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ABSTRACT

This project uses a case stUdy approach:in‘Order
to examlnebhow dlfferent.educational_approaches and
practices ln the classroom will promote 1angUage and
ylxteracy development for a Spanlsh speaklng Chlld who
‘has been identified as'havingﬁsignificantly delayed
oral. language deve]opment in the primary langdage.‘ A
careful observation and anaIYsis of the educationa] |
program, teacher practices;;ciassroom environment, and
classroom work of one Spanlsh—speaking child who has‘
been identified as having a significant deiay in the
oral language deVe]opment of his primary language”Will
prov1de this researcher with knowledge about
appropriate structurlng of the classroom for the
language and llteracy development of this child and-
other Spanish-speaking children who have demonstrated
academic problems due to delayed oral language

development .in their.primary language.
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r‘;fSpanlsh speaking students w1th a delay in the Ofal .;§

| ‘,flanguage development of thelr prlmary language are apt

CHAPTER 1
INTRODUCTION;f

a:blllngual klndergarten teacher I noted tha

'”<lto encounter academlc dlfflcultles 1n the tradltlonalffkj*flujm‘

"ifflnstructlon to Spanish speaklng chlldren for nxne

‘”aclassroom settlng.. After prov1d1ng prlmary language ﬂhfﬁ

'tyears I observed that chlldren who appear to have a iffff?ﬁff

'7apldelay in the oral language development of their

s.;ithese chlldren are dlstlnguishable because they

:tbprlmary language do not progress as rapxdly as thelr‘;‘“ﬁ

>%ipeers ln acqulrlng readlng readlness skllls in extherff;ﬂqgﬁiﬁ'
"Engllsh or Spanlsh S i i

o In comparlson to the.other‘chlldren lndtheﬁclaég]fff

| h’there 1s a very apparent dlfference 1n thelr languagedeiiliﬁ D

g'use. The maJorlty of klndergarten chlldren are 53‘§f7

‘gw1lllng to contrlbute to classroom discussxons,,but

Tipartlclpate only sllghtly or not at all 1n these

iuk;fdlscussxons.t Most klndergarten chlldren enJoy

‘dtijInglng,.rhymlng and flngerplay act1v1t1es, but these;kgﬁfjf»s‘”

“;7chlldren usually sxt quletly ‘or PaftiCiPate only

'ﬂ~;id minlmally during these actlvltles.m During storytlme o




or sharingjtlme}‘most klndergarten»children are aole
to,respond_wlth(extended sentences and/or'phrases butn
these‘chlldrenvusually»respond‘wlth-one word:answers;‘
1t at all. |

Teacher:observation is not the only 1ndicat10n‘0f
the delayfln~oral language development of these |
children. Another 1ndicatlon is the low score
achieved on the Blllngual Syntax Measure (BSM) ln
thelr prlmary language ' Most chlldren who enter |
klndergarten score four or fxve ln thelr prlmary
language on thls measure, whlch lndlcates that they"
have lntermediate or profl01ent Spanlsh skills Therep B
»’are some who score three, whrch 1nd1cates that they
have survlval Spanish skllls.' The chlldren w1th a
fdelay indthe oral language development of thelr‘
prlmary langUage however, enter kindergarten thh a
-chrevOf onetor'two'ln_their pr;mary language.~rThls};
low score:lndicates'that they haVe’ailow productlvef‘l
-skllluin Spanjsh or have receptive Spanlsh skllls ‘;_
only (Burt, “Dulay, and Hernandez Chavez 1976) v‘h

Although the BSM ‘testing cannot be considered a a_['
thorough oral language assessemnt of prlmary languageh'v

development the low BSM score, combxned w1th teacher;;w

'“,‘observatlon of language difflculties and lack of

progress In’ readlng readiness skills indlcates.that

0o



theée children require épecia} attention and
instruction if théy’are tovhave academic sucgéss.'
‘There is a significant amount of.educéﬁional
résearch and writing showing the relationship between_f
oral language difficulties'and academic failure.
Yaden (1984) sfates that for chlldren, meaning in
reading ié a function of their oral language; and‘that‘
without that language there is no source of meaning
available. Zirkelbach and Biakes]ey (1985) state that
since oral language is the foundation upon which |
written language is built, when it is weak, there ;s
significant impact on the student’s reading, wfiting
and spelling. Lipson (1986) writes about the effect
of deprivation of adequate language stimulation in
éarly life; this results in slower reading progress.
Research reported by Levine (1987) indicates that
children who were identified early as having language
processing and/or production problems had persistent
learning problems throughout their school vears.
According to Norris and Bruning (1988)> there is a
considerable amount of research that supports theblink
between language and reading. They state that the
research demonstrates that poor readers have problems
with acquiring and processing some elements of

lanQUage. It is evident‘that children who entér



| -sch‘oal vl t‘h»bral | ‘-1. angua{éé};dff ficulties are almost
"certaln to have academic problems.,:v_ﬁ'
Thonls (1981) cites the importance of

_;pwell developed speech functional llteracy and BTN

1ladequate thlnklng ablllty for success 1n school as thepfnzgp:;

i basis for prlmary language development _She"
‘acknowledges the lmportance of well developed speech
for provldlng a foundatlon for skill development in

readlng and wrltlng She also reports that among

- language researchers, developmental psychologists,,and 15‘

i readlng theorlsts there is agreement about language
‘and llteracy‘skllls,belng mutually,supportrve and
necessary for cognltlve growth | 2

| Cheng (198?) in a paper on'communlcatxon‘and
communlcatlve competence of language mlnorlty
‘students, reports that research on llteracy 1ndlcates,f"
i ﬁtrﬁne E]ﬂtl“n hlp betWEHn ur1l language co pﬂtencel‘”
and_literacy;‘ She states that the language abllxty e
;cfthat children“brlng t0‘school forms the‘foundatlon»forlf
": thelr future llteracy development | L

Langdon (1989) reports that language pertormance %

‘ls Very much linked to- academlc success.f She states ff;f;‘“”

_that for language mlnorlty students, the problem of
,dlfferentlatlng a language dzsorder from a blllngual

fcross—culturalvdlfference lS'cruc1al.‘_She has,also



found that Lt.is’dffflcult'to Interbbét ﬁhé‘litefatufe
related to the definition‘of”lénguageldisorders in.
.billngUal or limited EngliSthpeaking students.
Langdon’s observation about this diff{culfy is
‘indicative of the confusion over JQst what is required
for an effective educational program fof
Spanish-speaking children with delayed oral lahguage’
development in their primary language. Generally, the
educational system has not begun to address the
particular problems of the language minorlty>child who
demonstrates delayed oral language development. The |
literature clearly indicates, thqugh, that lea:ning to
read appears to be a problem for children with oral
language difficulties. |

There is sti]l;much studying ahd,reseérch that
needs to be done in order to clearly understand the
particular problems of‘Spanishfspeaking‘children‘With
delayed oral laﬁguage development and h@w‘this delay
relates to"the'development of literéCy skills. There
does, however, appear to be infdrmation and reseérch
relating to apéropriate‘educational practices and
approaches for bilingual children with special needs.
The purpoée of this paper is to examine innovative
pedégogical approaches and practices in an effort to

understand which ones will more likely promote



literacy development for Spanish-speaking studentsuwho ‘
demonstrate a significant delay’in the bral‘language
development of their primary language.
As Cummins (1984) states:
.. .educators should first critically
examine the appropriateness of their own
programmes and pedagogical approaches for
particular children and creatively
‘experiment with alternative approaches
before attempting to explain children’s
academic difficulties in terms of cognitive
processing deficits (p. S). ’
Background to the Study
The Education of All Handicapped Children Act of
»1975 (Public‘Law,94—142) requires that aill handicapped
children have available to them a free appropriate
education and related services designed to meet their
‘uhique needs. According to Webb, Metha, and Jordan
(1992), this law requires that those children who have:
been found to have a "learning disability" including
delayed development in the processing of speaking,
reading, Writing,'and/or listening are to reéeive
services through Special Education.
Currently, however, an appropriate program that
will meet the unique needs of Spanish-speaking
children who have been identified as having a

"learning disabillty"_dUe to delayed oral language

development in their primary language has not been



_articulaﬁed.‘ The”i$éUeé Surroﬁnding'Span}sh—spéakiﬁgfﬁ:
chl]dren wlthvlearninédiSabilities;relate tok L
_inappfopriatewaSsessmenf étoceduresfahd:toofs, fx i'
naccurate differential dlagnosis (inability to
spearéﬁe language and‘CQlﬁuré ffom"iéarning probleﬁS),
lack of effeqtive instructional 1nterventidns, and 
inapbropriate placement (Ruédé; 198?5‘:vAé Wébpilﬁéthé }L
anvaordan,Stafe "theré appears‘tb be a o
dispropoftidﬁate'repreSentation of minority Studenté;
in classeévfor the learning disabled (p. 286)." |
Thére'is general agréement amongveducators Qf
bilingual children with special needs that there'ne§dé‘

"to be improvement in the identification, asseSsment, '

and placémént of the children. There Is also great "‘ g

concern about appropriate programs'and practices fbr'
bilihgua] children‘with_special needs. - There is a
callkfot a»éhift from the medicai-model apprbach,.x<
where fhe émphasis is on.remédiéting the‘defiéit of
‘the child, to providing a mofe‘hbiistic, :
meaning—centefed, experientially rich léarning
environment (Baca & Cervantes, 1984;7Cumm1né, 1984,
1989a;'1989b; Rueda, 1989) |

Figueroa, Fradd and Cobrea'(1989),voi¢e the need
for "interventions embedded In linguistic_and ‘

educational experiences, rich in meaning, authenticity'



””t,l;programs for bilingua) special education chi

‘”«ﬂfFlores, Cousins and Dlaz‘(19915 sﬁress a;n ed- fo’

; Educators of bll,né.alich' d ,lf ﬁw"“b"‘

37_needs are advocatxng a shift 1nnperspect1ve :

'uWVj Accord1ng to. Rueda (1989) there 18 a sign1f;cant body

"&fof llteratu'a«that:calls for a discardlng of;the




reStrueturing‘of‘the claszoom for‘Optimai language
'and-litefacy developmeht‘that‘is most valuable in
undersfandihg what specific classroom approaches and
activitlies will promote literacy acquisition for the
Spanish—speaking child withfdelaYed'oralilanguage in
the primary language. 'Litefafure:in the field of
whole ianguage will provide é clear Qﬁdetstanding of
the importance of méking "meaning" the focus of
instruction and learning in the classroom. Literature
dealihg with the interactional approach to teaching
and learning will clarify the importance of practices
and strategies‘thag allow teacher and studenf'to
mutually constfuct the knowledge in the,élassroom.

In addition to investigating literature, thié
project will also examine closely the educafional
program Of‘bne‘spanish—sbeaking child who has been .
identlfied and placed in a‘special education program
due to a significant delay in the oral language
deveiopment of his primary language. He also has been
chosen to étudy because he has shown progress in
acquiring literacy skills and because hé is involved
in spedfal education énd regular bilingUal educafion
classrooms in which the teachers are in the process of
instituting a holistic apprdach to teaching and

learning.



TheiPreblem“.g

In order to have a successful educatlonal career.
it is generally acknowledged that chlldren must learn
to read. As hae already been dlscussed, children whof
have delayedeeral language development in their
primar? languagevhaVe‘diffiCUIty’in learning to read.
vIn;Order to ptovide an‘approériate educational
expefience whieh‘will premote reading»develepment for
these children it 1s necessary to acquxre knowledge“
about specific approaches and practices that will
promote language,and literacy development for them.

This‘thesiskwiil,examine'this issue by conducting
‘a case study which will involve extensive observation
and gathering_of data‘about one particular subject.
"»The'SUbJect~of the»studyeie a Spanish—speekiﬁg chfld
whe has been<ident§fied as havingea significant'deley
in the:ofai lanéuage develepment of his primary |
languege, This sighificaﬁt delay and lack of’pfegress‘
in all academic areas has qualified him for p\acementv’
in a special edqeatien program’ for ovefvfifty—ene
perceef of the schooi day. This child’was chosen as
the subjecf of thisestudy because‘of:his.idehtified |
problems and because he has demonstfated'significanﬁ

progress in acquiring language and literacy skills.



This study willlexaminepthis child and his educational
~ program in ordep“to better'understand wnat actlvltlee
he particxpated ln and how these act1v1t1es promoted
his academlc progress. The wide range of 1nformation
requlred by a tnotough case stndy'wlll provide
bvaluable insights lnto what educatlonal approaches and
claseroom activltles will best'pfomote literacy
development for a Spanish-speaking child with delayed

oral language development'ln the primary language.

te 1t of t
How;can classrooms be ettuotufed in order to
provide the most effectlve learnlng situatlon for the
‘ language and literacy development of a Spanlsh-v
' -speaking child wlth academlc,problems duevto a
significant=delay in the oralrlanguage development of

his/her primary language? -

= h-vaet
1. What lnstructlonal actlvitxes and condltlons
promote development of language and literacy Skl]lS
for a Spanxsh—speaklng child with delayed oral
:»language development in the primary language° :
| 2. What social interactlons promote language and
‘llteracy development for the Spanlsh speaklng Chl]d

,vw1th delayed oral language,development in thexprlmary :

11



ianguage? |

3. Whét 1it¢racy skllls are demonstbated as a
‘fesult.of whole‘Ianguage,stratégies by the =
_Span;sh—speaking childeith delayéd oral ]anguage

development in the primary language?

Definition of Terms

1. ‘Reading: A process by which children can,
on the run, extract a sequence of cues from
printed texts and relate these, one to the other,
so that they understand the message of the text
(Clay, 1991, p. 22V.

2. VLiteracy: Functional literacy is often
related to basic writing (coding) and reading -
(decoding) skills that allow people to produce and
understand simple texts (Williams and Snlpper,
1990, p. 1>,

3. Delayed oral language development: If a -
child is at a disadvantage in language processing.’
and production (for whatever reason), a problem
exists, at least during school (Levine, 1987, p.
163). ’ :

4, Blllngua] Special Education: The use of
the home language and home culture -along with
~English in an individually designed program of
special instruction for the students. Bilingual
special education considers the child’s language -
and culture as foundations upon which an
appropriate education may be built (Baca &
Cervantes, 1984, p. 18)

. 5. Learnlng Dlsablllty' "Learning '
disabllities is a generic term that refers to a
‘heterogeneous group of disorders manifested by
significant difficulties in the acquisition and
use of listening, speaklng, reading, writing,
reasoning or mathematical -abilities. These
disorders are intrinsic to the individual‘and
presumed to be central nervous system
"dysfunctions. - Even though a learning dlsabllity,
may occur COncomitantly with other handicapping

12



conditions (e.g., sensory impairment, mental
retardation, social and emotional disturbance) or
environmental incluences (e. g., cultural
differences, insufficient/inappropriate 4
instruction, psychogenic factors>, it ‘is not the
direct result of those conditions or influences.
(Hammill et al., 1981, p. 336 in Rhodes &
Dudley-Marling, 1988, p. 4> . ’
Theoretical Framework .

It is significant to note that many of the
educators-advbcating a change in perspeciive‘for
appropriate educational practices for'bilingual
chi]drenvwith special needs are greatly influenced by
Vygotsky and his sociochistorical perpective towards
education (Cummins, 1984, 1989a.~1989b; Goodman &

'~ Goodman, 1990; F1ores, Cousins & Diaz, 19913 Rueda,
1987, 1989, 1990). Many educators have based their .
studies and writing on the-Vygotsklah.perspective;
_Vygotsk?‘s writings are'very'releVant‘té this
study and are reflected in mahy_of theiwritings
indluded in ﬁhis,study. Moll (1990) states that
Vygotsky placed a great emphasis on the social
organization of instruction andvthe‘"unique form of
cooperation between the child and the édult that is
the central element of the educatidnal‘process (p.
2>." As Moll points out, it Is Vygotsky’s zone of .

proximal dévelopment that is his most lnfiuential

concept.

13



Thé»zone of proximal development is the

distance between the actual developmental

level as determined by independent problem

'solving and the level of potential

development as determined through problem

solving under adult guidance or in

collaboration with more capable peers.

(Vygotsky, 1978, p. 86)

This concept is significant because it relates to
the importance of school instruction for the mental
development of a child. As Vygotsky statés (1986, p.
148>, "Development and maturation of the child’s
higher mental functions are products of this
cooperation (the systematic cooperation between the
child and the teacher)."

Cummins (1984 presents the significance of this
‘concept for children with oral ]anguége disabilities.
He points out that the dognitive and affective
characteristics that a child brings to school are
largely determined by patterns of social interaction
‘prior to school and that there are individual
differences in those adult-child interactions. He also
states that, "Educational outcomes are a function of
the interaction between chiid,lnput and educational
treatment factors; in other words, ' the same
educational tréatment can have very differentveffects
on children who enter with different inpuf

characteristics (p. 94)."1 For the person who is

dealing Wlth'children who enter school and do not have

14



the same language ablllity aS*othé: students in the
same language community, this means that although the
student came into school with a different language -
abiiity levei, the interaction that'goes on in the
school envirdnment‘will affect the Child’s'cognitive
and pérsonai growth.

Rueda (1990) also presents the significance of
~Vygotsky’s perpective on children’s cognitive
development. He states the following:

A key assumption of the sociohistorical
approach is that the intellectual skills

that children acquire are considered to be

directly related to how the interact with

adults and peers in specific problem-.

solving environments. That is, children

internalize the kind of assistance they

receive from more capable others and

~eventually come to use the means of
~guidance initially provided by another to

direct their own subsequent problem-solving

behaviors (p. 404>."

A Vygotskian approach does much to focus our
perspective towards the child who enters schbol with a
de]éy in their oral language deveiopmeht. ‘This does
not deny that children come to SChbol at different
ability levels, but supports the idea that the social
interaction that'takes piéce in the school environment
has a significant effect on that child’s intellectual
growth. Vygotsky’s zone of proximal development

requires that we consider how much potential a child

demonstrates when'guided by more knowledgeable adults

15



or peers and not what that child demonstrates»
individually. I£ ié é qhallénge to providé é sociaj
enVironment that'allowS meaningful‘interéctibn‘with
‘more knowledgeable adults and peers in order to
devélop higher levels of language and cognitive‘

ability.

16



~ CHAPTER 2 |
'”,REerw OF»THE RELATED LITERATURE.

Language mlnorxty chxldren who have been
identlfled as having delayed oral language deveiogment
in thelr primary language and/or severe readlng
difflcultles which may be related to thelr delayed
~oral language are entitled to an educatlonal program
that will meet their unique~needs.v To‘understand what
a successful educational expefienee enfai]e for these
chi]dren requires an inQestigation‘into many‘areas of |
‘research and academicvliterature. | |

| : Firsf, it is important‘to:examine the literafure o
that deals with children who have dral language
disabllitles. This will provide a clearer |
understanding‘gf the chlldiwith inén this study will
be dealing. vIt‘is_also impbrtant;td investigate'then
belationshlp of the child’s dral language'disabilities
to reading difflculties; AdditiOnaily,jit'is eritidal
to study the literature dealing with language |
disabilities and reading problems in‘order td-
understand the educational system s approach to
identifying, assessxng and providlng 1ntervent10ns for

these children.

17



language»dev"

‘5?V?slgn1flcant de ayed oral

.ifxfrelated readi g dlfflcu‘tles» the L;~5u7
””f;speciflcally to this pOPUIatlon must also be

'Tgilnvestigated 'fstudylng litefatufe ab°“t bi'l“g“-v~

V;fispec1al educatlon wlll provlde 1nformation about”

fﬁsuccessful educatxonal approaches and pedagoglca“

“~fffpractlces:for Spanlsh speaking children wlth specxal

lﬁneeds due to an oral language dlsablllty 1n thelr

rlmary langUage,;lb}gijfﬂv

yih: Another area that requlres 1nvestigat1°",fﬁ:

erlresearch on the relatlonshlp between oral languag

"Qdevelopment and llteracy development Thls wlll;fet“'

‘ﬁiprovlde information as to Specxflc practlces and

ﬁfstrategies that can be lmplemented 1n the classroom7t_

a}i§prov1de a morelappropriate educatlonadjexperlence d:ub

n"”{;fthe Spanish speaklng chlld wlth delayed oral language:

(;“f;rdevelopment anf.readlng diffic“]t‘es'

iAn investlgation into all these areas 1sirequ1red-

“fiinjorder to clearly understa:dgthe nature of the

s Qproblems of the Spanish speaking Chl]d w:th or

qulanguage difflhulties.w It is necessadylin order to"

*f;assure appropr atelldentxflcation and assessment_of,

l*°1h;these child__n.f7Also, a study of the research and

"-aaacademic literature wxlliprovxde informatlon'about




specific practices and strategies to use in the
~classroom to help these children have a more
successful educational experience.

arning Disabilities and

Oral Language Disorders

The.literéture-dealing with learning disabilities
and oral language disorders reveals significant
‘ihformation_:eleyent to this study, This literature
provldés infdrmation.dn the identif{cation of students
with oral laﬁéuagg disabilities; information ébout the
comp 1l ex pbocess~0fﬁora1 language develdpment; and
information as to an appropriate approach for
developing oral language fOr children who demonsﬁrate
problems in their‘obal language development.

Lewis.and Dodr}ag (1987> inform us that
communication disorders are one 6f the most ¢omm6n of
- all handicapping conditions, and that they affect a
child’s ability to interact with their teachers and
other students. Levine (1987) also reports that a
language disabilities in chiidren-aré common and do
impede learning and fulfillmenf.dufihg the school -
years. ’

~ Salvia and Ysseldyke (1991) ackndwledge that

-weilédeveloped»language abilitles are déS{reabTe-in

and of themselves énd that these well-developed
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, languége abilities afefbe11EVed to:uﬁaefliezlaterJ'n"
‘development. According to £hem,-identifying'ahd'
femedlating oralblanguagé disorder can have a éoSlthe
effect on persdﬁai aﬁd academic growth. These.experfs
are pointing oQt the importande of language
deveidpmeht;[the difficulties that nguf‘when'language
is not weil4devéloped; the iﬁportanceFOfﬂidentifying’
children who hayeALanguagé déQeJopment pboblemé; and
' the;impdftahce‘of'éssuriﬁg improvedvotai language
déVe]opment. |
| | A great déal of the litérature reiating to.
1éarningvdisabili§les»andvlahguage disorde:é dea1s
wiﬁhgthe:éomplexityﬂof Jénguagg.' Experts (LeVine;
'1987; Liharesf”1983; Salvia & YsSeldYke;‘1991) divide‘
language intb anArietyvof‘ccmponeﬁfs and label ﬁhe |
,partéfmorphology;ISeﬁanticé; phonology;'syntax,
semaﬁticé,'éragmétics;,metélinéuistics, ﬁarraﬁion,
Yet;:aé,Levihé'édmits, "éverydavaSe 6f‘1iﬁguistics 
| entails'fntegtaféd:ﬁrocessing>andvproductiOn{j These
‘componéﬁts interact, fortify'each othef, and ﬁake
precedeﬁce~during:particuiar tasks‘and orkétagesvofJ
acquisition,(p. 140),P }The importance of this is
 that,'élthough‘1anguégé can be ahalegd and divided
- into many‘¢omp0nents,5£he,teaching'ofblanguage and the

ﬂremediation]ofvlanguage disorders*m@éf*bevAn
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inteerated’prOcess.

o It is necessary‘to be aware of the componénts of
language and be able to identify possible difficulﬁies
in individual areas, but, what is most significant to
know regarding children with'learning disabilities due
to oral languége de]ays‘felates to‘pragmatics} Salvia
and Yasseldyke (1991) report, "Pragmatics has'only
recently appeared in oral-language theory and few
standarized assessments are available to evaluate this
aspect of language. However, it will become

‘ increasingly important within assessment, because thé
ultimate communicative success of oral—language users
depends oh using language correctly within a shifting
social context (p. 265)." In other words, what |
matters most, when assessing a child’s language
ability, is whether he/she is using the language
appropriately in the given contekt to communicate
ideas.

Another important point with regards to
assessment of a‘chifd’s language ability is "whether
the child’s language is disordered within his/her
language community and what impact such diéorders may
have on classroom performaﬁce and communication skills
generall? (Salvia & ¥Ysseldyke, p. 299)." According to

Linares (1983), "A language disorder exists when
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_chi]dren’s‘coﬁﬁréﬁehsioh"and/br‘exﬁbeséion does not-
compére favofably to the'fanguage used-by‘their péers;
Iﬁ this casé, £Hé‘ianguage comﬁfehénded or'éxpressed

- departs fromvllngulstic nofﬁs to such a degree as'to o
interfererwiﬁh communica£ion (p. 151))‘

‘When assessing the[ofal‘languége ability of thé
language minofify child, there are additional
conSideratiohs. As Salvia and Ysséidyke pofﬁt"out,
"Children shouidjbe viewed as having a ]ahguage |
disofder onfy if theyvexhibit disordered production of
their own primary language or dialect (p. 159);" Théy
‘aiso admit that it Is inappropriate to treat |
multicultural language differenées‘as if they aré'
language disbrders. |

As has been‘pointed out earlier, there §r¢‘few '
tests to evaluate pragmatics. vAlsd, Linares‘(1983)
informs us about the lack of standardized |
communication tests fdr Hispénic'American~childreﬁ}\ 
So, it lsvnecessary to evaluate language ability'Of
Sbanishéspeékihgvchildren by other means. Linares
suggests that interviews with»parents or guérdians ma?
provide information. Information can also be obtained
from other professionals. The goal should'be to.
identify the child who is having problems

communicating ideas and having this problem interferes
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with functioning in the social and/or academic
‘ énvironment in whiqh He/she is required to
participate.

Before going on to identifying Specific program
practices and activities that wiil help a child with
oral language problems devélob language, it is
important‘td‘examine some ofher'basﬁc aséumptions
relating to thé‘identlficatidn; catégorization, and
labeling of learning dlsabled students.’ This is‘
important because it relates to the basic assumptxons :
undér]ying the programs practices for learning
disabled students. | |

There is a great deal of discussion In the field
of’special,educatiOn dealfng with the ineffeqtiveness, 
inequallty and indOnsistéhcigs.in providing services |
for students with learning disabilities. For the
child with a learning disability due to oral languaéé
develophent pfoblems ﬁhis dlscuésion is partlcularly
81gn1flcant because of the complexity: of languageb
development.

Educators (Das, 1987; Goddman,>1986;.Kfqnick,
1988; Levine, 1987; Miniék, 1987; Poplln, 19835 ére
challengxng the tradxtlonal approach of deallng w1th
children who have learning difficultxes in school

These educators question,the most,common\y used
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- methods of teSting”for learning disabilities; they
‘question'the,discreteestep approach.to}remediation of
learning,dlSabilities; and.they'arevproposing'a‘change
in the'fundamental»perspective that the educational
system has taken‘towards’children who deviate from‘the
acCeptedlleVel of:school performance.

Das (1987) in his appeal for an’interactionalv
approach to evaluatlng learnlng potential informs us
that the Pfolly of 1ntelligence tests has been written

»about over and over agaln (v11) AHe'»explains that
"Intelligence tests are static measures of
aoility...and do not predict the ability to learn
(vii).” He also discusses rhe'importancevof: |
children”sbinteracting with adults and oﬁher.children
in order to de?elop‘higher’forms‘of cognitive
actinity. Finally, hepacknOWIedges the exisfance of
social inequalities that-cannot be disregarded. eDas’
- purpose in challenging the traditional remedlatlonal
approach to learning problems is to encourage a change
in perspectrve;' He 1s proposing a need for better
indlvxdualized interventlon and enrichment programs
that will help the Chlld develop the areas of
processing. in whlch he or she 1s found to be weak

| Goodman (1986, 1991) also rejects the tradltional’

approach to,dealing‘w1th:children who don’t do well in
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school. He argues that it'ls the tradltidnal way bf
teaching in many schools that is actually hihdering
the languaée development of students. For the'child‘
who entefs school with a language delay, the
tradltionalFWay of teaching may be compounding the
difficulties. Goodman advocates keeping language
whole and inVolving children ih usiﬁg it functionally
and purposefully to meet their own needs. He proposes
a revaluing pcogram for Child:en_who have:trouble iﬁ
reading and writing that emphasizes the following two
objectives:

1. To SUpport’pUpils‘in revaluing themselves

as language learners, and to get them to

believe they are capable of becoming

fully literate. ,

2. To support pupils in revaluing reading

and writing as functional, meaningful

whole language processes rather than as

sequences of sub-skills to be memorized.

(Goodman, 1986, p. 56)

Kronick (1988) is even more critical of the whole
notion of "learningudisabilities"., In her discussion
she includes the argument‘that “bemediat{on is to
/£ix’ LD students so that they will meet the lock-step
demands of mainétream education (p. 31>." She
acknowledges the inclusion of children into the
learning disabled category due to immaturity, minority

status, poverty and for convehience. She is also

critical of the approach,to teaching LD students which
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presenfs segmentéd aspects of thoUght‘throQgh.a rdte'J”
pfocéss in a decontextualizéd manherf’

Kronick‘seés learning disébllities as a
"breakdown in dynamic functiohing" and recommends a
negofiated épproach to teaching. ©She recommends that
we involve children with learning disébilities in |
3observing the'Ways,thdt people andvthe world funCtibn;‘
that we use a gdided questloning.approach.to teaching
in order to lead them toba higher level of thinking;
and that we'eﬁcourage creative problem sblving in'rea]f
éontexts'ﬁith.real problehs. Her approach'dan'be
~particularly beneficial for chiidfen with an oral
language delay. The holistic apéroach, the use of
questionjhg‘énd the broces of helping them develop
their probfem Sélving skills can be a better .
edUdational approach fob‘these children.

Levine (1987> points‘out‘thei"confluénce of
multiple inf]Uehces" in order't0>pfesent the
~complexity of the prob]emuof-chiidren_whp have.faiied
ﬁo méet educational expectations (p.b7). He reporté
'that,‘"there'islconsfdérable drsagreement about thei
causes; the treatments, and even the precise nature of
the apparent dysfunctﬁons“that impedé learniﬁg | |
(p. 2>." |

Leviné»recommendé that in order to understand
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thesevéhiidrenkthe iﬁvestlgator, éducatéf, and
clinician must,descfiﬁe £he,ﬁumer6ué ihfluehCes that
together impalir resilliency and cause ‘a child'to.be50me
b“diSappoihting?. He feels that-the[best‘descripinn_ '
‘leads to thé'best'prescrlption. _ThIS»deSCriptioﬁ'ﬁust
included'hot bhiy thevproblemSLénd'weakn§SSes o£ thé "
child, but also the.talents and»advantéges of the
child. | o

LéVine’é-arguments;apbly well‘to'fhé Situation of
‘the'child‘who comes td sdhool with an ofal‘language> 
delay..vAithough the child has visible prqblemé and
'weaknesses; he/she a1soAhas Stfengths and tarehts.
‘The éducator7mus£ obsere éaréfuiiy.and ﬁote fhesé,
_ strengths and talents. These can be incorporated in
‘ CIaséroom activitiés‘to‘incfeésc.the opbértUnity for
succeséfui aéadémic7§fogressf, o | :

~Minick (1987)>, too, érgues agaInsﬁ thé

tradltibnai perSéectiQe’tdwéfds chifdrén who perform‘
pOorly in school. He”éféués fagsé dhaﬁgeWto dyhémic -
asseSsmeﬁt érocedures bedaQseibf thé awareneSs‘that,r
"static approaches to ﬁhe assessmentjof learnihg
abillity or ledrning‘poféntial have faifed'to provide
the kinds qf information that educatOfé:need_in drdér: 
to facilitate the psychological development and the

educational advancement of these children (p. 116>."
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He'p]adés great value on Vygotsky’s concept of the
zone of pfokimal development and also that "advahced
' humén'méhtal'prOCess‘ha§e their'origin'in
ydollaborétive activifyvthat is mediated by verbal
interaction (p. 124)."

His purpose invadvocating change is to improve
our understanding of why some children have difficulty
in-schodl‘and tb-facilitdtevthe development of the
kinds of remediation that will allow these children to
overcome ﬁhe 1earning‘problemsvthey face in school.
For ﬁhe child with anvoralvlanguage delay it would
mean more appropriate language assessments and
‘opportunities for,Qerbal ihtefaction in collaborative
claSsrodm activities in order to provide‘mpre
appropriate.éddcational programs.

Poplin (1988) provides a thdrough exaﬁination of
different models in the field of leatning disabilities
and argues in favor of a changing view ﬁowards
children with learning problems. She argues that A]l
past ﬁodeis héve taken a "reductiohistic" view towards
the etiology, dlagnosis, assessment,‘instruction and
gdéls of the érog;am, According to Pépfih,
"Reddctionism is the natural process by which we break
ideas into parfsfin an atﬁempt to understadd and deal

better with the whole (p. 394>."
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80’ as t allow definltion of a sxng]e verlfiabl‘
entity Cor ‘set of entities), (b) ‘that the
“geachlng/learnlng process - ls most effective when
o most reduced (e.g., controlled, focused and
. segmented), and (c) that the: reductlon of -
‘:geducatlonal services is beneficlal (f}.398)

The;reductxonlst'v;ocessﬁofﬁtestlng bits and

IQﬂwpieces of,children s Ianguagejabllityo Of teaching

”’f;language throughfblts and pieces, a“d retQStlng

;fhlanguage growth by1bltS and pxeces must change.

’”"3jf1Ch11dren with an oral language delay W11l need a

”v,fprogram unll_ fthose of the past that have onlyr

'-"'served to fragment 1anguage and make 1t meam"gless,

’htif"?The lxterature on ]earnlng disabllities and or 1

T”>fgm]anguage dxsorders indicates that educators are

ithe tradltional approach to

’ {:}ocalll_g for a change |

h;iproviding services to those chi]dren who demonstrate

'3F:¢problems in thexr educatlonal progress.- There is alsoh

fstandardized static measures of

‘*fabillty almed:at ident ying a chlld’ ‘"defic1ts" dp

‘ot serve to appropr1ate y?evaluate a Chl]d’

vpotentxalhfor cognftive growth., The medlcal—mod'ﬁw

-discrete step,

_teacher dlrected approach to

”*f}ﬁremediatlng a chlld’s learnxng problems has not proven:‘

'“df:gsuccessful.r It is also apparent'that thefproblems of'ﬂ




these.children cannof be easi1y categorized and dea]t
‘with'by é narrow, limited-service appfbach;

The edﬁcators and researchers are recommending a
dynamic, multi-faceted approach to»assessing'children
- with iearning difficulties in school._}They are
recommending an interactional, experientially-rich,
contextAembedded, rea]—life progrém approach for these
students. VThéy are also,écknowledging the social,
"political, historical, economic factors relating to
. tﬁe label of “learning disability“. The issues
surrounding fhe éhild with learniﬁg disabilities is
very‘complex‘in nature and requires extensive
.awareness, sénsitivity and knoWledge on the paft of
teachers working with‘these special Children;

ili io
ilincual ial ati n

It Is significant to note that the changes being
advocated by educators in regular speCiéj education’
are similar to those advocated (and presented earlier
in this paper) by the edUcators in bilingual special
education; Both recommend a change from the
medical-model approach to temediatiné Iearning
problemé: both advocate thé need for an‘ihferactional
approach to teaching; both see the need for an
expériential]?-ridh, real-life, meaningful educational

program.
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‘There is afso much valuableyihformation in the
area of bllingual education that is réievent'téjthe
study of'apbropriate programs and practiées for the
Spanish speaking child‘with én oral languagg pfobiem.l
 The California Department of Education (1990) has
published the Ihﬁvﬁlllnggil Education Handbook:
Desianing Instruction for LEP'studggts which reflects
the most modern research oh 1anguage acquisition and
»‘Cognitlvé deve]opment.. It presents a program,deslénﬁ."
that, “pfomotes Ehglish-acquisition and challénges
studénts to deve]dp abilities to think abstractly,
genera\ize,‘makeildgical, connections, interpret,
organizevénd Judge (p. 7>." These are surelyvgoéls
that can be aspired to for all chi]dren, even thoée
. who come to school with delayed oral language
development. '

Oﬁe issue that is preséhted in thefhahdbook is
the iméortanée of'using the stﬂdents’ prlméry language
for instruction. It clearly advocétes the use of
students”’ pfimary 1anguage to expand theif thera]’
knowledge of the world and develop higher-order
thinking skills. It stétes that, fLimited'Eanish N
proficient students should have access tb the same
socially enabling body of knowledge, skills, and ways

of thinking about the world available from the
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;‘Vl) "o :

*{'academic core as Engllsh_speaking students receive (p.

Another 1ssue that 1s discussed 1s;the importa ce .-

"of a meanlng centered model for language learnxng.__wggipn”ft”_'

'f;prhere are a number of research papers that deal thh

vathis 1ssue Wells (1986) states that negotlating
nf&meanlng 1s a strong predictor of future academic
uasuccess ’ One of the s1gniflcant factors in the |
:sNatural Approach for second language acqu151tiontlsh:,hip-

"g]the importance of the need to- communlcate a messageva;

| “uj(Terrell 1981)

Another issue to be con51dered for an effectivev
leducatlonal approach for the language mlnority studentmh‘
“is- the dlstinctlon between two types of language.,;a:rdf“'
f_Accordlng to the Handbook there is a dlfference ‘
'between functional language and empowering language
fh'and this difference has signiflcant implications fOF,;ffV‘
‘}prov1d1ng students WIth ‘a much more demandlng and
: rewarding control of empowering English Cummins g:’:}
uf(1981) argues that academic def1c1ts are’ often createdfjhr;ttﬁh

.;hby teachers who fail to reallze the sxgnlficant

’f-difference between cognitive/academic language

”rfvproflciency (CALP) and basxc lnterpersonal

f‘communicatlve skills (BICS) Many times LMS have been‘jr -

”{‘provxded with watered down content in English or;have}r'uy



been transitioned 1nto aﬁ Eﬁglish mainstream program
because tﬁey have demdnstrated a functional grasp of
English. These practicés have often resulted in
futufe‘academic-difficulties for LMS_andvbi]ingual
students in special education programs.

Another significant issue regarding appropriate
educational bracfices for LMS is the relationship
between content-based instrudtion in the stﬁdents‘
primary language to their development of English.
Cummins (1981) introduced the concept of the common
underlying proficienc? (CUP> which states that
literacy skills and'thinking strategies, once mastered
in thevprimary’]anguage,vprovide a sound basis for
rapid acquisition of similar skil]s‘in the second
language. Hakqta (1990) also stated that considerable
research exists to show that transfer between L1 and
L2 is éommonélace. He conducted a study which clearly
showed that students with high levelsldf devefopment
in Spanish also developed high levéls of ability in
vEnglfsh.’ h

Another important concept that relates to
effective educaﬁion&l practices deais with the
significance of the student’s‘priobvkn0wledge in their
primary language. Researchers found out the

importance of presenting méaningfu], interesting and
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understandable messages at a level just beyond the
studentS"pfesent level of language attainment.
Vygotsky (1986) studied the deQelopment-of-children’s
higher mental fuhdtioning and found that development
of higher thinking skills was a result of social
interactibh with a more capable‘other assisting the
child in underétanding information that was just
beyond their present understénding (zone of proximal
development). The Handbook (1990) points out that
this is where home language instruction becomes
significant. LMS must be allowed to develop their
higher thinking skills in their primary language and
then this knowledge can be successfully applied to
English. |

Finally, in considering what is required for
successful education of LMS, it is urgent to
acknowledge the issues of self-esteem and positive
self-concept5 Researchers ﬁKrashen. 1986; Cummins,
1981, 1984, 198%a, 1989b) have discussed the
relationship between inclusion of the students’ homek
language and the establishing 6f a positive
self-concept which in turn effects second language
acquisition. By using primary language development in
the school, we offer langﬁage minority students

acceptance and a healthier sense of self-concept which
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will be reflected in a healthier attitude toQardé B
learning the majority language.

Snow (1990) poinfs out the importance of
incorporating these practices in the educational
~ program of language minority students. She states
that native lahguage inétruction for the LMS promotés
thelr educational success in a variety of ways
including: having an advantage in cognitive
‘functioning including metalinguistic skills;
~linguistic advantéges——transfer skills; development of
oral language skills related to academic achievemeﬁt;
better academic achievement; effective metacognitive
strategies to support reading and acquired world
knowl edge.

The practices that have been presented as
appropriate for language minority students are most
appropriate for Spanish-speaking students with
learning disabilities due to problems in their oral
language development. Bilingual educators are
advocating these same practices for hispanic children
with special needs. Figueroca, Fradd and Correa (1989)
insist on the importance of providing a program of |
ﬁigh contexf and moving away from interventions that
are decontextualized, acultural, and asocial. Malave

(1991) presents an instructional program for .
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culturally and linguxstically different handlcapped
students (1talxcs added to stress the negative
conotation of legal designation) that focuSes on the
fol lowing: |

higher order thinking skills; performance on
responses with reduced non-dominant language
interference; creative tasks that allow the

expression of ideas through the native culture and
language; students-to-student interaction and '
meaningful social contact; comprehensible L2 level
of instruction; and social contact with native or

near native-like speakers of L2 (p. 187).

Raca and Amato (1989) address the importance of
preparing teachers to work with bilihgual children
with special needs. They provide a list of
competencies that they have found to be necessary.
These are:
1> The desire to work with the culturally‘and
linguistically different exceptional child; 2) the
ablility to work effectively with parents of these
students; 3> the ability to develop appropriate
individual educatlional plans (IEP’s); 4) knowledge
and sensitivity toward the language and the
culture of the group to be served; 5) the ability
to teach English as a second language to students;
6) the ability to conduct nonbiased assessment
with culturally and linguistically different
exceptional students; 7)) the ability to use
appropriate methods and materials when working
with these students (p. 169).

As can be seen from}these reports by educators
involved with bilingual special education, the
importance of culture, parent involvement,
confent-ridh'ahd academically challenging programs,

-and . soclal Interaction are all concepts. that are found
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“ffneeds', In order to provide an appropriate educatlon

"frepeatedly ln the llterature dealing with approprlate;

-;fiprogram practices for bilingual children wlth speola.

i

' program for Spanlsh speaklng chlldren thh a learnxngd

15{fdlsabllity due to delayed oral language development ;V‘°5

”";ﬂthese many lssues must be addressed and resolved

“;”,There needs to be ‘an awareness ‘and 1ncorporatlon of i

:the above mentloned concepts lnto the program of

ﬁe;Spanlsh speaklng children wlth learning dlsabllitles ffwai

?fdue to. problems 1n thelr oral language development

5lfthe1r prlmary language. There also needs to be a

’l_greater understandlng of the specxflc actlv1t1es and

"practlces that w1ll insure the 1ncorp0rat10n of these"fw

‘concepts., An 1nvestlgat10n 1nto speorflc actlvltles'”"“ L

"rand classroom practlces follows

lProqram Interventlons
The lnformatlon presented from ‘the areas of

urregular spe01al educatlon, blllngual educatlon and

-bllingual specxal educatlon should serve to 1ncrease _fmgaffahﬁrV

*"fan awareness of the complexlty of ldentlfylng and

‘:"Provxdlng lnterventlons for Spanlsh speaklng childrenifaaft77

r_who demonstrate academlc dlffxcultxes due to problems ”ff‘”

‘g 1n the oral language development of their prlmary f\”h

language. As Mlller (1984) polnts out "the notlon %de@jﬁlh"'”

"problem’lls a hlghly subJective area. It ls
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subjecfive not because people who have a genuine
language disorder no not exist, but becéuse in the
field of bilingualism, especially, there is to be
found a range of variety in language greater than
encountered elsewhere (p. 102> ."

It is clear from this investigation into the
literature that research relating specifical]y to.
successful interventions for Spanish-speaking children
with problems in the oral language de?eldpment of
their primary language is scarce. It is not the
purpose of this project to delve into'standardized,
norm-referenced intelligence and achievement tests,
basic skills intervehtion programs or the traditional
tranémission mbde] approéch to remediating the
"deficitsf of these children. Rather, this paper’s
final section of the fiterature review will |
inVestigate hol1stic,*meaning—centered‘activities and
interactional, sodially-mediated eduéationa] practices
thatvcan be implemented in the ¢1assroom to_promote
language and iiterécy'déveldpmentbfof these children
with special needs. |

The literature deal ing With'appropriate program
practices that is compatible with development of
p:imaryvlanguagé, inclusion of the child’s home

language and culture, cdntent—based curriculum,
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ekperientially—rich and interactive practices, social
inferaction, and édvocacy—orienfed asSessmént'comes
from the fleld of Whole Language teaching practiées.
vMany of the whole Ianguage educatofs (Goodman, 1986,
1991;vDudley-Mariing & Searle, 1991; EdelSky;
Atlwerger & Fibres, 1991; Cousins, Prénﬁice, Aragon,
Leohard,yRose,}and Weekley, 1991; Stires, 1991a,
1991b) advocate this approach for children with
special needs. |

As wés discussed earlier, Goodman (1986,1991) is
‘very:definite in his criticism of the traditibnal way
of handling students who don’t do well-in reading and
writing. Hevclaimé tﬁat the "pathology of reading
failufe" perspectiye with its termé—4feadingv |
. diéabllitles, dyslexia,vdiagnosis, c]ihics,
 perscription, treatments, remediation--is ignorant of
the reading proéess and reading-de?elopment.’
According to him, "If young humanvbeingsfhaven’t
succeeded in becoming literate in school, something
must be wrbnngifh thé-progtamQ‘it'ﬁéedS'rehediafioﬂ,
not they (p. 55)." He does admit that severely
]abe]ed students ao take‘timé fo gainvtheir c,on}f.‘i-c:ien(':é'j
and lose "the ioser mentality". He warns that there
will be setbacks, trauma, and struggles as they put

back the whole which has been fragmented by
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traditional-remediational‘practices.

v,COUSIns et al (1991) criticize theltraditional
practice of focusing on the deficits of children with
special needs.. Théy ainse providing these children
with moré support and additional time to’aécompilsh
tasks fétﬁer‘thaﬁ a remediai skills approach.
Acéording to them, "Whole language allows, probably
for the first time, a setting where these children can
center upon their personal needs and fnterests.
‘"Through readingg’wfiting;‘andirespondihg to
1iterature;‘students‘constfuct meaniﬁg from universai
themes (p. 166." -

'Sfires»(1991a) also argues against»the labelihg
and;isolation Of-cﬁildren. She presents two éase
 studies of children with Ianguage development problems
}who gréw.as readers and writers because ofﬁthe‘”
learning_éﬁvirbnhent provided by the teachef;f'They
were immersedAin meaningful, purposeful 1anguagé'f0r
social and academi¢ reasons throughout the‘échool day.:
Stires incorporated intobher classroom pfactjces seven
conditions fér making meéning though talk sﬁccessful;
These are: ‘1mmersibn, demoﬁétration,‘expectaﬁion;
resbbnsiblf&ty,'approximatioﬁ; emplbyment,.and
feedback (CamDOUrne & TUrbill,?1987); 'BYIpFOViding-

the appropriate conditions, this teacher was able to
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guide these children with languagéfproblems fb grow in
their language and 1lteracy skills.

Dudley-Marling & Searle (1991) state that the
traditional approaches to wdrking with language
problems'add'to the probiems that some children have
because these approaches attempt to teach fragmented
pieces of language. They argue that all children have
skills as language learners, and that those with
language problems "may use language to fulfill fewe:
communicatve ihtentions in fewer contexts (p. 129."
In other wofds, the child with languagé problems have
had to use language in few contexts and for fewer
purposes. Dudley-Marling and Searle propose that
children need to be provided language opportunities
that will build onto the language and experiences that
they already have. They propose that jn providing
these opportunities the teacher/educator must consider
the fundamental principles for learning language which
are: Don’t fragment language; provide authentic
situations for using language; let students try
language out; let students experiment with language;
and trust students’ ability to learn (pgs. 9-12).

Flores, Cousins and Diaz (1991) advocate
disgarding the tradltional deficit model and replacing

it with a more positive pérspective towabds children
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deemed "at risk". They provide four,assumptidns based -
‘upon the knowledge of how language_is learned'to gulde_'

‘the restructuring of the teaching and learning of

_language in mutually COnstructed.chialjéonteXtSQ Thefﬂ~ B

assumptlons are:

D) Children bring many strengths to the
classroom--ability to learn, . proficient language
use, and cultural experiences; 2) The teacher can
organize the daily social interactions with a
multitude of opportunities for language and
literacy use; 3) Teachers know how to monitor the
children’s development across many settings on a
daily basis; and 4) Parents are interested in
their children’s schooling success (p. 375).

Flores, Cousins &.Diaz are . proposlng that

teachers empower themselves with pedagoglcal knowledge o

about the learnlng and teaching of language and ;’
literacy in ‘order to prov1de an envxronment that will B
allow educatlonal success for all students, | |
particularly those labeled "at rlsk" |

- It is apparent that the whole language apprgach‘
is an approprlate approach to 1mplement 1n the
classroom to promote language and'llteracy development_»
for Spanlsh—Speaklng‘children who have demdnstratedla__
significant delay in the-oral language developmenthof
their primary language. Thls appfoach requires
providlng a‘rich language learning environment that
involtes thevchildfen ln-meanlngful experiences that

will promote Interactive language use with more
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knowledgeable teachers and peers. Although whole
language does not have a prescribed program, there are
a number ofbactivities’and practices that are in
keeping with the whole language perspective and can be
implemented in the classroom (e.g., Edelsky, Altwerger 

& Flores, 1991, p. 42 and Hollingsworth & Reutzel,
1988, p. 481)
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CHAPTER 3
DESIGN/METHODOLOGY

A case study approach will be used in this
project in order to understand what educational
approaches and practices in the classroom will promote
literacy development fdr the Spanish-speaking child
who has been identified as having signlflcahtly
, delayed oral language development in their primary
language. According to Stires (1991b):

Case study research helps inform the field and
develop theoretical knowledge. It is also one of
the most practical approaches to instruction that
teachers can take. In conducting a case study, we
are getting inside a reader and writer’s
processes. We learn about that reader and writer,
and our evaluatlion is constantly informing our
teaching (p. xVv)>.

By conducting a careful observation and analysis
of the educatlional proaram, teacher practices,
c¢lassroom environment, and classroom work of one
Spanish-speaking child who has been identified as
having a significant delay in the oral language
develdpment of his primary languagé, knowledge will be
galned that will provide information about better
teaching practices and approaches to be used with this

child énd other Spanish-speaking children who

demonstrate academic problems due to delayed oral
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'Ianguage deyeldpment in their primary ianguage.

According to Andersoh (1990) a case study 
apprbach concerns itself with.how things happen and
why. He states that fhe emphasis in a case study is
on explanation. He also stresses the importance of a
wide range of methodologies, and the ﬁeed for multiple
sources of evidence. |

Another sighificant issue stated bQ-Andersoh was -
the need for a "clear vision of what the case is ahd
what unit of analysis the case examines (p. 159)." It
is clear to this researcher that there is a need to
examine many facets of the‘educationalbexperience of
one particuiar‘child in order to gain a clear
uﬁdérstanding of how and why this chiid has been able
to develop literacy skills. |

As has been stated before, the subject of this
study is a Spanish—speakihg child who has been
identified‘as having a significant delay in the oral
language development of his primary language. This
language delay had dramatically effected his academic
progfessf He was chosen as the subject of this study
for two Important reasons. Flrst, because of the
language delay,a]ready described. Second, because of
the slgniflcant progréss he is demonstrating in |

developling literacy skills through a holistic
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approach.

The Specie] Day Class, where he spends over
frfty—one percent;of the day, and the regular class in
which he isvmainstreamed have taken a whole‘language e'
approacﬁ to teaching and learning. By obserVing botb:
classroom environments during language arts activities

and the interactlons of this~Spanish—speaking child

"~ who has been identified has having a significant delay

in the oral language development of hls primary
language this researcher expectSeto gain the knowledge -
needed to answer the‘fellowing research dﬁestions:

| i.‘ What instructionallactivitles and conditionsb
promote develophent of language and literacy skills
for a Spanish-speaking'child with delayed oral |
1anguage development of the primary lenguege?

2. What soclal interactions promote language and
lxteracy development for the Spanish- speaking child
with de]ayed oral langqagevdevelopment in the primary
1anguage?‘ | |

'_S.V'Whafiliterady skills are demenstratedvas a>>
vresuit of whole lahguage strategies by the “ |
Spanish—speaking'child with delayed oral laﬁguage‘

developmentlin the primary lahguage?

Data Needed

In order to answer the research gquestions it will
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be hecessarQ'to Obéerve the child thrOughbut»ﬁhe
‘schdo] da§ in both the'Specialaeducation elassfoom'ande
‘the bllingual mainstream c]assroom., It‘wili be
"necessary to gather a varlety of data and to use a
'variety of methods for gathering the data. Througout'
this process of observatlon and gathering of data the
‘focus will be on galning a‘better‘understandlng of the
language experiences‘and‘activlties that‘appear to
promote literacy develdpment for this chiid

‘ There are many significant features of this
child’s educatlonal program that must be examnned for
this'case study to answer the project questlons. One
of the signiflcant features‘thailmust be examined will
be the specific language activities that fake place in
the classrooms and how fhe child'participates in these
activities. Many of these activities are those
identified in the whole language litepatufe (Edelsky,
Altwerger & Flores, 1991; Holllingsworth & ﬁeutzel,
1988>, since the classpooms in which this child
participates are guided by the whole language approach
to teachling and learning. By examining these
activities this,reasearcher will cdme to knowdwhiCh
promote literacy development for the child in this :
case study. | |

The teachers’ interactions with the‘child ahd how
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these interéctions serve to promote litetacy.
dévelopment wil] also be examined. It is apparent
that the rntéraction'betWeen teachers and studenﬁ
greatly affect the progress made by the student. It
will be important the observe and analyze the
interaction of teacher and student in order to better
understand how this child has been able to develop
literacy skills and how he demonstrateé this growth
during these 1nteractions.

The child’s ‘interaction with the classroom
environment and with other students during classroom
activites is another important feature to be examined
In this study. An analysis’of his responses to other
students and fhe surrounding classroom’environment
will provide important data about his literacy skills,
how he has been able to brogress in the acquisition of
these literacy skills, and what activities have
promoted the acquisition of these literacy skllls.

It ié important to ndté”that. just as Anderson
(1990) recommends, the observations and examinations
"are done in order to understand how and why literacy
development is taking place and never to evaluate or
Judge personé, progréms or perspectlvés;v The purpose
of this study is tovgr0y in knowledge about how to

help Spanish—speaking children who have academic
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difficulties such as this child develop their primary

language and literacy skills.

Subject

The subject of this study is a seven-vear old,
Spanish-speaking, second grade student. He is of
sllght bulld, very neatly dressed and well-groomed.
He ls the oldest child in a family of five children.
He lives with both his natural parents and four other
brothers, ranging in ages from six to two. Mother is
expectingbher sixth child.

This child fits well ihto the regular classroom
setting. He wdrks very hard at assigned tasks in both
the regular classroom and the special education‘
classroom. Throughout the school day he makes
numerous classroom changes which require a great deal
 of flexibility and adaptgbility. He works well in
this daily transitioning from regular classroom to
special education classroom with a minumum amount of
teacher instruction.

As has been stated, this child was chosen for
this case study because of the delay in the oral
language development of hié‘pfimary language. This
child had not atfended any pre-school programs. = Upon
entering kindergarten he was enrolled in a bilingual

c¢lassroom, wifh a Spanish-speaking teacher pfovidingv
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primary-languagé instr&ctfoh'in'all 3§ademic‘areas.
" The delay in his dral 1angua§g development was noted
by his kindergarten teacher. It is also éignlficant.
to note that a BSM score could not be obtained because
the chlld would ndt'respond at all during‘the testing.
In first grade he_coﬁtinued in a bi]ingua]

program with a Spanish—speakihg teachef providing
primary language instruction in all areas. The delay
In oral language development appeared to be effecting
progfess in acédemié areas. His academic progress was
careful ly monitored, and by Decembef of his first
grade year it was clear that hevwould need special
attention 1f‘he'was to,héve ény amount of educational
success. The referral:process for special placement
was begun in December, 1991.

| In January, 1992 he was assessed by the bilingual
school psychologist. A number of tests were
administered»which indlcatedvsighificant.weakness in
language development, attention, numefical reasoning
and academics. Significant strengths were
demonsttated in visual motor coordination and
perceptual speed. Relative strengths were noted in -
spatiél organization and understanding of
parts—to—wholes relatlonshlp (Gutierrez, 1992>. The

areas in which he is weak are those which are required

50



for demonstfating‘éucqess'in'scbood. Hfs,stféhétﬁé;'
alﬁhough w§rthvnoting; are not the skil]s that‘are’
requifed forvsucqess in the traditional school
éetting,. | |

" This child ié currently enrolled in a special day
c]aszoom whefe he spends ovérbfifty—one pérCent of
the day. The teacher in this classbdom is bilingual.
Although she does not hold a speéial,eduCatiOn
certlflcate, she does hold a Réading Specialist
Credentlai, was é Miller-Unruh reading teacher for
many years; andeas also a Chapter One Pfdjéct feacher
for two yeafs. Her exberiencekaﬁd'expertfse~qualify
her as a knowledgeable instructor fof thié‘child.
This instructor has institﬁted a whole language
approach in her special day classroOm,v Since the-
child épénds more‘than half his day‘in:the spebial day
class, the'interaction,befheen the SUBJect and'this"’
teacher will be‘the focus of‘anélysis'fbf‘this case
study. » . " ‘ }_ o

When the child is not in the_sbeclal day

classroom he is In a bilingual fifét/Second grades
combinatidh classroom. This researchér is tﬁe teacher‘
‘in that classroom. The child has béen with this same
classroom teacher for first and second grades. Thisv

classroom is currently in the process‘of moving
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,toQards a whole_language approachmto teaching and
learning;_ In this class the subJect is expected:to
partlcipatetin’WhOle’class dlscussions;'small'grOUpi‘
.activltles and completion of ‘individual prOJects. _A'
5variety of language actlvlties in this context wlll ber
examined in order to understand how literacy growth ls_7,
being promoted. | H w
Mgthggolggz'

A Cdse‘StUdY’appfoachvwas chosen as theﬂbest'? o

‘approach to answer the research QUestionQSdAsvhnderSOn~jt,??"'

(1990)‘states, “Tradltional methods of‘educatlonal
researchhdolnot-lendvthemselves‘Well to a wide array e
of eddcational SLtuatlons (p. 1575;"'fﬂé’ertheb_ |
states,'“Educatlon is a process a”a'tﬁere?lS‘neéd'for'”
reSearch methods whichfthemselves~ared' | ‘ )
process-oriented, flexible and adaptable to changes 1ﬁ;j,
’circumstances and an evolving context (1bid) Since:
the research question deals w1th understanding the‘:'

process ln’whlch this partlcular~child was able to ;_'

' progress in the acquisition of llteracy skills, a caseiiw;fj,'

study approach is clearly the most approprxate method

.of investigating the problem. Recent. research_also

supports thls approach | B | | :
Garcia (1991) notes that case studies have -

| provided3the'best documentation,of effectlve’
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.'educational practices to‘use with linguistically and
. culturally diverse students was gathered through a
‘case studyvapproach He states that "The results of
thesevstudies do‘prov1de;important insights with
regard to general instruCtiOnal Organization, literacy7f

development academic achievement and the perspectives

. of the student teachers, administrators and parents

(p. 3." It Is the purpose of this project to gather
first—hand information anddinsights about'instruction,'
literacy development ‘and- academic achievement of one
‘particular child through this case study approach
As the case study-proceeds it is expected thatmi‘

the necessary information requlred to answer the |
proJects questions will be gathered. Through the use
of dOcumentationi file data, interViews, site visxts,r
direct observations,gand physical artifacts, this o
'researcher expects to become more knowledgeable as. to
how,andehy thiSvparticular Spanish—speaking chiid"
with a significant-delav:in the oral language
developement of his primary language was able to
progress in the development~of his literacy skills.

| Through‘careful observationiand'a thorough
\examination of»the'educational program in which this
child participates this researcher wnll gain more

knowledge about how to promote literacy development
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for other children who may_have academic difficulties

due to delayed oral language development.

Data Collection

As was statéd earlier, a case‘stﬂdy approach
requires a wide variety of methodologies and multiple
sources of daté. Anderson (1990) lists six sources of
evidence usually used in conducting a case study:
documentation, file data, interviews, site visits,
direct observations, and physical artifacté. These
will all be included‘in this case study.

During the course of this study a wide range of
documentation and file data will be gathefed. With
parent permlssion, this researcher has been allowed to
examine the child’s school recqrds. In the school
records there is information about past and current
schoo] progress. The school records also contain
information gathered during psychological testing
which is important to this case study. There are also
perlodic 1.E.P. Cindlividualized educational program)
reports that contain pertinent program information.

Interviews are also a significant part of this
case study. Many interviews, formal and informal,
will be conducted in order to gain a wide range of
information about the-child, his developmental

history, and his on-going program. The mother of the
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child.wili be interviewed to gather information about
the child’s early language development and his current
- language use. The schooi psychologlsf'wlll also be
interviewed to gain ihsights about the child’s
interaction during testing and to gain insight into
approprlate'programvpractices. The épecial day
teacher also will be interviewed throughout the study
to clarlify and expand on the information gathefed
throuah video taplng. Interviews will also provide
he]pful'iﬁsighfs into how and why this child develops
literacy skills in holistically organized classrooms.
The most important infdrmation for this study
will be_gained by 6bserving thefaCtivities of the
child in his speclal day class and his regular
bilingual classroom. A record of his activities in the
special education classroom will be gathered by
_regular‘video taplng done by thé speCiai education
teacher over a period of three‘months. A record of
his activities in the bilingﬁal classroom will be
gathered through anecdotal notes kept by this
re3¢ércher’over a period of three months. The
opportunity to 0bserve, record and examine closely the
daily activitiés, interaction and participation of
this subject is What will provide this researcher.with

the most information aboUt how and why this subject
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'with academic difficulties due to delayed oral
language development in his primary ianguage;has:béen
“able to progress in acquirlng‘literacy»skills;'

Finally, an examination of the student’s daily
work, class assignments; and independent proje¢tsvVill
also pbovide usefd] information for this study. By
gathering and analyzing the work done and the prbcéssﬁ 
involved in a variety of assignments,vﬁhis reéeafchef :
will be better aﬁle to answer the questions being‘
asked in this project. |

As is required by case study reseafﬁh, this
project will examine a wide range of.datajjnvorder tov‘ 
answer the research question: How“do wévstfuc£ure.fhe”
classroom in ordeb to proyide the hosf effective
learning sitdation-fOr the language and 1itéracy
develépmentvof a Spanish—speéking.child withjaCademf¢  
problems due to a signtfldanf delay in the oral

language development of his/hervprimary.language?
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CHAPTER 4

"“fiﬂ ANALYSIS AND RESULTSw

-"As has been 1nd1cated ka case study approach

C*iffbeing used in order to more clearly understandfhow the
lassroom structure can prov1de effective learning
:s‘situations for the language and literacy developmen

°This student has

~a{of a Spanish speaking student;

iacademic problems due to a significant delay in the

iﬁforal language development of hiS primary languag_

”tifdlwide range of data will be analyzed and the resultsi

""discussed in order to answer these research question

' 1 What 1nstructional activities and condi

'Libpromote development of language and literacy skills_

'Qj;for a Spanish speaking child W1th delayed oral B

"7Vlanguage developm nt h-,‘ e primary language°

What socxal interactions promote language andg

' ngliteracy development for the Spanish speaking childiw

Swith delayed oral language development in the Pflmawﬁ

Wﬁffﬁlanguage°’

‘*f4$ What literacy skills are demonstrated asia

HVQiresult Of whole language strategies by thef;f“v~v

"5QfSpanish speaking child with delayid;oral language”7

"‘1development 1n the primary languagg



Invorder to interpret the great amount of data
that was gathered 1t‘has been necessary to organize
the data into four areas. A discussion of information
gathered in interviews will be presented because it
provides lnsight Lntobthe subject’s social/cultural
/family sltuation. This information broadens the
awareness of how énd why the child may interact
differently in various situations. Second, the
actlvities in both the special education day class and
the mainstream bilingual educétion class will be
presented in ordef to better understand which are
effective in pfomoting language and literacy
development for this chi]d.‘ Third, the anecdotal
records and detailed observationé that were gathered
during varlious classroom interactions with teachers
and peers during language and literacy activities wiil
be presented.v This will help us to better understand
how the various social conflgurations and‘social
interactions help develop language and literacy
skills. Finally, an analysis of the child’s school |
‘work and tests results will provide information abouf
the language‘and literacy skills demonstrated by this
Spanish-speaking child with signiflcént delay in the

oral language development of his primary ]anguage. 
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In order to instltute an effectlve educatlonal

v [f'program for thlS Chl]d it was 1mportant to make

ucontact thh the parents/guardians as early as:
vnposs1ble to gain 1nformatlon about the chlld’s famlly L

background language use,. and past experlences. gThe:_nro
most important source of this 1nformat10n has been the,:d

mother of this chxld.

”As~soon"as the-academicidifficulties‘were»noted:"“1‘“

t this instructor contacted the parent and requested a
conference. Slnce thlS child has been w1th the same -
"teacher for flrst and second grades, there has been a
jgreat deal. of contact with the mother. Over these =
last two years there have been numerous meet1nq and
discusslons, Most of these centered around the
”child’s progress and ways of:he]ping him at home;
‘Therelhas been nohcontactbwlth the‘fatherﬁb He has’[t
v‘never‘come to school,feyen'durlng such activities as
,,Back.tocSchooj NightffParent Conferences;geveningl¢‘,t
Christmas'programs; and grade—]evel music/dance
:]brosrams;' | L o (s
‘:Duringlthesetearly, informal encounters;_the‘*'
””mother and thls teacher spoke a’ great deal about the
'importance of readlng and sharing books with thet

ch;ld.__She 1ndicated that she was vlsitlng the schoolt
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library more often; that she does sit with her sons
altogether to read storybooks} and she noticed that
her older sons had begun to sit with the younger ones
‘to talk about the.storybdoks. |
In December, 1991, however, it became apparent

that this child would require sbécial hélp in order to
pfogress in hié,academic program. At that time formal
meetings were held to gatherilnformation dealing with
the child;s histbry, development and fangﬁage use.
This teacher, as the classroom teacher and a Student
Study»Team (88T member,vwas required fo,fiil ouﬁ the ’
pre\iminary réferral form. This providéd an
opportunity to~gaiﬁ information from the mofher about

. the studentfs eér]y language QSe, her impressions
~about his developmental history;.aﬁd‘hrs currentk
language use in the home.

" According to the mother, this child did begin to
speak later than her otherlchildren, speaking his
first words at’the age of two. She did notice this
when,comparihg him to other small chiidren, but
attribdted it‘fb a‘trauma‘expefienced‘by the boy when
he was eighteen monﬁhs. At that age his parents lost
him at é theater. He_was'aécidéntjy locked in a
closet overnlght, alone at the theafbé;-JAlthough she

had noted her son’s late'use'of language, she was not
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“OQGF]Y concerned. He is’her first child and so‘she .
'did not have anyone close w1th whom she cou]d compare
him. Also, once he did begin to speak he had no

~ problem communicating his needs to her.

Regarding his devéloémental hisﬁory, she reporfed
to the SChool nurse that her pregnancy was normélQ |
Shé also reported that the child had had no
extraordinapy iilness that would indicate ¢ause for
concern or pboblems. He also was reported tQ have
normal physical developmént, al though itvwas‘sldwer
than her other childreh. He sat alone at five months;
crawled at eight months; walked at ten months; but did.
not say his first words until He was two vyears old;
and he said his first,sentence when he was four years.
old (from DeQe]opmental and Health History record,
December, 1991). | o

The mother also provided information about the
child’s current language use at home;..Spénish is the
only language spoken in the home and thevdominant'
language spoken by the families who live in the
traller park where this family lives. The child is
very talkatlve.at‘home with her, his brothers and his
friendé. He does not appear to have any_problems ‘
communicating at the basic/interpersonal level wifh

family, friends and peers. The mother also reported
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that he does use Engllsh when he is out playing w1th d“
his friends° | | |
Conversations with the mother have provided other;b.
1ns1ghts about this child’s language 1nteractions in
’1the home. 'The mother’s speech is very slow, shese
v'stammers, and she may have a speech impediment  We'do‘u
not have any problems communicatxng, but her son does ~
have some ot the same speech patterns as the mother. .
During our conversations she also has discussed the ;i
children s interactionS’with their father at;home..l
She reports that he works seven days a weekt'earning a
. only enough for the essentlals ' When he is at home
' she must keep the chlldren quiet or she sends them out,
to play : Father s 1nteractlons wlth the children are
mainly dlscipllne related. There are few

v.opportunities for ‘the family to: go on. outings, becausel’

' of their economic situation and the number of hours

that the father works. ‘There are few frlends and
relatives close by and this also limits the number and.
types of family outings. | | |
Over the last two years because the schoolihy
psychologist and ‘this teacher have. worked together at L

88T meetlng, there have'been numerous discuss10ns ‘

‘.:about this child and his delayed oral language .

,f.development. Thls educator s primary interest was to .
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provide the most effective educational program for the
~ child while he was being mainstreamed intd the regular
»biiingual C1assr00m'situétion. The school

psychologist’s obéervétions of the child have provided
information that is usele for the b]annlng of an
effective school progréﬁ‘for him. |

The early'discussiéns between the psycho]oéist
b(Gutiérréz, 1992) and’this teachér were intended to
gather information aboutreffective‘struCturing of the
regular bilingual classroom for this child. Rather
than becomhend spécific érograms ahd texts to be uséd;
:though, the psycho]ogist/sbobservations and
rrecémmendatidns dealt with effective social
interactions‘ahd'practices to be used in the
classroom. He stressed the Iimportance of‘a
jangﬁagejrich environmeni, use of story reading, and
the‘need'for an unbompetitive environment. He highly
commended the wbrk being’déne in the special education
claSsroom, because of the progress he_sav’in the
subject’s }énguagg’deve]opment. | |

This'téacher was also interested in the
psychologist?s impressions about the possible cause of

the delayed orél 1anguége development. When

quesfioned abbut €he possiblily of‘the theatér.eQeﬁt   “

having a long-term effect on the child’s language
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deveiopment, the psycholbéist did not feel that thé
language delay was cdue to a one-time trauma. He felt
that the delayed oral language development was due
more to lack of stileation in the home. His
impression was that ﬁhevlanguage use in the home is a
means to getting basic needs met, and there is
probably a minimum of interaction beyond that.

The psychologist (Gutierrez, 1993) also provided
Information relating to the standardized testing
situation with this child. He reported having
difficulty gaining this child’s confidence, especially
when he and the child were alone. This made the
psychological testing extremely difficult. The
psychologist indicated that there were times during
the testing that he was sure the child knew the answer
but would not respond. From this discussion with the
psychologist, it would appear that the standarized
tests being given to this child did not accurately
reflect the child’s true ]éarning capabilities,

At the end of this school year (June, 1993),
after conductling tests, the school psychologist
reported finding that this child had not shown a
~conslistant pattern of growth in the standardized tests
that were administered. He also reported that the

student had even shown a decrease in cognitive growth

64



according to one of the standardized tests that was
readministered.

In January, 1992, the‘éubject waé given the
Expressive One-Word Picture Vocabulary Test (EOWPVT).
He recelved a stahdard score below 55 with an agé
equivalence of three vears/four months. When given
the samé test in June, 1993, he received an age
equivalence of five years/two months. The subject had
demonstrated gains in vocabulary development,'but was
still two vears behind for his age.

The psychologist also readministered parts of the
Weschler Intelligence Scale for Children-III |
(WISC-III>. It was here that he reported being
disappointed because thé subject had shown a decrease
in cognithe growth. His Verbal Scale Score had not
increased sufficiently in proportion to fhe time
passed, which indicated én actual decrease in
cognitive growth.

Unfortunately,'not all the same tests were
readministered, and so this prevents getting a
~accurate report of growth, or lack of growth, through
use of standarized test scores. (It is‘notlwithin
this researcher’s ability to administer these
standardlzed tests. The échool psychologist’s

impressions and discussions had to fulfill that area
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of information.)

The validity of-these'tests,mqst be'questioned
because of the psYchologist’s cdncern ovéf the child’s
reponses during the testing sitQation, and the
1nabiliﬁy to get a accurate measure 6f this child’s
true language and cognitive abilities. It does seem
c¢lear that the appropriateness of uéing standardized
test scores for méasuring thié student’s academic
ablllty and/sor academic progress is very questioﬁable.

The child’s family situation, past history,
language use and the.psychologist’s impressions are
valuable resources for organizing classrbom activites
and situations for this child. Standardized test
scores were required for qualifying for plademgnt in
the special educétion pbograms,kbuf the tests have not
~provided any cher pertinent information useful in
planning an effecfivé educational program for this
student.
| Interviews, conferences and formal meeting have
provided the following important information: It is
apparent that the child needs time before he feels
confident enough to communicate with an unfahj]iar
adult. He is comfortable, though, sharing with his
siblings and peers, and discussing events surrouﬁding

them. Much more'language goes on when he is
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inferactlnngIth those his own age. ‘He 1s:vefyv
uhcomfortable.when interacting with an adult in a
one—té—one éituation, particularly if it is ﬁo be
tested or eﬁaluated." Iﬁ'appears that the child has
had limited opportunities to use language in a variety

of different COhtexts.

Actlivities and Conditions in the Classrooms

The activities in both the special‘education day
class and the mainstream bilingual educaflonvclass
will be presented and discuséed in order to better
understand which ére more effective in promoting
language énd 1iteracy development for this Spanish-
speaking child with delayed‘dral 1angdage development.
As has been stated before, the activities in the
special eduéation day classroom were‘videotaped‘bybthe
bilingual specfél education teacher. A record of ﬁhe
~activities in the mainstream bi]ingua] classroom was
kept in a anecdotal lbg by this researcher.

The first step in this analysis was for the
researcher to viewkall the video tapes‘made by thé
bilingual special'education teaéher'over é threefmonthv
period. The special educaﬁion teacher had beenvgivén"
a minimum of‘instruct&on as to what was td be
videotaped. She was aSked to, "Jjust turn 1t,(£he

video recorder on a tripod) on when it is convenient
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"W;or when you think there is something Significant goingﬁ!ﬁf"“

‘dﬁéhf". The wide variety of actlvities chosen for tapingfﬁgi_“"“

’nﬁtby the special education teacher prov1de extensive

':fiinformation about the academic program in which this

vchild participated

During the viewing of the Video tapes, this L

f;’researcher complied a list of the actIVites that _j.-V

. occurred in the special day classroom.ﬁ Many of these

:h’=same activities also took place in the regular

bilingual classroom : The follow1ng is a brief
,description of the whole language actiVities as they :,~'
fioccurred in both classroom5°;‘ |

‘ Daily Diary was done in the regular bilingual m

d’ybclassroom at the end of each day ’ The student was o

'usually present for this activity. At the beginningg‘f
iof the year the whole class sat together to do the
diary.j Three children contributed to a chart story
vabout what they had done or learned during the school
l;day;f The class read it together and reread it theli“d
TfollOWing morning The three children would then #fiy
.lilllustrate the page and it would be posted on the wall!?tu
tin the classroom. Dlaries were bound lnto a book at
Vfgthe end of each month “'
By February the children of the class were ready i

to write a dally diary in their own small Journal



They would theﬁ go around and readlit to other members
of the claés.

D.E.A.R Time stands for Drop Everything And Read.
It was a daily'activity done right before lunch in the
regular bilingual élassroom; The student was usually
béck to class in time for this actiQity. “Children
took out any book in their desk that they had chosen
from the classroom library, school ]ibraty or from
home, and they read.

Interactive Journals is also a dally activity
done in the regular and the special education
classroom. The subject was not always in thevregular
bilingual classroom when his group rofétéd around to
the teacher for this activity, but he did participate
in it dally In the special day class. Each child has
a Jjournal. They draw a picture then write something
about the picture. They come,individually to read
their entry and‘thelteachér responds in an authentic
manner to what the child has written. |

Environmental Print consisted of

commerclally-created poems, Super Kid‘stories, daily
diaries, chart stories and monthly Qriting samples.
Children were enéouraged to read these whenever there
was free time. In the speclal day clasé,‘the teacher

reviewed these regularly with the student.
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'Libbarﬁ Grdug Time was one of the‘rétation
activities that the subject usually did not get to
participate in while in the regular claésroom. It was
a fifteen minute period when children looked at and
talked about books in the classroom library.

Super Kid was a weekly activity that the subject
eagerly barticipated in. Eachkweek, in the regular
class, and once a month in the special day class, a
diffefent chlld Is chosen to’be the super kid. The
class interviews him/her; a chart story is written and
posted; then children draw a picture of the student
and write something from the chart'story or sdmething
they have created thémselyes. Children réad their
paper to the super kid; thelr page gets posted next‘to
the chart story. At the end of the week a book is
made of all the children‘s papers so that the super
kid can take 1t home.

Egiigg_Rgggigg was done once a week in the
regular classroom and twice a week in‘the special day
class. Third grade bilingual children came to the
classroom to read a story to thélr firsf grade
partner. ‘Together theQ would draw a picture and write
a sentence about something the first-grader had 1iked
in the‘story. Childfen keét the same partner

throughout the vear.
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Collaborative Stories were started in the regular
_élass in'Febfuary of the sdhool vyear. Groups of
students,,together with the'teacher, éreated a story,
illustrated it and bound it into a book. Then the
same story was provided so that students could make
and illustrate a small book of their own to take home.
The subject did participate in the creation of a
number of these coliaborative stdries.

In the special day class the Instructor Wfote
many co11aborative chart stories with thé studént.

The chart stories were about familiar topics and
cOhtained-fhe child’s own language.

Thematic Studies were done in the.speciai day
ciassfbom; "The study involved a vafiety of agtivities
centered around one theme or topic. ‘ | | |

Songs ahd Poems were learned in both classrooms.
" The poems were USué[ly posted on charté so that the
childrénrcould read and track the words of the poems
they had memofized. The words tdlséngsva]so were
Qrittenlgn dharts for the students to track and féad.f

.bgggsgrngg-ﬁgggg were created in the special daQ 
class so that the chiid'éould read and reread familiar
text. .The;books'C6ntained,simple text about fémi]iar
toQids and plctures to dlue the child as to the

written text.
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Dramatié Plav involved the acting out of énd/or‘
the movement to a fami1iar story, song or poem.“it
did not occur very often In the regular classroom, and
only periodically in the special dayvclass. |

| Many of the same activities occurred in both the
classrooms of thfs child. At the beginning of the
school year the specia] education teacher and this
teacher togéther worked out a schedule that would
allow the sthent to participate successfully in a
number of activities. Those activities in the regular
education classroom which might create confusion or
frustration for this child were done when he was not
in class (Mathematics was a subject that the child
could not do in the regular classroom.)> It was also
~interesting to see the number of times that the child
carried over knowledge gained in one class to the
other class (This will be discussed in more detail
further on in the paper.)

Table | presents a list of the language arts
activities that occurred in the two classrooms of this
child. It é]so lists the number of times each
activity was scheduled to occur. Table 1 indibates
that there are many whole-language activities occuring
in the mainstream bilingual classroom andkthe special

_education day classroom. It also shows that the
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"TABLE 1 ‘

Halnstream Bllingual Class »-Special Day Blllngual Class
Daily Diary ~ 4/5  Interactive Journal 4/5
D.E.A.R. Time : 4/5 : Uocabuléry/Letter Drill ‘4/5
Opening/Caiendar - 45 Thematic Studies 4/5
FreeﬁTimev - | 4/5 Songs and Poems B 4/5
Storytime 45 Environmental Print .4’5
Ihteréctlve Jogrnals_ 2/3 ) LanguageExperience.Charts 2/3-
Envirohmental}Priﬁt. 2)3 ’, Basal}Réader . ‘:2}#1"
| erting Assignments  2/3 1’ Norkbook/uorksheéts | ‘~2/3
Computer Time I "Pattefned Books - 273  '
f‘lerary Group‘Tlme -/ Paired Reédlng fé/3.
Super Kid ) | 1/w Collggggggfyé S@ory Cl/w
Phonics Horksheets RV ‘ Super Kid 1/m
Pafred'Readthé N V"R Drahatlc Play [/m

Collaborative Stories I/m

Note:

4/5=four or five days a week
2/73=two or three days a week
|/w=one day a week
[/m=one done per month
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who]e—language activities predominate over the

skills-based activities.

Table { also shows, however, that there are still

skills-based activities occuring in both classrooms. ‘d
At thls time both teachers are in the process of
changlng to a wholeflanguage_perspective and still use
’traditiohalyméthods in their classrooms. The special
education teacher is also required, by I.E.P.s and thé;
traditxonal approach to remedlatxon advocated 1n thlS
. distrlct to teach and test basic skllls. In order to
accomplish this she uses drills, workbooks and |
workshéets in the classfoom.

The number of ba31c skil\s activities still being‘
used in the classrooms can also be attributed to the .
 fact that the whole language approach is still a new
approach for these two.£eachersf According to Df.
Barbara Flores (1992), téachers instituting the whole
language perspectxve normally do go through a period
of turmoil. It Is typical for teachers to contxnue to”
use some skill—bassdiactiylt;es until they become
famlliar with the many strategies avalilable iﬁ the
holistic perspective for_lahguage and ilteracy
development. -

vThe classroom_feachers wobking with fhe subject -

vof'this study have only recently (during the_1992—1993
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school year) had formaf sfaff developmenf in the area
of whd]e_language. Although both have had sdme
exposure-to‘the'concept of holistic teaching
practices, there had not yet been a structured program
of inséfviceé to institute the whole language'progbam
throughout the school. The results have been that
there is a cross-over of holistic teaching approaches
into skills-based activities, particularly in the
special education day class. There also continues to
be some skills-based focus in the whole-language
activities of the classrooms, particularly in the
mainstream bilingual classroom.

Following are two examples of how this occurred
in each of the classrooms: B

- Ihe special education teacher brought out many of
the child’s prior knowledge and experiences in ‘the use
of the basa] reader which is a basic-skills activity.
She encouraged a lot of disdusslon about thé pictures
and discussed children’s own experliences thereby
developing more vocabulary dealing with the basal v
story. ©She dld a lengthy lésson so that the children
got "into, through, and beyond" what was ih the text.

The regular bilinqual teacher found that during

the interactive Journa]_actlvltles, which is a

whole-language strategy,'she would focus on the
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teaching of'basic ski]ls and_the conyentiona] forms of
wriﬁing. Many:times during the mediafion of the
Journal writing the child would "sound out" words‘w1th
the teacher, or the teaher wou]d direct the Chl]d on
properrspacing and punctuatlon. | :‘ é'
It occurred to this instructor that by focusnng
on proper form ‘and “sounding—out" words, opportunmtles
for deve]oplng langoage were belng missed. Durlng
interactive journal time‘Lt would have been betten to
‘coaX‘more'language out of the child about his dra&ing;
ask questions that would require the child to give
more details about the picture; ahd share personaq
experiences similar to those being discussed‘ih order
to build upon what is familiar to the . chifd ;'
Although the activities and strategies that were B
observed in the two classrooms are usua]ly categorlzed
as either whole- language strategles or skxlls based
strategxes, each teacher does bring her own phxlosophy
and be}lefs about teachingblnto the sxtuationa: I%
appears that, aithough the strategies may usualfyibe
considered holiStlc-or skills—based,vif.ls the teaoher
who defines the approach by her philosophy and beﬂiefs
about teaching. - .'h. : | |
In order to‘ana]yze the data gathered and re{ate
:it ﬁo effectlve structur;ng}of the classroom for ghe
i
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. | }
“Spanish- speaklng child with delayed oral languagei"f‘
',development, this researcher ‘has chosen to use the“r

twelve conditlons presented In the_OLE.(Optlmal’ i

_Learhing Environments) cUrriculum guide. ‘The twel

conditlions are the'following:

1) Student choice o v
2) Student centered _ : v

3> Wholeness; whole-part-whole v 5
4) MActive participation/peer engagement
5) Meaning centered

6) Authentic purpose

7> Approximation

8> Immersion -

9> Demonstration

10> Response

11> Community

12> Expectation . -

(Garcia, Ruiz & Flaueroa, 1993 .

vThese twelve condxtlons have been found to “optlmlze

'Ianguage, learnlng and llteracy for Latino childrdn in

‘general and special education (p. 9." |

This reSearcher.will use the twelve-¢0nditlods_to

e‘examine the program-in‘which the subje¢t5of this %tudy '
participated duriﬁgvtheVCourse of thiS_stUdy.:'Th;
N descriptien pf these twelve optimal COﬁdiﬁiohs:rh%t.

~followsbis a synthesis of the.deSCripfions:aﬁd ;
”vreflections~contained in the OLE currieﬁlumfguidei e'

(Garcia, Rulz & Figueroa, pgs. 12-21). |

1. _Student Choice is a condition that helps

bulld enthusiasm and intereSt‘in the claseroomr

Teachers provide their students with}information thet
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will help them make informed decisions.‘ Then students .
choose what they are interested in'learning,vwhat‘they
might be taught, the topics they wantvto read and
Qrite about, and how this new learning can be shared
with the classfoom community. | |

2. Student Centered condition allows children to
insert their own experiences which reflect their
personal and communify cu]fure. It is a condition
"which reflects that children have ownership of their
learning. _

§4_;ﬂnglggg§§ is a condition that is relected in
theme work and llterature conversations. It is also
reflected in the study of whole text, and whole poems.
By studying the whole, a child can construct meaning
because of the multiple cues that only aUthentic
childrén’s text can pfovide, such as pictures,
cbmplete story grammars and natural language patterns.

'4. Active Participation is a condition that

allowé children to actively participate in social
~organizations that promote specific types of
engagement. Children use all five language systems,
:lfstening, speaking, writing, readfng, and viewing
‘during cooperative stfuctures; themétic cycles and
other’activifies that produce a lot of.talk, to

construct knowledge.
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S. 'Méahing~cgnfggg§ ié.a condithn'thatvcbmes
from the understanding ﬁhat children const:uct meaning
'prior.to attending to CbrteC£’form; The children
- produce work that is meant to Lnform,’per3uade;
reflect and share, but'may not berin the conventional
form. The children sharé»their work knowlng that what
they have to say is meaningfu]'to others. Teachers
know that teaching correct form isiimportant, but that
It comes after meaning.

6. Authentic Purpose requires that there be a
real purpose for the chi]d’s efforfs in the classroom.
 The skilié thaf children are acquiring in the
c]assfoom must go beyond that c]assroo@:and beyond the
skills for fhat.grade leQel. Children WEité for an
dudiénce and for a functional purpose; they read for

information, enjoyment, and reflection.

7. Approximation is a condition that allows
;children to takg risks in arlbareas of Iltérécy
develobment.  Teachers do not expect oniy 6ne correct
answer but accept approximatidﬁs as reflections of a
child’s coming to know and understand. It also helps
to inform the feacher’é instruction invordef.to pfén
for optimal léarning. »

Q;__meggglgg.beqUirés that_the teacher surround

»the students in a wide variety of functional print.
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It also requires that they’be immérsed in a lot df
méaningful 6fa1 language. This supports the.

‘ éhildren’s reading and wrlting development and
reflects the collections 6f their knowledge.

9. Demonstration by the teacher informs children

as to how to do it, the reading, writing, speaking and
listening. By thinking out loud Continua]ly and in a
variety of contexts, the teacher demonstrates to the
students about content and correct form. In the
demonstrations by students, the teacher gains
knowl edge about how the student does it, the reading,
writing, speaking and listen. This provides the
teacher information about how to improve instruction
to meet the needs of the children in the classroom.
10. Eeggoggg is a condition that helps childreh
to understand their work better through the
reflections of others. The teacher’s responses to the
students come from an understanding of the literacy
skills the students should be able to engage in. The
students’ responses to other students come ffom
demonstfationé¢that the teacher has‘made and reflect
the content knowledge and the literacy skills that
they are acquiring.

11, ngmgnigx‘is a condition in the classroom

where teachers and students work together as

80



' co-learners with‘common inferésts and a commitment to
“valuing each other asllearners., This community allows
:diVerse_SQciai‘organlzations where community members
WOpk, play talk, write and réad together.

12. Expectations is a condition where the
téacher expects that all children can become literate.
The higﬁ expectations of the teacher require trust inv
the learners and also the need to create conditions
for optimal learning in every classroom. |

This researcher has chosen‘to analyze the data
co]]ected in the video taping and the anecdotal
records in relation to which conditions were apparent

in the activities in which the student of this study
partidipated. A list was complied‘with afl the |
literacy and languade activities of both cléssrooms‘
(see Table 2). Table 2 also includes an analysis of
which of the twelve optimal conditions wefe apparent
in each of the activities.

As Garcia, et al indicate, "In many cases, more
then one condition is embedded in a strategy. Some
strategies reflect conditions moredclear]y than others
and vet none reflect only one‘condition (p. 13."
Table 2 indicates that the activites andistrategies in
: whidh the subject participated fncorpOrated a number

of.the conditions but to varying degrees,
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 ﬂVocab /Ltr.

‘TABLE 2

AnaIVS}s of Strateqxes and Condntxons

' Qtrategies '
in the
Classrooms

'v*Super Kld(12)

*Envlronmental":'
Prxnt(ll) ’

,xInteractlve Jrnls(10} 

' ‘xPatterned Books(lO)

_Z*Cross age/

Palred Readlng(lO)

*Dally Dlary(lO) v
‘ *Thematlc Studles(9)

;»gertlng Asslgnments(s)[l

'fxD E.A. R Tlme(?)
AFree Tlme(?)

Lang. Exp Charts(?)

' *Class lerary Tlme(6>f

ix’Computer Tlme(S)
vStorytlme((s)

Drl]l(Z)

'"f'Openlng/Calendar(2>

¢ﬁfWorkbook/Worksheets(2)'V'L

x  Basa1 Reader(l)

12 0pt1ma1

Learnlng Condltxons

‘3- 4 5. ‘s;:7 '8 9 1
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XX X X X
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=
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’[Note

condntxons observed in that. activity-

1ndlcate

whole

language qtrateaxes

Numbers in parentheses: zﬁdfCaté fhé”numbe¢;ofgﬁ;f‘
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At times, during the process of‘anélyiing the
dafa for eVidenCe 6f'the‘conditiohsvih the,acﬁivities
and étrategies of the two classrooms, it was‘difflcult
to determine if a givén'conditioh Qaé visible or not.
For example? A task does not necessari]y_ihclude
complete student choice or complet§ teécher selection.
in collaborative story writing the teacher may choose
the topic for the stor?,,but students choose the
content and difection of the sthy.' This indicates
that it is the teacher who dictates to what extent the
twelve optimél conditions are'incorporated into the
activlties of the classroom. The importance of this
finding is that tﬁe~£eacher has the powér to promote
more effective language and}literacy development by
how she structures the classroom. | |

The analysis of the incorporaiion of the twelve
optimal learning conditions into the classroom
structure Will be valuable to this teacher, and other
teachers Qho may be working with students who have
similar problems, when pianning future educationa]
programs. It is the goal of this instructor to
consider how fo incorporate more‘of'thé optimal
conditions Into the activitles of the claséroom; how
to continually evaluate to what degree those

conditions are being incorporated;'how to expand the
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possiblities of their effect in the classroom; and how
to conslder these conditions and thelr degree of |
Incorporation when adding new approaches énd
strategies to the educational ﬁfogram of thé 
classfoom. |

This anal?sis of the incorporation 6f the twelve
optimal conditions in the classrooh activities and
strategies has also been important because from Table
2 It Is readily evident which activitiés incorporated
more of the twelve conditions. As might be expected,
the whole language stbétegies incorporated more of the
conditions then the skills-based strategies.

Duriﬁg‘the anélysis of the video tapes énd the
collection of anecdotal records, it also became
apparent thét the activities that indorporated more of
the optimal‘conditions were the same activities in
which the éubject of the study was more agtively
vlnvolQed. jEvidenCe of this will be shown as the
child’s intefactions_in a,vériety of social contexts

in the classroom are discussed.

Social Interactions in a Variety of Contexts

During the course of this study this researcher
was able to compile a great amount of data relating to
the child’s interactions In the classroom. As was |

ment ioned above,‘during the analysis of this data it
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became apparent that the activities and>stréfegies
thét incdrpofatéd:mofe of the twelve optimal
conditions were a]sb the activities and strategies in
which the.child in this'study appeared to participate
ﬁore. Following is a description of the child’s
interaction with the teacher, fellow classmates and
the énvironment durihg ﬁhe'four of the social context
in the classroom. His interactions duting Suéer Kid,
Interactlve‘Jdurna}s, and'the making of Patterned
Books will be examined. There will also be .a
discussion of his interaction with and use of
Environmental Print. | |

‘Super Xid was an activity that the child
participated 1h weekly in the regular cfaésroom and
monthly in_the_speclal day cléésroom. The activity
began with an intervieQ of the super kid by other
students in the classcoom. During the interviewing
process the éubject of thls.study would raise his hand
as if tovask a Questidn, but he did haQe'difficulties
phrasing a whole quesﬁion. At these times the
teacher, or other students around him wouldksuggest
questions that he might_wantftoﬁésk, Usually he would
nod to indicate that those suggest ions were |
acceptable, but he did not repeat them outloud.

OnCéithe chart story was done the students
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réturned to their desks to copy a éentence from the
chéit story (or.¢réate.their own sentenCe} which'the
subject never did). Then the Children'would’
illustrate the page to match the texf that they had
‘written. The subject worked ve:ykhavd during thié

- part of the activity, many times verifying with the
teacher the cohtent of the sentence that he was.
copying. He was able to then illustrate his page to
match the fext. »Many times he would come to thé
teacher to show his artwork and explain whai he had
drawn. (Drawing and other art activitieé are a
strength for this child.)

The final part of this activity requirédvthe
students to read their’pége to the.super kid, who
would thén put a étar for each time the page was read
to him/hér.' Many students returhed a numbe: of times
fo read:their pagevto the super kid, or.to the
teacher. ‘The.subjecf also read to the super’kid; but
was not as enthﬁsiastic aont thié part of the
activify. When the teédher reqﬂested,that hé bead the
page to her, many times he wasvnot’cooperative. When
he did read it,,he‘could not read it word for Word,

- but was able toireca]] thé basic c0nteht,of:what he
had written. |

It is interesting fo'note that, if he did not
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f;finish the task before havxng to leave for h1s spec1al;;'

\?day class, he would make every effort to complete it f}‘vvf

”i:when he returned v;}”iflﬁ;l.f¢,ffff e

were done almost daily 1n: :

"’ both the regular bilingual class and the special day 7b:"

1class.» At times, 1n the regular classroom, the

'lsubJect dld not get to participate in thls act1v1ty.,”

‘In ‘the spec1al day classroom, though he was requ1red _/f -

Vto complete 1t and meet with the spe01al day teacher.,hpe
An’ analysls of the 1nteract1ve Journal pages
»e;reueals a great deal of information about this child’
"Jiinteractions in the classroom.f By examining a Journal_ll
'asample for each month one canbsee the interactions |

‘”,between Chl\d and teacher, the growth in language and tib

"gn_literacy skills,‘and the intergration of many of the

"-'whole language components in the classroom

In October (See Figure 1) much of the classroom

‘:;fgdlscussions, stories, and story charts dealt with

'H'}ffChristopher Columbus particularly since 1t was the-’“

:;fl500th Year of his landlng.a i;f~

In the October sample the chlld drew an Indlanb””"
‘tepee._ When asked to tell about hiS picture he

"*,answered with a one word answer, "Casa (House) He

“fflwas then questloned further by the teacher' "gDe

LEQUien es la casa (Whose house 1s lt>°"'5“De los 1ndios7,-:'




Figure 1. October interactive journal sample.
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| tof the‘IndiansS“;’is the response;
In October the chi]d was not very. verba] He‘
T;does have a lot of detail in his picture, but is still
tnot talklng much with ‘the teacher. His writing is
| very.neat,,but:;t is Just random letters. |
| The Journa1~sampte for November (Flgure 2) does‘
not_haVe.asfmuch detail;t.When aSKed about the
picture; "éGué‘dibUJaste aqufthhat did you draw
here’>?", the child responded with‘aione word answer;
"Oro tGold)' The teacher attempted to get the chxld
to expand more by asklng, "Que comprarxas tu con oro
(What would»yon buy withvthe gold>?" The child would |
not respond | o “

‘In December the class was dlscusslng the weather
‘because it was an unusually ralny month. Besxdes the
d1scuss1ons about the raln there were chart stories
and dally classroom dxaries written about the raxny',n[
weather.: These were posted 1n-the room. The Journal
sample:for Decembero(Figure 3) shOWS‘a»rainQ pictUre
with'lightening'and cIouds. It also shows the chlld
'has copied words from a chart posted 1n the room.

The‘teacher-asked ¢Gue dlbuJaste aqu1 (What did"
you draw hereﬁ?" ‘hThe child responded’ "Va a llover
(It ls going to rain)" The ‘teacher then trled to tile

'1n what the Chlld had wrltten to her response, because
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Figure 3. 'Decembér,interactive journal sample.
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he had used the word "sabado" (Saturday) in his
writing. She also extended the discussion by asking,
";Que juegas cuando 1lueve (What do you play when it
réins)?“ The student said, "en la bicicleta (on the
bicycle>." Even though this did not agree with what
the teacher expected, she accepted the response and
helped the child sound out that phrase. During the
mediation of the sounding out process other students
around the table offered letter names. The alphabet
chart was also referred to during the process. The
student did write these letter himself as help was
offered.

In January the topic was still the rainy, stormy
weather. The journal page for January (Fjgure 4>
shows a cloud and rain falling. The teacher asked,_
"Dime lo que dibujaste aquf{ (Tell me what you drew
here.)." "Nubes con agua (Clouds with water)," was
the response. The teaChér wrote her response then
asked a question that required a response from the
students. The objective was to help the child sound
out and write the response together.

It appears that the child does know many of the
sound/symbol relationsﬁips. During the mediation of
the word "chamébra", though, the'teacher refers to

childreﬁ’s names In the class to help the child

92



Floure 4. January interactive journal sample.
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7rémemberithe fe1atiohship,” For exémple: when
sounding out,chamarfa (Jacket)‘the‘students needédbto
-refer to the aiphabet’chart ln‘the room because there
are no studentsiwho begin with the'“ch"vsound. The
"a" and “mﬁ sQunds he knew. When he got to the ﬁr"
sound the teacher needed to refer tb the name
"Ricardo" tb help him remember which letter it was.

In the February Jjournal page (Figure 5) the
students drew a picturéfwith a mother, children and
balloons. He also wrote wofds‘that-spelled out
something that related to his picture. This text was
copied from a Super Kid story posted in the room.

When asked to read what he had written he said, "Es
Pizza Hut (It’s Pizza Hut.>." This does not match his
written text exactly;fbut.it is a close approximation
to whét was written and what he had drawn.

The teacher then asked that he to tell more about
his picture. In her response she asked, "d{Por qué
crees qgue pusieron bombas (Why do you think they put
balloons>?" The child responded, "Es su “party’ (It;s
his party>." He was answefing more questions and
providing hdre information about ﬁis pictures.

In February the class had discussed friends and
thére were stlll story charts up in the classroom

about'friends and favorite games to play with friends.
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F}gure 5. February interactive journal sample.
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Figure 6. March interactive Jjournal sample.
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Figure 7. April interactive journal sample.
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The May Journai sample (Figure 8) shows how far
xthe chi]d has progressed during the school year.f When
asked to te]l about hlS picture he said " Yo me moJe
‘ifcon la manguera (I wet myself with the hose ) 'ThiSQ

'shows a iot of growth 1n language use compared to the'
'bone word reponses he started with at the beginning of
the year..s"‘ |

The teacher then clarified some ofkthe sense of
his story. She asked j"ePuedes mOJartetcon~la
fmanguera en tu casa (Can you wet yourself w1th a hose'~\
‘inside-the house)’> ‘Esto se. llama regadera (This is
~called a shower) : The child-was accepting of-this
.correctlon.; At the bégiﬁnihg'of‘the year*this' |
.correction hight have caused the child to thhdraw andir
not continue 1n the activity. | )

An anaiysxs of the child’s writing shows that hei'
“ﬂfhad written many of the sounds and letters of what he f_‘

:had intended to write.' The teacher repeated the'.‘ |
: sentence and then the students and the teacher soundedv
out all the;letters together. This was:done tovshow |
) the Studgntfthat?hevwouidvneed’to'say theywerdsrmore
sl owl"y‘”'and“.tr’y'f‘t-o‘:'bwrite all '.the“f- ll.etter”souvnds hé hear_d.?:
fifas he wrote what he. wanted to say 1n his Journal o
" The use of interactive Journal writing has been

L one of the most successful activities for promoting

{;ﬁguzg?xi::’"



May interactive journal sample
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language and'riteraCY growth for»this‘childe The
' daily 1ndiv1dual attentxon allows the child to use
language to express what is of interest to him. The
'teacher can then buxld and expand the language.uSe of
'the chx]d by a questionlng process that still deals
with a topic of 1nterest_to-thevchi1d. It is also
apparent that thebeiassroom‘diseussionsvare being
incorporated in this child’s langnageﬁuse for his
Journal Qriting.. | | |

In the interactive Journal oonferences the
<teacher also bun]ds lxteracy skllls through modellng ,'
of-correctvform; med;atlon and sounding out for
phonics development; discussions;ab0ut matching
picture and'text; and’elarifjcation of'the student’s
'.written ideas?that are not elear or do not make sense
to the reader. This is all done in the context of
material that is familiar and meaningful to the child.
The ]anguade.being used is about*topics froﬁ home‘ori:
tOplCS that have been dlscussed in the classroom.

Another 1mportant point that must be noted is the
great uSe of environmental print in the JOurnal pages.
'This Chlld used famlllar classroom storles and charts
until he felt confident enough to risk writlng his own
creations in his journal.: The importance of

interactive journal writing as a means of language and
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literacy development has béen made apparent through

the analysis of this c¢hild’s monthly Jjournal samples.

Patterned Books were made in the special day

classroom.

The teacher and the students

collaboratively created the text for these books. The

subject was a familiar tbpic, somet imes dealing with

material that the student would be required to know

according to the goals listed on his I1.E.P.

The child did share one of these books with this

reseacher after he had completed it. The book dealt

with colors.

Following is the text of that book:

Front cover:
Translation:

Page 1:
Page 2:
Page 3:
Page 4
Page 5:

Page 6:

Page 7:

Page 8:

Mis globos Hecho por:
My balloons Done by:

Estos son mis globos.
These are my balloons.

Este
This

Este
This

Este
This

Este
This

es
is

es
is
es
is

es
is

mi
my

mi
my

mi
my

mi
my

globo negro.
black balloon.

globo cafe.
brown balloon.

globo anaranjado.
orange balloon.

globo morado.
purple balloon.

Este es ml globo azul.
This is my blue balloon.

Este
This

Este
This

es
is

es mi

is

mi
my

my

globo verde.
green balloon.

globo amarillo.
vellow balloon.

102



Page 9: Este es mi giobo-roio.
o This is my red balloon.

Thehdek consisted of pages of text that had been
printed on a computer. - The front cover had pafnted‘
circles thall the~colors. The inside pages each had.
one painted bafion of'each of the basic colors. The
text had been cut and pasted onto the pages so that
the text matched the painted picture.

When the student showed the book, this teacher
asked that he read the book to her. At first he was a
bit reluctant, but finally, after a bit of coaxing, he
began. First he prefaced the reading by indicating
_ that he did not havegthe cover page well memorized
pyet; He said, "Todavia no se esto bien (I do not know
this well vet.>." He also did not read the_firét'page
_exactly as printed He read, "Son mis globos.“
instead of "Estos son mls g]obos.“ After thatlhe dld:‘

‘read pages two through nine quickly, accurately,vand

‘Te with great confidencekf”

Patterned books appear to be a very successful way
of promoting lxteracy development for thls chlld 'The
pattern books have famillar language which the child
remembers, reads, and rereads easi]y, The pictures in
the book heip-the child recall thehtext. ‘The artwork
is done by_the»child which gives him an added

-~ incentive for keeping and sharing this book with
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others. _Pattebned'books aré.another'whole language
activlty‘thatvthis child participated inlactively and
éuccessfully. | | ‘

Environmehtal Print provéd to be a'tooj that Qaé
greatly used by this child to adcomplish many of the
assigned tasks in the classroom, As indicated
earlier, the chi]d used environmental print often in
his interactive Journal. He also used brainstorming
ldeas done on the board by the whole class to comblefe
his daily diary and his monthly writing samples. For
example: FEach month the class would brainstorm the
events and happeningsvof the past month and write
these on a chért. Then children could chose to write
something from the chart on their monthly writing
sample or create something of their own. ‘Since the
chart remained posted, this child used the chart‘for
his monthly writing sample and also for his daily
diary.: |

There was other environmental priht that he used
to help accomplish his writing faské. He often used
the alphabet chart or the initlals of students names
that were posted in the classroom when sounding out
wdrds‘during Journal COnferencing time. He also took
words and phrases from the super kid stories to use in

writing tasks.
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This child had”achired*some combénsating
techniéues ﬁd'make up for his lack of.reéding ability.
| Hefwas ab]é,fo:accomélisﬁ~mos£ of‘the Qriting’tasks
that wére.aééigned'by finding environmental print that
matched what wasabeing asked for in the assignment.

In fact, he worked hard at completing any written task
that was assigned, even when it meant giving up free
choice activity time. He has excellent penmanship and
seemed to neéd to prove that he could successfully
complete éome of the tasks that were being done by the
other children in the classroom. This seems to be
indicated by the great number of times that he came to
the teacher for approval and/or recognition of the
‘COméletion of assigned writing tasks.

An examination of this child’s sbcial interaction
in different c¢lassroom contexts has served to verify
his ability to progress in the acquisition of language
and literacy skills when provided an apﬁropriate
classroom structure. It also has served to build a
keener awareness by this teacher as to how her
interactions with the’students could better promote

language and literacy development.

Configurations in the Classroom
Another area to be examined was the child’s

interaction in the different configurations that can
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dtlﬁftbebimplemented 1n the ciassroom.‘ Table 3 indica
'efwthe variety of configurations and soczai contexts thati;:;fﬁfir
7n»i€{were 1mplemented in the two classrooms of this | |
~i;student : During the ana1y81s of the data it wasw.‘

3Tfev1dent to this researcher that the child interacted

'twvery differently in the different configurations

h5}3w111 be useful to examine the 1nteractions 1n th

‘{ffollowing sxtuations"
"[ A¢31Whole ciass/Large group act1v1t1es ;“
_;-fOne to one 1nteractions with teachers

B
j[C,: One to one interactions with peers
D

.'ﬂ‘;f:Smai] group (8 or less) interactions wi
‘_giteachers s i ’ L
leihmeaii group (8 or.less) interactions wi
r;peerswt L ; : v .
‘u:Ftl,Aione

tesf

..

e f '

‘ Table 3 1ndicates during which of the ciassroom s

‘ act1v1t1es these configurations were observed

h‘ evident from the table that the chlid was exposed to affr’”

variety of conflgurations throughout his school

It

day




e _TABIQE;G' |

" social’ Conflguratlons 1n the CiasszOm ‘ff

Strategies = — Conflgurations,.

in the ,,::mv.bbﬁ F—f*‘*ffff———ﬁf?—ﬁéa%;f;f;%;_;ff%;;f—;e;gb'L.“v

‘Super Kid  SD)RB . RB_. .  SD/RB

'“eEnvifohmentaT _ﬁg”?s?v B - ‘?YV P :;,,"Q_ > ':”h’
‘Print. . . ‘SD/RB. SD - RB. ~  RB SD/RB .

'ﬂlntenaétlvélardds'i‘_.]'f;fsb/éB‘; RB. . . SD/RB
’e‘sPatterned Books ‘SD/ﬁﬁiff_SDij’ SD/RBef'ﬁB.ﬁfﬁﬁf )

) Cross- age/ : : ,,g AT T R o
Paired Readlng . . .. SD/RB

Thematlc Studxes o lSD;s”f}Q}%} @”‘ " SD'=' :

. erting Assignments RB p;: sD 1-;'f'_’”iiji?‘¥sj:RBsﬂ SD/RB

D.E.A.R. Time‘ }., SD/RB]'QFQ];; . somB.

y Free Txme

.fLang Exp Charts . sp . sD

i__;C]ass le[-ary Tlme ,‘ RB ‘ RB RB .

'eComputer T1meﬁ7”'mjg?i-' - "f,f”~RB

"fStorytlme ‘u SD/RB‘? ”f'

;Vocab Ltc. Drl\l sp. s

';,Openlna/Calendar ' SD/RB:Q;};f?f

‘:fWorkbook/Worksheets o .:“QiRBﬁf

NBasal Readex

"Note¢_ SD durln .epecxal day c]ass A
. -~ " RB= durxna regular bnlxngua] C]dsq
»*A—Whole class,large .group actxvxtxes
. %xB=0ne-to-oneinteractions with teachers
. #C=0ne-to-one interactions with ‘peers ..
S ¥D= Small group 1nteract10ns with teachers
S xE= Small” group 1nteractlons thh peers
o *F A]Qne . . o ) .




The‘foilowing examines how effective structuring
of the cléserom‘promoted language and literacy
development for this child.

During whole‘class activities the subject
participated in differenf ways‘depending on the task.
During morning activities he sat in.the back and
mouthed along when responses were requested from the
c¢lass such as answers to: "What is the day today?"
"Let’s count the days on‘the'caiendaf." and "Let’s
read our daily dairy for yesterday."

The subject would parficipate enthusiastica]]y
during certain other whole group activities. Almost
daily he would read along, out-loud, the class list of
names that was posted on the board, as I was taking
roll call. He was often heard to say, "I already knew
that," (in Spanish--Yo va lo sabfa) as we entered the
~date on the board--a practiceuthat was done daily.
During story time and collaborative story writing he
would shout out a word (that sometimes would not make
sense) to answer a question or complete a sentence.
It seemed that when the material was familiar or the
topic was of great interest to him then the subject
- was willing to teke a great risk by publically
contributing a response.

It appears,‘from observation of the tapes, and
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this teachers,ownfobservatidns of thjs‘shi]d’s
behavior in the classroom, that the subject also

wanted to give the appearance of barticipation, even

'-v,though he might nbt be'cértain‘ofkthevgorrectf

respohsew Thejshild seemed to;bé Very‘sélféconscious
during the Wbolé—class rug activities. ' He sat very
‘atfenﬁiVely:yet~seeﬁéd to aiwaysvbe looking to see
what the other chlldren were d01ng.

During gng—to—one interac; Q§ the student also
showed dxfferent responses dependlng on the ‘task and
with whom he was worklng, When»he was alone workxng
wifh'thevteachef} such as inﬁeractive Joufnal
sonferehées it‘wss'diffiCUlt'tQ‘gef a>qui6krrespohsé,
sespeciélly'at.the beginning of thé'ysaf. Both in the
'special education classfoom,and thefmsrhstredm
bilingual ¢1assroom, téachérs had to wait for him‘to
‘share what he had written. He‘wasra‘bit more
_‘cooperatlve when there was medlatlng by the teacher
going on.f He was agtlvely 1nvolved when a word was
"being sounded Out'wjth the,teacher or an idea“was
being expandedruéoh. | | ’u

vAt reportﬁcafd‘time, whensindiyiduaf évalusticns
- were attempted ‘the shild‘WOuld notvrespond ’Ih‘the
regular malnstream c]ass he would not cooperate during

}the testznggof ;ndlvxdual letter-names and sounds or
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’ ﬁdmbéfﬁbécognitioh;  In the special day class the
ﬁeacher was required to have information about the
CBljd’s proéress,‘aﬁdféofShe would sit for great
lengths of time waiting for a response from the child.

When he was working one-to-one with a peer he was
vmore‘at ease and willing'to read, write or draw along
wlth his partner. He was very willing to read his own
personal daily diary to his friend in the classroom.
He worked well on a oné—to—one basis when illustrating
collaborative story pages. He would volunteer to copy
sentences from'fhe chart story for our ciassroom
books.

From the observations of video tapes and
firSt—hand observation by this teacher it appeared
that this child was very cautious in situations where
he was being judged, evaluated or singled out. He was
‘very willing, though, to read with someone who was
accepting of his limitations; his peers had great
patience in paired reading situations. He also was
‘very willing to use his personal talents——good drawing
and»handwriting——for the benefit of the class.

In a small aroup the differences in interactions

were not as notable. During small group activities
the student was often more willing to participate

whether the'teacher‘was present or not. It was during
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ffsmall group activ1ties that this researcher noticed

k"ifthe most 1nteraction between the student and others.

In the regular mainstream classroom, durlng free

“i;ch01ce actxv;ty time, library time and phonics

"fiworksheet act1v1t1es, the student interacted eas1]y

:-with hlS peers.; During these times he was observed

’i“us1ng a lot. of language to persuade others to do as hediif'”

‘1lwanted, clarify the task that had been a551gned,
explain how a task was to be done, verifyuhlsw‘:f"

o correctness w1th the teacher, and'express,his'ownf

'ﬂlldeas to others.-‘

When playing w1th blocks or other bu1ldlng
'act1v1t1es he was heard to say,n"Vamos a poner eso
c’alla (Let s put thatxover there) f.conv1n01ng others.ﬁ

to do as he suggested He also was able to help hlS

o group ‘in the completion of phonics worksheets.;'

: Because he had done the task in. the spe01al day class,[n“

'he was able to provide answers and words for the

vsuccessful completlon of the task -For example The~ t.’

,,group was doxng a phonics worksheet u31ng the words
,.mama mano and mesa. He remembered the correct

spelling of the words and shared the information w1th

o ‘the other chxldren in hls group.',i

i During classroom llbrary time he invited members

nof hls group to J01n him 1n reading poems from charts

SECELCTNE



posted around the room by saying, "Vente a leer esto
(Come and read this>." Three others Jbined him in
reading a poem that they all knew becéuse it was read
often in the class. |

This child also enjoyed describing his drawing

‘and painting that he did for classroom projects and
books. He came often to this teacher to describe what
he had done, or would share with others in the class.
umira, vo hice la nieve (Look, 1 did snow)," he said
after compleﬁing the Januéry page of our classroom
book.v Observations of this child in small group
activities show that he has no problems communicating
with those around him for,a variety of purposes.

Many times during small group activities there
was also more>naturalness to his manner‘and his
interactions. In the small group activities, where the
children Qork independehtly, the condition of choice
is more apparént. Chi}drén were aliowed to paint,
read, build, draw, wriﬁe, do puzzles, just as they

 wanted. ‘It_is'héfe;thatlfhe caution and distance that
he exhibited in large group and one-to-one situations
was not visible. o | |

Working g!ong was one sltuation that was almost
0vérlooked; It was easy to err]obk its significance

until one observed that during those times when the
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child:was>a£ his seat, worklng alone, he would
.'occasxonally reach out for social contact.'
Reassurance from the teacher,'a comment or look to a
neLghborxng student these are examples of the need of
every child for some amount of social 1nteract10n.v
"For the child with delayed ofal language the need may
not be as p:onounded or obvious as it is for our more .
talkative, sodial»stqdents, but the need is sfill
there. It is this need-that hust_be-utilized and
promoted even morevforvthese'specia]_dhi]dren.
-Opportunltles for social interaction must be actively
encouraged, even manlpulated by the teacher so that
these children can grow through interactlon with more
knowledéeab]e peers;> | | | |

From the obsefvations made dufing the different
:“s1tat10ns, it appears that the quallty and amount of

'1nteractions depends on the famlllarity and 1nterest

:‘fhe Chl]d has about the~toplc.x,1t is also apparent
that the 1east threatenlng situatxon for this child is
‘hduring small group interactlons. Th1s information is
important to know when plannlng a program that fits
the needs‘of a child withvdelayed oral langgage
_development; | |

_whatvls evident from the analysis of Table S'and:

- a close inspectiOn_of_thevchild’s interaction in
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vafious social.contexts énd cbnfigqrafions is that
teachers; aQain,»have the power to manipuiéte and
structure the environment in order to proQide'
opportunities'for 1anguage and Yiteracy development
for children‘like ﬁhe one being»studied in>this

project.

D hons “ [ itera i Language Skil

In the spe01a1 educatlon classroom the teacher is
required to do extens1ve testxng of skills for
completion of spe01al education reports and I.E.P.
evaluations. Samples of the end40f—the;year
evaluations are included in the study (See Figures 9
>and 10). Theée test‘éhow a étudents who has‘limited
freadihg’skilis. | |

 Fngre 9 is a list of oné—hundred cdmmon Spanish
words at the beginning—reading 1eve1. it 1s a'random
list, with no surroundlng context or picture clues.
At the end of the school year (June, 1993) this child
was able to read only 24 of the words. |

Figure 10 contains anbthér test of random Qofds;
In this test the child Qas not able td read any of the
words. (Note the coior words are included in this
list.> Figure 10 also contains a test of the letter
”’names-and sdunds;' It-shows that thé éhild*was able to

name twenty-two of the.thirty letter names and sounds.
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Flgure 9. Spanlish word 11st.

- A _WORDS ~

A

est; un cuento

svamos dén_dg gallina | amor mafiana come
o | A a8 |

los -~ | busca animal | lee 8i 41— dijo

. A3

;cé -~ me leche Yo dos

st 4 | corre toma del - " quiero

papé ";— ‘ bajok_ da aqui en

' .. oas| .

bola + el A ahi perro + “asi

y + | cémo hijo quién | to.

,jugar+ -cantar sol bonito | baila
- 1 —a7| ) ‘ -
de + mamé - clase dice es.’ ~estaba
L A2 - o .
ve .-‘r ‘.'ca-sa'+‘ este ‘muy caballo 'lpna
no A4 | con ' baf_a , . son te ojos

. o ‘A9
a -‘}‘ fiesta _senor ella o + ‘su
. - A4

soy T viene ahora dia dormir | blanco .
mira—t+ gato escuela | gusta .| bueno ‘fruta
felié')‘ 1" color mi- ‘qué 4= | pollo

voy mufieca va + al corazén
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Figure 10. Spanish basic skills tests.

" (penwiuoo) 13 'Y ssi—tueumony epesD woreueyesdiuo) Auqeson Supeed
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- jefe marzo - . medio
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W capitdn ] !unes veinte
" .pared N
- . 4. a. abogado b. tenis .. €. zanahoria
mosquito baloncesto lechuga
musico campeén repollo
R . : cientifico - béisbol pasillo
. % : carpintero fatbol remolacha .
fodd 4 P “":“b{e AR :
1. a. azul . . b. caballo ¥ ¢ c. pastel /) S 5. a. ciclon b. coman c. inspeccionar
_grande .~ conejo a/c. piema'/) o - ventarrén unico examinar
verde gato wvo Je¢ pie n.: foma - normal : comparar
r0jo abrigo s se brazo », o tornado regular . conseguir
amarillo ! perro . mano riwracly huracan tipico . investigar
2. a. 0s0 b. cocinero ~ c.rlo 6. a. conclusion b. decaer c. enojado
elefante campesino.. - jardin _terminacién evaporar . satisfecho
fuego médico < lago © principio disminuir disgustado
tigre maestro mar final . . generar irritado
ardilla papel arroyo solucién desintegrar ofendido
, o 893 ¥
£y smpe eessiemot speey . . v OGS SIS FEEG JO JUGWSSOSEY DUL SIIEIOSSY WAINIIND—rHS >
S\ba\’\\&]r\

Que

T ae  d
g9 agq b

5 |
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Ihvthe'traditionalic]assrbom, this would not be
consldered passing fof an.end—of—the—year second grade
Student. These tests show a child who.has limited
readihg skills. They show a child who is falling to
acquire the necessary basic reading skills.

Yet, this child has demonstrated that he can
perform sucessfully in thé mainstream bilingual
c]assrqom whére a'ho1istic approach has been
implemented. As indicated in the discussion of his
interactions in a variety of social contexts and
configurations in the classrooms, this,chi]d is able
to participate successfully in reading; writing,
speaking and listening tasks that are required of him.

It is by using authentic assessment techniques
that this instructor gained a more positive evaluation
of this child’s progress and abilities. The anecdotal
records of his interactions with teachers and peers
during a variety of activities indicates that his
language abi]ity is adequate for the‘cbntexts in‘which
‘he is‘involved. ‘He can éommqnicate his meaning and he
uses language appropriately in a variety of contexts
to meet his needs.

The area where he is weakest is in vocabulary.

- He has a limited vocabulary because of his limited

~experiences. The Expressive One-Word Picture
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Vocabulary Test which was admlnistered shows fhat he
has gainéd»two years since entefing the speciél dayv
program. This shows thatigiven opportunities for
vocabulary develoément, this child is able to iearn.
Hé;also has been able to participate and gain
knowledge from the classroom discussion about
different topics and themes. He then was able to take
this new information and uée it in comb]gting assigned
tasks in the classroom.
| Teacher observation and anecdotal records also

indicate the reading skills thié child has acquired.
He can easily read the liét of his classmates names.
He can»read'the pattérn bboks'he has made in claés.
Although he may not read the ﬁext in the basals
word-for-word, he épproximates'the'text in a
meaningful way, matching textvto pictures and
correctly reading whole phrases. He also reéds and
tracks familiar charts and poems posted in the
classfoqm. He a}so has extensive sound—symbol
belationshié kqowfedge.  When.givéh enough time, he
successfully’soundS’ouf simple seﬁtehces as Indicated
in the examination of his journal Samples. |

'The‘interactive Journal writing éssessment forms
also preéent a more autheﬁtic evaluation of this

child’s reading and writing ability (See Figure 11);
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,Figt_i_rebli.f;

Interactive writing journal

vn\.lld‘./ .,\., .-4"

‘assessments.

' GRADES2-6
Aug. | Sept.| Oct. | Nov. | Dec. | Jan. | Feb.| Mar. | Apr.| May-| June
- = =1 T T, T T
1. LiandorL2 o i el PR Y SRIVEETRETEEY -1
2. Conceptual Interpretations * ¢ Y ( : =G A PS5 LA p’\, S '\;/j:‘:ﬁ /
n{ | 3. Readsowncnuy 5 \ e e le TR 1B Tg T
5| [/4._Reads teacher's entry - - ‘) B \ N E] NF. IR amansarans
211 5. Mecaning is mostly conveyed A N P Sks :
> through print rather than picture / ] Nl N
I ["6. Elaboraics on thoughts \ / L 3
7. _Personal reflections l { j'.—: \_ APt et / e
4 8. Uscs descriptive words e \ b P i
7
?~v9. Leaves spaces b:twe:n words / \
51110, Writes seniences \ -
2| | 11. Writes paragriphs R i
71 [ 12, Uscs appropriate punctuation P
['] 13. Uses appropriate capitalization
3L_1 14, ‘Correctly spelled words= of correctly r olr
: total words spelled words o

INTERACTIVE WRITING JOURNAL ASSESSMENT

AT .
o FIRST GRADE
N RRRTE s?dt, ot | wov. | Doc. |uen. | Feb. | trer | Aorn] ray
n Le;gl.'or Development | | 5 psr I'a les AA s 1% |
2TdesRaks | ) lg |g |D|U D |D D | P
3 Reods €y L ( {ue e | @ fur BB (BT
T oed/er C o ) L._. no Lo o To e w z.,, -
5. Spocing | U ne [ne [ve |WE [ME|B |B |B &
GoleterFomaion | ]I D |p |D |D |D|D|D|D | 55
7. ‘Cobi!cli.zotion"‘ \ IneE b‘(\‘JE: NE  NE NE B | VE 6 Zis
8. Purctuation | Jue | o | we | 4B g [NENE (M= | f1n
9. Spelling: ‘ 5 e e VT + ° i
EshMGd/Convenhonol / E B 3 C1E (e 12 |6
0. )
ANEDOCTAL - e

“1 Comiments: -

V.if evident |

L. lnaicn(e in the boxes provided if
"o the student is using L1 and/or L.2.

e (,onccptual Inlerprcuuons (lnvtnled spclhng)
.PS = Pre Syllabic (draws, writes symbols)
S = Sylabic (a letter per syllahle)
SA Syllabic Alphabetic ((.ombmalmn of <y|lnbles and
conventional) .
A= Alphabetic (eslirm(cdxcmvcmi«mal)
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'Two‘differeﬁtf f‘yomﬁs‘weréﬁiniclu"dé‘d, although they
 ”represent only the second grade ‘vyear of work Both
forms were included to show the progression of
literacy Skl]]S development of thlS Chl]d The forms
demonstrate‘the great.amount of growth this ohild has

been able to acoompliSh because of the holistic
| approach of ‘his two c)assrooms

The flrst grade form indicates that the child
demonstpates many of the skills designated fOrethat
grade ]eQel He has a‘developing command of the
| mechanlcs expected at this grade level, vsuch as
spacing,bletter formation, capltallzation and
puncfuation. He alsop;s willing to take risks; he
willino reads his entries; and he is beginning to show
‘more oonventional spelling with assistance. |

The second throuoh sixth grade form also provides
moch useful information about the student, but mostly
it has sepved this teachef in providing a guide for
future teaching needs of this child. This form
indicates a higher level of reading, writing and
‘ expression that will need to be mediated for‘this
child to advance»in language end literacy skills.
Greater emphasis will need‘tO'be placed on elaboration
of thoughts: using descriptlve words, reading his own,

and the teacher s entries. The 1nteract1ve wrltnng
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Journals asséséments provide an éuﬁhentiC’assessmenﬁ
of the child’s language'and literacy abilities. They
also pfovidé'a guide for_future»literacy needs.
Writing samp]esldonected during the schoéi yeér j
(See Figure 12-14) also provide an authentic |
assessment 6f the child’S»literacyvskills. 'Three
samples have‘been'ih01Uded’to show the growth that
occurfed over a fiye monfh peridd. Much of the
language was composed bY‘the‘teacher and the student.
Qorking togéther to Créaté meaning. However,,aﬁ
analysis of the samplesvshows an evolution of this
task over five months;'v
In the JahUary:sample (Figure 12> the story is
about a dog, a wolf and a coyote. Parts of the story
make senée. but parﬁs appeérsvto be words copiedlwithf
nb understanding of the meaning to be convéyed.”'*
The February sample (Figure 13> has been incTudéd‘
to show how the studentfs;activitles in one ciassroom
served to reinforceband support the acfivities_of the‘
other classrdom; ‘Asjhas been discuésed, in Febtuapf
the regu]arvélassfoom‘had‘many‘sforles writteh about
friends and games the9 p1ay'£ogether. As'ﬁhe February
writihg'samplé indicates, the student also used this
topic in his story in the special day class. it‘fs"

almost certain that this sample contained material
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Figure 12. January Portolio Writing Sample.
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Figure 13. February portfolio writing‘samble; '
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~Figure 14. May portfolio writing sample.
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£hat Qgs meaningful to thé child;’ Also, there
, coﬁtinues to be a great,éWéfehess of pfoper the form
 and cohvenﬁibhs of.wtifingﬁiﬁ‘tﬁis sample.

- The May writing*sampleb(Figure 14) shows a great
dea] of growth and expréssion of individuality. The
“language in this stonVWas'alsobworked out together by

'!the teacherfand the sthent.,_If'is a story about
‘tsummer‘aﬁd the éun. "This sample, when read, makes
iéense. It is’not_Just a-list,of words copied with no
vmeaning éttached. It appears that the child has taken
bwnéréhip of‘the~text; He'khew the meaning of the
.1nformati0n he was copyingp' He.also‘demonstrated
‘skiil in the conQentiOhalbforms of writing, using
capitals, petiods,:and correct spacing;b The monthly
~writing éaméles are a record of the progress this
child'ié mékihg in acquiring'literacy skil)s;'it also
‘allows the étUdent»another opportunity to express
 himseff in_his own unique'way. It is interesting to
.note thatvthe'fanCy writing that is used in the May»
‘sample‘was,é style being used by a few of the other
boys in the regu1ar mainstream classroom.

The standardized skills-based tests pro?idé a
very different picture of(this student comparéd to the
more authéntic'éssessménts_pfovided by tea¢her ‘

observation; anecdotal records, the interactive
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fnJournal writing assessment forms,»and the monthly

‘ﬁffiwriting samples., The former show a students who

,;appears to be failing in his academic progress.‘ﬁYet'z'

-tlﬂﬁthe authentic assessments demonstrate that this child EEE RS

15;has acquired many literacy skilis and continues to L
:T»grow and progress 1n his academic learning.t_,‘ -
"t;Eesults

B This case study has prov1ded this researcher withf
;a 51gnif1cant amount of 1nformationgas to how'to_ lj ‘
,.structure,the clasSroom«iniorderlto,oroVidelanh~k

‘ effective‘learningvenvironmentifor the.language and

literacy develoomentwof;ajSpaniShTSpéakinQ Childfwithtdh‘f'

academicvbroblems due'to ahsignificantudelay in the
,oral language develop of hlS primary language ‘ 'I'hei
_analysis of the w1de range of data that was collected
Provxded the information_for answering the researchg

2 questiOnS- ; : 2 | ,» »‘ i e

An analysxs‘of the data clearly 1nd1cates that
“tthe whole language strategies allow incorporation of
.:more of the twelve optimal conditions ‘that promote the‘
r}development of literacy skills for the child 1n this
7ustudy. This child requires extensive opportunities toldd
interact w1th others and use rich meaningful languagex
h(in a variety of contexts.. The data shows that the

”\»best social context,for“thisato,occur‘1s w1thva smalltj;

“fiifléﬁg:}u:'k,;s-uu*



group of moré know]edgeable peers, discussing prqjects
and materis]’that is of interest ﬁo them or fulfills a
need they may have. The authentic assessment
techniques that were used to collect data informed:
this researcher of the great number of literacy skills
the child had already acquired and his ability to
continue progressing in the acquisition of literacy
skills, given the appropriate program. Through a case
study approach this researcher was able to gain very

» valuable information about effective structuring of
the classroom in order to promote acquisition of

language and literacy skills.
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CHAPTER 5
DISCUSSION

The results of this case study match what the
current research and liﬁerature has redommended for
effective structuring of the classro§m for acquisition
of language and literacy skills fof the
Spanish-speaking child who demonstrates a significant
delay in the development of his/her'oral language in.
the primary ianguage. The literature‘dea]ihg with
bilingual education, bjilngua] special education, and
whole-language programs brbvides a strong foundationr
upon which to build that appropriatelprogram.»‘This
case study a]éo has provided specific information
' regarding,effective"sthCturingrof‘the,clasSroom‘for
promoting language and literacy deveIopment fof'thesé
special children. Information about providiné
effective 1earning;§on€exts is aQailab]e for teachers
who wish tovmeef the‘pérticuiér needs of the |
Spanishfspeaking children who a:e‘having academic
problems-dué td ihe delay in the oral ianguage of

their primary language,'

nclu

Upon starting this investigation, this researcher
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was looklng for a program, system or approach to help
chxldren thh "learning dlsabilitles“ due to the
"delayed oral language development of their primary
languageQ Instead ofrfxnding‘one partrcular program,
‘a’wholefnew perspective, a whole new‘approacn; was

' uncovered The problem'no longer is seen as how to

'v help a Chl]d whose language problem is 1nterfer1ng

.w1th his academic progress. Now the focus is how to
structure the classroomvln order to provide an
~environment in whlcn,this child is involved in
| Kexperientially-rich, interactive, meaningful'
activlties that‘provlde‘innumerable,opportunities'for’
authentic, meaningful language use in a variety of
‘social context SO'that the child“istreatlng new
‘ knoWledge by,SOClal‘interaction with more
knowledgeable adults and peers. As Goodman (1978)
states:
'The,rolekof,the school can never beeto
teach language since children learn language
naturally through their interaction with others.
-The role of the school must be to provide an C
environment in which children will expand their use
of language in a variety of settings and situations

and for a variety of purposes. In a ~ supportive,
rich environment where language is encouraged and

- there are plenty of opportunities  to read, write, o

speak, and listen, children will make discoveries
about language (p 1159' ST T

Thls perspective is onebwhiCh allfchildren cani

;,benefit from hav1ng applled to the teachlng/learnlng
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situations in school.
lications
It is ciear'from the research, literature and

this case study, that the knowledge of how to provide
an effective educational program for all our children,
',including»thbsebwith special needs, is available.
But, it is also clear that we are still tied to the
traditional, fragmented, skilla-based techniques for
teachihg language and lliteracy. In order for teachers
to grow and apply the knowledge that is available, it
is necessary for them also to have oppoftunities to
~interact with 0thérs and discuss this new'approach to
teaching and learning. Teachers also need the support
of school administrators and the community When‘making
this changeito more appropriate, vet different
approach toyteachingvand»learning. As Tharp and

'Gallimdre>(i991) state:

v Schools must be otganized‘to provide time and
resources to assist teacher performance so that
~teachers acquire the skills and knowledge needed
to truly teach. Teachers must have sufficient
autonomy, authority, and warrant from the school
system to organize activity settings that will
allow them to assist the performance of one
another...It means the school must provide.
resources of equipment, space, and encouragement,
and--most important--must treat this undertaking
as something of vital importance (p. 6).

. The changes that need to be made so that all

children can have maximum learning opportunities

130



~cannot all be made in the:classroom but that is where

the change in perspective must begin.
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