersion Program)? __ Yes __ No If so, how many?

Does he speak Spanish with them? __ Tever ___rarely __sometimes
_often ' o

Does your child ever listen to Spanish radio? __ Yes No
~pever __ raraly _ somatimes ___oftem

Does your child ever watch Spanish T.V, programs? —Yes No .
—never __ rarely __ sometimes __ oftem

Does he aver go to Spanish movies? Yas  No

~hever __ rarely __ scmetimes __often
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23,

24,

25,

26,

27,

28,

29‘

30.

31..

32,

Do you have any Spanish records? __ Yes __ No  About how many?

Does your child listen to them? _~ Yes __ No
__never __ raraly __ sometimes __ often

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

~ Yes . No

If yes, please specify the situaticns:

Did your child learn how to read in English at home? __ Yes __ No
FPlease describe the material he reads and how often.

Do you read to your child in English? __ Yes __ No
.hever __ rarely _ - sometimes __ often

How do you think your child feels about going to school? (h@p’i,
unhappy, does not care, etc,) Why? What does he like the most at
school? “the least?

Do you think your child enjoys speaking Spanish? __ Yes —.No
Does he seem proud of his Spanish ability? —tes _ No
Does he ever talk about new words, stories, or songs which he has
learned in school ? Yes _ No
Does he ever mention things he has learned about Latin imerica or
Spain? o Jos __ No

If possihle, please provide details.

Does your child ever speak Spanish in front of you? . Yes __ No
. never __ rarely __ sometimes __ often " '

Does he ever camplain about receiving all instruction in Spanish?

. Yes __ No

_hever __rarely ___sometimes __ often

Has he ever asked tc leave the Imnmersion Program? o tes __ No
If yes, please axplain, ' '

Do you think your child is having any problems understanding,
speaking, reading, or writing English? __ Yes __ No
If yes, please explain, ' )
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33

3k,

354

36,

37

38,

39.

M,

L2,

Do you think your child is falling behind in non-language subject
matter, e.g, matht _ Yes __ No
If so, please explain,

How did you hear of the Spanish Immersion Program?

What were your reasons for putting your child in the program?
(to learn a foreign langunage, to learn about Mexican-American
culture, to have better job possibilities, etc.)

Flease * what you feel is the most important reason.

1e

2e

3e
L,

What do you like about the Immersion Program? (atmosphere, child's
advancement in Spanish, ete,) Please * the most important quality,
1e
2,
Ja
4,

How could the program be improved? (materials, organization, eta, )
1a
2o

3e
4o
Do you think the program should be continued? __ Yes ___ No

Have many pecple asked you about the program? . Yes __ No
Do they react favorably toward the program? ___ Yes _ No
Flease degoribe their reactions, -

» Do you have any younger children whom you plan on enrolling in the

Imersion Program? __ Yes __ No  How many?

Have you heard of attempts to set up similar programs? _ Yes Yo
If so, where? Please describe,

The Culver City Spanish Immersion Program is similar to a French
Immersicn Program in Canadas In the Canadisn 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?
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43, Have you ever helped with the Irmersion Program, either inside or
outside the classroom? __ Yes __ No
If so, please describe,

ko What kinds of school functions do you attend?
Type of Function (e.ge P.T.A.) How Often?

k5. Please include any anecdote about your child's speaking Spanish
outside of the classroom,

46, If you have any additonal caments, please include them here,

|
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