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CHAPTER 1

INTRODUCTION

Bilingualism is a subject of increasing concern in our country tdday.
It is a subject of importance which, many argue, should be given attention
by our educational system and all citizens of our nation since it affects
all of us. This area of concern sﬁ;uld be viewed, reviewed and modified
to fit‘our present needs.

Bilingualism is a term which refers to any person who communicates in
more than one language. Bilingual education, therefore, is academic instruc-
tion in two languages. According to Cordasco (1977), a bilingual educational
program is one in which a pupil receives instruction in academic subjecps in
both his native language and English. Concomitantly, the student in a bilin--
gual program usually learns about the history and culture associated with
both languages, i.e., he receives bicultural education.

For too many years our country has been knows as the "melting pot"
of all nations. The influx of immigrants has included the Japanese and
Chinese who migrated to California, the Mexican who migrated to Arizona, New
Mexico and Texas, the French who migrated to Louisiana and the northern
states, the Cuban to Florida, the German to Pennsylvania, and thg Puerto
Rican to New York. These immigrant children have been mainstreamed into
our school systems throughout the country.

All too often immigrant children have given up their language and cul—~
tuée to conform to our system of speaking and living. In many cases, these
children have very quickly fallen behind in their academic achievement.

They have not been able to learn and progress in our schools because they

have not been able to read and understand the English language. At the same



time, instead of recognizing the issue at hand, many of our teachers have
viewed these students as being inferior merely because they have been
linguistically different. Therefore, they have generally been socially
promoted instead of being assisted in skill develcpment. Sooner or later,
many bilingual students have dropped out of school (Schwartz, 1979).

In the 1800's several states dealt with the issue of English as the
language to be used in classroom instruction and as a subject to be taught.
In the eastern part of the United States, German immigrants established
German—-English bilingual schools where German and English would be used as
both a medium of instruction and as a subject to be taught. Italian was
used in New York in the same manner. French was used in Louisiana. Span-
ish was used 1n New Mexico.

According to Leibowitz (1980), many years ago, people came from Spain
to Mexico and intermarried. When the Southwestern states became annexed,
the majority of people were Spanish, When these territories achieved
statehood, approximately eighteen percent of the education was private and
Catholic. 1In 1870, California passed a law requiring all schools to use
English as the language of instruction. The two earliest school laws in New
Mexico contained no language provisions. Because there were very few Anglos
in the state, the laws were first drafted in Spanish and later_translated
into English., 1In 1874, the composition of the schools in New Mexico was
five percent English, sixty-nine percent Spanish and twenty-two percent
bilingual. In 1891, a law was passed requiring all schools in New Mexico
to use English as the language of instruction. Bilingual education, therefore,
is not new to our country. It is only recently that we have once again

focused national attention upon it.



Today there is a new surge of interest in trying to improve our
educational system and focus on individualized instruction for each
child. With an increased interest in individualized instruction must
come a new attitude toward the child who comes to school with a language
other than English. Schwartz (1979) says that the way the communication
of a child is received by peers and teachers has a major impact on the
way in which the child will communicate. Being linguistically different
often comes to mean being inferior. Often, linguistically different
children are the ones who leave school early. In viewing the Mexican-
American child, Adkins (1971) says that upon entering first grade, the
Mexican-American child is not bilingual but monolingual in Spanish. The
keynote to a successful'program is the acceptance by the teacher of the
value of the language which the children bring to school. Rather than‘
embarrass the child for his lack of English mastery or minority dialect,
teachers may subtly and wordlessly demonstrate their approval and appre-
ciation of the child as an individual. There must be obvious recognition
by children that teachers accept and value their language. This is a
positive motivator.

The following statistics reveal that a renewed and continuous inter-
est in bilingual education is evident. In 1971, the United States Com-
mission on Civil Rights reported that nearly one-half of Mexicaﬁ—American
students left school before twelfth grade. 1In reading achievement at the
fourth-grade level, fifty-two percent were deficient in reading skills.
At the eighth-grade level, seventy-four percent were reading below grade
level with forty-nine percent reading two or more years helow grade level.
The Civil Rights study also reported that twenty-two percent of Mexican-

American students repeat first grade and five percent repeat fourth grade.



Some of the most causative factors given were: (a) a long history of
indifference toward the educational needs of the Mexican-American on the
part of the dominant Anglo society; (b) social factors attendant upon lin-
guistic and cultural differences which lead to difficulty in school; {c)
the melting pot theory that has pervaded American education for so many
years and has overlooked individual differences; and (d) the inadequacy of
teachers, of curriculum and of facilities in the schools for meeting the
needs of bilingual students (Reyna, 1980). Some five million youngsters
in the United States come from homes in which the language generally spoken
is other than English. Estimates based on samplings in several states
suggest that 1,800,000 to 2,500,000 American children need bilingual educa-
tion (Cordasco, 1977).

The population of Spanish~-speaking people in this country is increésing.
The number of Spanish-—speaking students in our schools is growing.
According to Pifer (1980), the United States now has the fourth largest
Spanish-speaking population of any country in the Western hemlsphere. It
is projected that by the twenty-first century, more persons will speak
Spanish than any other language of the Americas, including English. These
students must learn to read in order to succeed academically and fit into
our society as productive citizens. Because these students possess special
needs, they must be assisted in the regular classrooms of our échools.
Materials which they can read and which can help them to make the transition
from the language used at home to the language used at school must be devel-
oped.

Many public school reading programs utilize basal reader texts. Any
materials developed for use by bilingual students would be best keyed to

the basal reader being utilized in the classroom. The Ginn 720 series is



one such basal reader series. Developing materials for use by bilingual
students in conjunction with the Ginn 720 series would insure that the
materials would be used by the classroom teacher. Focusing on a level in
the series which is subsequent to the initial levels could demonstrate the
utility of these materials in meeting the on-going needs of bilingual stu-
dents. Level 7 is generally used by students in third grade, and the third
grade is generally the grade selected for making the transition from the
student's native language to that of English. Therefore, the purpose of
this project is to develop supplementary reading materials keyed to the
Ginn 720 Basal Reader, Level 7, for use by the regular classroom teacher
in order to instruct the Spanish-speaking student in vocabulary skills.
Focus on vocabulary skills, a principal activity in any reading curriculum
and one which is a prequisite to so many other reading skills, would |
greatly assist this bilingual student.

These curriculum materials will be reviewed by local experts in educa-
tion in the northeast Florida area in order to obtain input for their

refinement.



CHAPTER II

TERMS

Bilingualism - communication in two languages with equal or nearly the
same ability

Bilingual Education — instruction in two languages covering all areas of
the curriculum (Vattakavanich & Tucker, 1980)

Bilingual/Bicultural - the utilization of two languages in a curriculum
which focuses on the history and culture of both languages

Bilingual/Multicultural Education - an education approach which entails
the use of two languages for instruction, one of which is English,
in all or part of the curriculum (Gutierrez)

ESL (English as a second language) - the teaching of English to speakers
of other languages in an English-speaking environment or in an area
where English is widely spoken (Vattakavanich & Tucker, 1980)

ESL/SSL - English as a second language/Spanish as a second language

L1 - the native language spoken by someone |

L2 - a learned second language spoken by someone

LESA - limited English speaking ability

TESOL - the teaching of English to students of other languages

Spanish—speaking students - elementary and secondary school students born
in (or with one or both parents borm in) Mexico or Puerto Rico or in
states for which such information is available (Leibowitz, 1980)

Reciprocal Bilingualism - a two-way approach whereby children of the main-
stream are exposed to instruction in two languages in the early school
years (Schwartz, 1979)

Interference - all of the problems of perception and implementation which

arise from native language habits of the speaker (Critchlaw, 1975)



OBEMLA - the Office of Bilingual Education and Minority Language Affairs
NIE - National Institute of Education

NEA - National Education Association

SEDL ~ Southwest Educational Development Laboratory

SWRL - Southwest Regional Laboratory

ACTFL - American Council on the Teaching of Foreign Languages

AIR - American Institute of Reseaich



CHAPTER III

REVIEW OF RELATED LITERATURE

Educators have begun to consider the student as an individual and have
focused on the issue of the right of an individual to an equal education.
This has meant challenging the idea of mainstreaming children in a "melting
pot' atmosphere and turning more toward meeting the needs of each individual
child, whatever the particular language or culture of the child might be.

The issue of meeting the needs of an individual and of giving each
individual the right to an equal education was given national attention
when in 1964 the government passed the Civil Rights Act. This legislation
focused on the poor and made education a matter‘of national policy and
priority for all disadvantaged youth.

In 1965, the Elémentary and Secondary Education Act was passed. The
Act provided funds for the planning and implementation of programs designed
to meet the special needs of children of limited English-speaking ability
in schools having a high concentration of such children from families with
incomes below $3,000 per year (Cordasco, 1981).

In 1966, the National Education Association sponsored a conference
on the education of Spanish-speaking students in the Southwest which recom—
mended instruction in Spanish for those students who speak Spanish. One of
the major conclusions was the need for bilingual education with the federal
government assuming an important part of the responsibility (Leibowitz,
1980).

The Bilingual Act of 1968 was passed by Congress as Title VII of the
amended Elementary and Secondary Act, which was enacted in 1965. The poli-
tical support for this Act came out of the large Mexican-American community

of the Southwest. The sponsor of the bill was Senater Ralph Yarborough of



Texas (Cordasco, 1981). With limited resources of their own, states and
school districts have relied principally upon the Federal statutes to sup-
port programs to meet the needs of the bilingual child. The critical edu-
cational challenges posed by growing numbers of non-English speaking chil-
dren have resulted in a number of state legislatures mandating bilingual
education (Cordasco, 1977).

When the Bilingual Education Act was initially enacted, funds were pro-
vided for non-English speaking students to learn to speak and understand
the English language. The Act now also includes the provision of funds for
the teaching of reading and writing to non-English. speaking students. The
Act also allows for up to forty percent of the participants to be childreﬁ
whose first language is English. Guidelines require that after some time
federal grants should be replaced by state funds so that the program éf
bilingual education will continue to be operational (Pifer, 1980).

Two court decisions made stronger commitments to bilingual education:
United States vs. State of Texas et al. (1971) and Serna vs. Portales (1972).
A judge ruled in one decision that:

It is the responsibility of the educational agency to provide

an individualized instructional program which is compatible

with (the children's) cultural and learning characteristics

.. while recognizing the cultural and linguistic pluralism

of the student body and providing equal opportunity for rein-

forcement and expansion of that pluralism ... (and providing)

for the characteristics of the child's immediate environment

in which he shall function in the future (Schwartz, 1979).

Massachusetts, in 1971, was the first state to legislate the estab~-
lishment of transitional bilingual programs; until that time, no state

had mandatory bilingual legislation. By 1980, some ten states had enacted



similar bilingual educational statutes (Cordasco, 198l). To date,
approximately twenty states have enacted Bilingual Education Acts which

. require, permit and occasionally fund such programs. No state provides
bilingual/bicultural programs for all of its target children, and the
programs that exist were developed as remedial programs within the con- -
straints of a deficit model (Santiago & Feinberg, 1981).

In 1974, the United States.Supreme Court ruled in Lau vs. Nichols
that San Francisco schools were required to provide bilingual education to
non-English speaking students (Cordasco, 1981). Associate Justice William
0. Douglas said:

There is no equality of treatment merely by providing studeants

with the same facilities, textbooks, teachers, and curriculum;

for students who do not understand English are effectively

fbreclosed from any meaningful education...Basic English skills

are at the very core of what the schools teach. Imposition of

a requirement that, before a child can effectively participate

in the educational program, he must already have acquired those

basic skills is to make a mockery of public education (Cordasco,

1977).

The General Accounting Office issued a report to Congress in 1976

entitled, Bilingual education: An unmet need, which maintained that the

United States Office of Education (USQOE) had made little progress in
identifying effective means of providing bilingual education instruction,
in training bilingual education teachers, and in developing suitable
teaching materials. A damaging evaluation, commissioned by the USQE
extending over four years and examining the program of 11,500 Hespanic

students, was published in 1978. The evaluation was done by the American
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Institute of Research (AIR) which concluded that most of the children were
not required to learn English; that those who were required to learn English
were not acquiring it; and that, with few exceptions, the programs which
were aimed only at linguistic and cultural maintenance were already alienating
children from school (Cordasco, 1981).

The United States Government has instituted various policies in recog-
nition of the special educational needs of the large number of children of
limited English-speaking ability in this country. In 1974, for example,
Congress stated that it would be the policy of the United States to provide.
financial assistance to local education agencies to develop and carry out
new and imaginative ¢lementary and secondary programs in order to meet
these needs. 1In 1978, Congress declared a proposal that schools would
demonstrate effective ways of providing for the needs of these sutdenté
by designing instruction to enable them, while using their native language,
to achieve competence in the English language. Present legislation indicates
that the student of limited English proficiency should be integrated with
other school children on both educational and ethnic grounds (Liebowitz, 1980).

As the bilingual program has expanded, the need for materials has also.
The 1978 Amendment requires that bilingual materials be equal in quality to
those developed for regular English instruction (Liebowitz, 1980).

According to Schwartz (1979), non-English speaking studentg in years
past acquired two languages sequentially; first, the non-English "home"
language, and then, the English "school" language. The "home" language,
unused and unstudied in the schools, tended to remain undeveloped. Today,
in one context of bilingual education, and as a function of broadening
social contacts with English-speaking adults and children, the students
both acquire and develop two languages with the purpose of using them

habitually in diverse settings.
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According to Troike (1978), fifty-two percent of the Title VII programs
in 1969-1970 were such that both languages were introduced simultaneously.
Harrington (1980) provides the view that learning to read simultaneously in
two languages can be confusing. In addition, a study was developed involving
a bilingual program in Redwood City, California in which the reading of both
languages was introduced at the same time (Cohen & La Rosa, 1976). The find-
ings of this study revealed that feading competency in both languages 1is
retarded by such an approach.

According to a report in 1980 by the United States Department of Educa-
tion, one of the most common approaches to bilingual education is to give
instruction in academic areas in the native language until the student can
profit effectively from.English instruction. Various examples of alternative
approaches to bilingual education follow. |

Cazden and Leggett (1976) stress the importance of peer learning as
one of the most effective methods of learning a second language. Research
surveyed by Engle (1975) suggests that learning to read in the native lan-
guage (L1) is the best approach for a younger child. 1In an exemplary pro-
gram for older children, a child already in L1 would not have his develop-
ment in L1 reading stopped. It would continue along with the learning of
a second language (L2). For elementary school children before the age of
ten, it is suggested that Spanish reading instruction is most éffective
for the child who enters school not reading at a2ll and is Spanish mono-
lingual (Harrington, 1980). Rdbinett (1965) adds that while mastery of
reading in Spanish by elementary students facilitates later transfer of
reading skills to English and that while premature transfer can impede
reading in both languages, there is also evidence that oral ESL develop-

should precede learning to read in English.

- 12 -



In 1975, forty elementary, junior high and high schools were identi-
fied under government guidelines and designated as pilot schools for bi~
lingual education. These pilot schools were to provide a complete bilin-
gual program for all students within each school who had been identified
as requiring the program. Title VII objectives included instructional
goals, parent involvement, staff development and curriculum objectives.
Instruction was to be provided in two languages in grades K-5 in all
subject areas {Benedict, 1979).

The Milwaukee Bilingual Education Program was a five-year pilot
project of this type. The program provided a Spanish/English bilingual/bi-
cultural curriculum taught by a bilingual staff of Spanish-American heri-
tage. Both English and'Spanish were used for instruction in order that
students might demonstrate grade-level academic achievement in both 1aﬁ-
guages by the end of the sixth grade. Spanish language arts were assessed
according to achievement gains.

The results revealed that the bilingual program primary étudents
scored lower than the comparison groups on tests of English,reading. Stu-~
dents in the bilingual program were able to comprehend Spanish and to do
well on a Level one test of reading by the end of the third grade. Oral
Spanish improved but there was a tendency to stray from standard Spanish
to a Spanish/English mixture. .

According to Bortin (1973), second generation students do not hawe
much of a problem adjusting to school. However, mostly newly-arrived and
first-generation Milwaukee Spanish-American students have been character-
ized by low achievement, a high drop-out rate, and absenteeism. Differ-
ences in language and culture have been the main determinants of this

unfortunate record.
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Bortin (1973) says that a culture includes a common language, diet,
costuming, socialization patterns, and a set of ethics. Because of this
particular culture, the Spanish-speaking student encounters special pro-
blems in a regular classroom. The bilingual student has a poor under-
standing of English. The monolingual Spanish-speaking student is unable
to communicate or comprehend English. Students from migrant families lead
itinerant lives which disrupt their schooling and cause poor achievement.
Their low educational and socio~economic status restricts experience in
home and community. The non-recognition of Spanish cultural values by
the majority of society also results in misinterpretation of much of
student behavior.

The bilingual program at Vieau School in Milwaukee was a field test
site for materials developed by the Title VII Spanish Curricula Develdp-
ment Center (SCDC) in Dade County Public Schools, Florida. Students were
placed in this program by their parents and monolingual students had first
choice of participating in the program. Spanish was the dominant language
of forty percent of the students in this program, with Mexican and Puerto
Rican being the most common Spanish variants. These students differed in
many idioms, vocabulary items, and vocal inflections, as well as in the
national culture and literature reflected in the language.

The bilingual class at each grade level at the school was-compared
with a traditional class at the same grade level. These comparisons were
an attempt to control for pfobable "bilingual atmosphere" effects on the
Vieau comparison groups. Almost all of the bilingual pregram students
and nearly two-thirds of the comparison group students were Spanish-American.
On the total score, the bilingual program students scored higher than the
Vieau comparison group; i.e., the bilingual aspect was effective in facili-

tating the learning of skills by Spanish-American students. It appears,
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therefore, that the facility in two languages is an asset in intellectual
functioning on a verbal test such as the Metropolitan Readiness Test
Form B.

The school principal at Vieau reported that prior to the bilingual
program, the newly-arrived Spanish-speaking students had severe behavior
problems. Following the implementation of the program, the students seemed
to fit into the school atmosphere and their behavior became an asset to
the school image. Their change in behavior was attributed to: (a) a
good attitude by the teachers toward the students, plus home visits which
were made by the teachers; (b) the equal use of Spanish and English in the
bilingual program; (c) the availability of liaison persoms to assist with
any problems encountéred; and (d) an accent on the contributions of Spanish-
American culture which elevated the self-concepts of the students (Bbrtin,
1973).

According to Benedict (1979), New York PS 155 was another school
selected for the bilingual pilot program. The school had four hundred
eighty-two Spanish surnamed students. This was forty-nine percent of the
entire school enrollment. The Language Assessment Battery indicated that
three hundred seventy-six (or seventy-nine percent) of the students were
English-language impaired. A parent advisory board was established.

The Spanish reading instruction for grades 1-5 was achiéved through

the Laidlaw Basal Series. The students were grouped according to their

level of proficiency. One period of Spanish reading instruction was
given daily. Children who needed remedial attention attended a Spanish
Reading Lab on a regular basis. Supplementary reading for the grades

included the text, El1 Nuevo Sembrador. The instruction of phonics was

achieved through the book, La Primera Fonetica. For language arts, the

Lengua Espanola Series was used. For comprehension skills, the S.M.




Lenguaie Series was used.

The assessment for program participation for the instruction of
English reading was the same as for Spanish. Students in need of remedial
assistance attended an English reading lab on a regular basis. The pri-

mary grades used the Bank Street Reading System for reading instruction.

Supplementary texts, the McMillian "R" Series and the Scott Foresman

System, were also used. Grades four and five used the basal reader,

Ginn 720 Series, for reading instruction. The Barnell-Loft Specific

Skill Series, the McCall~Crabs Series and the Gartler-Clark System were

used for supplementary reading. In all grades, The New Phonics We Use

was used for instructing phonics.

The school utilized bilingualism in several ways. By employing the
ESL/SSL program, conversational English speaking was used in the primary
grades. The school also incorporated their cultural teaching into the
Social Studies curriculum. Cultural teaching was incorporated into their
art, music, physical education, special assemblies, and lunch programs.

The school developed instruments for assessing reading growth in
English and Spanish for grades four and five. A criterion-referenced
test of Puerto Rican history and culture was also developed. A bilingual
resource library was established at the school.

Educational assistants were placed in grades three and fouf where
they were most needed. Paraprofessionals were funded by the government
program, Title I, and placed in the remaining grades. All classes received
services provided by the Bilingual Coordinator and the Reading Specialist
at the school.

Guidelines of proficiency required that when a child was able to par-
ticipate effectively in the learning process in English, as determined by

an assessment of the particular language skills, the child was no longer



required to participate in the program. The child could continue in the
program, however, through parental request.

A pretest was given in January while a posttest followed in May,

The test used for Spanish reading was the Interamerican Series (C.I1.A.),
also knows as the Prueba de Lectura. The result of the test revealed
that all grades indicated highly significant progress in the knowledge
of Spanish vocabulary.

The Stanford Achievement Test (S.A.T.), was the test used for English
reading. A pretest was given in October while a posttest followed in May.
The result of this test revealed that all grades indicated a significant
increase in reading achievement except for the third grade.

The overall results of this study indicated remarkable success. The
school experienced an atmosphere of excitement and enthusiésm. The adﬁin—
istration agreed that the bilingual staff was dedicated and committed to
the programs being instituted. The bilingual teachers possessed a good
command of both English and Spanish. All of this seemed to have a posi-
tive impact on the students. As a result, the school body feared that
general competency tests in the future might create difficulties for the
students. The principal, however, agreed to teach all students test-
taking skills, which would assist them in this endeavor.

The preceding report stated that the federal government is‘emphasiz—
ing the transitional type of bilingual program with stated entry and exit
criteria for program participants. Likewise, most of the administration
and teachers at PS 155 favored a maintenance program where the first lan-
guage is maintained while the students learn English.

According to Doyle (1971), the state of Michigan has the second
largest majority of migrant workers in America. The majority migrate

from Texas. Doyle concluded that the main reason for failure among
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migrant children in the classroom was the inability of these children
to speak and understand English.

In 1967, the Michigan Department of Education funded many programs
for the children from migrant families. The language arts program of
the Hartford, Michigan region set up a program for migrant children
who were natives of Texas, Arkansas, Georgia and Florida. The program
continued for seven weeks. Local teacher were employed for instruction.

The program, which was proposed by the Center for Research on Lang-
uage Behavior at the University of Michigan, was named, Foreign Language
Innovative Curricula Studies (FLICS).

FLICS used a drill type lesson with Spanish and English. The lang-
uage lessons 1included: the nature of language, attitudes toward language,
vowel sounds, consonant sounds and suprasegmentals (stress, pause and
pitch). The language lessons provided a great deal of interaction in
both Spanish and English. They were also designed to portray the importance
of the migrant worker in our farm structure.

Several recommendations were concluded from this study: (a) teachers
should be trained in linguistiecs in order that more quality instruction
will be given to the Spanish-speaking student; (b) elementary education
teachers should increase their teaching ability by taking courses in
speech and language arts; (c) aides should be used in special school pro-~
grams; (d)} materials for language arts should be designed in a flexible
manner in order to account for creative ideas presented’ by teachers and
aids; and (e) coordination between Florida, Texas and the Michigan Depart-
ment of Education should be encouraged so as not to duplicate programs.

According tc Ramirez (1979), a study was instituted concerning the
Spanish reading teachers from the San Francisco Bay area. Each teacher

had acquired at least one year of experience in teaching reading in
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in Spanish in bilingual programs.

The purpose of this study was to investigate the behaviors of teachers
currently engaged in Spanish reading instruction in bilingual elementary
schools and to identify teaching practices that are associated with
student gains in Spanish reading. The eighteen teachers were given
two curriculum units selected from reading lessons prepared by the Span-
ish Curriculum Development Center, Dade County, Florida.

Student achievement in Spanish reading was measured in terms of mean

adjusted gains scores on the Interamerican Prueba de Lectura, Level II,

which contains forty vocabulary items and forty comprehension questions
with a total test score of eighty. The pretest was administered in
February, 1977, and the posttest in May.

The teaching of decoaing skills, asking the student to read sentences
aloud and correcting errors in decoding were the three behaviors which.v
had strong independent effects and contributed significantly to student
achievement in Spanish reading. The teaching of grammar and the use of
materials (i.e., chalkboard, etc.) made positive but non-significant
contributions to reading achievement scores. The scores of the teachers
in the Spanish Proficiency Test reflected a slight positive contribution
to student gains. Therefore, the higher the scores of the teachers, the
higher the student gains.

The results of this study revealed a linear relationship begween
teaching behaviors and student language learning. An analysis of the
results revealed a statistically significant correlation betweern course
work in reading methods and student reading achievement. Therefore, a
teacher who is not proficient in Spanish will be unable to teach decoding
skills, to correct errors in decoding or teach structural analysis

successfully. If a teacher is unfamiliar with reading methodology,
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students will be asked to engage in language activities (i.e., asking
students to read whole paragraphs, etc.) which do not necessarily pro-
mote reading achievement.

Reyna (1980) reports that, ideally, LESA children should receive
native oral language instruction prior to going into native language
reading. At the same time that native oral language development and
reading are taught, the LESA child should receive English as a second
language instruction before the transfer at some point in time is made
to English reading. A transfer could be made to English reading only
if the program is transitional in nature.

In a study done in South Texas, it was concluded that thirteen per~
cent of the teachers in that area transfer children from Spanish to
English following mastery of fifty percent of the skills on a cﬁecklist;
Twenty—-six percent of the teachers transfer child;en following the
completion of a particular Spanish reading book level. Ten percent of
the teachers transfer children following mastery of a sufficient knowledge
of the English language as measured by a test. Sixteen percent of the
teachers teach both Spanish and English reading skills concurrently
and transfer at a given grade level. There were no teachers who reported
placing Spanish LESA children in an ESL program only and then transferring
them to a regular English reading program after mastery of suffgcient
knowledge of the English language as measured by the completion of a
given ESL reader. Nineteen percent of the teachers place Spanish LESA
students with the mainstream in a regular English instruction program.
Ten percent of the teachers use a combination of models (Reyna, 1980).

An extensive review of the literature has revealed that research
studies on the eriteria that can be used by bilingual teachers to trans-

fer Spanish LESA children from Spanish reading to English reading



are almost non-existent (Reyna, 1980).

According to Kazlow and Lachman (1980), a study was conducted among
four schools in New York City (i.e., PS 9, 46, 54 & 67). Students were
assigned to a bilingual program on the basis of scores taken from English
Language Assessment Battery administered at the end of 1978-79 or at the
beginning of 1979-80 school years. The twentieth percentile was the
cutoff point at which students could be eligible for the program. Out of
two hundred twenty-nine students, one hundred fifty-nine placed below the
twentieth percentile. This group represented students who possessed basic
language problems in Spanish as well as English. The staff included thir-
teen bilingual classroom teachers. In some schools Title I personnel
assisted in the Title VII program.

Evaluators visited and ohserved the schools four times that year.
They found the staff to be cooperative and concerned about the program.
The classrooms provided an atmosphere for learning. The teachers utilized
textbooks and workbooks in lesson presentations. The teachers also pro-
vided whole class instruction but were working toward providing small
group instructiom.

In all schools combined, the number of children eligiﬁle.for bilin-
gual instruction was insufficient to form single-graded classes} therefore,
bilingual classes were multi-graded. Whole class instruction, iﬁ these
instances, meant exposure to inappropriate grade level curriculum.

The lessons tended to be teacher-dominated and lacked motivating
activities, summaries and questions which tend to develop the verbal and
intellectual skills of the students. Therefore, students did not have a

sufficient opportunity to elaborate responses and expand their verbal skills.
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The bicultural aspect of the program was limited to observances of heroes
and holidays.

Students in kindergarten and first grade were not tested. Students
in second grade were not tested in English reading. In some classes,
many. students were excused from taking the standardized tests.

One of the major objectives of these four schools in New York was
the improvement of the Spanish reading skills of the students. The Inter-
american Series, Prueba de Lectura, was used to test Spanish reading
progress. According to test results, there was an improvement in Spanish
reading ability across all grade levels and in all schools.

Students in grades three through five were administered the Metro-
politan Achievement Test to determine English reading progress. Each. of
these grades displayed significant improvement in reading. Despite the‘
growth in reading, however, all scores fell below grade level. A statis-
tical analysis indicated that the Bilingual program did meet some of its
instructional objectives.

Recommendations as a result of this study include: (a) testing should

be expanded to include subject areas; (b) all pretests should be adminis-
tered and scored carefully; and (d) all students should be included in
the testing program. It was also concluded that provisions should be
made for testing aad placing those students in a bilingual program who
have learning disabilities or emotional problems.

According to Chambers (1981), investigators at the Northwestern
Education Cooperative in Illinois studied the effects of three language
approaches to reading instruction for bilingual Spanish-English speaking
children: (a) native language, (b) second language, and (c) concurrently

learned languages. It was concluded that none of these approaches brought
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the children to a level equal to that of native English speakers by the
end of third grade..

A study done in New Jersey by the Educational Testing Services on
Puerto Rican bilingual students concluded that performance on various
tests in Spanish and English can be significantly predicted by measures of
reading comprehension in each language. A two-phased longitudinal study of
the effects of learning characteristics and reading methodology on the
reading achievement of bilingual children is underway at the SEDL in Austin
(Chambers, 1981).

One recently completed dissertation analyzed attitudes toward Spanish
and English among children, their parents, school administrators and
teachers. The most negative attitudes toward Spanish. speakers and the
Spanish. language were held by the teachers (Chambers, 1981).

A five-year Title VII project was developed by the Austin, Texas
Independent School District in order to improve achievement in several
academic areas: (a) oral language proficiency, (b) knowledge of basic
concepts, {c) reading ability in Spanish, and (d) proficiency in English-
reading and math. |

The measurement of oral language was assessed by the Oral Language
Proficiency Measure (PAL Test) developed by the El1 Paso Public Schools.

In order to assess the knowledge of basic concepts, kindergaftners
were tested with. the Boehm Test of Basic Concepts. The project students
(Spanish dominant) were tested with the Spanish version of the same test.

All other students were tested in English. Studies revealed that
during the last three years of the project, the project students gained
more than the non-project students (English dominant).

In order to measure improvement in Spanish reading, grades two
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through five were tested with the Prueba de Lectura in the spring of each
year. The project student scores revealed small but consistent gains and
the gains were greater than those of the non-project students.

The California Achievement Test (CAT) was administered in the spring
of each year in order to measure achievement in English reading and math.
The project student scores revealed significant greater gains than non-
project students on the CAT, although there was no difference in math.

A comparison of achievement gains was conducted among: English mono-
lingual students, English dominant students, and Spanish dominant/bilingual
students. The test scores for these three groups at the first grade level
indicated that the means for Spanish dominant/bilingual students were con-
sistently lower than those of the other two groups. After four or five
years of participation, the gap was not cldsing. In fact, at the fifth
grade level, the gap was significantly wider than it was at the first
grade, with the Spanish dominant/bilingual falling far behind in reading
and math.

One area of concern revealed as a result of this study is the inabil-
ity to locate appropriate instruments for measuring achievement objectives
in the bilingual program. Language instruments are frequently.subjectivé,
and many instruments are lacking true equivalent English/Spanish forms.
Another problem of concern is the difficulty in obtaining an appropriate
sample of students in order to assess the objéctives.

Moreover, another problem of concern is the lack of evaluation
models applicable for longitudinal evaluations of achievement in bilingual
programs {(Carsrud, 1980).

Currently attempts are being made to lengthen exposure to bilingualism

by making it available at higher grade levels. According to Schwartz (1979),
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the Albuquerque Public School System offers a good example of the expan-
sion which is taking place. There are at present bilingual programs in
twenty-two schools from kindergarten through sixth grade in Albuquerque.
In addition, one junior high school began such a program in 1975. Eventu-—
ally, the board of education hopes to offer bilingual education through
the high school level.

Schwartz also says that a similar trend can be found in New York
City where a number of junior high schools are currently offering bilingual
programs. At PS 25 in the Bronx, students learn to speak in both tongues,
and learn to read in their dominant language.

Reciprocal bilingualism is being implemented in the Los Alamos schools.
The English dominant children in kindergarten and first grade are being
taught in Spanish, as well as in their native tongue. The schools afe also
trying to develop é multi-cultural awareness on the part of the students.

The current focus on language proficiency is on communicative competence.
The direction presently being taken in language assessment includes the
testing of comprehension, as well as the testing of language uses. Studies
have showﬁ that all aspects of language skills do not develop simultaneously.
Competent understanding occurs much bhefore fluent speaking does. Therefore,‘
the new emphasis is on assessing certain specific skills within the context
of the dialect or native language of the individual (Schwarté, 1979).

A bilingual program was conducted at PS 75 in Manhattan. Writers
visited the classrooms in order to work with bilingual students. The
students wrote books in Spanish and then translated them into English.

The translation of their work indicated that, as the students became more
fluent in Spanish, they were more competent in mastering and dominating

English as well.
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Several recommendations transpired from this study: (a) many aspects
of bicultural life should be incorporated into the school program; (b) the
entire learning exposure of the student should be structured so as to rein-
force the culture of the student; (c)} the teacher should be fluent in the
language of the children being taught; and (d} both. homogeneous and hetero-
geneous groupings should be utilized in teaching languages while making use
of peer instruction (Schwartz, 1979).

According to Santiago and Feinberg (1981), there is wide-spread per-
ception among Hispaniec educators that Hispanic exceptional chil&ren with
limited English proficiency may be inadequately served. Their recommenda-—
tions to help overcome this situation are: (a) curriculums should be modi-
fied in order to be more relevant to the needs of Hispanic students,
especially with regard to bilingual and ESL programs; (b) curriculum méte—
rials and evaluation instruments for the. above programs should be developed;
and (c¢) the American public needs a change in attitude.

Although most of the research available on the subject of bilingualism
is positive, there are two sides to the issue. Katcher (1981) agrees that
many college-bound bilinguals have to take remedial courses in reading,
writing, and math because they possess poor skills, It is her position
that the schools should not be responsible for focusing on the cultural
background of the student. The non-English speaking student néeds to be
saturated with English. Katcher says that the bilingual approach offers
a crutch which only serves to lengthen dependency of students on their
native tongue. The original concept of the bilingual program was to
utilize two languages spoken by instructors. What has happened, Katcher
says, is that at present, one language (mostly Spanish) dominates in the

classroom. In many instances teachers are not truly bilingual and,
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therefore, have difficulty expressing themselves in English.

On the other hand, Schon (1981) reports that thirty percent of Hispanic
students in the United States complete high school. The dropout rate for
Hispanics reaches as high as eighty-five percent. She says that educators
are in agreement on helping minority-language students develop cognitive
and academic abilities.

The most convincing recent studies and reports suggest that bilingual-
ism can positively influence cognitive and academic abilities. In most
countries, it is the educated and intellectual elite who value and promote
the learning of two or more languages. In the United States, a bilingual
person is considered "semi~lingual" or illiterate.

Uniformed critics of bilingual education look to the lack of success
of early bilingual programs as being unsuccessful (Schon, 1981). Howevér,
recent empirical studies in bilingual education seem to indicate that posi-
tive access to two languages in early childhood can accelerate various as-
pects of cognitive growth (Schon, 1981).

According to Schon (1981), bilingual children exposed to a reinforcing
bilingual situation are likely to have relatively high levels of competence
in both languages and, therefore, are able to acquire a more accelerated
cognitive growth. 1If a student learns to read in one language, there
appears to be a transfer of ability to read in a second languagé known to
the student. ThHe initial reading experience of minority-language children
should be in their dominant language. Their reading skills can improve
concurrently with their increased knowledge of English. Most experts sup-
port the hypotheses that the skills in the first lanéuage of the child must be
sufficiently developed before mastery of the second language can occur, and
that the first language proficiency results in improved proficiency and

achievement in the second language (Schoﬁ, 1981).



There are several bilingual projects which have been conducted recently,
Some are currently in progress. These projects are sponsored by the National
Institute of Education in Washington.

A National Center for Bilingual Research was established in 1979 with
cooperative agreement awarded to the Southwest Regional Laboratory (SWRL).
The Center is under the direction of Candido Antonio de Leon, and will be
in progress until 1984. The principal purpose of the Center will be the
improvement of practice and policy in bilingual education through advances
in the knowledge of teaching and léarning In bilingual settings. Center
activities will be concentrated upon the development of longitﬁdinal studies,
data generating activities and the provision of a central focus for bilingual
research in the nation.l

A study, Social and Cultural Organizations of Interaction in Class?ooms
of Bilingual Teachers, was conducted by Erickson and Cazden from 1978-1981,.
The study was designed to: {(a) fill in knowledge gaps about the social and
cultural rules governing classroom interaction in first grade bilingual
classrooms, and (b) to state clearly the implications for applying this
knowledge in the design and implementation of culturally responsive educa-
tional programs for Chicanos and other bilingual populations.

A study, Assessing the Language Proficiency of Bilingual Persons,
was conducted by Rivera from 1979-1981. The two major tasks of-this project
were: (a) the administration of a competitive research program to support
fundamental research on language proficiency assessment, and (b) the operation
of an experimental program of teacher training designed to introduce teachers
to current research perspectives on language proficiency assessment.

Fillmore and Tripp compiled a study, Sources of Individual Differences
in Second Language Acquisition, from 1979-1982. The purpose of this study

was to determine to what extent two sets of learner characteristics - language
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learning styles and social styles - account for the variability that can
be found among young children as to how quickly and efficiently they can
learn a second language.

According to Schwartz (1979), during the early stages of bilingual
education in the United States, bilingual instructional approaches were
simply a mirror image of one existing curriculum, which was translated into
the native language of the child. 1In the last five years, important changes
have taken place. Programs of culturally appropriate and interesting mate-
rials have heen developed. A national network of Materials Development and
Resource Centers is servicing new bilingual schools and helping those
already in progress with more experience.

There are now more éapable bilingual teachers participating in the design,
evaluation and improvement of curriculum materials. According to Mercado of
PS 75 in Manhattan, a bilingual program must be developed with teachers who
see themselves as part of a team of the "communion of people" (Schwartz, 1979).

At present, many states are evaluating and imprqving their bilingual
education programs. The New Mexico Association for Bilingual Education
(NMABE) is highlighting the outstanding accomplishments of bilingual educa-
tion in New Mexico. Many states conduct bilingual education conferences
throughout the year.

As noted previously, today the United States has the fourth;largest
Spanish-gpeaking population of any country in the western hemisphere. It
is projected that by the twenty~first century, more persons will speak
Spanish than any other language of the Americas, including English (Pifer,
1980).

Secretary of Education, Terrel Bell, has reaffirmed a national conmmit-
ment to bilingual education in this country but has given local school

districts the right to use methodologies appropriate to their students and
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particular situations (Cordasco, 1981). The Bilingual Education Act is
due to expire in 1983 and, at this point, the future of projects supported
by this act is uncertain. However, it would be a mistake, whatever the
future of the Act, to believe that bilingual education will disappear
(Cordasco, 1981).

According to Schwartz (1979), bilingual education now has a chance,
with the support of the courts and wide—gpread public approval, of becoming
part of the structure of public education. Pifer (1980) expresses the chal-
lenge facing bilingual education:

What is needed now is a determined effort by all concerned

to improve bilingual education programs in the schools through

more sympathetic administration and community support, more

and better trained teachers and a sustained, sophisticated, and

well financed research effort to find out where these programs

are succeeding and failing and why.

In addition, because of the increasing number of Spanish-speaking
students and the lack of an adequate number of bilingual teachers in our
schools, the issue of preparing materials and programs for use by the
monolingual teacher within the regular classroom setting must be addressed.

According to the Times Union (April 25, 1982), the Reagan administra-
tion recently reversed the policy that required school districfs to imple-
ment a bilingual program of instruction for Spanish-speaking students in
the classroom. |

In March of this year, the Education Department changed its guidelines
that required school districts to develop bilinéual programs within the
schools. The guidelines now allow school districts to use "any effective
approach"” to teach English to bilingual students, including total immer-

sion in English,



According to Education Secretary Terrel Bell, the previous guidelines
leaned too heavily on the ome approach, of requiring school districts to
implement bilingual preograms. He stated that the government should not
be prescribing any teaching method because there are several other effec-
tive approaches to teaching bilingual students. |

The new guidelines allow school districts to revise their negotiated
plans on bilingual education if tﬁey so choose. If they are satisfied
with their present program, they should continue with it. TIf they are not
satisfied, they should consider alternate options.

The present bilingual program used in Duval County includes the TESOL
(ESL). This program relies on entry and exit procedures. At the time
that a Spanish—speakingrstudent registers in one of the county schools, the

Duval County Survey of Primary or Home Languages Other Than English form is

completed. If the survey indicates that a language other than English is
spoken in the home, the student is referred to the bilingual staff for
testing.

If the fesults of the test indicate that the student fits into Category
A or B, it is mandatory that he/she be placed in a bilingual program. If
the parent does not wish to have the child placed in the program, a waiver
must be signed by the parent. Once in the program, the Spanish.bilingual
student spends a half a day in bilingual classes and a half a d;y in regular
classes.

If the results of the test indicate Category C and the student is an
underachiever (based on his prior academic achievement), he/she may be placed
in the program.

Exiting from the program depends upon the ability of the student to

function fully in English. 1In grades 1-6, the student will need to score at
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or above the 50th percentile on the Total Reading subtest of the SAT (Stan-
ford Acheivement Test).

The student must also demonstrate satisfactory progress in academic
achievement in the areas of mathematics, science, and social studies as
determined by report card progress shown at the end of two successive nine-
week periods.

The student must also demonstrate the ability to function in English
as determined by teacher observation in situations inclusive of academic
as well as social behaviors, such as in giving and following directions
accurately and participating successfully in classroom activities.

In addition, the student must demonstrate that he/she can accomplish the

district minimum promotional requirements (Essential Skills Test),
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CHAPTER IV

PROCEDURES

A. Needs
Informally, it was stated in the review of related literature
that bilingualism is an area ;f renewed interest in the educa=-
tional system of our nation. The number of students who will
benefit from this program is continually increasing. Some research
and study in this field has been de?eloped within the past decade;
however, much more needs to be accomplished. It is evident from
the research literature presented herein, that much time and effort
in the future should bhe devoted to this field of endeavor. There
is a definite need in our schools for supplemental material which
is geared to aid the bilingual student in an effort to learn to

read.

B. Objectives

The objectives for this project were selected and determined on

the basis of the need for materials focusing on vocabWflary which

are most manageable for a regular classroom teacher who may have

a bilingual student in the classroom., Bilingual students possessing
a limited English-speaking ability need extra help and reinforcement
with learning to read through the vocabulary presented to them. The
objectives for this vocabulary were based on the premise that one

student or a small group will be utilizing the material.
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C. Content
The Ginn 720 Series Basal Reader was selected because it is the adopted
text currently in use in Duval County for the instruction of reading.
Level 7 was selected because it is generally used in the third grade.
Third grade 1s the grade in which most schools make the transition
from Spanish reading to English reading in bilingual programs which
follow the transitional approach to instructing bilingual students.

D. Activities
Learning activities were selected according to those activities
which are the most manageable for the classroom teacher to use in
the course of daily instruction. The activities were designed for
individual and poséibly small group instruction, The activities
were organized in sequence to go along with the vocabulary presented
in the Ginn 720 Basal Reader. The vocabulary was presented on tape
in English and Spanish so that it can be utilized either at a learn-

ing center or as seatwork, both individually and in a small group.

E. Evaluation of the curriculum
The evaluation procedures were conducted throughthe use of a short
survey form which was completed by selected educators with classroom
and administration expertise in Duval County following a personal
review of the project by them. The evaluation determined what
changes, in the materials developed, were made, if any, in order

that the project might be more effective for future use.
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CHAPTER V

CONCLUSIONS AND RECOMMENDATIONS

According to the results of the evaluation of this project by
educators in this country, the reinforcement activity is appropriate as
reinforcement. The bilingual student should master at least 85% of the
vocabulary words in each lesson of-the text, and should possess a fairly
good command of the English language before using the reinforcement
activity.

This project should be expanded to include all reading levels of
the Ginn 720. It has been suggested that picture cards be made for the
nouns and adjectives presented in the text. Picture cards should not be
made for verbs until the student has a good understanding of verb
tenses. Reinforcement activities should also be made for the enrichment
words presented in each lesson.

There are several limitations in regard to this study. The survey
statements were specifically designed by the researcher. Therefore, the
evaluation obtained may not be conclusive.

The evaluation might have been more conclusive if other experts had
surveyed the project. |

Due to a lack of time and the time of year this study was conducted,
it was not possible to field test this project,

It is this author's conclusion that many different types of activities
must be developed which will help the bilingual student in the classroom
to achieve success in reading. Educators are responsible for preparing
these materials to meet the needs, interests and experiences of the

bilingual student.
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APPENDTX

MATERTALS CHECKLIST
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CURRICULUM MATERTALS SURVEY

Please circle one of the numbers for each statement listed below. The
numbers represent the following: (5) strongly agree; (L) agree: (3)

disagree; (2) strongly disagree; and (1) not applicable.

1. The materials reflect the reading interests S L 3 21
of the children of the age, sex, and back- :
ground for which they, were designed.

2. Provisions are made for meeting the interests S 4 321
of both boys and girls..

3. The materials are suitable for children in 5 L 3 21
all parts of the country. (inner-city, subur-
ban, and rural)

L. The materials contribute to expanding the 5 L 3 2 1
experiential background of the children.

5. The informational content is relevant to the 5 4 3 2 1
experiences of the children the materials are
designed for.

6. The materials appear suited to the background 5 L 3 21
and experiences of the children who will use
them.

7. The level of complexity is appropriate to the 5 L 3 21

abilities of the children the materials were
prepared for.

8. The concept level of the content is appro- 5 L4 3 21
priate to the children who are to use the
materials.

9. Motivational devices and actlvitles are built 5 4L 3 2 1

into the materials.

10. The design, format, and pictures are suffi- 5 L4 3 2 1
ciently attractive to motivate interest.

11. The material presented provides the learner 5 4 3 21
with auditory as well as visual stimuli.

12. Pictures are used in order for children to cue 5 4 3 21
meaning from their reading.
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13. Values expressed in the materials complement
the known values of the group for whom they
are intended.

1L. Values expressed in the materials are por-
trayed in a positive manner.

15. The information is clearly and accurately
presented.

16. There is & recognition of and provision for
dialect differences in the materials

17. The materials use the dominant language pat-
tern consistently and accurately.

18, The language of the materials provided is
adequate for the reading comprehension of
the bilingual student.

19. The materials lend themselves to adaptability
within the classroom.

20. The materials are readily available for the
classroom teacher's use.

21. The materials complement other reading mater-~
ials within the school.

22. The materials are correlated with materials
in other areas of study. ’

23. The vocabulary and word meaning is accurate
and consistent with the basal reader current-
ly in use.

COMMENTS:
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OBJECTIVE:

IMPLEMENTATION:

EVALUATION:

This project is designed for the bilingual Spanish-
speaking student who has been placed in the Ginn 720
Level 7 Basal Series for reading instruction. The
project is designed as a supplement in order to give
the moderate socio-economic Spanish-speaking student
added reinforcement in the vocabulary words in order

to achieve success in the basic reading skills required

by this country.

The basic vocabulary words are taken from Units I and

IT (9 iessons) of Level 7 in order to be used by the
classroom teacher during a nine-week period. Each

word is used in a sentence in the same context as it

is used in the text., Each sentenceris then translated
into Spanish since that language is something the
student is familiar with. By using the Spanish language,
the student should experience greater comprehension of
the basic vocabulary, and therefore,. greater reading
comprehension.  The words are printed on picture cards
and tape recorded on a cassette. It is suggesged that
the tape and picture cards be used together. The student
will start the tape which will then instruct him/her to
repeat the vocabulary words and sentences as they are

spoken on the tape.

Upon completion of each lesson, the student is provided with

an activity sheet for that lesson which contains the sentences
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used on the picture cards with blanks where the
vocabulary words would be. A word box is available with
the words provided. An answer sheet is provided in order
for the child to check his/her own answers. If the
student uses a word incorrectly in a blank, he/she is |

encouraged to repeat the picture cards.
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Climbed Front rhove ll\jflliqm

e



N § ;'_,..'_:
™~
N
™~

T+ /s bejinhimj ‘/jo._)“a,z'r). |

. Comienza /]over. -

o

l
,"'-3 . . § ‘ ’
i

- - e 1 .
[
l:—
A
ST \
.‘ _"

T/ﬂc ’wmbre//a js f]rcen_«

P
% /~a araguas eSS Ve,y'a/e,
- /D J 'S Verde




. i ks iy L m Twmem o 4 e o
3

_T/’Jc' birds *ﬁ/)/ 71'/')rou3A Fhe air

;L»OS /Oau'aros l/ébe;//e/q /Do)’ C,/ alre.

e P batdm et -y e e e

7_-}’\6 57’“&0/671”/” O/oe_ne,o/ Fhe Jaok

£ estudiante abiio e/ /ipro.

!




g

L .

P decided

'1,.7’/5& man decided Fo carry Fhe
- boxes. |
E/ hombre decidio a Jlevar /as

Ca,\} as.

MU e dda Kt s 0y aom s s s e o e e e e U PUUUOIT TR SRS R DU SR LT o S R e T
\

pro aa//y

T he man Finished Fhe ‘)C/'j/ﬂf'
| proudly.
£ hembre acabo Ja Jucha /’Mu)/
o O\nju//oso. »




"
D b %
L4 - M
i Ay [ ,h
i C
Vit
Sivs
%

The ﬁ;r/ has her .ow‘n /Da("/.

‘La MuC/)a'c/m. ‘/J*/'dhe, /a C’.L(,bé_'?La
| Su_yq. |




4 Hsfened

7’/)@)/ //57’6/16,0/ +o Fhe Sound of ‘
, +h ra:n.
O)/eron_ e Sopni do del Frep.

T e R
Tl LT O el e




UNIT T L1 Looks LIKE RN
pages 17- a4

/,‘I% /'S $C3/‘nn/‘Mj 1o

2, Tlm_ /S qgreen,
3. T he birds *F/y Fhe air.
4 The student +he book.
5 The rnman 7o Cavry fhe boyes.
6. The yman Finished +he 7C/3A7L
7. P/’tqsg_ Q’on"f—_' ~/"}’)’tf SOQP.
2. T he 3:‘»»/ has her ' /oaf/.
9. T}Wﬁy to +he sound oF the Train.
WoRrRD Bo¥
decided opened rain
d_ro}o o wWn “H’\Y'ou.j}q

[ Sfenéd ' pr'bud/)_/ umbrella




7 he bo.- wan+-s o ﬁ@f hirs hair
CUJZ | | |

£/ muchachs se jaigm cortar el
| Cabello. |

— I, e, —— I I
5y 2 g — T
.- - o o o e -

. /L/LLV‘}")/ bctc.'/( 713;’0/7;1 ')/oa)r 7Lr‘//o,

| Vie (€.
)C\)c?j reSa /D}"O r)7Lo o/e. SL{’ J



T he ‘b/'cyc/f: /s new.

La brereleta ©s rueva.

o
e S — —
~ 1
4 |
I8 1
. i
b - LY i .
b | ¥ Co. : ’
~ N
' N 7, h 2 FREENEN i
: bt ) ; [; b
i e b ! e‘ }/ﬂ
: 7 i oy
'.' . : , ' /
' ‘ ’ /'l ™ *
. ’ [N H
. | A By
] | 4 s ) "o
Lo S

The barber [s cutting the boy’s
o })air.

£l barbero esta  cortands el cabello del
Mmuchacho. .



The horn /p/ayer /S a./:ea.o/ of the
drammev: o
E) +romjae_7Lbr esta delante del/

Famborilero.

ERPE ST BT ES

Window

T he Wiha/ou/ /'S c/osao/.

La Venlara esta  lerrada.



7—/’115 C/)a/r /s 0/0/
E‘E\Sf—a Sillg es V/'é\)fq,

b

775& ,Zpo}/ //)as [)een 30/)‘:: /ang,

£/ )’nucAacAo Se /’)q /CJ/O ynucho
- Tiem po-



‘He b.ﬁﬁan -0 /D/JS/)’) “+he Cart;

Comense em/ouJ'ar' Ja. Covreta.




UNIT T WIiliam GETS His HAie ouT
pages 26~ 3

I The 50)/ wants o jcf his cut.
2. bock From your trip.
3. T he Is new.
4 The __ /S Cu7“+)'nj Fhe boy'S hair.
5. The horn player /s 6f Fhe drummer
6. The is closed.
7, This Is old.
£. The bO)/ has -bECV) /onat
9. He bcjan T-o +he cart

WoRD BoX

a head Chair /’)urr‘)/
borber Gone 'pusA

bicyc‘/e, hai y wi ndow




f.i')"a/ /OV&OCLL/Oa.da' /DO}" S u O(jo'

Hc wailf‘ecf ‘/L/?f‘// 7L/7e, c/oC‘JLOV‘ C.ame_.
ESfeVO ./’7qs‘/'q ?ua Vine e/ doctor.



aCyosSs

jga, ran across +he Field.

- /
Qorr/q a,'%VQch ¢Jejl Carmpop

'
1
i

SAOWEA

| The %cachcr SAoweJ ‘fhenq Aow fb

write.
o maestra Jes ensenpio a escribir.



e
TR RN R

":.;»7"}“-, /Ja!o)/ crawled on the
‘ 'F}OOY\. l

La niHna 9a+io. en e/ suelo.

7—/76 Wai+tey came a7l ohnee,

£ camarero Vino al pumf-v.



T he rug is on Fhe 7C/oor.,

L/ alfombra estd  en e/ suele,

7“&/6)9170/1&

The man Falked on The 7‘7:./6)!3/’)0/76
+ Wo +/mes

f/ hombre hablo en el 7(".:/@750/')0 s

Veces,



UNIT T WILLIAM Anp THE Dochouss
Pages 3a2-3¢

~

[ He /s about his eye -

2. He waited +he odoctor came.

3. MHe ran +he Field.

iy T he teacher them how Ho Write.
5 T he baby on the £/oor

b, The Waiter Came al"
7. Fhe rug s on The

§. The man Fajked on The +wo Fimes.
WorRD Box
QA CroSs once, wn+til

erawled Showed Worried

Floor Felephone




E on/y

T 3of on/y'ome /brescnf?

,5 }?e.e.i_.b/ Solamente n rgjq/g,

There are exactly Three Frees in The
| picture, - , |
11/61)/ CXQC7L4men7Le 7’“}‘65 arboles e N e/
Cuadro,



E7—/1c sun /s hot QSQI.MS-YL his Face.

E/ sol esta Caliente Contra su cara.

| 7T he 150)/ doesn/7“ ‘/’)al/e. C}.H)/ /)e//o.

,E/ Muchacho

No f_/'cne Ni C{/Jun
S eyuda.



g‘J.T/ﬂc /OuJ/DfJ)/ /'s bar/(/}qj.-

E) cachorrito estd Jadrandoe.

The fish did o 7"‘///0 /n The
i Wa+ter.
Los pescades Se arrojaren en

e/ agua.



Unit T THE BRADLEYS Come Home
padcs 3G~ 42

.. T goft one pre sent.
2. T/f;é,ra are +hree Frees in Fhe Picf'uh:.
3. The sun ;s hot his face.

4 The bo)/ doesnt have /')c.//o.

5 The 1S bar‘kfnj.

L. The Fish dida in Fhe waler

WoRD BoX

aaair\s‘/' | eXacf'/y on/y

any Flip puppy




 ANSWER S HEET - UNIT I

THE BRADLIEYS MovE IN ~ DageS -5

/. »MoVvEe CH Fa/m'/)/ 9. climbed  13. garden
2.almost . Front  yo0. 0ak )4, better
3. doovr 7. William 7). /7/5/;5}» ] 5. Eraa//ﬁ)/.s

4, 'movfnj 5. /')m/inj /R does /6. S+ar;/c)/

T z_ooks LIKE RAIN ~ ﬂaqcs [7-2¢
l. rajn 4, opened 7 drop
A umbre /la 5 dec/ded g own

3. +h rauJA l. )Drouql/)/ 9 |/ stened

William GETS Hi1s HAR CUuT - pages ai-3
//")a/}“ 4/ bar bey 7. C/’M/i"
2. //ur"r')/ s. ahead g. gone
3, b,c)/c/e 4. Window 9. push

M/LLzﬁm AND THE Do GHI USE ~ gg?;s 32-38

], Worred Y Showed
2, wntil 5 Crawled
3. acCross 4. oncee

THE BRapleYs Come temME = Qages 39- 43
/. on/), 2y any

2. e.Xacf/y 5 pu/o/oy
3. a,jainsf‘ 6. £1ip




| The man wants o /Dain‘/‘ 8Ve,r>/f/u‘nj-
E/ /)ambra guia}’a /D/'rn"ar 7""0d0.

Aas a Stomach

Este  hombre Tiene alo_/o/» de

esfo’/VIaﬁo,




_T/v& Aamo’ Jed +he /Oamde.

Lau banda Fue adelante doel desFile.

A, .

|
% s pobin

T/)e [)aby rob/n IS /oo/(jnj Lor
 food. |
E/ | /Dej"ﬁﬂojo busca, comida.

( .



Cover Vour head with Fhe
bonnét

Tg.}wcﬂ"é /a, Cwﬁezé, .Con /q,

. Yovrra.

Plant +he seeds in The 3r0wnd.

Siembra Jas semillas en Ja
+ierra.



Jonathan

Jonathan s plavin Wwith the
- ball. F )/ J

_f‘f_%ma?%an es+H4 Ju.\janc/a con /a

: Pe /o +q ,

S

*‘.

g‘

H

3

* +

it - Aradmic ko ow - -1, o et ¢ o TP B L N ¥
\



UnitIL A LTTLE PATCH oF BACK Yaro”
, Pajts LHE - 54

everything:
ache,y J

/ The man Wants 7L'o
2. This man has a

3. The band /ed Fhe .
4 T he ba.b)/ /S /aokf'hj for Food,
5 Cover your With +he bonnet.

b. The seeds were /o/qnf‘e_o/ /n Fhe
7. /S /D/a)/mj With +he ball.

_WoRb _BoX

3V0Uﬂd J;hdfhamA Fobin
head paim‘f‘ Stomach

Pamolse.




';"’7—/‘)6}/‘*& are many ‘7L)//7c35, 07C

caetus.

P '
. Hay varias Fipos de Cacio.
ey ve P

bt dadesns 1 4 e oo . v .- S P N VN MR SO P PPN SIS SN VIS NSRS SWebre e

%5/ muchacho habla muy callade.

R T e i a7 T e



LT Tt B AL TRRUR T RE VIS SO

| (Z(,Lcui/

A 7%@// js a . bhird

E/ codorniz es uﬂ.fxﬁjarro.

e P
B3 .-

e Pow/

Watey carn be FM“)‘ N o /Dai/,

- Se Puac’c, poner aqua en wUna
ﬁube+q, |



Mah)/ /)e,o/o/e caf‘_ Corn.

B | /
. SMucha _3em7-e Se  Ceme  nais.

b
b

i \._ :
il By ;
f’/- ‘ hijk

TL)e bria’ga /s }mﬁ/) Q boye 7L/we.

- Water.

£ Puan?"a es a/%-q, 5.obre_..de//
’ aaua.

. L\.‘-__;...._‘..J._ . IR



E’a-—%m' i e s = 2
. D " tT A

The Coyo?tc, /s wild.

E/ _Cc?)/ofﬁ es Feroz,

B e C T P



Unit T = WALK THE Lonve WAY ’
pages £5-4a

[ There are many 7")//065 of

2. T he bo/ S,oeaks
3. /A /s a bird.

4, Watey can be put in a
5. Man /Ocso/o/e ea’l B

6. The br/'a/jg /S above The water
7. The _ is wild.
WoRD BoX
Qac%us C.o)/o]‘c ?uai/
Corn },,'31, ga/eﬂy

Pa i/




v - e, ey ST GATAD TR T

’

o sz s

Lisa s C/eanir)ﬁ the house.

'-_L/'Sa, esta //'/’V)/D/'ar)do [a casa.

Ca.m/O -

We Fook Fhe Fen? o camp.

Llevamos Ja Tienda ol Ca,m/aaﬁa, al
Cam po. |

ki e il s ' B PR I



The '_ @oyfyfee /'S Very hot;

F/ cate es /%a)/ cajiente,

T T g | M N T g A T o e =

‘
E7 L e » e e i, S iy e s R

'*777& C/’)),bmun/( Seems -Frig/mf‘cne,d,
[/ C?S,bcc',/e. O/c_ Our‘c////q SC /Darecc

Equ ntado.

Ah i v o P T we e s S S S e e s e e e e e T e e



TA& SAM,/’?/I{ }7&/’)71'.5' For food.

E/ zby*///o bus&a Com/q/a-

g e - - e

SVT}’H:' man (s afraid oFf The

; elephant.

E] hombre Frene miedo de)
- ele fan‘/'ﬁ. '



bor}f‘ow

“The man wWa ni-s +o borrow Somev‘
| }’)’)Ohe,y

E//qomjn”ﬂ ga/ero /9(0//'}*_/0}"657"610/0 de,

.. dJineyvo.

%

f‘

[

T

P

b

&;lqw fa i — — RN, . — a mu‘.—a—»—f b amit

ZThe snake s /onﬁ and black.

L/a,'cu./ejﬁra, cS /aij )/ hajr‘a-

t
i
i
£
b
é
i
4
we



UniTIE A NIisHr N THE MOUNTAINS — °
pages 63-75

/. /s cleaning +the house.

2. We took The Fen? To

3. T he /'S Ve.r‘)/ hot.

2 T he See mS Fr‘ij}:fcncc/.

5. T he  hunts For Ffoed.

6. 7The pmran /S of +he e/e/DhamT-

7. 771& ’Nan th?‘-s Yo Some mone/.

¥, T/f)ﬂ 1S /or\j and b/ac.k.
WoRD BoX

afraid C’,Ai/omunk skunk
bovrow Coffee snake

CQMP /._;501




Rosa

s Jbtm/ol'-l’)j alone.

:‘RD’SQJ 657La/. 5)"/‘;/)@0./)0’& So/q,‘

.
L.m...w...n.a.....-u P P A A FU R

B

A bird sat on a branch -
eat:

Uf) Pd;/'a_/"é Se S‘C}’?'ILD en /a rama
- a LComer

S FUISS SNV

T . : . R
e s et g s e et e+ i n




. A Ee e v animme

'The Crow /s &aﬂ“/’/)j Som\efﬂ)ing.

E/ Cuervo 65«7%{// Co miendo d,/go.

7 he j shirt 56/0}455 +o Joe.

La camisa cs de J—dsef



i o
o ; P
N . . b
\'A-,: i - . . .- : N
e . )
t., . 3 . . - "';' D]
rea
L . ‘ Lot
L ’ : L . . ) o '
.":;
L{'»‘: P g
M -f
; TSP ) ;
r"','
},

i/W&?“/)c:V neecds the 5/900/ A

b Threqd

;Mama Necesita e/ hilo en
Carrele, |

Bl AR M %0 31 ot e e e e p G b s e ke i b n e m st e e U e s L e v s vt st ae

:
!
| swr)/

The bo Ffee)s Sopp Fovr what he
did )j / - )

E/ mua/,cha Se Siente 7Lh'57l'e.. /DO)‘ /a
que hiso, |

e T

T g . e T

e v e

YL/ SR




he/gAJor/;aoa/ .

‘RON'T ROAD

L We live in a peaceful
/’)e/aAbov-/’)ood

1// ve mos en Uh Veeindad
* pac/F:c:o | '

— ,- b e g, e, -

ne box oF popeorn Is all that /s
- Jef+H

M a de r0567LaS es Tode que
CZL{E"J’ Cg

e el o T T



PR S R —

] SFOOI'

/}7/ sister Found 47L/1é‘ 5/000/

" OF Fhread. |
i hermana halle el hile en
- Carrete,




Unit I Rosa AN THE CRW .,
pages 79- %3

/. IS 'jaM/oinj a/one.

R4 bird Ssat on a | to eat,

3. T he ' /s eafmj Jomef/vimj-

4 7T he éc/anjs 7o Joe.

5, /\707‘“};3}" heeds Fhe Spoa/ of )
6. The 507 fee/s For what he did.
7. We Jive"in a peacefu/

£ One box of pepcorn /s all that s

2, /VI), sister Ffound +Hhe 0F ‘hread.
Word BoX
branch neigh borhood Sorry
Crow Rosa SPDOI

[e f+ Shirt +hyread




ANSWER SHEET -~ UNIT ILC

P LITTIE PATAH OF BACKYARD = pages §p-5Y

/. /04/'/’)7“ 4 robin 7. Jonathon
2. s Fomach 5. head

3. Parade 6. caround

L WALk THE AM_AJAZ;)D_@g;s 55462
/. cactus 4 pail 7. Coyote
.2.24(/'87"// , 5 corn

3, quail 6. A;51;
B NIGHT N THE MOUNTAING ~ pages 63-75
] Lisa 4. chipmunk 7. borrow
2. Camp 5 skunk g snake
3, Coffee 6. aftrard

Rosa AND THE CRow ~ pases 27-§3

). oo 59 Y4 shirt g 7. /7313}; borh ood
2. hranch 5. Fhread . [ef+
3 Crow | 6. iarr)/ q. 5/000/
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