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PREFACE

s .4

This Technical Report summarizes the findings of the study, "A

DescripeZve Study of the Classroom Instruction Component of the ESEA

Title VII Bilingual Education Program." This'Report contains major
.,

findings relevant to Basic Program projects which. were in operation

- during the 1980-1981 year. The Stud was performed by Development

1A Ociates, Inc:, An affiliation with Abt Alyociates Inc. during the
.

rs 1979-1982. This Report Is'accompanied by one 'other document,

SeleCte ide,ase, Histories.

t
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OVERVIEW

This Study was conducted during the years 1979-1983 by Ble;relopment

.Associates in affiliation with Abt Associates, Inc. .Tbe goal of the Study

was to describe the charactecristics of the classroom instruction component

of Basic projects funded under the ESEA Title VII Bilingual Education

Program. The broad purpCseof this program is to enable local education

agencies (LEAs) toestabli$h, operate,, or improve programs of bilingual

educatito assist children of limited English proficiency (LEP) in

improving their English language skills.

The Study used a mail questionnaire which was sent to all Title

VII Basic project directors and to Parent Advisory Committee chairpersons.

,In addition, a sailiple of sixty sites was visited and intensive interviews

were conducted with local school and district personnel including

superintendents, prinCipals, project directors, federal program

coordinators, teachers, teacher aides, and parent advisory committee

chairpersons.

Two major report's resultedsfrom.the analysis of data collected in

this-Study: The Technical Report, which contains data tables andfsummaries,

and includes.a comprehensive,analysis on the Study topics of projeCt

charabteristics', project objectives, and project impletetation; and

Selected Case Historiles, which 'is a collection of narrative reports. on

twenty-two of the sixty si s which were visited..

T
The resulti of the Study, grouped in terms of the six study

objectives, were as follows:

To describe the characteristics of a representative sample of the

Title VII - funded Basic bilingual education projects.

In FY 1980 there were a total of 524 Basic projects,

three-quarter$ of which were in at least their second year of operation.

The median grant award was nearly$150,000 in FY 1980.
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,In"1980, the projects served between 160,000 and 260,000 limited

English Proficient (LEP) children.. The average number of students in

self-contained classroois was 28; the majority of these students were

clustered in the lower elementary grades (87% in K-3). LEP students

represented'43% of the total in each class.

Three-quarters of the projects served a single native language

group. During the 1978 -1980 periSid, the number of unique languages

d essed by projects increased from 60 to 91. In this same period, there

was a decrease in the total number of projects serving at least some

Spanish-sieaking students, from 422 (74% of all projects). to 358 (68%).

Overall, project staff members werequalified and experienced.

Three-quarters of project directors were full-time and supported by Title

VII funding. The typical project' director had previous experience as 4a

teacher in a bilingual classroom, and two or more years' administrative

experience with Title VII.

Title VII recuires the input of an advisory council consisting of

parents and other representatives of the LEP community. _Ninety-eight

percent of the projects had Parent Advisory Committees. Overall, ,the '

parent committees were reported to be playing a strong and aetive role in

project operations.

In conclusion, it was:Aound that most projects served.

Spanish-sPeakincj students who were working below both pational and local

.
academic norms. However, the number of projects serving children using

Asian and American Indian languages is increasing as are the number of

unique language groups
,
served. Staff members are qualified and

experienced, and parent input, through Parent Advisory Committees, is 'a

factor in the planning and operation of projects.

F. -

To identify groups of projects which appear to represent

distinctly different instructional approaches to the education of

children with limited English proficiency.

le

DEVELOPMENT ASSOCIATES, INC.



Instructional approaches (e.g., use of aides, ,use of language,

etc.Y varied across projects, and projets did not cluster meaningfully in

terms of approaches employed. For example,-although 27 percent of the

project directors interviewed reported that an externally developed

educational model had been adopted, no more than two project directors

- N.

Ect.

reported adopt Ong the same. mod . Within Projects,'the instructional
I

approach often varied by grade eliel in response to student. needs.

iThe e4tent of use of English'sAd native language for instruction

varied within project by grade level. In general, there appeared to be'a

greater tendency to use the native language more extensively at the lower

grade leveld hnd to use English more frequently Vern upper grade levels.

Nearly 40 percent of the projeotslused the pull-out model either

exclusively or in conjunction with'the in-class model. The frequency/of

more
the pull=out approach increased with grade level, with pull-out used m

in grades three through six than in kindergarten through grade two.

In conclusion, projects did not cluster with respect to distinctly

different
instructional approaches and were too varied to be grouped by the

definitions and typology used in the Study. In the future, instructional

approaches or activities should be examined not, at the project level but at

the classroom leVel'and, if Possible, at the individdal student level.

To determine project objectives.

Project objectives were reviewed in the areas of.instruction,.staff

developient and training, parent and community involvement, management/

administration, and materials development.and acquisition. Instructional

objectives were, the most frequently formulated. It was found that 97

percent of projects included among their annual objectives increasing their

students.' English language skills.

Management/administtation objectives were also frequently

formulated. Nihety-one percent of projects had objectives pertaining to

'project staffing, and 86 percent of projects cited the employment of

4
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bilingual personnel- as an objective. With regard to staff development and

training, 79 percent of projects reported district level inservice training

as an objective, while 68 percent cited college or university coursizork

for staff as an objective.

In conclusion, it appears that projects are concentrating their

efforts concerning formulation of annual Ajectives in the areas of

instruction, management?.and:staff development/training. Within the

instructional area, projects clearly emphoize English language ski..11s

objectives over natiyeAnguage skills objectiv .

I

To determine the relationship between skills actually addressed by
the projects and those skills necessary to function effectively in
An all-English-medium classroom in the United States.

The survey of teact)ers in English Language Arts indicated that as

the classroom grade level increased,the LEP students tended to function

increasingly below classroom grade level. The data showed that modal LEP

students'were most typically on-grade for the lowest grades; one grade

beloW classroom grade for the middle grades, and two grades (sometimes

more) below level at the fifth and sixth grade levels. ("Modal LEP grade"

was the grade level at which the teacher indicated the greatest number of

+ LEP students were functioning.)

From the perspective of reading, writing and.oral language skills

taught at assigned classroom grade levels, the percentage of above grade

level skills addressed tended to be substantially below the percentage of

on-grade and below grade level skills addressed.. Generally, reading skills

were addressed more completely than writing skills,-and both these skills

'were more completely addressed than oral language skills. The percentage

of on-grade reading skills addressed,averaged in the high eighties; the

percentage of on-grade writing skills addressed averaged"in the low

eighties; and the percentage of on-grade oral language skills averaged in

the low sixties across all grade levels.

-xxii2
DEVELOPMENT ASSOCIATES, INC.



Overall, it was found that the skills necessary to function

effectively in an all-!::nglish speaking classroom were being taught. As

expected there is more emphasis on teaching below assigned grade level;

there is also considerable teaching below students' funciionaldgradelevel,

and this was not expected. The emphasis variec, ,however, by subject area,

with.80 percent or more of on- assigned grade level skills toeing taught for

reading and writing and only 60 percent for oral language skills. Thus, it

is clear that there is greatest emphasis on teaching on-grade level skills

in reading, followed closely by writing, with oral language skills the

least emphasized.

To
dell

tlrmine the degrepkof program implementation among local

e cation agencies.

Overall it was found that a-full instructional program was

provided to students with most of the instruction p videid in English.

Project teachers used English, more than 70 perce t of the time for teaching'

English reading and language arts, ESL, mathematic social studies, and

science. In native reading and language arts,:the native language was used

88 percent of the time. There appeared to be a greater tendency to use'the

native language at the lower grade levels and to use English more

frequently at the upper grade levels.

Important aspects of classroom instruction are the skills taught

and the determination of when to transfer students to an all-English

speCking classroom.. Kindergarten teachers reported the longest time period

(2.7 years) and second grade teachers the shortest.f1.7 years). However,

since teachers also reported teaching further below grade 'level as the

students' assigned grade level increased, it appears thal some studeks are

staying in the program considerably longer than others.

In the area of staff development, 61 percent of the classroom and.

76 percent of the resource teachers had received some bilingual education 41.

tnservtce training.

9 4
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In additioN,,the Study looked at theimportant aea of

institutionalizitibn of project services which can be viewed as another

indiCator of the extent of program implementation. `'If a' program is, o be

institutionalized, it fist mustbe adequately implemented. To assess,

probability of institutionalization, the Title VI/ projeo: anddi'Strict

staff were asked if the project was effectively accomplishing its goals and

meeting local needs. Almost three-quarter of the superintendents who were
.

,

interviewed believed the project was effectively accomplishing its goals to
,

.

, (

a great or very great degree. In addition, approximately two-thitds of
)

teachers considered the4projeat to be a definite advantage Or a vital

addition to the district's educational system. However, district

administrats were concerned about their ability to continue-the project

percentfwithout federal funding. Seveitty six ercent of superintendents, 82 .

,

percent of federal prograTs 'coordinators;- and 72 percent of principals said

that bilingual education services would be reduced or dropped if Title VII

funding was reduced or discontinued.

To identify factors which enhance or impede project implementation.

Over half of the project directors indicated that assistance and

cooperation of school administrative staff helped project operations to a

great or very great extent. Although it was reported by staff that the

community which the project served was not a'critical factor in project

implementation, the data do indicate that parents, PAC members, and others

in the community were often intensely involved on an on-going basis, and

that their contributions were important.

It was found that 61 percent of classroom and 76 percent of

resource teachers had received some bilingual education training prior to

the 1980-81 school year. About three-qtarters of the principals and

teachers reported that pre- and inservice training had helped the

implementation of their projects.

The data from this Study showed thatsteachers reported few

modifications in their instructional plans. Only one-quarter of the

-.)txiv-
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teachers reported making modifications to their instructional approach,

materials, or activities over the life of the project. However, it was

also found that teachers did not-think in terms of plans being modified,

but in terms of evolving plans. This being the case, modiSiCItions

.changes were likely being made to a greater extent than was reported.

Eighty percent of project directors reported carrying out needs

assessment:; during the 1980-81 school year, and a similar percentage

reported carrying out internal evaluations'and monitoring efforts and that
.

.these had peen moderately or very effective in assisting project

'implementation.

Three - quarters of projects received materials, services, or

training from a Bilingual Education Service Center 6ESC), and two-thirds

of the directors of these projects reported that phis support was

moderately to ve*y effective. Over half of th7roject directors also

reported that resource support received from t1heir SEA was useful.

Cverall, a majority the projects were carrying out

implementation strategies w ch were identified in the literature as being

necessary for successful ject implementation. The Study findings

indicated that prolect istrict level staff generally thought that

implementation of these activities enhanced the success of their project.

*

Overall, the Study results describe a program which is changing to

meet new circumstances and student. In essence, the Title VII Basic

Program across the country is:

highly varied with an emphasis on meeting individual student

needs;

emphasizing English instruction, but with many projects making

heavy use of the native language;

being implemented to alNccessful degree in many school

districts, bit facing problems regarding the need for more staff
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training, and the need for more effective parent participation

in some projects; and

only partially successful at the local level in terms of

institutionalization, with Title VII remaining the primary

source of funds for projects.

DEVELCP3MENT ASSOCIATES, INC. -
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CHAPTER 1

INTRODUCTION TO THE STUDY

The Bilingual Education Act, passed in 1968 as Title VII of the

Elementary and Secondary Education Act of 1965, was created in recognition

of the fact that there are many children whose laftguage proficiency and

cultural heritage differ from,those. of Eany English - speaking students.

Supporters of the Act felt that since these factors are primary influences

on learning, there are many children whose.educational needs might be

better met by participating in a program of bilingual education. The Act

provided the first federal assistance for this purpose.

The Act also called for several studies and research projects to"

be'designed to assess and describe various dimensions of federally-funded

bilingual education programs. This-Study is part of that effort.

1.1 Program'Overview

Under the Act, projects are funded in the.following program areas:

co Basic Projects in Bilingual Education;

Support Services Projects;
Training Projects;
Fellowship Programs; and
Materials Developmilmt Projects.

The focus of this Study is on Basic Projects in Bilingual Eduation

program areas. Uftder this program, local education agencies (LEAs) have

the opportunity to submit proPosals.for grantsto the Office of Bilingual

Education and Minority-Languages Affairs (OBEMLA) ok the U.S. Department of

Education. Projects funded through this program may involve elementary

and/or secondary grade students. The broad purpose is to enable LEAs to

establish, operate, or improve programs of bilingual education to assist

children of limited English proficiency (LEP) in improving their English

language skills. The projects also are to be designed to build the

capacity of the LEA to continue programs of bilingual education when,

federal funding is reduced or no longer available. Although the majority

of grants are expected to continue for multiple years, grant awards are

made fora one-year duration'-- with continuation awards for subsequent.

DEVELOPMENT ASSOCIATES, INC.
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gars subject tosatisfactory performance and availability of funds. The

maximum period for a grant is three years.

Within this context, a "program of bilingual education" is one in

which:

instruction is given in English and, to the extent necessary to

allow children to achieve competency in the English language, in

the native language of the children of limited English profici-

ency;

instruction is given with appreciation for the cultural heritage

of the children of limited. English proficiency and of other

children in the United States; and

instruction is given in all courses or subjects of study to the

extent necessary to allow children to progress effectively

through the educational system.*

Because the characteristics of local education agencies and the

needs of their students differ across the United States, the characteristics

of bilingual education projects differ considerably. Consequently, Basic

projects collectively represent a diversity of instructional approaches,

languages, and local community contexts.

Since its inception in FY 68, -'the amount of federal funds

appropriated for the ESEA Title VII program has increased steadily (See

Table 1.1). The amount available for Title VII's Basic Grant Program has

been somewhat parallel to the total Title VII appropriation, with

approximately $95 million available in FY 78'end 4102 million each in FY 79

and 80. In FY 1980, the median grant amount was $149,506.

After a period of early growth, the number off. Basic Program

projects has declined slightly, with 567, 540 and 524 projects being funded

in fiscal years 1978 through 1980, respectively. Of the 524)orojects

funded during the 1980-81 school year, 26% were newly funded, and 74%

received funding to continue on-going operations. As thown in--Figure 1.1,

*A more specific definition calling for the use of a structured English

language development component;
including English reading and writing

skills and a structured primary language component, each relying on daily

instruction, appears in Cervantes, Duran and Anglin' (1981).
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TABLE 1.1

FUNDING HISTORY: TITLE VII OF THE ELEMRITARY AND

SECONDARY EDUCATION ACT (ESEA) OF 1965, AS AMENDEELBY P.L. 95-561*

Year Authorization Appropriation

FY 68 4 15,000,000 $ -0-

69 30,000,000 --7,--580800

70 40,000,000 21,250,000

71 80,000,000 25,000,000

.:,,..'72 100,000,000 35,000,000

73 135,000,000 45;000,000

74 146,750,000 58,350,0001

75 147,250,000 85,000,0002

76 152,754,000 98,000,0003

77 163,750,000 115,000,000

78 174,750,000 135,000,000

79 232,000,000 150,000,000

80 299,000,000 166,963,0004

81 191,46_3,000 179,763,000

10f this amount,49,879,000 was released and Made available for obligation

in FY 1974.

2Amlunt shown is after congressionally authorized reductions.

3In cludes funds earmarked by Congress to carry out provisions of Part J
of the Vocational Education Act. 'An amount of $2,800,000 was appropriated"

for this purpose each year. Subsequently, funds for vocational education -

have been requested under the approprtgtion title for Occupational, Voca-

tional, and Adult Education.

4Includes $8,600,000 for the bilingual desegregation program, moved to
Title VII as of 1980 from the Emergency School Aid Act by the Education

Amendments of 1978.

.

*From: Annual Evaluation Report: Volume II, Fiscal Year 1980. U.S.

Department of Education, p. 87. Note: The appropriation column

reflects, grand totals for all programs, including Basic Prograits.

3U
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+ FIGURE 1.1

DISTRIBUTION OF BASIC PROJECTS BY TEN U.S. CENSUS REGIONS

PACIFIC

NORTHWEST

1978 -k: 23

1979-80: 17

1980.81: 23 ,

NEW ENOLAND.

1978-79: 34

1979:80: 30

1980.81: 31

METROPOLITAN

NOR1hEAST

.1978-79: 106

1979.80; 111

1980-81: 9

1

PACIFIC

SOUTHWEST

1918 -19: 177

1979-80: 155

1980-81: 148

CENTRAL MIDWEST

1978-79: 1

1979.80; 1

1980-81: 2

NORTH MIDWEST

1918-19: 33

1919.80: 35

1980.81: 39

SOUTHEAST

1978.79; 17

1979.80: 18

1980-81: 24

$,

U.S, TERRITORIES

1978.79: 15

1979-80: 12

1980-81: 10
TOTAL PROJECTS

1978-79: 567

1979-80: 540

1980-81: 524
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,
the heaviest geographic concentration of projects was in the Pacific

Southwest, which accounted for 28 percent of all projects in1980-81. The

fewest were in the Central Midwest and Mid-Atlantic regions.

1.2 Purpose and Scope of Present Study

The goal of the Study was to acquire an understanding of the

characteristics of the bilingual education projects funded through the Basic

Program of the Office of Bilingual kducation and' Minority Languages Affairs,

and the ways which these projects were implemented. Within that broad

goal, the More specific focus was on the implementation of Basic projects

serving children in kindergarten and grade levels one through six. The

major objectivessof the .StUdy were:

To describe characteristics of a representative sample of Title

VII - funded tasic:bilingual education projects and to identify

groups of projects which appear to represent distinctly different

instructional approaches to the education of children with

limited English proficiency.

To 'determine the project objectives, and the relationship between

skills actually addressed by the projects and those skills neces-

sary to function effectively in an all-English-medium classroom

in -the1 nited States.

To dete ine the degree of program implementation among Local

Eduaati n Agencies and to identify factors which enhance or

,impede project implementation.

In addressing these objectives, the Study developed policy (and

associated evaluation) questions that served to guide the process of inquiry

and that focused on the generation of information which would be useful to

policymakers. The Study staff attempted,: within the constraints set forth

by the U.S. Department of Education's Stated needs and Study objectives and

based on information available'at the (April 1980), to define a broad

set of policy questions within'three areas: project characteristics,

project'objectives, and project implementation. Taken together, these foci

of the research design have enabled the Study to address a _variety of

important policy issues and specific questions of research and policy which

are of interest to Congress and the Department of Education, as well as to

the field.
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In specifying policy questions for the Study, the staff were aware

that both the law and the ensuing regulations might be changed in three

different ways: to enforce strict compliande.with the current legislation;

to facilitate LEA attempts to comply with the legislation; and to have the

upcominelaw be more reflective of.conditions and circumstances that exist

within, the LEAs which are receiving funds. The policy-related questions

which the Study addressed and the information to be provided, therefore,

had to be designed to facilitate the U.S. Department of Education's ease of

recommending which of these routes Congress should follow as it reviewed

and revised those portions of the law related to these three areas.

1.3 Contexts Which Affect tOe Study

In response to Congressional, for information and as

authorized by Part C of the Bilingual Education Act, a Research Coordinating

Committee was established in the spring of 1978 to help plan and implement

various studies and activities that would comprise a broad search program

in the area of bilingual education. The Part C Research Coordinating

Committee was therefore formed to coordinate these Studies and report to

Congress.

The Study described herein is one of those sponsored by the Part C

Research Coordinating Committee in the area of Improvement.in Title VII

Prograiallanagement and Operations. (The other two major areas are:

Assessment of National Needs for Bilingual Education, and Improvement in

the Effectiveness of Services for Students.) Other relevant studies
or

.besides the present one included:

,(a) "Resources For Developing A,Student Placement System For

Bilingual Programs: Language Skills Framework,"'1979-80. The

goal of the study was to develop a student placement system

/for assisting ESEA Title VII projects in developing and
implementing an entry/exit and follow-up assessment system

appropriate for their heeds. The core of the system rests on

a Language Skills Framework (LSF) which presents the particular

English language skills on a grade-by-grade basis necessary to

function effectively in all English-speaking classrooms in the

united States. :

34
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(b) "Sighificant Instructional Features In Bilingual Education,"

a related set of five studies, 1979-1983. The purpose of the

main study was to identify significant instructional features

in bilingual education, and determine the consequences of

these features for children. The study design rests on the use

of ethnographic, then confirmatory, appraisals of the major

features present in bilingual classroom and program settings.
A tr.

(c) "Survey of Children With Limited English Proficiency and the

Servicet Which They Receive," 1978-81. The purpose of the

,study was to provide: (a) a validated count of the number of

children with liMited English proficiency by language and by

State, and (b) data on the nature and extent of educational

services which they receive.

From a theoretical perspective, the present Study addresses the

planning, implementation and institutionalization of change within complex

orgahizations. In the study of change there are two major traditions or

schools of thought. The first, and more highly developed, focuses on the

implementation of change as a rational process. The accumulating data on

the results of change programs, however, have'led to considerable

dissatisfaction with a simple rational model. sieterson (1977) has

,summarized some the "anomalies" that appear when the rational model is

applied; and the Rand Change Agent Study (Berman and McLaughlin, 1978)

provides clear support for these criticisms. For example:

Cllanges are seldom implemented as planned. Rather, they tend to

undergo a-process of continuous change as they enter the system,

and these changes are affected by organizationally unanticipated

characteristics and events. ti

The introduction of identical changes within outwardly similar

organizations may lead to different implementation processes and.

outcomes.

Different implementation approaches and change management strate-

gies may produce similar results.

The logic of inter-relationships, that is, the rational tradition,'

has been seriously questioned by a number of writers in recent years, who

point out that inter-related organizations, especially educational

organizations, are often not so tightly coupled (Weick, 1976).' Rather, the
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1

educational system is composed of many levels and organizationsa

classrooms, schools, school districts, state educational systems, and-a

national education framewOrk. Dile to long-standing traditions of local and

professional autonomy, the linkages between levels and organizations become

-/much looser as one moves from the classroom upward.

,Thus,,new models emerOpng ln 'the literature. point to another

concept which emphasizes the .rn?nTrational" elements that co dItione

change process. From thici perspective, change is vi ed as a

negotiated process, involving mu6ial adaptations of the plan for change and

the setting in which it is implemented.' Factors such as organizational

structures and pkocesses, conflicts, and local norms are assumed to have a*

much, if not more, impact on the success of a change program as do the

conditions stimulating the c hange attempt or the rational plan. It is the

current consensus of most researchers in the field'that this is the more

suitable approach to assessing' change in local school districts (Lehming

and Kane, 1981).'

In developing the design for this Study of bilingual education

projects, the research team posited that local implemenWion woVid be

moderated by both rational, and non-rational elements in a loosely lihked

(rather than tightly coupled)4ystems network. Further, in broad terms,

this network involves important and different contexts at the federal,

state, and local levels. The policy issues which were developed,as well

....Athe design, instrumentation and analyses undertaken, incorporated this

view as discussed below.

1.3.1 The Federal Context

With respect to ESEA Title VII Basic projects, the federal

delivery system works directly with LEAs. In came cases, the grant is made

jointly to an institution of higher education and the local educatibn

agency; in other,cases, it is made to schools operated or funded by the

Bureau of Indian Affairs.: Thus, the degree to which levels /organizations

are "linked" has an important effect on the degree to which changes in one

level/organization, Such as those imposed "top dawn," will affect change in
DEVELOPMENT ASSOCIATEElb INC.
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F.

another. Lo-osely linked organizatiOns tend to be characterized by a high

degree of autonomy and little consensus on goals and processes.

This notion of linkage, therefore, has several important and

direct implications for the study of implementation'processes within the

Title VII Basic Grant Program. First, given that Congress has provided

these funds in order to enable Local Education Agencies .to provide special,

programs for limited English proficient children, it is assumed that the

acceptance of funds for projects represents an acceptance on the part of the

local district to introduce change, which will be consistent with the

federal legislative, intent for bilinglAil education in ESEA Title VII.

Second, given that states vary in terms.of their bilingual education

legislation and with respect to their influence on local programs,

considerable project variability can be expected to bepresent. And

finally, the local need and the available resources can also be expected to

result in differences among projects.

With the ve in mind, the 1974 and 19787.e.gislation

atreauthorlzing the ES Title VII Bilingual Education Program set forth

goals for Basic projects. These goals were necessarily broad and general,

since they needed to provide for a wide variety of needs (and responses to

those needs) in local school systems around the country. For example, the

1974 and 1978 legislation state that the purpose of the gilingual,Education

Act is "to demonstrate effective ways of providing, for children of limited

English proficiency,* instruction deiigned to enable them, while using

their native language, to achieve competence in the English language."

Such non - directive, non-interventionist statements of goals are fairly

typical of federal legislation in the field of education. They primarily

reflect the-pon7eegtralized nature of public education in the Unitea States.

.
OBEMLA created rules and regulations for-the'R,SEA Title VII Program

which'further-specified and clarified goals. This step represented an

.attempt tb set forth rules and regulations under which the program could

actually be administered. The current set of rules for

*The term "ability" was used in the 1974 legislation.

7
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Title VII state that "the purpose of a program of bilingual education is to

assist children of limited English proficiency to improve their English

language skills." Thus, neither the legislation nor the regulations

prescribe specific goals and objectives for states or local school systems.

However, the rules and regulations do spell out fairly specific criteria

or
Which are to be used in evaluating new applications for assistance under the

Actt, including criteria which pertain to the form and context of project

-objectives. Thus,/Some degree of linkage or coupling certainly was

intended and the Study sought to eXamine it.

The State Context

Depending upon both the particular program and state legislation,

'
'states may play a number of different roles in local project implemen-

tation, ranging from very active to very passive. Also, depending at least

in part upon the degree of'congruence between federal and state

legislation, such legislation may serveto either enhance or impede project

implementation. Through ESEA Title VII, state education agencies may

obtain financial assistance to coordinate technical assistance to projects

in their states. Depending upon the state's neect4Or bilingual education,

its own legislation, and the amount and the type of assistance the state

receives ihroUgh ESEA Title V/I,,the state may set up its own delivery
4

system to assist the local projects. Furthermore, state laws or politioal

pressures ma influence both federal policies and the localcomimunity

context. Assuming, too, that systems vary in the degree to which they are

Coupled, some states may have developed administrative and management

practices that encouraged communication and linkage& amoai levels, while

other states will have done relatively little in this area.

It is noted, however, that there is considerable variation among

the mandates of the, states which have bilingual education legislation, that

the state mandates for bilingual education are Sot alwaya in accord with

the federal legislation,Nand that states flay include more or less

specificitythan federal legislation. Irizzary (1978) classified-states

according to whether they had passed legislation which specifically
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mandated bilingu _
e.ducaton; had legislation related to bilingual

education but did not mandate such activity; or had no bilingual education

legislation. Cn t

if

is point, 34 projects in the 60 site-visit project

sample used in the present Study were located in states which mandated

bilingual education; 13 projects were located in states that had

non-mandating legislation; and 13 were located in states that had no

bilingual education ' egislation. Therefore, the effect of the different

state legislative contexts for bilingual education is an important variable

to be considered.

1.3.3 The Local Context

The local community is the thir'' Tart of the policy context

existing for an ESEA Title VII project. Social, political, and historical

factors related to bilingual issues, the extent to which the community and

parents traditionally involve themselves in the educational process, and

the socioeconomic structure of the cor.aunity all play a role in the

commitment of a community to bilingual education. This commitment may lead

to the development of a Pa7rent Advisory Council (which is required by ESEA

Title VII irior to funding) which will work with the school system, at

various levels of iivolvement, to develop the plans and 1., cal delivery

systems for an ESEA Title VII project. Community, pressures may also be

exerted, directly upon the state and the local school system to shift''

.

project emphasekand activities in particular directions.

The change procesk within the loos% district typically commences

with a needs assessment and the development of program plans. Such

activities continue with planning and writing the initial project

proposal. These activities continue after the grant is awarded, as final

plans for project start-up are made and the Parent Advisory. Committee

(building on the Council's work for that.project) is formed.

As numerous studies have shown (e.g., Stebbins, St. Pierre,

Proper, Anderson, and Cerva, 4 77 ; Proper and St. Pierre, 1979; Rosenb7.Im

and Louis, 1979), faithful implementation does not automatically follow the

3a
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design of a project. Many factors influence the process of implementation,

so that the project as it actually exists is often very different from the

project initially conceived.. Many plans, for example, will be relatively.

abstract and lack a clear and specific statement of the means by which the

project is to be carried out. Thus, during the initial phase of implementa-

tion, the abstract goals will come into contact with reality and modifica-

tions will be required.

As the project is implemented, feedback provides information to

decision makers so that "mid- course" corrections may be made. Formative in-

formation is used by local staff to modify projects' characteristics and

implementation strategies. Data are also provided to the Education Depart-

ment for monitoring purposes and tc Congress for policy modifications.

Finally, local districts are likely to vary in both the extent and type of

autonomy they will permit schools, projects and classroom iristructors within

their systems for conducting and modifying project goals, curricula and

activities. In designing the Study, these factors from the local context

were considered. Many variables dealing with this level are therefore

discussed in the various chapters.

In sum, notwithstanding the federal mandate and regulations, and

varying effects of state and local contexts, the projects which have been

funded under Title VII represent a considerable diversity of institutional

approaches, languages and local community characteristics. Indeed, the

recognition of this heterogeneity was a major motivator for this Study.

!!ow the Study staff attempted to integrate the maintad6rs involved in the

preceding discussion in;:o the Study design, and the methods used for

obtaining data which bears on some of these issues are presented in the

following chapter.

40
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1.4 Organization of the Report

Chapter 2of the Technical Report covers the Study methods and

design. It contains,a discussion on data collection instruments and

procedures and provides a brief description of the analytic procedures.

General characteristics and local Title VII project goal's and objectives

are presented in Chapter 3. At a more specific level, Chapter 4 provides

information on staffing patterns in Title VII Bilingual Education

classrooms. Implementation characteristics and processes are discussed in

Chapter S. The skills addressed in bilingual education classrooms are

found in Chapter 6. Finally, Chapter 7 contains the Study's overgll

findings and conclusions. A series of relevant Appendices follow these

chapters.

41
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CHAPTER 2
STUDY DESIGN AND METHODS'

2.1 Overall Study Approach

This Study sought, information from a variety of. local bilingual

education projects using two approaches:

A mail gurvey of all 1980-81 funded Basic Projects using two

instruments, one distributed to all project directors, and the

other to all Parent Advisory Committee (PAC) chairpersons; and

Onsite data collection using personal interview protocols with

the staff in each of 60 representative projects Serving one or

more grades in the K-6 grade range in the continental United

States.

The mail survey approach sought to gather detailed project-level

descriptive information. The second approach, site visits, focused on

obtaining more detailed project-level information as well.as infOrmation at

the school and class level.

Overall, data we=e collected from seven types of respondents at

each sampled project. These types of respondents, and the approach used to

collect data from each, were the following:

LEA Superintendents (interview);

LEA Federal Programs Coordinators (interview);

Title VII Project Directors (mail survey and interview);

School Principals in targeted schools (interview);

Classroom and Resource teachers associated with Title VII

projects.(interview and'onsite questionnaire);

Teacher Aides working with Title VII classroom teachers

(interview); and.

Chairpersons of Title VII Parent Advisory Committees (mail

ey and interview).

4
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2.2 Sampling Design

The sample was drawn from a computerized data base which contained

all projects funded for 1980-81, their key -characteristics and mailing-

address. This data base was generated from a listing of project

information prepared by the National Clearinghouse for Bilingual Education

through a review of all funded applications. This data base represented

524 local projects in the continental united States a territories.

The overall goal of the sampling design was to:

Ensure sampling coverage and have sufficient data on all topics

of interest; and

Be optimal, so that it would provide a sample that was

representative of the diversity of local bilingual education.

projects funded under this federal program.

, -

The first phase of the sampling design consisted of the census

phase, i.e., mailing project director and parent advisory council

chairperson questionnaires to each funded project. The seconq phase of the

design involved using a stratified random sampling approach.to select 60

projects which were statistically representative of 401 projects serving

any of the grades K-6 (i.e., hairing an elementary'grane component) in the

continental United States, and then contacting them to elicit their

cooperation in the Study. The thirdqphase consisted of obtaining

sufficient information on these 60 projects so'that representative samples

could be drawn (within each project) of certain types of respondents, whose

perspectives and characteristics were highly relevant for understanding

project goals, instructional approaches, and operations.

In probability sampling terms, each project acted as a cluster

from which a representative sample of schools was drawn. Within each of

these schools, representative samples of classrooms and their teachers,

aides and resource teachers associated with the project were also drawn.

More detail on each of the three sampling phases-1.4' presented below.

43
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2.2.1 The Survey Analysis Census (SAC)

All 1980-81 ESEA Title VII-funded Basic Program Grant projects

located within the 50 states and outlying territories were contacted by

using a mail survey approach.* Due to the wide diversity of project

contexts, operations and language groups served, all projects were surveyed

in order to ensure precise information. Although potentially unique in

terms of the peoples served and languages addressed, outlying territory

projects were also included so that the .findings would apply to all funded

projects. Data from the mail survey phase served two major purposes: to

develop a profile of the characteristics of all funded projects, and to,

obtain additional project and PAC-level information on those 60 projects

selected'for sing visits which were part of the Indepth Analysis Sample,

described below. The mail survey phase began in advance of the site visits.

2.2.2 The Indepth Analysis Sample (IDAS)

The 60-site Indepth Analysis Sample was drawn from a sampling

frame of 401 projects. It consisted of a subset of all 1980-81 ESEA Title

VII funded Basic programs loc =d in the 48 contiguous states. Projects in

Puerto Rico, the Virgin Is nds, the outlying territories, bilingual

special education projects, and those serving only the middle or high

school grades were excluded for the following reasons.

Projects not in the continental United States were excluded because

of the disproportionate field data collection resources which they would

have required. Bilingual special education projects were excluded because

they were quite different from projects .serving children in regular

instructional settings. Any 1980-81 Basic Program projects which did not

provide instruction in the K-6 range, such as projects only serving middle

qx junior high school grades (e.g., a 6-8 or 7-9 combination) or only

pre-kindergarten, were also excluded from the IDAS sampling frame. This

*The District of Columbia does not have a Basic project; thus, it was not

contacted.
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was because the focus of the Study was at. the K-6, elementary grade range

level, a level of major concern to the Department of Education,,OBEMLA and

the Part C Coordinating Committee. Thus a sampling frame of 401 domestic

projects serving any of the grades K-6 (including such combinations as K-3,

1C -9, 1-6, or even K-12) remained.

2.2.2.1 Stratification Variables

ility ampling approaches were used to draw a sample of 60

Title VII projects f om the sampling frame of 401 projects. 'For sampling

purposes, the frame was subdivided into groupings of projects on the basis

of the extent to whtch the projects sharearcertain characteristics or

'factors. These factors had been culled from a larger set of'selection

factors and were derived from computer data, analyses of 1979-80 funencp

applications, since information for. 1980-81 was unavailable until late in

1980. The 1979-80 data analyses served as a planning tool and increased

the utility of the sampling design by validating the assumptions underlying'

the choice of sampling variables and levels.

A total of 60 groupings was formed from combinations of the five

variables used as sampling variables. Not all combinations of these .

variables were represented in the sampling frame; thus, a strict factorial/

stratificaton approach was not feasible. However, the 60 groupings were
1/4N1.

reViewed for their homogeneity and utility in improving the

sampling precision of the design. The sampling or stratification variables

used to form- these combinations were the following: 4

Types of language (Spanish; languages most often found in Title

VII non-Spanish projects; languages least often found in Title

VII non-Spanish ptojects; Native American languages);

Number of languages (one, more than one);

Geographic region (Northeast and Mid-Atlantic; Southeast; South

Central; North Central, Central Midwest and North Midwest;

Pacific North and Southwest);

The total number of students served (below 200; 200-399;

400-799; 800 or more); and

Year of funding (newly funded, refunded).

DEVELOPMENT A.880CIATES. INC.
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`She reasons for using these stratification variables were as

followi. The type of language addressed by individual projects was an

important stratification factor because it was associated with the cultural

-and student populationto be served, the implementation needs, and the

types of resources available to the project. The number of languages was
.

considered an important stratification variable because projects with amore

than one language must face the issue of allocating their resources across

)

language groups and project objectives.

Geographic region was also used as a stratification variable

help capture the diversity of projects from different parts of the

continental United States. Several alternative geographic,divisions of the

United States were considered, such as thobe used by the Census Bureau, the

National Center for Health Statistics and the National Center for

Educational Statistics. None exactly met study needs. The ten federal

regions therefore _were regrouped to assign projects employing iinguisVc

variations in Spanish (e.g., Puerto Rican or Mexican) to different regions

of the United States. Five regions were created from this regrouping
,.

process.

The number of students served. by projects across all targeted

4fades correlated with projects' overall

riculum offerings, and staff size. (For

correlated .53 with funding level.) The

chosen as a proxy for various aspects of

4

The variable year of funding was' chosen for sampling purposes

because it was considered stzongly related to program implementation. It

was anticipated that newly funded ;projects may need at least a year to get
4

their plans into oneration, whereas those in their second or later year of

operation as refunded projects may have overcome such hurdles, could be

smoothly operating, have more capacity-building features, etc. Thus,

having a representative set of projects on this variable would permit

cross-sectional analyses of newly-funded with refunded projects in

examining how each type of project was functioning.

size, funding level, extent of cur-

example, the number of students

number of students was therefore

project size.
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The following chart illustrates three strata created from the

sampling variable groupings and the extent to which the projects assigned

to pitticlar strata had common characteristics.

Number of Characteristics Common

tratum Projects to All Projects Within

Code in Stratum Stratum

Characteristics Common to
Most Projects Within

Stratum

15

49

59

5

5

Type of Language - all
used Spanish.
Total Number of Students -
all had between 1-199.
Year of Funding - all were
in their iiscond'or later
year of einding.

Type of Language - all
used languages most often
used in non-Spanish pro-
jects.
Total Number of Students. -

between 400-1200 students.
Year of Funding - all weer.

in their gattst year Of
funding.

Type of Language - all used
languages least of tea found

in non - Spanish projects,
and all used rt've
American langwiges.
Total Number of Stns $1 .4

itll had between 400-00
students.

Number. of Languages -
three were single-
language projects and
three used two or more

languages.
Geographic Region - two
projects were from the
Northeast/Mid- Atlantic,
three from the Southeast,
and one from the North
Central/Central Midwest/
North Mid-west region.

Numbet of Languages - four
used two or more languages.
Geographic Region - the
five projects were from
each of the five regions
listed as on page 18.

Number of nguages - four
of the five single

language projects.
asimphic Region- three
were from the Pacific
North/Southwest region
and two were from the
North Central/Central
Midwest/North Midwest
region.

This chart therefore, supplies a general indication of the fairly high

degree of hociogeneity created by using these strata. As a result of this

process, some slight variability Within strata also existed.
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2.2.2.2 Selection orProjects
V

These 60 groupthgs acted as strata from which one Basic Program

project was then selected. Each project had An equal probability of

selection within each strAum. Some diversitycin the number of projects

classified-into par icular strata sizes did exist. However, 88% of the

strata had 5-9 p jects in-themt, only seven had fewer than five or more

than nine .proje ts. This diversity slightly reduced thissampling

efficiency. Nevertheless, it was considered desirable to retain the

hologeneous strata which had been constructed, since they increased the

sampling precision of the design.

Due to schedule conflicts andsimilar factors, seven of the origin-
.

ally chow projects could not participate in the Study. These seven were

replaced with other projects randomly drawn from the same sampling strata.

Analyses of known project characteristics of

alight

with original

selections did not indicate any bias which have been introduced by

the replacement process. Statistical- analyses-also indicated that the

final set of 60 projects visited were representative of the 401 K-6

projects on all of the major sampling variables. The final set of 60 IDAS

projects which were visited appears as Appendix 1.
i

2:2,2.3 SelectiOn of Schools

The 3amp1ing frame used to select schools within each project was

based on informxticA supplied initially by funding applications and updated

by felephon'it t projects which had already agreed to participate.

frame only if they served Title VII

K-6 range: Certain schools such as

were excluded from the sampling frame

School.evl the sampling

student,: in et leas'~ one grade in.Ihe

those se°1irl., 1:.-44des 6-8, 7-9 or 7-12

because sci,00l programs at the middle or htgh school_ level usually differ

markedly from those at the elementary level, and the total sample size of

60 was not large enough to represent such diversity adequately. Schools

serving only Title VII special education students were also excluded since

these programs also differ from the general,elementary school program.

- 48
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`/

The number of schools selected in each project varied with the num- .

ber of Title VII project schools serving students in the elementary grades.

Therefore, one school was selected where only one school served such stu-

dents; two schools were selected where the project served two to-seven

schools in the K-6 range, and four schools were selected where eight or more

schools in the K-6 range participated in the project.

The schools were randoMly chosen with equal probability of selec-'

tion within each distridts'epool of relevant and' targeted schools. All

schools which were selected agreed to participate. The principal of each

selected school was interviewed as its key adminiStrator.

2.2.2.4 'Selection of Grades and Teachers

Within each of the selected schools, all targeted classes 1n the

kindergarten through sixth grade range w re stratified into the following

four grade range groupings: kinderga en, first grade, second and third

grades, and fourth through sixth grad . These strata corresponded to

levels where differences in program emphases were likely to occur. The

sampling goalwas to:

k

(a) Randomly select four teachers from each of the four grade

ranges (as available) in each site having one or two schools,

and two teachers per grade range per school in a site having

foul. sampled schools; and. then

(b) Randomly assign half of those teachers within each grade level

tp be administered a full teacher interview and the other half

to be administered the Classroom Skills Inventory (CSI).*

Thus, teachers were randomly sampled within each selected school

and its four'grade range groupings. More specifically, at sites with one

.school, a maximum of 16 teachers, four from each of the four grade-ranges, -

were to be interviewed.. At sites with two schools, 16 teachers per school

were to be interviewed, four from each of the four grade ranges in each

4

*See Section 2.3 and Appendix 2 for a description of Study instrumentation

and their major topics.

49
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iv school. At sites with four sampled schools, eight teachers per school were

to be interviewed, two from each of the four grade'ranges in each school.

When,the number of available teachers within a specified school and grade

range was miller than the sampling goal, all teachers were selected. They

were then-randomly essigned to be administered either the full, teacher

interview or the CSI instrument.
mo

To select resource teachers workirq with Title VII projects, an

additional 'sampling frame was created fqr each sampled school. This

sampling frame contained teachers and otl?er personnel who were working with

the project in any of the following roles: resource teachers{ resource

specialists, grade coordinators, curriculuk specialists, ESL specialtdts,

reading specialists, bilingual liaisons, learning disabilities teachers,

evaluation specialists, guidance counselOrs,.subject matter specialists,

and similar categories. The sampling rate varied with the number of

resource teachers4per site. Selected sections of the full teacher
alre

interview form were used with this group.

2.2.2.5 Selectidn of Teacher Aides

A total of 275 teacher aides were sampled. One aide was selected

for each of 253 sampled Flassroom teachers. Since certain sampled

classroom teachers had no aides, an additional 22 aides'were randomly

selected from the pool of aides working with resource teachers in targeted

classrooms.

2.2.2.6 Other Respondents

Sampling was not required for the following groups of respondents

as there was usually one of each per project and their role in the district

or projeCt mi.de them the most valid data source. These respondents were:

District superintendents;
District coordinators of federal, programs;

Project directors; and
Parent advisory committee chairpersons.
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2.3 Data Collection Instruments

Fourteen instruments (-including one with seven K-6 functional

grade-level versions) were developed for this Study, as follows:

Project Director Mail Que onnaire;

rent Advisory Committee irperson Mail Questionnairei

EA'Superintendent Inter ew Guide;

LEA Coordinator of Federal Programs Interview Guide;
I Project Director Interview Guide;
School.Principal Intervie4 Guide:
Teacher Interview Guide;
Classroom Skills Inventory (seven grade levels);
Teacher Aide Interview Guide;
Parent Advisory Committee Chairperson Interview Guide:
Document. Review Forms
Application Plans and Objectives* Date ReOording Form;
Case History Topic Outline Guide; and
Case Study Guide.

Work on instrument development followed an extensive review of

Study 'goals, other implementation evaluation studies, policy issues

affecting the Study,; instrumentation developed for related studies,* and

similar topics. Draft versions were reviewed internally by the Project and

Associate Project Officers, and tie Study's Policy and Technical Advisory

Panels.** Pilot-testing of-instruments occurred to the spring of 1980 at

six differentemites. Adjustments in item content, format, and instrument

length were made as needed to improve the usefulness of the instruments and

their ease of completion.

*These include the data collection instruments (or topit categories) used

by Danoff (1968), Sumner et al. °(1975) and several bilingual education

studies conducted by Development Associates, Inc.,'including a study of

the State of California's program (Jones, Robles, Munoz and Berkowitz,

1980).
**The Study's Policy Advisory Panel advised the Study staff on matters

dealing with the relationship of_the Study to previous research-efforts,

appropriate policy issues to be addressed by the Study, and federal policy

.
implications associated with the results. The Technical Advisory Panel

advised the Study staff on matters dealing with instrument design, data

collection procedures, data analysis prodfidures, and the interpretation

of results. (SeeAppendix 3 for a listing of panelists' names and

affiliations.)

4.>
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Appendix 2 provides a listing of the major topics included in each

instrument. It was desirable to obtain application-level informationon

project goals and objectives, therefore, OBEMLA files were used as a sdurce

of each project's first year funding applications. These first year

funding applications were inspected for the presence of project goals and

objectives, using the Application Plans and Objectives data recording form.

One instrument was particularly relevant to Study goals. The

Classroom Skills Inventory (CSI) consisted of two parts: Part A - teacher

characteristics items; and Part B - an inventory of oral, reading, and

writing skills. These were considered likely skills which students would

need et:, function effectively in an all-English-speaking classroom at

various grades. The CSI therefore included lists of English-specific

skills in such areas as: Oral Language, Reading, Spelling, Written vi.
d.

Language, Classroom Directibns, Oral ibcabulary, and Passive Vocabulary.

The skills were taken from the piarage Skills Framework (LSF) developed by

SWRL EducationNt,,Research and Development of Los Alamitos, California,

under the contrac titled, "Resources for Developing a Student Placement

System for Bilirial Programs: Language Skills Framework" (SWRL, 1980).

',...,

Each teacher wh'4 was administered a CSI was first asked to identify
.,-

the grade levels at Which his/her LEP students were functioning in English

Language Arts. The/teacher was then given the instrument for the grade at

which he/she reported the largest number of LEP students were functioning.

Each functional grade's instrument generally contained items graded at: two
/

grades below, one grade below, on-grade level and one grade above grade

level. For example, skill areas included in the instrument for functional

grade four included LSF second, third, fourth and fifth grade skill leVel

instrumentitems. No ins t contained items of pre-K skill level or any items

greater than the 6th grade skill level, with the exception of a set of 24

Passive Vocabulary words from the LSF which was incluaed on all instruments.

These Passive Vocabulary words generally arm acquired by English-speaking

natives prior to kindergarten. (For more specifics on CSI instrument

content, see Section 6.1.2.) Teachers were asked to'indicate whether or not
.

theseAudents would be "taught" (or in some, other manner would learn as a
P.

result of participating in the project) each of the identified skills

durinc the current school year.

52
DEVELOPMENT ASSOCIATES, INC.



-26-

TeaChers responding torthe CSI were also asked to consider whether

the objectives, they were using to teach mathematics, social studies,' and

science varied, depending upon whether the students were English proficient

or limited English proficient. If the objectives varied, the teachers were

asked to specify how the objectives differed in terms of pacing and

content. Teachers were also askedabout other special needs of their

limited English proficient studente.

The Study staff emphasize, as did this Study's Poli,:y and

Technical Advisory Panels, that socialization and other types of skills or

factors also determine whether or not a student participates effectively in

an all English-speaking classroom. These skills were not measured by the

CS I.

2.4 Data Collection Procedures

Data collection was preceded by the following activities:

Each Chief State School Officer received a memo supporting the

Study from the then Deputy Assistant Secretary, Office of

Evaluation and Program Management, U.S. Department of Education.

Letters were sent to each State Title VII Coordinator and to

each state's representative on the Committee on Evaluation and

Information Systems. .

A letter was sent to each Superintendent whose LEA had a Title

VII Basic project. explaining the Study objectives and data

collection plans.

Each project director of a project in the site visit sample

received a telephone c;11 and'follow-up letter explaining the

study, scheduling the site visit,. and requesting that certain

appointments be made prior to that visit. In addition, a letter

of support was sent to each project director from the Director

of OBEMLA.

A dtscriptive brochure explaining' the 'Study goals, contractors

involved, and time frames was sent along with each of the above

protocol letters.
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2.4.1 Mail Survey Data Collection

For mail questi9nnaiies, an updated roster of all funded projects

was used as the basis for the initial mailing, and for a computerized and

manual questionnaire receipt control system. This latter system was also

used in checking trends in non-response patterns. The Project Director Mail

Questionnaire and the Parent Advisory Chairperson_(PAC) Mail Questionnaire

were each packaged in separate envelopes and enclosed in a larger envelope

addressed to the project director. The project director was instructed to

complete his/her questionnaire, to distribUte the PAC chairperson

instrument, and to followup with the chairperson as needed to ensure a

response.

Projects not responding to the mail survey were contacted to

encourage questionnaire completion or to determine the reason for non-

response (for either or both forms). Duplicate forms with cover letters.

were ,re-mailed as needed, and were followed up with telephone cb."..1s to

encourage response. Projects returning one forth and not the other were

also telephoned to motivate response. The monitoring process extended over

several months and had several components, as mentioned above. It also

included three to five telephone calls to all nonresponding project

directors within each stratum of the IDAS K-6 sampling frame, to minimize

non-response biases in the pattern of findings. Thus, as a final *stage of

S)the follow-up proce s and because Study prio
\
ities called for 'relatively

more attention to K-6 projects, a 50% random ample was taken of

nonresporidents from projects serving grades 7-12 who had not yet returned

either a project director or .PAC chairperson form. This sample was

telephoned on three to five occasions to minimize nonre.sponse bias in

findings.

2.4.2 Site Data Collection.

The mail survey phase was conducted prior to the onset of site

'visits, which took price between January and March 1981. The site visit

phase and the mail survey phase overlapped slightly. All field data
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collection procedures at the 60 visited projects were based on the pilot -

.testing experience with similar projects, site visit protocol procedures

whicn were put into effect prior to all visits, and the Study staff's

cumulative experience of collecting information from school districts and

other local educational agencies in bilingual and similar settings.

The systematic field data collection process included:

A comprehensive four-day form:A training session for all field

staff superviSory personnel, based on a field procedures manual;

Designation of field staff and team leader responsibilities,'

linked to central office supervisory personnel who acted as over-

all coordinators to deal with contingencies;

Administrative procedures for handling of forms, on site checking

for completeness of data collection, and document reviews of

project files;

Procedures for conducting courtesy interviews upon leaving

sites_with_district administrators and project directors, and

preparing a courtesy "thank you" letter shortly after the

completion of the visit; and

Color-coded forms to: (a) make it easier to distinguish each of

them for interviewing purposes, and (b) facilitate the sorting

and editing process in the precomputer phase of data processing

activities.

In addition, bilingual staff were assigned to sites which matched

their language competence. This increased rapport with respondents and

,created empathy with the cultural groups being served.

All of the above mentioned features of the field data collection

procedures served to make the process a smoothly functioning one. Sampled

projects were quite cooperative. In fact, numerous instruments contained

marginal comments supplied by respondents to ensure that the field visitor

fully understood the item response.

2.4.3 Response Rates

Table 2.1 presents the numbers of respondents who supplied informa-

tion during the Study. As indicated in the following sections, there
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TABLE 2.1

NUMBFR OF RESPONDENTS/RESPONSE RATES FOR
MAJOR DATA.COLLECTION FORMS

Approach/Type of Form Number Obtained % Response

Mail Questionnaires to 24 Projects

Projec Director Mail Questionnaire 4021 78
6

Parent Advisory Committee C. .rperscm

Mail Questionnaire 3162 62
7

Visits to 60 Projects and Their 118 Schools

LEA Superintendent Interview 59 98

LEA Coordinator of Federal Programs 59 98

Interview
Project Director Interview 60 100

School Principal Interview 118 100

Teacher Interview 447

Classroom Teachers 277

Resource Teachers 170

Classroom Skills Inventory 2663

By Functional Grade Version4
K 85

1 66
2 44

3 36

4 21

5 9

6 5

Parent Advisory Committee Chairperson Interview 56 93

Teacher Aide Interview 2755

File Review of Information From 60 Projects
Project Document Review Form . 60 100

Application Plans and Objectives Data

Recording Form 47 78

1Actual responses were 378 forms, with those project' directors who
administered two or three projects being courted for each project.

2Actual responses were 285 forms, with those representing two or three

projects being counted for each project.
3Excludes 17 other teachers whO only provided usable Part A (teacher

characteristics) information.
4This usually does not correspond to the actual grade being taught by a

teacher, since the majority of his/her LEP students may be functioning

at a lower grade.
5lncludes 22 aides working with resource teachers.
6Computed on the basis of a universe size adjusted for 8 project directors

not permitted to respond by central boards.
7Computed on the basis of a universe size adjusted for 8 project PAC chair
persons not permitted to respond and for 3 PACs not in existence.

DEVELOPMENT ASSOCIATES, INC.--I*Uhiverse varied by project; Response rate not relevant.
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generally was a relatively lcw level of non-response and unavailability of

designated respondents was not a problem.

C4.3.1 Mail Questionnaire Response Rates and Non-Response Patterns

The Study staff attempted to determine what accounted for mail

questionnaire non-response levels. After reviewing a number of potential

explanations, it was determined that two factors were primarily associated

with non-response for the project director mail questionnaire: whether or

not the project served only grades 7-12 (in the continental United States),

and geographic region. For PAC mail questionnaires, the only factor found

to be strongly associated with nonresponse was whether or not the project

only served the 7-12 grade range. These non-response factors were used in

the weighting of the mail survey data.

Minimal non-response occurred during site visits. When it did -

occur, it generally was due to: a respondent's "not existing" (e.g., a

_single person was both the.superintendent and the coordinator of federal

:programs in one instance), or illness.

One type of site document had a relatively higher level of non-

response or unavailability. At the time that they were needed for analyses,

13 projects' first year funding applications could not be located in federal

files, although searches were made for them. Thus, the project application

characteristics were based on 47 applications. The data were then statis-

tically adjusted for this unavailability in the Following way. Cross-

tabulation analyses of project background characteristics were run which

indicated that project size, in terms of the number of students (as grouped

into four categories), was most related statistically to the availability'

of funding applications. In each of those four cells, the total number of

projects from among the 60 was therefore divided by the corresponding

number of projects whose applications were located. These ratios were then

multiplied by each project's selection weighting factor. (See Appendix 9

for further detail.)
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.
The 378 project director Tail survey forms which were returned and

were usable represent 402 of the 524 funded projects (K-12). (Project

directors who administered multiple Basic grants within a single school
,

district were asked to use a single mail'questionnaire, rather than complete

one form for each project. The latter was considered an unreasonable

respondent burden; such forms were therefore weighted appropriately.) The

project director mail survey response rate (78%; 402 of 516, i.e., adjusted

for eight not permitted to respond by their central boards) represents one

of the highest rates ever achieved in the field when contacting. bilingual

education project directors. Because of this level of response, the,data

were considered generally representative of project altrectors, and therefore

could be readily used with the Study's statistical data analyses.

Similarly, the 285 PAC Chairpersons mail survey census forms

represent a total of 314. projects. One must recognize that the respondents

are pare.,t advisory council, chairpersons, generally members of a community

group unfamiliar with completing detailed questionnaires. Thresponse
/

rate of 629 (based on 316 of 513, excluding eight projects not permitted to

respond by their central boards and three PACs not in existence at th
,

.

time) is therefore viewed as reasonably adequate. Certainly, a higher

response rate would 'have been desirable. As stated earlier, multiple

contacts were made to encourage PAC responses and it is doubtful if a much

higher response rate would have occurred had more resources been expe ded

on follow-up activities. /
/

Given the PAC realities, this response rate may be cons dered to

be at acceptable levels. However, conclusions based on the PA chairperson

mail survey data should be viewed cautiously. This is partic larly true

for PAC chairperson data from projects serving the 7-12 gra. range. Table

2.2 presents the corresponding mail survey response rates or PAC

chairpersons and project directors.

2.4.3.2 Characteristics of Responding Teachers

A total of 283 teachers were randomly selecte to receive the

Classroom Skills Inventory. Of thifiyitumber, 17 were nusabln because they
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-32-

TABLE 2.2

MAIL SURVEY RESPONSE RATES BY QUESTIONNAIRE

TYPE AND GRADE RANGE PREDOMINANTLY SERVED

Questionnaire Grade Range Response Rate

Project Director

Parent Advisory Committee

Chairperson

K-6 82%

7-12 63

Overall 78

K-6 66

7-12 46

Overall 62

completed only Part A (teacher characteristics) and did not provide the key

Part B (skills addressed) information.*

The characteristics of the 277 classroom teachers who were

administered the full teacher interview and the 266 teachers who completed

both Parts A and B of the Classroom Skills Inventory were statistically

compared to determine the similarity of characteristics of the two sets of

teachers. It was found that the 266 classroom teachers who supplied full

CBI data were highly similar to the 277 classroom teachers randomly assigned

and administered the full teacher interview instrument. On almost every

teacher characteristic measured, the two sets of teachers were similar to

each other, i.e., in years of experience, grade,assigned, highest degree

held, bilingual education training, and native language facility. Thus, it

was concluded that the findings from either the full teacher interview or

the'Classroom Skills Inventory were generalizable to the other set of

teachers.

*Of the 17 teachers, six were excluded as not being relevant; another 7

did not complete Part B, (a self-administered section) while field staff

were on site, and despite multiple telephone and mail followups,did not

return that part of the form; one teacher refused to complete Part B; two

carelessly completed Part B by supplying an improbably low number of

classroom skills being addressed; and one teacher was inadvertently

supplied an inappropriate form.
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2.5 Weighting Factors Used to Make Data Representative

All data presented in this Study have been weighted either to be

statistically representative of the universe of (a) projects or (b)

individuals from which a sampling unit was selected. These weights also

have been adjusted when necessary to reflect mail survey instrument non-

esponse, and the minimal site interview instrument non-response which

occurred.

The weights which have been used represent the reciprocals ofthe

probability of selection (or sampling fraction) for respondents within a

particular stratum; this is true for all sampling units. Thus, for example,

principals' data were weighted by using the reciprocal of the probability of

project selection, in turn multiplied by the orebability of school selection

within that project. Certain weights are theiefore fractional weights

rather than whole numbers, which introduced occasional rounding into the

findings.

Two types of project weights were used for the two mail survey

instruments, those making data either representative of the universe of all

grantees (N= 524) or of the sub-universe of K-6 projects (N = 401) from

which the 60 sites were drawn. The 60-site respondent data were weighted

so that it was representative of the members of the sub-universe of 401 K-6

projects (e.g., of superintendents, principals or classroom teachers).

For most analytic work weighted data for the 60 site samples, which

was projected to be representative of all K-6 projects, were rescaled to a

size of 60. This retained the representativeness of the site indings. It

also eliminated the possibility that an augmented number of ses would

result in a misleading n r of statistically significant findings. A

fuller discussion of w ghting and non-response adjustments appears. in

Appendix 9 for interes ed readers.

2.6 Estimation of Variances

The weighting factors used in this Study permit estimation of para-

meters which portray project, student and teacher characteristic . At the
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same time, variance estimates (or sampling errors) establish how much

confidence can be placed in a particular estimate for planning purposes.

Thus, it expresses how likely it is that a given point estimate represents

the actual level that exists in the universe of fede_rally-funded bilingual

education projects to which the phssent Study's findings can be generalized.

Amore precise description of the variance estimation procedures

which were used, andthe obtained sampling errors
'Ts,-Psrresponding to partic-

ularly relevant parameter estimates, appears in Appendix 10 of this Report.

2.7 Data Management and Analysis

}

All site and mail da a collection instruments were coded and

edited by trained personnel. All instruments were reviewed at several

levels for incomplete or unreadable responses and inaccurate, out-of-range,

implausible or logically inconsistent entries. All manual editing and

insertion of undated information was done by trained coders under

supervision. Such information included identifiers and sampling weights.

A Coders and Editors Manual was developed for training and ora-the-jo)- -se.

All coding was conducted 'under formal, ongoing supervision and period-:

review of the work done.

Open - ended responses were coded after research analysts verged in

bilingual education issues reviewed responses and developed coding frame.

This was done for all relevant "other, please specify" and open-ended

interview items. Coding frames were reviewed for validity, uniformity and

us4bility, and revised as needed before being. given to coders. An

Additional coders' manual (termed the tpdate Manual) was developed which

listed all specially created response categories not found on questionnaire

forms. Coders were trained in the use of this manual before. beginning

full-scals. work.

2.7.1 ImAm,seDa Editing and Mane ement

Following manual edit.and coding procedures, all forms were grouped

by type and turned over to a keypunching facility (Mailing List Systems,

DEVELOPMENT ASSOCIATES.
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Inc.) accompanied by detailed keypunching instructions for each form. All

instruments had been designed for direct keypunching. In view of the

diversity of survey item formats and number of data collection instruments,

100% independent verification by the keypunching facility was performed.

Computer editing was conducted using specific editing instructions

devised for each type of fori. This generally consisted of checks for

completeness, accuracy, internal consistency, and out-of -range values.

2.7.2 Data Analyses

All analyses used in this Study were based on a detailed analytic

plan which recommended analytic techniques, variables to be used, and dis-

cussed relevant issues. The actual analyses used in this Study began with

traditional approaches to understanding the descriptive characteristici.of
. ,

variables. For example, multiple bar graphs and frequency polygons were

used extenaively with the CSI. Analysts then proceeded to use correlational

and more sophisticated analytic procedures in an attempt to underStand the

interrelationships among those variables, and the extent to which certain

subsets of them were associated with implementation indicators. Analyses

were conducted with several types of respondents, to triangulate findings

and thus attempt to have a pattern converge.- The "practical Significance"

of the findings was also considered. That is, the data were reviewed to

ascertain if their relationships or differences were large enough to be of

practical import.

For the most part, the key unit of analysis was the ESEA Title VII

bilingual education project, as the entity which was implementing a funding

application and program. However, it also was recognized,thatiother types

of data sources,.such as classroomteachers and resource teachers, repre-

sented key personnel in the implementation process, and were therefore

important in their own right as units of analysis.

2.8 Approach to Assessing Key Project Characteristics

Many different community, school* and project characteristics can

affect a project's instructional program -and activities. These factors
DEVELOPMENT, ASSOCIATES,
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include, for example, the particular Language groups served; the number of

language groups served; the ratio of LEP to non-LEP students; the ethnicity

concentration in particular target schools; gene al bilingual program

philosophy; the tradition of bilingual program ope Lions in the school

system prior to the onset of ESEA Title VII; the pres ca or absence of

multiple project funding sources; the availability of ceTfied bilingual

teachers; grade level concentration of the program emphasi

11\

(e.g., k-3,

4-6); and the degree of community and parant involvement.

Many more characteristics may impinge upon the instructional pro-

gram than possibly could be assessed within a single study of.a set of

programs. Hence, it became useful to intensively examine a small set of

characteristics which could demonstrate program variability and whose

influence on projects could be understood. Having a knowledge of these

projects would then facilitate future project planning in the light of

Study findings. Table 2.3 presents the number of projects on each of these

characteristics for both the 60 site-visit sample and"the mail survey

universe, as well as for. the universe's two key sub-universe (projects

serving grades K-6 and those either serving pre-kindergarten or those

serving grades 7-12 only). How the Study treated each of these factors is

discussed below.

The project size factor might be examined through either'of two

factors, fiscal resources or number of students served.* Because Title VII

is designed to assist the instructional process rather than to serve as a

conduit for funds distribution, the number of students served was

selected. The number of students served, however, can fluctuate to a

considerable extent across a project's life and even within a school year.

It is unlikely, however, that small increases in the number of tudents

served would result in meaningful programmatic differences. Ttrefore, the

number of students was represented by the four-category variable used in.

*Since Title VII is not'an'entitlement program as is, for example, Title

IV, Part A (Indian Education), these two factors are not perfectly

correlated; each has its own merits.
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TABLE 2.3

DISTRIBUTION OF SELECTED PROJECT CHARACTERISTICS
FOR SITE- VISIT 'SAMPLE AND UNIVERSE

Site-Visit
Sample of-K-6 Projects

Mail Survey
Universe

Grades PK,
Grades or 7-12

Selected K-6 only Total

Characteristics (N=60) (N=401) (N=123) (N=524)

Application Type
New 16 98 37 135

Old 44 303 84 387

(No Data) (2) (2)

Project Size
Less than 200 17 116 19 135

200-399 21 137 48 185

400-799 15 97 24 121

800+ 7 51 14 65

(No Data) (18) (18)

Number of Languages
1 45 316 70 386

2 5 33 20 53

3 5 25 5 30 .

4+ 5
1
27 10 37

(No Data) (18) (18)

Types of Languages A

Native American Only 6 44 0 44

Spanish Only 37 239 61 300

Asian Only 1 7 6 13

Other Single Languages 1 25 4 29

Two or more Non-Spanish 8 25 5 30

Spanish and Other 7 61 29. 90

(No Data) (18) (18)
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the selection of the site-visit samplP: less than 200 students; 200-399

students; 400-799 students; 800 or more students. Because so few very

large projects (800 or more students) were present in the 60 site-visit

sample, the two largest categories were collapsed for analyses involving

the site-visit sample.,

Project age was selected to provide a basis for comparing first-

year projects with those having more bilingual project operations

experience. Thus the project age dimension was represented by a two-

category variable: first-year or "new" projects, and "older" projects (in

their second or succeeding years),. This was a way of categorizing projects

in various years of the current OBEMLA funding cycle. However, it must be

remembered that although a given Title VII project may be in its firit year,

the school district may have received Title VII funds for other, perhaps

similar, projects in the past. 'Furthermore, a district may have used other

funds for working with LEP studentsecross a number of years. The project

age variable was used as one of the baseS for comparisdn, with care being

used in its interpretation,

as noted above.

languages served may be expected to affect program operations in at

least two ways: the number of languages served and the specifiC languages

served. A project which has to serve many different languages is likely to

use different strategies for program operations than a project which serves

only one language. Similarly, projects which serve a language such ea--.Span-
,

ish, for which many diverse materials are available, may use different:

strategies than a project which is serving a language for which few (or

only textbook) materials are available.

The number of languages served by individual projects ranged:from

.1 to 25. However, there were only 37 funded projects, 5 in the sample of

site visited projects, with more than 4 languages. Therefore, number of

languages was represented by a four-category variable: one language, two

languages, three languages and four or more languages. The use of this

variable was limited, however, since. the number of languages per project

was strongly correlated with the potentially more useful variable, languages

served.
DEVELOPMENT ASSOCIATES, INC.
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The specific languages served by individual projects were

categorized into six groupings: ,Native American; Spanish only; Asian only;

Other, Miscellaneous single languages;. Two or more non-Spanish languages;

and Spanish plus other languages. "In a few situations, analyses were

conducted by rogroupirw the six categories !.nto four groups. These groups

were: Spanish only; Native American languages; Asian and other non-Spanish

languages; and Spanish plus other languages. However, the relatively small

and unequal numbers of projects in each group mada interpreteCion

difficult. The four groups were regrouped into two .groups: Spanish-only;

and Other;Nand the analyses were re-run.

Interactions among these foUr major variables, i.e., application

type,\project size, and number and type of languagesmay also be expected

to relate to program characteristics and activity. Therefore, although the

number of projects in each individual cell was quite often small, the

two-way interactions among these four variables were examined.

In addition to the above four project characteristics variables, a

typology was used in order to: (a) readily obtain from local project

personnel their perceptions of the nature of their Title VII operations and

some insights into the way in which local staff viewed their projects, and

(b) categorize information so.that comparisons could be made across

projects, and respondents. An adaptation of the Fishman-Lovas (1970)

typology was used; ita content and implications are presented below.

2.9 roaches Used to Identif La a e truction Strate.ies

Tale VII Projects

From the earliest implementation of bilingual education, the terms

"transitional" or "maintenance" have been commonly used to deicribeYthe

essential language thrust of programs. Irizarry (1972) described

transitional as "advocating a shift to instruction solely in English as

soon as the student Can perform successfully in English" and maintenance as

"advocating the development of language skills in both English and the

native language." Later, the Danoff (1978) Title VII evaluation reduced

the definition of transitional to "the transfer of students into a regular
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classroom once they can understand the language of instruction (English)"

and defined maintenance as "the retention of students in the bilingual

project with the continuation of their (primary) language instruction and

with subject matter...taught...in the (primary) language." Baker and de

Kantor (1981) described transitional as the phasing out of the primary

language and phasing in of English. Thus, the sense and use of the terms

depends on the programmatic context in whi ;h they are used. Given this,

the Study staff felt that using these terms during interviews with school

and project personnel would result in unusable data. Therefore, the Study

staff turned to the Fishman-Lovas typology as one means of obtaining

information about language use from project directors and other staff

members. This typology was made up of five categories as follows:

ao%

Type I "English as a second language" is taught to Limited
English Proficient students; all other subjects are
taught in English;

Type II The native language .is used, only until the student can

function in, academic subjects taught in English;

Typal III The native language is taught orally, but reading and

all other subjects are taught only in English;

Type IV .
Reading is taught in both languages, and other

subjects are taught in English; and

Type V All subjects are taught in both languages.

Categories II-V of this typology actually correspond to the .

Fishman-Lovas schema (1970). The Study staff felt thdt this typology would

be more complete by including another prevalent type, i.e., "English as a

second language is taught to limited English proficient students;411. other

subjects are taught in English." This became Type I in the Study.

The Fishman-Lovas typology and several others developed in the

early 1970s reflect the provisions and interpretations of the 1968

Bilingual Education Act. Thus, Pena (1972) defined bilingual education as:

"the use Of two languages, one of which is English, as mediums of

instruction. Both languages must be used...in part or all of the

curriculum." The language of the 1978 amendments, however, was modified to
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state: "there is instruction given in, and siudy of, English and (to the

extent necessary to allow a child to achieve competence in the English

language) the native language of the children of limited English

proficiency".

In using the modified Fishman-Lovas typology as a guide for

obtaining local project impressions and perceptions, the Study staff was

well aware of the limitations inher4lt in thfi (and for that matter, in any

other; typology. As a conceptual device, it has a strong tendency to

"force" respondent choices into the types listed, and it does not easily

accommodate variations-or programmatic combinations. (A limited number of
.

respondents did supply such combinations, which were added when-feasibtavr-

For example, the typology was very difficult to use when categorizing

approaches being used with specific subject matter. It therefore had to be

used at a gross overall project level. Also, some teachers and project

directors stated the use of one type for 1 particular period of time (or

certain grades), or with a particular set: of students. :11' other types

were needed for different grades with the seme set of studbnts. It should

be kept in mind that Title VII bilingual education projects (and probably

other resource- defined edhcational projects) are Aynamid and fluid, and

.very often have to adjust their curriculum and scheduling to fit LER

students' needs. Thus, the typology was not as sensitive.or flexible as

desired in reflecting what LEP students actually receive/

All these caveats aside,, the Study staff felt that the use of the

modified Fishman-Lovas typology presented a device for categorizing, albeit

tn a broad sense, the way in which project directors and other personnel

viewed their instructional approachesg

The typology was also used as one means of ,attempting the

disccvery of distinctly different instructional appro4cher. The various

res,eatdnt groups included in the Study Were given the identical typology:

the data results showed patterns in how the respondent group-s viewed their

projects, and it helped in grouping projects according to types. The

typology was also helpful as a descriptive tool and was used in combination

with other variables for several purposes. The Study used it to make
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distinctions among groups of projects in various areas, for example,

applIcable legislation, and teacher backgrounds. Finally, the typology was

useful as an analytic tool and 'Was helpful as a screen through which data

were sifted on pull-out incidence and languages used tc. teach reading,

among other variables.

Since current legislation is clear in its Mandate'to stress

developing proficiency in Englis.., it is important to view the program from

that perspective. The Study does analyze the various types from -n English-

use perspective. Viewed this way, Types I (English only) and Type V (both

languages equal) lie at the extremes of English use, with Types II-IV being

characterized by a major emphasis on English with some variability on the

extent to which the native language is stressed.

In addition to use of the typology, information about language use

at the level of the individual subject was collec':ed from project directors

who were asked whether they used either English or the native language

exclusively, or whether, they used both at each of the project's grads in

reading, math, social studies, science, and cultural enrichment. Data on

the proportion of grades which used either one language exclusively or both

English and a native language were subdivided for analytic purposes. That

is, language use in.the kindergarten through grade six sequence was

differentiated from language use across all grade lei --As. Grade six was

chosen as the cut-off point for two reasons. First, this Study's primary

focus is on the elementary grade levels and much more information is

therefore available for those levels. Second, while different school

districts divide grades into different sequences, grade six is often the

last grade in the elementary sequence. Teacherp were alsb asked to report

the percentage of time that they used the native language for instruction

in each of the .following subjects: English as a Second Language (ESL),

English reading and language arts, native language reading and language

arts, math, social studies, science, cultural entichment, and other

subjects.

The use of aides in instruction and the use of pull-out also

provided information on the matter of approaches. While this information
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was obtained at the project and school levels as well as at the classroom

/e.el, the report foc ses primarily on the classroom level infotmation

wh'ch teachers provdee for each of the several subject areas mentioned

above.

In summary, a variety of me ids were used to identify the

projects' approaches to language instruction. In the next section there is

a discussion as to how they were usedt,., meet project objectives.

2.10 Auroaches Used to Address Study Objectives

As noted in Chapter 1, the Study focused on three objectives. The

analytic methods used to address each of these objectives are ciscussed

below.

Study Objective la: To describe characteristics of a re resentative

mffle of Title VII - funded Basic bilingual

education projects.

Project descriptive information was obtained for the universe of

2itle VII projects through the mail survey the project directors and PAC

chairpersons. It was also obtained tnrougn the inter*-iews conducted with

district and project staff during t'le 60 site visits.

In addition to computing descriptive stmnary statistics (e.g.,

means and percents, as ,sppropriate) the Studi examined their relationship

to the project characteristic variables descri),ed earlier. Categorical

project characteristic variables were examined by using contingency tables

and chi square approaches while continuous vailes were examined using

ANOVA techniques. The .05 significance level was used in both cases. For

Scheffe multiple comparison tests, a .10 level was used.

Chapter 3 presentS a discussion of the information obtained about

the universe of projects, while Chapter 4 presents a discussion of the

information obtained about the staff of the projects.
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Study ajective lb- To identifx_groups of projects which appear to
represent distinctly different Instructional
approaches to the education of children with
limited English proficiency.

This report addresses this objective in four ways. First, it

discusses individual descriptors of project approach (i.e., the language of

instruction and staffing patterns). Second, it discusses how these \\

Individual approach descriptors appear to be related to several project

design characteristics (e.g., project size). Third, it discusses the

results of an.empirical attempt to group projects based on their responses

to several questions about their instructional approach. Finally, in a

separate volume, it presents case histories of bilingual education projects

as examples of different approaches.

To ascertain if the individual approach descriptors were related

to project design characteristics, chi square and F ratio tests were

performed on categorical and continuous data, respectively. The .05 leel

of significance wee used (for those design vartab'.es with more than two

levels, the Scheffe test at the .10 level was also used).

Hierarchical cluster analysis was used in an attempt to ascertain

if groups of projects could be identified which used distinctly different

instructional approaches to educating LEP students. This set of analyses

used both project director and teacher data which were aggregated to the

project level. This work was conducted at the project level for the 60

site-visited projects l'scause that was a meaningful level at which most

Information was available. The 16 variables included in these analyses are

listed in Table 2.4. As-the table shows, eleven of the variables used in

these analysis pertain tc classroom instruction. Five pertain to aspects

of project management.

The hierarchical cluster analyses provided data which enabled

Study staff to group projects into four or five sub-groups for further

exploration. These sub - groups were then examined (by using analysis of

variance techniques) to ascertain if they were different from each other on

each of the variables whicl, had been entered into the cluster analysis, and
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TABLE 2.4
VARIABLES USED IN USTER ANALYSES

..

Source

Major
Variable

Categories of Variables or

Relaped Variables

Teacher Interview

Project Director
Mail Survey

Percent
Native
Used i
tion

f Time

nguage
Instruc-

Use of Pull-Out

Usi, of Aide

P rcen't of Time
tive Language
ed in Reading and
nguage Arts

English Reading and Language
Arrc; English as a Second
...anguage; Native Language.

Reading and Language Arts;
Math; Social Studies; Science

English Reading and Language
Arts; English as a Second
Language; Native Language
reading and Language Arts;
Math; Social Studies; Science

English Reading and Language
Arts; English as a Second
Language; Native Language
Reading and Language Arts;
Math; Social Studies; Science

ercent of Reading
nd Language Arts
ime Devoted to
ative Language
ading and Lan-
age Arts

al

S

anges in
rvice

Use
Lan
Ins

of Both
ages for

ruction

None

None

NuMber of LEP students;
Intensity/amount of

,

instruction; Number of

subject areas.taught;
Instructional materials and
equipment; Student assessment/
diagnostic evaluation
services; Homo/school liaison
services; Retlirce
specialists; A-Jes;
Consultant service

Math; Reading; Science;
Social Studies

72
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TABLE 2.4 Continued

Source

Major
Variable

Categories of Variables or

Related Variables

Project Director
Interview

Language Used to
Initially Teach
Reading

Technique Used
for Handling
Variations in
Proficiency

.Use of English
and Native
Language

I

Language Used
to Teach LEP
Non-Readers to
Read

Areas of Project
Director' Control

School Super-
vision

Both languages; Dominant
language; English; Varies

Subgrouping; Auxiliary
staff; Team teaching;
Differentiated staffing; Peer-
tutoring; Belowdgrade level
assignment

Two languages not used during
same period; First hall of
period in one language;
second, in other concurrent
use; One language for
teaching, other for preview
and review

Native language; English;
Varies; Both

Class scheduling; Amount
of lesson planning time
available; Amount of
administrative time
available; Provision of
instructional facilities;
Coordination of instruction;
Teacher/student ratios;
Evaluation of teachers;
Direct supervision; Special
disciplinary action with
students; Materials and
supplies; Staff development
and traini
Parent/co ity involvement
plans; Stud nt support
services; I rmation
disseminae_o ; Office
operation; Project evaluation

Project operation; Project;
Administrative staff; Project
teaching staff; Project
Evaluation
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TABLE 2.4 Continued

Source Ve.
Major.

Variable

Categories of Variables or
Related Variables

Project Director
Interview

Active Involve- Superintendent's office;

went in'Program Principals; Teachers;.

Implementation Bilingual parents/community

Inservice Administrator participation;

Training Provision of English language
training to, teachers;
Provision of native language
training to teachers;
Provision of English language
training to aides; Assistance
in meeting certificat.ton.
requirements; Career
development opportunity

Prevalence of
Teaching Pattern

Solp teacher; Teacher/teacher
team; Teacher/team aide;
Teacher/volunteer; Teacher/
student teacher

on several additional variables. The variables and the results of the

ANOVAs are presented in Appendix 7. Because patterns of differences aca.-qa

the four or five sub-groups were often difficult to interpret, the

sub-groups were recombined into two sub-groups, based o' information

provided by the cluster analyses. The results of the analyses based on

this nub-grouping are presented in Chapter 5 with additional details

provided in Appendix 7.

Study Objective 2a: To determine t*-,e s.p222E.

The Study , :wmined this objective through a content analysis of

initial project applications for the 60 site-visit projects obtained fron

OBEMLA files, and through an analysis of informaUon obtained during the

on-site interviews. The examination 0: the Initial applications included

examination of both long -term goals hbi annual o'IDctives. Since long-term

goals no longer need to be menticoed yn funding al:plioations, the Study's

examination of them was limited to ascer-.aining their focus and the number

a
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of p ojects which stated them. In looking at annual objectives, the Study

ex fined their focus, scope, and extent of specification. The Study also

examined the level of consistency between the project application plans

the legislation. Chapter 3 presents a discussion on these examinations.

Information about project plans was elicited directly in

semi-structured fashion from key project personnel during interviews.

Discussion of this information is also presented in Chapter 3.

Study Objective 2b:. To determine the relationship between skilLs
actually addressed by the projects and Olosr
skills necessary to function effectively +./tri

lish-medium classroom in the Unota
States.

The Study addressed this objective in two wAys. First it ac.;(-d

teachers about specific language skills, and second it asked tsachers to

define how they addressed other special reeds of their LEP students. For

both of these, the Study built on the Language Skills Framework (LSF)

by SWRL and used its own adaptatin called the Classroom Skills

Inventory (CSI), Chapter 6 both presents the results of this work el

discusses the techniques used to synthesize the information obt4a.iet.1 from

the teachers.

Study Objective 3a: To determine the c :agree of program
implementatiell among local education agencies.

This Study's assessment of program implementation tr. ve..sed

primarily on self-report data and information obtained through an On-site

rc of relevant project documenta, which included evaluatior r,vorts,

project budgets and instruction materials such as lesson plans.* Within

this framework, the Study examined implementation from two perspectives:

*The Study did not measure implementation through observation because the

emerging and changing nature of eie projects would have required random

sampling of observation points at multiple time points, and multiple time

point sampling was not posmUge within the framework of this Study.

Observations were. conducted, hotever, to familiarize interviewers with the

project.
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the extent to which projects had implemented their individual

plans

- in four general areas: staff development, classroom

- instruction, parent involvement, and project management;

- in 36 specific areas (e.g. within the area of staff

development: the extent to which projects had implemented

their plans for: (1) assessing staff training needs; (2)
college coursework for teachers; (3) college coursework for

aides; (4) other inservice for teachers; and (5) other

inservice for aides); and

the extent to which projects had implemented certain specified

instructional features (e.g., within the area of classroom

instruction, whether or not teachers used aides to assiet them

in the instruction of specific subjects).

Information about the extent to which projects had implemented

their individual plans in the four general areas was obtained from project

directors, PAC-chairpersons, and teachers during on-site interviews and is

available for the sample of 60 projects. Project directors were asked

about their plans for staff development and project management. PAC

chairpersons were asked about PACplans; and teachers were asked about

their instructional. program plans. Each respondent was asked to identify a

specific project plan in each of four general areas and then to assess.the

extent to whi ' the project had been able to implement that particular

plan. For example, in the 'general area of staff'develoiment, the project

directors were asked to identify and assess the extent of implementation of

a specific plan in each of the following four sub-areas: professional

inservice, paraprofessional inservice, other professional educational

opportunities, and other paraprofessional educational opportunities.

Information about Okoject implementation of specified features was

obtained through the mail surveys, the on-site interviews, and the review

of project documents on silk; it is available for the sample of 60 sites.

PAC features are discussed in Chapter 3; different aspects of the

instruction, staff development, and project management are discussed in

Chapters 3, 4 and 5. The Selected Case Histories volume provides

additional insight into each of the four areas: In addition, throughout
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this volume, reference is made to appropriate cases in the Selected Case

Histories volume which illustrate a particular,point or finding, i.e.,

where they were relevant, footnotes_ to the text in this volume indicate a

particular case or cases which have a bearing or illustrate a point.

Information about the extent to which projects had implemented

their individual plans in the 36 specified areas of activity was obtained

from project directors through the mail survey and is'available for the

universe of,Title VII projects. The extent to which projects implemented

their plans in both the four general areas and in the 36 specific areas is

discussed in Chapter 3.

Composite and single-item indices of implementation were,, developed

from these variables and others; reliabilities for composite measures are

.included in Appendix 10.

Study Objective 3b: To'identify factors which enhance or impede

project implementation.

Information about factors which may have helped or hindered the

process of implementation was also gathered in two ways. First, project,

directors and teachers were asked directly whether or not specific factors

helped or hindered the implementation process. Second, project and

district staff were asked about a number of district and project

characteristics which, based on implementation literature, might be

expected to influence project implementation. The characteristics and

factors which were most related to certain measures of program

implementation, and the direction of those measures (i.e., positively or

negatively) were then examined via a series of stepwise multiple regression

analyses. These used various relevant sets of independent variables and

dependent measures. Dummy variables having the values of "1" or "0" which

indicated the use or non-use (or yes-no; or presence and absence) of

particular_ project features were created, as needed from variables and

measures which initially were in categorical data format. Continuous

variables (such as the number of hours provides in training) or rating

scale variables (such as. extent of SEA helpfulness) were retained in that
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format. Thus, information from each data source could be in:ercorreiated

to address the Study objective of determining those factors whiCh influence

particular types of project implementation.

More specifically,.these factors, or independent variables, were

used in assessing their influence on: (a) the language used for

instruction in seven different subjects; (b) the use of the pull-out model

for instruction in those same seven subjects; and (c) the use of aides,

again in the seven subjects. Each of these aspects of bilinguol program

operations reflects, in its own way, the manner in which programs are

functioning, i.e., whether or not the native language, English or both are

being used, or whether there is a pull-out or within-classroom setti g.

The extent to which aides have instructional roles can also provide me

indication of the directions being taken by bilingual programs, overall,

and by selected sub-groups. In turn, these directions.can be viewed for

their implications, consistency with other information, etc.

The examination of the classroom instructional component also

included an assessment of the extent to which these various factors

influenced (i.e., helped or hindered) the reported implementation of the

project's planned instructional objectives, approach, curriculum, and

entry-exit procedures. The examination of the Management component

included an assessment of the influenceof the several factors on the

implementation of project plans for evaluation, staffing, and

dissemination. The variables used in the assessment of the staff

development 'omponent included the reported implementation of the project's

overall staff development plans, and the extent of staff training.

Finally, overall implementation of the parent/community involvement

component was examined. All of the above correlational analyses had the

same overall goal: to assess those factors which were most associated with

levels of project operations in particular areas.

the pr

The specific dependent measures of project implementation used for

director and teacher analyses are presented in Table 2.5.

Similarly the s ific federal, state, community, district, school and
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TABLE 2.5

SET OF DEPENDENT MEASURES OF PROJECT IMPLEMENTATION

VARIABLES SOURCE

Pull-out use in instruction Teacher

English reading and language arts

ESL
Native reading and language arts
Math
Social Studiei
Science
Cultural Enrichment
Average

Aide used in instruction
English reading and language arts
ESL,
Native reading and language arts

Math
Social Studies
Science
Cultural Enrichment
All subjects

Percent Time Native Lan .ua e used in Instruction

English reading and language arts

ESL
Native reading and language arts
Math
Social Studies
Science
Cultural Enrichment
All Subjects

Use of both language in instruction

across none/some/all
Math
Reading
Science
Social Studies
Other
Average

Use of English only in instruction
across none/some/all
Math
Reading
Science
Social Studies
Other
Average

Teacher

;Teacher

Project Director

Project Director

7j
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TABLE2,5

SET OF DEPENDENT MEASURES OF PROJECT IMPLEMENTATION* (Continued)

VARIABLES I SOURCE

Sta .develo ment cop onent

Overall plans
Inservice training proportion of
teachers and aides

Training (no/yes)
Training or certification
Training (hours)

Instructional component
Objectives
Entry/exit
Approach
Curriculum
Materials

anagement component
Evaluation
Staffing
Reporting and dissemination
i;jectives
Materials

Project Director

Project Directo7.
Teacher
Teacher
Teacher

Project DirectOr

Teacher

Project Director \\.

Parent and Community, Involvement Project Director

*See Table 2.6, page 55 for the indepencent variables used to examine

project implementation.
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project-level factors of independent variables which have been examined in

each of the multiple regression analyses are presented in Table 2.6. Jrhe

results obtained from the sets of regression analyses (including overall

levels of relationship or R
2 values and which independent variables were

Most relevant in terms of their magnitude and direction) are discussed in

Chapter 5.

2.11 Development and Use of Policy Oiestions

As part of the process of focusing the Study objectives and

developing instruments, several policy questions were addressed based on

the following information needs which ED explicated in the REP: the degree

to which projects are consistent with legislative intent; the factors which

make implementation difficult; and the changes which must take place at the

local educational agen-:y (LEA) level for a bilingual education project:to

continue after federal funding is withdrawn:

With respect to the first information need, EL defined Study

objectives which focused on project characteristics and project

objectives. To address the second and third needs -- to learn what factors

are making implementation difficult and what LEA char. a aust take place if

programs are to be institutionalized -- ED defined twc m,nre objectives: to

assess the extent of project implementation and to ascertain the factors

which enhance or inhibit project implementation. (Table 2.7 showS the

relationship between ED's'three information needs, the three Study

objectives, and the policy questions which are discussed below.)

The first policy question focused on project characteristics and

ED's need to ascertain the degree to which projects are consistent with the

legislation: to what exte t are projects' long-term goals and objectives

consistent with federal aw and regulations? Data related to this question

are found in Chapter 3.

If factors such as organizational structure and process affect

implementation, school systems with different types of organizational.

structures may have differential success in implementing different types of

Vi
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TABLE 2.6

SET OF INDEPENDENT VARIABLES USED TO
EXAMINE PROJECT IMPLEMENTATION

Project size (small /medium/large)
Project age (new/old),
Project language (Other4Spanish)
No. of languages (1-4+)
Class size

OSEMLA (14.1.pftlness)

SEA (helpfulness)
BESC services (effectiveness)
EDAC materials (extent )
PD years as direci)or
PD years as gE teacher
Inservice (pFoporXion teachers)
Inservice (proportion aidek,

Factors affecting implementation
Federal
State
District
School
Community
Project

Project Director involvement
Evaluation
Parents
Review of student achievement,.

Project maimEat (e.ffectiveness)

PAC assistance in application development,'
.

Materials (adequacy )

Instructional
Equipment/supplies,
Parent/r7.ommuniny.

Training

No/Yes
Certification

Use of Hours Pull-Out (no/yes)

Use of M = (. 'yes)

Use of Native Language (no/yes)

ti
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INFORMATION NEEDS

degree to which implemented
,;,tAs are consistent with

intent.

The factors that are
making implementation
difficult.

The changes that must take
place for a program to be
institutionalized.

TABLE 2.7

RELATIONSHIP OF INFORMATION NEEDS,
STUDY OBJECTIVES, AND POLICY QUESTIONS

STUDY OBJECTIVES

1. To describe the characteristics
of a representative sample of
Title VII-funded bilingual
education projects and to -

identify groups of projects
which appear to represent
distinctly different approaches
to the education of children
with limited English proficiency.

2. To determine the Project
objectives, and the relationship
between skills actually addressed
by the projects and those skills
necessary to function effectively
in an all-English-speaking class-
room in the United States.

3. To determine the degree of ,

program implementation among
local education agencies and
to identify factors which
enhance or impede project
implementation.

1

POLICY QUESTIONS

To what extent are projects'
long-term grIls, objectives,
and operating characteris-
tics consistent with Federal
law and regulations?

In what ways has congruence/
conflict among Federal and
state law and local author-
ity influenced the develop-
ment of local project

objectives?

What are tne major reasons
why Basic projects modify
objectives?

Do certain types of
objectives have a greater

chance of being implemented
than other types of objec-

tives?

Do certain types of projects
have a greater chance of
implementing some types of
objectives while other types
of projects have a greater
chance of implementing other
types of objectives?

What factors appears to
influence the process 0'
implementation'in either a

positive or negative manner?

Ii there a process of
implementation which is more
likely to be successful than
other processes?

What factors enhance/impede
institutionalization?
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objectives. For example, it may be easier to introduce changes which

require considerable give and take among project and non-project staff into

small systems than into large systems, where complex administration

structures would require cutting much red tape. However, large systems may

be much more able than small systeMs to introduce changes which require

diverse sets of resources.

11
The next policy question was concerned with the ways that congru-

ence or conflict among federal and state law and local authority influenced

the development of local project objectives. Never designed as a policy

qu :ion to be addressed to the same extent as others within this Study, it

was nonetheless included in order to house certain data which would be

collected. These data on the role of agencies which interact with the

ocal education agencies (such as OBEMLA, and BESCs) are found in Chapter 4.

The next policy question focused on the major reasons why Basic

projects modified their objectives. In retrospect, this question became

somewhat moot since the analysis of the data indicated that projects tended

not to modify their initial objectives. A related policy question looked

at the chances of implementation of certain objectives as compared to the

chances of others. The material in Chapter 3 _herefore deals with goals

and objectives, to the extent that it was feasible to do so.

The next policy questions focus on the extent to which successful

implementation is dependent upon the type of objective and the type of pro-

ject into which they are introduced: Do certain types of projects have a

greater chance of implementing some types of objectives while other types of

projects have a greater chance of implcaentim, other types of objectives?

The data associated with these questions are discussed in Chapter 3.

The last policy questions continued the exploration of factors

which appear to effect implementation and capacity-building activities:

what factors appear to influence implementation in either a positive or

negative manner, is there a process of implementation which is more likely

to be successful than other processes, and what factors enhance or impede

institutionalization? Chapter 5 contains the data which relate to these

c

questions.
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2.12 Study Limitations

It is importalic :o point out several factors which limit the Study

and affect interpretation of its resuits. These are mentioned here for the

benefit of readers seeking to utilize and fully understand the Study's

findings.

Only one 3-5 day visit. was made to each of the 60 sample sites
and trends toward improved bilingual program operations were
therefore difficult to detect. The one-time visit to sites pre-

vented the Stuay from assessing how projects were evolving, meet-

ing their goals, modifying certain features of project activi-

ties, etc. A cross-sectional approach was necessary because
trends in implementation efforts could not be determined from

one visit. In order to partially adjust for this limitation,

Study teams collected as much data as possible ana in several

forms during their visit to each project.

The school and classroom level findings in this Study primarily

came from projects serving the K-6 graae range. Thus, it is

probably misleading to assume that those findings can be
generalized to projects which predominantly serve the miaale or

high school grade ranges. Such projects may be using different
implementation strategies, serving different types of stuaents,

addressing different'skills, etc.

The Study examined several sets of projects originally funded

under two substantially different pieces of legislation, as well

as under different sets of rules and regulations. One of the

initial reasons for conducting this Study was to examine the pro-

grammatic consequences of the. 1978 Education Amendments to ESEe

Title VII. However, the development of regulations for those

Amendments took considerable time, and projects in operation

before the 1978 Amendments sometimes were modified to meet new

requirements. These complications often made analys4s and-

inte -nretation of findings from the site visit sample\ditficult.

The ,tudy design and data collection instruments which were

bas d on that design were finalized prior to the onset of the

cue nt federal administration. As a result, some of the topics
inc.uded in the instruments did not fully focus on current

policy shifts in fundimgallocations, capacity-building
ictivities of localcProjects, and related issues. This is a

natural consequerce of anz multiyear study which must finalize

an ev luation approach at some point so that there is adequate

t*me to collect valid information and sufficiently analyze it,

yet which represents one input into ongoing policy planning.

Although some of the topics included in this report are of

rt..atively greater interest than when they first were included

in the Study, it is believed that the findings bearing on such

topics still are sufficiently covered.
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The overall vagueness of goal-setting, varying definitions of

objectives from place to place, and the enormous gap between

ideal goals and practical program plans tended to compli,:ate

analyses which were conducted. These and other factors worked

against using a relatively simplistic c. direct way to defining,

Basic projects' goals and objectives, and contributed to certain

ambiguity in some areas of expected findings, such as plans or

objectives modification, definition of goals or goal statements,

etc.

In summary, the Study design and methods chosen have deliberately

sought to balance the need to providea general yet lucid picture of bilin-

gual project characteristics and operations, while also attempting to

provide sufficiently detailed language so as to both: (1) identify and

convey the real, significant findings of the Study, and (2) place them in

context. !ihus, this volume represents a compromise between general,

concise reporting and a detailed, lengthy treatment, while providing a

document which presents data, findings, and conclusiOns relevant to a

variety of audiences including practitioners and policymakers

The following chapters contain discussions of the universe of

Title VII projects, project objectives and goals, classroom

characteristics, implementation issues and characteristics, and skills

addressed in Title VII classrooms. The document concludes with a chapter

devoted to disCussing and fntegrating the Study findingE.

86
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CHAPTER 3

PROGRAM STRUCTURE FINDINGS

This chapter describes the general characteristics, program

structure, plans, and objectives of the ESEA Title VII Basic Program

projects which were studied. The data were derived from several sources,

including: project applications for the 1980 -1981 year, mail

questionne.res returned from project airectors and the Parent Adv&sc..

Committee Chairpersons (PAC), interview guides, and document reviews.

Information on the instruments used in the Study can be found in Appena_.

2. The purpose of the chapter, in addition to discussing reatures and

characteristics of Basic Program projects, is to set the stage for

subsequent chapters, each of which deals with more specific areas or

dimensions of the Title VII Basic Program.

se.

3.1 Organizational Setting

The vast majority of Baiic Program projects operate within a

single LEA. Projects serve an average of 30% of the elementary, middle,
)

and senior high schools within their districts. In a handfu2 of cases,

projects, are jointly administered, usually by two wholly inae:er ;.c-t school

districts, and serve schools in both. In a very few cases, this joint

administration of the projeCt is the result of the f::,.:6tence cr one or more

Central schools (middle (mr senior high schools) !ietving both district.

Since this study primarily concerns itself with these scdocas were not

part of the site visit sample.

In most cases the current Title VII project was a' continuation or

derivation of an earlier bilingual education project. In the sample of 60

visited projects, 90% reported that a bilingual education project of one

kind or another'had opdrated in.the school system prior to the beginning of

the current project. :Theseearlier projects included prior Title VII

projects, projects funded through.other federal sources (e.g., Title IV),

state-funded programs, and local bilingual education initiatives. Data

showed that 74% of all Basic, Program projects were more than one year old

while 26% were in their first year of funding.

87
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Most projects also reported that the Title VII Basic Program was

not the only bilingual education program operating in thescklol system; 90%

reported the existence of at least one other.previous or current bilingual

education program; 76% reported the existence of at least two previous or

current programs; 43% reported at least three previous or current programs;

31% reported at least four previous or current programs; and 12% rerortea at

least five previous Or current programs. Again, these other procrams were

funded through various sources, including federal, state and local

initiatives.

3.2 ,

Protect Goals and Planning

Prior to 1974, pr ects were required to address long-terrcgoa.,s

in their initial applications.* However, the last two versions'of

-VII legislation (1974 and 1978) and the regulations set forth during t:ne

late 1970s contained no such reqUirement. During the/beginning years of

ESEA Title VII (1969-74), a fairly strong emphasis was placed on using

management-by-goals approaches. The then Office of Bilingual Education

)BE): (a' stressed management-by-goals approaches in regional conferences

for applicants and grantees; (h) reviewed and critiqued the goals,

objectives and evaluation strategies of individual applicants; cnd (c;

developed and disseminated a manual which provided guidance on how to

formulate goals and objectives. The use of management-by-goals approaches

..arrted over to some extent into subsequent funding cycles, although

the emphasis on these approaches was never as heavy as in early years.

G, Long -term goals of Basic projects were examined intensively by

,

reviewing the content of initial (first year) applications submitted by the

41A goal is a general Statementof future ac:;:oMplishment which is broad in

temporal scope and activity. It describes the activities and pOoposed

attainments set ou for the entire grant period being funded. Goals of an

ESEA Title VII pro ect invariably span more than a single year.of

operation. Projec s, however, gre funded on a year-to-year basis, although

their grant period may be more than one year.
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projects in the site visit sample. Initial applications were selected for

goal analysis hecFm$..e these applications are usually more detailed and

often address required legislative and regUlatory criteria pertaining to

goals, objectives and plans. Since it was important to review their

initial applications, and the projects had been operating from 1-5 years,

applications su;:.mitted in different years (1976-1980) were.reviewed.

Applications from oniy 47 of the 60 site visit projects were available.

Data were then statistically adjustea for the unavailability of the missing

applicationL so that the application information was representative of IC-6

projects. just zt. were all other interview and document data.

Of initial applications, 42% specifically addressed or had a

section on long-term goals. The average number of long-term goals foUnd in

new ap2lic7.7ions during the 1976-1977-1978 authorization cycle was 1.8.

This average fell to 1.3 for the 1979-1980 authorization cycle. It is

evi.c.,_nt, therefore, based on project applications from the last two

aucncrization cycles, that projects have decreased the number of long-term

goals in their applications.

On the other hand, projects appear to have formulated long-term

plans ao.d used them, even though they were not required to be included in

fundind applications. The data showed that 81% of project directors

reported that "multi-year project plans" were included in their initial

Title VII proposal; 34% of these said the plans had been modified since the

application was submitted. Since the initial application, 78% of project.

directors indicated they had put into operation their multi-year project

plans "to a great extent" or "to a very great extent."

Ninety-one percent of project directors indicated they had a

written plan for administering their project. Ninety-four percent of those

having a written plan alindicated that,in general they followed this

'plan, and 71% indicated that written management objectives had been a part

of-their plan.

0
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3.3 Annual Objectives*

The initial project applications which were reviewed listed a

range of annual objectives or plans. Some of these were detailed

narratives while others were brief or vague statements. The term "minimal

objective' or plan is used here to refer to objective-like statements which

irrdicate a particular area in at least a rudimentary fashion. Thus, a

minimal objective may be a mere listing of an area or category (e.g.,

"English reading comprehension," "English listening comprehension," or

"English proficiency") in an application without further elaboration or

specification.

Table 3.1 presents the percentage of projects stating at least

minimal objectives or plans for each project component. In order of their

frequency of occurrence, hjectives were formulated most frequently for

instruction, management, s aff development and training, parent and

community involvement, and materials.

Table 3.2 gives the percentage of projects which formulated

objectives and plans in the form of product objectives, process objectives,

and evaluation plans for the various areas of instruction. Approximately
.

three-quarters of the project applications formulated a set of product

objectives, process objectives, and evaluation plans for the area cf

English language skills. About half of the projects formulated such

objectives and plans for native language skills, nuth/science, and social

science and cultural heritage. A fourth of the projects had such

objectives and plans for the affective domain.

*Objectives almost always describe activities or attainments for a single
year of the grant period; they. are frequently called "annual objectives."

Title VII objectives commonly consist of two types: pa duct objeCtives,

which describe ends to be attained, and process object-.,es or "activities,"
which describe the means by which these ends are to be achieved.

9r)
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TABLE 3.1

PERCENTAGE OF PROJECTS STATING ANNUAL OBJECTIVES OR PLANS AT LEAST
IN MINIMAL FORM* BY PROJECT COMPONENT

(DATA SOURCE: INITIAL APPLICATIONS, N=60)

COMPONENT
Objective Area \Percentage

---.....-1

INSTRUCTION
English language skills 97%

Native language skills 67

Mathematics/Science 79

Social studies/Cultural heritage 82

Affective domain 38

STAFF DEVELOPMENT AND TRAINING
Needs assessment for training 39%

District level inservice training 79\

College and university coursework 68

Training by outside consultants and organizations 16

Certification 23

PARENT AND COMMUNITY INVOLVEMENT
PAC structure and functions 35%

PAC assistance 'with planning 66

PAC assistance with evaluation 27

Informing parents about children's progress** 44

Informing parents of project gOals** 48

MANAGEMENT/ADMINISTRATION
Duties pf project director 77%

Organizational chart
. 58

Bilingual education staffing plan 91

Employment of bilingual personnel 86

Project timeline(s) 51

Overall project evaluation 72

MATERIALS DEVELOPMENT AND ACQUISITION
Instructional materials 39%

Training materials 0
.

Non-English language materials 20

*Based on the presence of only a listing or other rudimentary statement of

a plan or intent in an application.
**Applicable only to FY 1979 and FY 1980 applications.
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TABLE 3.2

PERCENTAGE OF PROJECTS SPECIFYING PRODUCT OBJECTIVES,
PROCESS OBJECTIVES AND EVALUATION PLANS BY INSTRUCTIONAL AREA

(DATA SOURCE: INITIAL APPLICATIONS, N=60)

Instructional Area-

Product
Ob'ectives

Process

Ob'ectives

Evaluation
Plans

Any One of

the Three

English. Language Skills 78% 78% 74% 88%

Native Language Skills 50 46 44 53

Mathematics/Science .56 51 52 65

Social Science /Cultural 56 56 45 68

Heritage
Affective Domain 26 24 23 30

Table 3.3' shows the percentage of projects which formulated

product objectives, process objectives, and evaluation plans for the area

ofstaff development and training. Approximately one-third of tne project

applications stated such objectives and plans for two training areas: LEA'

inservice training and college and university training.

TABLE 3.3

PERCENTAGE OF PROJECTS SPECINYING PRODUCT OBJECTIVES,
PROCESS OBJECTIVES AND EVALUATION PLANS BY TRAINING AREA

(DATA SOURCE: INITIAL APPLICATIONS, N=60)

Training Area

Product Process Evaluation Any One of

Objective Objective Plans the Three

LEA Inservice Training 30% 27% 37% 47%

College and University 29 27 35 45

Training
Training by Outside 3 3 5 5

Consultants or
Organizations

Certification 13 9 11 18

94
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3.3.1 Scope of Product and Process Objectives

In Tables 3.4 and 3.5, the scope of instructional product and pro-

cess objectives, and training product and process objectives are presented

as they were formulated in applications. Indices are based on the presence

or absence of annual product objectives (or process objectives); i.e., a

score of "1" for the presence of each of three sets of specifications

present in an application - product objectives, process objectives, and

evaluation plans. Tables 3.4 and 3.5 indicate that project applications

tend to contain a greater number of product objectives than process

objectives, and more objectives for instruction than for training. The

internal consistency shown for the tour 'indices on the two tables were
.110.

generally adequate, ranging from .62 to .83.

TABLE 3.4

INDICES OF THE SCOPE OF INSTRUCTIONAL OBJECTIVES
FOR PRODUCTS AND PROCESSES

Index

Maximum
Index

Score Mean S.D.

Internal Consistency
(Alpha Coefficient)

lInstructional
j Product 3 2.4 1.6 .83

Instructional
Process 3 1.7 1.2 .72

TABLE 3.5 I

INDICES OF THE SCOPE OF T INING OBJECTIVES
FOR PRODUCTS AND P OCESSES

Index

Maximum
Index I Internal Consistehcy

Score Mean, I S.D. (Alpha Coefficient)

Training Product* 3 .7 1.0 .70

Training Process** 3 .4 0.7 .62

* Based on the 2resence or absence of annual training product objectives
in applications fo'r district level in-service training, college and

university course work and certification.
**Based on the presence or absence of annual training process objectives

in applications for district level in- service training, college and

university course work and certification.
DEVELOPMENT ASSOCIATES. INC.
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3.3.2 Extent of Specification of Objectives

The indices in Table 3.6 show the extent that application objec-

tives were specified for the five instructional areas. Each instructional

index is based on a score of "1" for the presence of each of three sets of

specifications present in an application; i.e., for product objectives,

process objectives and evaluation plans. As shown in Table 3.6, project

applications averaged 2.2 sets of specifications for the English language

area. However, projects averaged less than one set (.7) for the affective

domain. Within each instructional area, there was considerable variability

across projects. 'nese findings indicate that: (a) in their applications,

projects are addressing English language skills, the major target or

purpose of ESEA Title VII, and (b) specifications are being formulated for

other important instructional areas.

The overall extent 'of specification of instructional objectives

was measured by a composite variable consistirr of product objectives,

process objectives, and evaluation plan specifications for five areas:

English language swills, native language skills, math and science,

social studies and cultural heritage and affective domain. -(The, affective

domain was not included.) The overall instructional index was b.9, with a

possible maximum score of 12.

The indices in Table 3.7 show the extent to which ,oplication

objectives were specified for staff development a "1 training. In comparison

with the instructional areas, fewer projects devc'.oped multiple

specifications for training in their applicatios3. The overall extent of

specification of training objectives was measured by a composite variable

consisting of product objectives, process objectives, and evaluation plan

Ipecification for four training areas; district inserv!.ce, college and

university course work; training by outside consultants or organizations,

and certification. The overall index for training objectives was 2.3. out

of a possible score of 12.

94
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TABLE 3.6

INDICES OF EXTENT OF SPECIFICATION
INSTRUCTIONAL OBJECTIVES

(DATA SOURCE: PROJECT APPLICATIONS, N =60)

1

Index*

English Language
Native Language
Math and Science
Social Studieb/
Cultural Heritage

Affective Lomain

Overall
Instructional
Index**

Maximum
Score

3

3

3

3

3

12

Mean

2.2

1.4
1.6

1.6

6.9

.7

Alpha
S.D. Coefficient

1.1
1.4
1.3

1.3

1.2

3.9

.69

.90

.82

.79

.90

.88

*Each instructional index consists of ratings. (or "presence" or "absence"
of product objectives, process objectives ana evaluation plans for
instructional areas found in applications.)

**The Overall Instructional Index includes all "areas except the last,
Affective Domain

TABLE 3.7

INDICES OF EXTENT OF SPECIFICAVION
TRAINING OBJECTIVES

(DATA SOURCE: PROJECT APPLICATIONS, N=60)

Overall
Training
Index**

Index*

Maximum Alpha

Score Mean S.D. Coefficient

District Inservice 3 .9 1.2 .77

College -& Univ. 3 .9 1.2 .80

Outside Consult. &
Organization 3 .1 .b .95

Certification 3 .3 .8 '82

12 2.3 2.8 .84

*Each training index consists of ratings for the presence or absence of
product objectives, process objectives and evaluation plans for
training areas found in applications.

**The overall training index includes all four areas.
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3.4 Consistenc of Pro ect liCation Plans with Le islaiion

. 010

In or 'ler to determine the extent to which project 'applications werc

consistent with authorizing legislation, a content analysis of applications'

was conaucted. For this analysis, the Study staff used a set of legislative .

I

featutgs or requirements selected from the 1978 Education Amendments. In

making -thit selection of legislative features, the following were con -

sidered:

- Centrality to legislation; ,

Applicability of features. to different project components; and
Suitability for use in content analysis.

. The presence of these features in an application was taken to

cate consistency with such legislation and, conversely, their absence, a

lack of consistency with such legislation. A composite' index of nine fea-

tures or variables was developed to assess the level of consistency between

legislation and applications. Table 3.8 provides the.features comprising

the ccriposite legislative index. The table presents data forj.979and 1980

projects only, since the features were not applicable for projects funded

in 1976, 1977, and 1978. It should be noted .that the degiee to which these

features appear in applications can differ with what the Study actually

found as a function of mail questionnaires or interviews. For exaMple,

although only 33% of the analyzed original applications mentioned PACs, in

fact, almost all of the projects actually had theM in operation.

TABLE 3.8 ,

PERCENTAGE OF PROJECT APPLICATIONS CONTAINING FEATURES
OF THE LEGISLATIVE INDEX

(DATA SOURCE: NEW APPI,ICATIONS (1979 and 1980), APPLICATIONS-ANALYZED=34)

Legislative Feature Percentage

Definition of eligible students in terms of the four languzge
ski1ls (LESA to LEP)

24%

Entry criteria and plans for use 64

Exit criteria and plans for use 72

Needs assessment for staff training 54

Parent lldvisbry committee structure and function 33'

Informing parents of children's progress 43

Informing parents of project goals
Employment of bilingual personnel '85

Evaluation plan 66
01
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The projects funded in 1979 -- the first year under the 1978

Education Amendments -- had a mean of 4.7 features, indicating that the

average project application addressed 52% of the nine legislative

features. The applications for projects funded in 1980 had a mean of 5.5,

or 61% of all features. Thus, there appeared to be improvement .n the

direction of project applications becoming more consistent with authorizing

legislation.

Anealpha reliability coefficient of .70 was obtained for this

legislative index, suggesting that the index had low but adequate

consistency. Twp other features were excluded from the index becauselthey

did not improve reliability: Participation of English Proficient Students
10-

up td a maximum of 40% (23% of the applications had'this feature) and

Capacity Building' (88% of the applications had this feature).

3.5 Presence and Role of the Parent Advisory Committee (PAC)*

Once a projeFt is funded,through a Basic grant under.Title VII it

must, within 60 days, establish,a PAC. Its members must be selected by

parents of LEP students participating in the project. A majority of the

come_ttee members must be parents of IA students and,-if.the project

operates within a secondary school, the PAC must include secondary school

students who are LEP (Regulations, April 4, '1980). Virtually all projects

(98%) reported operating.twith a PAC. PAC-'members were reported as either

elected by project parents (43%) or were volunteers (31 %).

Very little is explicitly stated in the regulations regarding the

role of the PAC vis-a-vis the project except that, "the grantee shall

consult frequently with the committee in carrying out its project." This

latitude in the fundtion and operations of the PAC was reflected in the

diversity of activities which gparacterized existing PACs. **

*Most of the data in this section are weighted data from the mail su veK .

of all K-12 Basicp2ojects.
**Examples of heavy PAC involvement bay be found in Case Nos. 1 and 5. The

lack of parent involyement is seen in CaseNo. 15. Cases mentioned in ,

this document refer to Selected Case Histales, the companion volume to

this Technical Report.
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Virtually all PACs had a chairperson; about two-thirds of these

chairpersons were women. Many PAC chairpersons had either attended (25%)

. or had completed (13%) college, and 15%. had attended graduate or

professional school. On the other hand, 23% had not graduated from high

school.

Most PAC chairpersons were highly involved in"'school actiViti.es,
-

*with 72% reporting that they visited the scilools Pive-or more times

throu0Cut the school year to observe or)le-lio in the school, attend

meetings, or perform other activities.

. ,

-During the 1980781 school year, 86% of, thePACs.had,held three or

i
e

more meetings by mid -winter,; and Virtually all PAC meetings were open to all

who came.. Half of the PACs reported having members wieh a commonlanguage,

although 40% used translators to communicate among memberi:who spoke' differs7

ent languages and 10% alternated freely'among languages. 'About one-fourth

.of.the PACs reported that members had dropped out during the year. The

primary reasons for leaving the committee were. work conflicts, lack of time,

and moving from the area.*

Over two-thirdsof the PAC chairpersons reported that their PACs

were moderately or very active, and that they were involved in a wide range

of project-related activYties. Thete included: planning or evaluating the

bilingual project (74%), getting community support (80%), informinc parents

of instructional goals (83%), serving on committees (70%), and in having'

members serve as volunteers (50%).

Over half 162%) Or the PAC chairpersons reported they wire

moderately or very active in preparing the project propose: for OBEMLA.

However, according to Project Directors, nearlyall PACs were involited to

some extent in preparing tRbp project application. This included:

discussing or, ggesting ideas before the application (88%Y, making

)

*For methods of involving parents, pee Case No. 10.
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comments on the application (193%), suggesting changes in the application

414116115%), and approving the application in final draft form (90%). Fewer PACs

were-il-L-61ved in'conducting a needs assessment (52%) and fewer stil1/inthe

actual writing of the project propcSal (22%).*

b

PAC chairpersons in 75% of the projects felt their committees

Could help solve project problems. In this regard, 63% repoted 4-hci'r PACs

often made suggestions to solve problems and that these suggestions were

,
often used Ly the projects.

3.5.1 P'rent and Community Involvement Plans
1-"*.

PAC chaiypersons in the site visit samp!le described their

projects' plans for parent and community involvement in four general

areas: PAC representation; PAC. activities; PAC plans for informing parents

and the community; and parent activities'.

Almost half 148%) of the PAC chairpersons said that they had

specificplans for which groupS should be represented on the PAC. About

half of these chairpersons indicated that these plans were being

implemented. 'Forty percent of those with a plan said that such plans

called for representation based on all,languages and cultural groups.

Approximately 20 percent said that their'plans forrepresentation were

based on each project school. Almost.25 percent discussed plans which were

primarily concerned with parent representation. Six percent reported that

the PTA elected PAC members. The remaining PAC chairpersons discussed a

variety of plans including representation of teacher aides and members.fim

previous PACs.

.00

*For two contrasting views, see Case No. ') for an example of a PAC's in-

volvement in the project's application process gnd Case No. 20 illustrat-

ing parents' negative attitude about their,involvement.

4
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Two-thirds of the chairpersons reported that they4had plans for PAC

activities, and about half of this group reported that they were
4

_implementingthose plans. About 40 perc%nt of those with a plan discussed

plans related to attendance at monthly PAC meetings.,About 25 percent

discussed plans for presenting mult'ucultural events A wide variety of

other types of plans was also discussed, including pkans to: generate

parent inAlvement; orient parents to bilingual education; monitor or

observe the project, classes or students; attend bilingual conferenfes;

organize English classes for parents; approve budgets; and hire project

staff.
4

About three-quarters of the PAC chairpersons reported plans for

informing the parents and the community, and about half of this 4Ynup said

-that they were implementing those plans. Twenty' percent of those with a

plan reported plans for sending notes home with the children or ma},ing home

visits. The remaining chairpersons discussed a wide variety of plans

including holding parent meetings, making newspaper, radio and television

announcements, and word-of-mouth communications.

Eighty-five percent of the chairpersons reported plans for parent

activities and about half of this group reported that'they were

implementing those plans. About one-third of those with a.plan discussed

holding open houses, cultural and social events, or pot luck dinners.

Almost ore -third discussed plans for. having parents oberve classrooms or

do volunteer work in classrooms,or help their children with homework. The

remaining third discussed a variety of plans including holding training for

parents, having parents participate in education classes, "and

parent-teacher outings.

3.5.2 The Future of Parent and Community Involvement

PAC chairpersons reported very few modifications in their plans

for parent and community involVement. As Table 3.9 shows, the majority of

the PAC chairpersons believe that planned activities for the PAC will be

retained after Title VII funding ends.

I 0 ti

DEVELOPMENT ASSOCIATES, INC.



.-757

TABLE 3.9
.1

'PAGE OF CHAIRPERSONS WHO THINK PARENT INVOLVEMENT IN PROJECT
'IVZ.IES WILL BE RETAINED AFTER TITLE VII FUNDING STOPS

(DATA SOURCE: PAC CHAIRPERSON, N=60)

Projtv. Component

el
Percentage Indicating

. Retention of Plans

Parent involvement:
PAC AC tvittes 81%

PAC resentation ,66

Inforli.h4 Parents and Community 84

Parent Activities 72

3.6 Number and Characteristics of. Students Served

The number of students per project varied a great deal. In phe

1980-91 school year, the tqtal number of students (LEP and non-LEP) reported

to be served by individual projects varied from a low of 17 to a high of

5,488. Table 3.10 shows'the range in the number of students served by

gojects,.

TALE 3.10
2

NUMBER OF LEP AND^NON-LEP STUDENTS SERVED BY PROJECTS: 1980-81 SCHOOL YEAR

(DATA SOURCE: FUNDING APPLICATIONS, N=524)

,>No.,of Students . No. of Projects

17 thru 100

101 thru 200

201 thru 300

301 thru' 400
401 thru 500

501 thru 600
601 thru 700

701 thru 800
801 thru 900

. 901 thru 1000
1001 thru 1500
1501 thru 2000
2001 thru 3000.

3001 thru 5288
Missing Data

56

86
-102

80

43

35

21

1:11,

17

19

10

5

3

20

TOTAL -524

9
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Projectdirectors stated in their funding applications that they

were. going to serve a total of 182,124 LEP children. This was based on

data frqm 493 out'of 524 funded projects. This represents approximately
'

4,

83% of all Students (LEP and non7LEP) which projects stated in their:,

applications that the y were going to serve. If the data from these funding_

applications were line y expanded to the universe of 524 projects, it is

estimated that a grand total of 193,576 LEP children potent ially would be

served by 1980 projects.

Classroom teacher estimates were used to confirm application in-
-

format:ion.
TWo'independentestimates of the number Of LEP children in their

classes were obtained from teachers randomly sampled trom the 60 projects

An the site visit sample. Based on the full teacher interview (N = 277),

it was projected that a total of 123,370students,were served by the 401

projects strv+ing grades x-e. )6Sed on the CSI (N = 283), it was projected

that a total of 129;322 students were served. -These..two estimates are

considered to be extremely close to each other, and if each vf these

estimates were,,linearly expanded to the universe of 524 grantees, then the

projections ftim the full teacher interview would become 168,989, and the

4 CSI projection would become 161,212: Each of these latter projectioni are

probably underestimates since veryfew pre-kindergarten And no 7-12 LEP

students were part of the 60-site sample.

t.

There is a great diversity among'the studenips
iserved by.the Title

VII projects. A typical bilingual educati classroom was found to be a

heterogeneous group of students varying in ge, tanguage background, and

English proficiency. Whenroject directo s were, asked (im the mail survey

of all projects) how they handled such di ferbnces, most reported using

subgrouping within classes (82%), and auxiliary personnel (788). A

sizeable proportion made use of team teaching (52%), differen,tial staffing

(34%),,peet tutoring (40%), non-graded classes (23%), and above (25%) or

'below (26%) grade level assignments; only a small portion of projects (5%)

used no special treatment.

As shown on Table 3.11, 49% of tiA universe of K-6 project .

directorg reportld that' their non-reading students wer )first taught to

-read-Aa. their dominant, nat_tve_language4 281s .reporte_d._teaching__

DEVEMPMENT ASSOCIATES. INC.
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reading in English only; 128 reported teaching reading in both English and

the students' dpininant language; and 11% reported ;hat it varied according

to the needs and baCkground of the child. i('in Chapter $, the Study further

explores this issue, looking at the language used to teach LEP'students to

read.))(

TABLE 3.11

LANGUAGE USED TO FIRST TEXCH LEP STUDENTS TO READ

(DATA SOURCE:, PROJECT DIRECTOR INTERVIEW, N=69

Language Percentage of Project Directors

Native Language
English
Native Language and English
Depends on Child Needs

49%

28

12

11

TOTAL 100%

.,-. As part of the mall survey, all project directors weraqed first

classify theirproject,according tc their use of English and students'

native.ilanguage into one of the following types:*
. ,'

) i ,
0 1

,a
-6

% Type.I: "English as a second language" ts,taught to Limited
A .-,

....... e-',
English Proficient students; all other subjects are augh.in'

'.. . ,

English.

4 jiA

Type II: Thenativelanguage is used only until the students can

"" function in academic subjects taught in English.
4

,
III: The native languege'is, taught orally\,'but reading and

all other subjects are taught only.in.Englishr:

*A slightly modified version. of the Fishman-Lovas (1970) typology modified

by the addition of one more type (Type I). A more extensive discussion of
this can be'found in Chapter II, Study Methdao

WRELOPMENTASSIDCWITS.INC.
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1

1

Type Reading is taught in both.languages, and other subjects

are taught in English.

.1

.

Type V: All subjects are taught in both languages.

As Table 3.'12 shows, two-thirds 2f the TyPe I (ESL) and Type III

(nativ languaue taught oidlly) project directors 4ported that -their'

-studenta first learned to read in English only. Over half of the Type IV
4

directors (those directors who said that=their programs. taught reading ih
4

both languages but that al )ther subjects,WerflPtaught,in Engltsh) reported

that their programs taught initial reading in 'the native 1 nguage or

both languages. Sixty perspnt of the Type It and $72% ot Sipe 11.0
$

directors' (those directors wno said they taught all subjects in both -

languages) said their programs taught initial reading either in both

languages or in tee students' native language.

TABLE 3..12

iBLATIONSHIP OF LANGUAGE APPROACH TYPE,TO LANGUAGE USED

-FOR TEACHING INITIAL READING: UNIVERSE OFie-6 PROJECTS
sv

(DATA SOURCE: PROJECT DIRECTOR, N=401)

Language Used Percentage of Projects

for Teaching
Initial !leading. II .

IV V

BOTH NATIVE 7
t ENGLISH 0 15 10 30 14

7

f

A
T 40

o

NATIVE : ` 7 45 0 25 58

S.4-

ENGLISH , 66 11 65 9 9

VARIES . 7 '29 25 36 ' 19

Chapter 5 discusses in further detail the use of different

languages to teach' reading' at individual grade levels, as well aV tRe
-/

language of instruction for other subjects. Chapter/5 also contains, a

discussion of administrators' and teachers' views of the modified

Fishman-Laivas language-use typology with respect to/project ESL or

bilingual education programs.
DEVELOPMENT ASSOCIATES, INC.
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Academic Achievement

Overall, the reported academic achieyebent of Title VII students

was lower.than that of non-Title VII students. While over 60% of the
a.

principals reported that their Title VII LEP students performed below

national standards, only slightly peer one-third of the principals placed

their non-Title VII students in this range. About two - 'thirds (68%) of all

principals attributed achievement variations among Title WI LEP students,

at least impart, to variations in native or English language fluency.

,--

( .

'Principals' descriptions of students' academic achievement varied
.

by project type o some extent. Principals in small projpcts' tpnded-to

rate the academi' achievement of both theie^Title VII / -a-n-d 6bn-Title VII

students higher than did principals in other projects. Principals in new

.

projects also tended to rate the academic achievement of their Title VII

students higher than principals in, other projects. Principalsiin ESL-only

projects also tended, to rate the academic achievement of their Title, VII

students higher than did principals in other types of,projects. (See

.
._

Chapter 6 for a full discussion of English Language Arts skills addressed
r..

d
. --,,

in Title VII bilingual edcation classroom.) .

3.6.2 k Mobility

The principals' estimates of and comments about LEP students'
/N,

mobility rah counter to pcpular belief. Overall, the LEP students appeareZ

to be a relatively stably group. About half of the principals estimated

that 10% or less of both their total -student body and their Title VII LEP

students had moved during the year. At the project level, less than half

of the project directOrs reported such low rates of mqbility; however,

slightly over"onel-quart r reported mobility rates in excess of 30%. Some

li

4 b

of the variation in mo lity rate was related to project type. Principals

in small projedts reported less mobility of the total student body than did

principals in medium and large projects. Irincipals in non-Spanish and

'newer projects. reported higher mobility among LEP students'in their Title

VII program than did other prtncipals.

1.0j

L
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More than one -third of the principals reported that mobility had

created
il

few or no problems for the school's instructional program. One-

third noted that the mobility rate of LEP students had created some prob-
e

i

$lems, and the remaining principals reported that it had ar-zated substantial

problems. There was little variation by project characteristics in the

principals' estimation of the extent to which the mobility rate of Title

VII LEP children had created problems for their school's instructional

program.

Most of the principals reporting problems described four types of

instructional disruptions. 'Chief among these were disruption in the
. .

continuity of-instructioh for the mobile child and general problems for the

school. The other two types of problems mentioned were social adjustment

difficUlties'forthe mobile child and disruption of instruction for other

children in the class.

3.7 / Grades Served

A facet of the diversity of Title VII projects is, the different

grade levels and grade level combinations served by projects. Over 70

different grade combinations (e.g., K-2, 3-7, etc.) were represented in the
a

1980-81 funded projects. Based on data from the site visit sample, the

Title VII program was most heavily concentrated in kindergarten through

third grade (Table 3.13DAch of these- grades was included in at least

80% of t11 sampled projects.- (The comparatively low percentage o( projects'

,
serving grade 6-may be real or may be a function of the sampling

methodology -- middle schools, many of which contain grade 6, were not'

ilcluded in'the site visit sample.) Within each grade leve4 about half

the principals indicated that all their schools' classes were served by

Title VII.

The 277 classroom teachers who were interviewed taught in

kindergarten through grade six; 67% taught in kindergarten through grade 4

two. The data showed that 87% of these teachers taught in self-contained

classrooms; while 4% of.the teachers taught in atpull-out arrangement in

which they provided instruction for a group of students who left their

/ DEVELOPMENT ASSOCIATES, INC.



TABLE 3:13

GRADES SERVED BY TITLE VII

(OTA SOIIRCE: DOCUMENT REVIEW, N=60; PRINCIPAL, N=118; CLASSROOM TEACHERS, N=277; RESOURCE TEACHERS, N=170)

Grade .
Petpent of Projects

Serving Grade

''Percent of Schools

Setving,Grade

Percent of Schools

Serving All Classrooms

Within a Grade*

, Percent of Sampled

Teachers Serving Grade

Classroom Resource

i

Pre-K , 11%

.

, 7% 50% %**
%

K 81 78 50 . 19 1

)

1 85 79 47 26 5

2 Bc`) I 80 45 22 5

80 68 44 12 9

''4 70

5.5

. 46 13 6i,.
5 69 52 44 4 1

6 59 31 57 . 2 ' 1

K 6-

(

/ .. ..., <1
,

9

7 or 8 .28 3 50 <1 ..

No grade

assigned

,..

.

._ 63

40

Number4sponding 60 118 118 277 170

*For example, $0 of the 118 schools (68 %) serve grade three; ail third grade classrooms in 33 of those 80

schools (44%) have Title VII students in them.

**No pre-K teachers were sampled.
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regular class for pant of the school day.* The remaining 9% of the

teachers were part of a departmentalized organization; that AS, they were

subject matter specialists who worked with multiple grdups of students.

3.8 Languages Addressed by Projects

Ore of the more interesting characteristics of the 1980-81 ,

projects is that the number of languages served appears to have increased

,by one-third over the previous year (1979-80Y, and by one-half over the

year before that (1978-79). Table IF.14 summarizes the number of projects

addressing major languages for each'of the past three years. Approximately

91 languages are represented among the 1980-81 Basic Program grantees. The

exact number is difficult to compute due to the mislabeling of some

languages (e.g., "Chinese "3for Cantonese or Mandarin, "Native American"

instead of the name of,a particular language). ** Spanish still

predominates not only in single-language prOjecti4Lt also in combination

with others. (See Anpendix 5 fOr the complete listing of languages.)

Approximately nine different Native America% languages and two

Asian languages were added in 1980-81. However, the additional Native

Atherican languages appeared in only 11 projects while the new Asian

languages appeared in 20 different projects. Given the large number of

Asian language projects (about 120 prOjects. reported Vietnamese, Laotian,

Khmer, Hmong and/or Chinese as languages servedit is reasonable to

conclude that refugees and other immigrant peoples 'from Southeast Asia have

begun to-have a significant impact on the composition and languages-

addressed! by bilingual education projects.

It was also found that 76% of tho:projects reported serving a

single language group .(,Table 3.15); another 17 percent reported serving two

*Due to the nature of'the sampling.designt which selected classroom's and

teachers associated with them, teachers primarily teaching in a pull-Out-

arrangement may have been undersampled. This effect was reduced, however,

by interviewing resource teachers and other personnel who were working

with Title VII projects. See Section 4.2 for details.

* *Also see Case No. 22 for the difficulties surrounding the term "Indo-.

ch see."
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(

TABLE 3.14
NUMBER OF PROJECTS ADDRESSING INDIVIDUAL LANGUAGES

(DATA SOURCE: APPLICATIONS, N=524; DOCUMENT REVIEWS, N=60)

Languages 1978 1979 - 1980 1986-1981

Spanish
Vietrfamese

Korean
Laotian

422
7
5

Italian 15

Portuguese . 17

Chinese (including
Cantonese and Mandarin) 7

French 22

'Khmer' -

Japanese 2

Navajo 17

Greek 1

Arabic 4

Haitian French (Creole) 1

among
Pilipino 6

Russian 1

Samoan 1

Other 45

Total Unique
Languages Addressed

60

395
20

14

1

26

23

358
43

25

27

23

18

25 30

21

7

9 15

12 12

13 12

4 12

6 6

13

8 16

.a
7

2 7

52 73

68 91

TABLE 3.15
NUMBER OF LANGUAGES SERVED BY PROJECTS

(DATA SOURCE: PROJECT APPLICATIONS, N = 524)

4

Number of I;Anguages Percentage of Projects

1

2

3,

4

5

6

7-25

I

7b%

12p-

5

3
2

1

1

TOTAL 100%

From projects serving PreK only or 7-12.
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or three languages; and 6 percent Of proj4cts reported serving four to six

languages. Int ;restingly, two projects reported serving more than 20

languages each.

3.8.1 Instructional Approaches

The types of bilingual project activities and services provided to
\

students, pfreAs-?-e-students, and others vary greatly,. depending on such

factors as philosophical 4pproacho bilingual education, number of students

served, number of staff, and availability o4rmaterAls. All projects

provide some form of instruction in the English language. However, this

varied from intensive immersion-type ESL, particularly characteristic of

projects serving Asian populations or mixed-language projects, to minimal

instruction in remedial English. In a few cases, there v-..s practically no

instruction in En4Ush per se, the project focusing on instruction in the

student's native language. This latter situation was characteristic of a

few projects serving Native American populations where n..tive language

preservltion was the goal. (Some Spanish projects in the early grades also

used strategy )

As explained previously, the project directors were asked to

classify their projects accordingto one of five types, moaified from the

Fishman-Lovas typology. These types were:

Type I: "English'as a second, language" is taught to Limited
English Proficient students; all other subjects are taught in

English.

Type II: The native language is used-only LAU the student can
function in academic subjects taught in English.

Type III: The native language is taught orally, but reading and
all other subjects'are taught only'in English.

Type IV: Reading Aitaught in both_ languages, and other subjects

are taught in English.

Type V: All subjects are taught in both languages.

111
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.This overall categorization of projects according to their

language of instruction was one m thod* used by the Study to identify

different approaches to the educa ionof LEP students.

Project directors were asked in .the mail questionnaire to indicate

the type of project which best described their programs and also to indicate

the type of program which would best serve their school system. The

modified Fishman-Lovas typology was used to categorize programs. ,Table 3.16

shows the results which were obtained. Overall, approaches which used both

languages for all subjects (Types II and V) were reported as the most

commonly used and as the preferred strategies which would,best serve the

project. These approaches are followed, both in use and in preference, by

an approach which teaches reading in both languages but all other subjects

in English (Type IV), and then by a strictly ESL approach (Type T). An

approach which uses English as the general medium of instruction but which

teaches.tee native language Orally (Type III) was reported as the least

used and le'ast preferred.

TABLE 3.16

I
PERCENTAGE OF TYPE OF PROJECT BEING IMPLEMENTED BY PREFERRED TYPE, USING

MODIFIED FISHMAN-LOVAS TYPOLOGY

(DATA SOURCE: PROJECT DIRECTOR MAIL QUESTIONNAIRE, N 524)

.4

Percent of Projects Being Implemented By Type,

I II III IV V
Total

Preferred Type I 2.1 1.7 0.2 0.7 0.2 4.9%

II 1.2 36.6 . 0.2 0.3 1.1 39.4

III 0.2 0.0 3.0 0.2 0.0 3.4

IV 1.3 1.3 0.3 6.0 0.8 9.7

0.4 11.4 1.2 3.5 26.1 42.6

Total 5.2% 51.0% 4.9% 10.7% 28.2% 100.0%

*Other methods included hierarchical cluster analyses and projpct cask
histories. See Section 2.10 for a fuller discussion.

1
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Within the K-6 un verse,

and factors impeding or en ancing

Fishman-Lovas types. Directors of

project director reports of implementation

implementation varied little by the

Type ± projects were somewhat more likely

than directors of other projects to report that "procedures for selecting

students," the "placement and grouping of students," and "student

attendance" tended to hinder p4Ogram inipleme.ntation. These. Type I directors

were also likely to view the support they-received fromOBEMLA, the state,

and the community as factors,which hindered implementation more than

directors of the other project types. -They also reported a lower level of

implementation of their planned community involvement activities than did

the directors of other types of project.

40

Projects were funded under two substantially differeht,pTeces of

legislation: the 1974 and 1978 Education Amendments, as well as different

rules v:d regulations. The 1976 rules applied to projects first funded in,

1976, 1977 or 1978'and some version of the 1980 rules for projects funded"

in 1979 or 1980; the 1980 rules'underwent four revisions between March 29,

1979, and April 4, 1980.

The significance of these circumstdncestis that the different

legislation and regulations called for different program features to be

fr

addressed in fUnding applications and
subsequent11%implemented during the

A ,

.period under study. These changes in legislation and regulations tended to

Complicate the process of project implementation since a project commonly

"'-

got underway under one set of regulations and then in a subsequent year was

called upon to shift4to another set of regulations. It goes without saying

that such changes in legislation and regulation, made any attempt to study

project implementation more diffirt.- Furthermore, the Study found that
4

substantial proportions of project and LEA personnel were unclear of the

extent that new rules applied to projects funded under old rules.

For analytic purposes the sets of rules (1976, 1977, 1978, 1979'and

1980) were treated as two sets, based on the legislation. The principal

differences betweenthe 1980 rules and the 1976 rules were that the former

included the following changei: participant eligibility changed from

"Limited English Speaking Ability" (LESA) to "Limited English Proficiency"

(LEP); 408 maximum participation of students whose native lang6age is
DEVELOPMENT ASSOCIATES, INC.
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English was added; capacity buildi'ig stressed; three year limitation cm

grants; entry-exit assessments and two year individual evaluations; use of

parent advisory 66mmittees, and some 25 other changes. _Differences among

the four versions of the 1980 rules were minimal, thus they can be analyzed

as a single category.

Two-thirds of the projects reported that during the 1979 and 1980

years (1980 r....es) they were not operating under the set they -had, begun

under. Over half of the Types II, III,-IV and V with K-6 projects submitted

their applications under the June 11, 1976, rules, while only one'third of

Type projects had submitted their applications and these early rules.

This suggests the older projects tended to emphas4 e 'approaches employing

greater use of the students' native languages in instruction, However,

projects are'increasingly operating under the April 3, 1980, rules, as

indicated below in Table 3.17.

TABLE 3.17
PROJECT TYPES COMPARED AGAINST FEDERAL RULES

UNDER WHICH SUBMITTED AND AS CURRENTLY OPERATING

Applied Under Currently Operating Under

June 11, 1976 April-3, 1980 June 11, 1976., April 3, 1980

Type I 33% 45%' 14% 63%

II 57 14 28 40

III 55 25 29 36

IV 58 22 34 38

V 62 19 37 Y 35

3.8.2 Languages Represented in the Classroom*

.1 ,IMENIMMI1011

- Seventy-three percent Of the classroom teachers who were

interviewed reported that *Only one language other than English was

*The number of languages served by a specific project does not necessarily
reflect the number-Of languages represented in any given classroom, within

that project. Fois_example, project "A" might serve several languages; bUt
any single teacher in project "A" might have students from only a single

non-English language group in her/his classrooM. Alternatively, project
"13", might serve only one.language, but a-teacher in project "B" might have

students in her-classroom frOm several different. language groups. This:

might happen because different languages may be sewed by different

funding sources. -

DEVELOPMENT ASSOCIATES, INC.
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represented in thetj claSsrooms; 12% reported two other languages were
,

represented;. and 16% reported three or:mpre languages in addition,to

English. Not surprisingly, Spanish was overwhelmingly the non-Eni(ish to.

language.spoke'n inAtialngual classrooms'(88% of the classrooms)..k-Spanish-
,

was also .one of the two non-English.lan guages"Tepresented in a majority

(601) of the trilingual classroomsi. Vietnamese and some other language 'Eno,

addition to EngJs1 was the second most common language mix in the

trilingual claSsrooms (see Table 3.18).

In the classrooms where

English were spoken, the mixture

one classroom had a mix of Korean

donian; another students

Khmer, and Farsi. Again, however

. ,

three or more languages in addition to

of languages was re4arkable. For instance,

,
Piltpino, Polish,.Albanian, and Mace-

\
,

who spoke Spanish, Laotian, Chindse,

, Spanish was one of the languages present

in the majority of the classrooms with three or more non-English languales

represented. Laotihf and Vietnamese were also commonly present (Table

3.18).

Teachers were more likely to report multiple languages in class-iv

rooms in small projects and new projects than were teachers of large

projects. For example, while 30 percent of the teachers in lifirst-year

non-Spanish projects worked with multiple languages in

teacher in a first7year projebt which included Spanish

doing so. Thirty percent of the teachers who reported

their classrooms, no

students reported

multiple languages

in their classrooms reported using ad gel, approach exclusively, while only

7 percent of the other Leachers reported using ESL exclusively.

While multiple languages were present in one-quarter of the Title

VII classrooms, Title VII funds were not always directed to all language

groups in those classrooms: Almost half of the teachers who reported

multiple non-English languages in their self-contained classrooms were in

Title VII single-lagguage projects. This does not necessarily mean,

however, that the other students were not being provided special help.

Districts often receive help from many different sources at the 4bcal.

-NY

1.1
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A

TABLE 3.19

LANGUAGES OTHER THAN ENGLISH SrKat IN THE CLASSROOM
(DATA SOURCE: CLASSROOM TEACHERS; N.277)

Bilingdal_Classrooms (73%)

Ute
ladtian
Crow
Khmer
French
Japanese

Mic:Tsleke.

Koren

Ojibwa
Oneida
Navajo
Paiute
Portuguese
Albanian
-jicarilla

Apache
Seminole

Other

N.;

Trilincrual

Spanish Plus
171 Portuvese

4 German
3 Tagalog.
3 Pilipino

Arabic
1 French

Cieek
1 Laotian

. 1 Korean
1 Ch4nese

<1! Other
<1 Vietnamese Plus
<1 Greek

V 3

1
1

<1
2

k 4

.11

\ Classrooms With Four Languages (BC

,Spanish Plus
' Polish, Thai

Hindi, Haitian French
Italian, Arabic
Pilipino, Japanese
,Pilipino, Vietnams.
Thai, Chinese
Navajo, Other
Vietnamese, Hmong
Italinn, Thai
Cantonese, Mandarin 1

French, Dutch
Hindi, Khmer 1

Chinese
French
Cantonese

Other Languages
Greek + Laotian
rabic + Chaldean
Hmong + Chinese
Creek + ,minole

Italian + Japanese
Nigerian + Other
'Frinch + Pit.River

Polish, Albanian Plus
Russian
Pilipino
Other

Laotian Plus
Vietnamese, Greek
Vietnamese, Arabic
Vietnamese, among
Hmong. Thai

Classrooms With Five gr More Langeaces (6%)

Spanish, Vietnamese, Korean, Pilipino
Vietnamese, Laotian, Chinese, Japanese
Albanian, Polish, Arabic, Macedonian
Albanian, Polish, Korean, Other

= Spanish, Vietnamese, Laotian, Chinese, Hindu
Spanish, Vietnamese, Laotian, Chinese, Korean
Spanish, Vietnamese, Laotian, Hmong, Khmer
Spanish, Vietnimeae, Tagalog, Ilocano. Mandarin
Spanish, Vietnamese, Tagalog, Ilocano, Japanese
Spanish, Vietnamese, French, Portuguese, Italian
Spanish, Laotian; Chines., Khmer, Farsi
Spanish, Tagalog, Chinese, Korean. Thai
Spanish, Arabic, Polish, Albanian, Macedonian
VietAamese, Laotian, Korean, among, Khmer
Korean, Pilipino, Polish, Albanian, Macedonian
Spanish, Vietnamese, Tagalog, Ilocano, Cantonese, Mandarin
Spanish, Vietnamese, Tagalog, Ilpcano, Navajo, Portuguese
Spanish, Tagalog, Chinese, Korean, Japanese, Other
Spanish, Chinese, Korean, JaPanese, Nigerian, Cther

tlassrocms (12%;

3

3

2

2 '
1
1

1
1

1

1

1

1

1

2

1

.1

1

1

1

1

1
1

1

2

1

1

1

1

1

1

1

2

1

1

1

1

1

1

1

1

1

1

1

1

1

1

'A result of rounding error, which occurred because some projects were assigned
fractional weights, so that data summed across aub-groups differ slightly from
the corresponding overall group,t0i1.
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State, and federal levels. (In a related matter, Chapter 5 includes a

discussiOn of the va iety of other assistance provides to Title VII

1. \\

students.) 4

3.9 Class Size and proportion of LEP Students

Among the 242.teAchers who taught in self-contained classrooms

(i.e., teachers who typically worked with a single class of student', the

average class size reported was 28 students. Class sizes ranged widely,

from six to 75 students; however, nearly all classrooms had fewer than 40.

Students. All butone of the teachers who reported class eies over 40

dtudents were kindergarten teachers.1,Class size varied little by the age

of the project or by language group served. Class size did tend to be

'smaller, on the average, in smaller projects. The 35 teachers who were in

th( departmentalized or pull-out situations reported working wIth

substantially larger numbers of qu ents, half of them with more than 40

students.

In the averaqa classroom within the site. visit sample, the

teachers reported that 43 percent of the students were LEP.* Over hal4of

the students were LEP in 10 percent of thelClassrooms, and 10 percent'of

the teachers reported that all of the students in their classes were LEP.**

Kindergarten teachers reported the heaviest concentration of LEP students

while second-grade teachers reported the lowest (See Table 3.19). Table

3.19 also in4cates that a sizable proportion of classes consider 60% or

more of their students as LEP. Half of the kindergarten classes have 60%

or more LEP students, while-approximately one - quarter of classes in grades

one through foitr have 60% or more LEP students in them.

*Title VII regulations require that,60% of the students served must have a

native language other than English. This Study only focused on childre

classified as LEP; theri, theclassrooms surveyed likely had children

them whose native language was not English but were no longer viewed a

LEP.

**These-data must be viewed as only indicative of 'the proportion of LEP

students in projects as no independent verification of project staff

estimates was possible. Also, they do not reflebt the proportion of

students in projects with a native language other than English.

117 .
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A

The proportion of LEP students reported in classrooms yariea,

depending upon project characterlstics. The average teacher in a

Spanish only project reported that half .at his/her students were LEP, while.

teachers in non-Spanish rojects reported serving a smaller proportion

of LEP students (25%). eachers in large (400 oz more students) and old r

projects also reported t t almost half of their students were LEP, while

teachers in small (fewer than 200 students) and first-year projects reported

'tht,only about one-third of their students were LEP. Teachers who reporteds
teaching the native language only` orally reported the lowest percent LEP

(13%), while teachers who reported teaching all subjects in both languages

reported the highest proportion of LEP students (60%).

In interpreting these fifdings, one also needs to be aware that

certain classroom teachers (e.g., in particular projects, grades, or

instructional approaches or entry/exit criteria) may be using a local

definition of LEP student or even their own perception of and experience in

using that definition which differs from the standardized definition

supplied them by Study field Staff. As a direct conse9uence, then, the

same student could be aluiified non-English profictienttt (NEP), LEP, or

perhaps even bilingual, based on the instructional setting involved. The

Study scope did not permit more than developing an estimate of the number

of,LEP students, and their concentration in classroom settings based on

staff supplied data; no independent verification
LL

possible. Thus the

present findings can only be taken as indicative, rather than conclusive,

of the actua) levels and concentration of LEP students being served.

Anecdotal data in field reports and debriefings corroborate these

data, suggesting that in sites serving established and'Iarger language

minorities, such as the Hispanic population, the number of LEP students

within a given grade and geographic location was sufficient to

ri

118
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TABLE 3%19

-AVERAGE CLASS SIZE AND PkOPORTION OF LEP STUDENTS .).

(DATA SOURCE:, CLASSROOM TEACHERS; N = 242)

;rade**

Number of
- Students

in

Mean*** .

Number of
LEP Students

in Class
S.D.Mean***

Proportion of

Lgt, StUdents.
in Class*

Mean*** S.D.

Proportion of
Classee. Having
60% or More -
LEP Students

Proportion of
Ceases Having
75% or More
LEP Studints

K
1

2

3

4

33.3 19.1
26.1 5.3

25.5 ,14.2

27.1 .3
23.1 6.2

-;,!

. 16.7 12.0

./ 12.8 9.3

9.4 ' 6.3

.19.9. 9.1
11.5 13.7
,

.54%

.47

.35

\ .40

*"" .39

)..34

.30
,!

: - .29

.33

.32

,50

.22

.
.23

."-,lb ...,
.25 1

- .33
.21

.10

.20

.21

*Derived from ir,Idiri3uaL teaclier responses. ,
,

**The number of ("red's 3,and 6 tee:hers reporting information was too spa_`_ to e presented

in this table.
,

J.
tli,

***Number of students class: kindergarten mean is statistielly different from first %...

Numtar/p portion L
and secolgradeMe s. ,,"

kinder;arten mean is statistically different from second grade moan.

1

permit a large concentration of LEP students within the Title VII

classroom. However, in sites serving "new" languagemiribrity populations,

such as".those frbm Southeast Asia, the number of LEP students within a

given grade and geographic location might often be too small to permit

large concentration of LEP students within Title VII classrooms. .

3.10 Summary,

In those districts where they operate, alctst of the 'EsgA 'Title

VII Basic Grant projects serve le than half of the'district sdhools and

are a continuation br a deriv on'of a prior program for limited English

proficient students. In 90 0 the cases, there was at least one other

previous or current special projec for limited English proficient students

operating in the school district.

During the initial years of Title VII (1969-74), an emphasis

was placed in legislation, regulations and federal application review,

procedures on the clear articulation-6f long-term goals and objectives by

local projects. The legislation and'regulations since 1974 have not

. 119
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included specific requirements in these areas. However, in the great

majority of cases (81%), multiyear plane are included in Title VII project

proposals and 78% of the project directors indicated they, had implemented

these iong-tdrm plans,to a "grea't".ot: "very great" extent. Thus; despite

. the elimination of regulations regarding explicit'discussion of long-term

goals and objectives ingroject applications, most projects have

voluntarily incorporated these elements of planning into their operations,

and the content of these goals and objectives have become increasingly

consistent with legislative intent.

In terms of-aructure and operations, it was found that

virtually everywhere parents have played a significant role. Ninety-eight

percent
(

8%) of et)1.e projects had Parent Advisory Coltimitteet- with 86%

having held at lel" three meetings by mid:school year. Ac6idingto

Project Directors, nearly all committees were invotved to some extent in

preparing the project application, and 63% of the committearchairp rsons

felt their committee helped solve problems during the proj ctyear.

Overall, the parent committees were to be playing a strong and

active role in the life Of most projects. PAC Chairpersons,(81%) felt

these activities would continue after Title VII funding ended.

. -

In terms of students, languages and instructional approach, the

projects vary consideably. In 1980, the projects served somewhere between

....ip0,000 and 200,000 LEO-studets; with the smallest project: having 17

students and the largest 5,488. Teachers overall reported that an average

of 43% of the students in their classrooms were LEP. Teachers who reported

teaching all subjects in both languages reported the highest proportion

(60%) of LEP students. LEP student concentration is reported greatest at

the kindergarten level where half of the classes reported 60% or more of

their students were LEP. In grades 1-4 the magnitude is reduced and only

25% of the classes are reported to have 60% or more LEP students.

\ A typical dilingual education classroom Was found to be a

-heterogeneoug group of students varying in age,\ language background and

English proficiency. The schools also tended to have a relatively stable

12J
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group of Title VII students with only 10 percent or less moving. within the

school year; students tended to be in the lower elementary grades and to be

working below both rational and local academic norms,

While the majority of classrooms exclusively serve

Spanish-speaking students, as has been true since Title VII began, the

composition of project classrOomp is changing'ove tittle... The datafroM
4

. 1978-81 on thp languages served "indicate a decrease in the.number.of-
..

Spanish-language projects (from 422 to 358) and an increase in Otkier
.

languages (from 59 in 1978:to 90 in 1980), especially Asian and American

India. Thus, while Title VII is still a predominantly Spanish-program,

there .is some noticeable change in this regard.
I 7

The instructional approach used varied across and within

projects, but all included.some form ofinstruction,in English language.

English language i,hstruction varied from the use of ESL particularly

characteristic of projects serving Asian populations or multi-language

projects to minimal instruction in English with most instruction in the

student's native' language (Native American Projects). The data suggest

that in most projects (67%) both English and native language are used for

instruction, in 5% only English (ESL) is used, and in 28% of the projects .a

bilingual approach is used.

This chapter has presented general characteristics and features

associated with ESEA Title VII Basic bilingual education projects.

Appendix 6: Selected Characteristics of Bilingual Education Projects,

contains data tables (Tables 1;21) reflecting other characteristics of

projects which were obtained through various analytic treatments including

content analysis. The next chapter presents findings relating to the

staffs in those local projects, as Well as to technical assistance which

those projects receive.
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CHAPTER 4

-

)

. CHARACTERISTICS OF'PROJECT STAFF AND SUPPORT RECEIVED

While Chapter 3 addressed the principal characteristics and

structure of the'Title VII Basic program, ,th:s chapter concentrates on the

characteristics of local projeCt staff. Also included in this chapter are

responses which staff members made to questions dealing' with support or

technical assistance from:outside the district. Thus, material in this

chapter provides information that is helpful for understanding the kinds of

staff at woxk in ESEA Title VII projects, their qualifications and the

support they receive.

4.1 Project Director Characteristics*

As shown in Table 4.1, all the projects in the site visit 'sample

reported having a pro t director; though this person's involvement with

the project varied ull-time (in 75% of the projects) to less than

quarter-time (in 4% .

projects, project

in 4% of projects,

f the projects). It wai found that in 73%'of the

ctors were supported,entirely with Title VII funds;

rectors received no Title VII support.

The typicaldirector of a Basic project was a professiorial educator

with strong relevant qualifications. Fifty-eight percent had two or more

years of experience as a project director of a Title VII program and 25%

had five or more years of experience as an administrator in a school

district. Sixty-five percent had previous experience as a teacher in a

bilingual classroom, with 25% having had five or more years of such

experience. As shown on Table 4.2, 82% reported a master's degree as their

highest degree and 9% had a doctorate.

Project director experience varied only slightly by project type.

Within the K-6 universe, directors of Native American projects and new

*See Chapter 2 for a discussion of the different sdmples included in this

Study.
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Staff

Number In

Position

Percent of

Projects

With

Position 1.24

Project Director 1 100 4

Assistant Project

Director\
1 13 i

Resource f4chers 1 23

2 23

3 5

4-6 7'

1 -9

over 10 5

.

Total

.

10 4

[toiler aides 1 5

2 3

3 6

4.6 25

1-9 22

10-12 12

13.34 , 14

total 87 2

!)ecretdries 1 10

2 5

total 75

tovumnity liaison 1 28

4 2 8

3 2

5 2

11 2

Total 42

other*,
,

2

25

3

4
10

Total
. 42 20

fAtiff 4,1

STAFF POSITIONS

(DATA SOURCE: DOCUMENT REVIEW; N -60)

Percent of Protects with Staff Positions

Percent lime

25.49 50.14 15-99

3 10 e

10

6 10

1

2 10 5

1i 18

34 38 18

Months Per Year i Percent of Time Paid by Title 1111

100

15

90

82

19'

83

69

1-5

6

2

4

6.7 8-10

22

30

69

11-L2

18

70

25

12

69

27

61

0

4

1.24

1

0

25-49

9

10

1

1

50-74

3

6

4

75.79

10

2

100

13

90

93

93,86

31

?3

35

4

1

3

4

3

6

94

86

6 93

'Other: Staff development, evaluation, clerk, curriculum coordinator,
special bilingual support, counselor, management coordinator,

graphics-Men specialist, parent involvement coordinator.
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pr ects had the least experience inTtheir presen school systems. The

bilingual education teaching experience of project directors also varied

only slightly by project type.' .Directors of Spanish-only projects were

more likely to have had prior experience as directors than directors of

other projects.

TABLE 4.2

HIGHEST DE E COMPLETED FOR PROJECT DIRECTORS

(Data Source: Project Directors;N = 524)

Bachelor's Degree

Master's Degree

MA
MS
MEd
MAT

Doctor's Degree

OTHER (includes AA degrees,
other certificates,
other specialist degrees)

6.8%

51.1

12.0

15.2
3.3

9.0

2.6

4.2 Staffin Patterns

Thirteen percent of the projects in the ite visit sample reported

having assistant project-directors, 90% of whom we e full-time and

completely supported with Title VII funds. Seventy,. ent of the

assistant director positions were full-year (11- or 12-monthRositions.

Projects ranged widely in the number of teacher aides and resource

staff they employed. However, the aides and resource staff made up the

majority of paid staff members since teachers could not be paid with Title

VII funds.* Twelve percent'of the projects employed no aides; 5% of

*See Case No. 12 for a description of staff member backgrounds which

includes prior teaching experience and training in education.
DEVELOPMENT ASSOCIATES, INC.
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projects reported having onlyvone; while 14% of projects reported between

13-14 aides. The average project employed eight aides. In 79% of the

_projects, the aide positions were full-time and only in less than 10

percent of the projects were aides less than half-time. In almost all

projects, aides worked the school year only and were paid exclusively by

Title VII funds.

In addition to the 277 district-paid classroom-teachers in the

sample, 170 Title VII-paid resource teachers were interviewed. Resource

teactler are teachers who work with students on a regular basis but who are

not "classroom teachers"; that is, they are not assigned to a single class-
,

room unit with overall responsibility for all students assigned to that

unit. Very often resource teachers worked with specific students from

several classrdoms on an individual or group basis on a regular schedule.

They may be specialists in ESS, for example, or native language reading .

teachers. They may also provide inservice training, either one-to-one as

needed, or on a more'formal scheduled group basis.

Although these resource teachers worked with Title VII students in

the K-6 range, 72% were not assigned to a particular grade,. Only a few

were in self-contained classrooms. About 10 percent were reading

specialists and another 10 percent taught ESL. The remaining 80 percent

served in a variety of capacities, including: resource or specialized

teachers (43%); curriculum coordinator (6%); bilingaul community liaison

(4%); special education teacher (2%); teacher trainer (2%); and others such

as guidance counselor, speech therapist, etc. (23%). Seventy percent of

the projects visited reported employing at-least one resource teacher.

Fifty-one percent of all projects employed between 1-3 resource teachers,

while 19% employed between four and 23 resource teachers. Seventy-nine

percent of the projects reported that their resource teacher positio 'is were

full-time and 93% of the projects reported they were paid for entirely by

Title VII funds.

Forty two percent of the projects visited reported having paid

community liaison staff; of these projects, 68% reported having one such

staff person and 32% reported having two or more. 'S Ay-nine percent of

126
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the projects reported-that these positions were full-time and 73% reported

that they were for the school year rather than the calendar year.

Eighty-six percent of the projects reported that community liaison staff

were supported entirely by' Title VII.

It was found that 75% of projects reported secretarial positions;

83% of these projects reported-that these positions were full-time and 94%

reported that the positions were suppor4ed entirely with Title VII funds.

Sixty-nine percent of projects reported their secretaries worked the full

calendar year.

Project directorsreported that a teacher/teacher aide combination

was the most common claSsroom staffing pattern. Mid-size and large

projects were somewhat more likely than small projects to use

teacher/teaeher,aide staffing patterns. This pattern was also more common

in newer projects than 'in older_ projects. Teachers in Spanish-only

projects were somewhat more likely to have aides, volunteers, or student

teachers than were teachers in projects serving other language groups.

Across subject areas, aides were utilized in one-third to one-half

of the classrooms, and were almost always paired with teachers. The two

subject areas where aides were used most often were ESL and native language

reading and language'arts. In these subjects: aides were utilized in \half

of the classrooms; that is, they were the hole instructors in approximately

10 percent of these classrooms, and worked with teachers in an additional

-40 percent. The subjects where aides were used least often were spcial

studies and science. The subject areas in which aidei were most often used

were the same subject areas in which pull-out programs were most common, as

will be discussed more fully in Chapter 5. Teachers in older or large.

projects and projects serving Spanish only were more likely to report using
- _

aides in reading, ESL, and %ath than were teachers in new or smaller

projects or projects serving other language 'groups.

127
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4.3 Staff Qualificationa

Virtually all of the teachers had a college degree (see Table

'4.3). Of the classroom teachers, slightly more than one-quarter had a

degree beyond the BA/BS level; the most common.was a master's degree in

education, reported by 15 percent of'the,classroom teachers. Over half of

the resource teachers had a degree beyorid the BA/BS level, most commonly a

master's degree in education*. science, or art. Over eleven percent of the

aides also reported that they had a degree of some type (see Table 4.4),

usually a batcalaureate degre' (BA or BS).

Nearly 90% of VA-classroom teachers nd-70% of the resource
t v

teachers had certification to teach in elementary school. About'40% of the

classroom teachers and 30% of the resource teachers were certified to teach*

in bilingual education.*' The major difference in type of certification'

between the cssroom teachers and resource teachers was that twice as many

rescurce teachers (60%) had certif.ication as a specialist of some kind.

About 5%,of the aides reported that they had some type of certification,

usually in elementary education.

Classroom teachers in Spanish-only projects and in large projects

were more likely to be certified in bilingual:education than classroom

teachers in other projects. Within first-year projects, 64% of the

teachers in Spanish-only projects, but only 2% of the teachers in other

projects, were thus certified. Within older projects, the difference

between teachers in Spanish -only projects and other projects wasnot as

dramatic (51% and 32%). Within older projects, teachers were also more

likely to be certified in bilingual education if they served in large

projects.

*It should be noted that many states do not require bilingualleducation

certification.
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t

TABLE 4.3

TEACHERS' HIGHEST DEGREE

(Data Source: Classroom Teachers; N = 277;
Resource Reachers; N = 170)

Classroom
Teachers

Resource
Teachers

Bachelor's. Degree 74% 40%

Master's Degree

MA. 7 18

MS 3 10

MEd 15 23

MAT 1 1

Doctor's Degree 1 3

Other 1 5

TABLE 4.4

TEACHER AIDES' EDUCATION LEVEL

(Data Source: Teacher Aides; N .11 275)

Education Level' Percentage

Up to Grade 8 1%

CoMpleted Grade 8 0

Beyond Grade 8, but ho
high school degree 4

GED 16

High School Graduate 36

Some Vocational School 2

'Vocational School Graduate 1

Junior College 28

Associate's Degree 2

Bachelor's Degree el

Master's Degree 1

Other Degree 1

Total 100.0%

?s.
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Classroom teachers who reported using the native language in the

t aching of all subject areas (modified Fishman-Lovas approach Types II and

V) were more likely to be certified in bilingual education (46-65%) than

`4eachers who reported that other approaches were used (2-33%). Certifica-

tion in bilingual education appeared to vary for resource teachers by

language within new projects. Alist half of those in Spanish-only first-
_

° year projects had such certification, as opposed to only 10% of those in

other projects.

TABLE '4.5

NUMBER OF YEARS TEACHERS HAVE TAUGHT

(Data Source: Classroom Teachers; N = 277;
Resource Teachers; ,N = 170)

Years Taught

Percentage of
Classroom Teachers

Percentage of

Resource Teachers

Less than 1 year 6% 4%

1-3 years 15
*

14

. ,

4-6 years 27 20

7-9 years 12 18

10-12 years. 8 12

AMore than 12 years 31 33

Total 100..0% 100.0%

As shown, on Table'4.5, 31% of the.clasaroom teachers had more than -

12 years of teaching experience, and only 21% had less-than four years of

..,
perience. It was also found that 32% of resource teachers had over 12

Itt... ,

s of teaching experienge;'.and 27% had less them 4 years of experience.
.-----)

h of expertence varied by 'project type. Classroom teachers in small

projects, especially small older projects and smalI,projects that served

languages other'than Spanish, reported more teaching expertence than did

130.
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teachers in other projects. On the other hand, resource teachers in large

projects reported more experience than resource teacherS in tmall

projects. Also,resource teachers in older projects and in Spanish-only

projects reported more experience.
A

1

As might be expected, aides had less experience. About 20% had

less than a year of experience as an aide, and nearly half had less than

four years of total egperience.

Over half of the classroom teachers had been in their current

teaching positions for'less than four years, and over 80% for less than

seven years. Le'hgth of experience in current position varied slightly by

the type of language and new/old project's: teachers in new Spanish -only

projects tended to have shorter tenure than teachers in other projects.

qt

The most common type of previous experience among both the resource

teachers and the classroom teachers was that of teachidg in a monolingual

English-speaking classroom. This experience was report d by 58% of each

group of teachers (see Table 4.6). Forty-two p nt of the resource

teachers and 31% of the classroom teachers had previolily taught in

bilingual education classrooms. It was disco found that 18% of the resource.

teachers and 6% of the classroom teachers had previously held posi ons as

bilingual resource persons.

Across all types of projects, 66% of the classroom teachers

reported some proficiency in a language other thane English, most commonly

Spanish (See Table.4.7). Most said they were proficient in only one

additional language and only about 10% claimed some proficiency in at least

two other languages.

Teachers in large projects were much more likely to report pro-

ficiency in a second language (84%) than teachers in mid-size or small

projects-(less than 50%). While almost three-quarters of the classroom

'teachers in older projects reported that they had somfi6proficiency in a

second language, slightly less than half of the teachers in new projects

reported this. One hundred perceni3fithose in new Spanish projects said.
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-104 -'

TABLE 4.6

TEACHERS' EXPERIENCE PRIOR TO TEACHING IN PRESENT GRADE AND SCHOOL

(Data Source: Teacher Interview; Classroom Teachers, N=277;
Resource Teachers, N=170)

Classroom Teachers Resource Teachers

Type of,Experience

c.

Percentage.
ofTeaphets

Mean Years
of Exper-
ience

Percentage .

of Teachers'

Mean Years
of Exper-
ience

Teacher in a
Education Classroom

Teacher in a Monolingual
English-Spe g Classroom,

Teacher Aide in a Bilingual
Education Classroom

Teacher Aide in .a Monolingual
Classroom

Bilingual ResObrce Teacher

ESL Teacher

Community Liaison Person

`31%

58

13

12

6

10

7

4.7

8.4

3.5

2.1

2.8

2.9

3.7

42%

58

9-

12

18

25

14

5.1

6.9

2.5

2.5

2.6

3.9

4.7

O

C.

TABLEL4.7

TEACHERS' FACILITY IN LANGUAGES

(Data Source: Teachers;N = 277)

Yes

Speak, read or write
other than English?

65.6%

Teach in any languages .83.4

otherthan English?

1616
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A

)s.

they were proficient in a second language as opposed to only 20 percent of

those in other new projects. Hgardless of project age, teachers in

Spanish-only projects were more likely (79%) to be profiCient than teaCpers

in other projects (45%). Teachers who reported both languages were used in

all subje4ts (Types II and V) were more likely to report being proficient

in a second language (7 % and 86% respectively) than teachers who reported

that other approaches wer used (the percentages ranged from 27% to 63% for

Types_ I, III and IV) .

For each language other than Englishi the classroom teachers were

asked about their proficiency in three separf:te skill areas: speaking,

reading, and writing. Almost all of the teachers reportedproficiendy in

all three skills in their second language. CNo attempt was made to verify,

proficiency levels by administering any form of test.) Howeverbeyoncltwo

languages, the proportion with proficiency in all three skills dropped

markedly, and very few teachers had multiple skills in more than one

language other than English. Teachers in older projects, large projects,

and projects which served only'Spanish students more frequently reported

being proficient in:all three skills in their second language than did

teachers in other projects. Within new projects, teachers in.Soanish-

only projects were also more likely to be proficient than teachers in other

projects. Teachers who reported that both lerIguages were used to teach all

subjects more frequently reported being proficient in all three skills;

.Half of the classroom teachers reported that, at some time during

their teaching careers, they had taught in a language other than English,

and most of these teachers (more than 80%) felt very comfortable teaching

in the other language. In fact, almost all.of the teachers across all types

of projects who taught, in non-English languages felt "very comfortable"

doing so.

4

'4.4 Principals' Qualifications

Principals in schools served by Title' VII had rather extensive

experience (See Table 4.8). Their average number of years in the principal

position at any school was 11. The principals had a substantially shorter
r
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tenure at their present schools. Two-thirds had held this position from

one to five years, and only 16% had held it 11 years or more.

TABLE 4.8

PERCENT OF\PRINCIPAA6 WITH DIFFERENT. YEARS OF EXPERIENCE

AND YEA.RS OF INVOLVEMENT WITH BILINGUAL EDUCATION

(Data Source: Principals;N = 118)

Number of Yes
Years

Percent of Principals
of Experience Years of Involvement

as Principal with Bilingual
(any school) Education

17,3 20% 32%
fe"

4-6 19 30

7-9. 11 14

10-12 13 12

13-15 11 7

16+ 26 6

The principals',experience'with bilingual education as a teacher

or administrator was also substantial (Table 4-8). The average number o

years of experience was seven.

Overall, the principals' experience with bilingual education varied

by language served. Specifically, principals of Spanish-only projects had

significantly more experience with bilingual education than did principals

serving other language groups. Principals who reported that both languages

were used for instruction in all subjects (Typ\es II and V) tended to have

more bilingual education experience than aid principals who reported that

only an ESL-approach (Type I) was used. Since the principals' experience

with bilingual education appeared to correspond closely with their tenure

at their currentritle VII school, it is reasonable to speculate that most

of their bilingual education experience had been gained during their

leadership of their present school.
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\
-twoy-two percent of the principals reported that they could speak

the languag (other than English) which was addressed by the project in

their school (See Table 4.9). And, of the group speaking their project's

language(s), 83% reported using it in their work. The principals' ability

to speak their project's language(s) varied by several project character-

istics. SpaLtsh-only project principals most frequently reported Spanish

language facility. Principals of large and older projects also reported

project languagefacilit more often than did principals of other

projects. Principals wh reported that students were taught only reading

in both languages (Type IV) were more likely to report that they spoke a

project language (68%) than did other principals who reported a strictly

ESL approach (20%).

TABLE 4.9

PRINCIPALS' LANGUAGE ABILITY

(Data Source: Principals; (N.= 118)

Yes No

Speak any language other
than English?

Use this language in
your work?

43%

83

:58%

17

In sum, the Title VII principals were experienced in the school

leadership role and with bilingual education generally. A substantial

number could speak and use the project language in their work.

4.5 Technical and Other Project Assistance

In 1974 the Congress greatlyexpanded the scope of the Bilingual

Education Program, with one result beinTan .Vhasis op providing

supportive services to local projects. In particular, the program supports
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a national. network of centers, currently called Bilingual Education Service

Centers (BESCs) and Evaluation and Dissemination Assessment Centers (EDACs).

According to the regulations (April 4, 1980), BESCs "prcvtde training and

other services to programs of bilingual education...within designated

areas." EDACS "assist programs of bilingual education...within designated

service areas in assessing, evaluating, and disseminating bilingual educa-

tion materials." Following initial project approval, OBEMLA negotiates the

funding level. During and following such negotiations, the projects must

revise their plans to meet the funding requirements. OBEMLA monitoring

functions Include both service-oriented and oversight activities.

4.5.1 Bilingual Education Service Centers (BESC)

.The Study found that 77% of all Basic projects reported receiving

scrvices, materials, or training from a BESC (See Tables 4.10 and 4.11).

Most of those receiving services were positive about those services.

Specifically, two-thirds or more of the project directors reported that

their BESC was "moderately effective" or "very effective" in the following

areas: planning, operations, achievement and proficiency test selection,

working with parents, and evaluation.

Within the K -6 un'.verse, a high percentage of project directors

within each language group reported using BESC services. Such use was most

frequently reported by directors of Spanish-only single language projects

(84%) and least frequently reported by directors of "other" language pro-

jects.(7A). OverRil, project directors shared similar views about BESC

effectiveness. However, directors of Spanish-only,projects found BESC

assistance tn program operations, selections of language proficiency tests,

and working with parents more effective than did directors of other pro-

jects.

4.5.2 Evaluation and Dissemination Assessment Centers (2:DAC)

Relatively little use appeared to be made of EDACs. Forty-eight

percent of the projects had never requested assistance and 38% had
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TABLE 4.10

L
ASSISTANCE FROM BILINGUAL EDUCATION

SERVICE CENTERS-(BESC)

(Data Source: Project Direccors; N=524)

Project Use of

Services, Materials or

Training from a BESC

Yes. No

77% 395 23% 117

TABLE 4.11

EFFECTIVENESS OF BESCs

(Data Source: Project Directors; N=524;

4.11,

Not
Effective

Moderately
Effective

. Very
Effective

,planning the Program 19% 41% 40%.

!Operating the Program 20 44 36

Svaluaiing the Program 26 45 29

Selecting Achievement 36 41 23

I Tests
S

Selecting the Language
i Proficiency Tests

2P 41 32

;Working with Parents 14 47 38

1 :17
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recuested help only once or twice (see Table 4.12). However, those project

directors who used EDACS frequently were very satisfied. Directors serving

:Spanish-only projects indicated the most satisfaction.

4.5.3 Office of Bilingual Education and Minority Languages Affairs

(OisEMLA)

The' response to questions regarding assistance from OBEMLA was

mixed (See Table 4.13). Less than half of the projebte found OBEMLA

assistance useful in training and technical assistance (43%)-, programmatic

and resource materials (33%), statistical information.- (388), and

preparation of project applications (50%). However, nearly two-thiras

(64%) found advice and support froth their OBEMLA project officer useful.

Table,4.14 shows the project directors' ratings of the usefulness'

of OBEMLA to the project. Within the K-6 universe, there was little

variability across project type regarding usefulness of assistance received

from OBEMLA. There was variability in project directors' perceptions 9f

the usefulness of OBEMLA's assistance ih preparing project applications.

Director:: of Sr&nish-only projects found such assistance less useful than

did directors of projects serving other languages.

4.5.4 State Education Agencies (SEA)

The role of SEA assistance was also examined (See Tables 4.15 and

.4.16). In essence, states play a variable role in the implementation.of

federally-funded programs depending, in part, on the state's historical or

mandated activities in the program area of concern and on the role assigned

to states by the federal law mandating the program. Many states have

bilingual, education laws and fund bilingual education. programs. However,

some portiois of these laws and programs may ot be fully congruent with

ESEA Title VII law and regulations, making difficult for local

educational agencies to meet both state and federal requirements.*

*For example, see Case No. 12 which illustrates how strict state guide-

lines can detract from the flexibility of the local project.
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TABLE 4.12

ASSISTANCE FROM EVALUATION DISSEMINATION
AND ASSESSMENT CENTER (EDAC)

(Data Source: Project Directors; N 524)

.

Frequency of Solicited
Assistance from EDAC
This Year

Never
Once or
Twice

ee to
lii Times

More Than
Six Times

48% 38% ".._, -711% 3%

To Little
or no Extent

To some
Extent

-To a Great
extent

Don't
Khcw

I:, ent that Project 45% 43% 11% 1%

:ed EDAC Materials
.

-nd Services

Extent of Satisfac-
tion of Project
With EDAC

t

Not ,

Satisfied

Slightly
Satisfied

Moderately
Satisfied

Very
Satisfied ,

1% 17% 48%
. .

34%

13j .
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TABLE 4.13

USEFULNESS OF U.S. OFFICE OF BILINGUAL EDUCATION

AND MINORITY LANGUAGES ,PFAIRS (OBEMLA) TO THE PROJECT.

(Date Source: ,Project Directors; N - 524)

Yes. No 'Unused

aining and Technical
sistance

lrogrammatic and Resource

43%

33

-... 18%

22

39%

45

.terials

statist/Cal Information 38 21 41

chnical Assistance in'
reparation of. Project

gal:cations

50 18 33

.

.

dvice/Support from the
sBRMLA Project Officer

64 13 23

TABLE 4.14

OVERALL USEFULNESS OF OBEMLA TO THE PROJECT

(Data Source: Project Directors; N ma 524),

Not at All A Little Some A Great Deal

23% 22% 35% 20%.
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TABLE 4.15

USEFULNESS OF ASSISTANCE. ROM STATE EDUCATION AGENCY (SEA)

(Data Source: Project Directors; N = 524)

Yes No

.

Unused

General /raining and Tech- 76% 9%

/,..

15%.

nical Assistance '

Technical Assistance in 74 10 6
Preparation of Projec

.

Application .

.

Identification of Resource 64 13 23

Personnel, and Materials
.

Programmatic and Resource 58 15 27 ,

Materials
4

TABLE 4.16

OVERALL USEFULNESS OF SEA THIS YEAR

(Data Source: Project Directors; N = 524)

Not at All A Little Some A Great Deal

7% 20% 36% 37%
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Within ESEA Title VII, the states have a fairly limited role.

'Funds do not "flow through" the state; rather, projects are funded

:directly. States are mandated, however, to review project applications

from school ditstricts in their jurisdiction and state agencies receive

grants to coordinate Title VII technical assistance.

t

In the present Study, projects seemed to rely relatively heavily

on their.respective SEAs. About three - fourths found SEA help useful in

genemal training and tenical assistance (76%) and assistance in prepaing

project applications (74%). A majority found that their SEA helped them in

identifying personnel and resources (64%), and resource and program

materials (58%). Within the K -6 universe, project director perceptions of

SEA usefulness varied little by project type.*

4.6 Summary

C

The findings regarding staff characteristics senerally show that

staff invo7ved with Title VII projects had appropriate qualifications and

experience The typical. project director was a professional educator with

strong relevant qualifications, and had two or more years' experience with

Title VII. The directors wit most teaching experience were found in

the Spanish-only projects Most of the project directors had a master's

degree.

Principals of sc .ols served by Title VII also had substantial,

relevant experience% The age principal had 11 years':experience in the

ition and also had 7 years' expwAence with Title VII. Additionally,

almost halethe principals could speak a second language and, of these, 83%

used it in their. work.

*See Case No. 13 'for an example of a SEA's role in a project's' development.

DEVELOPMENT ASSOCIATES, INC.
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In accordance with the federal mandate, classroom teachers are not

funded by Title VII. Title VII does, however, fund a variety'of profes-

sional staff positions to assist the classroom teachers. These additional

staff positions include resource teachers who work with classroom teachers

and students a regular basis although they are not assigned to a single

classroom unit. They very often work with specific students from several

classrooms on an individual or group basis on a regular schedule. They may

be.specialists in ESL, for example, or native language reading teachers.

They may also be speech therapists, special educators, subject matter

specialists, curriculum coordinators who provide direct assistance to

teachers, or teacher trail rs who provide inservice training either on a

one-to-one, as-needed basis or on a more formally scheduled group basis.

Other staff employed by. Title VII included evaluation sliecialists and

community liaison specialists.

The majority of classroom teachers (66%) reported that they were

profidient in a language other than English. More than three-quarters of
1

the classroom teachers in large, older projects and projects which served

Spanish-only students reported such proficiency, while less than half of

the teachers in new, small projects which served other languages reported

language proficiency.

Forty percent of the classroom teachers and 30% of the resource

teachers were certified in bilingual education. Teachers were more

frequently certified in Spanish-only projects, in large,projeCts and in

projects which used the native language to teach all subjects. Although

the method used to draw the sample precluded, making state-by-state

estimates, bilingual education certification is probably related to state

practice. Bilingual education is:a new area of'concern in mapy;states,, and

many states do not provide for such certification.

Virtually all teachers had a college degree, wi1,-.h one-quarter of.

the classroom teachers and over half the resource teachers also having a

graduate degree, usually an MS in Education. Further, 90 percent of

classroom teachers and 70 percent of resource teachers were certified to

teach at the elementary level,and 60 percent of the resource teachers also

o

had certification as a specialist.
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Aides were used in eighty-seven percent of the classrooms in the

sixty sites lisited; They were more frequently used in Spanish-only

projects, which also tended to use volunteers and student teacheri.more

frequently than projects which served other languages. Aides were most

frequently used-to assist the teacheis in teaching ESL and native reading

and language arts; they were seldom used to assist in the teaching of

sdbial studies and science. In sum,rmost staff and teachers were

appropriately=qualifiedto perform their position in terms of training,

experience and language skills.

Title VII Alingual education projects generally. found that BESCs

were useful, but EDACs were not. OBEMLA's services tended to be viewed in

mixed fashion. The role of the State Education Agency was viewed

4

positively. In almost every area, projects found SEAs to be helpful.

Stnce the role of states in Title VII is more limited than in many federal

programs, this view of the states' role is important. Indeed, 'it appears

that the states are playing an increasingly important and efective.xole

with regard to technical assistance and personnel. with bilingual education

programs regardless of funding source:'

This chapter has provided characteristics of local Title VII staff-
.

as well as a summary of the role of agencies involved in providing.technical

assistance to these projects. The chapter which follows focuseeon project

implementation; The characteristics presentelia in this chapter also come

into play in the following chiPter on project implementation.

A
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CHAPTER 5

THE PROGRAM AS IMPLEMENTED

5.0 .Scope of this Chapter

This chapter' focuses on the instructional component of local pro-

gram operations. In doing so, it returns to several areas discussqd in .

Chapter 3 and treats them in greater detail. For example, Chapter 3

examined the modified Fishman-Lovas (1970) language-use typology from the

project directors' perspectives. Section 5.1.1 examines it from the

perspective of several different types-of diktrict administrators and

compares their views with those held Ly the teaching staff to assess the

overall extent to which personnel agree on hoW to imple:lent program

features. Similarly, Chapter 3 presented descriptive f=,n-r.:ings on the

languages represented in the classroom. SectiOn 5.1.1 explores this topic

on a more indepth level, dealing with the use of different languages to

teach reading at individual grade levels, as well as presenting findings On

the language of instruction for several other subjects. Section 5.1.1 also

deals with identifying groups of projects which represent distinctly

different instructional approaches to the education of LEP students.

Section 5.1.2 focuses on aspects of the project management

component which are related to student progress. It first examines the

approaches that are used to ascertain entry into and exit from theprogram,

and then focuses on the grades at which students usually exit from the

program. 'It concludes with findings on the types of procedures projects

use to follow the progress in all_English medium classrooms of exited

students. Section 5.1.3 describes the type of staff development activities

which were reported to have taken place during the 1980-81 school year and

earlier.
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Section'5.2 deals with the many different phenOmena which can

influence (a) the type of program a local school system attempts to

implement, and (b) the extent to which the school system is successful in

starting up.and maintaining that program. A selected set of such

project-level factors from Chapter 3 -- project size and age, ana the

languages served -- has been used as the basis for:sub-group analyses.

Section 5.2.1 explores many of the f xbrs Which influence local

program implementation as well as some which are beyond the control of

those who are responsible for implementing projects. For example, project

staff cannot control a hurricane's destruction of a school building or the

number of LEP students residing in a school district. On the other hand,

project staff may be able to exert some influence, although perhaps not

control, over other factors. This includes, for example, the number of LEP

or non-LEP students in a class, or the number.of hours that teach is'are

permitted/recuired to participate in inservice training. Then there are

factors over which project staff have more or lessdjx.sc.f.-control, e.g.,

the form and content of that inservice training, and the ways in which

evaluation data will be used to revise the Title VII instructional.'

program. Section 5.2.1 both reviews factors which previous studies have

found to be important and discusses how those factors appear to be

influencing the implementation of Title VII programs.

While Chapter 4 and Section 5.2.1 explored the reported influence

of individual factors at the federal, state, and local levels on project

implementation, these factors are often interrelated. Several multiple

regression analyses were therefore conducted which explored the influence

of these factors on project implementation and, at the same time, took

their interrelationships into account. The re s of this work are

discdssed in Section 5.2.2.

Chapter 5 concludes by discussing the important area of project

plans for the continuation of the program after federal funds cease. If

the LEA has not planned well, the discontinuation of funds is likely to

mean a major reduction in the program's scope or its discontinuation. how-
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ever, if the LEA has successfully used the grant funds as "seed money," the

riew program will probably continue even though federal funds have termin-

ated. Section 5.3 summarizes the perceptions of local project respondents

of the likelihood that projects or their components would be continued if .

Title VII funds terminate.

The Implemented Instructional Component

A major focus of the Study was on toe instructional component of

the Basic projects. In this section, data and findings are discussed which

relate to aspects of the,instructional component, including instructional

approaches and the management Component. A discussion on staff training

and development is also included.

5.1.1 Instructional Approach

In this sub- section on instructional approach, finding arere

presented on externally developed instructional approaches, and tf.-e-

variation in language of instruction present in bilingual education

classrooms. This sub-section,also'co4eins findings which relate to the

use of pull-out approachese:the kinds of distinctly different instructional
,

approaches being used-to educate LEP children, and other program services

avaislele to project students.

5.1.1.1 Externally Developed Approaches

Twenty-seven percent of the project directors in K-6 projects

(27%) reported that they had adopted an externally developed educational

approach for instructing their students. However, the specific curricula

chosen varied widely and no single approach was mentioned by more than two

directors. The curricula mentioned included some developed commercially,

as well as some developed 'by state education agencies, Title IV and VII

assistance centers, and universities.* The wide diversity of adopted

*One interesting case illustrates the difficulty in long-term planning due

to a lack of a viable model -- in this instance, its dev ep took

seven years.' (Case, No .1.) See also Case No. 4 for a roject's d iculty

in using an externally developed curriculum.
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approaches found here i,s congruent with Jones' comprehensive review of

educational practices in the field, prepared for Development Associates'

study of the State, of Californial:Lbtlingual program (Jones et al.,.1960,

Chapter III).

5.1.1.2. Language of Instruction

A primary goal of ESEA Title VII is to help districts develop

programs of bilingual education which assist cAildrer of limited English

proficiency in improving their English language skirls. Title VII mandates

that LEP students be given instruction in English language skills and, to

the extent necessary to achieve competency in English, in the native

language. Depending upon the language group served, the philosophy of the

local district, and a number of other factors, projects. develop general

guidelines for their use of the snaV.ve language in instructia. Individual

teachers may then modify those guidelines within certain district-oriented

constraints to meet the needs of individual Students.

In Chapter 3, this report pointed out that in terms of the odified

Fishman-LOvas typology, the majority (67%) of K-12 project directors

reported using loth English and the native language for instruction. with a

predominant emphasis on English (types II-1V). Chapter 3 also noted that

28 percent of K-12 projects taught all subjects in both languages (Type V)

'and 5 percent used an ESL approach (Type I). Table 5.1 indicates that

although there was some variability, a similar. pattern of response to those

of project directors was provided by other district staff for grades pre

K-6. The data show that, with the exception of the aides, respondents

reported that Type II projects predominate and that Type III are the least

present.

/°°
There does appear, however, to be some difference between the

perceptions of the central office administrator's. (project directors,

superintendents, and federal programs coordinators) and most of the school

level practitioner groups (resource teachers, principals, teachers, and

teacher aides) with regsrd to the prevalence of Type I and Type II

programs. Specifically, mrre administrat*s than practitioners reported

148.,
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TABLE 5,1

PgiCEEkAGE OF PROJECTS BY TYPE OF TITLE VII PROGRAM AS REPORTED

BY VARIOUS ADMINISTRATORS AND PRACTITIONERS

(DATA SOURCE: RESPONDENTS IN PROJECTSSERVING GRADES K-6; SEE EACH COLUMN BELOW)

___....
Type of Program

SUPER-

INTENDENT

FEDERAL

PROGRAMS

COORDINATOR

, PROJECT

DIRECTOR PRINCIPALS

PAC

CHAIRPERSON TEACHERS

TEACHER

AIDES

Classroom Resource

Type I - ESL taught to LEPs;

all other subjects taught

in English 6% 12% 7% 21% 9% 13% 19% 20%

Type II - Native language

used only until student

can function in academic

subjects taught in English 45 48 48 35 38 36 37 27

Type III - Native langua

taught orally; reading a d

all other subjects taught

in English 4 5 7 4 7 10

,

9 11

Type IV - Reading taught in

both languages; other

slieectstauthlish

Type V - All subjects taught

in both languages

8 6

,

1

14

k

17 . 10 13 12

0

29 23 21 21 30 27 19 28

Mixed 8 7 3
3

6

Number Responding 60 56 60 117 59 267 163 274

,
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'that their programs were hest characterized as being a Type II prognim. In

contrast, more practitioners than administrators reported a Type I program,

i.e. that ESL is being taught to LEP students and all other subjects are

taught in English.

This latter difference in how practitioners ard administrators

perceive the.instructional approach being used in their projects or

district may be assodiated with the fact that the school level,

practitioners have a greater familiarity, with what is happening in the

m classroom. Apparently, the native language is not being used as much as

district-level administrators belieN2. alternatively, it may be that

school-level practitioners and district-level administrators tend to set '

different criteria for how.much use of the native language must occur

before stating that it is used in the instructional setting. For example,

a superintendent might report that the native lahguage is used if s/he

knows that-teachers. use it in a supplemental fashion to aid in'certain

students' Comprehensidn. On the other hand, a teacher might report its

instructional use only if it is used to explain ,a major portion of the

lesson.

While the perceptions of the superintendents, federal programs

.co,rdinators, and PAC chairpersons varied very little across project types,

the perceptions of project directors, principals, teachers andaides did

vary. While many of the variations were minor in nature and/or pertained

to only one type of staff, there were two general trends. Staff in older

projects had a L.--/mewhat greater tendency to report that Type V (all

subjects in botY languages) was used than did their counterparts in first

year projects. For example, 31 percent of teachers in older projects

compared to 17 percent in first year projects reported the use of Type.V.

Similarly, there appeared to be a somewhat greater tendency for staff in

Spanish-only projects to report the use of Ty es II or.V than their

counterparts in projects which served other l4nguage groups. For example,

38 percent of superintendents in Spanish-o y projects compared to 22

percent in other language group 'project reported the use of Type V.

151
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As part or the educational process, the projects may use the

student's native language to differing extent6 and in different wa,,s. The

use of the native language in instruction may depend upon number of

factors, including,. bolt not 'limited to: the grade, thd 4ubject being

taught, the students' proficiency in English and/or the native language.

and the availability of appropriate instructonal As Teble 5.2

shows; almost half of the project directois reported the'. they used the

students' nLtive language to teach their projects' LEP non-readers to read.

However, the language in which LEP non-readers are first taught to read

varied by project language. Whi: the native language was Awed exclusively

in 75 percent of the Spanish-only projects, it was used in less than 20

percent of projects that served other languages. Conversely, English was

used exclusively in only 2 percent of the Spanish-only projects, but was

used exclusively in over 60'percent of the "other" language projects. This

may be a function of the materials available to teach reading and/or

teachers' ability to teach in the native language.

TABLE 5.2

PERCENTAGE OF PROJECTS BY THE LANGUAGE USED TO TEACH ALL PROJECT

STUDENTS AND LEP STUDENTS TO READ

(DATA SOURCE: PROJECT DIRECTOR; N=60)

Language used to
Teach Project LEP
Non-Readers to Read

Language Used to Teach all-Project
Students to Read I Total %

Both Native
and English

Native English Varies

Both Native & Englis

Native

English

Varies ,

6%
.

11

0

0

0%

28

5

0

° 2%

0

18

2

2%

9

7

10

10%

48

30-

12

Total % 17 33 21 28 100%

Note: 62% of all k-6 projects ase the same language to teach LEP

non-readers to read as they do with aLl students in those projects.
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As Table 5.3 shows, project director reports of the language used

to teach LEP non-reading students to read are congruent with.theii reports

of the type of language approach their projects take. For example, of

those who reported using both languages for all subjects .(Type V), over 80%

reported using the native language exclusively with LEP non-reading

students. On the other hand, of those who reported using an ESL-approach

exclusively (Type I) none reported using .the native language exclusively. ,

TABLE 5.3

PFRCENTAGES OF PROJECTS BY
RELATIONSHIP BETWEEd THE LANGUAGE USED TO TEACH LEP NON-READERS

TC READ AND LANGUAGE APPROACH TYPE
(DATA SOURCE: PROJECT DIRECTOR; N=60)

Language Used to
Teach Project LEP
Non-Readers to Read

Language Approach Type*
Total %

I II III
.

IV V

Both Native t English 3* 2% 0% 4% 0% 9%

Native 0 23 0 7 18 48

English 3 20 5 2 3 33

Varies 2 5 2 1 0 10

Total % 50 7 4 21 I 100%

*Language Approach:
Type I - ESL taught to LEP students; all other subjects taught in

English.
Type II - Native language used only until student can function in

academic subjects taught in English.
Type III - Native language taught orally; reading and all other subjects

taught in English.

Type IV - Reading taught in both languages; other subjects taught in
English.

Type V - All subjects taught in both languages.

When asked if their approach to language use varied with

particular grade levels snd subjects, project directors tended to report

that their programs used one language approach for several grade levels,

and than shifted to anoth3r language approach. For example, a project
4

might use only the native language in kindergarten and in the first grade,
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and then use both the nat language and English in grades two and three

An all subjects. Anothe Koject might always use both languages to .teach

math and the native language to teach reading in the first three grades, and

then use both languages to teach all subjects for the.next two grades.

While it appeared to be a fairly commop practice to use one language

approach for a period of time in one or more subjects, and then to change

to ahother language apprciach for at lea,stsome cf the subjects, there

appeared to be no clear-cut or specific grade at which such'changes usually

occurred. This may be because of the individualized needs which LEP

students and particular language groups have.

In ,general,there appears to be a relptively greater tendency to

use the native language 4.e the lower grade levels and.to use English more

frequently at the Upper grade levels., Pot example, between 17 and 27 .

percent of all Title VII pr..-jects serving gradeskindergarten, one or twc4

used the native language in teaching any of four academic subjects (math,

reading, science, sopial studies). In contrast, for projects servinr grades

three or thereafter in th-lse same subjects, the typical- percentage of

projects using the native language was 10%. Virtually every subject area

indicated the same pattern: a declining use of the native language with

increased grade:level, which, in the older grades levelled off at

approximately half of the kindergarten or first grade percent of use.

t

In a similar fashion, although less pronouncec., the percent of

projects reporting the use of both the native language and English in the

four academic subject areas was lowest in the lowest grades, ranging from

55 to 64 percent in grades kindergarten and one, increasing over the next (

two.grades (ranging from 58 to 71 percent), then declining slightly over

the remaining grades (ranging from 52 to 67 percent). This gradual pattern

may also reflect the proportionately lesser use of the native language as

students remain n school and receive instruction.

Table 5.4 shows the mean percent of project grades being served

within the K-6 sequence in which English or the native language was used

exclusiyely or in which both languages were used. These percentages,

computed on a project-by-projAct basis, were cross-tabulated.by the
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TABLE 5.4

PERCENT OF PROJECT GRADES (K-6) USING DIFFERENT LANGUAGE APPROACHES

(DATA SOURCE: PROJECT DIRECTORS IN K-6 PROJECTS;N=401)

Language Used by
Subject Area

Language Approach Type of Project*

OverallI II III IV V

Both languages
Math 43% 65% 35% 46% 77% 63%

Reading 34 58 38 68 75 62

Science 46 5S' 30 38 74 58

Social Studies 54 62 53 50 77 64

Other 41 51 54 36 68 53

Average 46 57 45 50 69 58

English Only
Math 52 15 56 38 11 22

Reading 66 20 53 21 8 21

I- Science 54 21 65 56 13 28

Social Studies 46 17 39 35 10 20

Other 59 38 38 58 20 36

Average 49 26 44 40 19 29

'Native Language Only
Math ** ** ** ** ** `16

Reading 0 24 9 14 18 , 19

Science 0 21 6 8 14 15

Social Studies ** ** ** ** ** 17

Other ** **v *.* ** ** 11

Average 5 25 10 17 17 20

*Language ApproaCh:

Type I - ESL taught,to LEPs; all other subjects taught in Englisku

Type II - Native language used only until student can function in

,academic subjects taught in English.

-Type III .Native language taught orally; reading and all other subjects

taught in English.
Type IV'- Reading taught in both'languagest other subjects taught in

English.
Type V - All subjects taught in both languages.

-**These percentages did not ditter significantly from each other; they were

quite similar to the overall perdentage for a given language use and

subject area. Therefore, they are not included in this table.

NOTE: ,Column percftatages added together from a particular subject area's

three types of language use (Both; English Only or Native Language

Only) will_not total 10.0% since data were adjusted as needed for the

number of grades per project.
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project's, language approach (as stated by the project director). For

example, across all projects, on the average, English was used exclusively

to teach math in 22 percent of the grades, while both languages were used

in 63 percent of the grades. As Table 5.4 indicates, according to E-6

project directors, both languages were used for all subjects 58% of the

time. Ho4ever, as would be expected, this varied by the project's language

approach. Project directors who stated that the projects were using both

languages to teach all subjects (i.e., Types II and V) so reported using

both languages across a larger perceht of grades than did other project

directors. (These findings also provide some evidence confirming the

validity isk f the modified Fishman-Lovas typology used in this Study.)

5.1.1.3 Time pent in Instruction

Classroom teachers were asked about:

fa) the length of time the average LEP student spent in grqup

instruction in seven major subject areas,.

(b) the portion of that instruction usually given in English and

the portion usually given in the native language, and

(c) whether the instructor was usually a teacher or an aide.

Several teachers reported that their instructional time in various

subject areas overlapped, and their reports of the amount of time spent in

different instructional areas reflected this. For example, a teacher might

not devote a specific instructional period to ESL but might use ESL

techniques during each instructional period. Referring to Table 5.5, the

amount of group instructional time for LEP students reported by the typical

teacher varied widely by subject, ranging from o high of six hours per week

in English reading and language arts to a low of about one hour per week in

cultural enrichment. The size of the standard deviations reported in Table

5.5 also bear out this variability. In addition to these subject areas,

the typical teacher reported that his/her LEP students were occupied for

about three and one-third hours per week in math and two and one-half hours

per week in native reading and language arts. Science and social studies

each occupied one and,one-quarter, and one and one-half hours per week,
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TABLE 55 . ,.

,

NUMBER OF MINUTES PER WEEK OF GROUP INSTRUCTION RECEIVED BY LEP STUDENTS BY SUBJECT AND LANGUAGE USED

(DATA SOURCE: CLASSROOM TEACHER: N=277)

.

,

,

-,-;.' '-.-,..--
Minutes of Minutes/Week' in Minutes/Week in Percentage of Percentage of

Subject Number * Instruction/Week Engliih Native Language. Time Given'to Time Given to

Responding Median Mean (S.D.) Median Mean (S.J.) Median Mean (S.D.) English Native Lan .

English

Reading &

Language ArtS 200 359.5 397.1 (220.0) 300.0 35]/..2 (221.8) 7.5 46.3 (72.1) 86$ 14%

ESL 157 150,5 227.5 (174.0) 149.5 4.82.5 (136.9) 9.8 45.0 (16,0) 82 18

Native Reading

1

& Language

Arts 168 149.2 201.4 (176.8) 0.131 20.4 (48.9) 134.9 181.0 (176.1) . 12 . BB.

Mathematics 220 198.8 200.1 (92.6) 142.7 147.9 (102.4) 29.9 52.1 (63.3) 71 29

Social Studies ,200 89.5 101.1 (57.6) 59.7 72.0 (54.6 12.0 29.2 (40.7) 72 28

Science 209 74.6 .92.0 (69.9) 48.1 69.3 (68.3) 12.0 22,7 (31.0) ,'!'n 27

,

Cultural

Enrichment** 88** 59.9 76.8 (85,2) 35.8 52.4 (90.6) 24.0 36.2 (94.7) 61 39

.

* Number of classrooms with some instruction in subject,

** Sometimes covered during instruction in other subjects.. .

,

1Due to.66% of these teachers reporting no minutes per week in English; excluding that group, thd median

is 42.2 minutes. t
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respectively. Overall, regardless of subject area, the median percentage

use of English was 72%.

Table 5.5 also shows that in all sub cts except native reading

and language arts, LEP students typically were t ght in English. (This

agrees in general with the reports of the project u rectors shown in Table

5.4 and discussed earlier.) Not surprisingly, in rat e reading and

language arts, the native language was used 88 percent of the time. The

other subject area with relatively higher native language use was cultural

enrichment, where the native language was'used 39r.percent of the time on

the average. In other subjedt areas, the native language was only used, on

the average, between 14 and 29 percent of the time.

The extensive use of the native language in the teaching of.native

reading and language arts did:not vary by grade level. (See Table 5.6.)

However, while the native language was used in, English reading and langliage

arts only 14 percent of the time across all grade-levels, its usage did

vary somewhat by grade level. Whereas kindergarten teachers used the

native language over 23% of the time and first grade teachers over 17%,

teachers in grades 2-6 generally only used the native languag between

6-12% of the time.*

The use of native language also varied by project size, language,

age and approach. In all subjects except for ESL, and native reading and

language arts, teachers. in large projects reported that they used the

native language for a larger percent of time than did teachers in small

projects. Teachers in Spanish-only projects reported using native langUS.ge-

for a smaller percent of time in ESL, and for a larger percent of time in

math, social studies, and science than,did teachers in other projects. In

all but ESL and reading, teachers.whb reported using typology approaches II

and V (both languages) reported using the native language more (3.0-54%)

than did teachers.who said they used the other typology approaches (3-28%).

*Case No. 8 provides an example of a strong English program in a'Native

American setting.:

1
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TABLE 5.6

USE OF NATIVE LANGUAGE
IN THE TEACHING OF READING

(Data Source: Classroom Teacher; N=27.7)

GRADE Across

IC 1 2 3. 4

5 or
6

All
Grades

Percent of Reading and 4:

.

7..anguage Arts Time Devoted
to Native Reading and
Language Arts

No. of Teachers Responding 32 55 44 17 13 8 169

Median Percent 33.1 34.7 17.5 28.7 49.9 33.1 30.8

Mean Percent 40.1 36.2 25.7 31.7 44.8 31.0 34.1

S.D. 25.5 21.5 21.9 20.9 7.7 19.3 22.1

Percent of Time Native
Language is Used in Either.
English or NatiVe'Readira
and TangutisArts* 1 '

No. of Teachers Responding 26 49 37 14 13 6 145

Mecian Percent 50.0 40.0 21.7 42.9 50.0 36.9 41.7

Mean Percent 50.3 42.3 30.1 40.0 51.4 44.5 41.3

S.D. 15.1 22.2 18.7 19.8 20.5 25.5 21.0

Percent of Time Native

Immagmlitused in tallish
iteLigina11......aiLmaLaiasArts

No. of Teachers Responding 38 57 4 54 21 19 12 200

Median Percent 24.7 7.5 .6 .2 .5 .4 01.7

Mean Percent 23.3 17.2 6.1 8.1 17.3 11.6 14.1.

S.D. 20.4 21.9 12.4 16.8 28.8 23.6 20.6

Percent of Time Native
Lan- -0 is Used in Native N'

.Reading and Language Arts

.

No. of Teachers Responding 3 56 39 15 -13 6 163

Median Percent 99.0 98.9 99.6. 98.3 90.9 95.2 99.5

Mean Percent 90.0 90.1 92.5 92.8 85.5 88.4 90.5

S.D. 20.6 18.7 15.9 15.1 20.2 16.8 18.1

*Statistics in this section of the table were computed from teachers who

taught both English and Native Reading and Language Arts. Teachers who taught

only one component were excluded, thus the number of responding teachers is

less than the sum of teachers supplying information oneither English. or Native

Reading and Language Arts in the two sections which follow.
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The use of native language also varied as a function of whether

the instruction was by a teacher (or teachers) alone, or by an aide or aide/

teacher combination. In general, as Table 5.7 indicates, the native

language was used more often in mathematics and cultural enrichment when

some or all of the instructors were aides.

5.1.1.4 Use of Pull-Out and Within-Class Models of Instruction*

Prior to 1960, most instruction took place mlthin the student's,

assigned classroom at the elementary school level. With the emergence Of'

compensatory education in the mid- tl late sixties, the situation changed.

Both specialists and aides became more common. They assisted the teacher

in a variety of ways, sometimes ac:listing in group instruction and

sometimes providing extra help to indiZ14aal students. In order to provide

the least disruption, when specialists worked with small groups or

individual students, the instruction often took place in a separate room,

that is, the students were "pulled out" cAf their regular classrooms for

this special help. In Title VII, adminisi4rative staff also try to

integrate the LEP.students with their all-English speaking peers to the

greatest extent possible.

Within Title VII, this challenge has been met by districts:in a *

variety of ways. As is discussed below, students are frequently pulled out

of their classroom for instruction. However, the pull-out mode of instruc-

tion is performed in many different ways., For example; at perhaps one

extreme, LEP students may be pulled out for an hour a day to work on ESL

with an ESL specialist. During this hour, they may be grouped wit LEP stu-

dents from their same class, from different classes but the same gr de, or

even from different grades.** Those in any given ESL group, however, are

likely to have similar English language needs.

*The pull-out data must be tempered by the fact that they are only baSed
on a median of approximately 11 teachers per subject area, although

weighted to be nationally representative. Thus certain data patterns may
be only indicative, rather than conclusive, of the definite level of
pull-out usage.

**Case No. 6 provides an example.
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TABLE 15.7

MEAN PERCENTAGE OF INS UCTION TIME IN NATIVE

LANGUAGE BY SUBJECT AS FUNCTION OF STAFFING PATTERN

(DATA SOI.dCE: CLASSROOM TEACHERS, Nr-277)

Number

Revco-

Subject ins
, Teachers Mon.;

Nese 11 (CDs) ilk:
Aides Alone

Nisei 8.0 o.......LL,....1e.L

........

Teachers A Aides ,

,

Inilieb

loading 6 i

Langoap Arts N400 12 121.0 ()(1117 6 (10.2) (2) 17 121 (86)

18L 1, 157 15 ( 1 41 19 (29.7) . (12(11 21 (2 .0) 170)

Native Riadirg

6 Langoago\Arts 168 89 (23.5) (.761 81 (30,7) (18) 89 (20.1) 1731.

latheiatics 220 22 (30.01 (114) 29 (19.0) f 2) 38 (31:4) ..(97)

,

PlcIal Studies .200

,

24 129.6) i1261' 16 (21.6) 1 9) 38 (2M) 164)

Weeps 209 22 (27.4) (146) 16 (25.8) ( 6) 40 (24.2). (60)

Cultural .

.

. %. .

InrIchosne 89 32
,

(32.3) ( 51) 47 (39.3) ' ( 3) 51 (11.0) (34)

.
.

.-

biltural inrichmentls somatimos,a part of other subjects.
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Another example of the range of approaches used was provided by

one of the Spanish-only sites visited during this Study where the LEP

students were pulled' -out for special help. However, in this case the

students spent a number of hours each day with the pull-out teacher. The

Spanish-speaking pull-out teacher worked with her class of mixed grade
_ .

students in a number of different subject areas. Those students who were

able to function in the all-English speaking.classroom for given subjects

returned to their classrooms for that instruction. All students rejoined

their all-English speaking'classmates for music, art, and physical

education. A separate period was not set aside for ESL instruction.

Rather, the pull-out teacher practiced ESL on a one-to-one basis with her

studentstaccording to their individual language abilities in each of the

academic subject areas'. The activities in the bilingual classroom were

integrated to the extent that an observer would have had difficulty knowing

whether the students were being pulled out of the bilingual classroom for

selected activities in the all-English-speaking classroom or were being

pulled out of the all-English-speaking classroom for special help in the

bilingual classroom. The students themselves al5peared to think of

themselves as belonging to two classrooms and having two sets of classroom

peers. Thus, the pull-out approach may be implemented in a variety of ways.

The pull-out approach* was reported by 39% of' K-6'project

directors to be used either. exclusively or in conjunction with an .in -class

model. Prilicipals reported an even more extensive use.of the pull-out

approach (see Table 5.8). Exc-ept for grades K-2, over half of the

principals reported either sole reliance on pull-out or use .of pull-out in

combination with in-class. Pull-out usage tended to increase as grade

level increased; i.e., the higher the elementary school grade. the

proportionately greater use of the pull -out approach.

,*A pulyout situation is described in Case No. 6. See also Case No. 14,

163
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TABLE 5.8

USE OF IN-CLASS AND PULL-OUT PROGRAMS

(DATA SOURCE: PRINCIPAL; N=118)

O

Grade

Number of
-.,

Principals Responding

.'Percent with Instructional Program:
In-class'

Pull-Out and Pull
Only Out

In-Class
Only

;
m

X 92 67% 27% 6%

1 93 59 33 8

2 94 57 35 8

3 80 46 43 11

4 65 46 44 10

5 62 33 47 20

6 36 22 63 14

.

Classroom teachers reported that use of the pull-Out approach

varied considerably by subject matter (see Table 5.9). Use was greatest in

ESL, where 37 percent of the classroom teachers who reported ESL,

instruction used some sort Of a pull-out program. In 'native and English

reading and language arts, pull-out was used by 18 percent of the teaches,

and in other subjects it was used even less. As Table 5.9 also'shows,

pull -out was used to a much greater extent when the classroom teacher had a

bilingual education certification than when he/she did not.

The use of pull-out varied by project language group. Based on

project director data, it was less likely to be used in Spanish-only

projects. Data-from principals and teachers corroborated this pattern.

The dif?erenial use of pull-out by Spanish-only projects was most

noticeable within new projects where not a single Spanish-only project

director reported using any pull-out, as compared to over two-thirds of ad

'directors in other projects who reported usinci pull-out. The principals in

Spanisir-only. projects :fdported considerably lees use of null -out than did

principals in other projects. According to the classromi t'7achrs, this

differential use of pull-out by Spanistronly and other now projects

cenXered on ESL. Fewer than 40 percent of the teachers in new Spanish-

only projects reported using pull-out for ESL' while 90 percent of the

teachers in the other new projects did use pull-out :'or that subject.area.
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TABLE 5.9

. TYPE OF TEACHING SITUATION BY SUBJECT

(DATE SOURCE: CLASSROOM TEACHER, N=242)

SUBJECT

Use of Pull-Out

In Conjunction With In-Class Model

In Relation to Teachers' Bilingual

Education Certification -

. , Percent

Percent Percent Both Within

Number Within-Class Pull-Out Class and Pull-

E9LjutIIResndinInstructionInstructiorlstructionResndinCertificationCertification

Number,

Percent Pull-Out Instruction

Used By Teachers Who Have

Bilingual No Bilingual

Education Education

English

Reading &

Language Arts

ESL

Native Reading &

Language Arts

Mathematics

Social Studies

Science

Cultural

Enrichment*

203 83% 4% 13% 192

169 63 32 5 158

171 82 15 159

220 89 6 5 '206

200 93 6 2 191

209 92 7 1 195

89 91 6 3 80

9% 20%

11 63

4, 31

2 18

2 8

2 10

2 11

h

* Sometimes a part of other subjects.
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Project directors and principals who reported using approach Type

I (ESL) reported using pull-out more frequently (about 80%) than did those

using other approaches. Similarly, about r0 percent of the teachers who

reported using an ESL approach reported using pull-out for ESL. Thirty to

forty percent of the proje:t directors, principals, and teachers who

reported using Type II or V also reported using pull-out to some extent.

The extent of the eme that the language of inrtructi n was

English or the native language, was examined for within-class, pull-out, or

a combination of within-class or pull-out (see Table 5.10). The measure

used was the mean percent of instruction that was given in the native

language of the students. In a majority of the subjects (ESL, English

reading and language arts, social studies, cultural enrichment), the native

language was used more of the time, a' compared to English, in pull-out

arrangements than in the within-class situation. In the other subjects

(native language reading and language arts, math, and science), the native
'')

language was used more of the time as compared to English in the

within-class situation.

As discussed above, whether or not aides were used, and whether

instruction occurred within the student's regular classroom or in a

pull-out situation varied, depending upon a number of facto. s. For

example, in social studies, pull-out war used with the native language 34%

of the time and within-class approaches 28% of the time. As Table 5.11

shows, few teachers report that the same approach is used to teach multiple

subl,Icts. For example, while 33% of teachers r-ported that their students

were taught English reading end language arts within their regular

classrooms without the help of an aide and 23% of teachers reported that a

similar approa-h was used to teat', native reading and language arts, only

13% of teachers reported using that approach to teach ESL, and only 8% of

teacha_rs reported using '.:hat roproacl for the teaching of all three

subjects. A few identifiable patterns have emerged, however, as Table 5.11

indicates. Fo= examp:1, a each :-onlv, in-class approach appears to be

the most common method for teaching English reading and language arts,

followed closely by an in-class approach which uses an aide. Pull-out,

whether with or without an aide, wee used much less frequently. A somewhat
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TABLE 5.10

MEAN PERCENT OF GROUP INSTRUCTION TIME GIVEN IN NATIVE

LANGUAGEBY SUBJECT, AS A FUNCTION OF TEACHING SITUATION

(DATA SOURCE: CLASSROOM TEACHER, N=277)

Subject

Number

Responding*

Within-Class

Mean (S.D.) (N)

Pull-Out

Mean. (S.D.) (N)

Combination

Mean (S.D.)

1

(N)

English

bailing i

.

,

Language Arts 199 14.1 (20.3) (167), 29.0 (30.0) (9) 9.3 (17.6) (23)

ESL 158 17.2 (22.7) (101) 21.9 (24.3) (46) 2.0 (CO) (9)

Native Reading

i Language Arts 168 90.1 (18.7) (139) 93.0 (14.2) (19) 88.4 (18.7) (4)

Mathematice 217 29.9 (32.3) (1 6) 23.8 (15.2) (11) 21.7 (22.3)/o (10)

Social Studies 198 27.9 129.2) ' (184) 34.5 (22.6) (11) 27.1 (33.4) ,(3)

Science 208 27.1 (27.8) (192) 23.7 (25.3) (14) 2.5 (6.0) (21

Cultural
4'

Enrichwt** s7 39.o (31.9) (80) 42.0 (30.1) (4) 24.9 (43.8) (3)

*Number of classroom teachers reporting instruction in subject and providing within-class/pull-out information.

**Sometimes apart of other subjects.
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TABLE 5.10

MEAN PERCENT OF GROUP INSTRUCTION TIME GIVEN IN NATIVE

LANGUAGEBY SUBJECT, AS A FUNCTION OF TEACHING SITUATION

(DATA SOURCE: CLASSROOM TEACHER, N=277)

Subject

Number

Responding*

Within-Class

Mean (S.D.) (N)

Pull-Out

Mean. (S.D.) (N)

Combination

Mean (S.D.)

1

(N)

English

bailing i

.

,

Language Arts 199 14.1 (20.3) (167), 29.0 (30.0) (9) 9.3 (17.6) (23)

ESL 158 17.2 (22.7) (101) 21.9 (24.3) (46) 2.0 (CO) (9)

Native Reading

i Language Arts 168 90.1 (18.7) (139) 93.0 (14.2) (19) 88.4 (18.7) (4)

Mathematice 217 29.9 (32.3) (1 6) 23.8 (15.2) (11) 21.7 (22.3)/o (10)

Social Studies 198 27.9 129.2) ' (184) 34.5 (22.6) (11) 27.1 (33.4) ,(3)

Science 208 27.1 (27.8) (192) 23.7 (25.3) (14) 2.5 (6.0) (21

Cultural
4'

Enrichwt** s7 39.o (31.9) (80) 42.0 (30.1) (4) 24.9 (43.8) (3)

*Number of classroom teachers reporting instruction in subject and providing within-class/pull-out information.

**Sometimes apart of other subjects.
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11

TREE': 5.11 "c-wtin...:ed)

,_LijkoSect

Locati.on ofj,

instraction Instruc..or Percent

i.

English Reading.
and Zan ugaag. Arts ESL

Native Language
Reading And

Language Arts

English Reading In-class /teacher' In -class/icachar In-class/teacher 21 8

and Language In-class/aide <1 <1

Arts, My
\

Pull-out 5 2

Native Language
Reading and In-clasi/aide Inclass -teacher 10 4

Language Arts In-class/aide 1 <1

Pull-out 1 <1

Pull -cut Zn- class /teacher 6 2

In-class/aide 3 1

Pull-out 7 2

In-class /aide In-class/teacher In-class/teach .c <1

In7classfaie 0 0
Pull-out <1

In-class/aide In- class/'. Lacher j 4 1

In-class,"ide 35 13

Pull -oat .0 0

gull -out In -r Ant/teacher <1 <1

in -c ;Ass/aids 2 1

Pal. :'at 4. 1

Pall -ou: In-class/teacher . _4s/teacher f <1 <1

i..salaide 2 1

.1.1::-Itit 0 0

.1n-class/aide '.::-f7. '*-a her <1

,%.. %.:.!...,;tAiaide 2 1

Pul,..,ut 0 -0

Pull -out In- class/teacher 2 1

In-class/aide 1 <1

9 3

Not stated 160 58

Aides with or witboet teacher also.
*AI-outs wIth or without in -class instruction Also.

tto' Numbers of teachers or percentages of lesi than me percent (inlicated by "4.1") result from the uss'of
fractional weights being applied to very small r,wounts of data in a pariicular category of information.
This symbol was retained fOr the sake of accura:7.,

1

.

.
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similar pattern appeer cf to be prevalent for the teaching of native language

reading and languag2 Onghe other hand,.in the teaching of ESL, the

use of the teacher
.

,lout the aide in a pull-out mode was the more common
.

pattern.

Teachers elder projects as well as in Spanish-only projects

were split fairly f.).nly between using an in-class approach with an aide,

and an in-class approach without an aide to teach English reading and

language arts. (Thy split was 54 cercent - 46 percent in older projects

and 52 percent - percent for those in Spanish-only projects.) However,

83 percent of .:hers in fit-c-year projects and 72 percent of teachers in

projects which serve "ot1,4C languages reported that they used an in-class

approach without: acl, 'Leachers in large .projects were also more likely

to report an in-classie approach, while teachers in ,small projects were

more likely to report e:1 :n-class /no aide approach.
Whether or not an aide

was used did not appic to be substantially related to the type of language

approach the tacbcz reported using.

tnt- other hand, for ESL, over ).1alf(54%) of teachers. in older

projects 56 percent of Spanish-only project ) reported using an'aide

within the Aaseroomsetting, and over three-fifths (63%) of teachers in

first:year projects and over half (54%) of projects which served "other"

langux:ies reported that a pull-out approach was used. TeaChers who taught

ESL 1.1, 16:ge projects were also more likely to report using an aide within

the classroom setting while about half of the teachers in small projects

were more 1,,kely to report using a pull-out approach. This may be due to

relative d':'.ferences in class sizes, thus the need for an aide. Teachers

reported using a strictly ESL-approach (Type I) were more likely to

repot using a pull-out mode for ESL instruction, while teachers who

reported using both languages for all subjects (Types II and V) were more

likely to report using an in-class approach, either with or
without an aide.

The approach used to teach native reading and language arts did not

appear to vary by project age, size, language, or language approach type.
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5.1.1.5 Use of Distinctly Different Instructional A roaches

The mandate of Study Objective lb wa to determineif groups of

projects could be identified which used distin tly differOnt instructional

approaches to educating LEP students. The Stu y's work in this area

focused primarily on aspects of instruction. More specifically, it focused

much of its attention on the use of English and the native language in: (a)

a variety of subject areas, (b) on the use of instructional aides, and (c)

on the use of the pull-out model of instruction. In addition, given Title

VTI emphasis on project management, the Study secondarily examined selected

aspects of project management, such as provision of staff development and

extent of administrative.control, to ascertain if groups of projects could

be identified which clearly represented different approaches to these

concerns.

As the discussion of Study Objective lb in Chapter 2 points out,

several methods were used to ascertain whether or not projects used dis-

tinctly different instructional approaches. One of those methods involved

the use of hierarchical cluster analyses to ascertain if the 60 projects in

the K-6 site sample could be grouped together according to their responses

on several different variables. The 16 variables (actually sets of

variables) included in these analyses are listed in. Chapter 2. Eleven of

the variables used in these analyses pertain to classroom instruction.

Five pertain to aspects of project management. ,mentd.oned earlier, this

work was conducted at the project level for the 60 site-visited X-6

projects because that was the level at which the most information was

available and it provided a sounder bests for conducting analyses. Since
k

these analyses used data from the representative sample of 60 K-6 projects,

these findings, and their implications are also generalizable to the

sub-universe of 401 X-6 projects. In addition, in an attempt to improve

upon the accuracy of clustering projects into groups, three data sources

were used: the Project Director Mail Survey, the Project Director

Interview, and the Teacher Interview form.
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The cluster analyses identified no clearly defined groups

projects. That is, certain projects did not appear to resemble o her\

projects' pattern of data until a very advanced stage of clustering

occurred. Even at that point, the projects which had formed clusters had

mean scores which were very similar to other clusters' mean values.

However, the analyses provided data which enabled Study staff to group

projects (on the basis of the clustering patterns) into four or five groups

for further exploration. These groups were then examined (via the use of

ANOVA techniques) to ascertain if they were significantly different from

each other on each of the variables which had been entered into the cluster

analysis, and on several additional variables. Those variables and the

results of ANOVA analyses are presented in Appendix 7. Because patterns of

\differences across the four or five groups were often difficult to interpret

for each data source, these groups were recombined into two relatively more

distinct groups, based on information provided by the cluster analyses. The

results of the analyses based on this grouping are presented in Table 5.12.

To provide a basis for understanding the group differences

presented in Table 5.12, the two groups which were formed on the basis of

information in the Project Director Mail Survey (abbreviated as PDM) are

identified as PDM1 and PDM2. The two groups which were formed on the basis

of information in the Project Director Interview (abbreviated as PDI) are

identified as PDI1 and PDI2 (Table 5.14). Finally, tho two groups formed

on the basis of t e Teacher Interview (abbreviated as TI) are identified as

.
TI1 and TI2 (Table .13). If the results of a particular ANOVA indicated

that two groups were different from each other on a specific variable, thr:n

the group means on that variable are presented in Tables5.12, 5.13, ane.

5.14. Conversely, if the twa groups were not different from each other,
zi

then the means have not been included. Information about these groups which

was examined not only included variables from an individual instrument, but

also from the other two instruments. Thus, for example, in addition to

assessing whether or not the two PDI groups were different from each other

on Project Director Interview items, the Study also assessed whether these

two groups differed on Project Director Mail Survey and Teacher Interview

items. Appendix 8 provides an expanded set of findings on this topic.
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I.

TABLE 5.12

MEAAS4FOR GROUPS REPRESENTING "DISTINCTLY DIFeERENT APPROACHES"
(MEANS ON VARIABLES OBTAINED THROUGH THER PROJECT DIRECTOR MAIL SURVEY)

Project Director
Groups Mail (PDM) Group.

VariableS

Changes in Service

Number of LEP
Intensity/Amount of Instruction
Number of Subject Areas Taught
Instructional :;aterials and
Equipment'

Student Assessment/Diagnostic
Evaluation Services

Hcme/School Liaison Services
Resource Specialists
Aides
Consultant Services

Use of Bath Languages for
Instruction

Math
Reading
Science
Social Studies

Inservice Percent

Te'rhe.7
kraet,-,

Increase
Type Change
Quality
More Staff

P.D. Involvement

Evaluation
Parents /Community
Exit Concerns

Approach Language to Teach
Initial Reading

Bath Languages
Dcminant Language
English
Varies

Hot Variation in Proficiency
is Handled

Subgrcuping
Auxiliary Staff
Team Teaching
Differentiated St.
Peer Tutoring
Bol-cr Grade Level Assigranent

PDM 1 PDM 2

2.8 1.6

3.0 2.7
2.8 2.4

3.0 2.6

.5 .8

.6 .8

.5 .2

FFE,TWECTITPtor
Interview (psi)

Group

Teacher Interview
(TI) Group

TI 1 'TX 2

2.9 2.6

3.0 2.8

2.8 2.3

87r6 62.7 97.7 81.9

1. 9 .7

372.6 254.3 416.1 318.7

305.8 178.5 350.7 261.3

.4

.4 .0

.0 .2

.1 .5

.5

.5 .2.
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TABLE 5.13

MEANS FOR GROUPS REPRESENTING "DISTINCTLY DIFFERENT APPROACHES*
(MEANS ON VARIABLES OBTAnIED THROUGH TEE TEACHER rsTERnor)

Teacher Interview Project Director Project D rector

. (TI) Group Interview (PDI) Mail (PDM) Group

PO; on 2
PDM 1 PDM 2

11 1 TI 2 GroffVariables

Percent of Time Nat ve Language
Used in Instructicn

English Reading and Language Arts
English as a Second Language
Native Language Reading and
Language krts

Math
Social Studies
Science

Ise of Pull -out

English Reading and Language Arts
English as a Second Language
Native Language Reading ind

Language Arts
Math
Social Studies
Science

Use ct

English Reading and Language Arts
English as a Second Language
Native Language Reading and

Language Arts .

Meth
Social Studies
Science

Percent ct Time Native Language
Used in Reading and Language Arts

Percent of Reading and Language
Arts Time Devoted to Native
Language Reading and Language
Arts

Teacher Characteristics

UCartificatica

Pi Experience
=Training

Implementation of Plans

for Materials

Workshops

Bette acti cc

Frequency

Management Effectiveness

Factors Affecting Implementaticn

DistrictCity
School
Project
average

Goal Accomplishment

Extent ct Impact

Epoken English
Cultural Agareness
Academic Skills
English Language Reading Msills
mativO Language SkilIs
Self Image

'Amara Schema

r

92.5 7744

56.7 14.2

53.6 15.4 17.3 33.2

51.6 13.8 15.5 31.3

.5

52.1

45.8

1.7

.9

.6

1.0

.3

35.6

34.6

.4

.7

.3

.7 3.5

.3 .6

3.8

3.2 2.6

3.3 2.9

3.3

2.3 2.7

1 76
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TABLE 5.14
'CANS FOR GROUPS REPRESENTING "DISTINCTLY °mann APPROACHES'

(MPISS ON VARIABLES OBTAINED THROOGeTWE PROTECT DIRECTOR INTERVIEW)

VariabL!,s

and :Pat vs

Two Languages Not Used During
Same Period

First Half of Period in. One
Languages Second In Other

Concurrent Use
One Language for Teaching.
Other For Preview and Review

Language Used to Teach LEP Non-
Readers to Read

Native Language
English
Varies
Seth

Areas of Project Director Central

Placement of Criteria/Practice
Class Scheduling
Amount of Lesson 91a:using Time
Available

Anoint of Administrative Time
Available

P;orisica of Instructicnal
Facilities

Coordination of Instruction
Teacher Student Ratite
Evaluation of Teachers
Direction Supervision
Special Disciplinary Action

With Students
Materials and Supplies
Staff Develcceant and ?rain
Parent/Ccemunity Involvement

Plans
Student Support Services
Information Disemination,
Office Operation
Project Evaluation

School Supervision

PrOject Operation
Project Administrative Staff
Project Teaching Staff
Project Evaluation

Active Involvement in Program
;mplementaticn

Superintendent's Office
Principal
Teachers
Bilingual Parents/Cceenutity

Inscrvico Training

Administrator Participation
Provision of English Language
Training to Teachers

Provision cE;Native Language
Training to Teachers

Prcvisicn'of English Language
Training to Aides

Assistant in Meeting
Certificatica Requirements

Career Development Opportunities

Prevalence of Pattern
Solo Teacher
Teacher/Teacher Team
Teacher/Tema Aide
Teacher/Volunteer
Teacher/Student Teacher

Project Director
Interview (POI).

Group

PDI 1 PDI 2

Teacher Interview. Project Director
(TI) Group Mail (PDF%) Group

.3 .0

.2 .8

3.6 2.9

2.4 1.2

3.2 '2.4

3.6 2.3

1.8 1.0

4.0 3.7

:1.7 3.1

2.6 1.6

2.4 1.7

2.3 3.3

4.1 2.3

TI 1 TI 2 PDM 1 PDM 2

.4 .1

.1 .4

.8 .4

.0 .4

2.3 3.0

2.6 3.3

3.4 2.4

.11 r .e, ::.;;...iy,;;,..'

_.8 ,.1
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The two groups (termed PDI1 and PDI2) .formed on the basis of

infOrmation provided by project director interviews demonstrated selected

differences (see Table 5.14). First, data, on the two groups indicate that

the native language is used in different instructional.situattons. Project

directors in thawfirst group (PDI1) were less likely than those in the'
,

second group to report that both English and the student's native language
a

were used during a single instructional period.. Furthermdre, teachers in

projects categorized inter the PDI1 group :reported a more extensive use of

the native languale for tnstruction in native language reading and language

arts than did teachers in the second groupof projects. Project directors

in that group also reported a greater use of teacher aides'in the .

classroom. Although fewer PDI1 teachers reported that they had:ever had
4..;

any type of bilingual education, the project directors reported a more
e'

extensive provision of,training inmboth the native language and English,
..

and a higher rate of teacher participation in.training .during the

site-visit year (i.e., the 1980,schdO1 year).

Project directors in the.PDT1 group reported more extensive

'
administrative control over issues pertaining to the project and more

personal involvement in project evaluation and student assessment. PDI1

i.irectors also reported that the Title VII program was associated with more

,Itensive changes in the intensity of instruction, instructional materials,

and student assessment'sezvices. In gendral, PDIl'projects appear to have

perhaps started the site-visit:year lees well prePared in aeleast some

' areas of bilingual education than the second group. However, they also

appear to'be served by project directors whO have at least some degree of

control over project activitiesiand who are'actively involved in bringing

about change.

The two groups (termed PDM1 and PDM2) formed on the basis of

information provided by the project directors in the mail surveys were

different from each other to only a very limited extent. For example, the

PDM1 teachers reported relatively less extensive use (than did PDM2 -

classified teachers) of the native language in teaching social studies and

science and relatively less use of an aide in the teaching of English

170DEVELOPMENT ASSOCIATES. INC.
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reading anpla language arts. In some ways the PDM1 projects were similar to

the PDI1 projects. For example, like PDI1 project directors, PDM1 project

directors also reported more extensive changes in service to the LE:

copulation and less extensive use of two languages for instruction, at least

in some areas. In general, however, the groups formed from information

provided by the project directors in the mail survey do not appear to be

different from each other in any meaningful and coherent manner.

The two groups (termed TI1 and TIC) formed on sls of

information provided by the teachers are quite different r%om each other

(sea Table 5.13). TI1 teachers were more likely to be certified in

bilingual education, spea.s two languages, and have had prior experience in

teaching bilingual educat.on. They reported a much more extensive use of

the native language in three different subject areas: math, social studies,

and science. The TI1 project directors corroborate this from a slightly

different perspective, reporting a greater use of both languages to teach

initial reading in general and a greater use of the native language to teach

LEP non-readers to read. They also report a more extensive use of teacher/

teacher teams in general, and using team teaching and peer tutoring to

handle variations in language proficiency. The TI1 teachers also reported

that the native language was used for a larger percent of time in the

teaching of reading and language arts.

From the management perspective, the TI1 project directors reported

that they were more actively involved in project evaluation, and that a

larger percent of their teachers received t aining during the site-visit

year. Finally, the TI1 teachers reported mpre extensive impact in spoken

English, academic skills, and native langualge skills.

While the two teacher groups diff ?r in ways that pertain to

ongoing activities in the classroom, the t' o groups formed by information

provided by the project directors differ more in areas of management.

That, in itself, is not very surprising, l'iven both the different sets of

questions asked of the two sets of respondents and their differing

concerns. However, project directors were asked questions about

DEVELOPMENT ASSOCIATES, INC.
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instruction, and that information was included in the data set which was

used in the cluster analysis, yet it did not provide a bais for.

differentiating projects.

Although this work has shown that there are some relativel minor

differences among groups of projects, it also suggests that there are no

clear-cut distinctly different instructional aporoaches being undertaken by

subgroups of Title VII projects, at least not based on the types of

information available in this Study. However, the extensive ve.ziability

observed in program approach, both across and within gr'des, and projects,

suggests that different approaches arc bein, taken, e.g., differential use

of aides and pull-out. However, the data patterns of each obtained cluster

overlap to such an extent that clear cut differences do not app across

projects or classrooms.

In some ways, the projects have common instructional features. It

seems entirely reasonable that cert, 'n projects appear to be similar to

each other, since they generically are each attempting to serve language

minority LEP students with appropriate instructional approaches and operate

within a public school setting. However, it also appears that, for the

most part, each project has "tailored" facets of its own instructional

approach to serving LEP children to fit the reality of their own assessed

needs, the entry-exit criteria under which they operate, and so forth.*

Thus, the cumulative effect of considering this broad set of features, is

that, overall, each project (at least those K-6 projects examined in this

study) tends to be relatively distinct from other projects. This pattern

applies to projects which empirically can
be classified in the same cluster

or "distinctly different approach."**

*A parallel type of conclusion was reached by Treadway (1980) in

recognizing that program information packages (PIPS) developed

by certain sites /ere not "installed" in other appropriate sites as is,

but instead needed to be extensively modified, or at least made function-

ally equivalent, so that they fit local administrative, instructional,

and other realities.

**Tn more technical terms, this is equivalent to saying that (1) a low

degree of homogeneity existed among projects
classified into a particular

cluster, and (2) a high degrle of variation existed across cluster

means. Thus, the clusters were statistically significant from each

other, yet relatively unstable.
DEVELOPMENT ASSOCIATES.
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5.1.1.6 Other Services Provided to LEP Students

The federal programs coordinators in the visited K-6 projects

reported that the Title VII children in their districts participated in a

variety of other programs in addition to Title VII (Table 5.15). These

included programs funded by federal, state, and local governments. These

other programs most frequently provided both instructional services and

materials. However, in about one-third of the cases they provided only

instructional help, and on occasion they provided only materials. The

coordinators cited Title I as the most significant source of these addition-

al instructional services (i.e., beyond those provided by Title VII). How-

ever, a substantial portion of coordinators also indicated that state and

local bilingual education programs were reaching many Title VII students.

Most of the principals also reported that their Title VII LEP stu-

dents received other special instructional services in addition to those

provided by Title VII. Of the responding principals, 45 percent reported

that 40 to 100 percent of their Title VII LEP students received other

special instructional services. Within this group, 23 percent of the

principals reported that all or most Title VII students receive other

services. Only 16 percent of the principals indicated that no other

services were provided to their LEP population. Like the coordinators,

over two-thirds of the principals identified Title I as the major source of

the non-Title VII additional services.*

About a third of the principals noted that problems were created

because their LEP students received multiple instructional services. Sev-

eral different types of problems were mentioned, with problems in planning

teaching time and the disruptions caused by children entering and leaving

the classroom cited by over, three-fifths of responding principals as being

the chief concerns.**

*See Case No. 8 illustrating the programmatic combinations between ESEA

Title VII and IEA Title IV.
**For examples of multiple funding not presenting problems, see Cases

No. 3, 4 and 21. Case No. 2 mentions difficulties '7 coordinating
diverse services to students, where the degree of dLfficulty varies

within the grant, which includes three school districts.
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TABLE 5.15

PERCENTAGE OF FEDERAL PROGRAMS
lk)RDINATUR kEPORTING TITLE VII

STUDENTS' PARTICIPATION IN (YINER PIAIX;RAMS

(Data Source' Federal PrOgrams Cuuldhalurdi N,60)

Program

tleduai ITu9JM4

ESEA Title I

lexduding wigrant)

ESEA Title I Migrant

IAA

Education for the Handicapped

Indian Education

Ethnic Heritage

Blliikludl Vocational Education

Follow Through

kitibl le Read

II .'I Start

ESuL

1110 Inleosily

Language Training INILT)

Indo-Chinese Refugee Program

the Federal Programu

'Tale 1V-11, Title IV -C, Other Title IV,

Johnson-O'Malley, etc.)

State Prulams

State bilingual Program

other State Programs (compensatory/romedtal/special

eduk.alion; school imprevemeut program'
economic impact aid, etc.)

Im:41

Ipcal Uilingual Programs

other local Programs (gifted
and talented, ESL, basic skills, etc.

-
Percentage of Coordinators Reporting Additional Servicuu

perventage of Coohliwtors

Reporting andenl

Participation

Teachers/Instruction

ilt

44
30

22
63

64
32

15
20

15
21

15
43

13
33

IN

33
JO

34
35

20

26
35

-35 14

52
15

37
27

40
14

20
33

Malerialo Both

4% 651

0 70

0 37

0 68

0 80

14 65

23 34

17 50

49 43

0 70

6 59

0 60'

11 54

38 48

29 56

8 73

0 86

Nutt: PetCuuldquS total more than 1004 due to more than one federal, state
and/or lOcal program being mentioned.
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5.1.2 The Implemented Management ConJonent: Aspects Related to Student

Placement and Assessment

In this se...tion findir..- are presented on the kinds of approaches

which local projects use in dete: sing student entry and exit, and a

discussion ofthe expected grade (.7. ansfer from Title VII programs, and

of types of follow-up services provide.

5.1.2.1 Approe xs Used to Determine En- :'d Exit

Publishe,, , followed by ,',-Ations, were the primary

methods used by proj,- - to determine al:d/or exit. Over

three-quarters of tr, ;.oject directors ment:...)ned using either of these

methods. In additio-1 variety of otnermethc. were used, including b?th

parent. surveys (ment.rned by 64 percent of pro-je,:1, directors as a tecnnique

for determining entry, and by 39 percent for exit determination purposes)

and locally developed tests (mentioned by over cne third of project
0

directors).

In their entry and placement procedures, project used nearly

30 different instruments or approaches, ran-ding from achievement tests, such

as the ZUItr-nraitan Achievement Test and Stanford Achievement Tr ;t to

language assessment scales. Table 5.16 lists thn t.sts and a-3proaches

-cported project directors, and the relative extent tc wi; ch they were

used for entry and/or exit purposes in assessing Any of the fov'r skills

reading, speaking, writing and comprehension requircil by. law.* some

instances, ceital.: tests were only used for one or two of the skill areas,

and in others, cercain tests - were used to asses- all four.

The most widely used tests whict: projects for a4sessing entry

into their programs were: the Langr:,,ge Assessment Batter., Langue

Asgessment Scales, and BiIingimi Sv.'.taX Measure,71osel: followed by the

California Achievement Test and distric_ developedteets and methods. Each

*EntryieXit considerations may vary,at 1.. Local level and include factors

not covered by this Study. r \

4- DEVELOPMENT ASSOCIATES. I.:c.
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TABLE 5.16

TES'1S AND OTHER METHODS USED TO ASSESS PROGRAM ENTRY AND EXIT

(SOURCE: PROJECT DIRECTORS: N = 60)

Percent Used For

Name of Test/Method Entry Purposes*

Percent Used For
Exit Purposes*

Language Assessment Battery (LAB) 54 21

Language Assessment Scales (LAS) 61 57

Bilingual Syntax Measure (BSM) 49 23

Cali.fornia NChievement Te?t (CAT) 46 78

District-Developed Testa and Methods 44 42

Comprehensive Test of Basic Skills (CAM) .
27 44

Teacher Judgment 18 26

Categorization Based Upon Categories Specified

in Lau Remedies 10 5

Rome Language Survey 10 r

Stanford.Achievemert Tee,: (TAT) 9 20

Wechsler Realing Abilitis '2..-:st 8 0

Criterion-Referenced T'sts 7 16

Language/Oral Observatlon Matrix (LCM/DOM) 7 12

Oral Language Proficie y Tes. 7 4

Basic Inventory of Native Language 6 6

Crane Language Domthrnce Tett 6 0

Metropolitan Achievement Test (MAT) 6 5

SRA Series Test 5

Competency Skills Test 4 0

Far Western Written Langlige .- sesE7tIent 3 4

JT Daley Oral Language i-oficiency 3 2

Michigan Oral Language Assessmeat Test 3 0

Holt Basic Reading P1- cement vlisk 2 0

Oral ObServation Matrix 2 0

Primary Language Dominanc,x SLIyyey 2 2

Carrow Auditory Assejelent Test 1 0

Houghton - Mifflin 'Reading PrQgram Test 0 2

Inter America, Test Battery ,
0 2

Systematic Approach to .'.aad.A.ng Instruction (SARI) 0 2

Number of Responding Projects
42

*Percentages are based on a test beinn used for assessing one or more of the four

skills stated in legislation: readir speaking, writing and comprehension.

Since multiple tests were used by projects, percentages total more than 100%.

0
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of these five types of tests/approaches was cited by between 44 percent and

64 percent of responding project directors, as being used to assess one or

more of the four skills required by law.

In terms of assessing students' suitability for exiting from the

program, a similar subgroup of instruments were reportedly used. Here, the

California Achievement Test was used by 78 percent of responding project

directors for assessing one or more of the four skills, followed by the

Language Assessment Scales (57%), the Comprehensive Test of Basic Skills

(44%), and district-developed tests and methods (42%). If one assumes that

commercially developed criterion referenced instruments (16%) are similar

to those district-developed tests and methods, then their combined

percentage of use becomes large enough to make it the second most reported

type of exit assessment instrument (58%).

Operationally, a number of different criter-i!a were employed with

these tests, including district norms, test levels, and percentiles. When

district norms were used, projects typically used a half-year to two years

below grade level as entry criteria, and attainment of grade level as the

exit criterion. For those projects using percentiles, the most common

practice was for students to exit when they scored above the 40th

percentile on the test being used.

A large number of project directorS indicated that they used

commercial tests. Eighty-five percent of K-6 projects indicated that they

used them for student entry and over 76 percent of projects use them for

student exit. Overall, project directors were only moderately satisfied'

with the methods they were using to.'determine program entry, and ..ere

somewhat more satisfied with their approaches to determining w.it. For

determining entry, project directors were moderately to very satisfied with

teacher observations (86%) and parent surveys (81%) and, to a lesser

degree, with. commercial tests (60%). Similarly, for determining exit,

project directors were mcderately to very satisfied 'kith teacher

observations (85%) and parent surveys (81%), and to a lesser-degree, with

commercial tests (63%). _The latter may be explained by the fact that

commercial tests do not always mesh with the curriculum being taugnt, silce

80
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they do not always he parallel forms in the Native language or they may

not be suited for ct:tain tylas of LEP or NEP students. (See. Appendix 6,

Tables 6 and 7 for supportLAg statistics on the projects' relative

tisfaction with these types of approaches.)

5.1.2.2 Grade of LEP Student Transfer

The classroom teachers were queried as to the grade at which they

expected the majority of their LEP students to transfer to an all-English-

speaking class. Except for third grade where 24% of the teachers felt that

a majority of students would be ready for transfer a ttie end of the

current year, few of the teachers at the other g e evels expected their

LEP students to be ready to transfer in that school year. The majority of

the K-1 teachers expected their LEP students to transfer within.the next

two or three years, while the majority of teachers at grades 2-6 expected

.their LEP students to be ready for transfer within a year or two. (See

Tables 5.17 and 5.18.) As Table 5.17 shows, kindergarten teachers

predicted the longest period of retention, while second grade teachers

predicted the shortest.

TABLE 5.17

AVERAGE GRADE O.P TRANSFER PREDICTED BY CLASSROOM TEACHER'S

(DA". SOURCE: CLASSROOM TEACHERS; N=242)

Curient Grade p

Avnra e Grade of Transfer
Mean S.D.

Kindergarten* 2.7 1.2

Grade 1 3.2 1.0

Grade 2* 3.7 1.2

Grade 3 5.1 1.7

Grade 4 6.4 1.4

*Only the kindergarten and second grade means are
significantly different from each other.

**The number of teachers in grades five and six who reported

information was too small to be im:luded in this table.

187
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TABLE 5.18

STUDENTS' EXPECTED GRADE OF TRANSFER AS REPORTED BY TEACHERS

(DATA SOURCE: CLASSROOM TEACHERS; N.:242)

Grade

of

Teacher

. .

PercentatOf Teachers Reporting Grade Of Expected Student Transfer

Fourth Fifth Sixth Seventh Eighth

rtrade .Grade Grade Grade Grade

Ninth-

Twelfth

Grades

1 Total

1

,

First

Grade

Second ThirJ

Grade Grade

K 11% 33% 45% 7% 3% 0% 0% 100%

1 2 i5 50 26 6 0 0 1 0 100

0 2

4
8 41 36

,
4 8 3 0 100

.

.

24 7 40 14 2 6 7

1

100

4

, .

.

8 18 34 4 J7 0 100

5 .

,

16 47 0 37 0 100

., 6 0 72 16 12

1.

1

100

Total

N 7 30 81

1

41 21 14 6 10 3 213**

*Rounding errors occur' because respondents are given fractional weights.

**The classroom teachers not reported on this table (N.29) stated that the specific grade to which students transferred

depended on their particular levels of proficiency, and thus no single grade applied.
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5.1.2.3 Types of Follow-Up Services Provided

Most project directors reported using some type of follow-up pro-
.

cedure. About one-fourth reported that they followed up exiting students

with some type of remediation or specialized instruction, and about 10

percent reported monitoring and/or evaluating exited students' performance

on a systematic schedule. However, the most common practice (reported by

40 percent of the directors) was to use whatever procedures were generally

used by the individual school for following-up on any of its enrolled

students in special projects.

5.1.3 The Implemented Training/Staff Development Component

Study findings on bilingual education project staff member

training are discussed below. Also included is a discussion of training

topics and the topic preferences of teachers.

5.1.3.1 Training Prior to 1980-81 School Year

It was found that 61 percent of the classroom and 76 percent of

the resource teachers had receive
( some bilingual education training prior

to the 1980-81 school year. Eigh -three percent of these classroom

ter.,:hers and 78 percent of the resource teachers with prior bilingual

education training had received it in insegvice training, either by itself

or in combination with graduate or undergraduate coursework. In general,.

the resource teachers had obtained more of their training in graduate

courses than had classroom teachers.

Bilingual education training received prior to the 1980-81 school

year did not differ extensively by project type for resource ..':achers.

Classroom teacher training in bilingual education prior to the 1980-81

school year did, however, vary by project characteristics. The data showed

that 70 percent of the teachers in older projects had received such

training, but only 35 percent of the teachers in new projects had. Over 90

percent of the teachers in new Spanish projects had received such training

while less than 10 percent of those in other new projects had. Regardless
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of project age, 72 ercent of the classroom teachers in Spanish-only

projectsand 74 per ent of classroom teachers in large projects had received

such training, whi e 44 percent of those in projects other than Spanish had

received training. Teachers who reported using an ESL-approach

exclusively (Type I) or who taught the native language only orally (Type

III) reported less prior bilingual education training than did teachers

reporting other types of approaches.

5.1.3.2 Training During the 1980-81 School Year

Seventy percent of the project directors reported inservice

training geared to helping staff meet state certification requirements, and

this did not appear to vary by project type. It was also.found that 47

percent of the projects reported language training Components for their

staff. Spanish-only and older projects reported more English and/or native

language training for their teachers. The-provision of language training

for aides did not appear to vary by project-type.

The data showed that 54 percent, 58 percent, and 56 percent of the

project directors across all types of projects said that all of their

teachers, aides a:.d special staff respectively, had participated in some

type of inservice training during the current school year. Only about

three p'.cent reported that none of their teachers and seven percent

reported that none of their aides received such training during the 1980-81

year. As might be expected, participation of principals and other LEA

admtnistl-ators in inservice training was far less extensive. Twenty-six

percent of the project directors reported that these groups participated to

little or no extent, and less than 18 percent indicated'.that they

participatel to a great or very great extent. This did not vary by type of

project.

At the teacher level, 54 percent of the classroom teachers and 62

percent of the resource teachers reported that they had received some

bilingual education training during the 1980-81 school year prior to the

Study's site Visits in January, Fe.bruary and Marc}..

$
DEVELOPMENT ASSOCIATES. INC.



-158-

Bilingual education training fOr teachers during 1980-81 varied

little by project type. However, while only 32 percent of the classroom

411' teachers who reported using language approach Type I,reported participating

in training during the 1980-81 year, 67 percent of teachers using approach

Type V reported they did. In fact, over three-quarters of the teachers who

"_,reported using the native languages for instruction (Type II or V) al

Sported that they were either certified-in bilingual eduCation, pr_At some

trad had some training in it On the other hand, pnly about 40 percent

oftfie-Eeachers who report using an ESL -only approach (Type I) reported
. -
that they were certified or had ever had any training in bilingual

education. .It may simply be that teachers who have had no specialized
Aw

training only use an ESL-only approach. An equally plausible hypothesis

would be ',:nAt many school districts which plan to"use an ESL-only approach

in a set of classrooms do not attempt to hire teachers trained in bilingual

education or provide special training for their teachers in that area.

As was true for their prior bilingual education training, the

current training was overwhelmingly inservice training. It was found that

87 percent of both the classroom and resource teachers who had received

such training during the current-year had obtained it in inservice

training. Cl srcom teachers reported that they had attended an average, of

23 hours of bilingual education training during the school year prior to

the site visit, and resource teachers reported an average of 27 hours

attendance. In both groups, about half of the teachers had received 10-39

hours of training. The amount of classroom teacher training varied by

project size. On the average, teachers-in large projects reported over 27

hours of training, while teachers in small and mid-size projects reported

16 and 20 hours, respectively. Type I teachers reported receiving the

least training (15 hours) while Type V reported the most (28 hours).

Project directors reported that a wide variety of topicn were

covered in their inservice training sessions. Virtually all said that these

sessions had included methods for teaching content areas t, LEP students.

Student needs, student'assessment, and materials and curriculUm development

were also frequently mentioned topics.* Classroom te,.Aers most frequently

V
*See Case No. 7 for an example of a project's training topics.
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TABLE 5.19

RELATIONSHIP OF ATTENDANCE AT INSERVICE TRAINING TO
DESIRE FORADDITICNAL INSERVICE TRAINING BY INSERVICE TCPIC

(Source: Classroom Teachers; N = 277)

Topic.

Developritent of Goals/Objectives

Planning and Coordination

Educational Needs of Students
With Different Backgrounds

Curriculum Development

Material; Development/ModificatiOils
for Limited English Proficient
Students

Methods, Approache \, Techniques and
Skills for Teaching Content Arees
to Limited'English Proficient
Students

Use of Teacher Aides.

Teaching Cultural Awareness in the
. .

.assroom

Understanding the Motivation.and
Psychology of 'Students

Methods and Techniques of Using
Student Experiences in the,,
Classroom

Methods and Techniques for Helping
Children Become Critical Thinkers

Student Assessment

Discipline and Classroom, Management

Copnseling Student's

Parent/Community Involvement

Number
Responding
57 Trpjc

271

2710

266
7

A7

267

267

271

271

. 272

267

271

272

269

271

270

dlk

Attendance
No Yes

Wants ;Aiditional training__
No Yes No

14 8 38A 40

19 15 27

9 17 24 1 40

13 13 33 41

Yes

16 30 13 41

10 27 12 -51

J31 25 26 18

, 14 23 30 33

17 29 19 35

19 25 23 33

14 41 12 33

15 22 27 36

14 _Ad 30 36

35 38 11 '16

24 29 22 25

Overall
'Mean 272 A 17.5

2,0.7

25:1

21.1

22.9 34t5 .1

22.7 28.1



TABLE 5.20

. 40
RELATIONSHIP OF ATTENDANCE AT TNSERVICE' TRAINING TO

DESIRE FORDDITIONAL INSERVICE TRAINING BY `INSERVICE TOPIC
s7P

(Source: Resource Teachers; N a 177)

.
. ' Responding

Topic

Number,

By Topic

AttendIce
No Yes

Wants additional-training
No
' %

Yes
% '

No Yes
% %

Development of,,,Goals/Objectives

Planning and Coordination

Educational Needs of Students 7

Worth Different Backgrounds

Curriculum Development

Materials Development/Modifications
fdr Limited English -ProficieA
Students'

Methods; Approaches, Techniques and ,

Skills for Teaching Content Areas:
to Limited English Proficient
Students

.

Use of Teacher Aides

Teaching Cultural Awareness in the

Classroom

Understanding the Motiva4.911 and
.Psychology of Students r

Methods and Techniques of Using
Student Experiences in the

Classroom

Methods and Techniques for Helpin4

Child:An Become Critical Thinkers

,Student Assessment

Discipline and Classrocait Management

Counseling Students.

Parent/Community-Involvement

166

166

165

165

166

,

168

. 164

165

163

165

.

164

163

166

162

166

.

.

1'6

13

A'

.11

. 19 '

11

13

39

21

16

,,i

16

15

17

.41

23.

17

17.6

22.8

.

-,

.

,

.

.

9

20

15

13.

24

21

23

18

33

24

.

37

10

11

41

22

21.6
21.1

0

43 32 .

30 37

29 45

22 46

i .

,
19 46

\

20 46

20 18

29 32

18 1. 33
e

'

30

. .

12 36

3.5 40

35 23

12 24

21 40

F---
24.§ 36.1

21.8 27.5

\

.Overall
Mean
S.D.
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repotted attending sessions that covered goalsdevelopment and curriculum

`development, each of which'was mentioned by approximately three-quarters of

the teachers. For resource teachers, the most frequently cited topics were

goals development, student assessment, and dealing with the different educa-

tional needs of stUdents from different backgrounds. The least frequently

.

.cited topic for both groups of teachers was that of counseling students.

% /:)
Teiphers were asked about the topics on which mo.ce trainingfwould

be desirable. AS' the data in Tables 5.19 and 5.20 indicat at least half

of the teachers who Had received training. in a-particular topic wanted more

training in the Same topic which suggests the training prov,_led is

ariprooriate but needs to be continued. Figure 5.1 plots the ma.or training

topics covered against the extent to which more training is desired in each

area for classrocia teachers.' The topics above the line are those where

'more teachers expressed a desire for training than said the topic had been

covered in their workshops. The figure indicates that teachers wanted more

'training about: teaching critical thinking; teaching LEP students; LEP

materials; and student motivation.

It was found that 87 percent and 88 percent of the e-classroom and

the resource teachers, respectively, were either moderately or very
111;

satisfied with the cialityof their training. Satisfaction levels varied

little by project type.

5.2 The Process of Implementation

This section deals with factors which have direct bearing on the

implementation of Title VII projects. These factors operate at thetocal,

as well as at the state or federal levels; The section below focuses on

(local faEtors which the literature suggest influence protect implemental-

tton. It is followed by a section which analyzes a variety of factors

including other local factors as well as those at the state and federal

level.

195
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Local Factors

As poieited out fn the introducti;n to this chapter, many factors

influence project implementation are clearly beyond the control of

responkible for it. On the other hand, there are factors over which

act staff may be able to exert some influence, although they may not be

db- to control them. Then, toc, there are factors'over which project

'off have more or less direCt control. This section examines some of.

close factors over which project staff have control, or are able to exert

. least minimal influence. This was done to assess whet ler certain

rlethods of exerting influence and/or control are more like* than others to

resulb in the successful implementation* of ESEA Title VII projects. The

'.section first discusses what district and project staff reported that they

did to assist in project implementation: It then assesses their impact on.

the implementation process, by examining empirically the relationship,of

potential,ly influential factors with various measures of implementation.

Relevant findings and theotetical points from' the implementation literature

also are presented here to place the current Study findings in context.

Several studies have recently tevieaed implementation processes in

/ education and come"to quite simil conclusions (see,Werences section):

while no single procedure or set of procedures will ensure successful

implementation, certain types of activities are necessary if a project is

to be successful to its implementation, and other types of activities will

certainly ensu a project's failbre: The studies suggest that if

implementation to succeed, projects need to develop implementation

strategies in five areas: broad-based participation; pre- and inservixe

training; program developMent/modification; feedback mechanisms; and

resource support.** Each is discussed below.

*This term necessarily includes: effectivx'operation of local,projects,

institdtionalization, and transfer of students into arl English-medium

'classes as suitable.

1,3

**The following. implementation studies are cited in the discussion below:

Berman,'1980; Berman & McLaughlin, 1978; Fullan.& Pomfret, 1977; Peterson,

1977; Proper & St. Pierre, 1979; and Rayder & Barnes, 1977.

DEVELOPMENT ASSOCIATES, INI
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5.2.1.1 Broad-Based Partici ation

I
'Broad -based participation and participation by both district. and

ti

school, level persdnnel are extremely important to project implementation.
a,

For example; Peterson (1978) discusses the need for the "early involvement
4

of admlnistrative and instruct.icnal.deciston makers," and Rayder and Barnes

(107) report that they rarely found a project rated as alietessfdlly

.implemented if adminiStrative support wag hostiYe or indifferent:

Fifty-six percent of the current Study's,K-6 project directors

reported-that tie assistance and cooperation of school adMinistrative staff

helped project operations to a Igrrght oz very great extent. Sixty-six

percent ofthe project directdrs and sixty-four percent of the principals .

reported thet cooperation between project and non-project teachers helped

on-going operations. Federal program coordinators, projedt director; and

principals in K-6, projects were also less impressed. with theon-gcAng

involvement of school level non-project staff. About three-quarters of the

federal program coordinators reported,tpAt the project schools had helped

to a gplat extent to get the projects started. Al'inough two-thirds

believed that coordination between school level project and non - project

staff had helped to a great extent to get the project gothg, slightly.less

than a third believed that-non-project staff inn the schools were very

involved on an on-going basis with the projects. Only half of'the project, .

directors reported that principals were tnvoIved.on an:Ion-going basis to a I,

great extent, and lonly 20 percent reported'a great extent of on-going

Znvolvement pf non-project teacherg.

.
06

About three-quarters of the principals reported that informal

.
teacher communication had been used to a great extent t9 achieve coordin-

ation between project and non-project staff in their schools. About half '

said tha verall school curriculum planning had been used to a great extent

to Achieve this purpose, and a slightly smaller group (43%) reported that

formal jointjoint planning had been used to. a great extent.*

That the lack of coordination of 1:49struction across programs is a,factor

hindering implementation may be seen in Case No. 5.

.

wt.
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I
Project directors, principals, and classroom teachers shared simi-

lar views about the extent to which the integrati n of project and

non-project sAdents for non-academic activitie helped. About half of

each group thought it aid, and about half thought it had no effect.

Fifty-three percent of the federal program coordinators feint that

the local communitty had helped only to some extent to get the project

started or keep it going. Forty-eight percent of the principals and 42

percent of the teachers felt that community support had mostly hel edlocal

project operations. Forty-four percent of the principals and forty-nine

percent of the teachers felt that parents hadliostly helped in their,

project activities. .The,community at large was apparen*ly often not a

critical factor in prOgram start -up or operations, according to both formal

interviews -and the case histories. HoweVer, both the data and case

'istories indicate that parents, PAC members, and other individuals within

thecommunity were often intensely involved on an on-going basis and their .

coritributions were important.*

52:1.2, Pre-Service. and Inservkce Training .

4 /

As noted earlier, literature on implementation also suggests that

projects need to develop,implementation strategies for inservice training.

Projects will not be effectively implemented if twining is conducted only

befor the beginning of a project or at some other stng4e.pgint in time.*

On4o inservice training is needed for at leasOree diVrent reasons.

First, most programs, are stilt in thetr.initial development phase

when they are first imp0.emented; thus, all information abobut them cannot be_

transmitted at start-pp'. Second, even in the most stable systems, staff

turdlover occurs and new staff need to be trained. Third, staff have

*For an example of how.Aegative community attitudes may be a factorN\

hindering implemintation, see Case No. 7. For-positixie .examples,-see

Case Nos. 12 and 22.

008
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emerging needs which need to be addressed. Berman (1980) suggests that if

one is us-ing programmed implementation strateElies, teachers should be

trained in prespecified stapdard operating procedures. Many authors (e.g.,

Proper and St. Pierre, 1979) point out that Wnile some inservice acti/At4es

can and should be preplanned, much of.the'inservice-traintng activity

should he designed to meet the emerging needs of the project's staff. They

suggest that these sesalfts should focus on bath the philosophy of the

program and on practical classroom 'i'ssues and should be in'the languagef:

the participants. Also training activities should not be restricted to
4

teachingpersonne
f

ESEA Title VII regulations recognize the r.aed for staff training

through the' delineation of a staffdeveloPiltent component.* The typeeof

training being implemented in Title VII programs and the specific topics

being covered in inservice training sessions were discussed earlier in this

chapter. Thereit was reported that over half of the project directors

4 reported that all of their teapherS, aides, and special staff had-received

4 y

inservice training during the 1980-81 §chool year. About half of the.

claSsroom teachers and just over 60% of the resource teachers reported they
4'

.hadreceiyed some bilingual education training during the
'

same year.

Parti.cipation of principals and LEA.administrators in inservice'training

was far less extensive. About three-quarters of the principals and

teachers reported that pre- and inservice training activities had helped

program operations.

4

5.2:1.3 'Program Develqpment/Modification.

; N

Theliiterature suggests,that program development/modification is

another area where implementation strategies are important. Specifically,

.ef

*Section 723 $f the regulatitins states that ". . . the Commissioner shall,

through grants to, and contracts with, eligible applicants . . . provide

for . . training . designed (I) to prepare ,personnel to participate

in, or for personnel participating in, the conduct of programs of

bilingual education . ."

DEVELOPMENT ASSOCIATiS,INC.
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it is suggested that projects need to develop strategies both for program

modification and for the phased implementation of the program. As.pointed

out in Chapter 3, project applications and other early documentation are

often vague. Fullan andpomfret (r977) potpt to the need to haye plans at

the beginning of the project to' make such vague ideas more explicit. In

those cases where early project documents are detailed, they often,need to

be revised when-they come incontact with the real world. Berman (1980)

argues that programmed implementation strategies need detailed goals and

objectives (whether preplanned or planned during implementation) while

adaptive strategies work best with logsely defined ones. Peterson (1977)

speaks of focusing on the "spirit".of the innovation rather than on the

"replication of its form, structure, or mechdritcs."' Berman and McLaughlin

(1978) point to the need for mutuda adaRtation, that is,.not only mustthe

system change to meet the requi4ements of .the project, but the project must

also change and adapt to the emerging needs and constraints of the system.

BSEA Title VII recognizes this need for project modification with

its formal process for planning revisions. Programs may have to he changed

considerably in the initiarplaAnAng phases as actual funding levels may be
t.

quite differentfrom the levels requested., Once these initial changes are

made, however> project directors Say that,they4ke few changes. This lack

of program change may be related to the emphasis of Title VII projects.

Title VII projects appear to emphasize the procurement aspect of service

delivery rather than the content. That is, ppadects are concerned with

providing a cert.n number of aides or propviding a certain number of ,hours

of tnservice training. Unless fie target population changes dramatically

.(which it can in Title VII), major modifications are unlikely to be

required at this level. Program modifications may therefore be more likely

to be,n4ed at the classroom level, e.g.,, in term's bf the type anTcontent

Of instruction. The data showed, however, that teachers reported few

modifications in their instructional plans. In general, teachersdid not

think in terms of planb
k
being made and then modified, but rather in terms

s-c

of plans evolving. Specifically, 21Percent of teachers reported making

modificattons.in their general instructional approach; 23 pereent reported

a
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making modifications in bilingual education materials; 22 percent reporeWd irt

making modifications in bilingual education activities; and 21 percent

reported making modifications in scheduling Bilingual education

activities. The modifications,were predominantly related to students'

grade and ability levels.

5.2.1.4 Feedback Mechanis)ms

%.

Iciplementateion literature also:focuses on feedback mechanisms.

Berman (1980) suggests that'persons using programmed implementation

strategies use evaluation to assess the fidelity of program implementation,

whereas those using the adaptiVe approach use'evaluation to adapt

implementation strategies to meet emerging needs. Other authors (e.g.,

Proper and St. Pierre, 1979) have pointed to the need for a variety of feed-

back mechanisms, including formative evaluation, to be developed and used

to assist the implementers ih making mid-course corrections. Such feedback

mechanisms may include: both formal and informal meetingp among

instructional and administratime staff, inservice training, student

testing, implementation checkl'.sts,,clatsroom observations, etc.

Respondents from Title VII projects reported that'they are

evaluating their projects in a variety.of -ways. Well over three-fourths of

the coordinators reported that the project had been ada,pted to meet specific

community and student needs. Since the project directors report few

modificiations to project plans, one might hypothesize that this adaptation

to meet community and student needs is accomplished within the Title.VII-

. approved plans rather'than through changes in the plans themselves. For

example, a project might employ the number of aides stipulated 'in the plan,

but might deploy them somewhat differently depending upon changing student

needs. Eighty percent of the project directors reported that they had

Conducted needs assessments during the 1980-81 school year, most frequently

in the'areas of staff development and student instructional needs. At

0 least half reported that they had conducted needs assessments of materials

and parent/community involvement.* In addition, alMost 80 percent of the

*Case No. 19 reports the parents' involvement it program evaluation.
-
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classroom teachers reported that the projects' internal evaluations and

mr+nitoring efforts had generally been "moderately" or "very" effective in

assisting the project meets its objectives. 4

5.2.1.5 Resource Support

According to implementation studies, adequate resource support is

also necessary. In-ineral, the monetary size of a project does not appear

4,:o he related to whether v not the project is successful in implementing

its program. For example, Berman and McLaughlin found that More expensive
)0!

projects were no more likely to be implemented than lessexpensil!re ones.

However, the level of resource support available to the project from all

sources may affect imPlemntation. Thus, while Rayder and Barnes' (1977)

overall findings regarding fiscal resources available to a project were

similar to those of Berman and McLaughlin, they found in areas of intense

p6verty that implementation could be very difficult. Rayder and Barnes

also point out that the short-term nature of federal funding can make

plapiiii.ng difficult.*

However, more important than the funds themselves are the re-

sources which those funds can provide, as many studies have pointed out.

Rayder and Barnes (1977) write of the necessity of having packaged

materials. They point out that the more developed the materials at the

project start-up, the more project resources can be expanded upon project

implementation. Proper and St. Pierre (1979) recommend that projects have

up to a year's materials available before they start up, in order that the '

teachers may focus their attention on learning what the project is about

and not worry about developing or finding materials as well. Peterson

(1978) writes of the need for having descriptive brochures and training

manuals.

I

*Case No. 21 provides an example of hold the timing of federal and state

assistance creates a problem in implementation.
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Overall, project directors, principals, and teachers reported that

both the athintity and quality of the available materials helped in the local

implementation of Title VII.* It was found that 77 percent of all Basic

projects received materials, services, or training from a Bilingual

Education Service Center (BESC). At least two-thirds of project directors

reported the services and materials received from BESCs were moderately ,

effective or very effective in the areas of planning, operations.

achievement and pfoficiency test' selection, working with parents, and

evaluation. Assistance received from state education agencies was4also

reported as useful. Specifically, fifty-eight percent of project directors

reported that programmatic and resource
materials received from their SEA

were useful.

5.2.2 The Combine] Influence of Federal, State and Local Factors

As pointed out earlier, broad based participation, pre- and
e-

ingOrvice training, program development/modification, feedback mechanisms,

and resource support do not influence the process of implementation and

program operations in a vacuum; they are interrelated. Therefore, i

addition to-exploring the extent to which individual factors were reported

to enhance or impede project implementation, analysks were conducted to

explore their interrelated influence. liecause'project directors and

teachers are the types of personnel most closely involv d with project

operations, and because each group brings a somewhat different perspective; _

information provided by each of these two groups was examined separately in

this assessment of factors which appear to impede or_enhance implementation.

*However, Cases No. 9 and 22 mention problems in obtaining materials for.

Korean language students. For a project which illustrates the sufficiency

of Spanish-language materials, see Case No. 13. See also Development

Associates' inventory and assessment of gaps in the availability of

bilingual curriculum materials (1978). Case No. 6 illustrates how the

lack of curriculum materials became a factor which hindered implementation.

204
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Several aspects of project implemeniation,were examined and were

used as dependent measures. They were selected to represent the diverse'

areas of Title VII concern. As mentioned in Chapter 2, the influence of

various factors, or independent variablds, ot the classroom.instructional

component was examined through an assessment of: (a) -the influence.of those

factors on the language used for Instruction in seven different subjects;

(b) the use of the pull-out model for instruction in thOse sameiteven

subjects; and (c) the use of aides, again in the seven subjects. The

0
examination of the classroom instructional component also included an

assessment of the influence/of these various factors on the reported

implementation of the project's planned instructional objectives, approach,

curriculum, and entry-exit procedures. The examination of the management

component included an assessment of the influence of the several factors on

the implementation of project plans for evaluation, staffing, and

dissemination. The variables used in the assessment of the staff

development component included the reported implementation of the project's

overall staff development plans, and the extent of staff training.

Finally, the reported overall implementation of the parent/community

involvement component was also examined.

While there is a content similarity in theaprOject director and

teacher information examined, the basic information provided by each group

was somewhat different. The Specific dependent measures of project

implementation used for the project director and teacher analyses are

presented in Chapter 2. The.specifid federal, state, community, 4strict,

school and project-leVel factors of.independent variables which hay% been

examined in each of the multiple regression analyses are also presented in

Chapter 21.

Table 5.21 (A-E) presents an overall summary of the stepwise

multiple regression analyses which were conducted with these independent .

variables and ,dependent measures of project implementation. Each column of

Table 5.21 contains an indication of which variables were significantly

associated with a particular dependent measure, and the overall proportion

of explained variance (or R
2 value)'due to-including all statistically ,

significant variables in that particular multiple regression analysis.
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TABLE 5.21 -A

SUMMARY OF RELATIONSHIP BiTWEEN

INDEPENDENT VARIABLES AND DEPENDENT VARIABLE?

(DATA SOURCE: CLASSROOM TEACHERS, N=241..\

4

InOependent

Variables"

Dependent Variables - Defendant

g

Implementation

ct plan' for

mate4ale.

.

-

wir....y.r.r.r...wr.m.1
Variable'--------------

Staff Denial:sent Cceponent

Trainin. '

Use of Native Language for Instruction in

Nat Social 114 all,

log ESL RLA Math Studies Science Enrich Average.

or

No/Yes curs ceriftcatica

+ +

.

-

Protect

'Site ,
Aya

Language

(Other/Spanish)

Number (I:1-4)

-,

+ + -
7

.

+. +

. -

Class size -

Factors affecting

implementatice

District '

School

Community

Project

+

+
:, .

,

1

+ + -,

Management-

effectiveness .

.

Training

No/Yea

or certilf
Hain

+ + +

+ + + +

,

.

..

Use of pull-out
,

Use of Bide
.

Proportion of .35 .04 .12 ;22 .25 .35 ,20 .40

Explained Vari-

ance (R2)

aos

.23

P

.30, :10 .35
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TABLE 5.21-B

SUMMARY OF RELATIONSHIP BETWEEN

INDEPENDENT VARIABLES AHD DEPENDENT VARIABLES

(DATA SOURCE: PROJECT nloTrop, H=401)

Independent

Variables

Project

Size '

Age

Language

(Other/Spanish)

Humber (11:11)

Class size

Factors affecting

implementation

Federal

State

Distritt,

School

Community

Project

PD involvement

Evaluation

Parents

.Review of'achievement

PAC assistance

Materials -

(adequacy)

Instructional

Equip/supplies

Parentgommun.

OBEMLA (Helpfulness)

PD (years)

° SEA (Helpfulness)

BESC Service

(effectiveness)

EDAC mat. (extelq

Inservice

Prop.' Teachers

Prop. Aides

Proportion of

Explained Variance(R2)

206.

De ndent Variables

Language used in Instruction

Math . Reading Science Social Studies Other, Average

Both English Both English Both English Both English Both English Both English

4

10. la 111.

1.

+

ti

.15 .18

OM

.15 ,16 .14 .16

a

a

.18 .13 .09 .13 .14 .11



TABLE 5,21-C

SUMMARY OF RELATIONSHIP BETWEEN

INDEPENDENT VARIABLES AND DEPENDENT VARIABLES

(DATA,SOURCE: CLASSROOM TEACHERS, N442)

Y

° Independant

Variables
. ...................._

Dependent Variables 1.1=. D!pendent Viriables

'
U.S of 'Aide. for instruction in '4'

U14 of Pull-Out for listructirn in

Nat Social Cul.

Eng EEL ALA Matt Mulles Science Enrich Average

Nat Social ' Ni.

Is ESL ALA Math laud's. Solana Enrich Aver!ge

+ , s

,

-

- - - + , -

pro)ect

Size

Aga inen/oldl

Language

(Other/Spanish)

Millibar 13 I-4

-Chian slid

, I

+

- - t

.

. + I

, ..._ + $

fautors affecting

implementation

uistrlct

School

toamunity

Project

Malevolent-

attoctivensis

.

4
e

.

.

. .

+ i

+ *

.

,

, + ;

Training

N4Yul

or cart11.

Miura

-

. - - -

$

+
, I

Use of aidaino/yesl_ - - -

Use of Native

Lan .e In. es)

.
.

Proportion of .03 .42 .42.09 .10 .19

Explained

Variance (R
2

)
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TABLE 5.21 -D .

SUMMARY OF RELATIONSHIP BETWEEN

INDEPENDENT VARIABLES AND DEPENDENT VARIABLES

(DATA SOURCE: ,PROJECT DIRECTOR, N-401)

.3

Independent

Variables

DependenL Variables

Conpooent

.._. .. puendent

StaftingDevelcpment

Variables

Instructional
Comptilent

Objectives

!
.

Entry/exit ..Approach

i

Curriculum

Overall Proportion Teachers and Aides

Plans Receiving Training
Profect

ize

e

nguage. t

(other /Spanish)

Nuaber (.1:1-4)

, .

.

.

.

1)

0.

. 1

.

Class size ,

Factors affecting

isplementatico

Federal .

State :

District,

School

Community

Project

1

.

4. A +

.

.

...

,

.

PD involvement

Evaluation

:Parents ,

Review.Vf ach'. .

+ +

.

PAC assist.
......

*
+ .

Materials

adequacy

Instructional

Equip/Auppliee

Parent/ccomuni

.

,

r

....

.

.

,

+

r

,

Ineervice

Prop. Aides

Parents,

3EA ieelpfulnesal

PD (years)

EDAC Mats,

Bi,C

.

+ .

+

.

.

I

+
I

+

S

I,

.

N. i

,-,

'

+

A* u

.

A Proportion of Ex-

plained Variance (R2)

.09 .06 .07 .12 .09 .15
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TABLE 5.21-E

' SUMMARY OP RELATIONSHIP BETWEEN

INDEPENDENT VARIABLES AND DEPENDENT VARfpLES

(DATA SOURCE: PROJECT, DIRECTOR, N-401)

,

,

Indspendent

Variables

..Dependent Variaoles

Component ',-,

. .

P/C involvement

Management

Evaluation Staffing Dissemination Objectives Materials

Project

Size
.

Aqe

Language

(Other/Spanish)

Number (id -4)

4

.)

N.,

Class size ,

'Fa tors affecting

implementation

Federal

Statp,

Disttict

School

Community

12121!ct

+
f

o

r

.

'

a

+

,

,

. +

.

.

1

'. .

i

PD involvement

Evaluation

Parents

Review of ach.

,

,

,

PAC assist. '

4iterials.

adeqyacy

Instructional

Equp/supplles

Parent/ccmmun.

.

Inpervice ',

Prop. Aides

Inservice .

Prcp. Teachers

.SEA (Helpfulness)

PD (years) ,

IDAC Mats.
.

BESC

+

+

+ )

, . 4 +

.+

+

.

21A Proportion of Ex- 2

planed Variance (R .19 .09 1.05 .06 ,03

3
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'4111
Some guidelines for interpreting Table 5..21 need (:) be mentioned

here. Independent variableth having a (+) sign. in their corresponding row

were positively related to a par dcular dependent measure (i.e., they ha
,

positive beta weights), while th e independent variables with (-) signs

indicate a negative relationship with the dependent measure of projept

implementation. Furthermore, the larger the propottion of explained

variance or R
2
value, the more that those independeht variables are

associated with the dependent measure, and conversely, the less li4elx it

was that other factors, not included in the empirica/ regression equation,

tsplef to "explain" the relationship.

. ,

Certain independent variables were generally not associated with

the dependent measures and thus generally lacked either (+) or (-) signs.
.

_

These variables, therefore, appear to be unrelated to various types of
.

project implementation. However, this wotild be aflaulty and perhaps hasty

conclusion as typified by the following examples, (a) class size does not ..

affect how pu -out approaches are used to offer 4struction in _certain

subject areas, or that (b) the use of an aide does not affect the use of

the native language for instruction. Referring to the style of Table 5.21,

the lack of a (+) or (-) simply indicat (in the case of example (b)) that

"the use bf an aide has not been found to ffegt the'use of native

language. It does not indicate that theuse of an aide has no effect on M.

the use of native language. These, were'tWo of the variables which empiric-

ally failed to enter intga'numger of Multiple regression analyses of Study

data. Thus, these two hypotheses (class-size affects how pull-out

approaches are used, and use .of An aide affects usn of the native language)

were not disproved. Rather, they just failed to be proved in the present

Study.

Extending' this discussion, one or more of the following factors

mayrhave occurred to cause t)e patterns reported in Table 5.21. Certain

Study questionnaire items used may have had low variance, i.e., a dispro-
..

portionately high number of respondents selected a par icular answer. Ot,

certain 'variables may be highly correlated-with of her independent variables

and therefore did not contribute to the overall relationship An their own

right. Or, certain variables needed to be measured in a much more precise

216
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and indepth manner than was feasible in this Study. This may explain why

only one variable was
associated with the extent of parent and community

involvement. The variable or dimeiligion (parent involvement) may be much
s J`-

more complex than could be treated by this Study, whereas the recently

completed Parent Involvement Study (Cadena-Munoz & Meesling, 1981) focused

on Title VII and devoted Volume 4 of its final report series to this topic

alone.

In general, the R
2 levels in the tables indicate that the

independent variables used in these multiple regression analyses were

,soneohat more related to instructional
component indices than to the staff

development, project management, or parent and community involvement

indices of project implementation. R
2 values of instructional component

indices ranged from .03."tn .42, wkith several of them being above .30. In

contrast, none of the R
2 values associated with other indices exceeded

.15. This pattern was true whether classroom teacher or project director

information was used, although teachers were a relatively more valid source

of 'staff developmerit levels, as might be expected. Examining the teacher

data relationships
presented in Table 5.21, one also sees from the R

2

levels that they were relatively higher than those from project directors;

none of the latter groups' R
2 levels exceeded .15. It was therefore

possible to more readily use teacher data to identify the factors associated

with (1) the use of the native language for instruction; (2) the use oZ

aides for instructional
purposes; and (3) the use of pull-out approaches.

With the above comments as an overall context for understanding

Table 5.21, more specific findings presented in that table immediately

follow.

5.2.2.1 Use of the Native Language for Instruction

As Table 5.21-A shows, a variety of factors appear to influence

the use of the native language for instruction. A few factors (age of

project, training, etc.) seem to influence the use of the native language

in a number of subjects, while other factors (school factors, project

ai. 2 7
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factors, etc.) appear to ,influence the use of the native language in only

one or two subjects. This pattern* is found throughout the analyses.

The native language was used more extensive'y for instruction in

all served subject areas by teachers who had training and/or certification
*1St,

in bilingual education. The combination of factors which seem to influence

the use of native languages for instruction in English include age of the

project, number of languages, class size, school level factor: and
-

bilingual certification of the instructor (R2= .35). .A similar pattern

of factors influences the use of native languages for instruction in.the

area of science. However, there is a negative cdrrelation between number

of languages and age of the project. It would seem-clear that two or more

languages in a project would present difficulties (in the lack of trained

instructors, special language materials, etc.) -in the teaching of science.

The independent variables used in this study had a very low, although some

relationship to the,use of the native language in ESL, and nativeeading

language arts (R
2

= .04 and .12, respectively). These results also

,indicated that projects only serving Spanish students were more likely to

use the native language for instructional purposes than other projects.

According to the information provided by the project directors

(Table 5.21-B), selected factors at the federal, state and local levels are

related to the language used for instruction. The overall helpfulness of

both OBEMLA and the SEAs, parent and community involvement, andthe

adequacy of materials were positively associated with use of both English

and the native language in the instruction of reading (R2' .15), science

(R
2= .14) and social studies (R

2
= .18). A slightly different pattern

*Since scattered patterns are frequently artifactual, this discussion will

concentrate on the more common patterns. However, since scattered

patterns can frequently provide analysis with information and insights for

future hypothesis testing, the reader is encouraged to explore these

divergent patterns in Table 5.21 Parts A-E and Appendix 4: Variables Used

in Multiple Regression Analyses and Their Associated Reliability (Alpha)

Coefficients.
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is that which shows that project level factors and project director

involvement in evaluation, in combination with parent and community

involvement and the quality of equipment and supplies, are strongly

associated with tha'use of both languages in the instruction of math (R
2

.75). However, OBEMLA and SEA helpfulness showed no significant. relattion-

ship to this area. Analysis also showed that the more involvement of .

federal agencies, parents, OBEMLA and the years of experience of the

project director, the less likely that only English would be used in the

instructi.In of science (R
2
= .16). 'Differences '.:-2tween overallproject

director and teachers' responses may be partly .ixplai.ned by'the external

view of the project which the project director has, as contrasted with the

internal view of the teachers.
1

While itjs not possible to statiwith an" degree of certainty why' .

all of these external and internal factors are associated with the use of

both languages.for instruction, it is not difficult to suggest loccal hypo-

theses for some of them. For exanple,\one of OBEMLA's many duties is to

encourage compliance with the Title VII mandate to use the native language

for instruction as long as the student needs such help. The positive

relationship between the helpfulness of OBEMLA and the use of both

languaaes could be purely circumstantial or it could be causal.

The positive (albeit low) association.of PAC assistance and the

use-of both'languagesacroSs grade levels also suggests similar alternative

hypotheses. For example, it ay be that PAC involvementis related to the

f
.

degree to which the parents nd PAC members are concerned that their

children are taught in their native language.. Therefore, PACs which are

more involved in the develOpment of project applications may be precisely

the ones which are more cohcerned that the student's native language be

used within the school setting. klternatively, it may be that as the

project succeeds in obtaining' PAC assistance, PAC members become more aware -*

of the students' immediate academic needs and thus encourage the use of the

native language, so that the students will not fall behind their all-English

speaking peers academically as they learn English. The positive association

of the adequacy of materials and supplies with the use of both languages

across grade leVels appears to be somewhat more straightforward. Having

native :anguage materials is a major aid to teaching in the native language.

runlmormENTAssocumg,INc,
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5.2.2.2 The Use of Aides and,Pull-Out Approaches

As Table 5.21-C shows, some of the strongest relationships

involved theUse of native language and two other instructional variables:

the use of aides and the use of pull-out. The use of the pull-out approach.

for ESL and native reading and language arts was strongly related (although

negative in direction) to teacher training/certification and project age

(R
2

.42). Pull-out was more likely to be tised for instruction in ESL

and native reading and language arts,if the project was new and the teacher

was neither certified nor trained in bilingual education. In addition,

pull-out was more likely to be used for ESL if aides were not involved in

ESL instruction.

Teachers who were certified in bilingual education, or who had at

least received some training in the area, were more likely to use aidewto

assist in the instruction ofESL (R
2 = .28), 'science (R

2
= .16) and

cultural enrichment (R. = .23) and not use aides in mathematics

instruction (R
2
= .27). -This, along with the use of pull-out by teachers

who are not certified or have relatively less training, suggests a not

unexpected picture. That is, when the classroom teacher lacks special

training, the students are pulled-out of the classroom and provided

iastruction by a specialist, in ESL, science, and cultural enrichment.

However, when the teacher is specially trained, he/she provides such
---

instruction within the classroom. This relationship btween training and
4 -

instruction is therefore both expected and prevalent.

Teachers in projects which served several languages were also less

likely to use aides than projects which served only one or two languages.

It may be that-when a project works with fec4er languages, it is more able . .

to find aides who speak the language because there are more quulified

people in the community. Alternatively, projects which'serve many

languages may not be able to find aides who speak the various lanages.

Furthermore, the number of students who speak any specific languages may be

too small for a project to employ an'aide.
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5.2:2.3 Overall Instructional Components

Few relationships emerged in the examination of factors which

influenced the overall instructional component (Table 5.21-D). Implementa-

tion of instructional-objecttves and of the overall instructional approach
4

was positively but very weakly associated with the proportion of aides who

were trained and the helpfulness of the SEA (R2 = .09). The involvement

of school level staff was also associated with implementation oft -lobe
(.?

overall bilingual curric..ium and entry/exit procedures. The proportion of

teachers and aides receiving training was also positively associated with

directors workirw with parents, with PAC assistance in proposal development

and in the adequacy of instructional materials (R
2
= .15).

The fact that there we e fewer relationships among aspects of the

curriculum cOmpbnent in-the project director than in the teacher data may

be caused by a number of 4iffereni factors. For example, it may be that

the teacher variables were in more relevant instructional domains than were

the project director variables. Another possibLlity is that because

project director responses tend to be global (i.e., dealing with a full

project's operations rather than with any single school grade, or

classroom) the responses therefore mask considerable and important
)

variability at the within-project level. This is entirely possible, given

the need for individual teachers to tailor their instructional approaches

to particular language groups, levels of language proficiency, etc. Still,

it should be kept in mind that the relationship. between these variables

(R
2 values) were extremely weak and-so even these findings must be viewed

with caution.

5.2.2.4 Staff Development

'Staff developmepft was related to selected' project .characteristic 4,

A
data (Table 5.21-D). Teachers inrelder and larger projects and teachers

who reported that project management was effective were more likely to have

been certified or received at least some training in bilingual education.

Such variables explained about one-thya of the variance in the existence

of teachei certification. However, what perhaps was somewhat unanticipated

DEVEL9PSIENT ASSOCIATES. INC.
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was that the same variables were almost completely unrelated to the hours

of teacher, training received by teachers. A likely explanation is'that

reported. hour's of training may be too gross to serve as a sensitive measure

of training effectiveness, and therefore no'set of important independent

variables would be significantly associated with it. However, whether or

not,teachers are certified appears to be a reasonably good measure of staff

development.

Paren and community participation also appeared to be related to

staff developme t (R
2
= .15). Project directors who reported more

assistance from he PAC in developing their application and more ongoing

involvement with parents also reported that a larger percent of their

teachers and aid s had'received training during the year of the Study

team's site visit. The teachers corroborated this positive relationship.

That is, teachers who reported that they were certified in bilingual

education or had received some training in it were more likely to report

that the community was a positive factor in the implementation of such

projects.

5.2.2.5 Project Management

It was noted above that factors at the school level appear to be

playing a small, but significant role in the implementation of the

instructional component. Factors at the district level appear to be

playing a similar role in the management component. As the field staff

notes and case histories developed during this Study suggest, the district

may define the overall project. However, each school has a degree of

autonomy, and the role played by each school's administ -tive staff cannot

be ignored..

Other factors which were positively associated with .h

Implementation of the management component included three vari les which

have emerged as important contributors to a number of aspects of

implementation: PAC assistance in application preparation, the ion

of aides trained, and the overall helpfulness of the SEA (Table 5.21-E).

The positiOe relationship between aide training and project implementation
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is not particularly unexpected. 'PACs are mabdated because it has been
D

assumed that they could contribute to project implementation. As discussed

in Chapter 3, this assumption, in terms\of PAC participation in the

application process, appears to be supported, at least to some extent, by

the data obtained in this Study. SEAs, however, have historically not been

an integral part of the Title VII program, but they show dp as an important

contributor to .program implementation. This may be because they have been

left relatively free to assist in whatever ways that they are needed, and

thus are able to tailor their services to-individual LEAs' or projects'

needs. It should be kdpt in mind that the associations between all

independent variables and dependent variables'. in the management component

are low, ranging from R
2= .03 (parent and community involvement) to R

2=

.14 (evaluation). .

5.3 Institutionalization

rt of the ESEA Title VII mandate has been that projects make

plans for he continuation of the program after Title VII funds terminate.

Program continuation is likely to odur in either of two ways: the LEA

finds a new external source of funds or it "institutionalizes" the

proaram's components. That is, it incorporates the components into its

regular school program and budget. if the program is continued-through

another external funding source, the LEA 1.s. simply putting off the problem

of discontinuation.or institutionalization until a later time. In most

cases a program will be incorporated into the school's regular budget°

through some combination of the following: (a) the program is modified so

that it needs little or no money specially allocated for its continuation;

(b) monies are taken frnm other previously budgeted activities; or, (c) the

program's budget needs are added to the LEA's budget. In these times of'

budget austerity, intense pressures are likely to lead to- modifying

programs so that they will not require additional funds.

Programs are also more likely to be continued if district staff

believe that they are effectively meeting local, needs. In general, both

program and district staff interviewed in the present Study spoke favorably

223
DEVELOPMENT ASSOCIATES,



- 1. -185-

of their Title VII programs.* Almost three-qdarters of the interviewed

superintendents believed that their local program was effectively

accomplishing its overall goals to a great or very great extent. The

remainder (28%) believed that their local program was effective to some

extent. Oirer one-third of both the classroom and resource teachers found

Title VII to be a vital addition to the district system, and an additional

third considered it to be a definite advantage. One-quarter,thought that

it could be an advantage if it were improved. in certain ways. Less than 7

percent of either group of teachers fOnd it either ineffectual or' more of
. .

a hindrance than a help. Over half of the PAC chairpersons rated the

quality of project teaching, materials, manag nt, and relations with

parents and the community to be very good. Tke auality of support provided

by the school district administration was rated lower with over 17 percent
. .

of PAC chairpersons providing ratings of poor or fair. However, forty five

percent of PAC chairpersons still rated the support of the school district

to be very Nod. Approximately three-quarters of them very much agreed

that students both read better and spoke English better, and less than

one-third agreed very much that the students were using their native tongue

more rather than less.

The federal programs coordinators' assessment of the effectiveness

of their Title VII programs in accomplishing overall goals did not

vary extensive y by project characteristics. The' principal's assessments

also did noikvary except principals in new projects tended to report that

their students had been helped by Title VII participation to a greater

extent than did principals of older projects.

Interviewees were asked to rate the extent to which t%ey believed

that their program had had a positive impact on each of seven areas:

spoken English, academic skills, English language reading skills, native

language skills, cultural awareness, attitude toward school, and

9

*See Case No. 10 for:an example of the positive difference which a

supportive pr' tipal can make, and Case No. 2 for a negative example.
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self-image. The rating scale was as follows: 4 = very great; 3 = great;

2 = some; and 1 = little or no impact. Table 5.22 summarizes the data by:

(a) presenting the mean and standard deviation for each type of respondent

by area of positive impact, and (b) the percent of respondents choosing

each point on the rating scale. Results showed that most mean scores fall

in the range of 2.'6 to 3.5, i.e., about halfway between some extenand

"great extent;" and about halfway to "very great extent." While most'

respondents viewed the program positively, there was some variability in

their responses. In general, they were. most favorably impressed with 14he

program's positive impact on student attitudes toward school and on

self-image.* Ratings of native language skills varied more than did

ratinas'of other areas indicating a greater spread of viewpoint, regardless

of type of respondent, on how much the Title VII project had affected that

area. However, even in this area, over half of the respondents reported

that:the program had had great or very great impact.**

There was little to no variation by project type in K-6 federal

projects coordinators' assessment of the extent to which they believed

/
theirTitle VII projects had had a positive impact on five of the seven

areas: sp en Engsh, academic skills, cultural awareness, attitude

toward school, and Self-image. HOwev3r, coordinators did show some

variation by project type in their assessment of impact on English language

reading and native language skills. Specifically, coordinators of mid,and.
, .i.

large size projects tended to report a .higher degree of impact-on native
1

language skills than did coordinators of small projects. In addition, the

coordinators in large non-Spanish-only projects tended to report a higher

degree of impact on English language and reading. Finally, coordi4ators in

the new Spanish-only projects and older other language projects tended to.

report a higher degree of impact on English language reading skills than.

did those in other projects.

*See Case No. 8 for, a.n example of academic progress attributed to incieased,

'self-esteem.

**Case No. 20 supplies an illustration of the positive impact of the

program.
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al I TABLE 5.22

RESPONDENTS' PERCEPTIONS OF AREAS OF POSITIVE IMPACT
(DATA SOURCE: SEE-RESPONDENT COLUMN BELOW)

.04-
Area Respondent

Nuber
Responding Mean S.D.

Percent Reporting
Extent of Impact of:

(1)

Little/
No

(2)

Some
(3)

Great

(4)

Very
Great

.

Spoken
English

Cultural
Awareness

.

. ..

.

Academic,
Skills.

Superintendent.

Federal Programs
Coordinator

.

Project Director

PAC Chairperson.
.

Teacher:
Classroom
Resource ,'

.

Superintendent

Federal Programs
Cdbrdinator

Project Director

_PAC Chairperson

-Teacher:

Classroom
Resource

Superintendent

Federal Programs
C.c;Ordinator

Project Director

PAC Chairperson

Teacher:

'Resourili
.

'

.

53

55

59

55

274

167

56

55

59'

54

271

157

55

52,

59

'53

1

163

.

.

-

2.7

2.8

3.2

3.4

2:7
2.8.

3.1

2.9

3.1

3.3

3.0

341

2.9

2.8

3.1

3.3

,2.8

2.9
1

%.

.8

.9

.8

.6'

.9

.9

.7

.8

.8

.7

.9

.8

.8

.

.8

.8

.7

.9

.9

6%

4

1

11

9

4

.

7

3

5,

1

7

6

,

.

31%

30

17,

9

32
30

22

30

15

12

.24

22

22

32

21

:12

27

24

,

-

.

48%

,

48

41

47

38

38

52

419

45

48

36

39

55

57

45

48

40

44

.

r

.

15%

18

...

41

44

20

23

26

21

36

40

34

36
.

18

-

11

33,

40

25

'26'

k' 0 .
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TABLE 5.22

RESPONDENTS' PERCEPTIONS OF AREAS OF POSITIVE IMPACT ( Continued )
(DATA =ORM SEt RESPONDENT COLUMN 8> ON)

Area

4

Respondent

Number
Responding Mean S.D.

Percent Reporting
Extent of Impact of:

(1)

Little/
No

(2)

Some
(3)

Great

(4)

Very
Great

English
Language Superintendent 55 Z.7 .9 , 7% 32% 41% 20%

Reading
Skills Federal Programs .

Coordinator 53 2.7 .9 5 33 51 11

Project Director
t,

PAC'Chairperson

57

53

3.2

3.5

.8

.6

1 21

7

35

35

43

58

Teacher:
. Classroom 272 2.8 .9 10 20 39 23

Resource 157 2.8 .9 4 10 23 40 26

Native
Language Superintendent _ 49 2.6 .9 12 30 43 15

Skills
At

'Federal Programs
.

Coordinator 48 2.8 1.0 3 45 21 31

Project Director 59 2.9 1.0 8 26 32 34

PAC Chairperson 56 3.0 1.0 8 25 28 39

Teachers
Classroom 225 2.9 .9 elr 22 44 25

assOurce 143 i.7 1.0 13 28 32 27

Self
,

Image Superintendent 56 3.1 .8 1 19 48 32

'Federal Programs

..

Coordinator 52 3.1 .9 29 38 33

Project Director 53 3.5' .7 13 22 65

PAC Chairperson 54 3.5 .6 7 32 i' 61

Teacher:
Clessmocm 272 3.2 .9 5 14 40 41

Resource 165 3.3 .8 5 11 ' 33 52

Attitude ,

Toward Superintendent 54 3.2 .7 20 45 . 35

School
Federal Programs
Coordinator 52 3.0. .8 27 48 25

Project Director 55 3.5 .7 10 30 60

PAC Chairperson 56 3.4 .7 10 40 50

Teacher:
Classroom 271 3.2 .9 7 15 35 44

Assoerce 165 3.3 .9 , 4 15 31 50
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Two other points are of interest when examining these "data: (a)

A a
-

PAC ch rpersons'consistently rated the impacto4 each area of the project

higher than any otAer type of respondent did, perhapsindic tang their

external view of project effectiveness, and (b) classroom and resource

teachers were very similar in how they rated project impacts, regardless of-

which area was beVhq rated.

Half of the project directors believed that most or all of their,

students would be able to function effectively in an all-English classroom

when they left the Tittle VII'prOgram. Fourteen percent, however, believed

that'less than half Of their exiting students would be able to function,

efftctively. The project directors were also asked about students' ability

to function effectively in spaaking, listening comprehension, reading,

writing, and subject-matter xnowledge. Overall, their responses did not.

differ by project type across these topics.

When superintendents in K-6 projects were asked how Title VII had

affected their system'scaoacity-building efforts, over 30 pe cent said

that it had assisted in current staff training and developmen , and in the

procurement of newstaff,,,or materials and resources. An add tional 9

percent said that it had helped institutionalization while 12 peicent said

that the complex rules and regulations had negatively affected that effort.

Furthermore, almost 20 percent including both new and continuation

projects) said that Title VII Had had no effect.' The remainder of

responses were scattered.

In response to an open-ended question concerning whet was the most

important thing about the school system's bilingual education program,

fifty-one percent of superintendents said that bilingual education is a

needed service, and 31 percent said that outside funding was essential if

their programs were to continue. It was also found that 76 percent of

superintendents and 82 percent of federal prograMs coordinators thought

that bilingual education services would be reduced or dropped and may

about 20 percent of superintendents and 17 percent of federil programs

coordinators ,hought'that the level of the project would remain the same if
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Title VII funding were reduced or discontinued.* An additional 4 percent

of superintendents and2 percent of federal programs coordinators indicated

that their program would be expanded. Similarly, 72 percent of principals.

thought,that services would be reduced or dropped and 26 percent said that t)

services would remain the same if funding is reduced. Reducing.the number .

of teacher aides was most freauently mentioned as the way in which services

would be reduced. Inservice training was the next most frequently cited

area for service reduction, followed by: cuts in the number of bilingual

resource teachers, the amount of instructional material, and the hours of

instruction using the native language (probably related to the number of

bilingual resource teachers). The least trequently mentioned methods of

service reduction were shifting from in-class to pull-out programs, and.the

serving of fewer students.

There was no variation by project characteristics in coordinators'

assessments of what would happen if Title VII funding were reduced or dis-

continued. However, principals showed some variation by type and number of

languages served. Principals of non-Spanish projects were significantly

different from Spanish-only and Spanish-plus projects. The former reported

that thei projects would, on the average, tend to remain the same. In con-

traat, the atter reported that their projepts would, on the average, tend

to be reduced. In terms of the number of languages served, principals of

projects serving one language and of projects serving four or more languages

differed significantly from principals of projects serving three languages.

The former indicated that their projects would tend to be reduced; the

latter, that th!ir projects wcu ].d tend to be dropped.'

When they were &eked about changes that they, as superintendents,

thought needed to be made in the legislation or rules and regulations, 30

percent of these district leaders said tlitt greater provision needed to La

made for local projects to reflect local Ciammunity standards. Almost half

also sai*that the timing of funding should be advanced in order to allow

for more effective planning at the district and project levels.

*Sea-Case No. 16 for the problems caused in a program if Title VII fends

were reduced.

2
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5.4 Summary

One objective of this Study. was to describe the instructional

approaches used by Title VII projects and to determine if distinctly

different approaches were used. It was found that more than one

instructional approach was frequently present within the same project, but

that groups or projects did not cluster meaningfully in terms of the

approach or approaches employed. For example, although 27% of the project

directors interviewed reported that an externally developed educational

model had been adopted, no more than two project directors reported adopting

he same model. Overall, it was found that projects were highly diverse.

This diversity carried over within projectS, with the approach used often

varying by grade level in response to local perceptions of.student needs.--

Based on interviews with the project directors and using the

modified Fishman-Lovas typology it was found that: a small proportion (7%)

of the projects operating. at the K-6 level use only English.(Type I); the

majority (69%) of projects use both English and the native language (Types

II -IV). However, all of these types of projects have a major focus on

English and vary in their extent of use of the native language. A

significant proportiou (21%) of the projects-use both languages, i.e., a

bilingual educational approach (Type V). Three percent of the projects

reported a "mixed" typology.

These findings were generally corroborated by teacher re its of

the time they spent in English and native language instruction. In English

reading and language arts, ESL, 'mathematics, social studies and science,.

teachers reported devoting more than 70% of.their time to instruction in

English, on the average. FOr cultural enrichment, English was used 61% of

their time. Only in native readilv4 and language arts was the native

language used for instruction a predominant part of their time (88%).

Overall teachers reported a 72 peroent median use of English as the

language for instruction. Thus, it is clear that the projects use English

as their predominant language of instruction with the native language being

used to a varying degree depending on thesubject taught and the type of

project.
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The mean amount of group instructional time reported by teachers

for LEP students varied widely by subject, ranging from a high of six hours

per week in English reading and language arts to a low of about one hour

per week in cultural enrichment. On the average, in the projects where

native reading and language arts is taught, teachers reported that LEP

students received group instruction for almost 3 1/2 hours per week.

The extent of use of English and native language for instruction

also varied within project by grade level. In general, there appeared to

be A- greater tendency to use the native language more extensively at the

lower grade levels and to use English more frequently at the upper grade

levels. For example, in English reading and language arts, two-thirds of

K-1 teachers reported using the native language to some extent but only

about one-third of grade 2-6 teachers reported such use.

The language in which LEP non-readers were first taught to read

varied by project language. While the native language was used exclusively

in'75% of the Spanish-only projects, it was used ti less than 20 percent of

the projects that served other languaghs. Conversely, English was used

exclusively in only 2% of the Spanish-only projects, but was used

exclusively in over 608' of the projects serving other languages.

Project staff often try to integrate LEP students with their

all-English-speaking peers to the greate;it extent poSsible, while at the

1411tc

same time, providing needed sp ciai .language help. The pull-out mode of

instruction is one way of doin id. Nearly 40% of the projects used the

pull-out model either exclUsively or in conjunction with the in -class

)model. The frequency'of the pull-out approach increased with grade level,

with pull-out used more in grades three through six than in kindergarten

through grade two. The use of the pull-out approach also varied by subject

`matter. For example, while about one-third of the ,A.assroom teachers

reported using an in-class, teacher-only approach to teaching English

reading and language arts, less than ten percent reported using such an

approach to teach native reading and language arts or ESL.

ai
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Pull-out was used more frequently in conjunction with ESL than

with any other subject area, wi-teeift was used to some extent oy 23 percent

of the classroom teachers who taught ESL. The pull-out approach was also

used by about one-fifth of the teachers for native language and English

language reading and language arts but was used less for teaching other

subjects. In these two subjects, pull-out was more likely to be used for

instruction if the project was in its first year or if the teacher was

neither certified nor trained in bilingual education. Furthermore, the

pull-out approach tended to be used most by teachers with.no bilingual

education certification, whereas the more trained and certified teachers

tended to use 3 model utilizing in-class aides. This pattern suggests that

projects are managing their resources well and adopting the instructional

approach which maximizes the skills of the available staff.

Entry and exit into Title VII programs was usually determined by a

combination ofcpsublished tests and teacher observations. In addition, a

variety of other methods, including both locally developed tests and parent

surveys, e used. Overall nearly 30 different tests or approaches were

repo d. Projects used a wide variety of criteria including district

norms, tes levels, and percentiles.to determine entry and exit. When'

district norms were used, the typical entry criterion was a half-year to

two years below grade level; attainment of grade level was used typicaly as

theexit criterion. For those projects using percentiles, the most common

practice was for students to exit when they scored above the 40th

percentile cn the test being given. For both entry and exit, project

directors were relatively more satisfied (over 80%) with the informal

methods they were using, such as teacher observations and parent reports,

then they were with formal instruments, such as commercially available

tests (60%). Overall, they appeared to be slightly more satisfied with the

methods they were using to determine exit than they were with the methods

they were using to determine entry.

,tultiple regression analyses were conducted to determine what

types of factors were most related to (or influenced) the extent to which

major project features were put into operation. In general, the factors

found to most influence implementation were'somewhat more related to
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instructional component thdices (which included values of up to R,2,r .42

and R
2
= .40) than'to the staff development, project management, ok to

parent and community involvement areas of project operations with the

highest values of R = .15, R
2= .14, and R

2= .03, respectively.

virraining seemed to be positively related to the use of the native

language,in a number of subjects. The helpfulness of OBEMLA and the SEAs,

parent and community involvement, and adequacy of materials were positively

related to use of-both English and the native language in reading, science,

. and social science. Teachers who were certified in bilingual education, or

who had at least received some training, were more likely to use aides in

teaching ESL, science, and cultural enrichment, and not use aides in

, teaching mathematict. Implementation of instructional objectives and of
4

the Overall instructional approach was positively, although weakly,

.
associated withthe proportion of aides who were trained and with the help-

fulness of the SEA. The involvement of school level staff was also

associated with implementation of the overall bi;kngual curriculum, and to

entry/exit procedures. The proportion of teachers and aides receiving

'training. was also positively associated with directors working with parents.

with PAC'assistance in proposal development, and with adequacy of

instructional materials. Teachers in both older and larger projects were

more likely to have been certified of to have received some training in

bilingual education, .Parent and community participation also appeared to
.

be related, to staff development.

Finally, it' was found that PAC assistance in the application

preparation process, the proportion of aides trained, and the overall

helpfulness of the SEA were positively related to the implementation of the

project management component.-, Thus,. along with the use of the pull-out

approach for instruction, scattered relationships were found, although no

obvious pattern seems to have emerged.
11

While few teachers at any gradeilevel expected their.LEP students

-
to be ready to transfer by the end of their current year, the majority

'expected their LEP students to transfer within two or three grades. Kinder-

garten teachers predicted the longest period of retention (2.7 years),

r.
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while second grade teachers predicted the shortest (1.7 years).. In general,

the findings indicated that Title VII programs do not develop their own

special procedures for following students after they leave the program.

While most project directors reported that some type of procedure, was used

to follow up students who had left the program, the most common practice was

to use whatever procedure was generally followed by the individual school.

Staff development appears to be an ongoing priority for Title VII

programs. eventy-six percent of the project directors reported providing

their staff inservice training geared to meeting state certification

recuirements. The data showed respectively that 54%, 58% and 56% of the

prOject directors reported that all of their teachers, aides, and special

staff had participated in some type of inservice_ training during the school

year studied.

Fifty-four percent of the classroom and 62% of the resource

teachers reported they had received some type of bilingual training during

the 1980-81 school year, prior to'data collection in early 1980. Classroom

teachers reported that they had attended an average of 23 hours of bilingual

education training during that year. It was found that 87% of the classroom

and resource teachers who had received training reported receiving it by A

means of inservice, either alone or in combination with graduate or under-

graduate work. Teachers who reported using an ESL -only approach, or an

approach which taught the native language only orally, reported .

training than did teachers Who reported using other language approaches.

A wide variety of topics was covered in inservice training ses-

sions. Virtually all projects had sessions that included methods for

teaching content areas to LEP students. Student needs, student assessment,

and materials/curriculum development were also frequently mentioned topics:

At least half of the teachers who had had training in a particular topic

desired more training in the same topic.

Views on the role of parents and the community were mixed.

Fifty-three Percent of the Federal Program Coordinators felt they had

helped to some extent. Forty-eight percent of the principals'and 42% of
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teachers felt the community had mostly helped project operations.

Similarly, 44% of principals and 49% of teachers felt this way about the

parents role \ This contrasts somewhat with a more extensive role for

parents described by PAC chairpersons and-discussed in Chapter 3.

Ti
t le

VII programs, in general, appear to have a fairly broad base

of support and participation within their districts. Fifty-six percent of

the project directors reported that the e and cooperation of

0school administrative staff helped project op tions to a great or very

great extent and 66% reported that cooperation between project and

non-project teachers helped ongoing operations. However, discusiions with

teachers often indicated that this ongoing cooperation did not extend to

continuing discussions pf pupil progress.

Title I was cited as the most common additional federal program

'source for support to students enrolled in ESEA Title VII projects. In

most cases (86%), local support was provided for both teachers/instruction

and for instructional materials fr.,!- Title VII students. State support for

local projects was also in evidence in at least half of the projects. The

general picture which emerges. is that students and projects in the Title

VII program are interliced with programs from other federal, state and

local sources, although the extent of this assistance varies across schools.

Superintendents differed in the extent to which they believe Title.

VII has helped institutionalize its efforts and on its effectiveness. Over

30 percent of superintendents in districts having K-6 programs believe that

Title VII had assisted in current staff training and'developnent, and to

procuring new staff, materials or resources. An additional 9 percent also

stated that Title VII had helped institutionalization. There was more

agreement, however, on the effectiveness of the project with threerguarters

of the superintendents indicating the project was achieving its goals to a

greater or very great extent and 51% indicating that Title VII is a needed
ti

service.

The importance of outside funding to bilingual education was

underscored by the 31 percent of superintendents who Stated that outaide
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funding was essential if their programs were to continue, and the

additional 3 percent who believe that the federal government, should not

merely provide "seed money," but instead cover all costs. Put another way,

82 percent of superintendents, 71 percent of federal prOgrams coordinators,

and 73 percent of principals in targeted schools stated that bilingual

education services would be'reduced if federal funds were to be rcduced or
0

discontinued. In fact, about 10 percent of these principals stated that

their program would be dropped if federal support was reduced or

discontinued. Peducing the number of teacher aides was most frequently

mentioned by respondents as the way in which services would be reduced; the

next most cited strategy was to reduce the extent of inservice training.

(-Data show that teachers' reported few modifications in their

instructional plans. In general, teachers did not think in terms of plans

being made and then modified, but rather in terms of plans evolving.

Approximately, one-quarter of teachers who were interviewed reported making

modifications over the life of their project on their instructional

approach, materials, and activities. These modifications.were

predominately related to students' grade andatoility levels.

Feedback mechanisms through needs assessments, evaluations, etc.,

are typically viewed as being important to project implementation. Eighty

percent of the project directors reported that they had conducted needs

assessments during the 1980781 school year; most frequently in the areas of

staff development and. student instructional needs. At least half reported

that they had conducted needs assessments of materials and parent/community

involvement. ,In'addition, almost 80 percent of the classroom teachers

reported that-the projects' internal evaluations and monitoring efforts had

generally been "moderately" or "very" effective in assisting the project

meets its objegAives.

According to implementation studies, adequate resource support is

also necessary for project success. Project directors, principals, and

.

teachers reporte4d that both the quantity and quality of the available .

materials helped to local project implementation. It was found that .77% of

all projects received materials, services, or training from a Bilingual
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Education Service Center (BESC), and two-thirds of project directors

reported'that this support was moderately or very effective. Fifty-eight

percent of project directors also reported that programmatic and resource,

materials received from their SEA were useful. 4

An important overall finding for this Study is that a majority of

the projects had developed, and were'carrying out, mplementation

strategies in each of five areas noted in the literature as essential to

successful project.implementation.. That is: virtually all projects were

formally endeavoring to generate greater, broad-based participation, and

many were succeeding in this to an extent. Most projects were providing a

substantial amount of inservice training to 'staff in areas considered of

need by staff. The great majority of projects tended, for the most part,

to adhere to planned activities as formulated when funded, yet allowed for

modifications in the type and content of instruction where needed. The

great majority of projects provided mechanisms for feedback, both formal

and informal, through staff meetings, inservice training, and project .

evaluations,, and were introducing modifications in the project based on
o

this input. And, most/projects resorted that the resources available to

them were sufficient to permit project implementation.

While it is reassuring that the majorJ.ty of projects appear

admEenistratively able to serve limited English proficiency students, there

are a substantial proportion of local projects which have encountered .

short-term or persistent barriers to effective implemention. This is

indicated by several factors whie.'. include: a lack of administrative

support within their target schools and within the district; lack of

effective parent and community participation; a lack of coordination

between teachers in Title VII and other teachers and.staff; and a high

incidence of staff who report a need for additional inservice training

opportunities. Also, a potential problem is significant use of pull-out

instructional methods which may indicate that an impediment is present. It

could suggest a lack of qualified teachers, a small number_ of non-English

'proficient students who cannot be readily served, a curriculum design

problem, or some related condition. All of the above - mentioned factors

seem to be acting as barriers to effective implementation for a meaningful .

proportion of local projec
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This chapter has presented findings'of the process of

iMplementation in local bilingual education projects. The nex chapter

presents more detailed information on the skills addressed in he bilingual

eduCation classrooms.

o

DEvELoPmENT ASSOCIATES.

4



CHAPTER 6
SX1I.L$ ADDRESSED IN TITLE VII CLASSAbONS

6.1 Introduction

In addition to describing the structure of the Basic i5rogram, this

Study peobedthe skill areas taught in classrooms. Interviews with

teachers provided specific data on the language arts skills addressed and

some general information about the other subject areas. The teacher

characteristics of preparation and experience were also analyzed to

determine whether or not these were related to theskilli addressed in the

classroom instruction.

Since language development is the major thrust in the Title VII

program, it was felt that an inventory of these skills was needed.

Although several skills inventories have been, developed by text publishers

and school districts, they generally addressed specific materials or a

designated curriculum. As a part of its assistance to Title VII program

implementation, the federal government fundedthe development of a Language

Skills Framework (LSF),by-the Southwest Regional Laboratory (SWRL); at the

time this Study begin, the first draft of that inventory had been completed

although final classroom testing had not yet been conducted: In spite of

recent criticisms (Tuckpr, 1980; Gray and Potter, 1981), the LSFas a

compendiUm of English language arts skills representecla step in the

state-of-the-art toward, isolating the essential skills needed by ,students

to function effectively in an all - English classroom setting:, and it offered

a range of skills across texts and curriculum materials: Thus, it was

deemed appropriate and sufficiently developed to be,used as the basis for

the skills descriptions in this present Study: Some modifications were

made by Development Associates and the revision was titled the Classroom

Skills Inventory (CSI).*

1

*.

*In as much as the CSI is comprised of 7 grade-specific booklet*, only CSI
(Grade 3) is provided as an example. See Appendix 11.

C

C.
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6.1.1 The SWRL Language Skills Framework (LSF)

The LSF identifies and describes English language skills which SWRL

proposed'are neecAd to function effectively in all-English speaking

classrooms at each of seven (K-6 grades. This assignment of specific ,

English language skills, to grades in the LSF was primarily based on theory

with no validation in the classroom. This was not much of a problem for

'reading and writing skills because the methodology used to develop grade

level reading and writing skills was bated upon substantial previous

efforts (e.g., text publishers) to standardize these skills. However, the

oral skills (with 'the exception of oral vocabulary skills) did not have an

equivalent underpinning of extant grade level standarized material on which

to build.

Other factors in addition tb English language skills are repuired

.tf a student is to perform effectively in all-English speaking classrooms,

,for example, motivation and-knowledge-of curricula content.* Thus, the LSF

doe's not tap all infbrmatton relevant to effective performance and the

developers of the LSF clearly acknowledge this. However, the LSF does

attempt to tap the language arts skills necessary to perform effebtivelY in

.

all English-speaking classrooms.
p

The skills describeds:in thft LSF are based primarily on published

English language arts curricula used to teach English language skills to

native speakers .of English at the various grades. The are geared toward

bilingual students who are approaching a level of English proficincy -- a

iquite high Revel or ideal level of proficiency -- which woh:113 make suer,

students candidates for transfer intoPregular,classrobmc, In other words,

the grade level norms implicit in the LSF are likely to -be su:bstc.nLa.11y

:higher than the level of English language proficiency of most students in

Title VII proYects. Unfortunately there were no available normative or

empirical data to verify the extent to which.LSF skills are taught in all'

English classrooms.

*See Case No. 12 for an example of how a program has reduced the drop -out

rate.
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The LSF system comprises three major components: reading skills,

writing skills, and oral language skills.* Each of these major compbnents

are in turn composed of four to six areas. The reading skill areas include

.decoding processes, comprehension, literary skills, and study skills. The

writing skill areas include handwriting, spelling, mechanics, language,

general discourse, and discourse products. The oral language skill areas

include phonology,** oral language, sentence structure,' and language

usage. Most of the LSF areas are further broken down into sub-areas. For

each identified sub-area, one or more skills were identified or,defined,by

SWRL, althbugh the number of skills associated with particular sub-areas

vary greatly. Furthermore, the number of sub-area skills associated with

particular grades vary substantially, so that in some cases iAub-areais

represented only in lower grades (e.g., letter-recognition) and in other

cases only in upper grades (e.g., graphic represeatations). While this
`0. _

variation in the number of skills in each subt.ea and grade is not

necessarily a problem, theoretically or conceptliy, it does represent a

complication psychometrically, as is discussed iriritei'subsectios of this

chapter.

Another psychometric complication. of the LSF approach, as developed

by SWRL, is that some items (skills) are stated to be appropriate to more

than one grade. .For example, a particular reading or writing skill might

be seen as equally appropriate to second grade as to third grade. As

elaborated further in a later subsection, one LSF sub-area of oral language

skills'has items attributed to as many as seven grades. thus, to a large

extent, the LSF system essentially lacks grade-specificity.

*For a full description of the LSF components, areas, sub-areas and speci-

fic skills covered, as well as how each set of skills was developed and

how grade levels were established, the reader is referred to SWRL (1980).

**Phonology was the only skill area not used in the Study's CSI instrument.

Some sub-areas of LSF areas were also not used in the CSI.
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6.1.2 Adaptation Of The Language Skills Framework (LSF) for Use as The

ClassrOom Skills Inventory (CSI)'

Adaptation generally involved taking the individual skills

descrtptions directly as stated in the LSF and converting them into an

inventory item format for the CSI. Specifically, the adaptations included
4

assignment of grade-specific skill items from theLSF to the grade-specific

inventory lists of the CSI, making random selection of LSF vocabulary words

and assigning them to a CSI booklet (whether a skill item was taught during

the year, or whether the item was taught in English or the students' native

language).

The respondents for the CSI were bilingual classroom teachers

randomly sampled from grades K through 6 in p ,411, rtion to classroom grades

represented. Thus, there were more teachers s mp -d from lower classroom

grades (e.g., K grade teacher% = 58) than from
40

(e.g., 6th grade teacherS = 18).

classroom grades

.Because a typical classroom has LEP students at several different'

grade levels, it was necessary to Locus, in administering the CSI; onAthe

skill level of the majority of LEP students in the classroom. Therefore,

each teacher was instructed to focus on the modal group of LEP students, as

tdentified by the teacher in discussion with the interviewer, specifically

as to whether each of the sktlls described in the CSI "has been or will be

taught this year to the identified group of students, or have the students .

acquired or they will acquire.the skill in some other way during this

'school year."

Teacher's sampled for the CSI first received a Part A booklet which

obtained background informatiOn on the teacher, the classroom, and the

bilingual program as it operated in the teacher's classroom. One of the

items on the Part A booklet obtained an estimate by the teacher of the

number-of LEP children (determined by the program) in his/her classroom

generally functioning at each grade level from pre-K to 7th in English

Language Arts. From this item the modal LEP grade for that classroom was

determined by selecting the grade level for which the teacher indicated the

r. A.
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greatest number of LEP students. This then determined which Part B booklet

was to be completed, so that a teacher completed a booklet aimed at

assessing skills taught or learned by these modal LEP students. Thus, if a

teacher indicated the greatest number of LEP. students was functioning at the

pre-K or K level, the teacher completed the K level booklet. (There was no

pre-K booklet because there are no pre-K skills in the LSF.) This booklet

assignment approach was used regardless of the classroom grade of the

teacher (e.g., in .one unusual case a 6th grade teacher completed a K grade

booklet because the greatest number of LEP students in her cla'ss were pre-K

in English Language Arts). This procedure was utilized on tfie assumption

that the teacher would aim English Language Arts teaching at the level at

which most of the LEP-students were functioning, rather than at the class7

room grade level. The new variable based on, the functional grade level of

the modal LEP students was labeled "modal LEP grade" for this Study.

Generally, and as adapted by Development Associates, materials

within a CSI booklet focused on, four LSF skill grade le els: items two

grades below the modal LEP grade, one grade blow the m dal LEP grade, on

grade, and one grade above the modal LEP grade. For example, skill areas

included in the booklet for modalLEPgrade four Included LSF second,

third, fourth and fifth Oide sal' level items. No booklet contained

Items of pre-K skill-level or any items greater than the 6th grade skill

level, with the exception of a set of 24 Passive Vocabulary words from the,
=

LSF which was included on all booklets. .These words generally are acquired

by English-speaking natives prior to,kindergarten.

In addition to the common
u
set of essentially pre-K Passive Vocabu-

lary words, two other measures were included in all CSI booklets. One of

these measures was composed of l2 kindergarten level and 12 first grade

level Active Vocabulary words. The other measure, Classroom Interactions,

was composed of three sets of items covering grade spans .K -6, 1-6, and 2-6,

according to the LSF. Only the 2-6 items were not included on every

booklet and the three sets, containing only six items in total, were

treatpd as a single unit in the Study's analysis.
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Finally, for some skill areas Or sub-areas where there was some

transfer of skills from the native language to English (e.g., letter

recognition, in most languages), the teacher was asked to indicate, hether

skills were taught in English only, native language only, or both. This

latter approach was used for Section II of the CSI (the areas and sub-areas

generally.appropriate only to English were presented in Section I) to

provide for, the possibility that skills were taught (or otherwise acquired)

in the native language, as well as orinstee-' of in English. To make

scoring comparable to Section I, the scoriny of Section II items was done

so that a skill was considered taught as long as any of the three possible

responses (taught in English, taught to native language, or taight in both)

were indicated by the teacher.

Figure 6.1 schematicailpodepicts the LSF components, areas, and

sub-areas used in the CSI. This figure further indicates how individual

skills (items) were aggregated to form composite scores. For example, the.

reading sub -area skills of decoding, structural analysis, and letter

recognition wire combined to yield a decoding process skill area measure.

In turn, the reading-area measures of decoding processes, comprehension,

literary skills, and study skills were combined to yield a reading

component measure.

Composite scores were utilized primarily for two reasons. First,

composite scores based on a iarger set of items provide a psychometrically

more reliable and stable set of measures than do some of the sub-area sets

which are based on very few items.. Second, the use of composite measures

based on negating sub-areas into areas, and areas into components,

creates a manageable set of overview measures. This had not previously

been done with the LSF.

The LSF items (skills) aggregated to form la ger composites were

given equal weight because no empirically validated wei ting system had

been derived.* Thus, sub-areas containir7 greater numbers items carry a

greater weight in the aggregate measure. The index utilized to yield a

*Validation of the LSF may suggest other weighting sysievvi.
.)
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FIGURE 6.1

e"711DIATIC OF AGGREGATION OF LAKGUAGE SKILLS FRAMEWORK (:sr)
SUBAREAS FOR ANALYSES OF SKILLS TAUGHT

UP Arlo Fub-dnits Ling9os Taught :n

Langone
(I-0)

s Handwriting
(Part of 1:4) m

I

(% art of 11-4)

Goodral 3iscoursa ! I
I (Pert of 114) 1 :

1

ismossumummuj)

Reading

Ural
Language

MIIICSaniCfj

Discourse Products
(Part of 11-4)

Decoding
(Port of 1-11)

Structural Analysis
(Part of 1.1)

Je."".....1p11111111111111111111111M111171111111111=H1111111111311111111111111:

i Letter Recognition
(Pert of II-R)

I

II
III

I
I
a
a

Decoding Processas

111111111MMIIIIMIMIIIIMIIIIIIMICIONI1111111011111111111

/
...----.1 Sontelle-Altructuro

IINNi language Jae

Oral Vocabulary

Active Vocabulary
U -F'

CaMMOR PISSIVO Vocabul.
lit Part of 1-4)

Ind* Union
Passive Vocabulary
(bid Pert of I-s)

Englisn

(Only) -Ti

44tiVIRIAMIUMPI
(Only))

lath

DEVELOPMENT ASSOCIATES. INC.



-208-

percentage of grade level skills taught was: the total number of skills

for the measure at a particular grade level taught (or learned) during the

year divided by the total number of skills included in the measure times

one hundred.

Figure 6.2 provides further information regarding the item content

of the CSI in terms of its LSF component, area, and sub-area origins (the

three major conceptual levels of the LSF). Further, one or two sample

items are presented to further illustrate the content and format of each

LSF area or sub-area adapted to the CSI. Table 6.1 presents the number of

items on the CSI assessing LSF area and component skills at each grade

level.

It should be noted that the three sets of oral language skills that

were constant across booklets (i.e., K grade and first grade Active Vocabu-

lary; common pre-K Passive Vocabulary; and Classroom Interactions) were not

aggregated into the grade level composite scorts, but were considered more

appropriate to treat separately. The CS/ subsection or part of a CSI sub-

section where the LSF area, sub-area, or, sub-unit was covered!is noted in

parentheses on Figure 6.1, Those LSF skills potentially also taught in the

native language (Section II) are surrounded by a dotted line and break=out

arrows to English (only), Native Language (only), or both. With the excep-

tion of the constant vocabulary and classroom interaction skill sub - areas,

which were not amenable to meaningful aggregation, data were analyzed only

at the LSF area and LSF component levels.

6.1.3 Measurement Considerations and Caveats

A number of limItations need to be mentioned to assure appropriate

interpretation of the data. As can be seen from Table 6.1, there are

substantial variations in the number of items (skills) per LSF skill

component, area, or sub-arei, and the numbers are often quite small. As a

general rule,,.the larger the level of aggregation, the more reliable and

stable the Measures are likely to be. There are. substantial Variations in

the number of items per sub-area, area or component depending on skill

grade level such that the compositb is made up of somewhat different

2
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FIGURE 6.2,

SAMPLE CLASSROOM SKILLS INVENTORY (CSI) ITEMS DERIVED
FROM THE LANGUAGE ARTS SKILLS FRAMEWORK (LSF)

LSF Component LSF Area/Sub-Area Sample CSI Skill Description

iting Spelling* Spell initial consonant sounds (ex:.
d-dog, r-cat; g-gate).

ading

Language* Recognize correct word order: sub-

ject-verbobject (ex: The cow is
eating grass).

Handwriting** Copy sentences -- manuscript form.

Copy sentences -- cursive form.

Mechanics** Capitalize names of persons.

Use a period to end a declarative
sentence.

General Discourse ** Use chronological order.

Discourse Products**

CoMplete an open-ended story.

Write a straightforward narrative of
three or more sentences conveying
events chronologically in response
to a series of pictures.

Write a straightline narrative of a

paragraph or more conveying events
chronologically in response to an
oral instruction (ex: Tell me about
the day you started school for the
first time).

Decoding Processes/ Recognize initial/final consonants.

Decoding*
Recognize variable pronunications of
C and G.

Decoding Processes/ Recognize noun plural ending -- s

Structural Analysis*
Recognize irregular plural forms of
nouns.

* In Section I: Taught in English (scored 0 or 1)

** In Section II: Taught in English and/or native language (Scored 0, 1 -

English only; 2 = native language only; 3 = both 1 and 2)

DEVELOPMENT ASSOCIATES, INC.
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FIGURE 6.2 (Continued)

LSF Component LSF Area/S-ibrArea Sample CSI Skill "riescription 1

Reading
(Continued)

Oral Language

Decoding Processes/ P cognize letter names (Alphabet).

Letter Recognition**
Recogr ze letter shapes (upper/lower
case).

Comprehension**

Literacy Skills**

Study Skills**

Recognize meaning of words in con-
text.

Understand definitions.

Distinguish between fact and opin-
ion.

Recognize meaning of simile, meta-
phor, and idiom.

Find correct volume of encyclopedia
for entry. Noow.

Answer questions, based on map,
legend, and compass.

Oral Vocabulary/ Students' ability to understand

Grade Unique words; not ability to sa; or use

Passive word -- sample grade unique words
include: contribute (5th), maiden
(4th), throne (3rd), citizen (3rd),

%,"
etc.

Sentence Structure*

Language Use/Class-

room Directions**

Produce passive sentences with "be:"
agent not specified (ex: The milk
.was spilled).

Comprehend the distinction between
sentence introducers "nevertheless"
and "therefore."

Produce requests beginning with
"will," "can," "could," and "would"

(ex: Can I have your book? Will
you get me my pencil?).

* In Section I: Taught in English (spored 0 or 1)

** In Section II: Taught in English and/or native language (scored 0, 1 =

English only; 2 = native language only; 3 = both 1 and 2)

248
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FIGURE 6.2 (Continued)

LSE' Component LSF Area/Sub-Area Sample CSI Skill Description

Oral Language
(Continued)

Active Vocabulary*
(An independent
sub-unit in the CSI)

Common Passive Vo-
cabulary* (Treated

as an.independent
sub-unit in the CSI)

Classroom Interact
tions** (Sub-area
of Language use, but
treated separately
because all items
attributed to five,
six, or seven grades)

Comprehend requests in adverbial

"how" clauses (ex: I want to'see
how fast you can finish).

Students' ability to say word in
English when cued by picture ex-

amples: tank, girl, refrigerator,
wife, etc.

I

Students' ability to understand
words, not ability to say or use
words (same as grade unique passive

vocabulary) -- all are asked of all
teachers iad all are either K or 1st
grade level words; e.g., about, if,

their, water, write, etc.

Student responds to request (by
teacher) when called upon by name.

Example.:

T. What was the day before yes-
terday, Claudia?

S. Sunday.

Student requests further teacher
explanation when needed (request for

clarification).
Example:
T. Don't procrastinate:

S. What?
T. Don't put it off.

* In Section I: Taught in English (scored 0 or 1

** In Section II: Taught in English and/or native language (scored 0, 1 =

English only; 2 = native language only; 3 = both 1 and 2)

a .1 4
V ca..).
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TABLE 6.1

NIMBER OF ITEMS US D BY THE CSI TO ASSESS EACH GRADE LEVEL LSF

AREA AN LSFCOMPONENT AGGREGATE OF SKILLS

Skill Components '

and Areas .
Skill Level Grades

M6an Across
Grades

Writing Skills

2i . 3 4 5

Spelling 0 3 '8 i 2 7 5 4 .4.8

Language 0 1 :1 4 1 3 1 1.8

Handwriting 0 1 ... 0 1 1 0 0 0.5

Mechanics 0 0 5 3 5 3 0 2.7

General Discourse 0 0 2 1 1 3 4 1.8

Discourse Products. 0 0 1 2 2 2 3 1..7'

Total Writing Skills 0 5 17 13 17 16 12 13.3.

Reading Skills

Decoding Processes 0 9 10 12 2 2 2 6.2

Comprehension 0 4 6 10 8 5 2 5.8

Literacy Skills 0 0 0 0 0 .5 5 1.7

Study Skills 0 0 1 1 3 6 6 281

Total Reading Skills 0 13 17 23 13 18 15 16.5

Oral Language Skills

Oral Vocabulary 12 12 114 12 12 12 11 11.7

Sentence Structure '13 16 1r 11 5 . 6 6 9.7c ..

Linguage Use 10 5 . 5 5 - 3 3 3 4.9

Total Oral Language //35 33 27 28 20 21 20 20.3

Skills

250
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proportions (hence different weightings) of component measures depending on

the skill grade level. There are also variations in the number of teachers

per modal LEP grade, such that the number of teacherd responding to a

particular skill grade level decreases with increasing grade. Thus, very

few teachers are assessed in terms of 5th and 6th grade skills taught, and

the measures of these skills are therefore substantially less reliable than

for lower grades. Often the joint number of teachers and items per skill

level grade are low, particularly at upper grades, but sometimes also for

Lower grades (in terms of the number of items), again making these data

less reliable and stable than data based on larger numbers of teachers and

items. These psychometric considerations, while, of some concern, could not

be avoided due to the nature of the LSF and realities of LEP and classroom

distributions found in the field for sampled projects under the Title VII

Program. These difficulties are not a major problem as the CSI data can

,still be validly interpreted; in some cases, however, caution must be used.

6.2 Distribution of Limited English Proficient (LEP) Students Across

Classroom Grades

Table 6.2 groups teachers by their students' modal LEP grade from

K to 6, and then cross-tabulates this grouping with their actual classroom

grades. The primary observation based on this table isthat with increased

classroom,grades teachers assess, he modal LEP students found in their

classrooms as to be functioning further below classroom grade ,level. ,This

pattern shows that modal LEP students are most typically on-grade r the

2lowest grades, most typically one grade below classroom grade for e

middle grades, and most typically two grades (sometimes more) below grade

level at the fifth and sixth classroom grades. One possible explanation

for this pattirn would be a longitudinal process where individual LEP

students ih bilingual projects tend to.fall further behind in English

Language Arts skills as they. advance through the grades. However, since

the data ':or this table are cross-sectional, rather than longitudinal, it

should be emphasized that several key factors may be contributing to this

pattern and need to be considered in the interpretation of,these data. For

example, tv the extent that bilingual programs are appropriately exiting

LEP children from the program into the regular classroom, so that only the

DEVELOPMENT ASSOCIATES. INC.
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TABLE 6.2

NUMBER AND PERCENTAGE OF TEACHERS AT EACH CLASSROOM

GRADE LEVEL BY THEIR STUDENTS' MODAL LEP GRADE LEVEL

Classroom

Grade of

Teachers

,

,

Modal LEP Grade Level

K 1 2 3 4

V,

5

K 56

..---

97 - .. _ . -
IM IP ., 58

1 19 34 35 2 4

f'P1

- - - - -
- 56

16 21 38

El
- - - . . .. ... 45

3 - 15 20 ,

F71

51 12 31 - a 10 39

2214

-

4

13,

c.-1

13

5

50

22

Pn

8

10

11

4

.. a

5 22

IM IN

-

26

23

5

6
33

Fj

36
14

2 11

r--,

8
1

4 22

f:1

9 3

5 23

fl

5 2

18

mmm

265*All

Grades
32

85

25
16

66 43*

*One teacher whose modal LEP students were at second grade.did not have an assigned. classroom grade, hence

tables .based on modal LEP grades will display data for one more teacher than tables based on assigned/

classrooM grade.
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least English proficient remain in the program, it is logical that there

will be, by definition, low English Language Arts skills among the LEP

children remaining. Furthermore, it must be remembered that recently

enrolled LEP children often enter the program at.upper grade levels, with

little or no English skills. For example, an influx of immigrants/refugees

will bring a high percentage of non-English speaking students, at all grade

levels. This is true in Texas,-California, and Washington, for example.

Thus, it is conceivable to have some 6th grade children (e.g., much too old

to be placed in kindergarten) function at the pre-K level, zs was found in

pne 6th grade classroom.

Figure 6.3'presents three graphs which provide further descriptive

information about the distribution of LEP students across classroom grades.

The top graph. shows that the mean number of LEP children per class decreases

with increasiha classroom grade. The middle graph of Figure 6.3 shows that

the percentage of LEP students in each grade as a function of the total

number of LEP students across-grades similarly decreases as grade level

increase Although these are not longitudinal data, they suggest the

possibility that many of the children identified as LEP in early grades

will no longer be identified as LEP in the later grades.. It appears likely

that most have transferred to regular classrooms, whether or not they are

still considered LEP; as suggested by the bottom graph in Figure 6.3. ThiS

graph shows that bilingual education teachers estimate shorter time periods

regarding when they expect most of their LEP to move to a regular classroom

as classroom grade increases. The implication is that the majority of

children identified as LEP in grades K through 2 move to the regular

classroom in subsequent grades.

6.3 General Results by Classroom Grades

This Study., examined two ways of assess,.ng the degree to which the

skills needed to:_functinn in all - English speaking classrooms are

addressed: The f{rst.ay is i terms of skills taught or ,cpvered at the

assigned (classroom) grade level of students, in this case LEP students.

The' second way is in tar- :s of skills taught or covered.at the functiOnal

--254
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FIGURE 6.3
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(modal LEP) grade of students. Each approach provideA a somewhat different

perspective. The results from the viewpoint of classroom grade are

presented below.

6.3.1 Reading, Writing and Oral Language Composite Skills Taugtta

Classroom Grades

Table 6.3 presents component level data for the percent of

reading, writing and oral language skills taught to modal LEP children at

each skill level grade, across actual classroom grade levels.* Several

observations can be made from this table. As expected, the percentage of

above classroom grade level skills addressed for a particular LSF component

tends to be substantially less than the percentage of on-grade and below

classroom grade level skills addressed. Generally, reading skills are

-covered more completely than writing skills, and both are covered

substantially more completely than -oral language skills. Figure 6.4

highlights this latter finding by showing the percentage of on-grade skills

addressed for each component across assigned classroom Trades. The

percentage of on-grade reading skills addressed average;iin the high
-77

eighties; the percentage of on-grade writing- skills,4ddressed average in

the low oiqhties; and the percentage of on-grade oral language s7-)11s

average in the low sixties across classroom grades.
A

6.3.2 Mathematics, Social Studies, and Science Skills Tauitt

In addition to the teaching of specific' language arts skills

assessed by the CSI, teachers were asked whether they taught mathematics,

social studies, and science to liglo children.** Figure 6.5 shows the percent

of teachers at each claasroom grade level who taught each of these subjects

to their LEP children. On the average, about 80% of-teachers covered these

subject areas with their LEP children. In general, a smaller percentage of

*Data based on the responses of five or fewer teachers are not presented in

this table because they were considered psychometrically unreliable.

**This was asked only of classroom teachers, but not of resource teachers.

See Chapter 4 for a discussion of resource teacher characteristics.
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TABLE 6.3

PERCENTAGE OF READING, WRITING, AND ORAL LANGUAGE COMPONENT SKILLS* TAUGHT TO MODAL LEP

CHILDREN AT EACH SKILL LEVEL GRADE BY ACTUAL CLASSROOM GRADE LEVEL OF TEaCHEIls

Skill Level Grade
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FIGURE 6.4

PERCENTAGE OF ON -GRADE READING, WRITING, AND ORAL LANGUAGE COMPONENT SKILLS
TAUGHT TO MODAL LEP CHILDREN-ACROSS ASSIGNED CLASSROOM GRADES
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FIGURE 6.5
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upper elementary grade teachers taught these subjects to LEP children than

did teachers in the lower elementary grades. The decreases in percent of

teachers between grades K-2 and grades 3-6 teaching science (24%) and

mathematics (20%) are about twice as much as the decrease in the percentage

of teachers teaching social studies (11%). Except for Grades 5 and 6, a

larger percentage of teachers teach mathematics to LEP students than teach

social studies and science. This suggests that piojects are following the

typical pattern of teaching more mathematics in the early grades than

"science and social studies. An almost equal percentage of teachers teach

social studies and science to LEP students in the lower elementary grades

(K-2), whereas a smaller percentage of teachers teach science to LEP

students in the upper elementary grades (3 to 5) than social studies.

Teachers were asked whether the objectives they were using with

LEP students in each of these subjects differed from those they would use

with English proficient students. A sizeable proportion of teachers {32%

overall) indicated they had different objectives for LEP students in each

of these subjects. For mathematics and science, the percent of teachers

indicating different objectives for LEP students dropped substantially

between lower grades, K to 2, and upper grades, 3 to 6 (37% versus 25% for

mathematics and 40% versus 23% for science). On the other hand, there was

no real difference between lower and upper grades for social studies (37%

versus 36%). For thOse teachers indicating that the relative compre-

hensiveness of objectives differed for LEP students, teachers were close to

equally split as to how comprehensive the objectives were for LEP students

0°15' in the subjects of social studies (47% more comprehensive than those for

non-LEP and 53% less, N = 32) and science (56% more and 44% less, N = 18).

whereas for mathematics, substantially more teachers leaned toward

comprehensive objective (65% more and 35% less, N = 26). For those

teachers indicating that teaching pace differed for LEP and English

proficient students, respondents overwhelmingly indicated a slower pace,for

LEP students (97% in mathematics! N = 30; 95% in social studies, N = 22;

and 100% in science, N = 23).

Teachers also indicated that, for mathematics and science, they

used their students' native language rather than English (100% for

261
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mathematics, N = 16 and 94% for science, N r 16). In the case of s'oc al

studies, 71% of teachers used the students' native language, while 29% used

English (N = 14).

The general picture that emerges from these data is that a sizeable

portion of teachers cover content skills in mathematics, science, and social

studit- with their LEP students. Teachers frequently modify their

objectives and use a slower pace and the native language to assist the LEP

students: However, a smaller percentage of teachers teach these subject

area skills in upper elementary grades than in'the lower grades,

particularly mathematics and science. There may be several reasons for

this latter phenomenon. It may reflect a move toward a more remediation

oriented approach with students who have not been able (for 'ihatever

reasons) to achieve sufficient E-glish language arts skills for exit,

despite extended participation in the program;' it may r_:flect the use of a

more focused (on rnglish language arts skills per se) approach toward new

LEP students who come into the program in upper elementary grades; or it

may reflect the greater use of the pull-out approach with upper elementary

grades such that these subjects are more often covered only in the regula_:

classrooms. The exact explanation would be morn likely with a longitudinal

study, which would include individual students over time, which this Study

did not obtain.

6.3.3 Other Needs Addressed

Teachers were asked about any other special needs that limited

English proficient students might have apart from their need for English

proficiency. Sixty-six percent of the teachers indicated that their IEP

students had such special needs; of these, 96% gave specific responses

regarding what these needs were, and 87% gave specific ways in which they

were addressing these needs.

The main categories of responses regarding other needs of LEP

students ani ways in which teachers address these needs are presented in

Table 6.4. Over 90% of the percetved needs fell into two categories:

academic/cognitive needs (29%) and social/interpersonal needs (62%). Most

t 9go
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(708.) of the perceived ways these needs were addressed (solutions) also

fell into two categories: academic/cognitive solutions (28%) and

social/interpersonal solutions (43%).

TABLE 6.4

SPECIAL NEEDS OF LEP STUDENTS IN ADDITION To ENGLISH PROF\'CIENCY

AND WAYS IN WHICH TEACHERS ADDRESS THESE NEEDS

Other Special'Needs of LEP Students

(N 168 Responses)

% of % of

cademic/Cognitive Needs Responses Social/Interpersonal Needs Responses

Native language skills 10.1 Positive self-concept

Cognitive skills 7.7 Cultural adjustment/

Subject matter knowledge 4.2 acceptance behaviors
.

Re-learning native U.S. cultural knowledge

language/culture 4.2 Parental support

Health/nutritton education 2.4 Group interaction

Total 28.6 Total

Specific Ways In Which Teachers Are Addressing Needs

(N = 152 Responses)

% of

cademic/Co nitive Needs Responses,

ative language instruction
Ine.vidualized instruction
Instruct on geared to stu-

dent pace
Arrange Aedical treatment,
Provide health education

Total

Social/Interpersonal Needs

9.2 Explanation of cultural

8.6 differdnces/multicultural
activities

6.J Activities to enhance self-

concept

3.3 Effective communication
with parents

Positive feedback/
eacoure ement

27.4

17.9

6.5

6.0

4.2
61.9

% of
Responses.

27.6 Total

6.4 Results ay Furctional (Modal LEP) Grades

21.7

8.6

6.6

5.9

42.8

The preced,ng subsections assessed skills addressed in terms of

LEPs' classroom grades. -Thc.oext series of subsections will consider these

DEVELOPMENT ASSOCIATES, INU.
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and other data from the perspective of LEP students' functtOnal (modal)

grade.

6.4.1 -Reading, Writing and Oral Language Composite Skills Taught Per

Modal LEP Grade

Another way to present the reading, writing, and oral language

component data is in terms of the' percentage of above grade, on-grade, and

below grade skills taught by modal LEP grade level. This is shown in Table

6.5 The percentages of on-mogalgrade level skills addressed (Figure 6.6)

are slightly higher than the percentages of on-classroom-grade level skills

addressed (Figure 6.4). This confirms the expectation that teachers

emphasize skill levels at themodal LEP grade level, rather than at the

classroom grade level.

The percentage of +1 grade, on-grade, -1 grade and -2 grade
e

reading, writing and oral langUage skills addressed by modal LEP grade is

shown in Figure 6.7. Generally, the data for each of these skill

components are ordered such that -2 grade skills (skills two grades below

where the te-ther believes the modalLEP student are functioning in terms

English Language Arts) are most completely addressed, -1 grade skills

next most completely addressed, on grade skills next, and +1 grade skills

least completely addressed: That is, overall, tiOchers address more LSF

skills one or tWo grades below the modal LEP grade than they do

on-modal-LEP-grade. This pattern is strongest for oral language skills,

next strongest for writing skills, and least dramatic for reading skills.

One important observation from Figure 6.7 is that thepattern of

increasing percentage of +1 grade, oft-grade, -1 grade or -2 grades skills

addressed, across all grades and for all three skill components, suggests,

that the CSI has performed very well in di minating between skills which

are addressed and those which are not.

*Skills were intermingled by LSF sub-area or Someti s randomized in such a

way that it was unlikely that teachers "saw through the skill grading

system and merely responded accordingly.
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TABLE 6.5

PERCENTAGE OF ABOVE GRADE,'ON -GRADE, AND BELOW GRADE READING, WRITING, AND ORAL LANGUAGE

COMPONENT SKILLS TAUGHT BY MODAL LEP GRADE LEVEL

Modal LEP Grade Level

Grade Level of

Skills

Taught

4°

.i oi'

,k ..,9,,,9

or v cLo

e e ,
o

s) 4° 4° i e i
i4, Tri` 0.04 oi' 4, tt'' 4 .i Tr'' i,4 ,4 P ,4 i°) I

tt,'<iY .y9 ,k. i''' '9 i,'Yi'. i''' e .,,cy #,.9 i0 y , x,,y ,,,9
as

.,../ #,.
, it, 7 ), t. '), V. I, .ro,co ore ,'Y dct

it Grade Skills
,

114

11!

111 1777;
67 50 )4 i 76 48 gil68 di 7 8 47 1 11.15r*id

On Grade Skills
1 61 a \\p-

2 Igl 87ii 12 8611 iii 6%6 )2 87-68 7 6 ,41 88 83 4

-1 Grade Skills
7 7 ,e7 -"S"

.,\\
%90

7
85 91 95 74 88 63 87 90 77 70 7 91 8913

7 .77 7 7
-2 Grade Skills

\41

\7--..?.
4$le 90 70 89 931-9 74 76 , 94 9211

Number of

Teachers
'85 66 44 36 21 9 i 5 266
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FIGURE 6.6

PERCENTAGE OF ON-GRADE READING, WRITING, AND ORAL LANGUAGE SKILLS

TAUGHT TO MODAL LEP CHILDREN ACROSS MODAL LEP GRADES
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26

DEVELOPMENT A.SSOCIi.TES, INC.



-227-

FIGURE 6.7

PERCENTAGE OF SKILLS ADDRESSED +1 GRADE, ON-GRADE,
GRADE, AND -2 GRADES

READING, WRITING & ORAL LANGUAGE COMPONENTS
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FIGURE 6.8

PERCENTAGE OF ON-GRADE READING SKILLS. TAUGHT AT EACH MODAL LEP GRADE

Percentage of Skills
. Addressed:-

1

2 3 4

Modal LEP Grade

Skill Area

Decoding Processes

Comprehension

literary Skills

Study 3kWs
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6.4.2 Reading Skill Areas,

Figure 6.8 presents the percentage of on-grade-skills taught at

each modal LEP grade for each of the four reading skill areas included on

the CSI. The study skills area, generally, has the highest' percentage of

on-grade skills taught across all modal LEP grades. Except for Grade 5,

the percentage of on-grade skills was essentially the same across all modal

grade levels for Study Skills, Comprehension, and Decoding Processes.

On-grade Literacy Skills are only appropriate for 5th and 6th grades, and

no pattern can be determined from only these two data points.

Figure 6.9 shows each of the reading skill areas in terms of the

III percentage of skills covered above grade level (+1 grade), on-grade level,

and below grade level (-1 and -2 grades), for each modal LEP grade. The

percentage of on -grace Decoding Processes skills covered tends to be

greater than above or below grade skills. For Comprehension and Study

Skills, the percentage of above grade skills covered tends to be less than

the percentage of on-grade and below grade skills covered.

6.4.3 Writing Skill Areas

Figure 6.10 presents the percentage of on-grade skills taught at

each modal grade level for each of the six writing skill areas included on

the CSI. Spelling, Handwriting and Mechanics are presented separately from

Language, General Discourse, and Discourse Products to aid visual

interpretation, and also because the former group seems to involve more

mechanical/rote skills than the latter group. Empirically, at each modal

LEP grade, the percentages of on-grade-skills taught in each of the areas

in the first group are greater than the percentages of on-grade skills

taught in the areas included in the second group.

The percentages of Handwriting and Mechanics skills taught is

consistently high over all modal LEP grr_de levels, while the percentages of

skills taught in the other areas varCIy considerably. This is confirmed by

the data displayed in Figures 6.11 and 6.12 which present the percentages

of aboverArade, on-grade, and below grade skills which are taught ateach
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PERCENTAGE OF DECODING PROCES. : .KILLS,. COMPREHE6ISIONSKILLS,
LITERARY SKILLS AND STUDY SKILLS TAU. ABOVE, ON AND BELOW MODAL LEP GRADE
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q,FIGURE 6.9 (continued)
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FIGURE 6:10

PERCENTAGE OF ON-GRADE WRITING SKILLS TAUGHT AT EACH MODAL LEP GRADE

Percentage of Skills
Addressed

Percentage Skills
Addressed

10

6

1

K .1 2 3 4 5 6

Modal LEP Grade

Skill Areas

Spelling

Handwriting

Mechanics

100

;0

40

0
K 2 3 4 5 6

Modal LEP Grade

273

Skill Areas

Language

General

a, Discourse

__A Discourse
Peoducts



FIGURE 6.11

PERCENTAGE OF SPELLING, HANDWRITING, AND MECHANIC SKILLS
TAUGHT ABOVE, ON AND BELOW MODAL LEP GRADE
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FIGURE 6.12

PERCENTAGE OF LANGUAGE, GENERAL DISCOURSE, AND DISCOURSE PRODUCTS
SKILLS TAUGHT ABOVE, ON? AND BELOW MODAL LEP GRADE
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FIGURE 6.12 U,ontinued)
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modal LEP grade. The graph of the Language area data demonstrates a

tendency for a larger percentage of skills two grades below modal LEP grade

level to be taught, while the smallest percentages of skills taught are

those above grade level. No other patterns seem to emerge from the data.

6.4.4 Oral Language Skill Areas

Figure 6.13 shows the percentage of on-grade skills taught at each

modal grade level for each of these oral skill areas. These oral language

area skills (based on the LSF framework) are Oral Vocabulary, Sentence

Structure, and Language Use. (Four other sub-area measures of oral

language involving constant grade or, ungraded skill level are discussed at

the end of this subsection.) A higher percentage of Language Uge skills is

taught than skills in the other two areas. In addition, in the lower

elementary grades, a higher percentage of Sentence Structure skills is

taught than Oral Vocabulary, while in the upper elementary grades, the

reverse is true.

Figure 6.14 shows each of the three oral language skill areas in

terms of percentage of skills covered below grade level, on-grade level,

and above grade level for each modal LEP grade. No clear pattern emerges

here except that for Oral Vocabulary and Sentence Structure, higher

percentages of below grade level skills are taught than on-grade or below

grade level skills.

The last set of data to be presented here include the four oral

language variables that were assessed at the same skill grade level for all

teachers: Common Pre-K Passive Vocabulary, Grade K Active Vocabulary, Grades

1 Active Vocabulary, and Classroom Interactions (Figure 6.15). Se. Lral

observations can be made regarding these data. The percentage of

taught in all these variables show a general tendency to increase id to

peak somewhere in the middle grades and level off or become erratic in the

upper grades. The common Pre-K Passive Vocabulary and the Grade K Active

Vocabulary appear to peak in emphasis around second grade. This emphasis

about two-grades below modal LEP grade is consistent with what s,-.s found

DEVELOPMENT ASSOCIATES.
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FIGURE 6.13

PERCENTAGE OF ON-GRADE ORAL LANGUAGE SKILLS TAUGHT
AT EACH MODAL LEP GRADE
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FIGURE 6.14

PERCENTAGE OF ORAL VOCABULARY, SENTENCE STRUCTURE AND LANGUAGE USE

SKILLS TAUGHT ABOVE, ON AND BELOW MODAL LEP GRADE
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FIGURE 6.15

ORAL LANGUAGE SKILLS ASSESSED AT THE SAME SKILL GRADE LEVEL FOR

ILL TEACHERS: PERCENTAGE OF SKILLS ADDRESSED BY MODAL, LAP GRADE
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for other oral language skills previously presented. The grade 1 Active

Vocabulary words appear to peak in emphasis at fourth grade, which would be

three grades below modal LEP grade for this oral language variable. The

classroom interaction variable generally has the highest level of emphasis

for this set of oral language variables, with perhaps a modest peak

somewhere between the 1st and 3rd modal LEP grade. Again, these data give

a relatively clear pattern suggesting good psychometric performance of

these CSI variables.

6.5 Relationships Among Teacher and Classroom Characteristics and

Skills Addressed

As discussed in Chapter 2, teachers within the bilingual education

projects under study were randomly divided into' equivalent samples.

Teachers in one of these samples were interviewed to obtain information

related to project characteristics. The data from that sample were

presented in Chapter 4. The other t acher sample was utilized to obtain

data for the Classroom Skills Inven ry (CSI), additional teacher

characteristics, and classroom characteristics that were considered

potentially relevant to the skills addressed in bilingual classrooms. Some

of the baCkground information obtained on the CST teachers is the same as

the .data obtained from the other teachers sampled; these data were analyzed

in Chapter 2 as a.,basis for assessing the empirical comparability of the

data. Teacher background and classroom data obtained from the other

teacher sample was discussed in Chapter 4, and so, as a general rule, the

.essentially eguivalent portions of the CSI teacher background data will not

be presented here. Instead the focus on teacher and classroom background

data obtained in CSI teacher sample will be limited to those data directly

relevant-to the issue of skills addressed by the CSI teacher sample.
e'

However, since the two teacher samples are essentially ec_livalent,

'inferences drawn from one sample should generally be interchangable with

inferences drawn from the other sample.

6.5.1 Relationships Among Teacher and Classroom Characteristics

The focus in this subsection will be on relationships fOund among

teacher and classroom characteristics in the CSI sample. Relationships

i; 282
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between tearer charar-e...istics or classroom characteristics and skill

related -a,-4ables will be found in the next subsection of this chapter.

Table 6.6 shows the extent of the relationship of teaching

experience with other teacher or classroom characteristics (only

significant relationships, p.<45, are shown). (Pearson product moment

correlation coefficients were used here.) Two variables, total years of

teaching experience and years of teaching experience at the current grade

and school, are highly correlated (r=.56). Thus, they show very similar

patterns of relationships with other background variables. Generally, the

more experienced teachers tend to have greater monolingual education

experience and more advanced degrees.*

Table 6.7 shows the significant (those with p4.05) relationships.

between each of four bilingual education or training variables and other

teacher or classroom characteristics. Also shown are relationships between

whether the teacher perceives he or she is in a program with greater

bilingual emphasis (Type III, IV, or V rather than Type I or II) and other

background variables. Finally, as a contrast, the relations between mono-

lingual education teaching experience and other characteristics are also

shown. Since a teacher could have a great deal of monolingual experience

and still have substantial bilingual education training and experience, it

does Lot automatically follow that'monolingual training teaching experience

would show ogposile relationships to those involving bilingual education

experienceand tra ling variables. However, that is what the data show.

Generally, the four bilingual education training and experience

variables show a highly correlated pattern. They also all tend to be

associated with whether the teacher (or someone else in the classroom)

*For example of the impact of the lack of qualified bilingual staff see

Cases Nos. 6 and 19.
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TABLE 6.6

CORRELATIONS OF YEARS OF TEACHING EXPERIENCE

WITH OTHER TEACHER CHARACTERISTICS

Years of Teaching Experience

r
Correlated with:

Years of teaching at grade and school .56 .0001

Prior monolingual education experience .54 .0001

More advanced degree
.34 .0001

Not teaching in other languages* .31 .0001

Does not speak, read, or write in another language .16 .008

Not currently receiving bilingual education training .16 .008

Less total LEP in class
.15 .02

Less bilingual emphasAs in program
.13 .04

2. Years of Teaching At Grade And School

Correlated with: to

r

Years of teaching experience
.56 .0001

Not teaching in other languages** .30 .0001

No previous bilingual education experience .27 .0001

More advanced degree
.18 .003

Not previously a ESL teacher .18 .004

Liss total LEP in class
.16 .008

Prior monolingual education experience .15

Not currently receiving bilingual education training .13 .04

1

.02

*All correlations in this group based on 261-265 teachers, except this var-

iable (N = 170).

**All.correlations in this group based on 261-264 teachers, except this var-

iable (N = 169).
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TABLE 6.7

CORRELATIONS OF BILINGUAL EDUCATION EXPERIENCE AND TRAINING WITH OTHER TEACHER CHARACTERISTICS

1. orevious Bilingual Education Teacher 2. haudiguijagarimiLALL
Experience Correlated with, 24( ESL Teacher Correlated with,

Teaches in other languages .36 .0001 Prior experience as bilingual

Prior training in bilingual el. .33 ,0001 ed teacher .31 .0001

Speaks, reads, or writes in other Speaks, reads, or'writes in

languages .31 .0001 other languages .24 .0001

Prior experience as an ESL teacher .31 .0001 Prior bilingual ed training .21 .0007

Less years teaching at, grads A school .27 .0001 Less years at grade A school .18 .004

More LEP in class .19 .0001

Currencly receiving bilingual

ed training .18 .0001

No prior monolingual ed experience .14 .03

3. Prim' Bilingual Education Training 4. Currently Receiving Bilingual

Correlated with, r < Education Tray. Correlated with s EC"
Teaches in other languagesSpeaks. reads, or writes in other .31 .0001

languages .43 .0001 Prior bilingual training .27

Prior bilingual ed teaching more LEP in clans

,.0001
:27 .0001

*Parlance .33 .0001 Speak', reeds, or writes in

Current bilingual ed training .27 .000/. other languages .25 .0001

Teaches in other language's .27 No monolingual ed experience .18 .003

More LEP in class .22 .0004 Prior bilingual ed experience .18 .004

Prior ESL experience .21 .0007 Less years teaching - .16 .008

No monolingual ed experience .18 .004 Less years at grade A school .13 .04

Lower classroom grade .13 .04

Lower modal LEP (functional) grade .13 .04

5. 7.n Program Type With Greeter Bilingual 6. Previous Monolingual led.Teaching

9h* 4s Correlated with, r
iia<

Experience Correlated,with, .

Teaches in other languages
Speaks, read..., or writes in

Years teaching experience
Does not speak, read, or write

.18 .p2
.54 .0001

other languages .17 4004 other languages .24 .0001

Less LEP in class .15 102 More Advanced degree .20 .0009

So monolingual experience .13 1.04 Less often teachers in other

Less years teaching experience .13 languages .19 .01t04
Not currently receiving

iilingual ed training .18 .003

No previous bilingual ed
training .18 .004

Less total LEP .15 .01

More years at grade and:school .15 .02

No previous bilingual ed
experience .14 .03

In a program with less bilingUal

sm7hasis .13 ..04
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teaches in other languages, has competence in other languages, has fewer

years teaching, has fewer years in grade and school, has more LEP in class,

and has no prior monolingual education experience. However, program

emphasis did not relate significantly to any of the bilingual education

training or experience variables. The variables of previous nonolinglial

education tended to generally reflect opposite relationships to those of

the bilingual education indicators, and were also associated with more

advanced academic degrees.

6.5.2 Relation of Teacher and Classroom Background Characteristics to

Needs and Skills Addressed

Table 6.8 summarizes the statistically significant (and some of,

borderline significance) correlations between teacher or classroom back-

ground characteristics and the skills addressed or special needs perceived

with LEP students in bilingual classrooms.

It should be remembered that some of these correlations are based

on the full teacher sample; thus, relatively low correlations can be statis-

tically significant. In other cases the sample sizes are considerably loss

(e.g., for 5th and 6th grade reading, writing and oral language skill's), so

that i.t takes a fairly large correlation to reach statistical significance.

Thus, even though the probability standari: is the same (p C.05) for all

correlations reported as statistically significant, it is much more likely

that statistically significant relationships will be found in the larger

samples. Conversely, it is much more likky that significant relationships

will be missed in the smaller samples which would otherwise be found if

sample sizes were larger.

The first three teacher background variables presented in Table 6.8

are: total years of teaching, number of years teaching at the current grade

and school, and number of years of previous experience :reaching in a mono-

lingual education classroom. Years of previous monolingual education

experience had.no relationship to skills taught in the classroom nor to the

perception of LEP students special needs. Total years of classroom

teaching related only to less coverage of classroom interaction skills

IREVELOP- '-;NT ASSOCIATES. INC. -
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TABLE 6.8

CORRELATIONS BETWEEN TEACHER CLASSROOM. CHARACTERISTICS

AND SKILLS ADDRESSED IN BILINGUAL CLASSROOMS

r

1. Years Teaching

Less classroom interaction .15 .02

2. Years Teaching'in Grade School

3rd grade writing
Less classroom i teraction
Perceive no addi onal LEP special needs

Less likely to tea mathematics to LEP

3. Previous Monolingual Education Experience

No significant correlations

4. Prior Bilingual Education Experienee

.25' .009

.22 .0003

.14 .02

.13 .04

Perceive additional LEP special needs .16 .01

More likely to teach social studies to LEP .13 .03

3. Previous ESL Experience

5th grade oral language skills .49 .004

3rd grade oral language skills .28 .004

2nd grade oral language skills* .13 .09

6. Advanced anTe

3rd grade reading skills .19 .05

lst grade reading skills .1.7 .01

3rd grade writing skills* .18 .06

Common 1st grade passive. oral \
vocabulary skills* .12 .06

*Correlations with only borderline (.05-4= pG .10) statistical significance;

included because they seem to relate to a pattern in the statistically

significant (p4 .0'5) correlations.
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TABLE 6.8 (Continued)

7. Prior Bilingual Education Traininl

3rd grade oral language skills
,,.Perceive additional LEP. special needs

,,,p-..,. More likely to teach social studies-to LEP

r 4.st grade_ Eassive oral vocabulary skills '

' .'..' kiEde*gerten passive oral vocabulary skills
,

.,.. Le0 1st grade writing skills
Classroom;interaction skills
4th grade reading skills* .

Less 1st grade reading skills*
Common pre-K active vocabulary*

8. Current Bilingual Education Training

6th grade writing skill's
5th grade reading skills
4th grade reading skills
Mere likely to teach social studies to LEP
More likely to teach science to LEP
More likely to teach mathematics to LEP
5th grade writing skills*

9. Speaks, Reads, or Writes in Other Languages

Perceive additional LEP special needs

2nd grade reading skills
More likely to teach social studies to LEP
5th grade oral language skills*
1st grades reading skills*

10. '242tchi.j221.a2tOther Languages

6th grade oral language'skills
5th grade oral language skills
More likely to teach social studies to LIP
'6th grade writing skills*
2nd grade oral language skills*
Classi-Oom interaction skills*

r

.20 .04

.16 .007

.15 .01

.15 .02

.13 .03

.13 .05

.12 .05

.20 .10

.11 .09

..10 .10

.57 .03

.37 -03

.27

.005

.15 .01

X15 .02

,29 .09

.20 .001

.15 .05

.15 .02

.30 .08

.11 .09

-.68 .03.

.48 .02

.26 .0006

.58 ,08

.17 .09

.1.3 .09

*Correlations with only borderline (.05<p--f.:M) statistical significance;

included because they seem to relate to a pattern in the sta4etiCally

significant (p< .0:) correlations.

t, 288
DEVELOPUENT ASSOCIAZES,



L248-.

which has to do with communication between the telacher and students. .

Number of years teaching in the grade and skill correlated positively with

3rd grade writing skills (possibly spurious) and negatively with classroom
S .

interactions, perceiving LEP special _weeds, and teaching mathematics to LEP.

The next two variables in Table 6.8 relate to,previous bilingual

education experience in general and previous experience pecifically as an

ESL teacher. Previous bilingual education experience correlated positively

with only two variables: perception of additional LEP sp .13. needs and a

greater likelihood to teach social studies to-LEP students. Preyious ESL

teaching experience showed a general tendency to be positively relatedq

teaching of'oral language skills. Advanced degree training'had a positi

relation to early grade reading, writing, and passive vocabulary skills

training for LEP. Otherwise 'having an advanced degree did riot relate to

teaching of,skills or perception of special needs.

Prior and current bilingual education training (as opposed to

experience) both had a fair number of significant correlations with teaching

of various skills to LEP and perception of special needs. However, the pat-

tern of relationships for current bilingual 4d4Eation training it clearer

than for prior bilingual education training. Current biiingual training

tends to relate positivelyto teaching upper elementaiy grade level reading

and writing skills i nd teaching all three of thesubject area skills of

social studies science, and mathematics to LEP students. Ptioc\bilingual

education training has the greatest tendency to relate positively to lower

elemehtary oral language skills (i.e., 3rd grade oral language, 1st grade

passive oral vocabulary', K grade, passive oral vocabulary, classroom inter-

action skills, and pre=K active vocabulary) Prior bilingual education

experience afso related positively to perceived LEP student special needs,

teaching social studies, and 4th grade reading skills. .0n the other hand,

for some reason'prtor bilingual, education training correlates with less 1st

grade writing skills and less 1st grade reading skills. It would appear

that in the earliest elementary grades, teachers with prior bilingual -

education training emphasize the teaching of oral language over the

teaching of reading and writing skills.

......
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The last two variables presented in Table 6.8 relate to teachers'

'ability tcz speak, read, or write in othef languages and to whethef teaching

in other languages occurs in the teachers'.classrooms (teaching in other

languages could occur By teaching aides for example, whether or not the

teacher himself /herself used other languages). The teachers' abilityto use

other language? relates positivell-!Vberceiving LEP students' special

needs, lsAnd 2nd grade reading skills, teaching social Studies tqj..EP

students, and 5th -grade oral language skillS. Teachi.4 in other languages
.

within the teachers' classrooms relates positively toral language'skills

(particularly for the upper elementary grades), Social stugies, and

approaches significance.for.6th grade writing skiils'and classroom

interaction skills. Thus, ability in othel- languages and use of uther

.

.

languages in the classroom show'somewhaidifferent patterns.of

relationships to skill variables.

Finally, although not presented in Table 6.8, an analysts was'also

done regarding correlations of program type4 (in terms of bilingual

emphasis as described in section 6.5.1)ith the classroom skills

variables. However, this analysis yielded no significant (6r.even

borderline) correlations with any classroom skills variables.
0

Overall drily scattered relationships Were found between the

variables of training and experiende and skills taught. Apparently the

decision to teach or not to teach specific areas or skills depended on

other variables, such as LEP curriculum, instructional materials, and the

severity of the students' limited English proficiency.

6.6 Summary

Limited English Proficient (LEP) children who are found in

bilingual classrooms tend to be assessed as having English Language Arts

skills increasingly below grade level asclassroom grade leVel ihqieases.

This could be due to a variety (or combination) of factors, including:

As those students who obtain sufficient English Language Arts

skills return to an all-English medium classrooM, the students

remaining give the appearance of decreaging proficiency.with

increasing grade.
DEVEI.OPAENT ASSOCIATES; INC.
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Some students may in fact be falling further and further behind

in English Language Arts skills with increasing grade, perhaps.
- the least.abie among the LEP;

New students with limited English Arts skills are continuapy
coming into the program at all grade levels, and at the upper
grades their substahtially lower entry skillswill give the

appearance ofdecrdasing proficiency wiph increasing grades.*

Teachers could be eacpected to put their gretest emphasis'on.teach-,

ing LEP students:at the modal LEP skill level in their classroom, that is,

teaching at the level'where they find the most LEP student:. (which is below

assigned classroom gradd). For reading skills.they do appe, to be

teaching LEP students a high percentage of skills on their =dal LEP grade

level (about 90%), although they alpear to be'teaching pn egy,valent or

Ihi.gher percentage of reading skills which are one or two grades below modal

grade level. For writing skills, teachers appear to be teaching LEP

students predgmnaptly at one grade level below modal ItEP grade, although a

fairly high percentage of onmodal LEP grade skills (about 80%) are

covered. For oral language skills, teachers appear to be teaching

predominantly 'two grade levels belOW modal LEP grade, Iwith only about 66

percent of these skills covered on modal (functional) LEPgrade level.

It could be argued that skills below tIle modal LEP grade, as

measured by the CSI, might receive somewhat greater emphasis than on-grade

skills for several reasons, including;

WhTte the teachers responded in terms orthe modal LEP students.

in their classroom; typically some of their LEP students were

even lest skilled;** consequently, teachers had to take these

even less skilledLEP students into account.

Review and practice are important to assure retention of

previously addressed skills, and there is a great overlap of

\szkills taught across elementary school, grades in general..i,

*See Case No. 2 which mentions an influx of Indochinese students with

little or no English skills.

**Of course, some of the LEP students were more skilled.
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Some,s,review and relearning offSkills from the previous year is
4

necessary after summer vacation.
-

The..teacherraturally based their LEA skills assessments and

teaching on 16cal conditions; thdrefore, the LSF skill level

grades from which the CSI is derived may not reflect these local

norms, which may be substantially different from the "norms" on

which the LSF is based.

In any case, the relative emphases of teaching at higher skill

levels for reading skills versus writing skills versus oral language skills

remain clear. It may be that teachers are.most "on-grade" for the modal

LEPstudents in the area of reading skills because the most extensive

teadin4 methods and most clearly grade-normed educational meter171s exist

in the reading area. Writing skills may be next most heavily stressed and

Ilexr...oiest to being on gradelevel, because relatively extensive teaching

methods and relatively clearly grade-normed educational mate zials exist in

the writing area. Oral language skills may.then be least addressed and

least on-grade, because relatively Attie teaching method emphasis is

typically placed on this area, and grade-normed educational materials are

most laAing in the oral language skill area. Another.possible explanation

for the data found is that the relative emphases on reading over writing
.

bver oral language skills reflect what"the teachers in Title VII programs

.believe to be the relative ranking of the importance of these skill areas,

orthe most arpropriale' order of emphasis, for aiding LEP students to

function effectively in all-English speaking classrooms.

Finally, a critical observation to be made from the CSI data is

that the highly regular and consistent patterns in the-data suggest good

psychometrid discrimination. This is important because the'Language Skills

Framework (LSF), out of which the Classroom Skills Inventory (CSI) was .

developed, had not been fully field-tested or validated Prior to use in

this Study. Thus, the data of this Study provide some field test support

for theLPotentieal utility of the LSF approach. .

In addition to the teaching of specific language arts skills

aspessed by the CSIos teachers were asked whether they taught mathematics,

°

social st es, and science to LEP children. The general picture thatul

Nk
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rged from these dat4was that'aAsizealple portion of teachers (about 80$)

rered content skills in mathematics, science, and social studies with

'r LEP students. Teachers frequently modified their objectives and use
- .

ver pace and the native language co as6ist the LEP students HoWever,

Ile: percentage of teacherb taught these subject area skills in upper
*

e_ .11tary grades than in the lower grades, particularly mathematics and

science., There may be several- reasons for this latter phenomenon. It'may

T,!flect a move toward amore remediation-oriented approach with students who

to not been able (foi whatever'reasons) to achieve stifficient'English

ul7uage arts skills for exit, despite extended participation in the
c

program; it may reflect the use of a mOre.focused (on English language arts
.

skills per se) approach toward new LEP students who come into the program 41

in upper elementary grades; or it may reflect the greater use Of the

pull-out approach with upper elementary grades such that these subjects' are-
more often covered only in theiegular classrooms. The exact explanation

would he more likely to be fpund with ailongitudinal study; which would

include individual students over time, which this Study was not designed to

obtain.

4
This chapter has dealt,with

V
those skills addresSed in Title VII

classrooms and discusses the method used to determine the srals needed to

function in an all-Fnglish-medium classroom. The next chapter provides the

overall Study conclusions.
2..

a's
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'ICAPTER 7

GENERAL CONCLUSIONS

The goal'of this Study was to describe the characteristics of the

classroom instruction component of Basic projects funded under the ESEA

Title VII Bilingual Education Program. The preceding chapters (of this

volume 'flave -presented the detailed findings' from this Study. this

concluding chapter, data from all aspects of the Study are synthesized to

present a set Of overall findings and conclusions organized by the Stuiy's

specific objectives. The Department of Education's objectives for the

Study were stated 1,41 three two-part statements. To facilitate

presentation, the statements were divided into six specific'objectives,

each of which is addressed below.4

Study Objective 1

"To describe the characteristics of a-representative sample of

Title VII - funded Basic bilingual education projects."

.
In FY 1980 there were,a total of 524 Basic projects, three-quarters

of which were in at least their second-year of operation. The median grant

award was nearly $150,000 in FY 1980.%The heaviest concentration of

projects (28%) was in the Pacific Southwest region'of the country. The

vast majority of projects operated within a,-single school district and

served an average of 30% of all schools within their districts.

In 1980, the projects served between 160,00 and 200,000 LEP

.children. The smallest project served a total of 17,studentsib(LEP and

- .

non-LEP) and the largest served 5,488, The average number of students in

.self-contained Classrooms was 28.; the majority of these students were

clustered in the lower elementary grades (87% in K-3). LEP students

represented 43% ofthe'total in each class.

4
A typical biltngual education classroom was found to contain a

heterogeneous groupof students who varied in language background and

9

C
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English proficiency. Principals and teachers reported students were

generally working below both national and localacademtc norms.

Three-quarters of the 'projects served'A single 'native language

group. fAs has been true since Title VII began, the majority of projects

(59% in- .1980) served exclusively Spanish-speaking student but the

composition of projects has changed over time. The data showed a decrease

from FY78 to FY80 in the, total number of projects serving at least some

Spanish- speaking students, from 422 T74% of all projects) to 358 (68%).
. .

DUring the same time period!, the number of unique.languages addressed by

projects increased frdm 6p to 91. C

Overall, project staff members
N_

were qualified and experienced.

Three-quarters of project directors were full -Mime and supported by Title

VII funding. The typical project director had previous experience, as a
14

''. teacher in a bilingual classroom and
-
two or more years' administrative

",:......

i
X experience with VII. Over 90 percent of the project directors had at

1 least a master's degree.

Principals of schOols served* Title VII also had substantial'

relevent experience. The average principal had 11 years' experience i

position and also had 7 years' experience with Title VII. Additionally,

almosthalf the principals could speak a second language and, of thse, 83

percent used it in their work.

In accordance with the federal Marad'ate, classroom teacherl are not
%.

funded by Title/WII. Title VII 'does, however,. fund a variety of

professional staff positions to assist the classroom teachers. These

include resource teachers, seech therapists, special educators, subject/

'matter specialists, curriculum coordinators, who provide direct assistance,

to teachers, or teacher trainers who provide inservice training either on a

one-to-cne,.as-needed basis or on a more focmally schedu ed4group basis.

The majority of/classroom teachers (66%) reported that-they were

proficient in a language other than English. Forty percent of. the

classrooal teachers and 30 percent of the resource 'teachers were, certified
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in bilingual education. In interpreting these percentages of certified

teachers,, it should-be remembered that bklingual education is a new area of

concern in manystates, and many do not have proviPion for such
1

certification.

t

Virtually all, teachers had a college degree, with one-quarter of

the classroom teachers and oN.Tr half the resource teachers also havim;

graduate degree,'ushally an MS. in Education. Further, 10 percent of

classroqp teachers and Yo percent of resource teachers were certified to

teach at the elementary levq anot60 percent of the resource teachers also

had certification.as .specialist. Over 79 percent of the classroom

teachers and 82 percent of the resource teachers had at least 4 years of

teaching experience.

Aides were used in 87 percent of the classroams in the sixty sites

visited. Almost one -third of the aides had at least some post-secondary

education. Aides were most frequently used to assist the teachers in

teaching ESL and native reading and language arts.

;Title VII 'requires the input of an advisory council consisting of

parents and other representatives of`.)11LEP community. Ninety-eight
.

percent of the projects had Parent Advisory Committees. According to .

project directors, neatly all committees were involved to some extent in
.

preparing the project application, and 63 percent of the committee

chairpersons felt their committee had helped solve problems during the

project jtear. . Overall, the parent committees were reported to be-playing a

strong and active role' in project operatiOns.

In conclusion, it was found that most projects served

Spanish-speaking students who.Were working below both national and local
4

. academic norms. However, the number of projects serving children using -

Asian and American Indian languages, is increasing as are the number of

unique Itnguage grows served. -Staff members are qualified and .

experienced, and parent input, through Parent Advisory Committees, is a,

factor in the planning and operation of projects.
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-Study Objective 2

"To identify groups of projects which appear to represent
distinctly different instructional approaches to the education of

children with liptited English profiiiency.°

Instructional approaches Varied across projects, and projects did

not cluster meaningfully in terms of approaches employed.* For example,

although 27 percent of the project directors interviewed reported that an

externally developed educational model *had been adopted, no more'than two

project directors reported adopting the same model. Within projects, 'the

instructional approach often varied.by giade level in response to student

needs.
. '

Based on responsep by pro.ject directors to the modified

Fishman-Lovas typology, it was found that a small proportion (78Oof K-6

_4,?'Ignpivojects use only English (Type I). The majority (89%) of projects use

both English and the, native,language (Types II-IV), but place their major

focus on English and use the native language to varying extents and-for

different purposes. A significant proportion (21%) of the projects use.

both languages 41 teach all subjects (Type V), and a few (3% )-reported'

using more than. one type.

'These findings were generally corroborated .0y-teacher reports of

the time they spent in English and native langlyie instruction. Teachers

reported using English more than 70 percent of the time in English reading

and language. arts, ESL, mathematics, social studies and science. English
...-

was used 61 percent of the time for cultural enrichmept. As may be

expected, the native language was used 88 percent of the time for

instructi(in native language reading and, language arts. Overall,

.teachers-reported using English as the language for instruction 72 percent

of the time.

*See Selected Case Histories Volume whichipontains descriptions of

particular instructional approaches,used. .
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The extent of Alse of English and native language for instruction

varied within project by grade level. In general, there appeared to be a

greater tendency to use the native language more extensively at the lower

grade levels and to use English more frequehtly at the upper grade levels.

The language in which LEP non-reeders were first taUght to read

.varied by projedt'language. While the native language was used exclusively

ib 75 percent of the Spanish-only projects to first teach reading, it was

used in less than 20 percent of the projects that served other languages.

Conversely, English was used exclusively in only 2 percent of the

Spanish-only proje-As to first teach reading. On the other-band, English

was used exclusively in over.60 percent of ',.he projects serving other

languages to first teach reading.

Project staff try to_ integrate LEP'students-with their

all - English- speaking peers to the greatest extent possible, while at the

same time providing special language help, often using the pull-out mode of
. .

instruction. Nearly 40 percent of the projects' used the pull-out model

.

either, exclusively or in conjunction with the in-class model.' tthe

frequency of the pull-out appfoach increased with grade level', with

pull-out used more in grades three through six than in kindergarten through

gSade two. The use of the pull-out approach also varied by subject matter.

Pull-out was used more frequently in conjunction with ESL than

with any other subject area, where it was used to some extent by 23 percent
*0.

of the classroom teachers, who taught ESL. The pull -out approach was also

used by about one-fifth of the teachers for native language and English

language reading and language arts but was used less for.teaching other
f

subjects.
A

In conclusion, projects did not cluster with respect to distinctly

different instructional approaches. It also appears ,that instructional

approach varied across grades and across subject areas. About one of

.
the teachers, for example, reported using an in-class, teacher-only approach 4

for teaching English reading but less than 10 percent reported using,this

approach to teaching native language reading or language arts. In sum,

is 298
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projects were too varied to be grouped by the definitions and typology used

in the Study. Furthermore, it is clear that projects utilize more than one

instructional approach to meet the needs of the various grade levels they

serve and the subject areas being taught. Thus,-in the future,

instructional approaches or activities should le examined"not at the

project level but at the classroom level and, if possible, at the

individual student levet

44

Study Objective 3

To determine projectkrtives."

Project objectives were reviewed in the areas of instruction, staff

development and training, parent and copmunity involvement, managgmenf/

administration, and materials deplopment and acquisition. Instructional

objectives were theimost.frequently formulated. It was found1that 97

percent of projects included among their annual objectives increasing their

students' English language skills. Social studies/cultural heritage and

mathematics/science instructional objectives were formulated by 82 percent

and 79 percent of projects, respectively. Native language skills

instructional objeOtives were prepared by 67 percent of projects.

Management/administration objectives were alsO frequently

formulated. Ninety-one percent of projects had objectives pertaining to

project staffing, and 86 percent of projects cited the employment of

bilingual personnel as an objective. With regard to staff development and

' training, 79 percent of projects reported a'strict level lnservice training'

,as an objective, while 68 percent cited college or university coursework

for staff as an objective.

Objectives in the areas of parent/coamunity involvement and

materials development/acquisition were less frequently formulated by

-projects. Sixty-six percent of projects cited PAC assistance with planning

as a objective, and 39 percent of pzcjects cited instructional materials
1

development and/or acquisition as an objective.

; , 299
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The overall extent of specification of an objective was measured

by a composite variable consisting of the objective's.product, process,, and

evaluation components. The data showedithat instructional objectives in

the area of English language skills were the most completely formulated,

followed by mathematics/science and social studifs/cultural heritage

instructional objectives. Staff development and training objectives were

.
less completely formulated than-instructional objectives. It appears that

projects are concentrating.their efforts concerning formulation of annual

objectives in the areas of instruction, management, and staff

development/training. Within the instructional area, projects clearly

emphasize English language skills objectives over native language skills

objectives.

The Study found that projects generally
f

did not modify thefr

objectives. It was found, however, that small modifications were made to

the instructional approach in soMe projects. For example, one-quarter of
1

the,teachers who were interviewed reported making changes to their

. -
instructional approach, materials, or activities over the life of the

project. These modifications'were predominantly related to their students'

grade and ability levels. Generalizing to projects as a whole, it can be

stated that modifications to objectives were made infrequently, and when

modifications did-occur, they were primarily to help meet the changing

needs of LEP students.

The data showed that projects pursued similar objectives.

Objectives in the areas of instruction, management, and staff training were

stated in the large majority of project applications. Few projects

formulated objectives in the area of materials development and training.

The data on project implementation suggest a relationship between

projects stating an objective and the.extent of implementation in that..

area..., Instruction, parent involvement, and management were implemented by

the largest percentages of projects, and these were identified as

objectives by a similar percentage of projects. Staff training was also

carried out by a lesser number of projects, and it was identified as an

L
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objective by a smaller number. Thus, it appear hat in most cases stated

.,_qbjectives were addressed, and objectives in one project componenthave no

.

greater chance of being implemented than those in other project components.
*

Overall, projects formulated object4Nfesm.C.Aoften in the areas of

.

instruction, staff development and training, and managemenVadministration.

Objectives in thh areas of parent and community involvement and materials

development*and acquisition were generally formulated less frequently. In

addition, projects did not usually modify.their objectivei; however, om

occasion, instructional approaches were modified-slightly to meet changing

student needs.

Study' Objective 4

"To determine the' relationship between skills actually addressed

by the projects and those skills necessary to function effectively

in an all - English - medium classroom in the Ohited States."

The Language Skills Framework (LSF) developed by SWRL was used as

the basis for determining the "skills necessary_to function effectively in

an all-English-medium classroom." The LSF system comprised three major

components: reading skills, writing skills,- and Oral language skills. Some

modifications were made by Development Associates and the revision was

titled the Classroom Skills Inventory (CSI)... The purpose of the CSI was to

measure the extent to which.teachers addressed the Specific reading,f

writing and oral language skills which LEP students need to function

effectively in an all-English speaking classroom.'

Te respondent8 for the CSI were Title VII classroom teachers

randomly sampled from grades K through t in proportion to classroom grades

represented. Since a typical.-classroom has LEP students functioning at

several different grade levels, the CSI was designed to focus on ttie skill

level of-the majority of LEP students in the classroom. Prior to

completing the CSI, each teacher was nstruoted to focus on the modal

(aver ge) grOup of LEP students, and to specifically indicate whether each
. .....
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of the skills described in the CSI had been or would be taught that year to

the identified group of students. The "modal LEP grade" for each classroom 1****

was the grade level at which the teacher indicated the greatest number of
. ,

-LEP students were functioning, and this determined which CSI booklet was to

be completed.

Materials within a CSI booklet generally focused onfour LSF skill

grade levels: items two grades below the functional grade, one grade below

the functional grade, on- grade, and one grade above the functional grade.

The 'CS/ data were analyzed/from three perSpectives: the teacher survey
4

itself, the skills taught at the students actual assigned grade level, and
r

the skills taught at the students' functional (modal) grade level.

The survey of teachers in English Language Arts indicated that as

the classroom grade level increased, the LEP students tended to function

increasingly below clasdroom grade level. The data showed that modal LEP

students were most typically on-grade for the lowest grades, one grade

below classroom grade for the middle grades, and two grades (sometimes

more) below level at.the fifth and sixth grade,levels. 'Possible

explanat4ons of this which are presented in Chapter 6 are that: individual
1

students fall further behind each year; the more capable students exit

early, leaving only the least"proficient'behind; and'new chi'dren (e.g.,

refugees) enter the program.

From the perspective of reading, writing and oral language skills

taught,at assigned classroom grade levels; the percentage of above grade

level skills addressed tended to be substantially below thepTercentage of

on-grade and beloW grade level skills addressed. Generally, reading skills

were addx=essed more completely than wrAing skills, and both these Alias

were more completely addressed than oral language skills. The percentage

of on-grade reading skills addressed averaged in the high eighties; the

percentage of on-grade writing skills addressed averaged in the low

eighties; and the percentage of on-grade oral language skills averaged'in

the low sixties across all grade levels.
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From the perspc'e-;_veof skills taught at the functional (modal

LEP) grade level, the percentages-of on-grade level skills addressed were

typically slightly higher than the percentages of skills' addressed

at-assigned classroom-grade level. This confirmed the Study expectation

that teachers emphasize skill levels at the students' functional grade

level, rather than at the assigned classroom grade Nvel. The teaches

survey data suggest this is part of Aneffort.tbindividualize instruction;

teachers indicated *they frequently modified\their objectives "and used a

slow4r pace and the native ;,anguage to'assist LEP sdUdefitS.

Overall, teachers addressed more LSF skil:Cs one or two grades

below the functional grade than they did at the functional grade level.

More specifically, for reading skills they appeared to be teaching a high

percentage of skills at the-students' Vinctional grade level, although they

also appeared 1....be teaching an equivalent or higher percentage of reading

skills which wer one or two grades below functional, grade level. For

writing skills, teachers appeared to be teachingpredominantly at one grade

level below functional grade,
although,a,fairly high percentage of on-

functional grade level skillswere also cp ered.' For oral language skills,

'eachers appeared to be teaching predominant y two grade levels below the

zunctional grade level.

In addition to the teaching of specific language. arts skills

.assessedby the CSI, teacherd w&re asked .whether they taught mathematics,

, social studies, and science to LEP children.- The general picture that

emerged from these data was that a sizeable portion (80%) of teachers

covered content skills in mathematics, science, and social studies with

their LEP students. However( a smaller percentage of te26hers taught these

subject area skills in upper elementary grades than in the lower grades,

particularly for mathematics and science. .

.

Overall it was found that the skills necessary to function

effectively in an all-English speaking classroom were generally being

taught. As expected there is more emphagis on teaching below assigned

4Pede level; there is also considerable teaching below students' functional

grade level, and this was not expected. The emphasis varied, however, y
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subject area, with.80 percent or more
%

of on-assigned./grade level skills

being taught for reading and writing and only 60%p rcent for oral language

skills. Thus, it is cleat that there is greatest emphasis on teaching on-
a

grade levetl shills in, reading, followed closely by writing, with oral'

language the least emphasized. The data also show that more than 80

percent of the teachers also teach the content skill,.areas of mathematics,

g. social studies and"science, although they teach these.subjects somewhat

more in the lower grades than in the upper grades. The data additionally

suggest that the teachers are differentiating among student skills levels

and adjusting their instruction accordingly. However, all of these patterns

vary somewhat by grade level such that the higher the assigned grade level,

the lower the grade level of instruction.

Study Object.iVe5

"To,determine the degree of program implementation among local.

education agencies."

IThe Study examined levels of activity and program development in

each of four general implementation areas: classroom instruction, staff

development, parent involvement, and project management: Overall it was

found that'a full instructional program was provided to students with most

of the inStructkon being provided in English. Project teachers used

English more than 70 percent of the time for teaching English reading and .

language arts, ESL, .Rathernatics, social studies, and science. For cultural

enrichment, English was used 61 percent of the time. In native reading and

language arts, the native language was used 88 percent of thetime. There

appeared to be a greater tendency to use the nativelanguage at the lower

grade levels and to use English more fre4ntly at the upper grade levels.

The time actually spent on each subject area, varied widely, ranging from an

.average of 6 1/2 hours per week on English Reading and Language Arts to 1

to 1 1/2 hours per week on science, cultural enrichment and social

studies. Math, ESL and native Language reading and language arts involved

about 3 1/2 hours per week each.7

t
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"

Important aspects of clasiropm instruction are the skills taught

and the determination of when to transfer students to an all-English

speaking Classroom. The skills taught were preciously discussed,Under

objective four where it was statedthat,'generally, students were. being

taught appropriate skills. The time it takks for skill instruction to
/

result in student transfer varidd depending on grade.level. Kindergarten

teachers reported the longest time period (2.7 years) and second grade

teachers,tile shortest (1.7 years). However, since teachers also reported

teaching further below grade level as the students' assigned grade level

increasod, it appears that some students are staying in die program

considerably longer than others.

In the area of, staff development, 61 percent of the clossroom and

76 percent of the resource teachers had received some bilingual education

in- service training. Project directors reported that virtually all of the

training gessions had included method's for teaching content areas to LEP

students. Classroom teachers most frequently reported attending sessions

that covered development of goals and curriculum. For resource teachers,

the most frequently cited topics were goal development,- student assessment,

and dealing with the different educational needs of students from different

backgrounds. Eighty-seven percent of the classroom and the resource

teachers were either moderately or very satisfied with the quality of their,

training and over half the teachers who had received training on a topic'

wanted more in that area. Thus, while staff development is occurring to a

significant extent, more is desired.

In the area of parent involvement, 98 percent of all projoeth

reported having a PAC. Seventy-two percent of the PAC chairpersons

reported that they visited-the school five or pore times throughout the

school year. Over two-thirds of the chairpersons reported that their PACs

were moderately or very active in school activities and 62-percent reported

that they were moderately or very active in preparing the project proposal

for OBE? A. However, principals and teachers'did not consider the parent

role as important, with a little less than half reporting parents helped to

some extent.
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In the area of project management, the-Study generally found

strong evidence of effective implementation. The data showed that 91

peircent of project directors said they had a written-plan for administeiing

the project. Ninety-four pefcent of these direCtorS said they followed

their plan, and 71 percent indicated that their plan included written

management objectives. The data also shOwed that 81-perce4 of project

directors reported that they had prepared multi-year project plans-for

their initial IGoposal.- Seventy-eight percent of these projec directors

indicated that they had implemented theii multi -year project plans to a

great or very great extent.

In addition, the Study,lookd at the important area of

institutionalization of project services which can be viewed as another

indicator of the extent of program implementgtion. If a program is to be

institutionall.zed, it first must be adequately implemented. To assess

probability of institutionalization, the Title VII project and district

staff were asked it the project was effectively accomplishing its goals and

meetinr local needs. Almost three-quarters of the superintendents who were

interviewed believed the project was effectively accomplishing its goals to

"a great or very great degree. In addition, appr,ximately two-thirds of
. .

teachers considered the project. to be a definite advantage or a vital

addition to the dIAcict's educational system. However, district`

administrators were concerned about their ability to continue the project

without federal funding. Seventy-six percent of superintendents, 82

perceht of federal programs coordinators, and 72 percent of principals said

that bilingual education services would be reduced or dropped if Title VII

funding was reduced or discbntinued. Thus, the Study generally found-a

high degree of implementation across most key project components. District

and project staff, however; were concerned about institutionalization and

generally agreed that project services would be- reduced or dropped if Title

VII funding was reduced of discontinued.

The Study also, ined relationships between certain project

characteristics and the type of educational approaches/objectives which

were implemented; howeverna'se-relStionships generally were not strong.

In most subject areas, teachers in large projects .reported they used the
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native konguage for a larger percentage of time than did teachers in small

projects. The data also showed that more older projects than first year

projects were categorized as Type V (all subjects taught in both languages)

under the modified Fishman-LovaatypologY. In the same manner, more

Spanish-only projectS-ihan projects which served other languages were'

described as Types II For V. Further, while the native Sanguage was used
0

excluiively in 75 percent of "Spanish - only" projects to initially teach

'reading, it was led in less than 20 percent Of projects which served other

languages. Conversely, English.was used:exclusively in 60 percent of other

language projects to initially teach reading.
/

o The extent of staff development and training also varied by

project type. Prior to'the 1980-81 school year, a higher percentage of

classroom teachers in older projects had received inserviceetraininq than

teachers in new prOjects. Similarly, almost all teachers in new Spanish

projects had received such training, as compared todess than 10 percent of

teachers in new other language projects. During the 1980-81 scheol year,

,Spanish-only and older'projects reported more training, for teachers. With

regard to differences among
instructional approaches, only one-third of

classroom teachers in Type I projects (ESL) reported participating in

training, while two-thirds of crassroom teachers in Type .V (all subjects

taught in both languages) participated in training.

In sum, there.is a high degree of implementation across most key

project components, including, classro,)M instruction, staff development,

parent involveMent, and project management. Projects were,also reviewed to

identify similarities, if any, in instructional approaches and level of \J

staff development eta training. There appears to be some tendency for

projects of certain 'types or with certain characteristics to implement

certain approaches and objectives. However the tendencies are not strong

and show a mixed pattern. This mixed picture showing few relationships

suggests, in conjunction with data presented on Objectives 1-4, that the

primary focils of projects is on the individual needs of students, which

precluded the identification of patterns at the project level. .

Itt

DEVELOPMENT ASSOCIATES, INC.

30'7



-267--'

Study Objective 6 -

"To identify,Tactors which enhahce or impede project'

implementation."

While no s'ingle factor or group of factors will ensure successful,
a

implementation, certain activities have been identified in the literature

as being a ne4essary condition to success. These activities or factors

a,-e: 'broad-based participation; pre- and inservice training; program

development/modification; feedback mechanisms; and resource support.' As

discussed below, prglect and diltrict level personnel confirmed that these

factors were important to the successful implementation o' their project.

Broad-based participation and support by both district and school

personnel and by the community are important\to project implementation.

Over half of the project directors indicated-that assistance and

cooperation of school administrative staff helped project operations to a

great or very great extent. _Two-thirds of project directors and prinfiPals

reported that cooperation between project and non-project teachers helped

implementation. Further, about half of the district administrators,

principals,

operations.

whole which

and teachers felt that parents and the community helped prOject

Although it was reported by staff that the Community as a

the projeceserved was not a critical factor in project

implementation, the data do indicate that,parents, PAC members, and others

in the, community were often. intensely involved on an on-going basis, and

that their contributions were important.

The literature on implementation also suggests that pre-service

and inservice training are important. Title VII regulations recognized

this
./-

by delineating a separate staff development component. It was found

that 61 percent of classroom and 76 percent of resource teachers had.

received some bilingual education
training prior to the 1980-81 school

year. Further, 54 percent of classroom teachers and 62 percent of resource
4 .

teachers reported t!.iey received inservice training during the 1980-81

school year prior to the site visits in January, February, and March.

About three-auarters of theprincipals and teachers reported that pre- and

inservice training hid helped the-implementation of their projects.. 47.
7
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Another factor cited as important to implementation is program

J
development/modification. The literature points out that projects need to

develop strategies for program modification in response to changing

requirements, circumstances, emerging needs, constraints, and early.

outcomes. The data from this Study showed that teachers reported few

podifications in their instructional plans. Only one- quarter of,the
k

teachers reported making. modifications to their instructional approach,
re

materials, or activities over.Etbe life of the project. However, it was

also found that teachers did not think in terms orplans being modified,

but in terms of evolving plans. This being the case, modifications or

changes were likely being made to a greater extent than was reported.

The literature also points out that feedback mechanisms through

needs asaisments.and evaluations are important to implementation. Eighty
AV 0

percent of project directors reported carrying out needs assessments durini

the 1980-81 school year, and a similar percentage'reported carryng out

internal evaluations and monitoring efforts and that thes1 had been

moderately or very effective in assisting project implementation.

Resource support has also been frequently, cited as necessary to

project implementation. Specifically, project directors, principals, and

teachers reported that availabll materials and the technical assistance

they received helped project implementation. Three-quarters of projects

received materials, services, or training from a Bilingual. Education

Service Center ("ESC), and two-thirds of the directors of these projects

reported that this support was moderately or very effective. Over half of

the project directors also reported that resource support received from

their SEA was useful.

Overall, a majority of the projects weretarrying out

implementation strategies. which were identified.in the literature as being

necessary for successful project implementatiog. The study findings

indicated that project and district level staff generally thought that

implementation of these activities enhanced the success of their project.

DEVELOPMENT ASSOCIATES, INC.



.sr

-269-

(

In- additimito assessing the extent to which the 'above factors

AV
enhanced projeCt implementation, multiple regression analyses were computed

to,determine what major projectcharacteristics were related to

implementation of spgcific project features or components. -In general,' I

project characteristics were found to be more related to the instructional

component than to staff development, project management, or parent and

community ftvelliement. Although a fair number of statistically significant, .

relationsnigs were found, these do got further explain successful

lementation.

o

Finally, the positive opinion whiCh administrators and teaching

staff held of the project's operations is a factor which should enhance or

greatly aid in setting the foundation for institutionalization. Most

district and program personnel associated with Title VII projects had a

positive opinion of the local program impact on spoken English, academic

skills, ,English langua4e.reading skills, native language skills, cultural

awareness, attitude toward school, and self-image.
10-

On a more specific

level,half of the project directors believed that most 'or all of their

students would be able to function effectively in an all English-medium

classroom when they left the Title VII pogram, although an additional 14%

felt that less than half of their exiting students 41ould be able to

function effectively. On the other hand, negative factors which could

hinder institutionalization are the beliefs of 18% of the Superintencients

that conflicting viewpoints toward bilingual education exist w4in their

community, and the general view of LEA staff that federal resources are

needed to continue project operations at the same level.
A

This Study has presented a large amount of information on,a large

and diverse program. This makes forming an impression or making an

aosessment difficult. These are, however, some general impressions which

are strongly suggested., Overall, the results describe a program which is

changing to meet new circumstances and students. In essence, the Title VII

Basic Program across the country is:

DEVELOPMENT ASSOCIATES, INC.
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OP

I

. r

a-

high

1
y 71ried with an emphasis on meeting individual student

need ; ------,

r- .
emphasizing English instruction, byte ith many.projects making

heavy use of the native langdige;
v

/

being implemented to a successu1 deg4:6e in many school
districts, but facing problems regarding the-need fog more staff
training; and the'need for mbre.effective parent participation .

in some projects;.and

only partialAy,successful at the'llocal)Lvel in terms of

instituV4onalizatio0, with Title VII remaining the primary

source of funds for projegts.

A!'
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Stats

Arizona
Ca1Uornia

Colorado
Connecticut
Florida

Georgia
Illinois

Indiana
.Louisiana.
Michigan

Montana
New Jersey

APPENDIX 1 .

LIST OF TITLE VII PROJECTS PARTICIPATING IN THE STUDY

City .

Sanders
Bakersfield
Calexico '

Encenitas
Gilroy
Huntington Beach
Irvine
Keyes
La Puente
Lompoc
Merced
Mt. View
Ontario
Salinas
Tracy
Pueblo
Willimantic '
Bartow-
Clewiston
Ft. Myers
Naples
Atlanta
Rochelle
Waukegan
South Bend
Houma
Detroit
Hamtramck
Hardin
Englewood
Newark

ti

State

New Mexico

.

New York

North Carolina
Ohio
Oklahoma'
Pennsylvania
Tennessee
Texas -\

Utah

Virgina
Washington

Wisconsin

1 zi

City

Clovis
Dulce
Brooklyn #19
East Bloomfield
Eastchester
Forest Hills
Lido Beach
Winston-Salem
Lorain
Ada.(Seminole)
nhilad4lphia
Memphis
Brdwnsville
Dallas
El Paso,
El Paso (Ysleta)
Elgin
Hidalgo
Kingsville
New Braunfels
Pearsall
San Diego
Price
Salt Lake City
Vernal
Arlington
Moses Lake
Tacoma
Oneida
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APPENDIX 2

TOPICS INCLUDED IN STUDY DATA COLLECTION INSTRUMENTS

1. Project Director Mail Questionnaire

This form covered the following topics:

Local community and parent involvement planning;
Evaluation and management of instructions;
Project implementation;
Training and technical assistance; and
Trends in student achievement.

2. Parent Advisory Committee Mail Chairperson Questionnaire

This structured, self-administered instrument deals with:

The role and composition of the PAC;
The style and effectiveness of role'in working with the LEA project;
Suggestions for improvement of PAC roles to enhance implementation; and
Attitudes toward student gains via program participation.

3. Superintendent Interview

This interview provided the LEA point of view,on such topics as the:

Types of impact that federal funding'has had on the quality of the LEA's
. education program;

Kinds of support provided to the bilingual program by the community; and
s Past, present and future status of bilingual education'in the LEA.

4. LEA Coordinator of Federal Programs Interview

This interview deals mainly with implementation, specifically:

The impact of other specially-funded programs;
The integration of the Title VII projects; and
Factors which facilitate and hinder the implementation process.

5. Project Director Interview

This interview focused On:

Student assessment;
Organization and management;
Learning and instruction;
Training and technical assistance;
Evaluation; and
Community.

DEVFLOPMENT ASSOCIATES,
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6. School Principal Interview

This interview provided a descript!on of:

The local school;
The school's'bilingual education program;
Parent involvement;
The Parent Advisory Committee;
Services delivered directly to parents;
Perceptions of the program; and the
Implementation process.

7. Teacher Interview

The Tether Interview focused on:

Teacher training and preparation;
Program modifications in the
The level of project-implement
Teacher perceptions of the pro

room as a result of Title VII;
n in the school; and the

8. Classroom Skills Inventor

Part 'A: Teacher characteristics.
Part B: (self administered) asks for data on the-functional grade level of
English language arts skills of LEF,students in the prograzi. A different

form exists for each functional-grade-level in the K-6 range-

9. Teacher Aide Interview

This form solicits the aide's,perceptions of:

The bilingual program in their schools;
Its stage of implementation in regard to- staffing, instructional

practices, materials and community involvement; and

Aide characteristics.

10. Parent Advisory Committee Chairperson Interview

This interview gathered information on:

The composition of the committee;

The PAC role in/the project;
The imPecton the project in promoting parent involvemenand
Perceptions of project management.

1). Document Review Data Recording Form

This contained instructions for recording:

Project characteristics(of funding level, languages being used, schools

;served, numbers of students, etc. number and typOoil staff being used,

including resource teachers, etc.);

" 317
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Community and characteristics; and
Duration and nature of other past and ongoing bilingual education

- programs in the district.

12. Application Plans and Objectives Data Recording Form

Global. Features

Long term goals;
Legislative requirements; and
Objective format.

Specifilp Features

Annual objectives by project component

Instruction;
'Staff Development and Training
Paifiliond Community Involvement; and

e-MiWgement.

Format of. Annual Objectives C-

Minimal form;
Product objective;
Process objective; and

. 4 Lesson plan or curriculum unit objective.

13. Case History Topic Outline Guide

Project Overview

Identification information;
Background information;
Objectives and procedures;
Participants; and
Personnel.

Program Development

Planning the program (prior to award); and
Changes/growth in original program.

r.

,Instructional Component by Grade i4; and Content Area

i

Ob4fctives;ctives; and
4 cular information for each grade and subject.

'..

Staff Development and:fraining Component

Objectives;
Extent;
Schedule; and
Activities.

DEVELOPMENT ASSOCIATES, INC.
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Parent/Community Involvement CoM onent

Rationale and purpo Ses;

Historical perspective;
Structure. of advisory_ committee;

Specific nature of in olvement;,and

Results. j.

Project Management

Objectives;
Management strategies; and

Climate

Intermediate Outcemes

14. Case Study Guide

Project Background and History
Lahguage and Cultural Considerations

AdMinistration and Implementation of the Project

Instructional Concepts
Resources and Materials 1
Project Interfaces or.Linkage s

Future of the Project
Personnel

Or

a

"N.

O
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The Policy Advisory Panel

Theodore Andersson, PhD
Spanish and Portuguese Department
Foreign Language Education Center
The University of Texai at Austin

Tomas Saucedo
Senior AsSociate_
National Education Association

J
Maria Medina Seidner

. Manager, Bilingual Section
Illinois State Board of Education

0

Carmen A. Perez
Chief, Bureau of Bilingual Education
New York State Education Department

John Young, PhD
Co- Director, Asian Bilingual
Curriculum Development Center
Seton Hall University

The Technical Advisory Panel

K. Balasubramonian, PhD
Assistant Director
Bilingual/BicultUral Education'

,College of Human Learning and Development
Governors State-University

A.

Ruth'Bradley,-PhD
.Professor, Foreign Language Department
University of Southwest Louisiana

Gustavo Gon\alez, PhD
'Director Bilingual/Cross-Cultural Programs
Graduate School of Education
University of California; Santa Barbara

Christina Brett Paulston, EdD
.Chairman, Department of General

TAnguistics .

Co-Director, English Language Institute
University of Pittsburgh

Rodney Skager, PhD
Professor, Graduate School of Education
University of California of Los Angeles
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MINIX 4

- VARIABLES USED IN MULTIPLE REGRESSION ANALYSES

AND THEIR ASSOCIATED RELIABILITY (ALPHA) COEFFICIENTS

DEPENDENT

Instrument Content

Project

Director

Nail

ON-SITE

UNIVERSE SAMPLE

PK-12 K-6 K-6

.94 .93 .94

.93 .93 .91

.94 .93 .94

.94 .94 .96

9Z .96, .96

.97 .97 .97

Teacher

Interview

ITEM

iNUMBER ALPHA

20b1

20b2

20b3

20b4

20b5

20b6

20bC

20b .82

20c1

20c2

20c3

20c4

20c5

20c6

20c7

20c .95

20d1

20d2

20d3

20d4

20d5 "fl

20d6

20d7

20d .73

Pull-out used in instruction

English reading,and language arts

ESL

Native reading and language arts

Math

°

Science

CulturalEnriFBment

Average

Aide used in instruction

English readingband language arts

'ESL

Native reading and language arts

Math

Social Stdaies

Waco
Cultual Enrichment

Average

Percent Time Native Language in Instruction

English reading and language arts

ESL

Native reading and language arts

Math

Social Studies

Science

Cultural Enrichment

Average-

Use of both languages In instruction

area' (none/acme/all t grades

Maths . Both languages

Readings both languages

Sciences Both languages

Social Studies: both languages

Others both languages,

Average: Both languages
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VARIABLES USED INULTIPLE REGRESSION' ANALYSES

AND THEIR ASSOCIATED RELIABILITY (ALPHA) COEFFICIENTS

A a (continuar
DEPENDEM

Instrument Content

Project

Director

Mail

..

5:1,2

IC:1

UNIVERSE

ON-SITE

SAMPLE

PK-12

.93

.94

.93

.97

.96

.88

'41

E -6 K-6

.93 .94

.94 '.96

.94 .95

.96 .96

.96 .97

.89 .82

.45 .53

1C13, 4 .84 .82 .82

IC:218,9,10 .81 .79 64

IC:6,7 .79 .83 .69

eC:11,17

bC:9,14,15 .83 .84 .75

aC:12 -16

bC:180,17 .90 .90 .89

bC :11

be:18,19 .85 .84 .90

bC:7,8 .58 .60 .44

b610,12,13 .85 .83 .77.

, Teacher

Interview

ITEM

NUMBER ALPHA

5a or 5c

3:3 or 5a or

5c

8

17j

I

324

Use of En lish onl in instruction

areas (none/some/all) grades

Reading: English only,

Science: English only

Social Studies: English only

Other: English only

Average English only

Staff development component

Overall implementation of plans

Inservice training (proportion of

teachers and aides)

Training (no/yes)

Training or certification

Training (hours)

Instructional Component

Objectives

Entry/exit

Approach

Curriculum

Materials

Evaluation

Evaluations

Staffing

Reporting and dissemination

Objectives

Matert4e

ci

I
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VARIABLES USED IN MULTIPLE REGRESSION ANALYSES

AND THEIR ASSQCIATED RELIABILITY (ALPHA) COEFFICIENTS
(continued)

INDEPENDENT

Instrument Content

Project /

Director

Mail

ISR ALPHA

it

i2

lath

1rt1841,0

g-ilmt18f

!poi,18g

!a-f,j,k,

1,11,o

41-3

1:4,5

I:6

ON -SITE

UNIVERSE SAMPLE

PK-12 K-6 K-6 .

.63 .66

.66 .68

.58 .50

..70 .69

.78 .78

.68. .70,

.81 .84

.64

.64

..40

.63

.84

.79

.83

Teacher

Interview

ITEM

NUMBER ALPHA

T19a

T22m,q,t,u .69

T22g,h,i,v .59

T22r,s,w,x .73

T22a-f,j-1

n-p .88

ff24 .94

4

Project site (small/medium/large)

Project Age (knew /old)

Project lanugage (other/Spanish)

Languages (0:1-4)
e

Class size

OBSMLA helpfulness

SEA helpfulness

BESC services (effectiveness)

SDAC materials (extent)

PD (years)

PD years as BE teacher

Inservice (proportion teachers)

Inservice: (proportion aides)

Factors affecting implementation

federal

State,

District

School

Communiti

Project

Project Director involvement

Evaluation

Parents

Review of student achievement

Project management

a

PAC assistance in developing application
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APPENDIX 5

TRENDS IN LANGUAGES USED BY TITLE VII PROJECTS (1978-1980)

1978

Languages

Spanish. 422
Vietnamese :

Korean
Laotian
Italian
Portuguese
Chinese (including

- 1979

7

5

-

15
17

Cantonese and
Mandarin) 7

Frenth 22

Khmer -

Japanese 2

Navajo 17
Greek 1

Arabic 4

Haitian French
(Creole) 1

Hmong -

Apache 1

Armenian 2

Carolinian 1

Chamorro 2

Cherokee 2.

Cheyenne 1

Choctaw 2

Creek 1

Crow 4

French Canadian 2

German 1

Gwich'in 1

Haulapai 1

Havasupai 2

.Ilocano 4

Inupiaq 2

Kusaian. 1

Lakota 3

Menominee 1

Mohawk 3

Ojibwa 1

Passamoquoddy 1

Pima 1

PonapOno 1

Punjabi 1

Russian 1

Samoan 1

Seminole 1

Tewa 4

1979 - 1980 1980 -1981

, 395 358
20 43
14 25
1' 27
26 23
23 18

25 . 30
17 21
- 7

9 15
12 12

A 13 12
4 12

6 6

- 13
2 2

2 3

1 1

2 3

3 2

2 2

2 1

1 1

3 5

11 1 .

,2 4

46 1 1

1 1

2 2

1 -4

2 2+

1 1

4 5

2 1

3 3

6 2

1 1

1 1

1 1

1 2

.5 7

2 7

3 1

2 3

DEVELOPMENT ASSOCIATES, INC.
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1978 - 1979 1979 --1980 1980-1981

Yapese 1 1 1

Yiddish 2 4 2

Yup'ik 3 3 4

Aleut 1 1 -

Hungarian 1 1

Trukese 1 1 -

Palawan 1 2 -

Piaute 1 1

Ulithian 1 1 -

Woleian 1 1

Keresan 2 - 1

Miccosukee -1 - 1

Ute 2 -5 - 1

Athabascan 1 -

Eelaponke 1 -

Haitian 5 -

Marshalese 1 - -

Sioux 1 - -

Indochinese - 1 - Ow

Xeres -Acoma 12 - 1

Acoma 4- 1 1

Cambodian - 1 5

Chaldean
French eole

-

-.

1

2

2

1

aZt4.:---Haiti Creole/French 3 2

Hawaiian -'.1 - 2 1

Native American - 1 2

Oneida - 2 2

Papago - 2 2

Thai - 1 3

Tongan - 2 2

Albanian - 2

Arapahoe - 2

Assiniboine - 1

Cape Verdun - - 3

Cree - - 1

Danish - - 1

Dutch - 1

Farsi - - 5

Finnish - - 1

Gros Ventre - - 1

Hebrew - 3

Haitian Creole - 4

Hindi - - 3

Hopi - - 1

Jicarilla
chinftLebanese

- - 1

.s....%**L-bre/

Macedonian - - 1

Pit River - - 1

Polish - - 1

DEVELOPMENT ASSOCIATES, INC.

328



A-25

1978 - 1979 1979 - 1980 1980-1981 -..41

Tanguages

Seneca
Shona 2

Telegu 1

Turkish 1

Urdu 1

Yaqui 1

ZulU 1

Philipino (Tagalog) -6. 8 16

Total Number of Languages 6.0- 68 91

I

329
DEVELOPIENT ASSOCIATES, INC.
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APPENDIX 6

SELECTED CHARACTERISTICS OF BILINGUAL. EDUCATION PROJECTS

1

9

DEVELOPMENT ASSOCIATES, INC
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TABLE 1

Language Ristribution
by Language

(Data Source: Project Applications, N=524)

Spanish Only

Number

300
-Spanish and other o
Native American Only 44
Two or More Non-Spanish 30
Other Single Languages 29
Asian Only 13

506
Missing Cases: 18

59.3

17.8
8.7
5.9
5.7
2.5

100.0

TABLE 2

PERCENT OF RESPONDENTS WHO THINK STAFF DEVELOPMENT
WILL BE RETAINED AFTER TITLE VII FUNDING STOPS

(IN ORDER TO BUILD CAPACITY OR INSTITUTIONALIZE PROJECT)

(DATA SOURCE: PROJECT DIRECTORS, N = 60)

Project Components;
By Area of Bilingual
Education Planning

Number
Responding

Percent Indicating
Retention of Plans.

Staff Development

Professional-Inservic 54 69%

Paraprofessional Inse ice 47 69

Formal Educational portun-
ities for Profess nals 45 31

Formal Educational Opportun-
ities for Paraprofessionals 40 25

DEVELOPMENT ASSOCIATES. INC.
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TABLE 3

DISTRIBUTION OF THE ESTIMATED NUMBERS OF STUDENTS SERVED PER PROJECT
v

Number of

Number of Projects

Students 1978-1979

Percent of

Total

Number of

Projects

1979-1980

Percent of

Total

s

Number of,

PNects

1980-1981

Percent of

Total

1-100 4 9.5 43 7.9 56 10.7

101-200 15 20.3 88 16,3 86 16.4

201-300 99 17.5 90 16,7 102 19.5

301-400 81 14.3 72 13.3 80 15.3

401-500 54 9.5 48 8.9 43 8.2

501-600 42 7.4 38 7.0 35 6.7

601-700 20 3.5 26 4.8 21 4,0

744800 19 3,4 19 3.5 18 3.4

801-900 18 3.2 14 2.6 9 1.7

901-1,000 ' 6 1.1 9 1.7 17 3.2

1,001-1,500 29 5.1 20 * 3.7 19 3.6

1,501-2,000 15 2.6 10 1.9 10. 1.9

2,001-3,000 7 1.2 9 1.7 5 1.0

3,001-8,300 6 1.1 4 .7 3 .6

Missing data 2 .4 50 9,3 20 3.8

Total 567 100.1 540 100.0 524 100.0,
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Table 4

Average Class Size
(Data. Source: Classroom Teachers; N'277) 10.

* All Classroom
Teachers

Teachers in Self-
Contained Classrooms

Teachers in Pull-Out,
or Departmentalized

Teachers
Number

of Students
..

Percent
.

Percent
,

.

Percent

0-10 .

11 -20

21-30
31-40
41-50
51-60
61-70
71-80
81-90
91-100
11: ;400-

2V,-300 .

300t.

1%

11.

59
. 21

.2

<1

1

<1

, <1

1

2

1

'It

10

62

23.

2

<1

<1 _

<1
.

<1

.

3%
17
28

4

o

2

3

11

14

8

11

mezn 37.1
median 27.2

standard deviation, 47.1

27.9
25.8
10. 4

.

107.1

-32.0

114.4

.

Number .

responding 273
4

139 32

DEVELOPMENT ASSOCIATES. INC.
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Table 5

Title VII StUdents' Overall Academic Achievement
in Relation to National. Standards
(Data Source: Principal: N118)

Student G -.-

Number
Raspon
din,

Percent of Principals Reporting
Students Achievement

Below
National
Standards

Nixed Equal to : a Mixed
but NostlyeNational' but Mostly
Below Standards Above

Above
National
Standards

All students in Title
VII Program 112 53% 10% 19% 12% 6%

LEP students in Title
VII Program 114 64 . 9 13 12 2

Non-Title VIZ students , 113 37 10 35 ,
4 .14

335
DEVELOPMENT ASSOCIATES. INC.



Table 6

Approaches Used to Determine Program Entry

(Data Source: Project Director; M60)

0.
Number of

Projects

Using

Approach Y Approach Mean

.

S.D.

Satisfaction with ApproachPercent

Not Seas- Slightly Moderately Very Sat-

fled (1) Wined (2) 'Satisfied (3) isfied ( )

,

Published (coo-
R

,

,

.

lucid). tests 51 2.7 121 281 !il c" 191

,Published tasks, ,

,

Locally i

Translated . 4 2.5 17 17 66

Locally devel-

oped tests 21 2.9 6 22 45 27

Teach* &oar-

vations/ratings 44 3.2 7 7 4'

.

,

Parent surveys 36 3.2 .8 17 41 40

Self reports 8 3.0/ .8 24 48 28

/
/

SWRL placement

system 1,

d

'

Jo

4

100

Other 5 ..

,

Project director 1 100

Parent input-

not survey 100

'School 4.0 '100

. .

Parent teacher 0

committee 1' 100

DG
557



Table 7

Approaches Used to Determine Program Exit

(Data Sources Project Director; N60)

Number of

Projects

Using

roach Approach Mean S.D.

published (cos-

mercial)tests 46

published tests

2.7 1.0

Locally

Tandlated 2 3.6

Gamily devel-

oped tests 16 . 3.3 1.0

Leacher obser-

vations/ratings: 42 3.3

Parent surveys 23 3.1 .8

Self reports 3 3.6 .6

SWRL placement

system 3.2

Other 6

Project Director 1

'School 1,

Parent teacher

committee .

Student request

.Teecher aide

Students over-

all grades

Satisfaction' with Approach - -Percent

Not Betio- Slightly Moderately Very Sat-

tied (1) ,Satisfied(2) Satisfied (3) isfied (ii_

14% 23% 38% 25%

'12

39 61

37 51

3 12 41 - 44

4 15 51 30

41 59

100

39 61

)00

.338
100

100

100
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Table 8
'4

Staff Characteristics: Types of Previous
Teaching Experience Among Teachers

(Data Sources:. Classroom Teachers; N277, Resource Teachers; N.5170, Teacher Aides; N -275)

Percent of
Classroom Teachers

Percent of
Resource Teachers

Percent. of
Aides

Teacher in monolingual class . 49% 53% 15t

Teacher aide in monolingual class 10 10

Teacher is Fining* Education
.

class 26 44

Teacher aide in Bilingual Education
class 11 7

Teacher or teacher aide in Bilingual
ZEducation class 7

Bilingual resource person ./ 5 v,

.

18

ESL teacher 9 27

leacher in another country 14

Teacher-other . ,
2

Specialist 8 . 28

Reading 4 6

Foreign language <1

Learning disability '0 ,11
Other 4 12

Commuinity'liaison 6 -. 10 26

Substitute teacher . 4, 1

Tutor 3 0

Native language teacher 3 6

Foreign language teacher 2 2

Resource teacher 2 3

School adminieprator 2 2

Program coordinator 2 2

Instructional consultant 2 2

Non-teaching Bilingual .

Education professional .1

Volunteer 4

Other
(

6 5

)
Mean* 1.7 2.4

.S.D.* 1.0 1.3 .

Number Responding . 234 160 275

*Number of Aides with such experiences top low for Mean and S.D. to be meaningful.



Table

Frequency .of,TOpics Covered in Teacher Training Workshops and Topics

in WhicliTeachers Desire More Training -o

(Data 8ourcess Classroom Teachers: M277, Resource Teachers, M170)

development
essment
needs of (students

ent backgrounds
or LSP
aides

atural awareness
mordination
of goals

malty involvement
management
mat experience
ing student psychology
ritical thinking
students

Language instruction
sduciation

methods
los

Agues
evaluation.

Classroom Teachers Resource Teachers

Percent
Attending

Percent
Desiring

Trainingraining
Percent

Attending

Percent Desiring
More Training

62% 78% 66% 67%

75 54 68 59

63 e 58 73 50

64 68 74 60

54 72 65 69

45 44 39 41

63 56 62 SO

67 a. 54 67 57

78 76 42

47 54 62 62

66 56 68 44

55 59 60 54

55 64 51 66

46 74 48 73

28 53 36 64

05 16

01 <01

02 00

04 05

02 02

02 03
<01

340



Table 10

Implementation of In-Service Program

(Data Sources Project Director; N "60)

Activity

Number

Ress.ndin. Mean S.D.

Percent of Project Directors Reporting

(1)

Little no

(2)

Some

(3) (4)

Great Ver Great

Principals and other LIA

administrators participate

in in-service training

Language training provided

in project schools- -

To teachers:

English

Native

To aides:

Native

,

Project helped project

'staff meet state require-

lents for teacher certifi-

cation

Project Provided

'opportunities for career

development for staff

60

59

60

60

59

60

2.0

2.4 .

2.2

2.5

2.9

3.2

.8

1.1

.9

1.0

.9

261

..

25

22

15

.

9

5

561

28

39

36

21

12

121

27

33

31

)

V

45

37

61

20

6

18

25



Table 11

iffectiveness of Title VII Project in Accomplishing its Overall Goals

(Data Source: See*ReepondeneColumn Below)

Respondent

Number

Respondin

1

Mean S.D.

Respondent's Perceptions of Effectiveness

,Slifhtly Moderately Very

Ineffective Effective Effective Effective

Superintendent* 58 3.1 28% 38% 34%

Federal Programs
,

Coordinator .

56 3.5 40 54'

Project Director* 59 3.3 13 43 44

PAC Chairperson '. 58 3.8 .4 22, 88

Teacher:

Classroom 269 3.3 .8' 2 14 38 46

'Resource 166 3.3 , .7 1 15 36 48

Teacoer aide .256 3.6 .7 3 3, 27 67

*Question :Erased: "little or no extent," "soma extent," "great extent," "very great

extent.'
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Table 12

Percent of Students. Who arl Able to Function Effectively
in an All English Speaking Classroom When They Leave Title, VII

(Data Source: Project Director; 1.160)

Perce-it of Students

Percent of
Project Directors

Atell40,

None

1-19% 5

20-49%

50-79% 36

80-100% 50

Number responding: 47

344
DEVELOPMENT ASSOCIATES, LNC.



Tabl 13

Project Direct,fs' Perception of Students' Ability
to Func*.ion Effectivaly in an All English-Speaking

Classroom When They Leave Title VII
(Dze Source: Project birector; NE260)

Area
Number

Responding Mean S.D.

Percent Responding
Low Median High

'Speaking 47 2.4 .6 8% -44% 48%

Listening comprehension 47 2.3 .6 5 57 38

Reading 48 2.3 .6 10 51- 39

Writing 43 2.2 .7 14 52 34

Subject matter knowledge 50 2.3 .6 10 51 39

4

345
DEVELOPMENT ASSOCIATES.



Table 14

Future of Bilingual EducatiOn Piogram if Title VII
Funding is Reduced ,or Discontinued

(Data Source: SuparintendenV Federal Progiams Coordinator; 860,
cipal; Ng60)

Respondent
Number

Responding
Be

Dropped
Be

Reduced
Remain
Same

Be
Expanded

Superintendent

Federal Programs
Coordinator

N
Principal

60

56

117

7%

4

14

69%

'78

58

20%

17.

26

4%

2

346
DE/MOMENT ASOcIATES



Table 15

Future of Services to LIP Students if Title VII Funding Program is Reduced/Diecontinued.

(Data Sources: Superintendent; N60, Federal Programs Coordinator; N60)

REDUCED DISCONTINUED

Federal Programs

Superintendent COordinator Superintendent

, federal Programs

Coordinator

EFBIUogFgzResseResndi:esn&ResndinRundbi

Percent

of Cases

Percent

of Cases

Percent

of Cases

' Percent

of Cases

Reduce level of service 82% 71% 52%
) %

Fund eeNcei from other sources 11 4 24 16

1

Decrease parent involvement

deduce academic performance

2

10

Change classroom organisation 4

Decrease teaching staff 2 .

c

Reduce services or serve fewer

students

Drop' out rate increase at JHS/
.

, 24

,

.

51

HS level 24

.

,

fewer Teachers 10'

Number responding: 41 40 4 11

348

397



Table 16

Ways,in which Respondents Believe Their Bilingual Education Programs Will

Be Reduced if Title VII Funding is Reduced or bidcontinued,

Data Source: Superintendent; N=60, Federal Programs Coordinator; N60, Principal) N-60)

Federal Programs

Superintendent Coordinator

Number Responding:

Percent Percent

of Cases of Cases t,

Response Responding Responding

Fewer Limited English Profi-

cient (LEP) Students 28%

Fewer English proficient

291 151'

students 28 25 i

.Fewer grades 27 28

Yeller bilingual teachers 59 43

Fewer teacher aides 97 84

Fewer bilingual resource

teachers 68 65

Fewer instructional materials 62 63

Fewer inservice training

courses 71 78 ,

Fewer hours of instruction

using first language 65 50

Fewer languages 16 22

Shift from "in-class" to "pull- 4
out" program 35 26

Other 2

41 . 43.

Principal

Percent

of Cases'

Responding

18

8

26

83

44

58

68

44

19

22

2

67
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Table 17

Most Important Things Superintendents Wish to
Say About Their Bilingual Education Programs

(Data Source: Superintendent; N.160)

Response

Percent.

of Cases.
Responding

Title VII and bilingual educatiost
in general are good and provide
needed services

Outside fading is.essential for
bilingual education program to
continue

Title VII has increased children's
selfdoncept, identity, self-worth,
and attitude toward school

Bilingual education is good as long.
as the emphasis.is on transitional
type programs

Na-41 more trained instructional
4taff

Title VII has sensitized' teachers
to needs of LEP!.

The Federal Government should get'
out of bilingual education unless
it pays 100% of costs

Title VII has proVided otherwise
unavailable materiali ancrinstruc7
tional approaches-

Title of Title VII (Bilingual
Education Aot) should be changed

' is too inflammatory,

48%

29

8

7

5

3

English as a Second Language programs
are preferable to bilingual education r 2

More money' should be spent on the
programs and not on so many federal
evaluations

Thera lis 'some resentment of special
servideS piovided to LEPs and their
teachers fby reg. teachers) 1

Federal level doesn't fully recognize
that LEAs 'reed to ulapt program to
local conaitions 1

Number Responding: 60

350
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Table 18

Viewpoints 'Held by Community Groups about
Which Congress Should Told

(Date Source: Superintenden ; Ngs60)

Percent
of Cases

Response Re ndin

Local language group supports
bilingual education program 22%

Conflicting viewpoints toward
bilingual education exist within
the community

Local community supports
education

18

16

Local community supports-tran-
sitional education 16

Support exists for more local
control Over the bilingual
education program 12

Local language group supports
use of transitional approach

Conflicting viewpoints are held
by different, identified groups
within the community S

Local community against bilingual
education

Local languago group supports
use of maintenance approach

Local community against main-
tenance

Local community supports ESL
Approach

Local community agrees that
federal money is needed to
support the project

5

5

2

Number Responding: 44

DEVELOPMENT ASSOCIATES. INC.
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Table 19

0

Changes Which Need to La Made in Title VII
Basic BilingUal Education Program Legislation

(Data Sources Superintendent; N60)

Create provision for local
projects to reflect local
community standards 30

No cluing* should be made 16

Clarify definitions of transi-
tional and maintenance bilingual
education

Provision for more bilingual
staff training under Title
VII

More funding needed

yep Titla VII as is

14

13

9

6

Lengthen funding cycle for
planning purposes 4

Specify the intent of bilingual
Legislatiou 4

More consideration of how
Federal rules and regulations
correspond to state bilingual
rules and regulations

Regulations should specify wilt
ESL or bilingual education model
LIU should use

4

4

Muller funding of approved
projects 4

Schools need to address culturally-
related differences among
students

No changes in amouneOf Minding
once Award made 4

Bilingual education should be
replaced with W. 4

Reduce number of dissemination
canters for Title VII 3

Regulations should specify what
ESL or bilingual education model
LEas should use

More provision for second
language instruction to mono-
lingual English speakers

Greater funding for research and
evaluation

4

2

Number Responding: 46
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Tible 20

Recommendation/Comments on the
Title-VII Rules and Regulations

(Date Source: Superintendent; Wm60)

Response

No change should be\ade'in them

Greater provision for local
projects to reflect local
community needs and standards

Simplify the letter of the rules
and regulations (less complexity)

Reduce the number of regulations

Reprioritize areas for funding
(e.g., less staff training, more
staff training)

Clarify the language of the
rules and regulations (write in
plain English) 5

Too much authority given to PAC 4

Percent
of CasAs

Responding

41%

22

7

6

6

Title VII rules and regulations
need to be made compatible with
Civil Rights rules and regulations 4

Need penalties for non-compliance
with regulations

Lengthen funding cycle to allow
for better planning

3

2

Focus on more service oriented
programs, fewer demonstration 1

programs 2

Lengthen time period for applica-
tion process 2

Renew emphasis on transition
type program 2

Need better balance of input
(conservative and liberal) into
rules and regulations (too
liberal) 2

Do not have quotas for Title VII 2

Eliminate all penalties for
non-compliance with regulations

Number Responding: 51

353
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Table 21

Wars Title VII HAW Affected School System's
Capacity - Building Efforts

%Dass Source: Superintendents N-60)

Re nse

Assistance in ztAff training and
development

Procurement of metoria.a and
resources

No effect

r

Percent
of Cases

Ma din

General positive effect 14

Complex rules and regulations
have had a negative effect on
capacity building -

Helped institutionaliie-bilingual.
education in the LEA

Able to acquire new qualified
stiff

Program would not continue
without current legislation

Increased awareness and sensi-
tivity of public-to problems of
LEP students ,

1 .
Provided seed money

Negative effect on regular staff
(threat to job security)

Nes improved integration and
coordination of programs for
LEPs

Number Responding: 53

354
DEVE:.OPMENT ASSOCIATES. INC.
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APPENDIX 7 .

MEANS FOR MULTIPLE SUB - GROUPS REPRESENTING
"DISTINCTLY DIFFERENT APPROACHES"

(PROJECT DIRECTOR MAIL SURVEY/ PROJECT
DIRECTOR INTERVIEW, TEACHER INTERVIEW)

355 ,-DEVELOPS.1ENT ASSOCIATES, INC.



APPENDIX 7

MEANS FOR MULTIPLE SUB-GROUPS REPRESENTING "DIETI1CT7 DIFFERENT APPROACHES"

MEANS ON VARIABLES OBTAINED THROUGH THE PROJECT DIRECTOR MAIL SURVEY,

. 000000 .=MWMWeOWmO.P

1 4 OrcolIp__ 1

POI Type kin
4 5 Or In

?sadist TYP4 Nell

1 3 2 1 1 1 4 5

Clum In lattice

limber of LIP 3.0 2.1 1.2 2.5 1,2,413

leteasity/Morat of lastroctioe 3.0 3.0 2,0 2.3 1,2,314 2.0 2.1 3.11 2.2 3.0 1,1,3,514 3.1 2.1 .1 2.0 4.4 1,415

baba of Ilibject Preis ?ought 2.5 1.9 2.3 2.2 2i1,3,4 1.1 2.7 .1 2.7 2.4 III
Instructional Satirists and

Nutrient 3.0 3.1 33 2:1 1,2,314 .3.1 3.0 3.0 2.6 3.0

!Rudest Seseisaiet/Olaserstio

baluetion Service. 2.6 2.0 3.0 2.7 III 2.1 2.1 2.5 2.0 2.1 1,1,514

Nan /School Lithos Seniors 2.5 247 1.0 219

Pascorce Specialiste 2.1 2.1 2.9 2.2 112,314

Aides 3.0 2.1 2.1 1.1 1,1,1t4

Ccmsolteet Benin. 2.1 1.9 2.1 2.0 1,2,314 2.3 02.1 ..1 1.1 LI

Usioticeh Warw. for
I net ruetion

Seth .1 .1 .0 .7' 3,1,411

biding .2 .0 .1 .7 2110/
1,411

Science .2 .1 .7 .1 2,1,411

'octet Studies .2 .1 .0 .1 2,1,411

Iconic. Percent

Mothers
17.1 10.5 14.1 31.4 92.6 1,1,3,514 95.0 91.4 110.0 90.7 4.1 1,1,415

Aides

Increase

Type Ching. 1.0 .1 1.0 .6 1,314 1.0 1.0 .0 .1 1.1 1,1,4,513

Quality

Non Stitt .9 .1 .4 .1 .7 10

[valuation
353.1 390.3 390.7 291.i 205.7 1,2,31 375.0 421.1 500.0 314.2 329.4

Parenti/Comunity

blt Concerns
213.0 205.1 500,0 179.1 177.4 311,2,4,5

Approach Lingua, to Teich

bath' Neal III

Soth,lengueyis

Dahmer biome
bylish
Series

.1

.1

.1

.5

.2

.4

.1

.1

113

211

.0

.5

,3

.2

.4

.2

.6

.0

.2

.0

.0

.1

.1

.0

.2

3,511,2,4

Id

.1

...I
.3

.6

.0

1.0

.1

.3

.1

.1

114,1

Na Seriatim is Indicting

1.0 1.0 .0 .1 .1 1,2,4',51)

is Needled

lubrprorping

Millisry keit 1.0 .1 .1 .1 1.0 1,50

Ten %Achim) .3 .4 .1 .2 Ill
Ditfereetieted Staffing

her Tutorial

.6 .2 .4 .0 .4 1,2

Bela Grids Level losigroest .T .2 .2 213,4

www.. ...........e..

356 BEST
opy

mmft



APPENDIX 7

MEANS FOR MULTIPLE SUB-GROUPS REPRESENTING "DISTINCTLY DIFFERENT APPWACHES"

MEANS ON VARIABLES OBTAINED THROUGH THE PROJECT DIRECTOR INTERVIEW

(continued)
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APPENDIX 8

RELATIONSHIP OF DEPENDENT AND INDEPENDENT.VARIABLES
(TEACHERS, PROJECT-DIRECTORS)

1
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APPENDIX 8

RELATIONSHIP OF DEPENDENT AND INDEPENDENT VARIABLES

TEACHERS

Variable

Dependent
Independent

INSTRUCTIONAL COMPONENT

Use of Pull-Out for
instruction

English RLA

Adjusted
MultipliRREvsEe17_2Eguare Beta

,Project size (s/m/1) .17 03 .02 -0.17

ESL
Training or certification .59 .35 .35 -0.43
Project ago (new/old) .63 .40 .39 -0.23
Use of aide .65 .42 .41 -0.16

Native Language RLA
Training (nc/yes) .59 .35 .34 -0.61
Project age (new/old) .62 .39 .38 -0.20
Management (effq,eiveness) .65 .42 .40 : 0.18

Math
Training or cer,:tfi:!.e'71.on .26 .07 .06 -0.31

Management 'Itit:api:ivi,--ass) .31 .C: .08 0.17

Social Studies
Training (noPyqa) .26 .07 .06 -0.30

Language (131'*:Rpar ) .31 .10 .09 0.18

Science
Training or c7',7i.''.ication .23 .05 .05 -0.35
Language (Oth.._ Spanish) .36 .13 .12 0.31

Project size (c/Mil) .41 .17 .15 0,23

Use of aides .44 .19 .17 -0.19

Cultural lnrichm.int - -

Average
Training or certification 3: .15 .14 -0.40

Management (effectiveness) ./:::, .18 .17 0.22

Use Of aides .44 .20 .18 -0.14
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APPENDIX 8

RELIIHIP OF DEPENDENT AND INDEPENDENT VARIABLES
(Continued)

TEACHERS

Dependent
Independen

Use of aida ;'or' instruction

English kat.

Adjusted
Multiple R R S are R S e Beta

Language (0:1-4) .36 .13 .13 -0.31

Project ai., (m/m/1) .43 .19 . .18 0.24

ESL
Training or certifltion .48 .23 .22 0.37

Class size .51 .26 .25 0.21

Language: (i:':-A) .53 .28 .27 -0.16

Native Language P1-4
Language (0.11.-. .23 .05 .05 -0.23

Math
Trainiw:i.. or 'certification .47 .22 .22 .-0.37

Languaw fli4;!-4) .50 .25 .24 -0.16

. Manz-tome l (tafectiveness) .52 ..27 .26 0.15

St.zia,. 'Audios

Meniwement (effectiveness) .23 .05 .05 0.20

Lz.nrjuage (0:1-4) .28 .08 .07 -0.16

Science
Training (no/yes) .26 - .07 .06 0.17

'actors (school) .34 .11 .10 0.23

Language 10:1-4) .37 .14 .12 -0.18

'_'lass Size .40 .16 .14 0.15

Cultural Enrichment
LE0171age (0:1-4) .26 .07 .06 0.84

Lar,,,nage (Other/Spanish) .37 .14 .12 -0.69

Training or certification .47 .23 .19 0.30

Average
Training or certification .37 .14 .14 0.25

Language (0:1-4) .44 .20 .19 -0.46

Factors (school) .46 .21 .20 0.15

Project size (,s/m/1) .48 .23 .22 0.16

Language (Other/Spanish) .50' .25 .23 -G.26
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APPENDIX

RELATIONSHIP OF DEPENDENT AND INDEPENDENT VARIABLES
(Continued)

TEACHERS

Variable
Adjusted

Multiple R R Square R Square Beta

Dependent
Independent

Use of Native Language for
instruction:

English RLA
Training or certification .41 .17 .17 0.41'
Language (1:1-4) .51 ..26 .25 0.37
Class size .56 .31 .30 0.24
Project age (new/old) .58 .33 .31 0.21
Factors (school) .59 .35 .33 0.14

ESL
Language (1:1-4) .19 .04 .03 0.19

Native Language RLA
Project age (new/old) .23 .05 .04 0.21
Class size .29 .09 .07 -0.21
Training (no/yes) .34 .12 .10 0.17

Math
Training (no/yes) .41 .17 .16 0.33
Class size .44 .19. .19 0.17
Language (Other/Spanish) .47 .22 .20 0.16

Social Studies
Training or, certification .42 .17 .17 - 0.41
Language ( #:1-4) .47 .22 .21 -0.29
Project age (new/old) .50 .25 .24 -0.21

Science
Training or certification .51 .26 .26 0.46
Language (1:1-4) .56 .31 .30 -0.28
Factors (project) .58 .33 .32 0.13
Project age (new/old) .50 .35 .33 -0.15

Cultural Enrichment
Training or certification .45 .20 .19. 0.45

Average
Training or certificatioh .61 .37 .36 0.53
Language (Other/Spanish) .62 .39 .38 0.16
Factors (project) .63 .40 -.39 0.13
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APPENDIX 8
0

RELAT:ONSHIP OF DEPENDENT AND INDEPENDENT VARIABLES
(Continued)

TEACHERS

Variable
Adjusted

Multiple R R Square R Square Beta:

Dependent
Independent

Implementation of plans for
materials

Language (#:1-4) .30 .09 .09 -0.27

Management (effectiveness) .38 .14 .13 0.37

Factors (project) .20 .19 -0.26

Training or certification .48 .23 .20 -0.17

STAFF DEVELOPMENT COMPONENT

Training: (no/yes)

Language (8:1-4) .36 .13 .12 -0.43

Project size (s/m/1) .44 .19 .19 0.27

Management (effectiveness) .50 .25 .24 0.21

Language (Other/Spanish) .52 .27 .26 -0.28

Project age (new/old) .54 .29 .27 0.15

Factors (community) .55 .30 .28 0.13

Training: hours

Project size (s/mil) .25 .06 .06 0.22

Class size .32 .10 .09 0.21

Training or certification

Project size (s/m/1) .42 .18 .17 0.35

Management (effectiveness) .51 .26 .26 0.20

Project age (new/old) .56 .31 .30 '0.19

Language'(Other/Spanish) .58 .33 .32 0.16

Factors (community) .59 .35 .33 0.13
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APPENDIX

RELATITISHIP OF DEPENDENT AND INDEPENDENT VARIABLES
(Continued)

PROJECT DIRECTORS

Variable
NO

Adjusted
Multiple R R Square R Square Beta

Dependent
Independent

INSTRUCTIONAL COMPONENT

Use of both languages across

(none/some/all) grades

Math
Factors (project) .25 .06 .06 0.21

PD involvement (evaluation) .32 .10 .10 0.18

PAC work on application .36 .13 .12 0.17

Equipment (adequacy) .39 .15
i

.13 0.14

Reading
OBEMLA (helpfulness) .22 .05 .04 0.14

PD involvement (evaluation) .27 .08 .07 0.16

Factors (project) .31 .10
,

.08 0.12

PAC work on application .34 .11 .10

PD years as BE teacher .37 .14 i .12 0.16

Equipment (adequacy) .39 .15 .13 0.13

Science
OBEMLA (helpfulness) .25 .06 I

.06 0.21

Equipment (adequacy) .31 .09 ; .09 0.17

PAC work on application .35 .12 .11 0.17

SEA (helpfulness) .38 .141 .12 0.13

Social studies
OBEMLA (helpfulness) .28 .08 .07 0.23

Equipment (adequacy) .34 .11 .11' 0.20

PAC work on application .37 .14 .12 0.16

Project age (new/old) .40 .16 .14 0.16

SEA (helpfulness) . .42 .18 .16 0,15

Other
Factors (project) .26 .07 .06 0.25

PD involvement (evaluation) .30 .09
\

.08 0.16

Average
OBEMLA (helpfulness) .28 .08 .07 0.26

PAC work.on applications .32 .10 .09 0.15

Equipment (adequacy) .35 .12 .11 0..15
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APPENDIX 8
q.

RELATIONSHIP OF-DEPENDENT AND INDEPENDENT VARIABLES
(Continued)

PROJECT DIRECTOES

Variable
Adjusted

Multiple R R Square R Square Beta

Dependent
Independent

Use of English -only across
(none /some /all) grades

Math

Project size (s /m/l) .29 .09 .08 -0.27
PD involvement (evaluction) .36 .13 .12 -0.21
Factors (school) .40 .16 .15 -0.15
PAC work on application .42 .18 .16 -0.14

Reading

Factors (project) .27 .07 .07 -0.19
PD involvement (parents) .33 .11 .10 -0.16
Instruc. materials .37 .14 .13 -0.18
;adequacy)

PAC work on application .39 .16 .14 -0.13

Science
OBEMLA (helpfulness) .25 .06 .06 -0.16
PD involvement (parents) .33 .11 .10 -0.23
Factors (state) .37 .14 .12 -0.17
PD (years) .40 .16 .14 -0.15

Social Studies
...

OBEMLA (helpfulness) .23 .05 .05 -0.16
Project age (new/old) .29 .09 .08 -0.18
SEA (helpfulness) .34 .12 .11 -0.18
PD years .37 .13 .12 -0.14

Other
PD involvement (parents) .29 .08 .08 -0.29
Factors (project) .34 .12 .11 -0.18
Inservice (proportion
aides) .37 .14 .13 0.14

Average .

.

PD involvement (parents) .27 .07 .07 -0.26
/nitruc. materials .33 .11 .10 -0.19
(adequacy)
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APPENDIX

RELATIONSHIP OF DEPENDENT AND INDEPENDENT VARIABLES
(Continued)

PROJECT DIRECTORS

VariaLL

Dependent
Independent

Objectives
SEA (helpfulness)
Inservice (proportion
aides)

Entry/exit
PD involvement (review
of student achievement)

FaCtors (school)

Approach
SEA (helpfulness)
Inservice (proportion
aides)

Curriculum
Factors' (school)
PAC work or. application

STAFF DEVELOPOMENT COMPONENT

Overall Implementation of
Plans
PD involvement (parents)
Project size (s/m/1)
BESC (effectiveness)

Inservice training (propor-
tion of teachers and
aides - in radians)
PD involveMent (parents)
PAC work on application
Instructional materials
(adequacy)

Adjusted
Multi le R R S are R Beta

.25 .06 .06 0.26

.30 . .09 .08 0.17

.18 .03 .03 0.18

.24 .06 .05 0.15

.19 .04 .03 0.20

.26 .07 .06 0.17

.31 .10 .09 0.30

.35 .12 .11 0.17

.22 .05 .05 0.21

.28 .08 .07 0.15-

.30 .09 .08 0.13

.29 .08 .08 0.23

.36 .13 .13 0.21

.39 .15 .14 0.15
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APPENDIX 8

RELATIONSHIP OY DEPENDENT AND INDEPENDENT VARIABLES
(Continued)

PROJECT DIRECTORS

Variable

Dependent
Independent

-4

. MANAGEMENT COMPONENT

Evaluation

AdjustedMultiteleRe Beta

Factors (school) ` ' .25 .06 .06 0.19

Inservice (proportion
aides) ' .31 .09 .08 0.17

SEA (helpfulness) .34 .12 .10 0.17

PD years . .--
.37' .14 .12, 0.15

Staffing

Reporting and Dig- .

\
gemination
PAC work on application .25 .06 .06 0.23

Factors (district) .30. .09 .qs 0.17

Objectives
Factors (district) .22 .0505 0.22

NA.

Materials
Inservice (proportion
aides) .20 -.04 .03 0.20

SEA .24 .06 .05 0.15

PARENT. AND COMMUNITY IN-
VOLVEMENT COMPONENT

Overall im lamentation
ofZapa.
EDAC materials (satis-
factory) .18. .03 0.18
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APPENDIX 9

WEIGHTING OF DATA AND NONRESPONSE )JUSTMENTS

9.1 Overview of Appendix

This technical appendix discusses the weighting and estimation

procedures used in the preparation of: (a) nationa'-level estimates of

project information, (b) selected sub-group comparisons of projects serving

grades K-6 with those serving grades 7-12 and (c) comparisons of

information supplied by various types of respondc,....s, such as project

directors and teachers. More specifically, this Apper .x presents details

about:

Weighting of data due to cases being drawn with unequal

probabilities of -election;

Adjustments for non-response used with both types of mail

survey questionnat-s;

Adjustments for respondent unavailability which occurred during

the site visits to the 60 sampled projects;

Adjustments for data unavailability due to the unavailability

of first year or initial funding applications for all 60

projects during the Study's data collection and analysis

phabas; and

Approaches used to deal with item nonresponse.

9.2 Overall Characteristics of Weighting Factors

Th.. weighting factors used in this Study arose from the need to:

(a) obtain and present comprehensive and credible information about all .

Basic project:, as well as specified sub-groups of interest (such as those

which focus on the elementary grades), and (b) provide descriptive and

correlational estimates of population parameters and test or verify the

precision of these estimates.

In general, stratified probability sampling of projects was

considered the most useful for achieving these purposes. Other, approaches

for selecting projects such as simple random sampling and purposive

DEVELOPMENT ASSOCIATES, INC.
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selection were not viewed as meeting the Study's needs. Such techniques

could not be depended upon to assure that statistically representative,

fully credible, or tractable measures of the precision of parameter and

correlational/regression estimates could be computed. The stratification

approaches used in the study assured that certain sub-groups of projects

were sufficiently represented so that across-group comparisons could be

made.

To put the weighting factors in context, the sampling design

consisted of one in which the overall probability of selecting respondents

was directly affected by a number of considerations, which include the

following:

The differential sampling rates used with projects, i.e.,

projects were not selected with equal probability;

The number of target schools, and how many of these were
sampled within an already sampled project serving grades K-6;

The number of teachers in a particular grade range (K, 1,2-3,

or 4-6), and how many of these were sampled within each grade

range;

Whether or not an aide was assigned to a sampled teacher, or

was part of a pool of aides working with that grade range; and

The number of resource teachers working with a target school

and project, and whether resource teachers were sampled or
selected with probability of certainty.

In general, the weighting factors provided mathematically

unbiased estimates of the values of Study variables that would have been

obtained if all respondents or projects had indeed been surveyed. This is

true of: (a) mail survey data for which not all members of the unive:_ 1 of

funded projects responded, (b) projects included in the Study on a

probability sampling basis and (c) particular types of district or p ject

personnel also included on a probability sampling basis. In additio.., all

weights were retained in their computed form, which generally consisted of

a fractional or non-integer format. This meant that the computed estimates

were less subject to rounding error than if the weights had been conve :ed

to integer weights simply for convenience.

DEVELOPMENT ASSOCIATES, IN "3.
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In the first phase of the o-phase sampling design, all funded

projects were sent two mail survey instruments. Since a census approach

was being used, probability sampling techniques did not apply. Thus, if

100% response to each instrument had.been obtained, all data from the

Project Director and Parent Advisory Committee Chairperson instruments

would have received a weight of 1.0. However, since a 100% response ratt

was not achieved, adjustments for non-response were made. The overall

adjustment also took into account the fact that each of the project

directors administering two or three projects provided information on a

single survey form, rather than using a form for each project. A small

number of project directors fell into this category. (See Section A.9.3

for details of how weights were adjusted for this factor.)

In the Study's second phase, a sample of 60 projects was selected

for site visits, and extensive data were collected from various project and

district level staff. Parameter estimates were developed by applying

weighting factors to sample data. An initial weight was computed using the

reciprocal of the probability of selection or sampling fraction

(P
i
=1/N ) of a given respondent or project. These weights were then

adjusted for respondent unavailability as needed, an accepted procedure in

the field (NCHS, 1978).*

Table A9.1 presents the mean adjusted weights for each Study data

source or sampling unit. However, it should be remembered that each

sampling unit was drawn with a specific probability and adjusted as

necessary. The reciprocal of that probability was used as the weighting

factor, not the mean weights shown in the table. Nonetheless, Table A9.1,

and other tables like it in this Appendix, are included to indicate the

average weighting factor used with particular types of sampling units.

Sampling fractions did vary across the strata used as the basis for

',National Center for Health Statistics. National Survey of Family Growth,

. Cycle I: Sample Design, Estimation Procedures, and Variance Estimation.

(DHEW Publication No. (PHS) 78-1350). Hyattsville, MD: National Center .

for Health Statistics, 1978.

373
DEVELOPMENT ASSOCIATES, INC. ---



A- 70

TABLE A9.1
MEANS OVERALL WEIGHTS BY STUDY DATA SOURCE

Fo :m

Number
of. Forms

Obtained

Mean
Overall
Weights*

Project Director
Mail Questionnaire 378 1.387*

Parent Advisory
Committee Chairperson
Mail Questionnaire 285 1.839*

Project Directs.7

Mail Questionnaire (from
visited sites) 56 7.161*

Parent Advisory
ComWtte Chairperson
Mail Questionnaire
(from visitad sites) 45 8.911*

LEA Suporinter.dent

Interview 59 6.797*

LEA Federal Program
Coordinator Interview 59 6.797*

Parent Advisory Committee
Chairperson'Interview 56 7.161*

Project Director.Interview 60 6.683

School Principal Interview 118 13.181

Teacher Interview 447 23.355

Classroom Teachers 277 29.371

Resource Teachers

fr.

170 13.554

-,Classroom Skills Inventory

(from classroom teachers).. 266 30.108

Teacher Aide Interview 275 29.976

Document Review Farr** 60 6.683

Plans and Objectives_-
Data ReCording Form ** 47 8.532*

*Includes an adjustment for nonresponse.
**One form per project was to be completed fc,r each of the 60 projects

visited; see section A9.4.6: for details o4pow,adjustments for

nonresponse were made.
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selecting projects (one of the say.. ling stages). Thus, the overall

weighting factor applied to an individual sampling unit also varied

somewhat across cases.

Because of the of the Study, it was not possible to use

alternative methods of expans.L:.%. such as post-strattfied estimators. That

is, sufficiently accurate and cux , external (to the Study) statistics

did not elst for adjusting Study e.7. ;es and thereby obtaining

relatively -11er standard errors. .h:1 present situation, no such body

of informat ,cold be reasonably. ' the type of unbiased

linear inflatt: .,timator used .;?.7: viewed as the more

practical and e-..-",nt approach.

9.3 Weighs : Fac.zors Used Wtth The 'iroi-r,!ct Directo- Mail

Questic'anaire---------

A total of 378 returns were recetved after all follow-up had been

completed. Rather than directly inflating the"namber of returns by the

ratio of 524 (i.e., all projects) to 378 (the number of returns), more

precise methods were used. The 378 returns represented 432 projects. The

.eturns included questionnaires completed by project directors

admini-,tering one project (n*355) . However, to r:Iduce the respondent

burden, t:rse adm,ni.stering two projects (n=221, or three projects (n=1)

completed one,' questionnaire. Thais, a weighting f t,317* (of 1, 2 or 3)

' I was used to adjust for this fact.

A series of cross tabulations and discriminant fano. on analyses

indicated that tne project batAqround char,cterir.tics (data abstracted from

fundtng applications) most associated wit whether or not the

questionnaires were returned were: (1) vhctho: -r not the project served

the grades K-6 and (2) the qeog,:aphio region* of Lot: SI.7ates. The

weighting factor used was cree;ad from-the ratio c' the number of projects

in the universe to the number of returned forms, within each cell of the

matrix created by the 12 combinations of 6 ographi. regions, and 2 grade

*To form this latter variable, thc federal regions were regrouped into

five regions, based on what linguL s. version of Spanish was being used.

DEVELOPMENT ASSOCIATES, INC.
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ranges. (These gr ie ranges were: K-6, and Pre K or 7-12). These

cell-level ratios were then multiplied by whether the returned project fol:m

reresented 1, 2, or 3 actual operating projects. Thus, all projects

within a cell had the same weight; table A9.2 presents these weights. This

method proved to be a fairly systematic and accurate way of deriving

inflation factors, since it was based on response rates from projects

similar characteristics. This method was also more precise than that of

using a single ratio based on all returns, i.e., the ratio of N,,/ri).

Using the latter method would have substantially underweighp some

projects sAd overweighted others.
4

9.4 ±113ht122Factors Used With The Parent Advil;onLS2Euittee (PAC)

Chairprrson Mail Questionnaire

A similar method to th,_/: described above wits used with the PAC

mail auestionnee. The results of cross tabulations ant. disorimant

functions indicr.ted that a single variable appeared be most tssociated

with whether ac not the mat/ survey instrument was returr:d.. This variable

was whether or .ot th project served tile K-6 grade range, and was used as

the adjustment Zactor. Tht. overall expansion factn: uned for inflating

data to the universe level was the product of: (; the ratio of the total

number Of projects t( the number of Tesponding.projects, for each of the

two groups (a) V-5 gr,le range projects anc: (b) projects serviug other

grade ranges, multiplied by (2) the number of projects represented by the

particular rsponding form Of the 285 retuned forms, 256 were completed

by chairpersons .s..:ocatel with one project, 2- !orms by chairpersons

associated with two prbjects, and 2 forms by chairpersons associated with

three. The :785 returned forms therefore represented a total of 316

projects. 4

9.5 2±12htirml.%ctors Used w '.;r2 Projects Sampled from the Sub-Universe

of X-6 Projects

A total of 401 r.r,acts served at least one grade from the K-6

grade range during the 1980-81 schcll year. Probability sampling was used

to select 60 projects from among the 401 projects, and where warranted, to

select certain types of respondents within each sampled project. Each of

the relevant expansion factors is discussed below.

DEVELOPMENT ASSOCIATES, INC.
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TABLE A9.2

WEIGHTING FACTORS USED WITH PROJECT DIRECTOR MAIL QUESTIONNAIRE
RETURNS BY REGION AND GRADE RANGE SERVED

GRADE RANGE

PreK,

7-12 K -6 Overall
Only

Federal

t715T2!*

1, 2 and 3 1.581 1.521 1.544

4 1.488 1.170 1.200

5, 7 and 8 1.240 1.227 1.226

6 1.612 1.170 1.209

9 and 10 2.083 1.361 1.487.

Territories 1.984 * 2.000

Overall 1.732 1.306 1.387

Number of
Forms Returned 71 307 378

Number of'Projects
in Universe 123 401 524

*No projects in this cell.

**Regrouped to reflect regional variations in SpelAsh.

Note: Weighting factors include an adjustment f.)r the number of
projects (1, 2 or 3) represented by a returned questionnaire.

I
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9.5.1 Sele 'ion ofP-,j-tcts

A total of strata were formed from combinations of fiVe

variables (type of language, number of langages, geographic region, total

number of students served, and year of funding). One project was then

selected from each of the 60 strata, so that a total of 60 projects were

chosen.

The expansion factor used was the reciprocal of the probability

of selection, or Ni, the number of projects in the i
th stratum. Thus,

a project selected from a stratum having seven projects in it had a 1/7

probability of being drawn, and a weight of 7.

The number of projects in each of these strata varied from 3 to

11. However,' 53 of the 60 projects (or over 88%) were in strata having:

between 5 and 9 projects. Thus, the number of projects in each stratum was

fairly equal. Equalizing the sizes of strata would have meant that some

projects whose background
characteristics.were quite similar to other

projects (i.e., classified into the same stratum) would have had to be

reassigned to other strata, making those strata less homogeneous. This

would have seriously weakened the goals of the stratification." In general,

the design was considered suitable for making comparisons- between subgroups

or domains of interest, and for correlational analyses (see Kish, 1965).*

9.5.2 Selection 7 Designated Types of Respondents

In terms of respondents, each of the 60 project directors

administered a single project serving the grades K-6, and was interviewed

by-using the Project Director Interview form. Thus, the weights as

described above for projects apply to this form and provide the basis for

generalizing to the sub-universe of the 401 project directors whose projects

*Kish, L., Survey Sanipling. New York: Wiley, 1965.
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served grades K-E. A small amount of respondent unavailability, however,

occurred with other respondents who also represented a single individual

persampled project; each is discussed below.

Data were collected from'59 of 60 superintendents. The weights

used with this respondent group consisted of multiplying the project

selection weight for each of the 59rojects with -esponding

superintendents by the ratio of: the sum of the .ghts for all projects

divided by the sum of the weights represented by the particular 59

projects. This ratio was: (4011394). This adjustment for non-response was

used in the preparation of estimates for the sub - population of

superintendents in the 401 projects serving grades K-6.

A quite similar approach was used with coordinators of federal --

programs. Again, there was one possible respondent per sampled project and

59 of the 60 were interviewed. The overall weights used were obtained h./

multiplying each project expansion factor from the 59 responding projects

by.the ratio of (401/392). '

One other respondent group consisted of a single individual per

sampled project. This was the Parent Advisory Committee Chairpersons
%

respondent group, of which 56 of the sampd 60 were interviewed. Here

too, each project selection weight was multiplied by an adjustment for

non-response; the ratio of (101/375), which was used in making estimates

for the sub-population of PAC chairpersons in K-6 projects.

9.5.3 Weighting Factors Used with Principals and Teachers

In general, the weighting factor used with data from school

principals was the reciprocal of the product of the two sampling

fractions: the probability of selecting a project, multiplied by the

probability of selecting a school from the pool of target K-6 schools

within that project. In mathematical terms:

379
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Wi = (Sli)(Si/Si).

Nt = the number of projects in the ith stratum

St = the total number of schoolsiin the project selected from

the i th stratum

st = the number of schools sampled (either 1, 2 or 4) in the

project selected from the ith stratum, and

Wt = the weight for each sample, school in the project selected

from the ith stratum.

To illustrate, assume that four schools were drawn from a total

of 11 schools within a project drawn from among seven projects. The weight

for each of the four schools would be: (7)(11/4) = 19.25. This method of

weighting provided estimates for the sub-universe of principals assigned to

target K-6 schools within K-6 projects.

Similarly, the expansion factors used with data from classroom

teachers consisted of the reciprocal of the product of a series of sampling

fractions. The overall weighting factor for the k
th teacher can be

expressed as:

Where,

Wijk = (Nt)(Si/st)(Tijk/tijki),

Nt = the number of projectsiin the ith stratum

Si = the total number of schools in the project selected from

the ith stratum

1st = the number of sampled schools either 1, 2 or 4) in the

project selected frpm'the i stratum
...

Tijk = the total number Oil teache in the kth grade (or grade

range) of the jth school in the project selected from

the ith stratum

ttjk = the number of sampled teachers drawn in the kth grade

of the jth school in the project selected from the

ith stratum, and

Wijk = the weight assigned to all sample teachers in the kth

grade in the jth school in the project selected from

the ith stratum. DEVELOPMENT ASSOCIATES, INC.
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To illustrate how these weights were computed, assume that (a)

two teachers were drawn from among three serving the first grade,* (b) in a

school drawn as one of four sampled from 11 in a project, and (c) that

project was drawn from among seven projects assigned to the same stratum.

The weight for each teacher would be:

W = (7)(11/4)(3/2) = 28.875

In addition, since all of the grades K-6 were used and no

sampling of grades occurred, no specific weight for selecting a given grade

was needed. The probability (which was 1/2) of receiving the full teacher

interview (rather than the Classroom Skills Inventory: was also included in

deriving an overall expansion factor. This provided the flexibility to

make unbiased population parameter estimates, if desired, from either the

pool of teachers randomly selected to be administered the full teacher

interview, or from those teachers randomly selected to be given the CSI.

(This was considered more practical and just as sound as combining the two

data sets which contained relatively few common data elements. Thus,

sampling biases from using either data set were considered minimal.)

Expansion factors as described above were.assigned to each of the

277 classroom teachers who were interviewed. The 266 classroom teachers

administered the Classroom Skills Inventory excluding the 17 teachers

found to have only Part A usable information) were assigned erpansion

factors in much the same way. As shown in Tale A9.1, expansion factors

from the two sets of teachers are extremely similar. This indicates that

one set of weights was essentially equivalent to the other set for purposes

of generalizing to the full universe of classroom teachers in K-6 projects.

*Teachers were sampled within a selected school from lints of teachers

serving either the grades kindergarten; one; two and three; or four

through six. See Chapter 2 for more details.
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Resource teachers such as subject matter specialists, bilingual

community liaisons, etc., also involved multistage sampling; namely,

selecting projects, schools within projects, and th4.rd (if not chosen with

certainty) then selecting resource teachers with equal probability of

selection from a local sampling frame or listing Of the resource teachers

serving that school. Thus, as with other respondents selected from within

each project, the overall expansion factor became the reciprocal of the

product of several sampling frac*ions, in this instance:

(N ) (S /s ) (R. ./r
i3
.).

Where, Rij and r. refer to the total and sample numbers
3.3

th.
of resource teachers in the 3 school selected from the sample project

in the
th

stratum.

For example, if (a) one resource teacher was chosen from two in a

school, (b) and that school chosen as one of four schools selected from

among eleven, (c) within a project selected from among seven, then the

overall weighting factor for this resource teacher is: W = (7)(11/4)(2/1) =

38.50. A total of 170 resource teachers was selected.

9.5.4 -leighting Factors Used With Teacher Aides

Teacher aides were also selected with joint probabilities based

on the product of several individual probabilities of selection, i.e.,

those representing the likelihood of selecting the project, school,

classroom or resource teacher, and the aide. This meant that the weighting

factor used was the reciprocal of the product of several sampling

fractions, i.e.,

W
ijkl

= (Ni) (Si/si) (Tijk/tijk) (Aijkl/aijkl).

Here an additional stage of sampling was used beyond that used

for sampling teachers if more than one aide per teacher was present. (If

only one aide was assigned to a given teacher, then the (Aijkl
/a

ijkl
)

weight was gm 1.0). For example, the overall weight would be equal to 77.0,

given the following weighting factors: W = (7) (11/4) .(4/2) (2/1) = 77.0

- DEVELOPMENT ASSOCIATES, INC.
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9.5,5 The Representativeness of Mail Survey Data from the Visited

P Projects

The 60 projects visited for tndepth data collection purposes ,:ere,

also sent the mail questionnaires for project directorsand PAC

chakrpersons, as part of the first phase of the Study. .Since the 60

pro' dbs were a representative sample of the sub-population of 401 K-6

r _

prbjeCtS;_:overall expansion factors rel..vant to that sampling frame were

used.:-7TO do this,, the reciprocal of the probability of seleCting a project

frog "its stritum,within the sampling frame of 401 K-6 projects was

multiplied by the ratio (401/372). The denominator of this ratio

represented the sum of the weights for the 56 projects which responded.

Similarly, 45 Parent Advisory Committee chairpersons completed a mail

survey form. The corresponding ratio is (401/303), the denominator

representing the sum of the weights for the 45 project6 which responded.

9.5.6 Wet hting Factors Used with Document Information

Two types of document information were gathered for analysis

purposes by using data recordingrforms. The Document Review form was

completed on all 60 projects sampled fromthe sub -population of 401 K-6

projects. The same weighting factor used for the project director

intervieK form was used for this document.

The other form was the Plans and Objectives data recording form,

which abstracted certain_
information from the first year or initial funding

applications of the 60 sampled projects. After an irtensive search in

OBEMLA files, only 47 of the 60 funding applications were available for

abstracting purposes. Cross-tabulation analyses of project background

characteristics indicated that project size, in '.:urns of the number of

students (as grouped into four categories), was most related statistically

to the availability of funding applications. In each of those four cells,

the total number of projects from among the 60 was the.efore divided by the

corresponding numher.of projects whose applications were located in OBEMLA'

files. 'These ratios were then used to inflate the reciProdal of the

probability of selecting each of the 60 projects %from its respe'tive

j
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stratum within the sampling frame of 401 K-6 projects. Using this

procedure as an adjustment.- .factor for the unavailability of data was.a more

accurate technique than simply inflating all project selection weights by

the overall ratio of (60/47).

?.6 The Role and'Nature of Scaled Weighting Factors

The above composite or overall weighting fac:c-s vere used to

make statistically representative and unbiased population parameter

estimates of a relevant Appulaticin or sub-population. In addition, Study

purposes called for conducting tests of statistical significance and /

correlational analyses.; Early -`in the Study designThtage, it became evAent

that the SPSS computer package was very useful for most Study purposes.

However, the results it provided from statistical significance tests

appeared to be seriously misleading and artifactual. The SPSS method of

weighting data in such tests amounts to inflating the sample size,to

population levels.* The Type I error rate would therefore be dramatically -

increased, and incorrectly so.- 4.1any.more tests of statistical significance

woule seem to indicate real.between-comparison groups differences in their

means than actually would be the case. This, in turn, would lead to

misleading interpretations of group differences.**

As a vivid example, two significance teats of between-group

differenCes were compUted using SPSS and the same variable from teacher

data. One analysts was based on the 277 unwetghted respondents, the other

on the 8,136 classroom teachers estimated to be in the universe of K-6

projects. In the unweighted analysts using 277 teachers, the obtained

F-ratio of 2.076, with 7 and 263 degrees of freedom, indicated borderline

.significance of .0465.. In contrast, the weighted analysis, using 8136

*As such, the Significance test would constitute a confirmation of a

statistical relationship, rather than being an inferential statistic per

se.

**That is, now having an inflated (to the population level) number of cases

would proportionately reduce the standard error being used in these

significance tests.

, 4
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teachers, yielded a F-raLio of 270.94, which with 7 and 8025 degreef of

freedom, represented a significance level of .0000, as printed out by the

computer.\ The iMplicatiohs for data analysts were that virtually all

significance tests .could be statistically significant, as an artifact Of

the SPSS'prcicedlire, and thus not be rery useful.

To make.the SPSS procedure accurately compute-tests of

significanCe, the weights (expansion factor) described aboole needed to be

scaled so that the sum, in each case, equalled the number of respondents.

.This approach had been recommended by the developers 'of SPSS (Nie et. al.,

1975; p. 130).* For example, the sum of the prihcipals' weights was 1555.

TheSe weights needed to be scaled so'they added to 118, the hurlber of

princip;als in the sample.. Thusthe principal's! weights,'Ws described=

above, were all multiplied by the ratio (118/1555). An overall expansion

factor Of 12.0 therefore became: (12:0)(118/1555) = The sum'of the

scaled weights for all principals now-equalled 118, the number,of cases in

the sample. This did not negate the weighqng.needed because of

differences in sampling rates. All derived scaled weights were computed in

this manner; -and then wereapplied to the pertinent data sets..for use in

correlational and descriptive analyses.

In general, the rescaling approach was used in these analyses

where the specific intent was to describe the characteristics of the K-6

projects and their personnel, rather than to make national-level estimates

of the magnitude of a variable across the full population. Table A9.3

contains the actual (or estimated) populations, and the mean scaled weight

analogues of overall expansion factors used with each Study data source.

Table A9.4 contains the mean,scaled weights for teachers administered the

Classroom Skills Inventory for: (a) each of the grades taught by the 266

teachers sampled, and (b) for the modal functional skills grades of these

same teachers' LEP students.

*Nie, N.H.; Hull; C.H.; Jenkins, J.G.; Steinbrenner, K.; and Bent, D.H.

SPSS: Statistical Package for the Social Sciences (second edition). New

York: McGraw-Hill, 1975.
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TABLE A9.I

MEAN SCALED WEIGHTS AND TARGET POPULATIOP SIZES By STUDY DATA SOURCE

Actuai,or

4 1

Estimated

Population F

Data Source Size

Project Director
Mail Questionnaire

Parent Advisory
Committee Chairperson
Mail Questionnaire

0

,Superintendant
Interview

Coordinator of Federal
.Provrams Interview

Project Director
Interview

Principal Interview

Teacher Interview
Classroom Teachers
Resource Teachers

Classroom Skills
Inventory (from class-

room teachers)

Parent Advisory
CoAtittee Chairperson
Interview

Teacher Aide
Interview

Document Review Form**
6

Plans and Objectives
Data cording Form**

Mean
Scaled Weights

401*

:401

1.071

1.333

2 401 1.017

401 1.017

401 1.000 .

L555 1.000'

10440 1.000

8136 L*000

2304 * 1.030

8099 1.400

401. 1.074

8243 1.0-'

401 1.000

401 1.277

.*Not based on N1=524 since P.-...aled weights were only applied to data from

the)06 sub-univer..-, their sampled projects and respondents.

**/ per project.

L.
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4

TABLE A9.4

MEAN SCALED WEIGHTING FACTORS USED WITH, CLASSROOM

SKILLS INVNEORY DATA BY CLASSROOM GRADE OF

'TEACHER RESPONDENTS AND SKILL LEVEL GRADE

Grade

1

2

3

4

5

6
S.

Classroom Grade

Skill Level
Grade

N , Mean N Mean

58 1.089 85 1.028

56 1.151 66 1.232

45 1.124 44 1.031

39 .836 36 .753

26 .843 21 .794

23 .891 9 .589

18 .667 5 .571

Grade
Unknown 1 .747'

.m VI&

Total
Teachers* 266 1.000 266 1.000

*The same sample of 266 teacher; is categorized into (a) the

grade each teaches, and (b) the functional'skills level grade of

the majority of each teacher's LEP students, as reported by-the -

teacher.
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;

9.7 Item Nonresponst and Impvitation

In contrast to respoindent nonresponse or unavailability, a number
M '

`.instances of item nonresponse or missing data occurred. As anticipated,

Nme nonresponse still existed after earnest atteMptb were-made by field

ts? obtain data for each item in et particular questionnaire. This.is

a common problem in sample surveys and program evaluations of field

sAtings. A number of statistical, methods exist id the 11,terature to deal

with this 9roblem, and include the following approaches:
1:

Cases having item nonresponse can be deleted from tabulations
of single items or even expunged from the whole data set.

A value can be assigned to each instance of nonresponsosi based

on the reported value for ,some similar population element.

Relative weight's assigned to sample eleme9ts can be alteeed

within a stratum.

Related data files can be used tpoimute the missing values.

Raponses on some otheritems pan be used to,,impute the missing

value.

Ideally, the specific techniquto be used should depend on the type of

item for which information is missing, the magnitUde of item nonresponse,

and other pract

c
'al considerationd such as cost, simplicity, and

availability of r ated data.. For example, wish respect to the latterr

point, only one project was selected from each stratum in the present
.

.

Study. It was therefore tImpossible to accurately impute project-level

information from one project to replace missing data in the other. Lacking

sufficient information from other sources, it-also was difficult to
.

accurately impute data on a case -by -case basis., , o

After,discuSion and study, and after considering the large

number of data sources and variety of analyses, it was decided to exclude

cases with item nonresponse from tabulations of single items, and report

'the findings in sufficient detail scpothatit was clear that a subset of

individuals had.repponled to a particular item. Wherever usefuf, tables
4

also inclUded both the full number of cases sampled and the number

388
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responding so thatthe extent of missing data could be assessed. This was

viewed as a practical, conservative and safe procedure. It did not run the

risk of imputing information which was inaccurate, nor did it possibly skew

findings by using iteth nonresponse adjustments and possibly "overweighttng"

respondents' findings to compensate for the missing data., Nonetheless, the

potential'impact of -nonresponse still remained.

9.8 Summary 0-

This technical appendix has provided a detailed exposition of how

unbiased,expansion,or weighting factors were computed and applied to each

data source used in the Study: In 'general, these weighting-factors were

the reciprocals of the joint or individual prObabilities of selection,

coupled with adjustments foi respg40ent unavailability. The need for using,

such factors to make the sample data statistically representative of. all

projects or respondents was considered quite imgortant.n,this Study.

Similarly, scaled weights were calculated to proportionately "d?wnweght"

expansion factors and maintain the Type I error rate at a reasonable
0

level. These, too, were used. with Study sample data as suitable..

mot

Despite the use of unbidsedestimators, the precision`of the

particular mean's, proportions or totals used as population parameter

estimates needs to be stated so that readers have a sense of how much

variance exists in the findings. Such sampling errors' aro provided in

9
.

v.
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APPENDIX\ 10

STANDARD ERRORS ASSOCIATED WITH NATIONAL-LEVEL ESTIMATES OR

.SELECTED CHARACTERISTICS OF TITLE VII BILINGUAL EDUCATION PROGRAMS
I

This Appendix contains the estimated---national-level sample

statistics and associated standard .errors for those Title VII program

characteristics which were selected as, being particularly pltereeting tNo

pOlicymakers and planners. Some guidelines for interpreting thede standard

errors and how th,_/ were computed Ore also included.

. ,

. Definitions of Te4s

o

.
The statistics presented in this report are primarily based on:

" (a) probability samples of bilingual education projects and their

personnel, and (b) mail survey instruments diztrtbuted to all funded
4 ,

projects. Since the latter approach is based on- acensus athephan on A

probability sampling approach, only adjustments for noti-response.were-Ode;

these are described in Appendix 9.

f 4

One should also.keep in mind that two types of errors are possible

statisticsiNiederiving summary 'statistics or estimates based on a sample survey --

sampling and rynsampling errors. ..tSampling errors occur because the

obtainedtta are basld on a probability sample rather than the entire '

population; 'Nonsimpling ezrorp arise from many sources, and represent an

'entire area of concern in themselves.* These can arise from any of the
, .

following factor* inability to obtain information about all cases in the

sample;,deiUational difficulties which may vary across local projects or

respondents; how questions are interpreted; respondents' inabtlity,'

intention or unwillingness to provide accurate and correct information;' and

a wide range of'other measurement, procehsing, and responding errors.

*See: Lessler, J. T.; Kalsbeck, W. D.; and Folsom, R. E. Errors in

Surveys. Manuscript in preparation for John Wiley a d Sohs, Inc., New

York.
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Responding errors 'include those errors occurring in: collection, response,

processing, adequacy of coverage of the universe being sampled, and missing

data'estimation. For example, missing data may arise despite care 1 item

development, pretesting of survey forms, and providing motivation to

respond. All of these activities were conducted in the present Study.

Thus, even though the present Study was potentially subject to these types

of error, the overall effects of these nonsampling errors were minimized to

the extent possible.

4

The national-level estimates ded here are obtained from

sample data, and therefore vary somewhat from the corresponding statistics

that would have been obtained if a.comple urvey or a census which

yielded 100% response had. been conducted, using thesame data collection
A

forms, procedures and instructional. Furthermore, each sample which wAs

used represents only one pf a lane number of possible samples (of the same

size) tht could have been selected by using the same sampling design and

universe of projects or other types of sampling units. Estimates derived

from these different Samples will generally differ from each other. Such a

difference between a sample,estiMate and the average of all possible

samples (drawn from the same untvtrap)is called the sampling deviation.

In turn, the standard or. sampling errot of a survey estimate is a measure

of the variation among the estimates.from,a*pdiiiible'samples. It

therefore is a measure of precision with which an estimate from a

particular sample approximates the average result of all possible samples.

In general, 1iisisampling procedures and samplersizes used inwthis Study

were selected to minimize errors to the e2ctent possible within reasonable

costs, recognizing the finite resources available.

'-

In addition, while the standard error partially measures the

effect ?f/nonsamplin4 errors, it does not, measure any systematic biases in

the data. Bias (or misrepresentativeness) is the difference, averaged over

all possible 4Araples, between the estimate and the true value. With these

factors in mind, the overall accuracy of a survey result depends on both:
r.

(a) the sampling and nonsampling errors, measured by the standard error,

and (b) the bias and other types of nonsampling error, not measured by the

standard error.

a.
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The sample estimate and an estimate of'its standard error permits

the development of interval estimates with prescribed confidence that the

interval includes the averagetesult of all possible samples. For example,

one of the most frequently cited confidenne interval sizes is the 95%

confidence interval. 'Conceptually, this means that if all possible' samples

were selected, each was surveyed under essentially the same conditions, and,

an estimate and its estimated standard error were calculated from each

sample, then approximately 95 Percent of the intervals from 2 standard

errors below the estimate to 2 standard errors above the estimate would

include the average value of all possible samples. (An interval from 2

standard errors below the estimate and 2 standard errors above the estimate

is called a "95-percent confidence interval"; see Gonzalez, Ogue, Shapiro,

and Tepping, 1975).*

The closeness of these approximations depends on the, closeness of

the Actual distribution of the statistic to the normal distribution. In

the case of sample percentages, the normal approximation is satisfactory

except for small samples and extremely large or shall percentage valves.

The average value of all possible samples may or may not be'contained in

any particular computed interval. But for a-particular sample, one can say

with specified confidence that the average of all possible samples is .-

..included in the constructed interval.

Tables A10.1 and AlO,.2 present estimated national-level sample

statistics and associated standard errors. The data source (or sources)

9
and relevant sample size used as the basis for each national-level estimate

are also provided as a guide to readers.

Methods Used In Computing Standard Errors

Standard errors for project level data were computed by using

pseudoreplicationNtesiatiques (National Center for Health Statistics,

*Gonzalez, M.; Ogue, J.;.Shapiro, G.; and Tepping, B. Standards for

Discussion and Presentation of trrors in Survey and Census Data. Journal

of the American Statistical Association, 1975, 70, Part II..

,
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TABLE A10.1

STANDARD ERRORS ASSOCIATED WITH SELECTED CHARACTERISTICS
OF TITLE VII BILINGUAL EDUCATION PROGRAMS

Characteristic Data Source

Total number of (a)

Limited English
ProfSpient(LEP)
students in Title
VII projects

Avekage percent
of students
in self -con-

tained classrooms

(b)

Number
of

Cases
Having
Data

National-
Level

Estimate

'Standard
Error

Teachers in K-6
projects adminis-
tered the Teacher
Interview

TelUbers in K-6
projects adminis-
tered the Class-
room Skills'
InventorIP

Teachers in K-6 pro-
jects assigned to
self-contained class-
rooms

Average percent Prolect Directors

of K-6 projects K16 projects
using the pull-out
model exclusively
or in con;"2nction
with the in-class
model

Average percent of
teachers receiving
bilingual edu-
cation training.

, during the:

1980-81 School
Year
1979-80 School
Year

Classroom Teachers

in

260*

274*

229

5'7

168,989

161,212

43.3%

36.9% 1

27,258

12,905

3.811

6.0%

274

276

54.0%

60.8%

6.7%

8.1%,

*Data from these cases were then clultiilied by the ratio (524/401) so thalt

the national-level estimate now applies to teacheis in all Title

VII-funded projects rather than solely in K-6 proj4cts.1

DEVELOPMENT ASSOCIATES, INC.
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TABLE A10.1 (Continued)

Characteristic Data Source,*

Number
of

Cases
Having
Data

National- Standard
Level Evror

Estimate

For each of the
following subject
areas: average
,percent of weekly
'instruction taught
in English:

English Reading
and Language Arts

English as a
Classroom Teachers
in K-6 projects

200 85.98, 3.9%

Second Language $

(ESL) 157 82.2% 2,36%
.

Native Reading and
.

Language Arts 168 11.9% 1.9%

Mathematics 220 71.2% 3.1%

Social Studies 200 71.9% 3.6%

Science 209 73.5% 3.3%

Cultural Enrich-
ment 89 60.9% 4.9s

Average percent of
projects stating
how their school
district's
bilingual edu-
cation program
would be affected
if Title VII"
funding were re-
duced or,discon-
tinued:

Program would
remain the same

Superintendents
Coordinators of
Federal Programs .

Program would be Superintendents
reduced or dropped Coordinators of

Federal Programs

,1

56 19.8% 5.1%

56 6.0%,

56 76.2% 5.6%

56 81.3% 6.3%

rig
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TABLE A10.2

STANDARD ERRORS ASSOCIATED WITH PERCENTAGES OF READING, WRITING AND ORAL,

LANGUAGE"COMPONENT SKILLS TAUGHT ONE GRADE BELOW BY MODAL LEP GRADE LEVEL*

Number

Modal LEP of Teachers

Grade Level 0 Having Data

K 85

1 66

2 44

36

21

5 9

6 5

Estimated
-Percent

S.E.

Estimated
Percent 93.2% 95.0% 74.0%

S.E. 2.0% 2.0% 4.0

Estimated
Percent 84.0%

S.E. 2.0%

Estimated
Percent

Cs :10

Oral

Reading' Writing Language

89.7

Skills.Component

87.6 63.1

9.0 9.0 9.0

Estimated
Percent 87.4 90.0 76.9

S.E.
** ** **

Estimated
Percent 70.3 75.1 44.1

,

S.E. ** ** **

Estimated
Percent 91.3 89.4 82.6

S.E. ** ** **

*See Table 6.5, Chapter 6, for reference.

**Due to insufficient slumbers of cases per pseudostratum, could not be

computed.
.

Notes: S.E. = Standard Error; dt4.kEs' indicate that oo skills below that

modal LEP grade level weiV4Aeasured.

396
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1966).1k A measure of within-stratum variance was obtained by grouping or

combining similar strata into pseudostrata. For example, 60 strata

representing the sampling frame of 401 projects serving grades K-6 were

combined (or collapsed) to form 30 pseudostrata, each consisting of two

original strata. Each pseudostratum therefore had two sample projects.

The sampling variance of the sample means, percentages, or tiotals expanded

to national-level estimates was estimated by using Taylor Series

linearization techniques (Shah, 1981; Appendix C).** In essence, the

sampling variance within each pseudostratum was weighted by the sizes of

the pseudqstrata'and summed across pseudostrata to form the overall

estimated sampling variance.

One further step was used when estimating totals of summary data,.

such as the total number of limited Englishlroficient students,
4

information supplied by teachers. Since differential sampling rates had

been used in selecting projects, data were first adjusted by the ratio of

the total weight of the pseudostratum to that for each member of the pair.

This was needed to remove variance associated with differences in stratum

sizes within pseudostrata, because such variance is actually between-

stratulOtrariance and not a part of sampling variance.

To convert the standard errors shown in Tables A1041 and A10.2

into 95 percent confidence intervals as defined earlier, the following

algebraic expression applies: X' + 1.96 s

.ts thi ,

Where s is a standard error and X' is the estimate that s pertains

*National Center for Health Statistics. Replication: An Approach to the

AnalysiS of Data from Complex Surveys. Vital and Health Statistics (PHS

Pub. No. 1000-Series 2-No. 14). Mublic.Health Service, Washington. U.S.

Government Printing Office, 1966.

**Shah,. B.V. .SESUDAAN: Standard' Errors program for Computing, of

Standardized Rates from Sample Survey Data. Research Triangle Park, NC:

Research Triangle Institute, 1981. 1

fr
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.

For example, the estimated mean percentage of time during a week.

that instruction in the subject area, English Reading and Language Arts, is

taught in English is 85.9%. The standard eAlk ofthat estimate is 3.9%.

(see Table A10.1). Then in thiS se, the 95 pertent confidence interval

is 85.9% + 3.9%, or a range of 78.3% to 93.5%. That is, the cpances are 95

out of 100 that this confidence interval will incliide the population value

obtained by performing a census of.all teachers working with Title VII

projects serving'grades K46.

4
Standard errors for other national-level characteristics may be

.

4cmputed by using the computer tapes and documentation provided to the

Department of Education as reguired.by the terms of contract tor this Study.

1/4

1.

RgA
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APPENDIX 11

SAMPLE CLASSROOM SKILLS INVENTORY (GRADE 3)

ar.
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APPENDIX 11

FEDAC NU. tS21!

EVALUATION uF THE CLASSROOM INSTRUCTION COMPONENT

uF THE ESEA TITLE VII BILINGUAL EDUCATION PROGRAM

THE CLASSROO1 SKILLS INVENTORY: PART B

Tnis is an inventory of oral, reading, and writing skills whicn have been identified as skills
linich students need to function effectively to jo 211-EntlisP-soeaking :laasroom.at saute
(GRADE TEACHER FILLED IN AS GRADE LEVEL MAjORIIINOF CLASS IN'ENGLISH LANGUAG/ ARTS.). Ne would

like to know whether or not you expect that / /the majority of your, Limited En lash Proficient

stuaents will oe "taught" for in some other mannirTaFWas a res5=7partylpating in tile
project) these skills during the current school year.

Please complete cnis at your convenience. If you have any ovestions, feel free co call the
into:I/levier at: (tel.) . The interviewer's name is

The most convenient time to pick UD the completed form is: Date: Tiie:

From:

If necessary, please mail this form ta:

TITLE VII CLASSROOM INSTRUCTION COMPONENT STUDY
Development Associates, Inc.
2924 Columbia Pike
Arlington, Virginia. 22204
Telephone:. (703) 97Q-0100

Completed on:

Name of LEA:

Cit:

School Name:

State:

School Address:.
Grade Teacher Name:

ED 731-8B, Expires 7/S1

400
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ADP ONLY
C%COL

3-4
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10-11
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Ada

Part B is concerned with ORAL, READING, and WRITING SKILLS. ,

Because students take varying lengths of time to learn different skills and

because the same skill may-.have to be taught several times befOre a student.'

learns it, we have focused on when skills are taught rather than on when they

are learned. (In scale instances you may not plan to teach a skill because

you expect'studeents to acquire it this ye without direct instruction. In

such cases, please mark the question as though you are teizhinstfte skill.)

Please respond to the questions in terms of the majority of Limited English

Proficient (LEP) students in the group you and the interviewer have!' identified:

LEP students requiring instruction at approximately 'the third grade level.

Because no group will be working at 'the same grade level in all areas,'we have

Incorporated items from varying grade levels. Please keep this in mind when

you note tbat some of the items seem too elementary and some seem too

difficult.

Many of these skills are general and can be taught either in English or-in the

students' native language (because the skill is related to general comprehension

or because the students' native language and English share a similar alphabetic

writing system). For many 'of the skills we will, therefore, ask if the skill

is bka,.ng taught in English, in the students' native language, or in both.

Please remember, circle the code if the skill has been or will be taught this

year to the identified group of students or they have acquired or will acquire

the skill in some other way during this school year.

3-1

r

-1_
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S

ECTION I. ENGLISH-SPECIFIC SKILLS

Blow are 7 lists otEnglish-specifie Ple

ach skill which yo4 expect the'groilp of UP studen
Ilected to be taught during this year. (CIRCLE ALL

ORAL LANGUAGE

1. Produce indirect objects, and benefactivee
introduced by prepositions (ex: I gave

the book to John. I bought it for her.).

2. Comprehend indirect objects end
benefactives not introduced by
prepositions (ex: John showed Marsha the
card. Marsha bought John a book.). -

3. Comprehend passive sentences with "be";
agent not specified (ex: The milk

was spilled.)

circle the co (1) fox'

yotiand the tenyietwer

C DES THAT PLY: V; -

Skill taut in English

...104149.....44ALJUglooktikE
(IF 'Yet' CIRCLE 1 BELOW) ,

4. Produce-passive sentences with "be".
agent not specified (ex: The milk

was spilled.)

5. Comprehend passive sentences'with reversible

noun phrases (ex: The boy pulled the girl.

<--> The girl was pulled by the boy.) . . .

6. Comprehend the distinction between sentence
introducers "nevertheless" and "therefore". .

7. Produce present tense verbs in third
person singular with syllabic suffix '

(ex: She fishes. He watches. )

Produce past tense verbs with syllabic
suffix (ex: He counted. She painted )

9. Produce "don't" in negative declarative
sentences

10. Produce "doesn't" and "didn't" in negative
declarative sentences (ex: He doesn't

like the game.)

11. Produce "&" in yes/no questions

12. Produce "does" and 'did" in yes/no questions

(ex. Does she have the ball?)

13. Produce "do", "does", and "did" in "uthR

questions (ex: What can we do ?)

3-2 -2-402

ft-

ADP ONLY
C/COL

16'

17

18'

20

21

22

23

24

25

' 26

27

28
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ORAL LANGUAGE (Continued)

14. Produce Tegular plurals with syllabic suffix
(ex: two watches, three boxes). . ....

h

15. Produce irregular plurals (ex. two calves,
three men). .

16. Produce possessive, with syllabic safix

)

(ex: fox's tail, Morse's hat)

17. Comprehend demonstrative adjectives when
distance Is evinced (ex. These books are
mine. .Those books, over there,, are yours.)

.18. Produce deslimstrative adjectives when
distance is evinced (ex: These books are
mine. Those books, over there, are youri.)

19. Couprehend.possessive idjectipes: "its" and
"their" (ex. its legt, their'wings)

20. Produce possessive adjectives. "its" and
"their"' (ex: its legs, their wings)

.21'. Comprehend demonstrative pronouns when
distance,is evinced (ex: These are-here.

-Those are there.)

22. Prolnce dimonstrative pronouns when
-distance is evinced (ex. These,are here.
Those are there.)

23. ProduCe relative clauses with relative
pronoun as subject (ex: The boy caught
the box that was falling )

24. Comprehend relative clauses with relative
.pronbUn'as object (ex. Maria caught
the ball that he threw )

25. Produce relative clauses with relative
pros:arras object.(ex: Maria-caught
the ball that he threw )

,

26. Comprehend relative clauses with relative
pronoun omitted (ex: Mary caught.the ball
'Jim threw.)

27. Produce,telative clauses with relative
pronoun omitted (ex: Mary caught the ball
Jim threw.)

3-3
7

403
..z It, -3-

4

Skill will be taught in
English this school year

ADP ONLY
c/coL

(IF 'Yes' CIRCLE 1 BELOW)

1 29

30'

1 3.1

1 32

1 33

1 34

1 35

1 36.

a
1 ,37

1 ,38

1 39

1 40

1 41

1 42
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Skil taught in English
durin t is school ear
(IF 'Yes' CIRCLE 1 BELOW)

ORAL LANGUAGE (Continued)

rs

,28. Comprehend relative Clauses with relative
pronoun "whose" (ex: The boy whose bike was

broken is my friend.)

29. Comprehend relative clauses with relative
pronoun preceded by a preposition (ex:

She caught the wagon on which he rode.)

30. COmprehend the presupposed truth of "that.

clauses which assert facts, ConjeCtures,
beliefs, etc. (ox: I know/ that he is there.

I believe-that he is there )

'01. Comprehend the roles of the participants in

_sentences with "promise" follOwed by an

infinitive phrase (ex: Mother promised
Father to bake a cake)

32. Comprehend the roles of the participants in

sentences with "easy", "hard", and "fun"

followed by an infltaitive phrase ,

(ex., My dog is ea* to train )

--READING

. 1. Recognize

2. Recognize
c and g

3. Recognize
consonant

4. Recognize
consonant
-ff, -ss,

5. Recognize
consonant
ch/s/ /lc /.

6. , Recognize
consonant

'7. Recognize

3-4

initial/final consonants

variable Iminunciations of

at least two of the following
digraphs: sh, th, wh, ch

at least three of the following
digraphs: kn-, wr-, gn-, qu-,
-ng, -zz, -mb

at least three of the following
digraphs: gh/f, ph, sc/ski/s/,
medial st/s/ (silent t)

initial consonant clusters'
+ r, consonant + 1

consonant clusters: ,s + consonant

-4- 404

1

1

1

1

1

1

1

1

IMP

ADP ONLY
C/COL

43..

44

45

46

470

49

50

51

52

53

54
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( AREADING (Continuedl

(

4
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8. Recognize at least three of the following
final 2-consOnant clusters: -mp, -nd, -nk,
-nt,-st

!° 9. Reco ze at least three of the following
co onant clusters: spr-, etr -, scr-, th*-.

-tch

0. Recoggli short vowels. consonant-vowel- 47

consonant words (ex: hit, hat, hut)
v

11. Recognize at least two of the following
vowele patterns: i-e, a-e, 070
(ex. five, came, hobs)

12. Recognize at learist two of the following.
aw, ou, ow, u-e

Recognize words spelled withlat least
three of the following: au; es is, os,
ue, nyjigh, sigh, ouch

,14. Recognize at least two of the
vowel digraphs. oo, se, oa

15. Recognize at leadt three of
vowel digraphs.,aY, ai, ea,

16. Recognize vowels y and igh

17. Recognize 1-colored vowels (ex. wall,

f
adult, tell)

18. Recognize r-colored vowels (ex: bark, herd,
birch)

13.

I.

a

Skill taught in Efiglish
during this school year
(IF 'Yes' CIRCLE 1 BELOW)

following

the
oi,

following
oy

19. Recognize verb endings: -s, -ing, -ed .

20. Recognize verb ending: -es ..... .

21. Recognize noun plural ending. -a

22. Recognize noun plural ending: -es

23. Recognize irregular plural forms of nouns

24. Recognize singular possessive form of
nouns: -'s

25. ReCogaze coiparative endings. -or, -est.

26, Recognize inflected forms -e ending
words (ex. house-houses, milirsmiling)

3-5
. ,

75-

4©5

I
a

411

-55

56

57

58

59

60

61
I

62

63
1

64

65

66

67

68

69

70

71

72

73
im01"79-80
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8. READING (Continued)

0

27. Recognize inflected forms of words with

Consonant doubling (ex: plan -planning.

big-bigger) ..... . . ..... .. .

A-105

28. Recognize Inflected fArmii-of

-y ending words (ex: ,!retty-prettier),,t., .

29. Recognize agentivelx4er (ix: buy-bayer,

make-maker) 1 '

30. Recognize adjective ending -y (ex: sl epy). .

31. Recognize prefixes: re, un-, dis-, s-. .

Lo--t
1

32 Recognize suffixe;7=151, -less, -nese. .

33. Recognize suffixes:. -ly, -or

33. Recognize contractions

3S. Recognize Niroand words

C. SPELLING

1.. Spell initial consonant sounds

(ex. d -dog, c-cat, g-gate). Ne

2. Spell medial consonant sounds: doubled

consonants between vowels 6

(ex: bb-rabbit, dd-ladder, me-hammer) .

3. Spell final consonant sounds

(ex. p-top, t-hat, g-bug)

4. Spell final consonant sounds

(ex: x-box, ck-clock, es-glass)

5. Spell initial consonant clusters
(ex..sn-snake, cl.rclock, dr-dram

6. Spell final consonant lusters

Ass: op-stamp, st-nest, nt-tent) .. .. .

7. Spell consonant digraphs
(ex: ch-chair, sh-fish th-thumb)

S. Spell one-letter vowels
(ex: a -bed, i-pig, a-hat)

9. Spell one-letter vowels
(ex: e-we, y-fly, y-dry)

3-6
-6-406

Skill taught in English
during this schob&..year

-3)

1

t

1

1

1

1

1.

1

1

1

1

a

ADP ONLY
C /COL
Dupl.
1-15

16

17

18

19

20

21

22

,2a)

4

25

2

27

28

29

30

31

32

33



C. SPELLING (Continued)

10. Spelk one-letter vowels
(ex: Ta-wash,o-cost, u -push)

11. Spell/v woel digraphs
(ex. ai -train, oa -goat, oo-book)

12. Spell vowel digraphs
(ex: is -pie, ew -grew, oi -join). . . ...

A-106

I

A
13. Spell vowel- consonant -e pattern

(ex; a -e/cake, i-e/five, o-e/rope)

14. Spell vowel -r pattern
(ex: ar-ster, or-corn, or-fork)

15. Spell vowel -r glitern
(ex: air-chair,ear, -swear, er -person)

16. Spell plurals by adding -s or -es
(ex: boat-boats, dish-dishes, box-boxes). . .

17. Spell verb forms by adding -s, -es,
-ed, -ing..one syllable verbs requiring Ss
no changes lexi teach-teaches, play-Plays)k'

18. Spell nsiwords by adding suffixes
(ex: slow-slowly, tall-taller, cold - coldest)..

19. Spell new words by changinvy to i when
adding certain suffixes .

(ex: city-cities, try7tried, funny-funniest).

20.,, Spell new words by dropping.final'e when .
adding certain suffixes,
(ex; ride -riding, -niaiinicest). . . .

21. Spell new words by doUbling the final
consonant when adding certain consonants
(ex: hop-hopping, swisrswinmer, big-biggest);7

D. WRITTEN LANGUAGE

1. Distinguish noun forms: singular/plural . .

2. Recognize correct word order:
subject-verb

3. Recognise correct word order:
subject-verb-object
(ex: The cow is eating grass )

Skill taught in English
during this school year
(IP 'Yes' CIRCLE 1 BELOW)

3-7
7-7- 40

A

1

1

1

1

1

1

1

1

1

1

1

1

1

1

4

ADP ONLY
C L

34

35

36

37

38

39

'40

aL,

41

42.

43

44

45

46

47

1 48
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WRITTEN LANGUAGE (Continued)

4. Recognize correct word order.
subject-verb-object-phrase
(ex: I found a pennylon the floor.)

S. 4telate sentences by transformation:
declarative <--> interrogative. inversion
(ex: The party was fun. <--> Was the party
fun ?) . 1

6. Relate sentences by transformation:
declarative <--> interrogative: do support

`(ex: The dog barked. <--> Did the dog
bark?) 1

7. Use verbs appropriately: regular vs.
irregular forms
(ex: work, worked/see, saw, seen) 1

Skill taught in English
during this school year
(IF 'Yes' CIRCLE. 1 BELOW)

1 49

A

8 -8- 408
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E. CLASSROOM DIRECTIONS

1. Produce requests beginning with
Nfilln, "can", "could", and "would "/(ex. Can
I have your book? Will you get
as my pencil?)

2. Comprehend requests with "do you want to and
"would you like to (ex: Would %=cru like to

give as that glass?)

3. Comprehend requests with "do you think"
and "do you suppose" (ex: paxakshlat I
could get your attention? Do you suppose
I can have one?)

4. Comprehend requests with can In
and "may I" (ex: Can I see the picture?
MAY I have another?)

5. Produce requests with can I" and
"may I" (ex: Can I be excused? mix
I go outside?)

6. Comprehend requests in imbedded if and
"whether" clauies (ex: If you can bar mr,
raise your hand.)

7. Comprehend requests in adverbial "how"
clauses (ex. I want to see how fast you
can finish )

8. Comprehend requests imbedded in,"when" and
"if" clauses (ex: If you can find it, we'll
be done. )

9. Coprohend requests imbedded after "if"
clam:Dem (ex: If you can hear ms, raise
your hand.)

rM

3-

Skill taught in English
during this school year
(IF 'Yale CIRCLE 1 8KL9W)

409
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CI COL

53

54

55,

56

57

58

59

60

61
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ORAL VOCABULARY; Students' ability to say woad

ADP ONLY

English when word

Skill taught in English
during this school year

is cued by picture.

(IF ''Yes' CIRCLE 1 BELOW)

1. tank
1 62 0

2. ogle
1 63

3. refrigerator
1 64

4. box J
1 65

5. costume
1 66

6. spinning
1 67

7. horse
1 68

S. cattle
1 69

9. burning
1 70

10. trap
1 71

11. south
1 72

12. dog
1_ 73

13. harbor
1 -- 74

14. milk
1 75

15. baby
1 76

"02 "79 -80

Dupl.
1-15

16. nap
1 16

17. wife
1 17

18. lid
1 18

19. road
1 19

20. farm
20

21. sun
1 21

22. fly
1 22

23. muscle
1 23

24. plane
1 24

-10-,; 410



G. PASSIVE VOCABULARY; Students' ability to understand words (their
passive vocabulary), it is not concerned with their, ability to say

or use the words.

_

1. about

2. at

3. but 4 1

4. did 1

5. find. 1

6. get

7. him

8. if

9. it

10. like

11. make

12. almost

13. on

14. our

15. said

16. some

17. their

18. these

19. time

20. use

Skill taught in English
during this school year
(IP -'Yes'CIRCLE 1 BELOW)

1

1

?

1

1

1

1

1

1

1

.1

1

1

1

1

1

1

21. water 1

22. whit 1

23. whci 1

24. Write 1

25. crust 1

ADP ONLY
C/COL

25

26

27

28

29

30

31

32

33

3

35

36

-37

38

39

40

41

42

43

44

45

46

47

48 '

'49
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PASSIVE VOCABULARY (Continued)

Skill taught in English
during this school year
(n? 'Yes' CIRCLE 1 BELOW)

26. liquid
1

27. goods
1

28. nearby
1

29. attack
1

30. toward
1

31. explosive
1

32. pride
1

33. plan
1

34. recommend
1

35. shaft
1

36. express
1

37. bundle
1

38. airport
1

39., differently
1

40. regard
1

41. knoWledge
.. ; 1

42. fairly
1

43. lives
1

44. danger*
1

45. communication
1

46. steady

47. itself
1

4i. miserable
1

49. sample
1

50. winning
1

' -1412

ADP ONLY
C/COL

50

51

52

53

54

55

56

57

58

59

60

61

62

63,

64

65

66

67

68

69

410

70

71

72

73

74
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G. PASSIVE VOCABULARY (Continued)

51. gain

52. solid

53. pol4.shed

54. suffering

55. prefer

56. negative

57.

58. hammered

59. chosen

60. control

71. notice

72. judgment

1

1

1

1

1

Skill taught in English
daring this school year
(IP 'Yes' CIRCLE 1 BELOW)

1

1

1

1

1

61. "spinning 1

62. citizen 1

63. underground 1 28-

64. feast 1

65. helpful 1

66. bony 1

67. shrill .
1

68. beaten 1

69. aorseback 1
t

70. variety 1

1

1

3-13 C
-13-

z
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17

18

19

20

22

23

24

25

26

27

29

30

31

32

33

34

35

36

37
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SECTION II: ENGLISH AND NATIVE LANGUAGE SKILLS

Below are 3 lists whiCh may be taught in English or in some other

languages. Please circle the cOde/s (1 and/or 2). for each skill which

you expect the group of LEP students you and the interviewer selected

to b. taught during this year. (CIRCLE ALL CODES THAT APPLY.)

_Skill taught during this
School year in:

Students' Native
LanguageEnglish

A. READING

ADP ONLY
C/COL

1. Recognize letter names (alphabet) 1 2 38

2. recognize letter shapes (upper/

tower case)
1 2 39

3. Recognize sass /different letters

in words
1 2 40

4. Classify words by excluding nonmember

from class (ex: Which is not part of a

tree?--trunk, bratch, tail, root) 1 2

5. Classify words by critical features

(ex. Which one is used for writing ? --

horse, shoe, chair, pencil)
lok

6. Recognize meaning of word in context. 1

7. Recognize meaning of contextually
cued faailiai words 1

8. Recognize meaning of contextually
cued unfamiliar words 1

9. Recognize meaning of multiple-
meaning words in context 1

10. Understand definitions.
1

11. Recognize synonyms

12. Recognize antonyms
1

13. Recognize homonyms and homographs 1

14. Select positive or negative response
to text or picture

1, 2 51

15. Answer questions about a composite

picture or'simple story
1 2 . 52

2

2

.2

t

41

42

43

44

45.

2 46

2 47

2 48

2

2, 50

3-14 -14414
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A. READING (Continued)

16. Answer questions or complete
sentences based on text detail 1 2

17. Recognize factual story detail's . . . ./. 1 2

18. Recognize faciuil and infeSential
story details; 2

19: Recognize story title 2

20. Select` topic for paragraph/article 2

21. Identify main idea in a Story 1 2

22. Identify main idea in paragraph 1 2

23. Answer questions about a sequence of two
events in a siAple stony which uses first
grade vocabulary and concepts' 1 2

24. Answer cpiestions about a sequence of
three events in a simple story which uses
second grade vocabulary a#4 concepts. . . 1 2

25. Answer questions about and indentify
sequence-of-events statements in a
sequence of up to four events in a short
descriptive story which uses third grade
vocabulary and concepts 1 2

26. Answer questions about a sequence of three
to five events and actions employing "time
phrases" (ex: then, next, before, during,
7 o'clock) in a short descriptive story
which uses fourth grade vocabulary and
concepts r

27. Demonstrate recognition of cause-effect
relationships ("Why... ? " / "Because... ") by

answering questions about cause portions
of text of simple story which uses third
grade vocabulary and concepts 1 2

Skill taught 'during this
school year in:

Students.' Natj.ve

LanguaaeEnglish

28. Demonstrate understanding of cause-effect
relationships, by answering quesljtons which
emphasise both cause ("Nhy?",.*Now?") and

,effect ("What happened when...?") in simple
story which uses fourth grade vocabulary
and concepts

3-15
-15-

1

415

ADP 'ONLY
C L

53.

54

55

56

57.

58

'59

61

63

r

65
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A. READING (Continued)

Skill ta49ht during this

.school year in:

Students' Native

English Language

ADP ONLY
C/COL.

29. Compare text. details
1 2 66

30. Predict outcomes /draw conclusions 1 2 67

31. 'Alphabetize' by first letter 1 2 68

32. Alphabetize by first and second

letters
1 2 69

33.. Find correct definition for word in

context in dictionary,
1 2 70

34e: Answer questions based on table.

of contents ri 1 2 71

35. Answer questions, given an

index page
1 2 72

"04°79-80

r Dupl.

B. WRITING
1-15

1. Copy sentences - manuscrtpt form 1 2 16

2. Copy sentences - cursive form 1 2 17

3. Write connected text legibly
1 2 18

4. Capitalizenames of persons 1
19

5: Capitalize the personal pronoun I 2 20

6. Capitalize first word of sentence . 1 2 21

7. Capitalize months, days, streets,
cities, states, speoialdays or
holidays, countries, non-personal

proper names ..... 2 22

8. Capitalize first letter in personal

titles: Mr., Miss, Mrs., Ms., Dr 1 2 23

9. Capitalize first Uord in dialogue

quotation
1 2 24-

10. Use period to end a declarative

sentence '

1
25

11.
,/WS period to end an imperative Sentence. . 1 2 '26

. .3-16
-16-
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8.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

14.

A7116? 7...

Skill taught during this
school year in.

WRITING".(Continued).

Use question mark to and an
interrogative sentence

Use exclamation point to end an exclamatory
sentence

Use comma to separate items in a series .

Punctuate salutation and complimentary
closing of a personal letter 1

Use apostrophe in singular possessive
fork

Use chronological. rder ... .

Limit a paragraph to one main idea

Ilaborate for narrative writing;
include events appropriate for a straight-
line narrative (ex. can discriminate
between sentences which belong/do not
belong to a story title)

English
Students' Native

Language

1 2

1 2

1 2

2

1 2

1 2

1 2

2

1 2

1

Complete an open-ended story.

Write a straightline narrative of three or
more sentences conveying events chronologi-
cally in response to a series of pictures .

Write a straightline narrative of a pars--''
chronologi-graph or more conveying events

.

cally in response to an -oral instruction
(ex:-Tell me about. the day you started
school for the first time.)

Writs an expository composition involving
one main idea that explains a simple pro-
cedars and disiohmtrates.understanding of
sequence, direction and movement

24. Write a description in one paragraph in
response to a picturi involving an object
that strongly evokes teenier sensory im-
pressions .(ex: vrite,a paragraph telling .
someone who's never eaten a hot dog .about
one cooking over a fire in a picture, tell
about sounds, smellappearance, taste)

3-17
-17-

1
2

1 2

1 2

417

ADP ONLY
C/COL

27

28"

29

30

31

32 .

33

34

35

36

37
c

39. .1
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s,

B. WRITI (Continued)

li:

Skill 11 be taught this
year in:

Students' Native

English Language

25. Write a description in one or more para-
.-

graphs in response to a picture which

evokes a variety of sensory impressions

(ex: write a paragraph about a picture

of 0 porcupine eating ah ice cream cone). 1

C. CLASSROOM INTERACTION

1. Student responds to request (by teacher)

when called upon by name.

Example:
T. What was the day before

yesterday, Claudia?
S. Sunday

1 2
ly

2

2. Student secures teacher's attention (for

classroom participation) following teacher's

open invitation for information.

Example:
T. What other words go with tree?

S. (Many children raise hands/John
raises hand.)

T. John, what is your word?

S. Leaf

Student responds to teacher's request when

called on by name or by some nonverbal cue

(e.g. gesture) following student's bid to

respond.
Example:
T. What other words go with tree?

S. (Many children raise hands/John raises

hand.)
T. John, what is your word?

S. Leaf

2

2

ti

ADP ONLY
C/COL

40

41

42



C. CLASSROOM INTERACTION (Continued)

tJ

Skill will be taught this.
year in:

Students' Native
English Language

4. Student responds when turn has beep
designated by automatic (predeteimineU)
turn taking procedure.
Example:
T. Okay, starting with Monica, oath of you

will get a turn to answer,- we'll go in
the order that you're seated around
the table.

T. Ready, Monica? .. 1

5. Student knows when it is, appropriate to call
out the answer without being asked.
Example:
T. I called the tractor a mm. .

S. Machine.
T. Right, Rafael, I called it

a machine.

6. Student requests further teacher explanation
when needed (request for clari4ication).

Example: .

T. Don't procrastinate!
4. What?
T. Don't put it off 1

T4ANIC YOU VERY MUCH FOR YOUR TIME AND CONCERN

3-19 -19-

4.19

2

2

2

ADP ONLY ,

C/COL

.44

.

45

46

70-71

72-75

7.

77
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