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ABSTRACT - -

This report describes the first year of a two-year
experimental, transitional kindergarten program for children whose
mother tongue is Italian. Begun in Toronto, Canada as the result of -
pressure from both thé ethnic comnmunity and froma educators, the '
program is designed to run for the two years of kindergarten (Jjunior
and senior). The bilingual teacher, with the help of a bilingual
teaching assistant, conducts classes using mainly Italian. English is
introduced gradually with the intention that by the third year of =~
school (i.e., grade 1), 'the pupils will be able to enter a regular
prograe and learn to read and write in English. Comparisons made
between the experimental group and children of similar‘backgrounds in .
regular English kindergarten prograas revealed tvo major differences, TV
favoring the experimental group: availability of the mother tongue .
resulted in a larger proportion of children participating in group
conversations and in their parents having more contact with the
school. Appendix A comsists of background reports relating to the
implementation of the program, and Appendix B contains copies of the
observation schedules, teachers!' rating instruments, and parents®
questionnaires used for the project. Findings are detailed in
Appendix C. (Author/PHMP)
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o © BACKGROUND

A

In beptember 1973, two junior kindergarten clasqgs at Ceuerala-
o .. | —

R Mercer ?ublxc School began in a different _WaYa. .-netead of being greeted

with the usual "Hello, come in," or "Good mornzng, ' the incoming children
heard the fantllar sounds of Ttaltan, thetr mother tongue. They #d . -
not have to leave behind fhe language they were most familiar with just -
becahse<§hey had reached the classroom daor. ' - o .;.

iﬂ "These children were part of an expe;imental\préject.\an o | Q.,
Italian.tfansitioqal k%ndergarten #rogramme with a bilingual'teécher
and a bilingual teachigg assistant. The programme is designed to run ; _ 2
for the two yeafs'kainaergarieﬁifjﬁhiqr and senior). It begins with ’ . ;i
the teacher speaking m;ihly Italian to the children, During the two
years of transition the use of the mother tongue means that the-iﬁtrcduction
of new concepts need not be delayed merely because a word is not yet in
a chiid's English vocabulary. At the éame time English is introduced
gfadually_with the intention that by the third year of school (i.e, Grade 1),
the pupils will be'ready to enter a regular programme where they may.
begin to read and write in English.

This programme developed as a result of various pressures both

from the ethnic community aqd from educators? Parents from various ethnic
communities in ToronFo have become increasingly vocal in recent years

about the right to maintain their language, and the school's responsibility

to aid their children in this goal,

* The reader wanting more information is asked to refer to Research Report
#122, Shapson & Purbhoo (1973) which includes a comprehensive literature
review about the issues of bilingualism, second language programmes,
and the present situation in Toronto concerning minority language
programmes,

o




- Educators have sOUﬂd t?at students coming tQ/school .

‘;;iwithout sufficient command of thr languagﬂ of inqtruction (i.e. English)

i

. have in many ways been at. a disadvantage. Some of thgm even felt

?”that 1mmigrant children were inuellectually 1nferiox since ‘they did *>M'": ’ﬁwJ::;j.;%

not advance through the educational system at the'average rate. In
P ' o : .

many areas, these children were viewed as problems that the school had S »Jwg’

to cope with, .Only‘mor¢ racently has it been récognizedAthat the

1 M -

acalemic failure of children from exbhié communities might result from

i W

other factors sitch as alienacion, anomie, low self-concept -or more

basically, not knowing the dominant language and not being a meaber of

the dominant culture (Zirkel & Greemné, 1971; Meyersbn, 1969; Ramirez,

/'/ L

1970, 1973). B -

. . Academic failure for these reasons ‘was surely avoidable and
independent of academic ability (though not of achievementj. Bilingual
education prégrammes acknowiedged and used the cﬁild’s mother tongue
to improve this situation. Gudschinsky (1971) has documented some eariy
‘evamples of successful second language programmes, Modiano (1966) also’
showed that a child will re:ud better in the dominant nationai language

- iﬁ he 1s first taught to read in his mother tongue. ‘Other advant;ges
of second language programmes have been higher self-concepts (Skoczylas, .
1972; Zirkel, 1972) and an increased number of contacts between the
parents and the schools (Cordova, 1970).

Thus 1t was not surprising that f. Grande, a Toronto teacher,
proposed that ethnic children be introduced to the educational system
through the medium of thelr mother tongve. He hoped thereby to reduce
the academic failure which he himgelf found sadly typical of too many

- non-English-speaking pupils. Grande suggested that use be made of the

- child's preschool linguistic and cultural experiences to advance his

ability to seak, read and write in Fnglish. (3




-7,

/s w4

'Qfgbegin s.hool with a bilingual teacher and assistant ‘who would introduce i

. curriculum content in the native language while the children were
T”learning the English 1anguage;. Based on the results of. Modiano's (1966)
'5s§cdy,lhe élsq felt that rveading ‘and wtiting should be 1ntroduced 1n

_thg_gﬁild'§ notnér tbngue. Reading and wtiting in English would begin

To neet this objective Grande proposed Lhat chazchildren L

. € e
o
,. ..

— — B S B

lacer, and shortly afterwards the traditional all English programme
would be followed. In Grandefs qwn_words:
"The child would be introduced to reading and writing
in his mother tongue'while at the same time ora’
- language development in English would be accelerated

in an atmosphere that is relatively secure from the Lo

point of view of the child....It is anticipated that ’

the pace of learning to read and write English will

be considergbly accelerated due to the fact that-

\ pupils have grasped the principles of reading and

writing in the mother tongue, until the students

will be functioning better, or at least as well as,

their English-speaking age-mates.''# “

In the Spring of 1973, a report on the feasibility, financial
and legal implicatiocns of implementing foreign languages prograrmes in
e2lementary schools was presented to the Toronto Board of Education by
the Educating New Canadians Committee. Among the items considered in___

this report was Grande's proposal for a "Transitiun Programme for Young

. *%
Children."

As 1t turned out, Grande's proposal could not be accepted
in its origiral form because the introduction of reading and writing in

the mother tongue would not be in accordance with the language require-

* Grande's proposal, "A Transitbn Propramme for Young Children."

Action Profile No. 4, Inner City Schools Work Group, February, 1973,
is presented ir Appendix A,

** The relevant section of the report of the Educating New Canadians
Committee (April 26, 1973) is presented in Appendix A,

L



T had to be amended before che programme couldﬂbe !mplemeuted reading and

= ments of the Schools Administration Act” . This aspect of his proposal _#’ f

Ly writing would therefore begin 1n English. Although this had been one of

,7,7,,,,,,, P

[

R Grande 's major 9peCificat£ons he aocepted the moditieacion. o ' - ”W'eﬂfﬁ_:;fﬁ

~ from the Educating New:Canadians Committee and adopted a ser of'guidelines

for comsideration of proposals for programmes in languages other than English °

Y

The Boagd approved the special programme as modifled in the report

. * Y %%
and French at the elementarv school level . The method proposed by the Board

for the operatlon of chlq transition programme was outlined as follows:

garten programme. The pupil-teacher ratio would be the same in

"(a, chat a bilinbual teacher 1nstruct the children
__for two years. :

(b) th.t a bilingual lay assistant remain with the
cnildren for two years, -

(c) that the children bte of similar linguistic and
cultural background.

*(d) that the ethnic conmunity be involved in the
eration of the program.

(e) that oral instruction be in the children's
mother tongue initially,

(f) that therg be a research component involved in
the program. _

(g) that the regular pupil-teacher ratio be maintained
in the jurior kindergarten.

(h) that the program be of a develcpmeutal néture.
(1) that etnic resource materials be used, such as
books and films at a minimal budget increase,"

(Minutes of the Board, May 3, 1973,
p. 316)

In some ways, the programme wouJJ resemole the regular kinder-

d

junisr kindergarten, and the programme would be based on priaciples of

* %

According to Section 21, Subsection (e) of the Schools \dminiscration
Act, no languages other than English and French are to te used for
purposes of instruction. The relevant subsection of this Act is

also contained as part of the report of the Fducating New Canadians
Committee in Appendlx A.

The Board Minutes are presented in Appendix A.
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'Atongue, the use. of ethn‘c books, Lgcords, films and community -nvo»ve—rwn

' research component be tied to the pruﬁ;amme to aid 1n its evaluation.-

" had children enrolled in junior kindergarten at Genera:i Mercer were i

|
4

invited to attend a meeting at the school about the experihental transitica:

child development._ Furchermore, very little additional expense should

:E;be 1ncgrred. By relying heavily on. oral instrucnion 1n the mother. j?ig ﬁiﬁ:’gig

- ment,’the programme would be different, The Board also;asked thatwaf~~wa5:;f~

—

Late 'in June, 1973, the Ministty of Education approved the
modified vgrsion of the programme 2s a two=-year pilot'project( L§hg;§ix=
thereafter, Italian was chosen as thg 1anguage of instruction, General .
Mercer as the school for its impJementatAon. |

During the Summer of 1973 all Italian-speaking parents wro

i

programme, ' From the initial show ofthandé it appeared that interest
would be sufficient to introduce two separate classes (a mqrning'andx /
an afternoon éection). At first, some~§arents mﬁédnderstood the nature
misconceptions were straightened out, parent 1nterest,seemed to.be as
great as befo;e. A number of parents decided to enrol their children

in the programme immediately iollowing the meeting. Others waited un:il
they discussed it further at home. 'Avbilingﬁal ieacher and lay assistant
were assigned to the project, The teacher's summer preparatlomns included
wofking on plans for the programme in conjunction with consultants from
the Kindergarten Department and collecting materials, such\?s books and

records in Italian.

|}



tracing the background information. it is apparent that ;the programme

. programme actually began in earnest after its 1mp1emencation. In

The Researeh Department s 1nv91vement with the transitinn

\

i
I NN

was introduced as a practical experiment and not as a fully controlled

rasearch project. In rev1ewing the literature on second language

‘;wmmwm_ _ programmes (Shapson & Purbhoo, 1973, Research Report #LZZ), it was

diatovered that this has been the case with the. majority of similar

b

' programmes which have been implemented elsewhere. Since:the only

‘enﬁgance requirement for students was a common Italian background,

initially there could be great variations in the students"ability to

speak and understand English (and/or Italian). Since a significant part

of tne programme's organization and implementation was open to the inter-!
3 ’ p ’

pretaticn of the teacher, it would be important to indicate the way thexﬁ

~ two languages were used in the classroom. Research activities were

conceived to provide rot only'an evaluation but, perhaps more important

in the initial phase, to document the goals of the programme and to - -

describe both the programme itself and the students in it.

A Statemeat of the Programmes Goals

Although there has been no document which provides a clear

statement of the programme's goals, the following may be inferred from

*
's wriginal proposal and from the Board's gulidelines of May 3, 1973 ,

To help the ethnic child learn to read and write in English.

To introduce the same concepts and curricular material as in
a vegular prograume, i{.e, there would be no delay merely because
a word *3 not yet ia the child's English vocabulary.

To make the child's overail adjustement to school more comfortable.

Crande
1.
2,
3l
* The

pertinent materials are preserted in Appendix A.

4N ;

e Y

-



L]
anet R

hid

_ Leasier.by rélying partly on them for help in thelclassroom

T ~and as sources of ethnic ma:erials. 4;2_“__”__ LIET ;_j;“_f';‘

3

It should be pointed out that maintaining or teaching the

~“ Italian language were not directuaims of the programme. Nonethe;gss.'Wirmf~”:iwi‘

because of the heavy reliance on instruction in ltalian, these outcomes

s

" could develop indirectly. fﬁe programme is therefore accurately

summarized by the term "cransitibn,f since the mother tongue is used

* -

only as a-tempofary bridge to‘aid the understanding of and instruction

. in English.

.Infofmal Observations

It was decided that informal observations of the classroom
and discussions f#th the teacher wouid progidé the best source of
descriptive information. The observer made notes and tape recorded
a number of—;;;;;;;;; péying paréicular attention to the language
behaviour of the ch?ldren and the teacher.

Both the teacher and her aésis;ént were borm in Itaiy, spoke
both Engiish and Italian fluently, and had experience with prifiary age
chiidren though not at the junior kindergarten levnl, The twacher had
studied the Itaiian language formally and was familiar with the formal
or stagdard form of the language, while the assistant spoke Calabresi,
one of;the more common Italian dialects. This minimized any difficulties
in communicating with all of the children whose Qgckgrounds consisted
of various dialects and the formal Italian, Both teacher and assistant

could and did switch freely between English and Italian as the neecd

arose for particular children.,

4. 10 make the parents' 1nvalv9ment iu the child's Lducation o ,

— B e B




. may be that mUCh commu“icatiOH With young Children s esqeﬂtially non"'~*'~

X3

umar

wfi,the uninitiated, rg:might sound very cenfusing since one }angpage'

ﬁven though one mighq ancicipate some problems in teacher-pupil ‘

conversations, especially if staﬁdatd Italian and dialect wexe

N
e

_ used, there were 1n fact no such difficulti@s. One 1mportaﬂt factor

"‘; verbal. It turxed out that standard It alian, dialect and English were all used

quite freely, and translation was rarely needed- to clear up misunder-
standinga. c
In class, the use of languages very quickly reflected the

1 b

variety of linguésglq\bagkgrounds and competencies rehresented. To

. o
\

{

was nevéf heard fo; iong before another was used. A child might

begin a thought fin English,.thén switch to Italian if the words weren't
coming fast enough, or vice vérsa! For example, afier the teachér

finished rgading a story, one girl vequested, "Léﬁb....uh, let'é leggere
again." Switching to Italian in che middle of tﬁe:sentence, then back

to English, allowed hef’to complete her ghought even tnough she could K
not think of the wdid "read'"” in English. Another‘pupil when asked,

"What ,is this?" very quickly responded, "Castagna.'" 'Rosso'and'red"

wOuld{be heard simultaneously whenever the culour name was called for,
whether the request had come in Italian or English,

The teachgr's use of language depended very much on the
individual she was speaking with, She might ask a question of the whole
cliss in [talian, receive an answer in English, and then continue in
English with that individual, or begin in Euglish and change to Italfan.
In other words, choice of language was always spontaneous, no one was
ever hoxed intoe uﬁihg ne language-exclusively,

0f course this pattern did undergo some transition throughout
the first vear., !nit{ally, the teacher reli=d mainly on Italian to speak

4
. -

—em



: with the- entir; eldss Lu ensure that all ?f the stuuencs would be %%""f

“*inVOLVLd.  Storluﬁ, snngs and discussi?us. ‘the times when the entire

B v OO . T LY

e e e

e
L ~ [T R

‘e

a class was 'involved in che same activitv, were: conducted almosL solely o Tl

¢ ) *

!

' the children and chp teacher, Often the teachet vidd thg‘seuond S

languagc iﬁnbllhh or- Italian) Lo expand . or xteud an answ;r given in

Sm
LSS

the first., English Hcgan to ingrease 11 frequencs graduallv as the

.children learned more and by the end of the first school year, the
majority of group time was already in English'. bome children, bowever,
o "i R . -
still feit more at ease spLaking ftalxan and used Engl;sh minimally

\
'\

dhrlngwthese periuds.: Sturxes wate also told in Fuglish: while both

rnglish and Italian songs had bgcome favoqs;tes. . - .

° . -

A typical day's activities (either-morning or afternoon) could ~ -

he outlined as follows: as soon as the children had arrived, they all .

1

=

assenbled with the teacher for a group discussion period in which any

o

child could show or tell something to the others. This period usﬁally
‘lasted until as many who wanted had contributed, and ended with each
child choosing an activity centre, The choice here was wide; some children

were forced to take their second or third Qﬁoice if a predesignated

number of other children were already at the moré popular uentfes.'“The

small size of the <-lassroom made some of these restrictions necessary N

and everyone accepted the lim{tatinons readily. Th> only selegtions
which diftered tfrom . se in regular kindergarten classes in Toronto
schools were the availablliry of Italian_bpoks and records. All other
activities were specifically iauguage-related onlv to the extent that
laneuave was used by the children involved. Towards the end of this

activity perio! thae children were surved juice and cookies in small

yroups.

4‘ 3

in. 1tdl1dn', Language chanbgs nonetheless were frequent ooth among v e

.
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free no comment, and ask or answer questions in the language of their

After CIEa“ing up. f°11°V1ns tHe first accivity Petiod. the o “-.

children reassembled for a story with discussion, A a:ln, they were e N

3o

choiceﬁ. The rest of the day was taken up with oundoor play or gym, a

.'_brief rest time, another shorter activitv period with the same options

&y
"

as the Eirgt, and a final group assembly for songs before going home.

]

_”/uThe exact timing, sequence and even presence of auy one of .
these events was, of course, flexible and changed to accommodate
special circumstances.’

This structure then‘provided.tﬁolvéty different types of

- events for the pupils,—groupxdiscussidns andvindividual activity periods.u“'

The importance o‘ the .comron cultural and linguistic background became Q.‘ '
apparent in both settingg. During group conversations. various experiences

common to the‘Italgan-Canédian culture could be discussgd meaningfully.

for_exampie, 11 the children knew-aséut gardens, COmata picking and

making tomato sauCeé, the topic of one morning conversation period.

Dufing individual activity periods, especially in the house centre, a

favourite pastime was weddings, a significant part of all of these

‘children's backgrounds.,

Language usage, however, seemed to differ in group and individual .
settings. Although Italian was frequently heard during the group periods,
English seemed to dominate during the activity sessions. The reasons
for this discrepancy are not known. One responsible factor may be the
type of dialogue which occurs in each setting. While playing, very
few children, if any, were expressing ideas or telling a story as was the
case in the group sessions, Instead, the dialogue was simpler, and

PN

wiuﬁ///&he fnglish vocabulary range of almost everyone.

) 49
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Selection of a Comparison Group o

\ o \

~ In_order to provide a broad base of comparison (or reference)

4.

Yto aid in the descriptive and evaluative process, students from two

other schiools were selected. Both'schoolsvyad the same peneral socio-

economic level, were 1in the same part of the City, and had the/éame

- general ethnic composition (proportien of Italtan, English and non-
) ,  Ttalian, non-English-speaking children) as did General Mercer Public
! £ n ' L
”ﬁ“?',; School. ' From each reference school, one class (either morning or

Py .
afternoon) in whi$h approximately half the students were Italian-speak-
'Ihggwas nepded to provide a sample size comparable to the experimental
group's size. In one school, however, it was necessary to include

two afternoon classes in order to provide the number of ltalian children

desired. 1In all comparison classes, English-speaking children were

1 ' ,

very much a minority group, and most of the data collection therefore '
waé from children whose native language was not English.
Prior to colle-ting any data, all classrooms were visited by
the observer to establish ;apport with the children and to minimize
the distraction provided by the additional adult in the class. This
strategy proved to be very successful, and children soon resumed their
regular uninhibited play activities in the presence of the observer.
Classroom ohservation was among the research activities under-
taken in the first vear of the experimental programme. Other events
consisted of v&gabulary testing in English and Italian, teacher ratings
of the pupils' language development, and a questionnaire completed
by parents of the Italian-speaking children. All these instruments
are presented in Appendix B. Since it was not desirable either for
<lie pupils ur (he teacher to overwhelm the class with tests, these

15
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different techniques of célleccing data wére selected to provide
1nfor§§£ion about bacgground, progress, anq adQSSCeﬁenL to school. Thﬁéi- o 8 :1i
the ef&écts of disrupting ;odtines and the effects of khe lack of test T
sophisticatioﬁ of four;year-olds were Miéimizéd. in adﬁition, these ’ L

procedures did not require the uze of English on the part of the

pupils.  ° - | .

Classroom Observations: Group Discussion Perivds - -

The observation schedulg was devised to correspond with the
major divisions in the daily procedures of the classes: group discussion
- and activity periods.' Participation in group discussions was_récorded

_1in the following way: during each of the two groups periods; informal
show and tell and story time, one-ﬂalf of the_class, either girls or
boys, was observed, and the name of anyone who spoke during this session

was written down in the appropriate space. Distinctions were made between

Italian and English contributions as well as whether the child was
contributing spontaneously or in response to a question from the teacher,
Questions addressed to an individual or to the entire class were not

separated, partly because the individual asked was not always the one

to answer. °

)

A final categorv vas included for the remarks which could not’
readily be heard distinctly as Italian or English. Although most
remarks cuuld be classified easilv, this additional category was useful
tor some one-word answers or for the children whose speech was unclear.
Of course the group observations in the comparison classes had only
the spontancous-rer,is-rasponse breakdown since the Bnglish language

wias alwdvs used,
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Vlndividual names weré onlé'recorded-once in any'one categogﬁ
in order to give the reticent g} non—gqmmunicative talkers as mu¢h~
‘credit as the more verbose individuéis. “Although one name mighg
appear.six.ﬁimes on the_Gengral Mercer schedule but only twice on
_the o;@é@s, in the scoring scheme, no single pupil was counted
ﬁore than once per day of observation.

Primary teachers often express concern about their ethnic

pupils who are silent in class (Slaato & Kielland, 1973; Henderson &

- S$ilverman, 1973)., The kindefgarten curriculum in Toronto (Early Child-

hood Education, Kindergarten Départment, Toronto Board of Education)

devotes a great deal of attention to the importance of speech in group

situations. Talking may therefore be viewed as an important signal

that the .child feels comfortable in a gfoup‘setting and may also

indicaterthat he feels his own thoughts are significant enough to

contribute. It might be viewed as a measure of seif-esteem and self-

confidence. Increases in self-concept have been ditect results of

second language programmes (Zirkel, 1972), If, however, a child does

not know the language of the group, it will be véry difficult for him i

to express himself. The availability of his mother tongue should ease

this problem; the individual should be able to talk more freely and |

more individuals should be able to contribute.; | :
In other words, more pupils would bgiexpected to participate wheL

they can use their mother tongue. A direct test of this hypothesis was madc

possible from the data collected through two comparisons: the proportiop

of the childien who spoke in the two different programmes, and the i

proportion who spoke in English only in the Italian class, compared with‘

the total proportion of the regular classes who participated.

- L A

. b
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In addiniou to the zegordiug of the verhal participation, the
duration of each group session was also noted. A possible source of
bias emerged from this data: the averagé length of the group sessions
at General Mercer was greater than in the comparison élasses. Since
theoreticallv there should be a greater opportunity vo talk 1f enou?h
time were allotted, 1t might be expected that more children would
participate becauseﬂof the longer time periods. An argument can and
shéuld be made for ignoring the time factor, basad on the ohservations
of these.periods.

| Iﬁ‘all classes the discussion periods were not of a pre=-.
determined length, Insgead, they coﬁtinued until no .more children had
anything to say, making the time dependent on the number Oi participants,
Furthermore, theilength of an utterance was not a significant factor in
the collection ob/the data, aud {t would be possible and reasonable to
have as many children speaking in five as in tifteen minutes.

Making the comparisons mentioned above confirmed that the
availability of the Italian language did bring a significantly larger
proportion of the'class into the group conversations, ,592 at Gene-al
Mercer, compared with only .425 in- the remaining classes*. When verbal
participation in English alone was considered, the proportions of the
experimental and reference groups observéd talking did not differ,

This finding suggests vet another interpretation for the time differences:
being less fluent in English, the children would produce fewer and
shorter utterances on the average and therefore the result was shorter

group periods, Most of the students in the comparison classes it should

be recalled, did nat hae Tnreitsh as thelr mott.ar tongue,
* Detailed cnlws o i esults age providad .n Appcadix 3.
4 €
-
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(!lassyoom Observations: Activity Periods

On the same days that theée group.observatiéns were made; | ;,t;'
in the late Fall, an‘individual’observétion s;hedulelﬁas used during
the acfivityvperiods. Visits to the clagsroom continued until every
student had becn obéervéd once for thirty minutes at the beginning . ’}
of an activity perioa. Since each activity period lasted for at least
half an ﬁour, no observations had to be interrupted prematurely,

An added advantage of this saﬁplipg metho; was that pupils were generally‘
not watched at the end of a session when they became more restless, and

yet the time was long enough that most had vaken part in more than one

activity, giving a broad range of behavionurs.

The individual classroom schedule, presentéd in Appendix B,
consisted of two parts used in the'following way: for each activity
period, a different set of two or three individuals was selected in
order from a randomly sequenced class list. Absentees were interchanged
with students who would have been selected in the next scheduled day
of ohservation.

The first part, a modified sociogram, a plan of activity areas in
each class, provided a descrlption of the movement of the selected individuals
around the classroom. It showed the activities engaged in, and significant
contacts with peers and with adults. Supplementary notes weie kept to
£111 in details wherc necessary, and at the end of half an hour, a summary
was made of whether the individuals had been playing with or beside -
their peers (i.e. engaged in co-operative versus parallel play) or were
playing alone; whether they had been tmvolved in thelr activity, or were
often disfracted; and whether they relied on adult attention throughout

their task.

49
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In the second part, a rating form, five distinct categories . G

hY

were recorded: d&klng for chivt*y, 1.e. did the individuals request

phey 1nitiate thqir own activities or did chey need help; peer ¢ f; s
1nter;§tion,'i e.'did'they initiate play with peers or interact negatively;

verbal peex interaction, i.e¢. did they avoid talking or talk freely and 3 _ v
quietlyio; excitedly; and finally. wvere they-able to accept and follow 4 ';

classrobm limitationg or rules of procedure, .
Alt'hough many other aspects could have been n:&'aasured ,
the schedule was restricted mainly to those 1tems which ;;u%d be.
affec;ed by the lanhuage and cultural homobeneicy of the experimental
class. ' It was felt that classroom interactions, both v?rbal end other,
were the’chié? varfables of interest., Specifically, it miglit be expected
that children would play together and talx together more during activitiés
if they had a common language base, |
In practice, this was not the case. 1f should be récalled that
the dominant language used by students during actlvityv periods was"English.
When the exp.rimental and comparison groups were compared on all aspects

of the observation scnedule no differences werve found., In general,

chi-square analyses were performed on frequency tables for each

observaed cateyory. From the sociograms, the following comparisons

were made: the number of discr%te activities engaged in during

3
]
1

the half hour, the division of this number bciween "group" and "individual”
%

activities , type ot peer interactions, distractibllity, number of contacts

with adults., Other categories examined were those listed on the observa-

tion form (Lppeadis 8},

* Group activities were those which lend themselves toward co-operative
plav or plaving topcther, e.g., doll ceutre, saud, witer play, blocks,
Individua  actiities wer2 more obviously engay:d In by single persons,

>
f f\ e.g., readiny, wuzzles, mrst crafts, rec rds.
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The modal activity ﬁefiod.behaviour observed may be desqtibed'
as follows. Puplly took part in three or more éelf—selectedAactivities.
approximately evenly dividéd between group and individual centres. They
moved directly beﬁween ceutr@s and we: e not readily distracted dutiné.
any particular actlvity., Most play groups were small, two or three
children piaying calﬁly Béside one another, but talking freely and
quietiy iu a friendly way. Qery few special types of peef interaction
were vbserved, eithér positive, e.g., initlating play with others; or
negative, e.g., fighting or rejecting peers. Violation of.classroom
limit;tions Was infrequenﬁ. Within the thirty minute interval, pupil-
5%&&13 interactions were frequent, most pupils having three or more such
‘contacts.

It proved diffizult to compare ;he type og activity requesting
behaviowr engagéd in by tihe puglls since on most nccasions, all_
students moved directly to thedr centres as opposed to being arked
one at a time where they would like to play. Both verbal aud gestural
communication, however, was observed in all classrooms*.

Various;inté:pretations could be app.ied to the similarity

of interaction patterns in the two groups of classrooms, The most

logical may be that children are very much unaware of differences between

languages and communicate quite naturally and easily in any way they are

able (Swain, 1971). The labels "Italian"” and "English" do not yet have any

meaning for them. A request from a visitor to '"say it in I[talian'" drew

’

only a confused expression, For the same reasons, children are not

readily impeded v the language barriers which adults often feel.

* See Appendix C for detailed results,
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As for the interactiom in play, meix Sour-vear-olds engage
T © .o L . . . _-
in rarallel) rather than cu-operative play, tw ‘ormexr being less ' y

dependent upun language.
In general. it may,safely be conciuded that the Irslian

kindergarten programme has not negatively influenced classroom inter-

actions. o )
Language and Comprehension: Peabody Picture Vocahulary Test y

thle classroom observation was In progress, the vocabulary
testing in ;:allan was statted. . For tbis measure, the first sigty items
of the Peaﬁodv~Picture Vocabulary Test were translated into Italian,
together with all the instructions. .The Peabody waé selected bécause
it required non-varbal responses, assumes'only minimal test sophistication,
andyhas no time constraints*. '

‘ In general, the suggested administration procedures were

followed except that. the children were all tested in the classroom
ratiies than alone in a separate room. The test became an accepted paré
of.the activity period, with most children quite eager to participate.
Children were not withdrawn from the classroom partly on the teacher's
advice that too many nf them would be éfraid and anxious to leave
the classroom setting with an adult and partly to minimize the adverse
effects of a comﬁletely unfamiliar testing situation. It was decided that
despite distraction vesulting from the classroom setting children would
likely perform better when they felt at ease.

Since the same procedure was used fecr all the children teéted,
and since the test was used as an indicator of vocabulary rather than

the traditional intelligence quotient, valid comparisons could still

"fz * Fach test item required the child to select by pointing, the one of

four plctures on a page which represented the work spoken by the.tester,
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be made., The length of each séssion’banged frvom five to twenty minuteé,

. depending on the number of items correctly answered. All of the Italian

tects were completed before testing ih-English began, because of the
avallability of a billingual tester.
] .
The Itailan version of the Peabodv was expected to be more

difficult than the ccrresponding English‘items for the children involved,

~ since most of them had been,exposed only to dlalect; howawer, ts account

for every different language background represented in the.sampl? wou;d
require an unreaSonable number of Jdifferemt tests. Instead, a standard
form wes uséﬁ% cultural bias was uniform, and the very unfzir items
could be sorted out afterwvards through ap item-by-ite.s analysis.

The standard Peabody test was used as an indicator of vocabulary
level in Euglish., Most of the children were more than eager t; play
the picture game again and some wanted to iepeat it even a third and
fourth time. Fach Italian child was tested with both Form A 2nd B,
one in Italfan, the other in English.f Forms were assigned randomly
tonfhe children beféfe iesting was started.

When results were compared for the General Mercer and the

i

comparison classes, the similarity of performance was somewhat surprising.
The children at General Mercer did not score significantly df%ferently.
from the Italian-speaking comparison children on the Italian version
(18.53 versus 17.19 respectively)*, nor on the English vocabulary test
(26.83 and 27.38 respectively). Furthermore, the English performance

of Ceneral Mercer students (26.83) did not differ from that of all the

non-English-speaking background children in the reference classes (27.25).

* See Appendix C for detailed results.

273
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The only difference emerging was between the nativa speakers of
duglish in tﬁé comparison group and the CGeneral Mercer students, the
formér atéﬁiging higher eccres;'%é;so oi. the average.

In other words, the General Mercer children at the mid-point
of theif first year in the programme were at the same level of un@er-
standing of the Eunglish langauge as were the‘ghildren of similar back=

grounds in regular all-gnglish classrooms!

The dif¥¢iculties anticipated with the Italian version of the

Peabody were confirmed in the results. As a group, the Italian chi}dren

obtainéd lower scores in Italian than in Englishampossibly for the
reasons mentioggd edglier. The fact that English vocabulary was always
tested after Italian would predict some advaht#ge for English scores
(Zigler, Abelson & Seitz, 1973) but does not_explain the overall
depression of Italian scores.

Specific language background iﬁformation. available for all

3

the children at Gemeral Mercer, was used to separate the students into

dialert wersus staindard Italian-speaking groups., Statistical comparisons of

N\
their mean Peabody scores (17.1 for the Italian-speaking children, 18.9 for the

dialect-speaking pupils), indicated clearly that the presence of a-
dialect background did not hinder performance in any way, as had been
anticipated. The reasons for the generally low scores must thevefore
lie elsewhere. Translation may have increased the level of difficulty
of individual items for all students taking the test, A similar effect

of translation has been documented by Macnamara (1966).

Ratings of Languaze Deveiopment

Further indication of the language development of the children

was provided by the final two measures collected in the Spring: teacher

AN ]

-
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questionnaires and parent questiénnaires.& In all clégseé, teachers-
rated their lLtalian background'pupils on the five langgagg questions of
the California Preschool Social Competency Scale and éh the language
geation of the Teachers' Ratving Questionnaire (Fal; Questionnaire;
kindergarten formf). In the experimental class, the teacher filled
in two sets of torms, one for English, the other for Italian languége . '
development., In the comparison élasses. the anlish sets were completed.

Competency and Teachers' Rating Questionnaire scores were
compared separately because they measure different types of skills. The
competency scores 1ndicaté the ability to understand the language and
to use it to communicate wants. The Teachers' Rating Questionnaire,
on the other hand.gmeasures the sophistication of language use 1in
class with respect to various aspects of the child'g environment., Con~
ceivably a chiid could perform well on one and not on the other, especially
since understanding precedes usaéé.

The General Mercer group was rated lower hy their teacher on the
English competency scale than the comparison children (11.78 and 14.81 were
the mean scores reSpectively.** On the Teachers' Rating Questionnaire their
scores were not different, 21.05 and 21.38 respeectively, The mean scoreé
asstgned to the Gunerdal Mercer group on the Italian versions of the
competency and the rating scales were 17,33 and 27.60 respectively. That
is, the General Mercer children were rated higher in their language ability
in ltalian than {n i&nglish on both measures, when comparing their Ltalian
scores with their own English scores and with the English scores of the
comparison students.

once again, deapite the fact that the pupils at General Mercer spent
much ot their school time exposed to the Italian language, they are pro-

gressing in English as well,

* Hoth questionnaire are shown i{n Appendix 1. 5 Yo

% See Appendlx C for further details of these results,



‘a description of each; child's language balance. That is, isfﬁé clearly

. Coa22 -
- o
Combining vocabulary and teacher rating 1nf9pmatiqn3provides

-

dominant in Itallan over English or vice versa, or does he have

- approximately balanced ability in the.two lanénagéé? Consgstently

higher scores in one language over the other would-indieate dominance,

whereas balanced ability would be suggested by approximately equal

-scores, taking into account that I;alian,Jbeabulary scores were low,

According to the teacher ratings, 60% of the General Mercer
students fell into the "dominant in Italian" category, 32,5% weté
judged to have"balanced ability) and only 7;3% were rated as"domigant
in English? In contrast, vocabulary test scores classified 43.2% us
"dominant in Englishy 35.1% as having"balanced ability', and only 21,6% -

as''dominant in Italian almost a complete reversal of the above pattern.

At least three\explanations help to resolve this discrepancy: the

Italian Peabody was ggnerally too difficult, causing these scores to
be suppressed; English Peahody scores, taken later in time, should be
higher (test-retest phenomenon); and finally, the teacher, expecting
the Italian-background children to perform better in italian, may
have rated them accordingly., By the end of the programme’s second

year, the pattern of language balance should have become more clear.

Parent Questionnaire

Parents provided the final information during che first yea-,
The questionnaite* they completed pertained to family background informa-
tion; the language interaction pattems {n their hoﬁe, including media
exposure; and the degree of contact between parents and the school,
Initially, a section about parent attitudes towards their child's pro-

gramme was planned but it has been postponed to reduce the overall as

*  The quastionnatre completed by parents 1f pres.nted fully in Appendix B
with detalled ' 1lta {n - ‘ C.
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:"completed and returned, letters in Italian were sent invicing the .,
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length. The questionnaire was available for the parents in Euglish , _'_a?ﬂﬁﬂi',

w T et

or Italian so that comprehension difficulties would be minimal. -
¢ . @ : . KR P

T Rather. than sending the questionnaites to the homes to be _ s

parencs to attend a meeting at the school to answer the questions. In
many cases, parents were also contacted by celephone to ensure thac they _ L

could come. For earh of theee small group meetings, an Italian-speaking

* peyson was present to-assist,

(3

The format chosen worked ouc to be almost an 1nterv1ew situation,
with one person assisting each parent in a group. Sincé most of the | i, =
parents were not familiar with the English language or completing

questionnaires of any type, this degree of guidance ensured that all

" questions were understood and auswered. From the handful of forms -

completed Qithout any'help. we realized that sending all the question-
nair;s home would have been futile. These few questionnalres were

never fully answered. Generally, the parents from.both’the experimental
aﬁd the comparison élasges were very co-operative and\é;ger to help

in any way -they could.

On the descriptive background information, the General Mercer
and comparison groups did not differ*. All of the parents questionned
in the study were born outside of Canada, mainly in Central and Southern
Italy, and most arrived in Canada more than five years ago. The children
in the study therefore almgst exclusively were born in Canada (Toronto).
At the time of the interview, all the fathers were employed, mostly

in semi-skilled or unskilled occupations; the majority of the mothers

stayed at home,

»

* See Anpendix C for the complete results of the parent questionnaire.

2y
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~ The question about household mecbers had been included to
, o € , .
determine the sources of language development of the children at home. s

. PR

:¥-f;f, ~° The section on language usage provided the type of influence. Since ’ L

few individuals repofted anyone beyond éhe,nuclear family living with.

- them, most of the 1nf1uencé uould‘cdme directly from parents and older

¢

sialingi;\‘::rpughout the forms, the use of Italian was predominately =

reported. was the first language most of éhe children learned,

e —onee———3nd were stiil- speaking-at- home: --Italian-was-gtill-the-parents. : nm.ﬁQmWA e
| domiﬂgpt language, and the one they used at hoﬁe. The exceptions to

this pattern were also quite predicﬁable. The two-thirds of the

children who had older siblings heard more English than Italian from

these siblfpgs, and the parents ludged their children as comprehending

Italian and English equally well. This latter response may bé an over-
estimation of the true level of understanding English since most parents
themselves spoke teiatively little English; ¢
| | The other major sources of language learning, reading and

‘television, could also provide input in both Italian and English. Read- :
ing in Italian again was more common than in EngLish. but English |
television programmes were viewed daily and more frequently than Italian.

Nonetheless, nearly all of the children watched at leaqt some Italian

television programmes.

In other words, the Italian-speaking childrea who begin school .

have relatively little contact with English except from television and

older siblings. The students entering the programme at General Mercer

were not different in this experience from the Italian-speaking students

in regular programmes. A similar survey for members of some other |

minority language groups might reveal similar patterns of language

usage and experience.
()Q




Most parents from General Mercer had talked with the teacher three or _ e
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Differences were found between the General Mercer and comparison

groups on the section dealing with parental contacts with the school.

four times since September; at the comparison schouls, most parents

had talked once or tzize with their child's teacher; fewer parents

. . N :
had spoken with the teaching assistant, and almost none of the parents

~héd ever talked. to any other person involved with the school. On all

of these measuies, the trend was for General Mercer parents to have

had more contacts.

General Mercer parents had visited the school more frequently
for general purposes. In addition, two important spacific schml
events, open house and 1n£erviews, were less wgll attended by the Italian "\“
parents in the comparison gr;ups than in the General Mercer clase~sz,
Parents at General Mercer had also helped with classroom event, more
often, an indication that this Board guideline had in fact been met?

Interest in school did nct vary between the two groups of
parents. All were eager to offer their services to the class and most
had already offered. Furthermore, both children and parents discussed
school almost every day and indicated that all of the topics mentioned
on the questionnaire were included in these daily talks. Only the
direct involvement, made easier’'by way of a common language at General
Mercer, had increased in the experimental programme. This result is
reminlscent of the finding of second language programmes previously
documented (Cordova, 197)).

. One parent's comment, that she had never talked to her older

daughter'; teacher but had spokon with the experimental programme

* (Chi-square comparisons on visits to school for general meetings, for
open house, for interviews and for help with classroom events yielded
statistically significant results in favour of General Mercer. On talks
with, teacher, with aide, and with other people, though not ssatistically

f?fgignificant, the tendencies were in the same ¢ .rection,
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teacher frequently , probably typified the 1migrant p_areﬁﬁex Néi‘i:ﬁaﬁo&\
A common language makes communication'e;s;er. Many parents, when bring-
ing their child to or frpm General Mercer, spent a few'minutee-each

day talking with the teacher. While these contacts were not even the

ones referred to in the questionnaire, they are no less important in

establishing healthy relationships between the community and the school.

~.
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SUMMARY

-
.
1

The Italian transitional programme at General Mercer Public T ,;L;
School has completed its junior kindergartem year. Its students have
had an untraditional but linguistically natural introduction to school,

for they could use their mother tongue to communicate in class.,

Because of the manner in which the programme was conceived
and instituted, a description of the programme as well as a comparison
with students in regular kindergarten classes has been provided for
the first years While a final research report will be provided at
the end of the second year, it seemed that it was not premagure co
present an éccounc of the programme and the results at this time.

The Italian-speaking students at General Mercer did not differ
from the students in the comparison classes on must measures of’English
language development. These results indigate <hat despite the fact that
pupils at Ceneral Mercer were exposed :o'ghe Italian language for much
of the time in the firsc year of school, they are progressing at a
satisfactory rate in English as well.

Two important differénces Jdid emerge between the Gener;l Mercer
and the comparison group. On the average, more children at General Mercer
school participated in the group conversation periods, This finding
1s especlally significant in light of the fact that the kindergarten
curriculum in Toronto devotes a great deal of attention to the importance
of speech in group situations. In addition, while paremnts from the
comparison group expressed as great an interest in their children's education
as did the General Mercer parents, fewer of them had attended specific
school events. In other words, at General Marcer, parents seemed to

4
o
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:;!] ,. “ become more directly involved with theirhghild'é<£roéramme. The abuve
o -findings demonstrate that the availability of the Italian language has
;;i: | already had direct positive effects on both the students and their ' | Aff“
parents. | |

Even though this transiﬁional programme has been administratively

attatnable, different procedures would need to be followed for any other

R S

"““”t?pEWOfwseeond_langggggwgfpgramme. For example, in General Merxrcer

———— e
T T e e
e oy

School, Ltalian children accounted for a éiéﬁl???ﬁﬁt“pavanafhthewgggggl's .

B s
A _y

T—CITe e .

population; & qualified teacher was already available within the school
system; this type of programme was deemed 1éga11y feasible and thereby
approved by the Ministry of Education.
| On the other hand, a programme which would Introduce reading
and writing in the second language would require a change in the Schools
Administration Act. 1t should be noted that the Provinces of Manitoba
qand Alberta have made legislative changes toward allowing for instruction
in languages other than English and French. Secondly, a transitional
or bilingual programme for older children might demand further teaching
qualifications, perhaps bilingual teacher training, as well as more
curricular materials. To implement a second language programme for a
handful of children or one which involves several different language '

groups simultaneously would necessitate a number of administrative

changes, and probably more reliance on community {ovolvement. Finally,

ninety per cent of the children in the programme ar General Mercer were
bern in Canada; a programme for a group of new arrivals in Canada would
have to be modified because of the different needs of this sroup.
Generallzations must be made cauti.i:lv, and every new pro-
gramme organized with its target group and itas objectives carefully

considered.

N




Y R

J - 29 - o o
( . ' .

During the programno's sccond year, evaluative testing ; : )
will continue. The pupils' progress in English language development
will be fol}owed; measures of self-concept will be taken Bnd cognitive N

testing will be ‘used to assess the possible advantages of the "bilingual"

i

school experience. Since gsome of the benéfits ot q:aqygpks of the
programme may not emerge until later in the children's school career,
further follow-up beyond the programme itself would be desirable. For

example, the effects of isolating one language group in the classroom

TS it

~for -two-vears-cannot-be-assessed before theprograime™s completion.

Whether or not the programme has helped to prevent academic failure or

the number of pupils dropping out of school also cannot be determined

- e

unt{l much later,
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APPENDIX A

Backgfound reports relating‘to 1mplement;tion
of the Transition Programme <= ‘
(1) Action Profile No. 4, Inner €ity Schools Work Group.
"A Transition Programme for Young Children"
(Grande's Proposal, February 19, 1973) .cievveess.Page 33
(2) Report of Educating New Canadians Committee, SectionC
"A Foretgn Language as a Transitional Language
of Instruction", April 26, 1973 ..icevvvessseess Page 34

(3) Minutes of Board of Education for the City of
Toront‘o. my 3’ 1973 .-..-.--..o...o......o...--.'Page 37
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BEST COPY AVALABLE

LoopcrrowpRormm o.M -
= -HORK_GROUP: IiN:m CITY GCHOOLS

" PROJECT TITLE: "A TRANSITION FROGRAWME FOR YOUND Cillhoaae
. (BRI IMEMLAL PROJECTY . o i’

RATIONHALE: Childran from ethnic cormunities experiuice loarrning
e ~ difficulties in school settings. Thay Lag behirng i
. achievement mainly because their ovral command of Inziish .
is not as far developed as that of a child who comezs to schoel franm
an English speaking environment. HNevertheless, these childron have
i3 pgulstie-and—eulsuiral-experiences-waichy -if properly-utilizsi naon
work to the child's advantage and hence facilitate the introducsic:
of ‘the English language. The basic prineciple innercnt in this
approach is that tne school begins from WHERE THE CHILD IS and with '
what the child has learned prior to formal schooling. '

OBJECTIVE(S): The primary objective of the special progranmme is to
help the ethnic child learn to read and write in 2n3zlish
to the best of his ability. |

PROPCSED METHOD: It is suggested that children be selected for the

| special programme on' the basis of similar non-English

cultural and linguistic backgreund. The teacher

should be fluent in both English and the ciiild's mother tongue. 1T Iis
suggested the teacher remain with this group of children for wore than
one year to allow [or flexibility and continuity in the programae., It
is anticipated that the child's mother tongue would Ye dominant in the
first year witnh Enslish being added slowly at first as it arises ovnt of
the children's experiences. The child would be introduced to rescing and
writing in his mother tonguz while at the same time oral language '
development in Erglish would be accelerated in an &tmoapherz that is
relatively secure from the point of view of the child.

Curriculua content sych as Social Studies, Science, lMathamatics, -
ete., would reizain the <ame as with those children spzaking English. Taere
will be a time when all oral comminication is in Englisn and th2 children
would have grasped the principles. of reading and writing in their mother
tongue. At that time reading and writing 4n English will bve introduced
and snortly after the complete programme will be in English only. It is
anticipated that tne pace of learning tu read and write English will be
considerably accelerated due to the fact that the pupils have grasped
the principles of reading and writing in the mother tongue, until the )
students will be functioning better, or at least as well as, thelr Euglisa
speaking age-mates.

-

..
[ ] . s -
- . .

February 19,1973 . | Tony dranée

©

ERIC

Aruitoxt provided by Eic:

B ¢ . ¢ R
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REPORL OF THE BDUCATING NEW CANADIANS COMAITIEE SRR
Section €« A Foreigh Lapguage as-a = - L
. Transitionsl Language of Imstruction = “7o-o-- .o, 7 TR0
. April 26, 1973 ' ) LT el de L e ey

:~f:7A'i. Mr. Grande's Proposal
- R I - - S
- e : Me. Grandels proposal, "A Trans{tion Prograxme fur Young Childrea"

777 avose from a concern that "children from ethnic cotmunities experience
learning difficulties in school settinga. They lag behtnd In achieve-

ment maiuly because their oral cowsand of English s uot 06 far developed as

that of 'a child who comes from an Englishespeaking enviionsent”. Under .

“Proposed Method” tie procedusre is outiilied. Lengthy diseussiovns were held
around & simiiar propusal i late 3971 at mectingo ol the Lducating New Canadianc

Conunittee,

Section 21, subscction (e} of the Schools Administration Act, under the

7

duties of teachers, states:

"(e) in inctruction and in ali conpunications wita the pupils in,
regard to discipliane and the management oi thc school,

(i) to use the English language, except wiere it is
irpraccical to do so by reason of the pupil not
ungerstanding English, and egcept in vespeet of
instruction in a laiguege othey than English when
such other laaguage is being taught as one of the
subjects in the ecourss oi study, or ' )

(ii) to use the Franeh laaguage in schools or ciasses
in whieh French is the language of instruction ‘
except where it is ispractical to do so by reason
of the pupil not understanding Foeuclh, and except
in respect of imstvuction in & language other
than TFrench when such other language is being taught
as cne of the subjects in the course of study;"

The crucial question in Mr. Graende's propnsal 48 that stated in the
+ scintence: "The child would be introduced to reading and writing in Lis nother

1 tougue while at the some time oxal lo guage development in inglish would be

Q ')‘3




- accelerated n an atmbephere that is relatively secure from the point of view of -

. the child". ,‘ o
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1t 1o the opinion of the ofﬁiéigle that ghe proposal, because the'childtep .-vi
would not learn to vesd and write in é?gliah until after they had learned to
read and veite in their wother tangue.éweuld not be Lu accordance with the Schools
Administration Act. This was coafirmed in a lotter frem the Minioter of Education
in October, 1972 and reﬁaffirmgd recently by the ﬁinistry officials.

Sedll, Mr. éfande'a proposal, with modificaticn, ccﬁid have wuch merit
@i a principal, staff, and paremnts were willing to implement it. This modifica-
tion may make it legally feasible and practical vhile preserving most of its

rs

features. The £ollewinb cable clarifies the modification.

D T T e

Mr. Grande's Proposal M@dtfication

¢

o vt

Lemmon ?lemente

bilingual teacher (remain wich children for 2 years)
bilingual lay assistant (remain with children for 2 years)
children of similar linguistic and cultural background
fuvolvement of ethnic community

oral instruction in mother tongue

research compenent

regular pupil-teacher ratie 4{n Junier Kindergarten, '
lower in Scuior Kindergarten

i -~ developmental pregram

' - ethnic beoits, films, etec. = niniaal budget increase

Toint of Difference -

e ———— C R e cmmm o L — JESEY I . ————— .+ o w—

- 1earn to read and writé in mother i - loarn to read and write

tongue iu English

1f Mr. Grande would accept such a wodification of hia proposal,
and {f a principal and staf{ volunteer to uadertake the echeme, and 1f formal

approval were recelved from the Minietry, this Bosrd might well benefit

(]
from a pilot based on thia proposal. It would be iwmportant, of 9
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course. that the patents involved nheroughly understood and appreved the ox~

s

= periman:. There ate some aperaticnal concerns wi:h aueh an cxpcrimcue. In

-;vartous discusaions same staff memburs have been worried about acgtegatzng otie
ethnic group. They feel that the isolation of any group is dangerous. They
aze also concerned abeuc the possible dislocation of valuable staff members to
- accommodate the program, Others feel that the children need an Englich

Py
program as early as possible.

Other concerns are more specific. The pupil-teacher tatio may prove to

be inflexible from grade to grade. 7%There has been 1little or no discusaion with .

parents to this date. Any evaluation by research will take at least three or
poesibly five years. The Board's ability to expand the program to other ethalc
groups may be restricted, and thus the Board would appear to be faveuring one
group over another. Pupils who begin im such a program might be in difficulty
if they moved. A suxvey completed at Earlscourt inm 1972 showed that, in the
firet three yearo from 10 to 20% of the students movedAeach year. In Grade lwo,
622 of tae children who had begun Juniocr Kindergarten or Senior Kindergartea at

Earlscourt, remained.




1Y PORT No. 2 °OF SPFCIAL COMMPFTEE RE EDULM’I\G
NEW 6 ANADIANS, PART M

' . “ . Shondag, April 30, 1973 ' ‘ BEST COPY ‘v”mu ; __

. . . -1, A the Beard noahnp held on March 22, 1993, (page 166)
A A Trustee Sthinson veguested a report an the feasibility, financlal
R . and lep ot Bupications of impdementing forcign bitguade programs

in elemer b o Toole, beating in mind the many childien with 6
varied Dopeeey Peoliese waekoeounds attending ‘Toronte schools, .

Your Conrnittee YeeGived a repest from the oflicials which out- iy

lineit the situation in Tavento and incnded alternative sugpestions ‘

foir dealing with' the problem, such as & foreign lanpuage as a

\ ‘ RO { TS 'rv: Lavaage of instraction, o forcign lahguage as an

ot Ve ey sed pege) suinelines effvaed for sugpestion in

N T S S S EMRTILE DY AR TUR SN T (T ‘

A}
0 TR N .

e Corvnitee congidered Section £ oof the veport of the
oficlads i regid ta general gaidelires oo follow when eonsidering
propals far the Sy of foreign lanpuapes othep lh.m l:.ug!lsll
st B el at the et mpniary schaol lovel,

" It Is recommended that the guldelines to be followed when ™
considering proposals for the study of forelgn languages other -
than English and French at the elementary school level be ap-
proved as outlined in Appendix C.

Foreinn Lamguage Transition Program- Pilot Project
Your Committee considered a proposal for a transition pro-
gram of instruction in a forelgn language for ehildron from ¢thnle
camimnnities who experience learning diflicuitios due to lock of
. facility in the Enplish language.
The propused method for the operation of this transmnn pre:

grom is outlinod as follows:
(a) ‘That a bilingual teacher instruct the children for two years.

(h) That a bilingual lay assistant remain with the childven for

two years.

(c) That the children he of similar linguistic and cultural back-
. ground.

(d) That the ethnic community be involved in the operation of the

progeam.

(e} That oral Instruction be in the childrels mother tongue

&

initially.

() ‘That there be a research component involved in the propram.
(g) ‘That the regular pupll toacher ratio be maintained in the
junior Kinderparten.

) That the program he of a developmental nature.

(1) That ethnic resource materials be used, such as books and
ﬂlmq at a minimal budget increase.

The original proposal suggested that the instruction bo in
the child's mother tongue and that the child learn to read and
write in the mother tongue hefore learning to read and write in
the English language. This aspect of the proposal would not he
tn accordance with the Schools Adminlstration Act. The olicials
sugnosted, tn the report, that a modificatlon would make the pro-
posal acceptable to the Minlstry of Fducation. The maodification
recommended that the child should first learn to read and write
in Engzlish rather than in his mother tongue,

1t .5 recoommended that the proposal for a transition 1ragrain
of ir~iruction In A foreien lanpuage for children {rom eiblinic com:
munities be appraved as medified {n the officlals’ report, that the
program be implemented as a pilot project, that the schuol at
which it is to he implemented and the language of Instruction be
chosen by the officialg and reported to your Committee as coen as

* possible, and that thd officlals copsult with the staff and communiw
whepe the proposal is to be implemented and report the conciusims

P
'd




‘a

of these discussions to your Committee. Iimplementation of the
transitional language program is to be subject to the guldelines
as outlined in Appendix C to the GGeneral Guidelines nnted above,
with the following condition:

That the transitional program obtain a class size of at least

33 children.
[ J [ J ® [ J

APPENDIX C

See sectlon 1, Report No. 2 of the Speclal Committee re Edu-
cating New Canadians, Part 11, page 316.

Guidelines for Consideration of Proposals Jor Instruction in
Forecign Languaacs Other Than English and Prench
at the Elementary School Level.

(1) That pragrams to be considered should be a co-operative ven-
ture of school and community.

(2) That co-operative proposals presented by staff and parents of
a school must ouiline the responsihility of the community In pro-
viding volunteers to conduct the programs.

(3) That there should be no Increase In staff establishment,

t4) That there should be no dislocation of nan to the detriment
of the regular program.

(5} That programs will be subject to the approval of the Ministry
of Education.

(6) That no amounts in excess of regular budget to be allotted
for supplies and equipment without the approval of the Board.

(7) That any increase in facilities to accommodate progrzams, e.g.,
provision of a portable, must be approved by the Board.

kY [ ] o [ ] [ ]
v L}

(Minutes of the Board,
May 3, 1973)
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APPENDIX B\

Instruments

(1) Observation Schedules

(a) Group Classroom Observation
SChedule 0000000t 0000000 RO

(b) Activity Period Soeciogram .....

(c) Individual Observation
SChEdule ...0........'..'.....

(2) Teachers ' Rating InsStruments sseescsses

(3) Parent Questionnaire c.ceececsscossscse

%3

Page
Page
Page
Page

Page

40
42

43
45

50
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GRO!P CLASSROOM OBSERVATION SCHEDULE ﬂ
(Form used at General Mercer) -

Date
Time

[y ;’J

Spontaneous Talking Response to Question

Italian

English

LI L
.

Names of Absentees:




’/ GROUP CLASSROOM OBSERVATION SCHEDULE

. School

g

# - Date

Time

Spontaneous Talking Response to Question

Names of Absentees:




]
general Mexcer ‘ -4) -

Activity Period Sociopgram

Time

Date
Natwes .
———eae XS L ON D
,l
<
;2-
' ' L]
N
G
1
N,
!
!
"
! .
v )
{
i‘_m“ Rentin ]
! I
i |
;vvﬁbﬂSOON!
1 lg SINKS

TEACHERY ! .
DESK
i
r———.
O
2 |
< ﬁLOSET'
a |
!
AA——""—".L.......J

PLAYING WITH PEERS ‘ DISTRACTABILITY/ATTENTION SPAN | ADULT ATTENTION SEEKING

H

* Separate floor plans for the Sociogram analysis were drawn for each of

the ciassrooms {involved,

; .

|

46
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1.

2.

B.

INDIVIDUAL OBSERVATION SCHEDULE " School:

Transition to Activity

- 43 ~

Date:

"Time:

Names:

Communicating: Asking(fqr Activity

T: ___ ftallan __ __ English $: __ _ Ttaldan ______ English __ _

——— ol

little verbal, mainly action or gestures
verbal pIus gestures

- —_ malnly verbal, veiry little action

no observation

Initiative/Denendence

oy

mmapmatgpeny

chooses own activity
__;_ sugpests own activity with teacher prompting
___needs to be told what te do

asks for activity already filled or for same activity chosen previously
___ activity selected by teacher for special reasons

During An Activity

1(a) Interaction with Peers ,

. initiates play with others
invited to join others in play

rejects or tries to reject new member to group

is rejected by member of group

tries to get attention of peers

interacts negatively, disrupts play, fights, etec.

none of above

1(b) Talking with Peers

—————
m——
e )
————
t—
———
mt——

___doesn't talk, and is not spoken to

responds minimally when spoken to (e.g., nods, says one word)
doesn't initiate conversation but responds fully when spoken to
quiet, friendly interchange, chatting

excited emotional talking

angry or shouting (emotional talking)

screaming, crying (outbursts)



i }' T
e,

General

Accepting Limits

gy Ser—

recognizes and obeys class rules, e.g., numbers in play areas,

returning borrowed objects, cleaning up after cach activity
sometimes follows limits

doestni't accept limits, inactive or withdrawn when reminded

e — actively opposes limits by fighting, crying, etc.
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Teachaers' Rating Instruments \\\\

The two rating instruments which follow were completes
by the teachers for all Italian background students.

For the rating of ability in Italian, the word "English"
was replaced by "Italian'" wherever it appeared on both
questionnaires. The Italian versions were complets?
only for the students at General Mercer.
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I | TBASHER RATING QUESTIONNAIRE v
i : | LANGUAGE SECTION = RATING GUIDE

) s ‘_"'\"
,\y Rate O - il tho child casnot or will not speak at all
~ B . in the situntion(s) outlined in tho. quostion,
ag :

I . .= if the ciild Las ynintolligiblo speech in the
a situstion(s) outlired in she cuestion.

= ' Rate 2 « if the ohild's speech in the zirtuation(s)

' outlined in the question is conisistently
irpnisced due to extreme tension - mannerismnsg,
stustering, stammeriss, when talking, or

- if the child's ¢peech in the situation(s)
outlined in the questian ig consistently
impaired by "baby talk', substitutions,
limited vocatulary, physical defects.

fntingg 5€ 6 1p 2 must foslude clapity and Tiuency of sveech along
with the specific resulrementc question.

Juestion 1 Speakc clearly encugh to be understood.
Rate I - 8ee note

Rate 2 - gee note, or
- geléom willing to speak

Rate 4 - Speais as described in question

i IR ) L )

dAate €& - often speaks fiuently

Ratec & - concistentls speaks fiuently in simple

sentence form

question 2 Tells gamething about corcrete materials in the cliassroonm
(e.g., owr. handwork, large pictures uged for picture study,
science materials, articles or toys brought from home).

Pate O - Zee note

tate 2 - Sec note, op
- seidom will attempt to telil something aboit
corcrete materials, or
- attenmpts are Zimited %o one or two words

Rate 4 - speaks as described in question
Hate 6 - frequently abie to tell something about a

variety of crucrete materials gnd descriptions
contain some qualifying words ze.g., big huuse,
red dress, nard rock). g

Hate & - frenuently ahle tao tell somathing ahout connriats
Wil eat L. 30 ple seatbeicoss nhat co el §000
t"ﬂ ~ Ve, opaae - R ne cm N Yatta
‘)',, ~ .E‘.-...;. [N W - foe L0 - ﬂ\-h.»_ ‘e U.GCW 0 u)Ol

-~ - -

g N . . .o - L, s ie 0 R PPN
-s c L SrL . LIV S U+ S Y m)y.g 111'0 +JuUc.




\- - 4] -
acstion 3 Tolls o tiin about gwn uchool nebivition (u.g., drumutig
play *nxzhe doll or bictk centro, with educationul toys).

‘gl',, . Rate O - sag note : , . . .
- N . .
Rate 2 - See note, o )

o - seldom will att Lot to tell aomethxng aboub
swh Sehool nctxvitieu, or

- attemptd are lim.tea v oio or two words. . -
. Rate & - spesks as ‘deseribed in question.
Aate © - I“BQhehtij avie to toll sorething about a
: variety of awh school activities in g ;nple ,
. sentence fordm. '
Rate 8 - treg ue.t;J dbi;\£0 tell something about &
' variety of own scago; activ‘tzes in gimple
sentence form. \
? "\ 1]
N L4 asamn 4
R ,
wuastion 4 Talls gometnling avoul ¢ zt-sh-w chool activities or events
(e.g., home, trips, coming to school).
Rate O - o9 notle
Rate 2 = sue note, or
’ - celdoxm w& 11 atiempt to tell something aboub
out=of=gchool activities, or
- attempts are iimited to one or two words.
Rate o - speads as decerived in guestion.
Rate © - fresucatly abie to tell something aboul a
varioty of out-of-school activities.
Rate &8 - freguently able te tell something about &
varie ety of out-of=-school activities in
simpie gentence {orm.
Luestion 5 FParticipates in teacher guidcd conversation periods (e 3
angwers guestions, offers ideas).
Rate O - Jee note '
Aate 2 - see aole, _T
- seldsm will attempt to participate in
digcussions, Ir
- &lways needs a i3t of teacher encouragement
and support tc participote in discugsions, or
- attempts are sunlly "silly".
Aate 4 - Zpeaxs as deseribed in question.
Pate o = partizipatiy inomost of the daily teacher
~ulded conversation periods. - 51
\)4 e & ~ - e

.

lfRJ(j R L - ;u.;;girutgs in‘f.l teu?ae? guided coniersat;gn
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R | TORONTO BOARD OF EDUCATION | :
i ' TEACHER RATING QUESTIGINAIRE. o | o
LANGUAGE SECTION - ENCLISH o

- For each question, e¢ireie the & pr‘ﬂ riate ratiag number as it appiles | R
T %o the ohild'o ability -in the Engri 8k lanpguape, It 18 necessary to ‘ e
refer to the accompanying rating suide for descriptions of each -
category vefore answaring these ques tiaas. : -

-

L. Speaxs clearly encugh to oo wiscratood.

0 b 2 !' ' 6 ‘g

< ;e.Av something GUOUS 2ILoRate raterialg in the classroon
{a.i., oWn pandword, large pictures uced for picture study, sclence
materials, articles or toys brought from home) .
O é A 6 3
. ' i
3, Teiis soperhing atout oun sencol astivities (e.2., dramatic p;ay
in the doli or dleck cuntre, With educational toys).

J 2 [ o 2

. ot N : 4
Ly Teins gometiing awout gui-nfesehesd rebivities or eventd

(6.2., home, trips, coming to SCHOO0L) »

&

J “ i & 3

5, Participates in tescher guided conversation periods -2
ancwers questions, offe.s ideas).

[\
-
L3

-

Y

4, 6 3

N

Name of Child

School

£rrey
\)ld
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ENGLISH LANGUAGE COMPETENCY SCALE™

i

For each question, eircle the number of the option that is mest characteristic
of the child being rated, .as it applies to the child's ability in the English

language,

1.) FOLLOWING VERBAL INSTRUCIIONS IN ENGLISH :

He can follow verbal instructions «-

1, Uhen they are accompanied by demonstration.

2, Without a demonstration, if one specific instruction 1is involved.

3, Without a demonstration, when it involves two specific instructions.
4, Without a demonstration, when it involves three or more instructions.

2.) FOLLOWING NEW INSTRUCTIONS IN ENGLISH

1. He carries out one familiar instruction. ‘ .
; 2., He carries out one new instruction the first time it is given.
3, He follows new instructions given one at a time, as well an familiar ones.
4, He follows several new instructions given at a time, as well as familiar ones.

3.) REMEMBERING INSTRUCTION IN ENGLISH

1. He nearly always needs to have instructions or demonstration repeated before
he can perform the activity on his own.
2, He frequently requires repetitions, a reminder, or affirmation that he is
o proceeding correctly.
3. He occasionally needs repetition of instrxuction for part of the activity
before completing the activity, _
4. He performs the activity without requiring repetition of instructions.

4,) MAKING EXPLANATION TO OTHER CHILDREN IN ENGLISH *

When attempting to explain to another child how to do something (put things
together, play a game, ete,) ==

1. He is unable to do go,

2, He gives an incomplete explanation.

3. He gives a complete but general explanation,

. 4, He glves a complete explanation with specific details,
5.) COMMUNICATING WANTS IN ENGLISH

1. He seldom verbalizes his wantg; acts out by pointing, pulling, crying, etec.
2. He sometimes verbalizes but ugually combines actions with words.

3, H~ usually verbalizes but sometimes acts ocut his wants.

4. He nearly always verbalizes his wants.

NAME OF CHILD

50 SCHOOL

EMC L] " from Cal ~ - * ' S Sea
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The following questionnaire was completed by the parents
of all Italian background children involved in the study.
Iu unearly all cases, the Italian translation was used,

Y]

'

-,
N
p b
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- PHIS SECTION ASKS FOR SOME BACKGROUND INFORMATION ABOUT : ___ HOMb,

From the fullowing list, put a check mnrk ( ) beside the people who live in
the same home &5 your child, ‘ . '

o~
?

child's father

child's mother

child's brother(s) or sister(,)*
‘child's grandparent(s)

other people .

IIH

If the child has any brothers or sisters, please list their ages below:

brothers' ages (in years)
sigters' ages (in years)

What is the occupation of the child's father? (Please give the type of
work and not the place of employment.) ,

#hat is the occupation of the chilu's mother?

Where was the child born?

country of birth province

shere was the child's father born?

country of birth province

Where was the child's mother born?

country of birth province

If the child's father was not born in Canada, when did he come to live in
Canada?

date: / ’
month year '

If the child's mother was not born in Canada, when did she come to live in
Canada?

date: -/

month year
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THIS SECTION ASKS ABOUT THE WAY DIFFERENT LANGUAGES ARE USED IN

HO:':E ]

BECAUSE LANGUAGES OTHER THAN ENGLISH AND ITALIAN MAY BE USED IN SOME HOMES,
SPACE 13 FROVIDED TC COVER THESE SITUATIONS.

1. uWhat language did your child first learn to sSpeak?

Italian N

English

Italian and English at Lhe same time

none of the abtove. What did your chkild learn to speak f'irct?

‘2. Al the present, which of the following best describes the child's
ynderstanding of -languanges?t

undeérstands only Italian

understands wmainly Italian with some English

understands Italian and English equally well

understands mainly English with some Italian

understands only English

none of the above. Deseribe your child's understanding of
languages.

3. dhich ~f une following best describes the languages the child gpeaks in thre
home %

speaks only Italian

gpeaks mainly Italian with ccme bnglish

speaks Italian and English equally well

speaks mainly English with some Italian

Speaks only Englisgh

none of the above. Describe what your child speaks.

4. TFor the child's father, which of the following is the best description?

Speaks only Italian

speaks mainly Italian with some English

Speaks Italien and English equally well

speaks mainly English with some Italian

speaks only Fnglish

none of the above, Describe what the father gpeaks.

1111
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5. For the child's mother, which of the following is the best deseription?

speaks only Italian

speaks mainly Itallan with gome Enﬁlish

speaks Italian and English equally well

gpeaks mainly English with gomo Italian ;
speaks oaly Engligh

none of the stove. Degeribe What the mother spenks.

Py
[

ot 6. What language does the father use most often when cpeaking with the child?
tnglish ; -
Italian ‘ Y

English and Italian equally often f
none of the above., Vhat does the father use with the ch11d°

1]

7. What languﬁge does the mother use most often when speaking with the child?

Loglish

Italian

English and Italian equally often

none of the above, What does the mother use with the chiid?

“.  What langusge do the mother and father use most often with each other?

English
Italinn
English and Italian equally of'ten

none of the above. What do the mother and father use with each
other?

1]

0, Angwer thig question only i{f the child hag at least one older brother or
sister,

Do all »f the child's older brother and sisters usually speak the same language
with the childv

Tes If yes, what linguage i3 used mcgt otten?

E

English
[talian
English and Italicn equally often
ncne »f the akove,

n:, please explain your answer,

bt
—

€7y
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10, VWho looks after the child during the day when he/she 18 not at school?

mother

father

slder brother or gister
grandparent
- other person

11

sagwer this quegtion only if comeone other than the child's parents or
brothers and sisterg, locks after the child.

Yhat language does this person uge most often with the child?

Enmligh

Ttalian

Ingligh and [tallan cqually often

awe ~f the atove. What does this person use?

Ll Hag the child pone to any other school or taken any lessons before this
govo 1 orenrt (2.0, nursery school, swimming lessons, ete.)
ot
Tes If yeco
when?
where?

what type of experience was this? (e.g2., nursery 8school)

ahat w8 the languaspe of instruction?

P

S Hw ften d-es sone n. rend to the child 2i nhome? (answer separately for
faglish, Italisn and g-me other language)

In Enplish In Italian In Some Qther Language*

R e T
i0ss thn nce o nomonth
e e baion e th,
— ——— ——
0 el
—— PR, —
Yl =brree tleen oy
PLUREY A
— — —o——
Iy ¥ "i.ﬁ A
— —— —

Wit Lo e ther language?

-

1 - voccterne oW oy Loars o T.Y. per day does the child waten during
s invg oot taolulinge Jaturday and Junday) in English and Italian?

Teooknesligh I, Italian
- >
v thoras U
4 ey vt Tl

- Ey

A
i
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On the average how many hours of T.V. por day does the child watch on Suturday
or Sunday?

In English In Italian

none

legs than one hour
.one hour

one to three hours
more than thres hiowrs

i
[

THIS SECTION DEALS WITH THE CONTACTS BETWEEN THE HOME AND
) SCHOOL,

1. How many times have you (either the child's father, mother or both) talked
about your child or his programme since he started junlor kindergarten
in Septembex?

with the child's tescher:

never

once or twice

three or four times
more than four times

with the teacher-aid:
never
_onee or twice
“three or four times
nore than four times

wiin the principal:

never

once or twice

three or four times
more than fow: times

with anyone else involved

in the school:

never

once or twice

three or four times
more than four times
who was this person?

S. How many times have you (either the child's father, mother or both) visited
the sch~:17 (for reasons other than bringing your child or taking him home)

never

amce or twlee

three or four times
more than four times

=9
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From the following list, check the activities which you have attended.

open house
pnrﬂntutancher interviews
general school meatings
ather geparate meetings with the teecher
Plesse speclfy the nature of this meeting.

i

3, How many times have yiu bheen able to help with classroom activities such ag
parties or field trips with the c¢lags? -
—__ none
anee
twice
three or feour times

mere than four times

QH"(.-I‘A 13 2‘1"‘.'1 Ki ':'I:'lt JQu dld"

Did the tencher ask you to help with any classroom activities?
-
Yes
.t
0
E————

2:3 you volunteer tc help?

fag

s

dsuld you offer to help if something else came up and parents were needed?

L. when your child talks to you about school, check the tinings he is most
;utorrsted in talking about.

friends
teacher
teacher-aide
stories
games

how he tehaves in gchool
sche 1 in general

sther (rlease specify)

HIIIIII

it Lften does your child talk to yeu about school cor schoolwork?

ey
085 than nce a month
ynce or twice A month
nee a wWeek
twy r three times a weex
cvery day .
\‘1 — - ‘l")




-8 -

When you talk to the child about school, chock the things you are most
interescted in talking about,

friends
teacher
teacher-nide
storles
games

how he behaves in school
school in general
other (please spocify)

1111

How often do you ask your child at home about school or school work?

“ever

1088 tha: ouce a menlb
anee or twice a month
onece a Week

two or three times a week
every day

¢1
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RESULTS OF_CLASSROOH,OBSERﬁAEIONS: GROUP DISCUSSION PERIODS

For all categories, the proportion of the total number of
students present in the classroom who responded was determined. The

mean proportions were then calculated and are presented below.

TABLE 1

General Comparison

Category Mercer Classes €

Italian - spontaneous talking .143 ———

Italian - response to question .182 ¢ e

TOTAL =- Italian Only .127 -

English - spontaneous talking «370 .283 2.02

English - response to question .283 .276 14

TOTAL == English only 467 425 .89
' *

Total Spontaneous ‘Talking <449 .283 3.69

Total Response to Question 413 276 2.85*

»
TOTAL -- Overall .592 425 3.71
*p ¢ .01

These calculations were based on 20 and 18 observations in

General Mercer and comparison classes respectively,

€3
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‘RESULTS OF CLASSROOM OBSERVATIONS: ACTIVITY PERIODS

All table entrigs are percentages of the total nunber of
observations (N). Chi-square analyses were performed on the raw fre-
qﬁencies for every table., No significant differences were found in

this set of analyses.

TABLE 2

RESULTS OF ACTIVITY PERIOD SQCIOGRAM

General Comparisonr

Items on Activity Period Sociogram Mercer Group
(N = 41) (N = 35)

Total Number of Activities:

1 3.7 14,3
2 : 17,1 . 40.0
5 - 7 12.2 ‘ 20.0
dumber of Individual Activities:
0 ' . 14.6 25.7
1 46.3 31.4
2 7.1 20.0
3-5 22,0 22.9
Number of Group Activities:
0 39.0 17.1
1 31.7 45.7
Changing Activities:
N¢g Change 31.7 14,3
i1rect Change 46,3 65.7
Indirect Change 22.0 20.0
Degree of Distraction:
Minimal 75.6 60.0
Moderate 12.2 20.0
Frequent 12,2 20.0
Number of Peers in Group:
0 17.1 14.3
1 -2 73.2 57.1
3 or More 9.8 28,6
A

+ o scontinued

1 4
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TABLE 2
(continued)
General Comparison
Items on Activity Period Sociogram Marcer Group
: (N = 41) . (N = 35)
Typerof Peer Contact:
Plays Alone 17.1 14,3
?lays Beside Peers 44.0 51.4
Plays With Peers . 39.0 3.3
Total Number of Contacts with Adults: .
0 17.1 14.3
1 14.6 - 22.9
2 -3 24.3 20,0
4 or More 22.0 31.4
Adult with Group 22.0 11.4
Number of Adult-Initiated Verbal Contacts:
0 70,7 62.9
1 -4 7.3 25,7
adult With Group 22,0 11.4
“Number of Adult-Initiated Contacts:
0 48,8 3.3
1 -4 29,3 54.3
Alult With Group 22,0 11.4
Number of Child=-Infitiated Verbal Contacts:
1l =4 . 17.0 25.7
Alult With Group 22.0 11.4
Number of Child-Initiated Contacts:
0 34.0 65,7
1 -4 43,9 22.9
Adult With Group 22,0 11.4

e
Wl
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RESULTS OF INDIVIDUAL OBSERVATION SCHEDULE

§

| " TABLE 3
‘a

!

‘.

‘,«i}f”;-,,- -

Itemﬁ on Individual Observation Schedule

1
!
‘|

General
Mercer

Comparison

.Group

N = 41) (N 35)

|
Regueétiug_Activ;cies:

" Mainly Verbal
Mainly Gestural
No Observation
Initiating Activity:

Self -{nitiated
Not Self -initiated

Peer Interaction:

Pogitive
Negative
Neither

Talking to Peers:

No Talking

Minimal Talking
Friendly Interchange
Other

Accepting bBimits:

Doesn't Accept Limits
Sometimes Accepts Limits
Accepts Limits

24.4
i7.1
56.1

2.4

QD e
N ~O
O = O

7

-
£5

sk

i
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RESULTS OF PEABODY PLCTURE VOCABULARY TEST

TaBLE &

ENGLISH TEST - MEAN SCORES
General Mercetr mean score = 26,83 (N = 37) is compared with the following:

Comparison Group (N) Mean Score t
Total Comparison Group (33) 30.36 -1.23
Italfan Background Children (16) 26.38 - ,16
All Non-English Speaking .

Background Children (32) 27.25 - 15,
English-Speaking. Background Children (6) 46,50 3,72
*p<,003

TABLE 5

ITALIAN TEST - MEAN SCORES

General Mercer Itaiian Background Comparison Group

(N = 40) (N = 16) t
18.53 17.19 .52
TABLE 6

COMPARISON OF MEAN SCORES OF DIALECT AND ITALIAN-SPEAKING
PERFORMANCE OF GENERAL MERCER STUDENTS

Itallan Dialeect t
N = 17) (N = 17)
17.1 18.9 .62

=
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RESULTS OF TEACHERS' RATINGS

The mean scores assigned by teachers are presented and

compared below. The maximum scores weve 20 and 40 on the cotpetency and -

rating questionnaires respectively.

TABLE 7
Test General Mercer Comparison Group ¢
(N = 40) (N = 16)
Italian Score s Enplish Scores .
Language Competency 17.33 14.81 3.07
Teacher Rating Questionnaire 27.60 21.38 2.30*
English Scores English Scores “
Language Competency 11.78 14,81 -2.05,
Teacher Rating Questionnaire 21.05 21,38 - ,08
* p<.,025
TABLE 8
COMPARING GENERAL MERCER ITALIAN AND ENGLISH SCORES
Test Italian English t
*
Language : Competency 17.33 11,78 6.31
*
Teacher Rating Questionnaire 27.60 21,05 2,87
* p < 0025 .
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- RESULTS OF PARENT QUESTIONNAIRE :

[4

All table entries are percentages of the total number of TS
" observgtions (N). Statistical calculations were made on the raw

frequencies. Yates' correction was used for tables with one degree of

freedom and Fisherfs Exéct Test was performed on larger tables. When-

ever this latter test suggested significance, the traditional Pearson

chi-square procedure was followed. Significant_tables are marked with

an asterisk (®),

TABLE 9

RESULTS OF PARENT QUESTIONNAIRE

p—y ———— S—
— ——— A

General Cémparison
Items on Pareat Questionnaire Mercer +  Group
’ : (N = 40) (N = 15)

Number of Older Siblings: _

0 30.0 35.3

1 . 37.5 46,7

2 or More 32.5 20.0 '

|

Grandparents Live with Child: ;

Yes 10.0 6.7 |

No 90.0 93.3 -
Other Persons Live with Child: \

Yes 17.5 26,7 AN

Ne 82.5 73.3
Father's Occupational Level:

Unskilled or Semi-Skilled 85.0 66,7

Higher 15.0 33,3

(A collapsed 7-point Blishen Scale was used to determine occupational
status, Most parents fell into the lowest gaCegory.)

Child's Mother Works:
Yes o - 35,0 13.3

No 65.0 86.7
Child's Birthplace:

Canada " 90.0 86.7

Italy 10.0 0.0

Elsewhere cq 0.0 13.3

. e s continued



- 066 =

TABLE 9
(continued)

Ltems on Parent Questionnaire

General.

R g S = — A

COmparisdn :

Marcer Group
(N = 40 (N = 15)

Father's Birthplace:

Southern Italy

Central 1taly

Northem 1taly or Sicily
Elsewhere

Mother's Birthplace:

Southern Italy

Central 1taly
~Northern Italy or Sicily

Elsewhere

Father Came to Canada:

Less than 5 Years Ago
5 to 10 Years Ago
More than 10 Years Ago

Mother Came to Canada:

Less than 5 Years Ago
5 to 10 Years Ago
More than 10 Years Ageo

Child's First Language:

Italian

English

Both at the Same Time
. Other

No Response

Child Understands:

Mainiy Italian

Italian & English Equally
Mainly English

Other

No Response

Child Speaks:

Mainly Italian

Italian & English Equally
Mainly English

Other

No Response

&
[ SN WLV ¥

LS e e

' 37.5

47.5
12.5
2.5

LR Y
[~ S M- ]
e e [ ]
~ w2 = W

Ll
CLao
SwNwo

-~ RN
S woen
O W~

e
D wODw
~N N WD W

S v
S0 0
~NN—wO O

26,7
33.3
26.7
6,7
6.7

.+ continued
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TABLE 9
(continucd)

Ltems on Parent Questionnaile

General Comparison
Mercer Group
(N =40) , (N= 15)

Father Speaks:
Mainly' Italian
Ttalian & Englich Equally
Mainly English
ather
No Response

‘ Mo:her Speaks: ~ \

Mainly Ttalian

Italian & English Equally
Mainly English .
Other b

No Response

Father Speaks to Child:
Jn Itallan,
‘In Italian & English Equally
In English
In Some Other Language

Mother Speaks to Child:
In Italian
In Italian & English Equally
In English
In Some Other Language

Facther Speaks to Mother:

In Italian

In Italian & English Equally
In English

In Some Other Language

Older Siblings Speak to Child:

In Italian
In Italian & English Equally
In English
No Siblings
No Response

Child's Babysitter:

Family
Grandparent
Other

No Response L

67.5 40,0
25.0 40.0
2.8 0.0
0.0 6.7
0.0 (‘*"1 33,
~ N \
87.5 66,7 \
10.0 6.7 N\
2.5 6.7
0.0 6.7
0.0 13.3
L
72.5 60.0
20.0 33,3
7.5 0.0
0.0 6.7
85.0 66.7
12.5 20.0
2,5 6.7
0.0 6.7
95.0 93.3
2.5 0.0
2.5 0.0
0.0 6.7
5.0 13.3
27.5 13.3
17.5 20.0
30.0 0.0
0.0 13.3
75.0 93.3
10.0 0.0
15.0 0.0
0.0 6.7

.. .continued
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TABLE 9
(continued)

: General Comparigon
Items on Parent Questlonnalre Mercer Group
(N = 40) (N « 15)

» EAEY - RS- MR

Babysitter Speaks to Child: (for this item only N = 10 for Cen. Marer
\ and N = 1 for Comparison Group)

In Italian 70.0 0.0

In Itallan & English Equally 20.0 0.0

No Response 10.0 1go.p
Previous School Experience: (

None 95.0 k/&ﬂ.o

Italian Kindergarten 5.0 0

Readdng to Child in Italian:

Never 32.5 33.3
1 - 2 Times per Month 17.5 13.3
1 - 3 Times per Week 37.5 33.3
Datly 10.0 6.7
No Response 2.5 6.7
Reading to Child in Engligh:
Never ) 52.5 40.0
1 - 2 Times per Month 10.0 20,0
1 - 3 Times per Week 27.5 20.0
Daily 7.5 6.7
No Response 2.5 6.7
Watching Television on Weekdays in Italian:
Yone 62.5 73.3
lLess than 1 Hour per Day 32.5 13.3
More than 1 Hour per Day 5.0 6.7
No Response 0.0 6.7
Watching Television on Weekends in Italian:
None 52.5 66,7
Less than 1 Hour per Day 32.5 20,0
More than 1 Hour per Day 15.0 6.7
No Response 0.0 6.7
Watching Television on Weekdays in Engligh:
None 0.d 13.3
Less than 1 Hour per Day 20.0 13.3
More than 1 Hour per Day 80.d 66.7
No Response n.d 6.7
*
Watching Television on Weekends in English:
None 2.5 13.13
Lecs than 1 Hour per Day 25.0 0.0
More than 1 Hour per Day 72.5 80.0
No Response 0.\ 6.7
ey . wcontinued

Q * n .05
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' /
N o TABLE 9 /.//
: (econtinued) i
' . General Comparison
Items on Parent Questionnaire Mercer Group
‘ (N =40) (N = 15)
Number of Talks with Teacher:
0 0.0 0.0
L] 1 el 2 40.0 40.0
3 - 4 45;0 20-0
More than 4 - 15,0 26,7
No Response 0.0 6.7
Number of Talks with Teaching Assistant:
0 32.5 46,7
1 -2 _.a0.07 33.3
3-4 e 0T 10.0 6.7
More than 4 .- ) 7.5 6.7
No Response 0.0 6.7

Numher of Talks with Priacipal:

0 90.0 86.7
1 -2 10.0 6.7
3 or More 0.0 0.0
No Response e 0.0 6.7
% s
Number of Visits to School:
0 5.0 20.0
1 - 2 \ 37.5 46.7
More than 4 17.5 13.3
No Response 2.5 6.7
®a
Attended Open House:
Yes 87.5 26,7
No 12,5 66,7
. No Response 0.0 6.7
fk
Attended Interviews with Teacher:
Yes 90.0 40.0
No 10.0 53.3
No Response 0.0 6.7
*
Attended General Meetings:
Yes 62.5 20.0
No 37.5 73.3
No Response 0.0 6.7
Attended Other Meetings:
Yes 15.0 6.7
No 85.0 86.7
No Response 0.0 6.7
. '”j;
#p .05 ¢ ...continued

®k p .01
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TABLE ¢
(continued)
' General Comparison
Items on Parent Questionnalre ' Mercer Group
‘ (N = 40) (N = 15)
*
Helped With Class:
Never * 45.0 60.0 .
Once or Twice 45.0 6.7
. More than Twice 7.5 13.3
No Response 2.5 20.0
Was Asked to Help:
Yes 77.5. 46.7
No 15.0 26,7
No Response 7.5 26.7
Volunteered to Help:
Yes 52.5 53.3
No . 40.0 13.3
No Response _ 7.5 33.3
Uilling to Help:
Yes - B7.5 73.3
No ' 10.0 6.7
No Response 2.5 20.0
Child Talks About School:
Less than Once per Week 5.0 0.0
2 to 3 Times per Week 15.0 6.7
- Daily : 80.0 86.7
No Response 0.0 6.7
Parents Asks About School:
" Less than Once per Week 5.0 6.7
2 to 3 Times per Week 22.5 13.3
Daily 72.5 73.3 ’
No Response 0.0 6.7
TOPICS DISCUSSED BY CHILD: )
Friends: Yes 80.0 66.7
No 20.0 20.0
No Response 0.0 13.3
Teacher: Yes 950.0 66.7
No 10.0 20.0
Teaching Assistant: Yes 57.5 60.0
No 42,5 26.7

...coﬁfin&éa
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TABLE 9 % B
(continued) : '
General 'Comparisen - - .
Items on Parent Questionnaire - Mercer Group ;
(N = 40) (N = 15)
TOPICS DISCUSSED BY CHILD (continued): ,
. Stories: Yes 80.0 66.7 S
No . 20.0 20.0
Games: Yes 85.0 73.3 |
No 15.0 13.3 -
Child's Behaviour: Yes - 47.5 33.3
No 52.5 53.3
School in General: Yes 62.5 46.7
No 37.5 40.0
TOPICS DISCUSSED BY PARENTS:
*
Friends : Yes : 75.0 33.3
No 25.0 53.3
Teacher: Yes 75.0 46.7
No 25.0 40.0
Teachinp Assistant: Yes 50.0 46.7
No 50.0 40.0
Stories: Yes 85.0 53.3
No 15.0 33.3
Games : Yes 80.0 46,7
No 20,0 40.0
Child's Behaviour*: Yes 72,5 26,7
No 27.5 60.0
Schcol in General: Yes 62.5 48,7
No 37.5 40.0

¥
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