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ABSTRACT 

In recent years, considerable research attention has been qiven 

to learning a second language. However, little, if any, information 

about the effectiveness of Texas' prekindergarten bilingual program 

has been documented. This dissertation added to the body of knowledge 

in bilingual education by reporting the effects of the prekindergarten 

program on the English language development of Limited English Pro

ficient (LEP) Hispanic four-year-olds. 

The purposes of this study were to provide empirical data about 

English language development of ycung limited English proficient 

students who received instruction in the prekindergarten program. 

Other variates such as sex, age, and neighborhood were also con

sidered. Older English-speaking siblings received attention, but 

insufficient data was collected to include the information in the 

empirical study. 

Previous studies of early childhood bilingual education have 

reported mixed conclusions. How children develop a second language, 

what influences second language development, and the best method of 

second language instruction are still subject to debate. 

A quasi-experimental research design was employed. Using intact 

groups of students, two experimental groups were investigated. One 

experimental group was comprised of children who received the pre

kindergarten instruction for the full nine months, and the second 

v n 



group received the prekindergarten experience for four months. A 

control group of children who remained in their natural environments 

provided a measure aoainst which the experimental groups could be 

compared. 

The study indicates that the prekindergarten program significant

ly improved the four-year-olds' ability to learn English. There was 

no significant difference in the measured English language improvement 

between the two experimental groups. The type of neighborhood the 

child livea in seemed to have a significant impact on the English 

language development of experimental and control groups. 

As a result of this research, recommendations were made to study 

the longitudinal language effects of the prekindergarten program arc 

to use newly-adopted curriculums. It was also recommended that other 

studies include prekindergarten children from a language background 

other than Spanish. 
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CHAPTER I 

INTRODUCTION AND STATEMENT OF THE PROBLEM 

The bilingual education of children is a major concern of minor

ity groups in all countries of the world and an educational issue of 

first priority for citizens in most developing nations (Lambert & 

Tucker, 1972). Although the bilingual Education Act o^ 1968 and the 

revised version of 1974 brought official recognition and federal 

support to it, bilingual education has existed in the United States 

•for over 100 years. In fact, early childhood education in the United 

States had its formal beginnings in a bilingual setting, albeit it was 

established for German-speaking children (Escobedo, 1983). 

Further setting the direction for public schools regarding the 

provision of bilingual education, the U.S. Supreme Court's 1974 "Lau 

Decision" became a legal benchmark. That ruling declared that the San 

Francisco Unified School District was guilty of discrimination because 

non-English-speaking students were not given special language instruc

tion. 

Moreover, based on Title VI of the Civil Rights Act of 1964, 

sections 601 and 602, the Department of Health, Education and Welfare 

issued a memorandum in 1970 which stated in part as follows: 

Where inability to speak and understand the English language 
excludes national origin minority group children from 
effective participation in the educational program offered 
by a school district, the district must take affirmative 
steps to rectify the language deficiency in order to open 



its instructional program to these students. (Gounaris, 
1979, p. 10) 

Interested and concerned educators have since been involved with 

the same concerns encountered by individuals of previous decades--the 

proper education of persons who speak a native language other than 

English. In 1984, the Legislature of the State of Texas passed House 

Bill 72 in its special summer session. The solons in Austin wrote as 

a component of that bill, "Any school district may offer prekinder

garten classes, but a district shall offer prekindergarten classes if 

the district identifies 15 or more eligible children" (Texas Education 

Agency, 1985, p. 168). One of the eligibility requirements is that 

the four-year-old must be unable to speak and comprehend the English 

language (Texas Education Agency, 1985). 

School districts can apply for a waiver of the prekindergarten 

program. Because o^ lack of available classroom space, the commis

sioner of education can exempt a district fror the application of the 

statutory section requiring prekindergarten instruction (Texas Educa

tion Agency, 1985). Additionally, the Texas Education Agency (TEA) 

did not attempt to hold districts in strict compliance during the 

first year. For example, the implications of the law provide that all 

children be served if the district identifies 15 who need the pre

kindergarten program. However, some districts implemented the program 

in good faith and discovered that with little opportunity to survey 

the need, they sometimes misjudged the total number of eligible 

children. Because these districts started the program in a relatively 

short time and did not apply for a first-year waiver, TEA did not hold 

districts to strict compliance when some children went unserved. 



This is exactly what happened in the Ector County Independent 

School District (ECISD). Interest in the prekindergarten program on 

the part of the Hispanic community of the district was greater than 

that anticipated by the district's administrators. As a result, a 

waiting list was generated until an additional teacher could be hired. 

The waiting list provided a true control group in the sense that the 

children qualified for the prekindergarten program, their parents 

initiated an educational placement, and the children spoke and under

stood Spanish. 

In February of the school year, a teacher was hired, and many of 

the students on the waiting list began their process of schooling. 

Although the four-year-old children in the program made UP an experi-

nental group, in actuality, hiring another teacher created a situation 

in which there were two separate experimental groups. One was the 

group of students who began the school term in September, and the 

second was the group later added. The question arose, "Was the second 

group's four months in school long enough to affect a significant 

change in the students' English language development?" 

Whereas a large amount of research presently being conducted 

about bilingualism is in the area of language, much is still not known 

about the development of language in early childhood-bilingual class

rooms (Escobedo, 1983). Therefore, Texas' bold move into this area 

needed to be validated through research. 

Several research problems in bilingual studies were noted by 

Willig (1985). She pointed out that groups slated to participate in 

bilingual programs in the United States usually are from a population 



whose distribution of English language scores falls at the lower end 

of a scale. Then the comparison groups, who for some reason have not 

been provided with a bilingual program, usually represent a population 

whose distribution of scores falls in a higher range than the popula

tion of the experimental group. 

Because many bilingual programs use this structure of comparing 

eligible students to those who are either no longer eligible or to 

those students who are not eligible because they scored just above the 

eligible range, statistical analyses may be misleading (Willig, 1985). 

This research problem was avoided in this study because in the Ector 

County Independent School District (ECISD) there existed a unique 

situation in which a true control group could be compared to treatment 

groups. The control and treatment groups came from the same popula

tion of eligible students. A quasi-experimental study would add to 

professional research about the prekindergarten program's effective

ness. 

Description of the Study 

An untried and bold prekindergarten program designed to help 

non-English-speaking children learn English was launched in Texas. 

What were the effects of a bilingual prekindergarten intervention 

program on the English language development of four-year-old Hispanic 

children? What were the influences of older English-speaking 

siblings, the age of each child, and the place of residence of the 

children on their English language development? These and similar 

questions guided this study. 



Two experimental groups and a control group were compared to 

determine whether there was a significant difference between the 

English language development of two groups of four-year-old Hispanic 

children who received the treatment and a like group who remained in 

their natural environments. The influence of the additional variates 

of older English-speaking siblings, the age of the child, and the 

place of residence was considered. The study addressed two questions: 

"Does a prekindergarten program significantly impact the English 

language development of young Hispanic children?" and "Is measured 

English language development independent of other 'natural' vari

ables?" 

Del imitations 

1. A small control group was available; however, the value of 

having a true control group rather than a, comparison group for the 

study helped validate the study. 

2. The children in this study were from one West Texas school 

district. 

3. The study was made in the first year of implementation of the 

prekindergarten program during its infancy stage. 

4. The study included only those variates which seemed most 

likely to affect the children's ability to develop English language. 

Limitations 

1. Results of the study are limited in generalizability to the 

immediate school district in which the study was conducted. 



2. The number of children in the control group limited the size 

of the samples of the experimental groups. This precluded using the 

variates of age, sex, and place of residence in the analysis of 

covariance (ANCOVA) because the number was too small to include 

sufficient frequencies in each cell. 

3. The results of the study cannot necessarily be generalized to 

successive years of the program since the teachers involved will 

become increasingly proficient with the curriculum. 

Justification for the Study 

Because Texas school districts are now reauired to provide a 

prekindergarten class for four-year-old children who are limited in 

ability to speak and comprehend the English language, it will be 

important for those districts to try to judge the effectiveness of 

those programs in terms of developing English language proficiercy. 

Research is needed to document effectiveness of current curricular 

practices, to rationally change those models, and to justify funding 

levels. It is in the best interest of the children, the taxpayers, 

and the school district to obtain these kinds of data. 

The ECISD would be expected to benefit from this study because 

the research generated was local and specific. Data obtained should 

be useful in determining funding priorities and in developing future 

instructional strategies of the bilingual department. The Texas 

Education Agency should also have a use for this information. 
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Assumptions 

In order to obtain a reasonable measure of the effects of the 

variates on the English language development of the subjects of the 

study, the following assumptions were made: 

1. Intelligence and socioeconomic levels of the children in the 

study were equally distributed among the three groups. 

2. The child's residence remained in the same kind of neighbor

hood even if the child moved within the school year, 

3. The scoring of the Preschool Language Assessment Scale 

(PRE-LAS) was consistent throughout the study. 

4- The information provided by the district was reliable and 

accurate. 

Definition of Terms 

For consistency and clarity, these terms will be used throughout 

the study: 

PRE-LAS is a test developed by Linguametrics Group, San Rafaei, 

California, to measure young children's language development in 

English and Spanish. It is the preschool version of the Language 

Assessment Scales (LAS). 

LEP Hispanic children are Hispanic children who obtained a level 

score of 1, 2, or 3 on the PRE-LAS, thereby qualifying them for the 

prekindergarten program as Limited English Proficient (LEP) students. 

Prekindergarten program, as used in this study, is a program 

developed in the Ector County Independent School District (ECISD) as 

required by the Texas Education Code. This study was limited to that 

part of the prekindergarten program which reflects the English 



language development of LEP Hispanic children, although the children 

were provided opportunities to learn the required "essential elements" 

of the curriculum as well. 

Natural environments are those environments in which a child 

lives without any intervention from the public school. They may 

include private daycare, publicly-funded educational programs (such as 

Head Start), or family care. These environments are controlled by the 

family. 

A barrio defines an area of town in which predominantly Hispanic 

•f'amilies live. Businesses in the defined area are primarily owned or 

managed by Hispanics, and advertising is often in Spanish. Socio

economic factors 60 not play a role in the definition of a barrio, as 

the area may be inhabited by wealthy as well es poor Hispanics. 

Mexican-Americans who have recently moved from Mexico and Hispanics 

who strongly adhere to the Mexican culture comprise this district. 

Older English-speaking siblings are school-age siblings who are 

not in a bilingual or English as a Second Language (ESL) program in an 

ECISD school during the 1985-1986 academic year. 

Young four-year-olds are prekindergarten children whose ages 

range from 4 year, 0 months (4-0) through 4 years, 5 months (4-5) as 

of September 1, 1985. 

Old four-year-olds is a category comprised of prekindergarten 

children whose ages range from 4 years, 6 months (4-6) through 4 

years, 11 months (4-11) as of September 1, 1985. 



Procedures 

Data was gathered from three sources. Public school records 

provided the information regarding the PRE-LAS scores and place of 

residence of the prekindergarten children. Bilingual records in the 

district were investigated to determine whether there were older 

English-speaking siblings of the children in the groups being studied. 

The researcher was responsible for obtaining the PRE-LAS scores and 

place of residence of the control group. 

A panel determined the boundaries o-^ the city's barrio. That 

panel was comprised of the researcher, two Hispanic citizens (one a 

school counselor and the other a layperson), a city policeman who was 

knowledgeable of the entire catchment area of the ECISD, and the 

district's Director of Special Services, the overseer of school 

boundaries and ethnic ratios. 

Hypotheses 

The research problem led to the following null hypotheses con

cerning the effects of a prekindergarten program on Hispanic chil

dren's English language acquisition. 

1. There is no significant difference in English language 

improvement, as measured by the PRE-LAS posttest scores, of LEP 

Hispanic children who attend prekindergarten classes for nine m.onths, 

of LEP Hispanic children who attend the classes for four months, and 

of LEP Hispanic children who remain in their natural environments. 

2. There is no significant difference in English language 

improvement as measured by the PRE-LAS posttest scores, between LEP 

Hispanic children who attend prekindergarten classes for approximately 
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four months and LEP Hispanic children who attend prekindergarten 

classes for approximately nine months. 

Hypothesis number one was tested at the .05 level of signifi

cance, using an analysis of covariance (ANCOVA), with the covariate 

being the pretest score of the PRE-LAS. A post hoc comparison using 

the Scheffe' test was made to determine the differences between the 

two experimental groups as stated in Hypothesis number two. 

A t̂  test was used to determine whether there was a difference in 

the posttest scores in English language development between children 

who lived in the barrio area of the city as opposed to more integrated 

sections, between males and females, and between old and young four-

year-olds. The data obtained about older English-speaking siblings 

was not statistically relevant; therefore, it was not analyzed but 

simply reported. 



CHAPTER II 

RELATED LITERATURE REVIEW 

One of the most significant social developments in the last 25 

years fias been the rapid growth rate of the Hispanic population in the 

United States. As reported by Arias (1986), Texas ranks second in 

Hispanic population with a 1985 reported census of nearly two million. 

In October of 1984, a total of 4,284,000 Hispanic students from ages 3 

to 34 enrolled in schools from nursery school to college in this 

country. Although Hispanics made up only about 6 percent of the 

nation's population, they represented 13.4 percent of the school 

enrollment in 1980. The majority of Hispanic students, 55.6 percent, 

were enrolled in elementary school, while 6.8 percent were in kinder

garten and 2 percent were in nursery school. March 1985 population 

data, as reported by Arias (1986), showed that Spanish origin children 

under 5 years of age comprised 7.7 percent of the total population of 

the United States. 

In 1980, Hispanics comprised 30.4 percent of Texas' school 

enrollment, kindergarten through twelfth grade (Arias, 1986). Of the 

1986 kindergarten enrollment in Texas, 50 percent were Hispanic 

(Mace-Matluck, 1986). Because most Hispanics speak Spanish (Cortes, 

1986), these demographics contain meaningful information for Texas 

educators. 

11 
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Although some research (Milne & Gombert, 1983) suggests other

wise, a popular perception appears to be that Hispanics prefer to 

maintain their native Spanish and that they do not want to learn 

English. Spanish-speaking Americans do shift to English, but Arias 

(1986) reported that it is a three-generation process rather than a 

one- or two-generation process as experienced by other immigrant 

groups. Addressing the language ability of a group that resides in an 

area that borders Mexico, that experiences high rates of immigration, 

and that has roots in a country where Spanish is the official language 

is bound to be a problem. Spanish is unique among other immigrant 

languages in that it is continually stimulated by these linguistically 

high-contact situations. Projections concerning students with 

Spanish, non-English background for the year 2000 claim that 27.5 

percent of the school enrollment in Texas will be students whose 

language at home is Spanish (Arias, 1986). 

The persistence of the Spanish language among U.S. Hispanics has 

been the focus of much scholarly interest in many other fields as well 

as in education. Politically, this persistence has contributed to a 

surge of English linguistic nationalism which advocates a constitu

tional amendment to declare English the "official" language of the 

United States (Arias, 1986). Although that issue is often debated in 

journals (see Katcher & Schon, 1981), little controversy exists about 

the need to provide children of limited English proficiency with 

special programs to enable them to participate as early as possible in 

the regular school program or about the LaiJ decision to ensure that 

school districts provide appropriate services (Rotberg, 1982). 
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Although the L^u decision was rendered in 1974, scholarly re

search about bilingual education reached an infancy level when, in 

1978, Congress expanded funding available for Title VII in recognition 

of the need -̂ or additional research and evaluation studies (Orum, 

1982). A historical perspective of bilingual education and a review 

of research related to the education of young Hispanic children will 

be summarized to provide some perspectives about how educators may 

influence decisions regarding appropriate bilingual educational 

services for this group of children. 

Historical Perspective of 
Bilingual Education 

Generally, educators think of bilingual education in a tradi

tional school setting. Zamora (1986) pointed out that bilingual 

education actually had its beginninc in 1494 when Spanish rn'ssionaries 

understood the advantages of utilizing native languages in the educa

tion of the Indo-Americans. From Florida to California, the first 

bilingual schools in what is presently the United States continued 

even after the independence of Mexico and did not cease until the 

annexation of the Mexican territories toward the middle of the past 

century (Zamora, 1986). 

Limited efforts to use French in Louisiana schools and Spanish in 

New Mexico, which were largely early and mid-nineteenth century 

phenomena, help confirm a bilingual tradition in the United States 

(Cordasco, 1983). Further evidence exists that English is not the 

only language which has been used for instruction in American schools. 

Between 1840 and 1917, Cincinnati schools offered classes in German to 



14 

students who understood no English (Cordasco, 1983; Pifer, 1979). 

German-English bilingual public schools flourished between 1880 and 

1917 in Cincinnati, Indianapolis, Hoboken, Cleveland, and many other 

cities (Cordasco, 1983; Zamora, 1986). At different times and with 

differing commitments, New York City schools offered instruction in 

Yiddish, German, Italian, and Chinese to educate foreign-born children 

(Cordasco, 1983; Escobedo, 1983). 

Nonetheless, bilingual education in American schools has appeared 

and dimmed in response to historical and political circumstances 

fCardenas, 1981). About the time of World War I, when anti-German 

sentiment swept the country and speaking English became one index of 

political loyalty and "adequacy" as a citizen, bilingual education was 

stamped out. In many states, all use of foreign languages below the 

eighth grade was strictly forbidden in the schools. The policy of 

Americanization, with its concommitant principle of English-only 

instruction, then began in earnest (Pifer, 1979). 

That submersion in the English language curriculum was an un

necessarily harsh approach and that a more gentle transition from the 

mother tongue was better for the children and their families were 

arguments proposed by a few educators at that time. Although many 

private or community supported schools continued to offer dual lan

guage instruction, these educators' protests went largely unheeded, 

and the English-only policy remained throughout succeeding decades 

(Pifer, 1979). Cardenas (1981) explained that almost all bilingual 

instruction disappeared following World War II because of a national

istic anti-foreign movement which swept the nation. 
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Pifer (1979) further explained, "The modern revival of public 

bilingual education began in the early 1960's when schools in the 

Miami area, faced with a sudden influx of refugee Cuban students, 

responded by offering instruction in Spanish until the children were 

able to learn in English" (p. 6 ) . About the same time. New Mexico and 

Texas also began to employ this strategy. 

The bilingual education concept also received fresh impetus in 

the wake of the civil rights movement, which called attention to 

alarming statistics on Hispanic populations and other language minor

ity groups in the country (Cardenas, 1981; Pifer, 1979). As a part o^ 

President Johnson's "liar on Poverty," it was felt that ethnic poverty, 

worsened by English-only instruction, seriously impaired the educa

tional opportunities of non-English-speaking children. The Bilingual 

Education Act of 1968 was passed by the Congress as Title VII of the 

amended 1965 Elemientary and Secondary Education Act. The political 

support for the Bilingual Education Act came out of the large Mexican-

American community of the Southwest, and its sponsor was Senator Ralph 

Yarborough of Texas (Cordasco, 1983). 

In 1971, Massachusetts was the first state to legislate the 

establishment of transitional bilingual programs. By 1978, 10 states 

had mandatory bilingual programs (Cordasco, 1983). Mandatory bilin

gual education was established for public schools in Texas by the 

legislature in 1971 with the passage of Senate Bill 176 (Oscar 

Cardenas, Director of Bilingual Education Compliance, TEA, personal 

communication, August 10, 1987). According to Terry Hitchcock of the 

Data Services Division of TEA, during the first year (1985-86) of the 
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prekindergarten program, Texas schools enrolled 13,561 limited English 

proficient (LEP) students (Hitchcock, personal communication, August 

10, 1987). 

Head Start Bilingual Programs 

Some of the earliest research on bilingual education for young 

Hispanic children came from Head Start Programs. In 1975, Project 

Head Start initiated a national drive to address the specific needs of 

Spanish-speaking children (Chesterfield & Chavez, 1980). In the 

following year, Klein (1976) pointed out, "... over 15 percent of 

the Head Start enrollment are Spanish-speaking or Spanish-surnamed 

children" (p. 14). She stated that although some good research had 

been done, more was needed for the zero- to five-year-old age level in 

order to provide adequate bi1ingual/bicultural programs for preschool 

children. In 1982, Human Development News (U.S. Department of Health 

and Human Services, 1982) reported even more growth, stating "about 20 

percent of the children enrolled in Head Start are Hispanic" (p. 7 ) . 

Addressing the needs of bilingual children, Parker (cited in 

Nedler, 1970) in 1968 investigated the influence of English-speaking 

children on Mexican-American children with bilingual language back

grounds. At the end of six months of intervention, he found signifi

cant gains in language as measured by the Iowa Test of Psychol 1n-

quistic Abilities. By analyzing subtest differences, he concluded 
" • — • • 

that there was no advantage to be gained from emphasizing the use of 

Spanish in a mixed class, but that using English in a bilingual class 

is preferable. 
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In another study, Barclay (1969) set out to determine whether 67 

Spanish-speaking and bilingual Mexican-American Head Start children 

would improve in language and conceptual development as a result of 

three types of instructional treatments (English, Spanish, and bilin

gual) used in the program. The control group for the study included 

children in the program who received no language instruction, only 

preschool art and music activities. 

Seven and a half months later in Barclay's project, the instru

ments used to measure growth were readministered to determine if there 

were any long-term results of the program. The results of this study 

were that children did not learn more language in the treatment groups 

than in the control group, nor did the children in the bilingual group 

learn significantly more than those in the English or Spanish groups. 

Using the same data, Barclay (1983) re-evaluated her study using 

a meta-analysis to compare the means of each of the four groups on the 

posttests and the follow-up testing. Her conclusion about language 

developm.ent was that although immediate effects of the intervention 

was inconclusive, teaching English vocabulary words by introducing 

them and explaining them in the children's native language, Spanish, 

leads to learning more English during the following year (kindergar

ten) than does any other method. 

Sponsored by Title VII, ESEA Bilingual Education Project, Clovis 

(New Mexico) Municipal Schools evaluated their Clovis-Portales bilin

gual early childhood program. Askins (1974) reported that the program 

was designed to serve three- and four-year-old children and to demon

strate that early childhood bilingual education intervention would 
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facilitate the learning of two languages (English & Spanish) simulta

neously in a responsive environment. 

Although approximately 10 percent of the total group of 80 in the 

New Mexico program were monolingual English, the participants were 

predominantly from Spanish-speaking backgrounds. The children were 

selected from among those meeting guideline requirements of language, 

background, income of parents, and residence. 

Evaluation of the instructional component of the Clovis Municipal 

Schools program was performed by using a pretest-posttest design 

without a control group. Findings from this study showed that the 

students made significant gains in language ability in English and 

Spanish and in general school readiness. They also showed significant 

gains in positive self-image and in various dimensions of personality 

growth. 

The seme researchers combined to study a different bilingual 

education model. Askins (1977) explained that the major goal of the 

project was to provide an early childhood bilingual education inter

vention which would facilitate the simultaneous learning of two 

languages, English and Spanish, in an effort to effectively develop 

the children's cognitive, affective, and psychomotor skills. 

A nursery school program for three- and four-year-olds, a kinder

garten program serving five-year-olds, and a grade 1-3 program com

prised the models for Askins. Neither a control nor a comparison 

group was available for the nursery school program nor for the kinder

garten program, although the grades 1-3 program used a comparison 

group. Using a pre-posttest design and a regression model which 
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included program variables, the researchers found that the nursery 

school and kindergarten children made significant gains in English and 

Spanish language development as well as in school readiness and 

self-concept and personal development. The grades 1-3 program, using 

ANCOVA pre-posttest design, revealed significant differences between 

the two groups only at the first grade in developmental skills in 

reading and at the second grade in the area of Spanish language 

development. In both cases, the significance was in favor of the 

treatment (bilingual) groups. 

In yet another study, Legarreta (1979) investigated the effects 

of five different program models on both acquisition and maintenance 

of Spanish by Spanish-speaking kindergarten children. Childrer were 

initially equated for cognitive ability and Spanish dominance. Using 

a pre-posttest design in both Spanish and English, a multivariate 

analysis of gain scores was used to compare the treatment groups. 

From the results, Legarreta concluded that bilingual program models 

with balanced language input are most facilitative for both Spanish 

and English language acquisition by children. 

In their research for the Office of Human Development Services, 

Chesterfield and Chavez (1980) studied over 442 children in eight Head 

Start sites across the country, three of which were in Texas. A 

comparison group of children was enrolled in regular Head Start 

centers near each of the experimental locations. The study was 

primarily designed to see if model bilingual/bicultural programs (not 

deficit models) would favorably impact English-preferring children as 

well as Spanish-preferring children. 
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The duo's comprehensive study of selected programs showed that 

Spanish-preferring children increased their English usage by 21 

percent. The experimental group of Spanish-preferring children made 

significant gains over the comparison group children in English 

language, measures of language acquisition, concept development, and 

perceptual motor development. The curricula did not have an unfavor

able impact on English-preferring children. The English-preferring 

preschoolers, when compared with children enrolled in other Head Start 

programs without bilingual curriculum models, performed as well on all 

English language measures. In their study, Chesterfield and Chavez 

(1980) found that the use of dual language strategies was the aspect 

of the program most directly related to positive outcomes. 

Looking again at program models, Sandoval-Martinez (1982) re

ported on a study funded by the Head Start Bureau in an experimental 

effort to develop four distinct bilingual/bicultural preschool cur

riculum models. Children who received Head Start services as a part 

of the bilingual curriculum implementation effort were compared with 

children who received regular Head Start services. The overall 

results suggested that bilingual instruction was more effective than 

regular preschool instruction in enhancing the development of English 

language skills among Spanish-preferring students. 

Although Sandoval-Martinez (1982) found statistically nonsignifi

cant gains on the English comprehension measure, the gains favored the 

experimental group students. This was also supported by observations 

which indicated that bilingual students increased their English 

language use in the classroom by 21 percent, which is the same as 
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Chesterfield and Chavez's 1980 study. English-preferring students who 

were placed in the bilingual curriculum Head Start classrooms achieved 

the same gains as those English-preferring students who received 

regular Head Start services. 

Successive Language Acquisition Studies 

Some research of second language development on preschool-age 

children concentrated exclusively on language usage, while others 

looked at systematic treatment of phonological, semantic, and syntac

tic issues. For example, a 1964 study by Valette (cited by 

McLaughlin, 1984) reported on the acquisition of French by an American 

child whose parents moved to Paris when he was three years, three 

months old. 

In a French kindergarten from 9:00 to 5:00 each day, the only 

language the boy heard was French, yet he maintained English at home. 

Following the patterns of the child's second language, Valette re

corded the development of that language. He noted that even with so 

much exposure, acquiring the second language was not easy for the 

child, and that after one year, the three-year-old was still a year 

behind his French peers in his command of the language. 

Similarly, Francescato (cited by McLaughlin, 1984) reported that 

his son and daughter, who first learned Italian and then Dutch, 

required about a year's time to reach the level of their peers in 

Dutch. He concluded that the children did not consciously compare the 

language system of their second language to their first language. 

Both studies were anecdotal in nature and none of the children 
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received direct instruction in the second language, but each was sub

merged in that environmental setting. 

Another study of the language development of children (Dato, 

1970) reported failure to invert the subject and verb in interrogatory 

sentences. This study of acquisition of Spanish by seven English-

speaking children aged from four to six-and-a-half years illustrated 

that second language syntactic development followed a sequence of base 

structures being acquired first, followed by acquisition of trans

formed structures. Dato (1970) noted that this sequence is typical of 

first language acquisition as well. 

Subsequently, Ervin-Tripp (1974) reported the similarities 

between first and second language acquisition in the groups of chil

dren she investigated. Studying English-speaking children living in 

Geneva, she found evidence that the children, between the ages of four 

and nine, rem.embered the French words better for items they under

stood. They were capable of learning whole phrases because they knew 

their meanings. Understanding French sentence construction was often 

confusing to the children because they tended to use the subject-verb-

object English strategy. Other evidence, such as overgeneralization 

of lexical forms, seemed to indicate that the process of second 

language acquisition was similar to first-language learning. 

Also interested in the acquisition process, Lightbrown (cited in 

McLaughlin, 1984) compared two 6-year-old English-speaking children 

who were learning French as a second language with two French mono

lingual children. She noted that the two French-speaking children 

differed in the extent to which their early speech conformed to native 
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language word order. The two English-speaking children consistently 

produced both transitive and intransitive utterances that were congru

ent with the dominant French subject-verb-object word order. She 

concluded that the English-speaking children, having first learned a 

language in which word order is essential in determining grammatical 

roles, are more sensitive to word order than are children who learn a 

language where word order is less important to sentence interpreta

tion. 

Independent and School Studies 

Instructional Method Research 

A review of research of the bilingual education of young children 

would not be complete without the St. Lambert (Canada) study as 

reported by Lambert and Tucker (1972), although it is an older 

project. These two McGill University scholars designed a longitudinal 

investigation of two groups of English-Canadian children. In kinder

garten and first grade, their schooling was conducted exclusively in 

French; from grades two through four, it was conducted mainly in 

French, except for two half-hour daily periods of English language 

arts. This detailed study included the linguistic, cognitive, and 

attitudinal developm.ent of children in a pilot and follow-up experi

mental class in comparison with control classes following conventional 

English-Canadian or French-Canadian academic programs. 

Extending the study through fourth grade, the researchers found 

that the experimental children developed their home language (English) 

as well as did the controls, with both groups showing a yery high 

level of achievement in terms of national norms. The experimental 
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group of children fared extremely well in the second language (French) 

when compared with children from French-speaking homes who followed a 

normal French program of study. The cognitive and attitudinal devel

opment of the children favored the experimental children (Lambert & 

Tucker, 1972). From this initial project, a plethora of a new cenre 

of research grew. Immersion as a bilingual teaching strategy took on 

new interest. 

Another look at immersion bilingual education occurred in a 

Culver City, California, study reported by Cohen (1974). This re

search sought to provide information on the effectiveness of immersion 

as a method of teaching a second language. In this project, a pilot 

group of 19 five-year-old monolingual English speakers was taught the 

kindergarten curriculum entirely in Spanish. 

At the end of the k-indergarten year, the pilot group was tested 

for reading readiness and a comparison was made between this experi

mental group and a comparable kindergarten group composed of 15 

students in an adjoining classroom. An analysis of the data showed 

that the comparison group scored significantly better than the pilot 

group. Additionally, pilot students were tested for Spanish language 

development. A Spanish vocabulary test of 50 items yielded informa

tion that the students were learning Spanish. 

After the second year, Cohen's evaluation of the program was more 

comprehensive. Tests were administered both to the pilot first 

graders and to a comparison group of first graders, consisting mostly 

of the same children who were in the kindergarten comparison group the 

previous year. With respect to English language development, the 
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findings showed that there was no statistical difference between the 

pilot immersion and the comparison groups on the measurement instru

ment. 

In addition to testing for English language development, judges 

also rated the two groups in storytelling in English. The results 

supported Cohen's thesis that no first language retardation results 

from immersion in a second language. The experimental group also 

performed the storytelling task in Spanish, but there was no compari

son group. An analysis of these results suggests that after only two 

years in the immersion program, the children were able to communicate 

a story in Spanish to a reasonable extent. 

Other comparisons were also made. The immersion group and the 

comparison group did not differ significantly on a standardized test 

of mathematics. On an English reading test, the immersion group 

performed better than the comparison group, but not at a statistically 

significant level. A similar group of Ecuadorian students receiving a 

regular Spanish curriculum was used as a comparison group for the 

Spanish reading study. There was no significant difference between 

the two groups on the subtests nor on the total test. Cohen (1974) 

concluded that these results indicate that the children immersed in a 

second language which had not yet been mastered were still able to 

absorb ideas and concepts in a content subject (in this case, math), 

without lagging behind classmates studying in their first language. 

It is worthy to note that the design of both the Culver City and the 

St. Lambert studies was to teach a minority language to the children 

who spoke the language of the cultural majority group. (For a 
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comprehensive critique of immersion programs, see Cummins, 1979; 

Genesee, 1985; and Troike, 1978.) 

Other instructional approaches besides immersion have also been 

the focus of much study. Sancho (1980) designed research to determine 

which of two instructional approaches, maintenance or transitional, 

would result in greater English language acquisition and academic 

achievement by young bilingual children by comparing their procress 

over a three-year period. Using English-Spanish children in San 

Antonio, Texas, he compared each treatment group's accomplishments 

from kindergarten through their second grade year. No control group 

was used. 

Significant findings from Sancho's study were that the degree of 

proficiency in both languages that bilingual children bring to school 

has a direct relationship to their academic performance and that the 

effects of either a maintenance or a transitional treatment are not as 

significant on achievement as the degree of linguistic competence that 

bilingual children initially bring to the school setting. 

Social and Environmental Studies 

A sociolinguistic analysis of language use among preschool 

children in an English/Hebrew bilingual classroom was conducted 

(Enrlght, Ramirez, & Jacobs, 1981-1982) to examine the effects of 

teacher background. The comparison was made between teachers who were 

educated in the United States and those educated in Israel. Using 

observation, interview, and recording analysis, they concluded that 

the teachers did have different overall interactive styles, and that 

these styles appeared to elicit different patterns of language use. 
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The study also suggested that perhaps the home environment and par

ental expectations of children should be taken into account when 

examining children's classroom language, especially when those chil

dren are young and from a variety of linguistic/cultural backgrounds. 

Johnson (1983) examined the effects of Inter-Ethnolinguistic Peer 

Tutoring (lEPT) on the social interaction and English language profi

ciency of Spanish-speaking elementary children. The relationship 

between verbal interaction in English and English language development 

was also examined. From the results, she concluded that the lEPT 

treatment resulted in increased verbal interaction in English, but no 

relationship was demonstrated between the amount of verbal interaction 

in English and growth in English language proficiency. Although 

results showed that the treatment resulted in increased vocabulary 

comprehension, no differences between the control and treatment groups 

were found on the tests measuring total language development. 

By using the criterion of mean length of utterance (MLU), 

Chesterfield, Chesterfield, and Chavez (1982) also Investigated the 

social aspects of English proficiency. The classroom social (rather 

than tutorial) interactions of six Spanish-preferring children between 

the ages of 42 and 50 months were studied. The results showed that 

those children who used relatively more English socially with peers in 

the classroom and who Increased their general English usage over the 

one year showed the greatest increases in English proficiency. They 

pointed out that in order for this motivational or psychological 

variable to work, English-preferring children must be available in the 
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classroom. However, these researchers did not negate the importance 

of structured teacher instruction in the second language. 

The influence of teachers and peers on second language acquisi

tion in bilingual preschool classes was further investigated 

(Chesterfield, Chesterfield, Hayes-Latimer, & Chavez, 1983). They 

examined the experiences of 11 Spanish-speaking children in two 

different bilingual programs in Corpus Christi, Texas, and Milwaukee, 

Wisconsin, over a one-year period of time. Like their previous study, 

this one found that in classrooms where English-preferring children 

were the majority, those children who used more English with peers and 

who increased their English usage over time generally showed the 

greatest increases in English proficiency as measured by MLU. In the 

classrooms where Spanish-preferring students predominated, children 

who showed the greatest increases in English language proficiency were 

those who used relatively more English over time with the teacher. 

Depending on the dominant language of the classroom, at least one 

measure of classroom interaction with an English-speaking partner 

correlated significantly with Increased English language proficiency. 

Mace-Matluck (1981) looked at the characteristics of 120 Spanish-

English bilingual elementary school-age children's speech in the 

classroom, on the playroom, and at home. Results suggest that chil

dren vary language usage and preference depending on the setting (with 

English being the predominant language in the classroom), that acqui

sition of reading skills and of language is individualistic in nature, 

that codeswitching is more prevalent in some communities than in 

others, and that multiple measures of oral language proficiency may be 
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needed for valid assessment. In the study focusing on 22 children In 

kindergarten through the second grade, it was found that codeswitching 

did not occur with great frequency and that regional differences were 

found in the extent to which it did occur. 

In an exploratory probe into the linguistic labyrinth of the 

barrio, Redlinger (1982) studied 43 children. His goal was to scru

tinize demographic and environmental factors affecting receptive 

bilingual language development in preschool Mexican-American children. 

In Redlinger's study, several specific groups emerged, each with 

its own set of circumstances. Among them were children who maintained 

Spanish dominance, others who practiced English dominance and still 

others who shifted to or from a balanced bilingualism. 

Children maintaining a Spanish dominance tended to be associated 

with first-generation parents, while the majority of children main

taining an English dominance had third-generation mothers and fathers. 

Those children who kept a bilingual balance in Redlinger's study 

were associated with second-generation mothers who also tended to be 

equally literate in both languages. Additionally, the majority of 

these families had moved once from the beginning of the study. A high 

percentage of these children did not switch codes when speaking. 

A majority of the children who had shifted from a Spanish domi

nance to a balance had third-generation fathers. Although this group 

had the largest percentage of mothers in the lower U.S. education 

level, a very high percentage of parents lived with the child in the 

home. These children constituted the group reportedly having the 

greatest number of monolingual acquaintances of both languages. 



30 

Children shifting from an English dominance to a balanced bilin

gualism had a slight tendency to have third-generation mothers and 

fathers. Although the mothers of this group of children reported some 

degree of literacy in both languages, most considered themselves more 

fluent in English than in Spanish. A lack of reading materials in 

these homes characterized this group; however, parents or siblings 

occasionally read to the children in English, but never in Spanish. 

Children who shifted from a balanced condition to English domi

nance tended to have third-generation mothers and fathers. The 

majority of these families had not moved since the beginning of the 

study. 

Analysis of the data indicated that the child's primary source of 

English input was the mother. Next in amount of English language 

input was playmates, Indicating the importance of peer influence in 

the linguistic socialization of the preschool child. 

From 1978 through 1984, a comprehensive longitudinal investiga

tion of the development of reading skills in bilingual children was 

funded by the National Institution of Education (NIE). Under the 

direction of the Southwest Educational Development Laboratory, the 

researchers (Mace-Matluck, Hoover, & Calfee, 1984) considered many 

issues and Included many variables; most noteworthy were language and 

1iteracy growth. 

In this study, teaching practices and curricula were not factors 

In site selections; rather, commonalities of programs were identified. 

While all of the students In the sample were identified as LEP and 

were enrolled in bilingual classrooms, subsequent placement and 
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Instructional decisions resulted in initial reading Instruction in 

English for the majority of the students. Approximately 25 percent of 

the students at entry were rated by their teachers as being relatively 

low in both languages. Moreover, the quality of instruction for these 

children tended to be non-explicit. The teacher's role "̂n the aggre

gate was one of facilitation rather than direct instruction. Little 

instruction in vocabulary was observed, although that which was seen 

tended to be quite explicit. About 30 percent of the instructional 

time was at the comprehension level in the fn'st three years, with a 

slight increase in the fourth year. The researchers emphasized the 

finding that explicit instruction was low both for decoding and 

comprehension instruction. The task of determining the underlying 

relationships expressed in the instruction offered were left to the 

student with relatively little teacher assistance. 

Two language issues were also noted. A significant relationship 

was found between entry-level English skills and narrative reading 

comprehension in English. Students with relatively higher Spanish 

oral language skills at entry into kindergarten had growth rates in 

English reading comprehension that exceeded those of students with 

relatively lower entry Spanish oral skills. This suggested that 

although the development of English listening comprehension did not 

differ for these groups, relatively higher skills in Spanish at school 

entry promote the growth of English reading comprehension. This 

conclusion gives further credence to Sancho's (1981) research. 

A study reported by Cornejo (1982) analyzed the recorded speech 

samples of 24 five-year-old Spanish-speaking bilingual children in 
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Texas in order to determine the extent of the bilingual child's 

knowledge of both of the languages he speaks. Cornejo's analysis 

showed several characteristics in the children's language. The 

majority of the children expressed themselves better in English than 

in Spanish. Although Spanish was used at home, Spanish structure and 

phonology were influenced by English. For example, the parents spoke 

Spanish am.ong themselves, sprinkling a few English terms in their 

conversations, but the children would usually speak English recipro

cally. The parents almost always addressed the children in Spanish, 

and the children would answer in English, mixing a few Spanish terms 

in their speech. 

Although Cornejo found significant interference from English to 

Spanish, it was m.ore preponderant at the lexical level. Inter-f'erence 

from Spanish to English was highly significant at the phonological 

level, but it was minor at the lexical and grammatical levels. 

Cornejo also noted that there was a below-age-level pattern of fluency 

and articulation of common Spanish words and that the homes in rural 

areas seemed to be more literate and more familiar with traditional 

children's literature than those in urban areas. 

Conclusions 

In the past few years, considerable research attention has been 

given to second language learning. How a second language develops and 

its effects on the primary language has been one focus of research, 

yet there remains a great deal that is not known about language 

development in children (McLaughlin, 1984). 
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The bilingual nature of students and the Instruction provided to 

those students have received considerable educational research atten

tion (Garcia, 1986). Baker and de Kanter (1981) and Garcia (1986) 

agreed that formal evaluations of bilingual instruction models have 

proven to be a difficult and often disappointing enterprise. They 

concluded, as this review of the literature shows, that little guid

ance as to which instructional approach, transitional, immersion, or 

others, should be used. Baker and de Kanter (1981), in criticizing 

the federal government's role in bilingual education, suggested that 

the government should encourage diversity, experimentation, research, 

and good program evaluation. 

Although a review of literature in bilingual education reveals 

some research for the young bilingual child, the prekindergarten 

program in Texas is new, and no research on the effectiveness of this 

program was found in the literature. The Texas Education Agency (TEA) 

endorses and requires that bilingual classes be taught in a transi

tional manner as encouraged by the federal government (TEA, 1985, 

1986). In addition, state-mandated essential elements provide the 

basis from which a prekindergarten curriculum is developed. Schools 

choose prekindergarten materials from curriculums adopted by the 

state. Just how effective is this practice of educating bilingual 

preschool children? This research project sought to provide empirical 

data to contribute to the knowledge base of the Texas Education 

Agency's strategy to provide bilingual education to eligible four-

vear-olds. 



CHAPTER III 

METHODOLOGY 

Subjects 

The experimental subjects in this study were Limited English 

Proficient (LEP) Hispanic four-year-olds attending the prekindergarten 

program of the Ector County Independent School District in Odessa, 

Texas. Experimental group one consisted of 36 randomly selected 

children who began the program at its inception in September of 1985. 

A table of random numbers from a statistics text (Cornett & Beckner, 

1975) was used to establish the sample. The second experimental group 

was comprised of all 27 LEP Hispanic students who had been on a 

waiting list and entered the program in February, 1986. 

The control subjects vvere LEP Hispanic four-year-olds who were 

eligible to attend the prekindergarten program but never enrolled. 

The parents of these children Inquired about the program, obtained the 

necessary documentation of birth and shot records, and dutifully kept 

testing appointments required for program entry. However, because 

insufficient teachers were available, these children were not served 

in the program and continued their status on the waiting list. The 

control subjects remained in their natural environments with whatever 

care the family deemed appropriate. 

The control group created some difficult problems. Because of 

the continually worsening economy of the Permian Basin of West Texas, 

34 
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many families of the children on the waiting list moved from the city. 

In the latter days of May and early part of June, 1986, many hours 

each evening and on Saturdays were spent with a bilingual tester 

trying to locate and test these children. Fourteen of an anticipated 

20 were eventually found and tested. Table 1 gives a summary of the 

number of males and females as well as the total number of children in 

each of the three groups measured and the mean age of the children in 

each group. 

Instrument 

The PRE-LAS was developed by Edward De Avila, Ph.D., and Sharon 

E. Duncan, Ph.D. The Linguametrics Group which publishes the PRE-LAS 

is also publisher of the Language Assessment Scales (LAS). The LAS is 

to be used from grades kindergarten through five, or for ages 6 

through 12 (Mitchell, 1985). Since an instrument was needed to 

provide a more reliable measure of the language proficiency of younger 

children, De Avila and Duncan wrote and standardized the three lin

guistic components of oral language--morphology, syntax and 

semant1cs--for children four years through six years of age (Duncan & 

De Avila, 1985). 

Both Spanish and English versions are provided in Forms A and B. 

Since this study was concerned with the English language development 

of four-year-old children, only the English version was used. Form A 

was administered at the beginning of the study, in August, and Form B 

was the choice for retesting. 

The PRE-LAS was normed on a sample of majority- and minority-

language children from nine sites throughout the United States (De 
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TABLE 1 

Demographics of Subjects 

Experimental Group 1 

Experimental Group 2 

Control Group 

Total 

Males 

21 

14 

6 

41 

Fema'' 

15 

13 

8 

36 

es Number 

36 

27 

14 

77 

Mean Age 

4.59 

4.46 

4.51 

4.53 
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Avila & Duncan, 1985). Two of those sites, Brownsville and San 

Antonio, were in Texas. Using approximately 850 children, the authors 

reported that children aged three through eight were Included in the 

sample, but four- and five-year-olds were the most predominant groups. 

The normative group Included 412 females and 432 males. More kinder

garten children (378) were incorporated into the sample than were 

preschool children (276). The language background for the sample 

group was 502 language minority children and 344 language majority 

children. According th Dr. Robert Medrano (personal communication, 

September 20, 1987), Supervisor of Bilingual Education, ECISD, this 

test has been widely adopted for use in Texas to measure the English 

language development of four-year-olds. 

There are five parts to the PRE-LAS. The examiner scores correct 

responses by leaving the spaces blank. "Simon Says" measures the 

child's receptive language by scoring each item as correct if the 

child successfully follows simple directives. "Choose a Picture" 

assesses the child's ability to Identify a picture based on oral 

comprehension of physical attributes, geometrical forms and topo

logical discriminations. "What's in the House?" is a straightforward 

vocabulary measure which provides scores for each pictorially repre

sented item that the child correctly names. "Say What You Hear" is a 

test of the child's ability to discriminate and reproduce specific 

grammatical forms such as possessives and contractions. The section 

called "Finishing Stories" uses a modified oral cloze procedure to 

assess the child's ability to complete a sentence in a manner that is 

comprehensible and grammatically appropriate. "Let's Tell Stories" is 
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a task in which the child is asked to retell two simple stories. The 

score is based on an average of the two stories. "Let's Tell Stories" 

and "Finishing Stories" are scored by the quality of English responses 

as indicated in tables in the scoring manual (Duncan & De Avila, 

1985). 

Sections II, III, and IV ("Choose a Picture," "What's in the 

House?" and "Say What You Hear") provide a converted score, and 

Section VI ("Let's Tell Stories") yields a converted score to be 

summed into the total score. Then from a total score, a ''level" score 

is obtained based on the age of the child. A child is considered a 

"non-English speaker" with a level of 1 or 2, and a "limited English 

speaker" with a proficiency level of 3. Children with a level of 1, 

2, or 3 are the children eligible to attend the prekindergarten 

program, based on their inability to speak and understand the English 

language. Proficiency level scores of 4 or 5 are considered to 

represent children who are "fluent English speakers" (Duncan & De 

Avila, 1985). 

The subjects took the PRE-LAS pretest in August prior to the 

beginning of school in September. Posttest scores were obtained in 

May and June at the end of the 1985-1986 school year. Bilingual 

testers, trained by ECISD, administered the tests to all subjects. 

Variables 

Dependent Variable 

The dependent variable was the PRE-LAS posttest raw scores of LEP 

Hispanic four-year-old children in the prekindergarten program in the 

Ector County Independent School District. Although prekindergarten 
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language eligibility hinged on the child scoring a level 1, 2, or 3, 

for the purpose of this study, these scores were not as Important. 

Because the very rationale of the level scores considers the age of 

the child, raw scores were used as the variable. Raw scores also 

allowed for a greater range of scores to be used in the statistical 

measure to show variance. The English version of the PRE-LAS served 

as a good measure of the prekindergarten's success in developing 

English language in LEP Hispanic students. 

Covariate 

Not only does rational thinking and logic lead one to conclude 

that the amount of language a child brings to the classroom bears 

greatly on scores of the amount of language he has after a certain 

time of schooling, Sancho's 1981 research and the NIE study (Mace-

Matluck et al., 1984) study showed that the degree of language 

competence children bring to the school setting has a greater effect 

on school outcomes than the type of instructional program. Given that 

empirical evidence, the PRE-LAS pretest raw score was used as a 

covariate to control for the initial amount of English that each LEP 

Hispanic child had at the time of entrance into the prekindergarten 

program. 

Interventions 

Two different kinds of intervention for this study were the 

nine-month prekindergarten program and the four-month prekindergarten 

program. The nine-month program provided structured Intervention for 

the four-year-olds from September 1985 through May 1986. The four-
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month timeframe was from February 1986 through May 1986. The control 

group, as mentioned earlier, did not receive Intervention from the 

prekindergarten program. 

Although the literature is replete with mixed reviews of studies 

of the effectiveness of educational intervention of young children. 

Cole (1986) looked at research on the effects of Head Start on 

minority children in general. Citing studies which show positive 

results for treatments of longer duration, he also noted that they are 

counterbalanced by studies which, with one year or less of inter

vention, produced as many significant results. 

The prekindergarten program initially consisted of five teachers 

who had two 3-hour classes each. Each class contained a maximum of 22 

children, for a total of 220 prekindergarten students. A teacher 

added in February made 6 teachers and 12 classes. The enrollment for 

the prekindergarten program totaled 264 by May of 1986. 

Teachers of the prekindergarten classes varied in their abilities 

to understand and speak Spanish, but none were proficient. For that 

reason, ECISD hired Spanish-speaking aides, one per classroom, to 

translate. Each classroom contained a balance of children who scored 

levels 1, 2, and 3 on the PRE-LAS. Therefore, the children varied In 

ability to understand and respond to the English spoken by the 

teacher. The aides provided the linguistic bridge between the stu

dents and teachers. 

The Texas Education Agency (TEA) requires certain essential 

elements (EE's) to be taught at each grade level, including prekinder

garten (see Appendix A ) . A district may implement the elements 
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through local choices. ECISD's prekindergarten classes adopted the 

use of Beginning Milestones (Sheridan & Murphy, 1986), published by 

DLM Teaching Resources. 

Teaching English Through Action (Segal, no date), an instruc

tional program which implements the Total Physical Response (T.P.R.) 

philosophy, was used as an English as a Second Language (ESL) compo

nent of the curriculum. The teacher used a lesson from this program 

daily for approximately 10 minutes in each class. This was the only 

structured ESL or bilingual component of the curriculum, and it was 

the personal choice of the Bilingual Supervisor of ECISD (Medrano, 

personal communication, April 10, 1986). 

Place of Residence 

The location of a child's home may greatly affect what language 

he hears and learns. MacNamara (1973) pointed this out when he wrote, 

"It is common experience that when translated to a town where their 

native language is not spoken, children will become reasonably profi

cient in the new language in six months" (p. 250). 

Redlinger's (1982) study, which investigated the Influence of the 

home and community on the language development of young Hispanic 

children, provided much insight into the English language development 

of children living in a barrio. The studies by Chesterfield et al. 

(1982, 1983), which looked at the influence of English-speaking peers 

in the classroom, also gave insight into the Importance of the 

Spanish-speaking child's opportunities to hear and to explore the 

English language. 
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Barona and Gonza''lez (1988) gave support to this idea of community 

influence when they stated, "Obviously, the amount of exposure to a 

languge to be acquired contributes greatly to the rate of language 

learning" (p. 12). Heath (1986) also pointed out that language 

learning "takes place within the political, economic, social, 

psychological, religious, and aesthetic web of relationships of each 

community whose members see themselves as belonging to a particular 

culture" (p. 146). The idea that Hispanic children have more 

opportunities to hear and to learn English if they live in a more 

integrated neighborhood was also a concept worthy of investigation. 

The children in this study were divided into two groups, those 

who lived in a barrio and those who lived in an integrated neighbor

hood where both English and Spanish were spoken. On June 11, 1987, a 

committee (see Appendix B) met with the researcher to determine the 

boundaries of ECISD's barrio. Actually, eight different barrios, one 

large and seven small, were identified. Children whose residence 

addresses were within those boundaries were classified as living in a 

barrio, and the remaining children were categorized as living in an 

integrated neighborhood. Each subject's address was located on the 

map used by the committee, and proper classification was given. 

English-Speaking Siblings 

The presence or absence of older English-speaking siblings was 

considered as a viable measure of an Influence upon a child's oppor

tunities to learn English. Although similar to the barrio variable, 

the influence of more than just the neighborhood is considered in this 

construct. 
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The intention was to consider this variable in the research. For 

the children enrolled in the prekindergarten program, sibling informa

tion was obtained from enrollment cards. To secure this information 

on the control group, the researcher contacted the families by phone 

and inquired about each child's siblings. After the data was gathered 

and analyzed, it showed that most children had older English-speaking 

siblings. Few had older siblings in a bilingual/ESL program in ECISD. 

Since these frequencies were so disparate, t tests were not made, but 

the information secured is reported in Chapter IV. 

Age of Child 

In discussing second language learning, the issue of adult 

learner versus child learner seems to have been put to rest. Current 

second language learning research supports the position explained by 

Krashen and Terrell (1983): "Contrary to popular opinion, it is not 

simply the case that 'younger is better,' that all children are 

'better' than adults with respect to ultimate attainment; over the 

long run, however, adults are faster in attaining second language 

proficiency than younger children" (p. 45). Dulay, Burt, and Krashen 

(1982) pointed out the turning point in the ability to acquire a 

second language seems to occur at about puberty. They further stated 

that children below 10 years of age who experience enough natural 

communication in the second language nearly always succeed in attain

ing native-like proficiency, while children over 15 years of age 

rarely do. 

Krashen (1985) called attention to the advantages of later second 

language learning in childhood. He pointed out that older children 
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acquire language faster than younger children. An explanation for 

this according to Krashen is because they obtain more comprehensible 

input. Younger acquirers do better in the long run, however, because 

of their lower "effective filters." 

The optimal age for children to begin learning a new language is 

a concern that may never be resolved. Genesee (1978) looked at some 

views and put them into perspective. He pointed out that the age of 

the child when he begins learning a second language may be most 

importantly determined by the needs of the family and the community. 

There seems to be somie advantage to late instruction derived from the 

efficiency of the learning process characteristic of the older stu

dent. However, second language programs which begin early and are 

continuous can be more beneficial because of the increased learner 

efficiency as the student matures. 

Wagman (1981), by considering International and social priori

ties, looked at bilingual instruction a little differently. She 

summarized some research comparing the verbal and nonverbal skills of 

monolingual and bilingual children around the world; then she sum

marized the implications of these studies for the preschool and 

elementary curriculum in the United States. She concluded that for 

the benefits of bilingual instruction to be fully effective, 

"... they must be encouraged from the earliest period of childhood 

development; namely, the preschool years . . ." (Wagman, 1981, p. 19). 

Two other eminent language scholars looked at the issue from the 

learner's perspective. When considering the learning of a second 

language in school, MacNamara (1973) and Andersson (1973) both pointed 
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out it should be made as natural as possible. Andersson even sug

gested that learning a second language should begin prior to age 

three. 

The four-year-olds who attended the prekindergarten program came 

with varying degrees of development in Spanish, and with differing 

masteries of English vocabulary. The teachers in the prekindergarten 

program frequently voiced beliefs that the older four-year-old chil

dren seemed to make better progress in learning English than did the 

younger four-year-olds. Although this observation was tenuous at 

times, it was worthy of investigation. 

Sex of Chi Id 

In this decade, it appears to be generally accepted that some 

differences in children grouped by sex are learned through societal 

expectations, while others are hormonal in nature. In looking at the 

influences on learning in early childhood, the Hewitt Research Center 

reviewed the literature which in part included sex difference effects 

(Moore, Lorens, Willey, Moore, & duPrees, 1975). Of particular 

Interest to this Investigation are Bayley's 1970 and MacCoby's 1966 

studies (cited in Moore et al., 1975), which show that girls' verbal 

abilities stabilize at a younger age than do those of boys. 

Another relevant study by Rubin in 1972 (cited in Moore et al., 

1975) showed sex differences in school readiness resulting from 

kindergarten attendance as compared with the effects of a year of 

maturation and incidental out-of-school learning experiences. The 

effects of kindergarten attendance were negligible for the girls. The 

boys, however, benefitted from the kindergarten program, and one area 
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specifically mentioned was language. Rubin concluded that the girls 

had already developed past the stage for developing the readiness 

skills measured, but the boys, who matured more slowly, were develop

ing their skills during their kindergarten year. 

An earlier (1967) study by Coffman and Dunlap (cited in Moore et 

al., 1975) supports Rubin's findings and lends more interest to the 

present study. The subjects for this study were prekindergarten 

children. These younger age girls were better able than the boys in 

this study to profit from training in auditory-language skills. 

These studies are among many which have given credence to the 

idea that, generally, girls acquire language from several months to a 

year earlier than do boys, and they can acquire these skills with 

maturation and out-of-school experience (Moore et al., 1975). It 

would be meaningful to know if this concept held true with the pre

kindergarten program in this study. 

Research Method 

Design 

A quasi-experimental design in field and natural settings was 

used for this research. Raw scores for the PRE-LAS posttest was the 

single dependent variable. The primary Independent variable was type 

of Intervention, nine-month or four-month prekindergarten program, or 

natural environment. Other independent variables included age, sex, 

and place of residence of the child and the related covariate, pretest 

raw scores on the PRE-LAS. 

Use of the t-test treatments of the data was utilized to deter

mine differences between dichotomized groups within variables. This 



47 

procedure was also selected as additional information to be reasonably 

sure these dichotomies within groups were reasonably equalized. 

Treatment of Data 

A one-way analysis of covariance was employed to determine if 

there was a significant difference between groups of children who 

received the prekindergarten intervention, either nine-month or 

four-month programs, and a control group which remained in their 

natural environments. The Influence of the covariate on the dependent 

variable was considered through the adjusted means. An analysis of 

the £ value considering the covariate was made to determine signifi

cance. 

To determine if there was a significant difference between the 

two experimental groups on posttest mean scores, the Scheffe' test was 

utilized. The test determines significance at the .05 level. The 

Scheffe' also was used as a measure to confirm the findings of the 

ANCOVA. 

This study also contains limited use of frequencies and descrip

tive statistics. To determine if significant pretest and posttest 

differences existed between variables and groups, t tests were cal

culated. All statistical procedures were performed by computer at 

Texas Tech University using the Statistical Procedure for the Social 

Sciences (SPSS) program. 



CHAPTER IV 

ANALYSIS OF DATA 

The purpose of this study was to determine the effects of a pre

kindergarten program upon the English language development of four-

year-old LEP Hispanic children. Two experimental groups and a control 

group were compared through a pretest and posttest cuasi-experimental 

design. The results were analyzed by means of a one-way analysis of 

covariance (ANCOVA) and further confirmed through a Scheffe', a post 

hoc test. The results for each hypothesis will be reported separate

ly. 

The significance of variables found in the literature were also 

investigated by t-test analysis of posttest mean scores. The vari

ables chosen for investigation included age, sex, and type of neigh

borhood. Comparison of the means of younger and older and male and 

female four-year-olds, as well as children who lived in a barrio and 

those from Integrated neighborhoods, will be reported. 

Hypothesis 1 

The first null hypothesis was that there would be no difference 

between four-year-old LEP Hispanic children's English language devel

opment regardless of group placement. Analysis of the data revealed 

that English language development in the two experimental groups was 

significantly greater than in the control group. As shown in Table 2, 

students who were in the prekindergarten program for nine months 

48 
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TABLE 2 

Covariant Analysis of PRE-LAS Posttest Mean Scores 
as Related to Prekindergarten Program 

Groups 
Unadjusted 

Mean 

64.42 

67.85 

37.93 

Adjusted 
Mean 

63.55 

66.54 

42.71 

Nine-month Prekindergarten Program 

Four-month Prekindergarten Program 

Natural Environment 

GM = 60.81 
df = 1, 2, 3 

£ = .000 
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and those in the program for four months had less than four points 

difference in their posttest unadjusted mean scores. However, stu

dents who did not receive the prekindergarten program experience 

obtained an unadjusted mean group score 26.49 points lower than the 

nine-month and 29.92 points less than the four-month experimental 

groups. 

When adjusting the grand mean for the effects of the covariate, 

the two experimental groups (nine-month M = 63.55 and four-month M = 

66.54) continued to have means higher than the grand mean. The 

control group adjusted mean (M = 42.71), although higher, still was 

considerably lower than the grand mean. With an f_ ratio of 12, this 

discrepancy was significant at the .001 level of confidence (£ < 

.000). 

Further analysis using the Scheffe', in which each group is 

paired with each of the other groups one at a time for statistical 

comparison, confirmed the ANCOVA analysis, indicating that the control 

group (M = 37.93) was significantly different (£ < .05) from the two 

experimental groups (nine-month M = 64.42 and four-month M = 67.85). 

Hypothesis 2 

The second null hypothesis sought to determine if results from 

either of the experimental interventions, the nine-month or the 

four-month prekindergarten programs, would be significantly different. 

Although the posttest mean for the four-month experimental group 

(67.85) was 3.43 points higher than the posttest mean for the nine-

month group (74.42), the Scheffe' test, which makes an internal 

comparison of group means and tests for .05 level of significance. 
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showed that there was no significant difference between the two 

experimental groups. 

Analysis of Variables 

Independent variables of age, sex, and place of residence of 

children are reported in Table 3. Because the three groups did not 

consist of randomly assigned children and were, in fact, "natural" 

groups of children, they are not equal in any of the independent 

variables. The four-month group contained a slightly lower percentage 

(44%) of older four-year-olds than the other two groups (61% for 

nine-month and 57% for control). The control group had more than half 

(64%) females, while the nine-month group (42%) and the four-month 

group (48%) had less than half females. The percentages of barrio 

children were nearly equal for the two experimental groups (42% for 

nine-month, 41% for four-month). Barrio children comprised 57 percent 

of the control group. 

As reported in Table 4, old and young four-year-old LEP Hispanic 

children in this study showed no significant differences in their 

posttest measure of English language development as indicated by a t 

value of 1.06 (£ < 0.29). Young four-year-olds obtained a posttest 

mean score (M = 64.11) 6.06 points higher than older four-year-olds (M 

= 58.05). 

The males' posttest mean score of 63.54 was higher than the 

girls' mean of 57.69. This difference between group means was not 

significant (t value = 1.02, £ < 0.31). 

However, the place of residence of the children was significant 

at the .05 level. Children who lived in the barrio obtained a 
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TABLE 3 

Variable Frequency by Group to Show Equalities 

Variable 

Age 
Young (48-53 Months) 
Old (54-59 Months) 

Sex 
Male 
Female 

Residence 
Barrio 
Integrated 

Nine-mon 

14 
22 

21 
15 

15 
21 

ith 

Groups 

Four-month 

15 
12 

14 
13 

11 
16 

Co ntrol 

6 
8 

5 
9 

8 
6 

TABLE 4 

Summary of t-Test Differences of Posttest 
Mean Score by Variable Dichotomies 

Variable 

Posttest 
Mean 

N Score SD df 

Age 
Young (48-53 Months) 35 
Old (54-59 Months) 42 

64.11 24.98 75 
58.05 24.99 

1.06 0.29 

Sex 
Male 
Female 

Residence 
Barrio 
Integrated 

41 
36 

34 
43 

63.54 24.88 75 1.02 0.31 
57.69 25.13 

53.59 25.72 75 -2.32 0.02 
66.51 23.15 
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posttest mean score of 53.59, while the children living In an inte

grated neighborhood yielded a posttest mean score of 66.51. The 

difference between these two group mean scores provided a t value of 

-2.32 (£ < .02). 

Pretest Data 

By Group 

The pretest mean scores on the PRE-LAS were almost identical for 

the two experimental groups. Table 5 reports the ;t-test dif-^erences 

between the three groups when compared by pairing two groups at a 

time. The nine-month group's mean was 29, and the mean for the 

four-month group was 29.74. The control group was considerably lower 

at 19.5. 

Although differences in the pretest mean scores of these groups 

were not significant at the .05 level of confidence, a discrepancy 

between the experimental groups and the control group was noted. This 

discrepancy demonstrates the importance of using the ANCOVA to control 

for those initial differences. 

Variables by Group 

To determine If there were any initial differences between 

pretest mean scores for the dichotomies of the variables of age, sex, 

and place of residence within groups, t tests were calculated. Table 

6 summarizes the differences of age within groups. The four-month 

group shows the greatest difference in group means between young (M = 

34-75) and old (M = 23.50) four-year-olds, with the young group 
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TABLE 5 

Summary of t-Test Pretest Mean Score Differences by Group 

Variable 

Nine-month 
Four-month 

Nine-month 
Control 

Four-month 
Control 

Pretest 
Mean 
Score 

29.00 
29.74 

29.00 
19.50 

29.74 
19.50 

SD 

30.08 
28.85 

30.08 
24.65 

28.85 
24.65 

df 

61 

48 

39 

-0.10 

1.05 

1.13 

0.92 

0.30 

0.27 

TABLE 6 

Summary of t-Test Pretest Mean Score 
Differences of Age by Groups 

Age 
by 
Group N 

Pretest 
Mean 
Score SD df 

Nine-month 
Young 
Old 

Four-month 
Young 
Old 

14 
22 

15 
12 

31.57 
27.36 

34-73 
23.50 

30.57 
30.37 

28.32 
29.50 

34 

25 

0.40 0.69 

1.01 0.32 

Natural Environment 
Young 
Old 

6 
8 

19.17 
19.75 

21-470 
28.268 

12 -0.04 0.97 
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obtaining the higher mean. However, this difference with a t value of 

1.01 (£ < 0.32) is not significant. 

Although the nine-month group demonstrated a difference of 4.21 

between the means of the young (M = 31.57) and old (M = 27.36) four-

year-olds, t-test analysis yielded a t value of 0.40 which was not 

significant (£ < 0.69). Interestingly, the young ^'our-year-olds had 

the higher mean in this group, also. 

The natural environment (control) group means were very similar. 

The old four-year-old group mean of 19.75 was just 0.58 higher than 

the young group mean of 19.17. With a t̂  value of -0.04, it also 

demonstrated that there was not a significant difference (£ < 0.97) 

between the two means. 

Coming into the study, males and females within each group 

demonstrated no significant difference in ability to speak and com

prehend English. As measured by pretest PRE-LAS scores, the females 

in each of the three groups obtained lower means as shown in Table 7. 

The greatest discrepancy between males and females was in the nine-

month group. In this experimental group, males (M = 33.33) scored 

higher than the females (M = 22.93), but the t value of 1.02 was not 

significant (£ < 0.31). 

Both the four-month (male M = 33.21, female M = 26.00) and the 

control (male M = 23.67, female M = 16.38) had similar differences in 

mean scores, but the four-month group means were higher. The four-

month experimental group mean score differences created a t value of 

0.64 (£ < 0.52), and the control group mean differences yielded a t_ 
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TABLE 7 

Summary of t̂ -Test Pretest Mean Score 
Differences of Sex by Groups 

Sex 
by 
Group 

Nine-month 
Males 
Females 

Four-month 
Males 
Females 

Natural Environment 
Males 
Females 

N 

21 
15 

14 
13 

6 
8 

Pretest 
Mean 
Score 

33.33 
22.93 

33.21 
26.00 

23.67 
16.38 

SD 

32.12 
26.84 

28.01 
30-40 

27.84 
23.43 

df 

34 

25 

12 

t 

1.02 

0.64 

0.53 

£ < 

0.31 

0.52 

0.60 
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value of 0.53 (£ < 0.60), neither of which Indicated a significant 

difference within groups between the scores of males and females. 

Table 8 reports the results of t tests calculated on the pretest 

means of children dichotomized by place of residence for each of the 

three groups. The nine-month experimental group children, placed into 

barrio (̂[ = 15) and integrated neighborhood {H = 21) groups, showed 

pretest mean scores of 26.6 and 30.71, respectively. The difference 

in these two group means produced a t̂  value of -0.40, £ < 0.69, which 

is not a significant difference. 

Children in the four-month experimental group showed a ^^ery 

different outcome in the results of t-test analysis of their mean 

scores by residence. Barrio children (M = 8.46) and integrated 

neighborhood children (M = 44.38) showed a highly significant (£ < 

0.001) difference (t = -3.99) in their mean scores. 

The four-year-olds who remained in their natural environment, the 

control group, showed no significant difference in their mean scores 

when divided into barrio and integrated neighborhood children. The 

pretest mean score for barrio children was 16.88 and for integrated 

neighborhood children, 23.00. With a t value of -0.45, the level of 

significance was £ < 0.66. 

Variable Differences 

In considering the entire sample in the study, pretest compari

sons were made to determine if any significant differences existed 

between the means of the variable dichotomies. Table 9 reflects the 

results of the ;t-test differences. 
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TABLE 8 

Summary of t̂ -Test Pretest Mean Score Differences 
of Place of Residence by Groups 

Variable Pretest 
by Mean 
Group N Score SD df 

Nine-month 
Barrio 15 26.6 28.41 34 -0.40 0.69 
Integrated 21 30.71 31.80 

Four-month 
Barrio 11 8.45 19.19 25 -3.99 0.001 
Integrated 16 44.38 25.24 

Natural Environment 
Barrio 8 16.88 24.23 12 -0-45 0.66 
Integrated 6 23.00 27.06 

TABLE 9 

Summary of t-Test Differences of Pretest Mean 
Score by Variable Dichotomies 

Pretest 
Mean 

Variable N Score SD df 

Age 
Young 35 30.80 28.04 75 0.91 0.37 
Old 42 24.81 29.18 

Sex 
Male 41 31.88 29.65 75 1.43 0.16 
Female 36 22.58 26.98 

Residence 
Barrio 34 18.44 25.35 75 -2.57 0.01 
Integrated 43 34.72 29.31 75 
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When all four-year-olds were grouped as young or old, their mean 

score differences created a t value of 0.91 (£ < 0.37). Although the 

younger children's mean score was higher than the older group's mean, 

it was not significant. 

The variable of sex of the children yielded similar results. The 

males' mean score (M = 31.88) was not significantly higher than the 

females' mean (M = 22.58) as judged by the ;t value of 1.43 (£ < 0.16). 

The neighborhood variable, however, showed significant differ

ences. Children who lived in an Integrated neighborhood obtained a 

higher pretest mean score (M = 34.72) than four-year-olds who lived in 

the barrio (M = 18.22). The t̂  tests of means showed a ;t value of 

-2.57, £ < 0.01. 

Placement of Older Siblings in 
Bilingual/ESL Programs 

Table 10 shows the placement of older siblings of the sample 

four-year-olds. A disproportionate number of siblings were not in a 

bilingual or ESL program. Twenty-eight children in the nine-month 

experimental program and 21 of the four-month experimental group had 

no siblings In a bilingual or ESL program. All of the 14 children in 

the control group indicated that they had no older siblings in these 

programs. A total of only 14 children evidenced having a sibling in a 

bilingual or ESL program. 

Posttest Comparisons 

Variables by Experimental Groups 

By combining the two experimental groups, comparisons were made 

to determine if there was a significant difference in the posttest 
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TABLE 10 

Frequency Distribution of Four-Year-Olds Placement of 
Older siblings in Bilingual/ESL Programs by Groups 

Group 

Nine-Month 

Four-Month 

Control 

Total 

Sibling in 
Program 

8 

6 

0 

14 

s-ibl ing Not 
Program 

28 

21 

14 

63 

in 
Total 

36 

27 

14 

77 
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measure of English language development between variable dichotomies 

of the children who were In the prekindergarten program. Table 11 

reports the results of the t tests. 

Interestingly, young four-year-olds obtained a PRE-LAS posttest 

mean score of 69.79 (SD = 20.23) while old four-year-olds received a 

posttest mean score of 62.56 (SD = 18.63). However, this difference 

(df = 61) created a t value of 1.48, which was not significant (£ < 

0.15). 

Even less significant (£ < 0.37) was the 0.90 t value of the 

difference in the posttest mean scores of the males and females in the 

experimental groups. The males (M = 67.89, SD = 20.26) scored 4.5 

points higher than the females (M = 63.39, S_D = 18.86). 

The difference in posttest mean scores of children divided by 

place of residence was greater than pure chance would allow. The mean 

score of barrio four-year-olds (M = 59.70, S^ = 21.01) was 10.54 

points lower than that of integrated neighborhood children (M = 70.24, 

SD = 17.48). With a t value of -2.17, this is significant at the -05 

level of confidence (£ < 0.03). 

Variables by Control Group 

At the end of the study, ;t tests were calculated on the posttest 

mean scores of the control children divided according to the 

dichotomized variables. No significant differences were found in any 

of the groups, as indicated in Table 12. 

Young four-year-olds who remained in their natural environments 

obtained a mean score of 36.67. Older four-year-olds in this group 
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TABLE 11 

Summary of t-Test Posttest Mean Score Differences 
of Combined Experimental Groups by Variables 

Variable 

Age 
Young 
Old 

Sex 
Male 
Female 

Residence 
Barrio 
Integrated 

N 

29 
34 

35 
28 

26 
37 

Posttest 
Mean 
Score 

69-79 
62.56 

67.89 
63.39 

59-70 
70.24 

SD 

20.23 
18.63 

20.26 
18.86 

21.01 
17.48 

df 

61 

61 

61 

t 

1.48 

0.90 

-2.17 

£ < 

0.15 

0.37 

0.03 

TABLE 12 

Summary of t̂ -Test Posttest Mean Score Differences 
of Control Group Variables 

Variable 

Age 
Young 
Old 

Sex 
Male 
Female 

Residence 
Barrio 
Integrated 

N 

6 
8 

6 
8 

8 
6 

Posttest 
Mean 
Score 

36.67 
38.88 

38.17 
37.75 

33.75 
43.50 

SD 

29.30 
38.75 

35.85 
34.64 

30.90 
39.53 

df 

12 

12 

12 

t 

-0.12 

0.02 

-0.52 

£ < 

0.91 

0.98 

0.61 
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secured a mean score of 38.88. With a t value of -0.12, the £ < 0.91 

is not significant. 

The young males (M = 38.17) obtained a higher posttest PRE-LAS 

mean score than the young females (M = 37.75). However, this 0.42 

difference had a t̂  value of 0.02 which was not significant (£ < 0.98). 

The place of residence of the control group yielded no signifi

cance, with barrio children (M = 33.75) obtaining a lower mean score 

than the Integrated neighborhood children (M = 43.50). Although the 

9.75 difference in posttest scores may appear to be great, it yielded 

a t value of -0.52 and was not significant (£ < 0.61). 



CHAPTER V 

SUMMARY AND CONCLUSIONS 

This study was undertaken to determine the effects of a pre

kindergarten program on the English language development of four-

year-old LEP Hispanic children. The research considered the signifi

cance of other variables suggested in the literature. Specifically, 

the study sought to determine if there were significant differences in 

PRE-LAS posttest scores between four-year-old LEP Hispanic children 

who received the prekindergarten program and children from the same 

population who did not receive prekindergarten Instruction. Further, 

the study was intended to determine if there was a significant dif

ference between the posttest scores of the children who were in the 

prekindergarten program for four months and those who were enrolled 

for nine months. The influence of age, sex, and place of residence 

variables were also investigated. The variable of older English-

speaking siblings was considered. However, few of the four-year-olds 

in the study had siblings in a bilingual or English as a Second 

Language (ESL) program. Because of the low frequency (14), this 

variable was not analyzed in the empirical study. 

A quasi-experimental design was used In a field setting, the 

prekindergarten program of the Ector County Independent School 

District in Odessa, Texas, during the 1985-1986 school year. The 
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ANCOVA and _t tests yielded data which contributed to knowledge about 

this early Intervention program begun in Texas in 1985. 

Prekindergarten Program versus 
Natural Environment 

Although all three groups of children, the two experimental 

groups and the control group, showed measured Improvement in their 

PRE-LAS scores from the beginning of the study to the conclusion, both 

groups of children who participated in the prekindergarten program 

showed statistically significant improvement over the group which 

remained In the natural environment. The experimental groups' post-

test mean scores (nine-month = 64.42, four-month = 67.85) were higher 

than the control group's mean score of 37.95. When adjusted for the 

initial measured English language ability, the ANCOVA yielded an £ 

ratio of 12, which found the prekindergarten groups' means to be 

significantly higher at the .001 level of confidence. 

The Importance of using a control group played a relevant role in 

this study. The children who remained in their natural environment 

rather than obtaining the prekindergarten Intervention showed a 18.43 

point gain in their PRE-LAS mean scores. Maturing four-year-olds 

continue to develop language, regardless of their environment. 

Studies which simply use pre- and posttesting do not consider this 

continuing development and only show gains. This research showed 

significant gains in English-language development of children in the 

prekindergarten program by controlling for initial English-language 

ability and comparing with young Hispanics not receiving the treat

ment. 



66 

Particularly interesting was the difference in the posttest mean 

score comparisons between the two experimental groups. The children 

who participated in the program for four months obtained a higher mean 

posttest score (M = 67.85) than the children who received nine months 

of instruction (M = 64.42). A post hoc comparison using the Scheffe' 

test determined that this difference was not significant at the 0.05 

level of confidence, however. It does suggest that four months of 

prekindergarten may yield a similar gain in English-language develop

ment of LEP Hispanic four-year-old children as a nine-month program. 

What was not considered in this research is the long-term effect that 

a shorter four-month program may have on the English-language develop

ment of the young child. 

Age of the Child 

Whether a child entered the program as a ycung (48 to 53 months) 

or an old (54 to 59 months) four-year-old did not seem to affect 

measured Improvement in English language development. Posttest mean 

scores of the younger children (M = 69.79) were higher than those for 

the older children (M = 62.56). However, this difference in posttest 

mean scores was not significant (£ < 0.15). 

Most educators and parents would agree that language-learning is 

a preschool objective. In this study, even children in the control 

group continued to learn language. Posttest mean scores for the young 

four-year-olds (M = 36.67) was not significantly different (£ < 0.91) 

from the old four-year-olds (M = 38.88). Although the literature 

provides mixed recommendations as to the best age to begin learning a 

second language, the balance tends to tip toward those who suggest 
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that the process should begin when the child is in the stage of 

developing language. The research gathered in this study Indicated 

that the fine discrimination between young and old four-year-olds does 

not provide significant differences in learning the English language. 

Sex of Child 

The variable of sex of the child provided information which is 

not consistent with earlier studies cited in Moore et al. (1975). 

These studies had suggested that girls' verbal abilities stabilize at 

a younger age than do boys' linguistic skills. Pretest mean scores of 

the four-year-olds in this study indicated that the boys had developed 

a higher level of English (male = 31.88, female = 22.58). Although 

this difference was not significant (£ < 0.16), it provided informa

tion that at the beginning of the study, boys scored higher than the 

girls on the PRE-LAS. 

As a result of Coffman and Dunlap's study (cited in Moore et al., 

1975), they postulated that their prekindergarten girls were better 

able than the boys to profit from auditory-language skill training. 

Consistent with their conclusion, this study on the prekindergarten 

program indicated that the LEP Hispanic four-year-old girls showed 

greater gains (female = 40.81, male = 36.01) on posttest mean scores. 

Although the experimental groups' boys posttest mean score (M = 67.89) 

was higher than the girls' (M = 63.39), it was not significantly 

different (£ < 0.37). 
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Place of Residence 

The place of residence was the variable which did Indicate that 

it plays a significant role in the English-language development of LEP 

Hispanic four-year-olds. Even at the beginning of the study, one 

group--the four-month intervent1on--had initial PRE-LAS mean scores 

(barrio = 8.45, integrated = 44.38) which were highly significantly 

different (£ < 0.001). Neither the nine-month (£ < 0.69) nor natural 

environment (£ < 0.66) groups indicated a significant difference in 

pretest mean scores of English-language development between the groups 

dichotomized by place of residence (barrio or Integrated neighbor

hood). 

Analysis of pretest mean scores of the variables again Indicated 

that the children in the sample who were from integrated neighborhoods 

(M = 34.72) had already developed English language skills signifi

cantly higher (£ < 0.01) than those from the barrio neighborhoods (M = 

18.44) of the city. This suggests that independent of any prekinder

garten Intervention, children from a home in an area where English is 

more likely to be heard and explored receive an advantage toward 

learning the language. 

Posttest comparisons of English-language development as measured 

by the PRE-LAS provide further insight into the Importance of the 

child's place of residence. Those in the experimental groups who 

resided in barrio neighborhoods scored (M = 59.70) significantly lower 

(£ < 0.03) than did those from more integrated locations (M = 70.24). 

However, in the control group, children from integrated neighborhoods 

(M = 43.50) did not score significantly higher (£ < 0.61) than the 
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barrio children (M = 33.75). This suggests that with the prekinder

garten program, children from integrated neighborhoods continue to 

develop significantly higher English-language skills than those from 

areas of town where they are less likely to hear English spoken. 

When considering the posttest measures of the entire sample 

(barrio M = 53.59, integrated M = 66.51), the place of residence, on 

the strength of the ;c value (-2.32), showed significance at the 0.02 

level of confidence. From these analyses, it appears that in addition 

to the prekindergarten program, where a child lives greatly influences 

the learning of English. This gives more credence to Redlinger's 1982 

study which concluded that after the influence of the mother, a 

child's peers rated second in helping develop the English language. 

This study also tends to confirm the studies by Chesterfield et 

al. (1982, 1983) which demonstrated the importance of a child's 

opportunities to hear and explore the English language. Although 

Chesterfield et al.'s investigations Involved classroom learning, the 

present study suggests that the opportunity to hear and explore the 

English language in the community environment is also significantly 

Important. 

Conclusions 

From the results of this research, several conclusions may be 

made. The relevancy of some conclusions are obviously more practical 

than others. However, this information does contribute to knowledge 

in the fields of bilingual education, early childhood education, 

school finance, and language development. 
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1. The prekindergarten program in this study did significantly 

Improve the English language development of the Hispanic four-year-old 

children. 

2. Four-year-old Hispanic children who did not receive pre

kindergarten intervention continued to gain in English language 

development during the period of this study. 

3. The nine-month and the four-month intervention timeframes did 

not provide significantly different results. Children in both inter

ventions showed significantly higher English language development than 

the control group, and the children who were provided the four-month 

intervention obtained higher posttest mean scores. 

4. Whether a Hispanic child developing language lives in a 

barrio or a more Integrated neighborhood has significant implications 

for English language development. Independent of prekindergarten 

intervention. 

5. Whether the child was a young or an old four-year-old did not 

appear to Impact the child's Improvement in the English language. 

This age child is still in a period of Intense language development, 

and the few months which separate the young from the old four-year-old 

seem negligible. 

6. The sex of the child In this study was not shown to be a 

significant factor in the child's English language development. 

Recommendations 

Based on this study, the following recommendations were made: 

1. Replicate this study but include a larger sample of pre

kindergarten children, preferably throughout all regions of the State 
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of Texas so that the results can be generalized to the entire state's 

prekindergarten program. Also, a larger control group needs to be 

obtained in order to validate this study even further. Such a control 

group could not equate to the one in this study. However, eligible 

children whose parents do not desire enrollment into the prekinder

garten program could constitute a truly viable comparison group. 

2. Replicate this study using current state adopted curriculums 

to determine if similar results are obtained. This assumes that the 

state required essential elements remain the same. 

3. Replicate this study using a different instrument for the 

covariate and dependent variable to determine if such a change would 

affect the results. 

4. Replicate this study Involving teachers experienced in 

teaching the prekindergarten program. 

5. Design a study which compares the effects of a four-month 

prekindergarten program to a nine-month prekindergarten program on the 

English language development of four-year-old Limited English Profi

cient (LEP) children. 

6. Design a study which considers the longitudinal language 

effects of the prekindergarten intervention rather than the one-year 

gains in English language development of LEP Hispanic four-year-old 

children. 

7. Design a study which considers the English language develop

ment of four-year-old children participating in the prekindergarten 

program regardless of native language. 
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Chapter 75 Curriculum 

Subchapter B. Essential Elements— 
Prekindergarten-Grade Six 

Stale Board of Education Rules 

§75.21 Prekindergarten Education 

v-i) Communication development, prekindergarten. Communication developmtnt, prekJnder^ftrten, $ha}| Include 
tht following essential elements: 

(I I Listening (rcvcptivc language). The student shall be provided opj->ortunities to: 

(A) respond to simple directions, commjnds, and qt-estions; 

(B) rccopni/C and compare familiar and unlamiliar en\ironmcnLal sounds incbding sounds of animals, 
nifMor'v. musical )n^!run"lcnts. and naiurr; 

(C\ acquire the mcanmg of \oc;ihui;ir\ uords rclaicd ' ' ' concepis being presenied, 

(Dt listen lo lncra:\ sc'cciHin^ ddi!_\ fn- jier^-onj! cni> \̂ nicnl. 

lEi bccomc jua rc cii \ annus speech ^oi nds and patterns through rhymes, pocm.s. chants, and 
fingcTpkn s. 

(Fi respond to stor>telling or oral readm;: b> telling uhat the MOP,' IS ahmit. recalling facts and 
deijiK. and recalling (he sequence ol c\entv. 

(G) f<Kus diicntion '̂ n a speaker uiihuut interru[Mion. .:nd 

(H) recogni/c voice tnnc â  a v.a> to express feeling 

f2) Sp)eaking (e\pressi\e languagej Th '̂ student shall be pr^'. ided oi^portunities to: 

(Al paMivipatc in nomerhal comnmni^ation throjgh g.^iure. pj"itornimc, and facial expression. 

(Bj use a \a:iet\ of uords to express feelings and ideas; 

(C) taU .ihout uhat is seen, heard, touched, ts^'ed. '̂ r ^mellec' a object-^, people, and events are 

experienced. 

(Di eng.^JO in a coiucrsatinn by sharing ideas v. Mh others 

(El dictate ideas and feelings as the> arc re.orv!'.-d. 

(Fi rt'tell d faniilidi S1.M\ or nurscr;. rhvP,-. 

(G) speal- (.learl) . 

(H) present fingerplays, and 

(1) use oral language in a variety of situations 

(h) Cognition development, prekindergarten. Cognition development, prekindergarten, shall include the follon-

ing issenlial elements: 

(I) Identifying The student shall he provided opportunities to 

(A) match objects in a onc-lo-onc correspondence such as a cup to saucer, napkin to plate, etc. 

(mathematics); 
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(B) orally identify the number of objects in a group (matheniaiics), 

(C) recognize the empty set (concept of zero) (mathematics); 

(D) discuss ways people can help each other (social studies); 

(E) know and practice rules of safety at home and school (social studies, science); 

(F) learn social skills appropriate to group behavior (social studies); 

(G) identify basic economic wants (food, clothing, shelter) of people (social studies); 

(H) discuss how and why people celebrate special events (birthdays, holidays, etc.) including those 
that are culturally related (social studiei); 

(1) know and observe rules of the home, classroom, and school (social studies); 

(J) know terms related to direction and location (up/down, near/far, above/below, etc.) (social 
studies); 

(K) identify individuals who help students leain (family members, teachers, eic.) (social studies); 

(L) demonstrate awareness of self in terms of name, age, and gender (social studies); 

(M) discuss what families do together (play. v.'ork. etc.) (social studies). 

(N) Use the senses to gain informjiion about the environment using i^ste, .sincll, touch, sighi, and 
sc ĵnd (science), and 

(O; describe phenomena in the en\ironiiieni (science) 

(2) Comparing and contrasting The student shall be provided oppvr.uniiies tc 

(A) use vocabulary to designate quantities such as more than, less than, equal to, as manv as, etc. 
(maihemaiics); 

(B) use vocabulary lo designate relationships such as undei, over, above. bel(»v.. in front of, far 
av,ay from, etc (mathematics); 

(C) learn the vocabulary to compare sets or groups (sanie as, diftereni ilian, aJiKL etc ) (inailiemdtics); 

(D) demonstrate concepts of pan and whole with inanipalative materials (mathematics); 

(E) use vocabulary to compare objects (taller'shoner. hea-ler'lighter, etc ) (stKial studies, science. 

mathematics); and 

(F) compare similarities and dlflerenee.^ amon. objects u-inc usic. smell, toucli, sight, and .so'jnd 

(science). 

(3) Classifying. The student shall be provided opp.^nunities m 

.'A) lerm group,'. b> sorting and nidtclpng ohj.M. a-cording to iheir .ririU.ie (.na;he:;i.ti. s,, 

(B) combine and separate groups o) objects u- lorm nev. gioup^ (m.ther.i.lK M. 

(C) identify propenv as "his/hers'mincours' (sovul studiesj; 

(D) classify acceptable/unacceptable behavior at home and school (social studies); and 

(E) son objects from the environment according to one or more characteristics (use, comjx.sition, 

location, etc.) (science). 

(4) Sequencing and ordering The student shall be provided opportunities to: 

(A) repeat a simple patten, using objects (mathematics). 

(B) order two or three objects by si/e (length, height, etc.) (mathematics). 
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(C) count orally (mathematics). 

(D) describe sequences in basic family and school routines (.scxrial studies), and 

(E) sequence events in order of their occurrence (science) 

(5) Predicting cause effect relationships. The student shall \fC provided opportunities to know and discuss 
the consequciKCN of actions in social relationships (sharing, hilling, disturbing others, etc.) (social 
studies). 

(i 1 NJoior dt-vflopmcnt. prekindergarten. Motor development, prekindergRrten, thai! tncKtdL tlic following es%en-
Oi*:! elements: 

(!) Physical fitness development to improve the quality of life. The student shall be provided oppor
tunities to participate in developmental activities related to muscular strength jnd endurance, flex
ibility, and cardiorespirator\ endurance. 

u ) Motor skills tha' develop positive bod) image and confidence. The student ^hall be provided oppor-
tur.iiies to. 

i A I j cqure •I'lii,;: ieiii.il niinerivni --KIIU 

(1) locomotor (walking. runn;.-ig. jumping, hopping, etc.); 
(ii) nonlocomotor (bending and stretching, pushing and pulling, tvi isiinc and turning, etc.); 
(iiii :T,anipuljti\e (working with bean bags, large balls, long rope^ etc i. and 
Mvi posture and bod> mechanics (standing, silting falli^'g safelv. etc.) 

•H develop fine motor skills 

(I) practice selt-hclp ^kilis (v.;.h a*- /ippcnng. bunonmg lacmg, buckling, snjpping. and p^xinng 
liquids and solid- such â  sand and TKCK 

(1!) develop pincher control (working pu'7les with large pieces, folding paper, screw
ing unscrew mg. working with clothespins, punching holes, and picking up small objects 
and placing m containers), and 

Mill ti>!-mulate patterns (using hand or fooi in the air. sand, stringing be.ids) 

<( • deve!'"'P perceptual awareness skilK 

I), Kndv .iuareness i.ir. jw-rcnes^ of name. l(>catiop.. and relationship d bodv pariO; 
(ni sp.^nJ .,nd direcooijl nwarenes^ (an awareness of how much space the bcxi> occupies 

jnJ where to move». 
Mill co.^rdination (eve-hand. e>c-<"o>. rhvthrr... .md 

(i\) bcilarn.e 

;•', Hhythn.ie actAitiesthatdevelrpc.KTdin.^tio'^ .dr-exn:e-c,o. . creaiiv .ts. and endurance The su-

dcnt sh..!l be provided oppniiuniiic - .o r^rtiC'f.^'e in rhythmic activities 

IA ) fundanicntal skilK. 

(B) creative rhythms, and 

(C) singing games. 

(4) Skills related to games and sports The student shall be provided opporiunities to: 

(A) panic.pate in skills common to games and spons (starling, stopping, dodging, throwing, kick-

ing, catching, CK ). 

fB) participate in co operative games, and 

(C) develop and practice behavior reneciive of good sportsmanship and safety. 

http://ieiii.il
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(5) Skills and activities related to sequential gymnastics. The student shall be provided opportunities to: 

(A) develop gross motor skills, 

(B) develop prelinunary gymnastic skills (creeping, crawling, rolling, and balancing); and 

(C) develop the ability to use apparatus appropriate for prekindergarten. 

(d) Fine arts, prekindergarten. Fine arts, prekindergarten, shall Includi: tht foLlovs'ing rs<<;nt)aJ rlenieols: 

(1) Art. 

*'A) Awareness and seosilivity to natural and nun-niade enviro.'imi.ii:,. Ine ituilen'. ^hal! be provid
ed opp -̂>rtunities lo discover line, color, shape, ar.d te.aure tiy .seeir.,>e and fociuig .-jbjeccj;. 

(B) Inventive and inaaginative expression through an matcriMs and tools. The siudtni shtli be pro
vided opportunities to: 

(i) experiment informally with a variety of simple in r̂diu; and 

(ii) express individual thoughts and feelings through piccure 'r^kJiig. pupc>cirj, niodeha<j. con
structing, and printmaking. 

(C) Understanding and appreciation of self and others through an culture i*nd heriiisĵ e. The .student 
shall be provided opportunities to look at and talk about anwofki iowluding primary sources. 

(2) Music. 

(A) Singing concepts and skills. The student shall be provided oppo.nunities to: 

(i) create vocal sounds by imitating, and 
(ii) sing songs. 

(B) Music listening. The student shall be provided opponunities to. 

(I) hear music for quiet listening; and 
(ii) hear music that tells a story. 

(C) Responses to music through moving and playmg. The student shaJl be provided oppom^ruiies to: 

(i) move and dance; and 
(ii) play simple rhythm and/or melody instruments. 

(3) Theater arts. 

(A) Expressive use of the body and voice. The student shall l»e provided oppornjniucs to: 

(i) develop body awareness and spatial perception using rhythmic and imitative movement; and 
(ii) imiute sounds. 

(B) Creative drama. The student shall be provided opportunities to drarru;i-ze iiniite<i-a-Uon stones 
and poems using simple pantomime, and puppetry 

(e) SociaJ/emoUonal development, prekindergarten. Social/emotionaJ development, prekindergarten, shall in

clude the following essential elements: 

(1) Concepts and skills that foster individual personal health and safely. The student shall be provided 

opportunities to: 

(A) demonstrate self-help skills by: 

(i) being responsible for personal hygiene; 
(ii) managing dressing and undressing; 
(iii) eating appropriately and independently. 
(iv) learning about the parts of the body and what they do, 
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(v) recognizing routine healthy behaviors. 
(vi) expanding vocabulary to include health terms; and 
(vii) recognizing common \isible i,igns of general illness and wellness 

(B) develop a healthy self-concept reflected by 

(i) accepting failure as well as successes by .self; 
(ii) praising good work and success of others. 
(iii) willingness to try again after failure; 
(iv) taking pride in own work; 
(v) willingness to try new things; 
(vi) accepting constructive criticism; 
(vii) respecting propenv of others; 
(viii) recognizing ov\n uniqueness; 
(ix) reacting to change in a reasonable way. 
(x) becoming aware of hovK' others see him or her; and 
(xi) expressing strong emotion.^ safely 

(C) recognize danger of poisonous substances, including drugs, and 

(D) recognize hazards in the en\ ironment, and acquire knowledge and skills needed to avoid injury 
and to prevent accidents 

(2) Health-related concepts and skills ihai involve interactions between individuals The student shall 
be provided opponunities to 

(A) demonstrate adjustment to the school setting by: 

(i) accepting school routine; 
(ii) recognizing that he or she is une of many; and 
(iii) participating in leadership as well as follower roles. 

(B) demonstrate self-discipline by demonstrating appropriate independent as well as group behavior. 

(C) observe and follow home/school safety rules and procedures by; 

(i) knowing what to do when lost; 
(ii) staying away from medication and poisons; 
(iii) knowing rules about crossing the street; and 
(iv) knowing what lo do when strange or familiar adults behave inappropriately (abuse). ^ 

(D) develop concept of family by: | 

(i) recognizing that there are different types of families; | 
(ii) recognizing that each person is part of a family; and r 
(iii) doing simple home chores. 
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June 11, 1987 

Op. this date v.-e participated in coT.mttee to dr.-t'T̂ rT.ine 
coc.ndarie.-. of tne City of Odessa's ;;aLiiO(s>. 

(J 
\ \ . > f\ \ 

Ofelia Vaiindo, L^^'-^ispanic 

Hope Gortez, Educatoi:-

.' /" \ 

H a r o l d Thorrias, C i t y O f f i c i a l 
luUy^L^-

c 
Ed Wyn.Tt;̂  Schocl Administrator 
(Special Ser/ices) 


