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This thesis examines the correlations between oral linguistic skills and reading
literacy skills in emergent bilingual children who speak both English and Spanish and
discusses the significance of these correlations. Specifically, this investigation explores
the correlations between emergent bilingual students’ oral language skills — measured
by the Narrative Scoring Scheme in both English and Spanish — and their English
reading fluency scores — measured by word reading fluency and passage reading
fluency. Correlations were calculated for the entire data set, then as separated by
instructional program type (dual-language immersion or English only) and finally by
grade level (first or second grade). The information presented is significant to help
support emergent bilingual English-Spanish speaking students in the United States

public education system.
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Introduction & Background

In the early elementary education system in the United States, reading fluency and oral
language skill are two critical components that teachers are told to focus on. The
ideology behind this is that these two particular skills lay the foundation for language
learning and help to scaffold future complex learning. Some of these more complex
skills include reading comprehension and oral language ability. Throughout this
investigation, children who are on track to be fluent in two languages, specifically,
Spanish speaking students who learn English formally in school in the United States,
will be referred to as emergent bilinguals. Although emergent bilingual students have an
advantage in potentially attaining the skills to be formally proficient and fluent in two
languages, children who speak English as a second language enter elementary school
are often slightly behind their English-only speaking peers when it comes to
foundational English language skills (Rich, 2014). It is therefore crucial for them to
grasp the foundations of the English language once they begin formal schooling. This
thesis will investigate the relationship between the scores of emergent bilingual students
in English reading fluency as measured by correct words read per minute using the
EasyCBM assessment and oral language skills as measured by the Narrative Scoring
Scheme in both English and Spanish.

Spanish is spoken by over 41 million households in the United States (Ziegler &
Camarota, 2018). The increasing presence of Spanish language and Latino culture in the
United States has led to gaps in the public education system. Students in early
elementary school who speak Spanish at home often attend English-only schools that

isolate and label them as being academically “not proficient” in their grade level. Native



Spanish-speaking students get caught in a cycle of never catching up to their English-
only speaking peers, or if they are able to catch up, they often lose some of their
Spanish-speaking reading and writing proficiency. The importance of students
continuing to learn in both their native language and their second-learned language will
be discussed throughout this paper.

Students in the United States should not have to abandon learning their native
language in a formal setting simply because English is the language predominantly used
in the United States. Dual-language immersion programs offer a “best of both worlds”
approach where a child can advance their learning in both English and their native
language. Most dual-language immersion programs offer core classes like math,
writing, science, etc., in both languages, with instruction in one language in the morning
and then switching to the other language halfway throughout the school day. This
allows the students to get equal instruction in each language and promote both linguistic
skills and skills in the subject being taught at the time. There are currently over 1,000
dual-language immersion programs throughout the United States ranging from
kindergarten all the way to twelfth grade and representing over twenty unique languages
(NBC, 2014). Opposition to dual-language immersion programs has been strong among
some communities, arguing that having elementary-age students attend classes in both
English and another language will cause a lack of proficiency in their spoken and
written English language skills (Valdés, 1997). In contrast, many people have denied
that this is an outcome of dual-language immersion schools and argue that there are
actually significant benefits to having elementary and beyond-age students attend dual-

language immersion programs (Collier & Thomas, 2004).



People in the U.S. who do not speak English proficiently are ostracized and
often labelled as unintelligent. The United States school system has emphasized English
learning in a way that oftentimes suppresses a student’s native language. There has been
common opinion that in order to support a child’s journey of learning the English
language, the school system must stunt the linguistic growth of a child's native language
if it is anything other than English. Although some teachers and administrators hold this
belief personally, there has been no proof to show that this is truly the case for students
learning English as a second language.

Research on the benefits of dual-language immersion programs for students who
are emergent bilinguals has been conducted. The conclusion of this research has shown
when such programs are implemented correctly and students receive quality instruction
in both languages, this route of schooling has shown to be more beneficial to emergent
bilingual students than traditional English-only instruction (Collins, 2014). Dual-
language programs have also been shown to be beneficial for native English-speaking
students, allowing them to learn another language starting from the fundamental
learning years. Some of the benefits of dual language immersion programs include:
better ability to learn other languages in the future, higher achievement in other areas
such as science and math, and the ability to have a multidimensional approach to
problem-solving (Collier & Thomas, 2004).

Personally, I was a dual language learner in Japanese and English starting in first
grade. Although I spoke English at home, learning a second language at such a young
age was incredibly influential to the way that I learned to view my own education as

well as the world around me. There were many students at my school who spoke



Japanese at home and as their first language, which prompted me to question the
different ways that dual language immersion schools have an effect on the academic
success of a non-Native English-speaking student.

The two criteria that are to be measured and compared in this study are oral
language proficiency scores using the Narrative Scoring Scheme (NSS), and reading
fluency in the form of words read correctly per minute aloud (WRF and PRF). NSS is a
standard used across the nation to help measure a person's proficiency in oral language.
As described by the American Speech-Language-Hearing Association (ASHA), the
NSS scoring guide is “an assessment tool that provides an index of the student’s ability
to produce a coherent narrative” (Malone, 2010). For reading fluency, the measures are
word reading fluency (WRF) which is the number of words read correctly in list form in
English in one minute, obtained through the EasyCBM standardized test, and passage
reading fluency (PRF), which is the number of words read correctly in paragraph form
in English in one minute, also collected through the EasyCBM test.

This thesis will attempt to address the relationship between oral linguistic skill
(NSS) and reading fluency (WRF & PRF) in emergent bilingual students and support
the claims that emergent bilingual students have better success and achievement in both
their native and second language when they participate in dual-language immersion
programs (Collier & Thomas, 2004). This thesis will investigate and compare the
possibility that as children are enrolled in a dual-language immersion school for longer,
there is a higher correlation between the cross-language transfer of literacy skills and
the within-language skills from oral language to fluency, which will include the

relationship between oral literacy skills and academic reading skills.



Research Questions
In this study, I will have access to extant data from Dr. Audrey Lucero, specialist in
language and literacy education, and Associate Professor at the University of Oregon.
This data has been previously collected by conducting in-person assessments in various
elementary schools in the Eugene/Springfield area with bilingual children in first and
second grade enrolled in either English-only, or English-Spanish dual-language
immersion programs and in two areas: oral language proficiency scores using the NSS,
and reading fluency skill in the form of EasyCBM (See Appendix D) WRF and PRF.
The questions guiding this thesis are the following:
Key Question: (1) To what extent is the English oral linguistic skill score (ENGNSS)
and Spanish oral linguistic skill score (SPNSS) correlated to the English reading fluency
score (WRF and PRF) in emergent bilingual students in first and second grade?
(2) Is the correlation stronger for emergent bilingual students enrolled in dual-
language immersion programs than emergent bilingual students enrolled in
English-only programs?
(3) How does the child’s grade level change these correlation?
To answer these questions, I will run different analyses to find correlations which will
potentially reveal relationships that (1) both English and Spanish oral linguistic skills
are significantly correlated to English reading skills, (2) these correlations are stronger
for children enrolled in dual-language immersion programs, and (3) these correlations

are stronger as students grade level increases.



Literature Review

Over time there has been significant research done on the role that language plays in the
classroom and how bilingual learners might differ from learners whose first language is
also the predominant language spoken in the classroom (Collins, 2014). Data on the
development of emergent bilingual learners in early childhood education has been
collected showing,“children’s microstructure and macrostructure retelling abilities to be
specifically predictive of decoding and reading comprehension both within and across
languages” (Lucero, 2018, pg. 249-250), as a composite measure of oral language
proficiency. What has not been investigated is the link between the oral linguistic skills
and reading fluency skills in children who are learning in dual-language immersion
programs. This thesis will address an investigation on the possible links between oral
language skills and reading skills in both Spanish and English for first and second grade
elementary school students who are bilingual learners, in both English-only and dual
language immersion programs. It has been argued that ESL (English Second Language)
learners should be assessed in both their native language and the dominant language,
and the results compared side by side because the lack of analysis in this area could
allow emergent bilingual students to be incorrectly assessed in their academic learning
levels (Valdés, 1997).

The cross-language transfer of emergent literacy skills, especially in terms of
oral language, has been investigated and discussed at length for preschool-age children
in Spanish (Goodrich et al., 2013), but not for students in early elementary school, or an
investigation that focuses on both English and Spanish. It has been found that not all

literacy skills are transferred across languages in preschool-age children, which



Goodrich et al. (2013) examines, but there is still little known about this subject,
especially as emergent bilingual children get older.

Some of the more recent investigation done about the subject of the
effectiveness of dual-language immersion education has focused not on if dual-language
immersion education is more beneficial as compared to standard monolingual
education, but more of how to make sure that students in dual-language immersion
education programs are receiving their education in the most effective and beneficial
way possible (Baker, 2010). This study also outlines the way that the effectiveness of
these different forms of educational systems should be measured by students’ overall
progress instead of general markers because of the different ways that schools are
structured and what they choose to emphasize.

There has been significant study of the correlation and relationship between oral
linguistic skill in native language and second-learned language (Castilla et al, 2009).
The relationship between this ability across multiple languages has been investigated in
kindergarten students attending an English-only school after they received a formal
English education for nine months of the academic year. Research done thus far with
children beyond kindergarten-age children and children who attend dual-language
immersion schools has been focused on English development but not focused on both
English and Spanish language development. My research will look to fill the gap in this
research by assessing the possible relationship between the transfer of skills from first-
learned language, to second-learned language, i.e. in this case, emergent bilingual

students in English and Spanish.



Research focused on the relationship between the role of home and school
linguistic environments in the first few years of formal schooling and language
proficiency has been conducted (Collins, 2014). A study was conducted comparing
Spanish and English proficiency scores using the Woodcock Language Proficiency
Batteries-Revised (WLPB-R), which focuses on the level of specific linguistic domains
of both Spanish and English. The conclusions of a study conducted by Collins et al.
(2014) support prior findings that bilingual children reach higher levels of proficiency
in both English and their native language when they receive formal instruction in both
despite the public support there has been for English-only programs (Garcia, Kleifgen,
& Falchi, 2008). While there have been many studies to support the idea that bilingual
students reach higher achievement in school when they have the opportunity to work in
both English and their native language, such as the study previously mentioned done by
Collins et al. (2014), my thesis will work to support this claim with the correlation of
concrete scores between oral language proficiency and reading fluency skill.

Much of the previous research that has been conducted regarding the correlation
between reading fluency and oral story retelling abilities has been only done in English
(Miller, Heilmann, Nockerts, Iglesias, Fabiano, & Francis, 2006). It is only in the last
fifteen years that this research has begun to be done in Spanish as well. It is important to
note that having scores in both English and Spanish helps to show a child's abilities in
the subject being assessed and not just their proficiency in that specific language.
Assessing students in both languages allows the assessor to see what foundational skills
they have and be able to notice any discrepancies between their assessment in English

and their assessment in Spanish.



Methods

To answer the research questions, data previously collected by Dr. Audrey Lucero was
used to investigate correlations between oral language data scores and reading fluency
scores. This approach used Statistical Package for the Social Sciences or SPSS
software to help calculate and effectively present the statistical calculations from the
data. SPSS is a software system package that organizes and analyzes batched data. This
software system was used to run correlations using the extant data collected in two
areas: oral linguistic proficiency and reading fluency scores. First, I ran correlations
between English NSS scores and Spanish NSS scores with both PRF and WRF scores. 1
then divided up the data first by educational program the students were enrolled in
(English-only, LOI=0 or dual-immersion, LOI=1), and ran the same correlation
analyses as above, and then divided up the data by grade level (first grade, GRADE=0
or second grade, GRADE=1) and ran the same correlations. The following tables, table
#1 and #2, show the quantitative data regarding the number of students that were
assessed in each category when the data was originally collected.

Table #1 Total Number of Data Scores Divided by Program Type

Number of Students
English Only 54
Dual-Language Immersion (Spanish/ 73
English)
TOTAL 127




Table #2 Total Number of Data Scores Divided by Grade

Number of Students
First Grade 55
Second Grade 72
TOTAL 127

In some cases, there is a total sample of 127 students that data was collected
from. For some sets of data, there are fewer than 127 total scores (N) due to various
reasons. See tables #1 and #2 for breakdown of total data sets and N values in each table
for the number of scores used in each calculation.

This data has been previously collected by conducting in-person assessments in
various elementary schools in the Eugene/Springfield area with bilingual children in
first and second grade. The oral linguistic proficiency scores were collected in both
Spanish and English using the Narrative Scoring Scheme (NSS), which includes three
levels of scoring (i.e. one point, three points, five points) for seven different
characteristics of storytelling (introduction, character development, mental states,
referencing, conflict resolution, cohesion, conclusion) (See Appendix A). In conducting
the assessment, each child was given a picture-only story book (See Appendix C) and
then played a recording of a person reading the story in Spanish (See Appendix B for
audio transcript). The children were then asked to retell the story in Spanish in their
own words, and their responses were recorded. Each response was granted points and
scores using NSS at a later time by an assessor who listened to the recording of the

retelling of the story. Around a week later, this method was repeated using a recording
10



of a person telling the story in English with the student retelling the story in English.
The reading fluency scores were assessed by providing each student with a reading
excerpt and recording their correct words per minute (See Appendix D). This research
was conducted with Institutional Research Board approval, protocol #09082014.006.

Typical research methods in this subfield often include isolating oral language
skill, such as one-word picture vocabulary tests, where a proctor has a page with
pictures of three items such as a key, a door, and a mailbox. The proctor prompts the
child with, “point to the picture that shows a door,” and then measures the child on their
ability to identify the vocabulary words that are given by the proctor. These tests are
referred to as isolated oral language skills and give a yes-or-no means of quantitative
scoring students on their ability to know and recognize vocabulary words.

Storytelling, as described in detail above, provides robust information about
each child's understanding of the pictures and stories that are given. Although this
information can produce a “score” for each child after being analyzed on a sliding scale,
this data is considered to be qualitative and can be analyzed as such. Storytelling allows
for the assessor to gain more information than isolated skill measurement on its own
because there are so many aspects to storytelling. Students all come from incredibly
different backgrounds, and they will have different words that they are used to and
comfortable answering in this type of setting.

Early childhood education is a difficult area of research because of the many
barriers that exist for working with such a vulnerable group as children. Based on
United States federal research guidelines, children are federally protected (Office for

Human Research Protections, 2016). There are many obstacles when using children as
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research subjects. The first obstacle is getting into schools, which can include approval
from the district, principal, teachers, and parents. All of these people must give approval
to the access of the children, which often requires a thorough explanation of why the
work that is attempting to be collected will contribute to the broader community. It also
usually requires building relationships with the principals, teachers, and students to gain
their trust and confidence in requiring children to be accessed outside of their typical
school assessments. This research is even more difficult than some standard educational
research because it involves bilingual students who are native Spanish speakers. In a
monolingual community such as Eugene, Oregon, using only one or two schools for
data will not have enough students that can be used for research. To find enough native-
Spanish speakers in the correct age-range, the investigation had to be conducted at
several different elementary schools in the Eugene and Springfield areas. This adds
significant time and energy to the research being conducted because maintaining
relationships and asking for approval has to be done on a much wider scale if more
schools are involved. Approval for conducting research using elementary-aged students
includes many layers of approval including the initial IRB approval, approval from the
principal, teacher, parents or guardian of the child, and the child themselves. Another
challenging part of collecting this data is recognizing that students could be affected in
ways such as bullying, missing class time, and not understanding why they are having
additional testing. If only students who are native-Spanish speakers are being pulled out
of class, they are subject to taunting and other negative energy by their classmates who

are not part of the study being conducted.
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Data that is collected in elementary educational research must be secure at all
times. It must be anonymized, never allowing anyone but the proctor to identify the
students who have had data collected about them. All data collected is kept on a secure
hard drive, in a secure place, and is never shared with anyone other than the head
researcher. After the data is anonymized, some of the data can be coded by a
professional resource, and other analyses are done by graduate students. The analysis
portion of research is time-consuming. It requires hour after hour of work to make sure
that all are accurately predicting what data was collected in the first place. Difficulties
in this area being an early researcher include not being experienced enough to know if
certain data looks completely wrong and also knowing how to be organized and keep all
of the data together so that it can be readily accessed and distributed when needed.

There tends to be both quantitative and qualitative research done in the
elementary educational research world. The picture vocabulary tests are a common form
of quantitative research because there are right and wrong answers that can be recorded
as getting points for a question or no points. Qualitative data is often acquired in the
form of the narrative task, where there can be more than one right answer, and the level
of sophistication of answers is more what is being assessed. Common software that is
used includes SALT (Systematic Analysis of Language Transcripts) and SPSS
(Statistical Package for the Social Sciences)for statistical analysis. There are various
stages when analyzing this data, and most often new research questions are being
formulated at all times in order to maximize what can be answered with the data that is

difficult to acquire.
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When analyzing the data used in this study, correlations were found using the
SPSS software, and the R*was found for each set of data correlations. SPSS supplied
two sets of numbers for each correlation, the R>number, which means how correlated
the two sets of data are to each other. If the number was 1, it would mean that it was
perfectly correlated, and if the correlation was 0, it means that the two sets of data have
no correlation to each other. If the correlation was -1, it means that the two sets of data
are perfectly negatively correlated. The software also supplies a number that shows how
significant the correlation is to each other. The statistical significance used in this data

analysis was set at p < (.05, a commonly used benchmark.
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Findings

Research Question 1: (1) To what extent is the English oral linguistic skill score
(ENGNSS) and Spanish oral linguistic skill score (SPNSS) correlated to the English
reading fluency score (WRF and PRF) in emergent bilingual students in first and second
grade?

PRF = Passage Reading Fluency

WRF = Word Reading Fluency

ENGNSS = English Narrative Scoring Scheme

SPNSS = Spanish Narrative Scoring Scheme

Table #3 Descriptive Statistics For Entire Data Set

Mean Median Min - Max
ENGNSS 17.73 18 8-27
SPNSS 18.66 20 7-27
PRF 62.22 54 5-172
WRF 38.06 33 6-92

Table #4 English NSS Correlations with PRF and WRF

Correlation Significance Number Value (N)
(R?)
PRF/ENGNSS 0.408 p <0.001*** 114
WRF/ENGNSS 0.416 p <0.001*** 77

* = values with significance p <0.05 meaning a significant correlation
** = values with significance p <0.01
**% = values with significance p < 0.001

15



Table #4 shows the findings of the correlations calculated between the students
PRF score and NSS score in English, and WRF score and NSS score in English. Table
#4 shows that there was significant correlation found between the PRF score and the
English NSS score, with a correlation of R” = 0.408, significant at the p = 0.00 level.
Table #4 also shows that there was significant correlation found between the WRF and
English NSS score of R’ = 0.416, significant at the p = 0.00 level.

Table #5 Spanish NSS Correlations with PRF and WRF

Correlation Significance Number Value (N)
(R’)

PRF/SPNSS 0.229 p <0.05* 107

WRF/SPNSS 0.348 p<0.01%* 72

* = values with significance p < 0.05 meaning a significant correlation
** = values with significance p <0.01
*#% = values with significance p < 0.001

Table #5 shows the findings of the correlations calculated between the students
PRF score and NSS score in Spanish, and WRF score and NSS score in Spanish. Table
#5 shows that there was significant correlation between the PRF score and the Spanish
NSS score, with a correlation of R? = 0.229, significant at the p = 0.018 level. Table #5
also shows that there was significant correlation found between the WRF and Spanish
NSS score of R’ =0.348, significant at the p = 0.003 level.

These findings show that there were significant correlations between PRF and

English NSS scores and PRF and Spanish NSS scores, as well as WRF and English

NSS scores and WRF and Spanish NSS scores. This suggests that a students oral
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language skills in both English and Spanish are significantly correlated to their English
reading fluency level.

Research Question 2: Is the correlation stronger for emergent bilingual students
enrolled in dual-language immersion programs than emergent bilingual students
enrolled in English-only programs?

Table #6 Descriptive Statistics Divided by LOI for English-Only Students

English-Only Scores | Mean Median Min - Max
(LOI=0)

ENGNSS 16.88 17 8-26
SPNSS 17.76 20 7-26
PRF 55.29 38 5-172
WRF 38.71 30 9-92

Table #7 Descriptive Statistics Divided by LOI for Dual-Language Immersion

Students
Dual-Language Mean Median Min - Max
Immersion Scores
(LOI=1)
ENGNSS 18.38 19 9-27
SPNSS 19.24 20 7-27
PRF 67.68 65 5-155
WRF 37.40 33 6 -84

17



Table #8 Correlations for English-Only (LOI = 0)

English- Only Correlation Significance | Number Value (N)
Scores (LOI = 0) (R

PRF/ ENGNSS 0.371 p <0.01%* 51

WREF/ ENGNSS 0.405 p <0.01%* 40

PRF/ SPNSS 0.373 p <0.01** 43

WREF/SPNSS 0.454 p <0.01** 34

* = values with significance p < 0.05 meaning a significant correlation
** = values with significance p <0.01
*#% = values with significance p < 0.001

Table #8 shows the findings of the correlations calculated between the students
PRF score and NSS score in Spanish, and WRF score and NSS score in Spanish for
emergent bilingual students enrolled in English-only programs. Table #8 shows that
there was significant correlation found between PRF and WREF scores for both Spanish
and English NSS. PRF and English NSS had a correlation of R’ = 0.371, significant at
the p = 0.007 level. WRF and English NSS had a correlation of R? = 0.405, significant
at the p = 0.01 level. PRF and Spanish NSS had a correlation of R’ = 0.373, significant

at the p = 0.014 level. WRF and Spanish NSS had a correlation of R? = 0.454,

significant at the p = 0.007 level.
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Table #9 Correlations for Dual-Language Immersion (LOI =1)

Correlation | Significance Number Value (N)
(R
PRF/ ENGNSS 0.412 p <0.00]%*** 63
WRF/ ENGNSS 0.448 p <0.01%* 37
PRF/ SPNSS 0.113 ns 64
p=0.376
WRF/SPNSS 0.283 ns 38
p=0.085

* = values with significance p < 0.05 meaning a significant correlation
** = values with significance p <0.01
*#* = values with significance p < 0.001

Table #9 shows the findings of the correlations calculated between the students
PRF score and NSS score in Spanish, and WRF score and NSS score in Spanish for
emergent bilingual students enrolled in dual-immersion programs. Table #8 shows that
there was significant correlation found between PRF and WRF scores in English NSS,
but a non-significant correlation with Spanish NSS. PRF and English NSS had a
correlation of R’ = 0.412, significant at the p = 0.001 level. WRF and English NSS had
a correlation of R? = 0.448, significant at the p = 0.005 level. PRF and WRF were not
significantly correlated with Spanish NSS.

For students attending English only schools, the correlations with PRF and WRF
with English and Spanish NSS scores were all significantly correlated. For students
enrolled in dual immersion programs, the PRF and WRF scores were significantly

correlated for NSS scores in English, but were not significantly correlated with their

scores in Spanish.
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Research Question 3: How does the child’s grade level change these correlation?

Table #10 Descriptive Statistics Divided by GRADE

Second Grade Mean Median Min - Max
Scores (GRADE=0)

ENGNSS 18.70 19 9-26
SPNSS 19.01 20 7-27
PRF 81.45 84 5-172
WRF 50.66 55 9-92

Table #11 Descriptive Statistics Divided by GRADE

First Grade Scores | Mean Median Min - Max
(GRADE=1)

ENGNSS 16.33 15 8-27
SPNSS 18.26 18 7-27

PRF 35.14 26 5-111
WRF 29.84 24 6-84

20



Table #12 Correlations for Second Grade (GRADE = 0)

Correlation | Significance Number Value (N)
(R’)
PRF/ ENGNSS 0.336 p <0.01%* 69
WRF/ ENGNSS 0.409 p <0.05* 32
PRF/ SPNSS 0.177 ns 66
p=0.156
WRF/SPNSS 0.240 ns 31
p=0.193

* = values with significance p < 0.05 meaning a significant correlation
** = values with significance p <0.01
*#* = values with significance p < 0.001

Table #12 shows the findings of the correlations calculated between the students
PRF score and NSS score in Spanish, and WRF score and NSS score in Spanish for
emergent bilingual students in Second grade. Table #12 shows that there was significant
correlation found between PRF and WRF scores in English NSS, but not significant
correlation with Spanish NSS. PRF and English NSS had a correlation of R* = 0.336,
significant at the p < 0.005* level. WRF and English NSS had a correlation of R® =

0.409, significant at the p < 0.020* level. PRF and WRF was not significantly correlated

with Spanish NSS.

21



Table #13 Correlations for First Grade (GRADE =1)

Correlation Significance Number Value (N)
(R

PRF/ ENGNSS 0.370 p <0.01%* 45

WRF/ ENGNSS 0.349 p <0.05*% 45

PRF/ SPNSS 0.323 p<0.05*% 41

WRF/SPNSS 0.338 p <0.05*% 41

* = values with significance p < 0.05 meaning a significant correlation
** = values with significance p <0.01
*#% = values with significance p < 0.001

Table #13 shows the findings of the correlations calculated between the students
PRF score and NSS score in Spanish, and WRF score and NSS score in Spanish for
emergent bilingual students in first grade. Table #13 shows that there was significant
correlation found between PRF and WRF scores for both Spanish and English NSS.
PRF and English NSS had a correlation of R’ = 0.370, significant at the p = 0.012 level.
WREF and English NSS had a correlation of R? = 0.349, significant at the p = 0.019
level. PRF and Spanish NSS had a correlation of R’ = 0.323, significant at the p = 0.028
level. WRF and Spanish NSS had a correlation of R? = 0.338, significant at the p =
0.031 level.

Scatter plots allow a visual representation of the data sets shown in the table
above. Strengths of a scatter plot include the ability to see each set of data that was
originally assessed, as well as see the representation of the tables above on the same

scale so a more visual representation can be expressed. For each subset of data, the

grade level of the participants has been acknowledged and the two grade levels are
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distinguished from one another as represented in each graph. Both English NSS and
Spanish NSS scores are used in the following graphs, with English represented with the
color blue, and Spanish represented with the color red. With the NSS scores in each
language on the Y-axis, the PRF scores are represented on the X-axis. PRF scores were
chosen over WRF scores because PRF gives a more authentic, comprehensive score to
the student’s reading fluency abilities. The following scatter plots are presented due to
these reasons:

Graph #1: First Grade Scatter Plot

First Grade Correlations
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Graph #1 shows the relationship between the First grade participants’ scores in
PRF and NSS in both English and Spanish. Each set of data also includes a trend line
which emphasizes the difference in the relationship between the PRF score with the
English NSS score versus the Spanish NSS score. While relations across languages

were all significant, there is a slightly more significant correlation between the PRF and
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English NSS score than with the PRF and Spanish NSS score. For data from First grade,
English has a trendline slope of R’ = 0.137 and Spanish has a trendline slope of R’ =
0.117.

Graph #2: Second Grade Scatter Plot

Second Grade Correlations
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Graph #2 shows the relationship between the second grade participants scores in
PRF and NSS in both English and Spanish. Each set of data also includes a trend line
which emphasizes the difference in the relationship between the PRF score with English
NSS versus Spanish NSS. While the two sets of data have a similar minimum and
maximum, the slope, and therefore R, are quite contrasting. The slope for the trendline
for English is R? = 0.113, while the trendline for Spanish is R = 0.031. The line for
English and Spanish cross, presumably due to the level of correlation possibly having a

limit to which English and Spanish scores are correlated.
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Discussion

Emergent bilingual students start school far ahead of their English-only speaking peers
in their potential to speak two languages, they also, on average, start seven months
behind their English-only speaking peers in oral language and preliteracy skills in
English (Rich, 2014). Reading skills are fundamental to many aspects of education, and
when students begin school already behind their peers, this gap often continues to
increase in the first few years of school. This sets students even further behind in
essential reading skills such as fluency. Research on the way that home language skills
can help to close this gap has been conducted by Collins (2014), who determined that
home language use helped with academic proficiency, essentially working to close this
gap. Investigating student’s skills in their native language can demonstrate their
potential capabilities in a second learned language (Goodrich et. al, 2013).

This thesis has worked to investigate the relationship between English reading
fluency scores (WRF and PRF) as measured by the EasyCBM and oral language skills
in both English and Spanish as measured by NSS. I found that English oral linguistic
score (NSS) and Spanish oral linguistic score (NSS) are both significantly correlated to
word reading fluency in English (WRF) and passage reading fluency (PRF). Overall,
scores in English NSS were more highly significantly correlated to WRF and PRF than
Spanish NSS. When broken down into the subcategories of grade level (GRADE) and
educational program (LOI), it was found that overall, the correlations between reading
fluency (WRF and PRF)and oral language retelling ability, (ENGNSS and SPNSS)
were significantly correlated for students either in first grade or in English-only

programs, but Spanish NSS scores are not significantly correlated for students either in
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second grade or enrolled in dual-immersion programs. My original hypothesis that each
of these correlations would be significant was not completely supported by the data, but
rather, certain groups and conditions were proven to be correct. This discussion section
will address each of the questions posed in the thesis, and after each question is
addressed, discussion of the findings in dialogue with the existing literature will be
stated.

The key question posed in this thesis was the investigation of the correlations
between English oral linguistic skill score (ENGNSS) and Spanish oral linguistic skill
score (SPNSS) compared to English reading fluency score (WRF and PRF) in emergent
bilingual students at a first and second grade elementary school level.

English NSS was more highly significantly correlated to both PRF and WRF
scores than Spanish NSS scores. This could be due to the Narrative Scoring Scheme and
the EasyCBM building off of each other, so that the skills in oral language retell also
support the reading skills of the students, since both of the tests were administered in
English. Research regarding the relationship between children’s early fundamental
difficulties in English oral language and difficulties in English reading have been
discussed, with evidence found to support the idea that narrative discourse skill is
related to reading performance in students in kindergarten through third grade (Roth,
Speece, Cooper, & De La Paz., 1996).

Spanish NSS scores were also significantly correlated, just not as correlated as
English NSS. Because Spanish NSS scores were proven to be significantly correlated,
the idea that supporting native language literary skills to help with foundational English

literary skills is supported through this investigation, similar to earlier findings from
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Lindsey et al. (2003), that found phonological awareness to be transferred from English
to Spanish, and also predict word-identification skills. The study conducted by
Goodrich et al. (2013) also demonstrates the evidence in support of the transfer of
specific linguistic information across languages.

The second question and sub-question of the key question stated above,
addressed throughout this paper is regarding the strength in correlation between
students enrolled in either dual-language immersion programs or English-only
programs.

It was hypothesized that children enrolled in dual-language immersion schools
would have a stronger correlation between English reading fluency scores (WRF and
PRF) and oral language skills (ENGNSS and SPNSS), due to findings in previous
research that demonstrated positive outcomes for dual-language immersion programs
(Collier & Thomas, 2004), but the data proved otherwise. The data showed that English
reading fluency scores were significantly correlated to both ENGNSS and SPNSS for
students enrolled in English-only programs, but the data showed that for students
enrolled in dual-language immersion programs, there was only a significant correlation
between English reading fluency scores and ENGNSS, but no correlation with SPNSS.
The discrepancy in significant correlation in English-only and dual-language immersion
programs could be due to students having more advanced oral retelling abilities in
Spanish because they are receiving instruction both in the home and at school. This
could lead to lower correlations because their oral Spanish speaking skills (SPNSS)
could be improving a rate completely isolated form their English reading skills (WRF

and PRF). As earlier research suggests, the different environments in which children
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learn and practice their language skills is incredibly influential to their foundation of
learning (Collins, B. A., 2014).

The third question, as a sub-question of initial question, discusses the way that
the child’s grade level could impact the correlation between English reading fluency
(WRF and PRF) with oral language retelling abilities (ENGNSS and SPNSS).

When comparing the correlations of WRF and PRF scores with both English and
Spanish NSS scores for first versus second graders, the most significant difference was
in the scores being compared with Spanish NSS for the second graders. It was found
that there is no significant correlation between reading fluency scores (WRF and PRF)
and Spanish NSS for second graders only. This correlation was found to be significant
when looking at first grade participants and in the larger pool of participants as a whole.
This trend could show that the students foundational knowledge at a younger
developmental age is more correlational than each year as they progressively receive
more advanced formal instruction in the school system. At different times in a child’s
growth and development, oral linguistic retell abilities and reading comprehension
could deviate from one another due to changes in a child’s language skills. In a
longitudinal study conducted to assess children's language systems, it was found that
25-30% of ipsative scores (amount that the standard score for age on each language
measure deviated from individual’s mean for all four measures) had strengths or
weaknesses in specific language skills depending on the grade level (Berninger &

Abbott, 2010).
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Implications
As Spanish continues to grow as the second most spoken language in the United States,
there is also an increase in emergent bilingual students in the American public school
system who are learning many of their foundational language skills in the formal school
setting. More research needs to be done in this area due to the pressing issues it
surrounds in the U.S. public education system. The two common school structures that
emergent bilingual students are attending are English-only programs and dual-language
immersion programs. English-only programs feature a traditional setting of school in
which every subject is taught in English. Students who speak Spanish at home and do
not already have a foundation of English language skills come into this environment
behind their English-speaking peers. Dual-language immersion programs offer a non-
traditional school setting in which half of the school day is devoted to learning
traditional subjects such as math, science, history, etc. in one language, and the other
half of the day in the second language. When emergent bilingual students start at dual-
language immersion schools, they start with foundational linguistic skills that help set
them up to improve reading skills. In language learning, there is a critical period of
learning that takes place during childhood that makes learning a language much easier.
Once students are bilingual, it is easier for them to become multilingual because they
have developed the language learning skills in their brain.

Findings from this study are important because they suggest that responsibility
structured dual-language immersion programs can be beneficial to emergent bilingual
students, but also that English-only programs can still promote a support of oral

linguistic skills in English and Spanish, as well as reading fluency skills in English.
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Given these findings, I would recommend that English-Spanish emergent bilingual
students could be sucessful in both English-only and dual language immersion
programs, but that English-only programs could provide a better foundation for their
English and Spanish skills to grow. Other kinds of research should be conducted
comparing dual language immersion schools that have different structures, to determine
if one structure is more beneficial than another when it comes to supporting emergent
bilingual students. It is important to make sure that students are being assessed in both
English and Spanish, especially at the beginning of their formal education so that an
accurate representation of their skills can be assessed, instead of an assessment more
about their language abilities than their literacy skills. Dual-language immersion
programs can provide beneficial structure for emergent bilingual students, and at the
same time increase the skill sets of students who speak English at home.

Many facets of this research could be expanded upon such as regressions to
show the predictability between the different scores and factors that have been
discussed. One could test English NSS as a predictor and see what the prediction scores
were on its own, and then add Spanish NSS to see how it changed the prediction score.
From a future study testing these predictions, evidence could be found to show that,
contrary to popular belief in the school system, supporting native language skills
predicts how well a student will perform in a second learned language, or show the

opposite to be true.
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Appendix A: The Narrative Scoring Scheme

The Naralive Scoring Scheme

Characheristic

Introduction

Characlar
davalopmant

Mental slales

Refarancing

Conflict
resalution

Cahoslon

puolciont (' rfs )

Salling

-Child stales general place and provides
some dalal about the setting (8.g.,
rafarence to the tima of the setting—
daytime, badlime, or season).

-Setting elamants are stated at
appropriata place In story,

Characlers

-Main characlars are introduced
with some descrption or
detall provided,

-Main charactar(s) and al supporting
charactar(s) are mantioned.

-Throughout story it is clear that child
can discriminato botwean maln and
supporting characlers (8., mors
description of and emphasis on
main characlers]).

<Child narrates in fiest person using
character voice (8.9, "You gat out
of my trea,” sald the owl).

-Mental stales of main and supporting
characlers are axprassod when
necessary for plot developmant
and advancamenl.

-A variaty of mental stale words are used.

-Child provides necessary antecedents
fo pranouns.
-Relarences are clear throughout story,

<Child clearty states all conflicls and
resolulions criical fo advancing
the plot of tha story.

-Evenls follow a logical order.
Critical avents are included, whis less
emphasis is placed on minar avents,

-Smoolh ransilions are provided

between svenls.

Emertjing (3 r‘h) Minimalimmatura (l p ‘J[‘)
T

Sefling -Chifd launches Into story '
«Child states general selling bul wilth no atiempt to provide

provides no detail, the selting.
-Doscriplion or alaments of slory

are given intermittently

through slory.
-Child may provida description

of specific elemant of satling
{e.g., tha frog I in the jar).
OR

Charactars
-Characters of slory are mentionad
with no dedail or dascripfion,

-Both maln and actve supporing
characlers are mentioned.

-haln characters are nol clearly
distinguished from supparting
characlars.

-3oma mental stale words are
usad to devalop character(s).

-4 limitad numbsar of mental state
words ara used inconsistently
throughout the skory.

-Refarents/antecedants are used
Incansistently.

-Description of conflicts and
rosolutions critical to
advancing the plot of the
story Is undordevelopad,

-Not all contlicls and resclufions
critical fo advancing the plot
are prasent,

~Evants lollow a logical order,
-Excessive dalall or emphasls
provided on minor events
leads the listener asiray.
OR
g Fr“ansllir.&ns to next event aro unclear,

-Minimal datail is ghven for crilical avents.
OR

“Equal emphasis is placed on all ovonts,
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-Inconsistent mention is mads of
Invaheed of aclive charactars,
-Characters necessary for
advancing the plot are
not present,

Mo usa Is made of menial stale
words fo develop characlers,

<Pronouns are used excessively,
-No varbal clarifiers are usad.
-Chili} is Unawara lstaner I3 confused.

-Random rasolution is stated with
ne mantion of cause or conlliel.
]

“Conflict i mentioned wilhout
rasoiudion,

OR

Many conllicts and resclulions
crilical fo advancing the
plot are not present.

-No use is made of smooth
transilions.



Appendix (p. 2 of 2)

The Marrative Scoring Scheme
Charactaristc Proficient Emarging Minimalimmature
Conclusion -Stary s cleardy wrapped up using -Spacilic avent is concluded, but no -Child stops narrating, and
ganaral concluding statemaents general stalemeni is made as listener may need to ask if that
such as “and they were fogether 1o tha concluslon of the whale story, is the end.
afain happy as could be."

Seoring: Each characterisiic receives a scaled score of 0-5. Proficient characteristics = 5; Emerging = 3; Minimal immature = 1, Scores betwaen

(i.8., 2 and 4) are undefinad; use judgment, Scores of zero and NA are defined below. A compasite is scored by adding the total of tha characteristic
scores. Highest score = 35,

A score of zero Is given for chifd errers (such as telling the wrong story, conversing with examiner, net complating/refusing task, using wrong
language and ereating inabifly of scerer to comprahand stary In targst language, abandoned ullarances, uninteligibiity, poor performance, of
componants of rubric are In imitation-onfy).

A scoreof NA (nenapplicabla) s given formechanical fexaminer/operator arors {such asintarference from backgroundnolse, lssues wilh recording
such as cul-offs or intermptions, examiner quitting befare child does, examiner not following protocel, or examiner asking everly specificor leading
quostions rather than apen-ended questions or prompts),

32



Appendix B: Transcripts for Picture Books Used For Data Collection

English Script for Frog Goes To Dinner by Mercer Mayer (1974)

A boy was getting dressed in his bedroom. His pet dog, frog and turtle watched as
he put on his best clothes.

While the boy was petting the dog, the frog jumped into his coat pocket. The boy
didn't know he was there.

As the boy left with his family, he waved and said “Goodbye" to his pets. The frog
waved goodbye too.

When the boy and his family amived at a fancy restaurant, the doorman helped
them out of the car. The frog peaked out of the boy's pocket but no one noticed
him.

The boy and his family sat down at a table in the restaurant. While they were
looking at the menus, the frog jumped out of the boy's pocket towards the band.

The frog landed right in the man's saxophone! “Squeak” went the saxophone.
The man looked inside the saxophone to see why it made that awful noise.

Then the frog fell out of the horn and landed right on the saxophone player’s face!

The saxophone player was so surprised that he fell backwards into the drum.

The drummer yelled at the saxophone player, “Look what you did to my drum- it's
broken!” While they were arguing, the frog jumped away on a plate of lettuce
salad.

The waiter didn't notice the frog. He served the salad to a woman.

Just as she was about to take a bite, the frog popped out of the lettuce. The
woman was shocked to see the frog.

She screamed and fell back on her chair. The frog was frightened and he jumped
away.

There was a man at the next table who was having a glass of wine with his wife.
The frog landed right in his glass.

The woman complained to the waiter about gelting a salad with a frog in it. She
was very angry!

Meanwhile, when the man went to take a sip of his drink, the frog kissed him right
on the nose.

The angry waiter was about to grab the frog who was waving goodbye to the man
and his wife.

The waiter, who had caught the frog, was going to throw him out of the restaurant.
But the boy saw the waiter carrying his frog and shouted, “Hey, that's my frog!”
The boy's mother told him to be quiet.

The boy asked the waiter to give him back his frog.

The angry waiter told the boy and his family, “Take your frog and get out of this
restaurant at once. Don't you ever bring that frog in here again!”

On the way home the boy's family was angry with him. The frog had ruined their
dinner!

When they got home the boy’s father scolded him, “You go to your room and stay
there!” The dog and the turtle peaked around the corner to see what was going on.

When they got in his room, the boy and the frog laughed about everything that had
happened at the restaurant. The more they thought about it, the more they
laughed.
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226 Assessing Language Production Using SALT Software

Spanish script for Frog Goes to Dinner by Mercer Mayer (1974)

Pégina

Papel

Un nifio se estaba preparando para salir a cenar. Sus mascotas el
perro, la tortuga, y la rana lo miraban mientras él se ponia sus
mejores ropas. Estaban tristes porque sabian que é iba a salir sin
ellos.

Mientras que el nifio acariciaba al perro, la rana brincé dentro del
bolsillo del nifio. El nifio no sabia que la rana estaba en su bolsillo.

Cuando la familia se iba, el nifio les dijo adiés a sus mascotas. La
rana también les dijo adids.

Cuando la familia del nifio llegd a un restaurante lujoso, el portero
les ayudé a bajar del carro. La rana miré con cuidado desde el
bolsillo.

6-7

En el restaurante se sentaron en una mesa. Mientras miraban el
mend, la rana se escapd del bolsillo del nifio y brincé hacia la banda
musical.

|La rana terminé dentro del saxofén! Cuando el misico empezd a
tocar su instrumento, el sonido fue horrible.

Por eso, él miré dentro de su instrumento para ver que pasaba. Los
otros misicos estaban muy confundidos como él.

|Luego la rana le cay6 y aterrizd en la cara del misico!

1

Y entonces el masico sorprendido, se cay6 hacia atrds y cay6
dentro del tambor.

12-13

El tocador del tambor gritd al otro masico: “|Mira lo que pasé — mi
tambor estd roto! ahora, {Con qué voy a tocar?.” Mientras ellos
discutian, la rana brincé y termind en la ensalada.

14

El mesero no se dio cuenta que la rana estaba en la ensalada. El
mesero le sirvid la ensalada a una sefiora.

Cuando empezaba a comerla, la rana salié por debajo de la lechuga.
La sefiora estaba aterrorizada al ver la rana.

16

Ella gritd y se cay6 para atrds. La rana estaba asustada y salié
brincando.
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Spanish Script for Frog Goes To Dinner by Mercer Mayer (1974)

Appendix G « Bilingual Spanish/English Story Retell Databases 227

En la préxima mesa habla un hombre y su esposa tomando una
copa de vino. La rana se cayd en el vaso del sefior.

La mujer se quejé de que habla encontrado una rana en su
ensalada. |Ella estaba muy enojadal

Mientras tanto, cuando el sefior fue a tomar la copa, la rana salid y
le dio un beso en la nariz.

El mesero enojado estuvo a punto de capturar la rana. El hombre y
20-21 | su esposa se fueron del restaurante porque no se sentian bien para
comer con animales en la comida.

El mesero cuando capturd la rana, la cargd hasta la puerta para
22-23 | botarla. Pero el nifio vié al camarero con su rana y le grit6: “|Esa es
mi rana, no la botes!” Su mamd le dijo al nifio que se callara.

El nifio estaba preocupado de que el mesero iba a botar su rana en
la calle. Entonces el nifio le dijo al mesero que le diera su rana.

El camarero les dijo al nifio y su familia: “Toma tu rana y salgan de
25 | ese restaurante inmediatamente. |No permitimos animales ni gente
que los traen en este restaurante!”

Durante el camino de vuelta, la familia del nifio estaba enojada. [La
rana arruind la cenal

Cuando llegaron a la casa el padre del nifio lo regafié y le dijo: "Vete
28-29 | atu cuarto y quédate alli”. El perro y la tortuga miraron de
escondidas desde el rincén para ver que pasd.

Cuando llegaron a su cuarto, el nifio y su rana se rieron de todo lo
30 | que habla pasado en el restaurante. Mientras mas pensaban en
todo lo que habia pasado, ms refan.

17

18

19

24

26-27
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English Script for Frog, Where Are You? By Mercer Mayer (1969)

English script for Frog, Where Are You? by Mercer Mayer (1969)

Page

Seript

1

There once was a boy who had a dog and a pet frog. He kept the frog
in a large jar in his bedroom.

One night while he and his dog were sleeping, the frog climbed out
of the jar. He jumped out of an open window.

When the boy and the dog woke up the next morning, they saw that
the jar was empty.

The boy looked everywhere for the frog. The dog looked for the frog
too. When the dog tried to look in the jar, he got his head stuck.

The boy called out the open window, “Frog, where are you?” The dog
leaned out the window with the jar still stuck on his head.

The jar was so heavy that the dog fell out of the window headfirst!

The boy picked up the dog to make sure he was ok. The dog wasn't
hurt but the jar was smashed.

The boy and the dog looked outside for the frog. The boy called for
the frog.

10

He called down a hole in the ground while the dog barked at some
bees in a beehive,

1

A gopher popped out of the hole and bit the boy on right on his nose.
Meanwhile, the dog was still bothering the bees, jumping up on the
tree and barking at them.

12

The beehive fell down and all of the bees flew out. The bees were
angry at the dog for ruining their home.

13

The boy wasn't paying any attention to the dog. He had noticed a
large hole in a tree. So he climbed up the tree and called down the
hole.

14

All of a sudden an owl swooped out of the hole and knocked the boy
to the ground.

15

The dog ran past the boy as fast as he could because the bees were
chasing him.

16

The owl chased the boy all the way to a large rock.
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17

The boy climbed up on the rock and called again for his frog. He held
onto some branches so he wouldn't fall.

18

But the branches weren't really branches! They were deer antlers.
The deer picked up the boy on his head.

19

The deer started running with the boy still on his head. The dog ran .
along too. They were getting close to a cliff,

20-21

The deer stopped suddenly and the boy and the dog fell over the
edge of the cliff.

22

Themwslpondhhwthcﬁﬁ.mwhmmwm:wluhmnn
top of one another.

23

They heard a familiar sound.

The boy told the dog to be very quiet.

25

They crept up and looked behind a big log.

26

There they found the boy's pet frog. He had a mother frog with him.

27

They had some baby frogs and one of them jumped towards the boy.

28-29

The baby frog liked the boy and wanted to be his new pet. The boy
and the dog were happy to have a new pet frog to take home. As
they walked away the boy waved and said “goodbye” to his old frog
and his family.
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Spanish Script for Frog, Where Are You? By Mercer Mayer (1969)

Spanish script for Frog, Where Are You? by Mercer Mayer (1969)

Pégina

Papel

1

Habia un nifio quien tenia un perro y una rana. El tenia la rana en su
cuarto en un jarro grande a su rana.

Una noche cuando el nifio y su perro estaban durmiendo, la rana se
escapd del jarro. La rana se salié por una ventana abierta.

Cuando el nifio y el perro se despertaron la siguiente mafiana,
vieron que el jarro estaba vacio.

El nifio buscd en todas partes a la rana. AGn adentro de sus botas. El
perro también buscé a la rana. Cuando el perro tratd de mirar
adentro del jarro y no podia sacar la cabeza.

El nifio empezd a llamar desde |a ventana abierta: “Rana, {Dénde
estds?”. El perro se asomd a la ventana con el jarro todavia en |a
cabeza.

|El jarro estaba tan pesado que hizo que el perro se cayera de
cabeza por la ventana!

El nifio fue a ver como estaba el perro. El perro no estaba herido,
pero el jarro se rompid.

El nifio y el perro buscaron a la rana afuera de la casa. El nifio llamé
alarana.

10

El nifio llamaba a la rana en un hoyo que estaba en la tierra,
mientras que el perro le ladraba a unas abejas en su panal,

11

Una ardilla salié de su hueco y mordié la nariz del nifio por
molestarla. Mientras tanto, el perro seguia molestando a las abejas,
brincaba hacia el drbol y les ladraba.

12

El panal de abejas se cayd y las abejas salieron volando. Las abejas
estaban enojadas con el perro.

13

El nifio no presté ninguna atencién al perro. El vié un hueco grande
en un drbol y queria ver si su rana se escondia alli. Asi que trepd el
arboly llamé a la rana en el hueco para ver si estaba.

14

De repente un buho salié del hueco y lanzé al nifio al suelo. El buho
lo vié fijamente y le dijo que se fuera.
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15

El perro pasé al nifio corriendo tan rapido como pudo porque las
abejas lo perseguian.

16

El buho persiguié al nifio hasta una piedra grande.

17

El nifio se encaramé en la piedra y llamd otra vez a la rana. Se
agarrd a unas ramas para no caerse de la piedra.

IPero las ramas no eran ramas reales! Eran los cuernos de un
venado. El venado levantd al nifio con su cabeza.

19

Y el venado empezd a correr con el nifio que estaba todavia en su
cabeza. El perro también corrié al lado del venado. Se acercaron a
un precipicio.

2021

El venado se paré de pronto y el nifio y el perro se cayeron por el
precipicio.

22

Habia un estanque debajo del precipicio. Aterrizaron en el estanque
uno encima del otro.

23

Oyeron un sonido que conoclan.

24

El nifio le dijo al perro que se callara.

25

Los dos se acercaron con cuidado y miraron detrés de un tronco de
un drbol.

26

Alli encontraron a la rana del nifio. Habla con él una rana mamé
también,

27

Ellos tenfan algunas ranitas bebés y una de ellas saltd hacia el nifio.

28-29

La ranita queria mucho al nifio y queria ser su nueva mascota. El
nifio y el perro estaban felices de tener una nueva rana y llevarla a
casa. Cuando se iban, el nifio dijo adiés a la que fue suranay
también a su familia.
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Appendix C: Picture Books Used For Data Collection

Frog Goes To Dinner by Mercer Mayer (1974)

fi«“ROG GOES TO
DINNER by Mercer Maycr g
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| FROG
GOES TO DINNER

by Mercer Mayer

A Puffin Pied Piper

——— — EUGENEPUBLIC LIBRARY —
100 WEST 13TH AVENUE
EUGENE.OR 97401-3484

Group
mmmm_.wﬂmm.

New York. New York 10014, U.S.A
hmm;mznmmam.umwmw
mmmmw_Mmm
Penguin Books Canada Ltd_ 10 Aleorn Avenue.
Toronto. Ontario. Canada M4V 382
Penguin Books [N.Z) L1d. 183150 Watran: Road.

10. New Zealand
Penguin Bosks Lid. wmmmmm
Middlesex. Englang

owwmmmhnmw
Mﬂaﬂuhﬂ‘l’mm‘
A Division of Penguin Books USA Inc.

Copyright © Jgﬂb_vum:ulla_wr
All rights reserved
Library of Congress Catalog Card Number: 742881
Printed in Kong
thmnhedhperﬁmg 1977
ISBN 0-14-054633-2
A Pied mpermaamm:mmdmmrw
Young Readers, 4 Division of Penguin Books USA Inc..
@™ 1163686 and @ ™ 1054312,
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Frog, Where Are You? By Mercer Mayer (1969)

i g bl OSSN

frog, where
are yOll‘) by mercer mayer
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A division of Penguin Putnam Inc.
345 Hudson Street
New York, New York 10014
Copyright © 1969 by Mercer Mayer
All rights reserved
ISBN 978-0-8037-2881-3
Library of Congress Catalog Card Number: 72-85544
5791086

Manufactured in China on acid-free paper

Published by Dial Books for Young Readers
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‘& is missing and lheedom'l see him anywhere,
Can Ihremd hhq} find their pew riend?

Mercer Mayer is considered onc of the creators of the wordless
pieture book form. A Boy, a log and a Frog was his very first
published book and the start of the successfal scries aboul the
adventurous lillle boy and his curious animal lriends, Since then
Mayer has gone on 1o ereale the classic There’s a Nightmare in
My Closed, the wildly popalar Little Critter serics, and many
more beloved books for children,

ISBN 9T&-1-428-T2157-9

sl
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Appendix D: Relevant Excerpts from EasyCBM Manual

i
easyCBMAL .

Teacher Deluxe

User’s Manual
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Sample Benchmark Report with Progress Monltering Suggestions

== -
[P TEEERTEAL | A TR e B
BRI AR T XA MR AT R OGN R o e Pt
A ey
Baiiling e e
e e
Students (e o - e e Lipr——s
Repprstad Fragruna
b g L - Lot L e
L RS v C “ 5 L ey
1 B b ¥ FRE . e 7oy T = .
[ ] ® 1-7#1:—H-|---
i Commn Dl . LR T e L1} =
- -
Y Sy e—— S T ey e
Measure Descriptions

Reading Measuras
The reading assessments include the fellowing moeasures, which are based on the “Big Five"
from the National Reading Panal:

* Alphabatic Principle (Phonama Sagmanting, Lotter Mamas)

* Phonics (Lotter Sounds)

*  Fluency (Word Reading Fluency, Passage Reading Fluancy)

*  Vecabulary (Vocalbulary)

« Comprehansion (CCSS Reading, Multiple Cholce Reading Comprahansion)

Commaon Core mading mansures are spocifically designed to address aspocts of mading
comprahension not assessed through ficticnal narative taxt. The measuraes include Read to
Parformmn a Task, Informational Text, and Short Literary Text, While the MCRC measures am most
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appropriate for use as screaning assessments, the CCSS reading measuras ara more
appropriate for Progress Monitoring, particularly for students with low comprehension skills.

Reading Curriculum Based Measures

Thesa mading amas

Thesa mading areas amre based an fhe “Big Fve" comstructs of are based on
reading repored in the 2000 Matonal Reading Panelrepart. Commaon Core Siate
Sandards (CCES )
READING READING
Commaon Core
Grase Pimvemic | Late | st Word | st oty o, M| it
Literacy Text)
K . « L "
1 v v v v L
2 v v ¥ v
3 v « v v L
4 + + ¥ L
5 L v ¥ v
(] v v ¥ ¥
7 + + ¥ +
] o v ¥ L

The reading measures address the follvwing reading componants that are all critically important
componants identified by the National Reading Panel and outlined in the CCSS:

* aarly literacy {phonamic awarenass and phonetic dacoding)
= fluancy

* comprahansion

= yocabulary

The measures included in the early literacy componant are Latter Mames, Latter Seunds, and
Phoname Sagmenting. All of these measures ane fluency-based and consist of one minute,
individually administerad and scorad timed tests. Each altamate form of the measune (for
axample, 17 Letter Mames assessments) contains different combinations of letters and sounds,
The teacher should not teach the letters specific to each assessmant. The instructional focus
should be on attaining proficiency with all upper- and lower-case ketters and accompanying
solinds.

The Letter Names test is included in the kindangarten and grade 1 measures and consists of
both upper and kower case alphabet latters that are presented in an order based on ampirical
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evidance of thair difficulty (Figura 1), The student is required to name the latters that are
prasanted by row; all letter names that are identified correctly within a one-minute pariod
constitute the raw scom,

Figure 1: Sample Letter Mames Measure (Kindergarten)

P Ly Poiss K- 0

2= X
3 -“-“
'nll—.ﬂ
Hlﬂ'lﬂ
zTmm
-l-IZII-
E-tl -_‘-
—'n':

o
&
m

Tha Letter Sounds measure (kindargarten and grade 1) contains lower and upper case lettars and
lottar pairs |

Figure 2) in an order based on empircal evidence of their difficulty. The student must identity the
latter sound that is made by the lettar(s). The total scone is comprised of the sum of all comecthy
identified letter sounds named in ona minuta,

Figure 2: Sample Letter Sounds Measure (Grade 1)

wluibainl @ g Farws -1
Lattar Saunds
Gy | G| Y B o [ k| X & |[A
la|X[ijU|lag|n|&[T]
I I M| || 8 |Q)]E i |V
1 bo|aqud | M| 0 fwmilu| § i ¥ | 5h

Tha Phoneme Segmenting measum is included in the kindergarten and grade 1 assessmaents
and contains items that require the student to idantify the individual phonemes in sach word that
Is orally presented by the teacherfaxaminer (

Figure 3), The total score is the total number of comect phonamaes identified within a one-minute
pericd,

Figure 3 Sample Phoneme Segmenting Measure (Kindergarten)
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Mos| Toacher |  Sludent | Number Do Toacher stident [P

Kayn Ay Careil ay har Correl
™ TR W | i
1| e TR M | s

Tha flusncy maasures am Word Reading Fluenoy and Passage Reading Fluency. Thaso
maasures assess fluency of words read in isclation and in contaxt, Word Reading Fluancy
maasuras ara included in the Kindergarten through third-grada assessmants (Figur 4); Passago
Reading Fluancy measuras ranga frem grada 1 through grade B (Figura 5), Wonds for tha Word
Raoading Fluency maasures wora solacted from a varety of sources, including Dolch word lists,
onling grade-level word lists, and Fry's "instant 1000 words,' Thay include words with both
regular and iragular sound patterns and in a varaty of lengths, The words wane pilotad in a large
multi-grade study in 2006, the difficulty of anch word was then calculated, and test {oms waon
constructad to ba aquivalantly difficull within aach ghvan grada,

Ag with tha early literacy measures, the words contained in the Word Reading Fluency mansuras
ara prasantad in ordar of increasing difficulty and vary in complaxity, Kaaping in mind that CBMs
ara ganaral cutcoma maeasura, tha specilic words should noet be practiced. Rathar, the
instructicnal focus shoukd be on taaching high frequancy words and phonatic decoding skills so
that studants can access words quickly and afficiantly, The total score for both Word Reading

Fluancy and Passage Reading Fluency |s the number of words read comactly within a one-minute
panod.

Figure 4: Sample Word Reading Fluency Measure (Grade 3)

Shudent Capy Faimm 31
Word Heailirg
[ 1 - [ | - - L | - ] L -
I # =+ 4
l A =1 [T 1 iy 1 . | —— " e |
| e e mpan peed e i C
& " - 1
; Rl L ] Ll 1 RELE @i L] 1 iy 1 = .
| —ty tlin —— i fare e
Sl - e e mmllES i F S Ml |
-r () e P e i iy = 1 |
L I r I 4

Figure 5: Sample Passage Reading Fluency Measure (Grade 3)
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Student Copy Form 3-1

Susen wi rrvess Battvst it mas hee st day arbendeng o sem sehoal
B el jan® mwed foom o dif farent shese. SR dll net insw amybady ot her
agw pahesl Shi i sirrid that tha bl seeld e maen 1 her Bath hae
wribar gnd fathar had gfartad riw joba on Swnan Bad te reda ha Bus be
schasl in her dwm Bhit fri® diy, This Sade Bér dvén mare stfetad A Sedos
wey waibong for the boa amather girl abeut ber sge walked up to he bur step
dpa Sha paid bhar nemg sag Kaean She srbad F Supan sy geay b Degr Park

The Multiple Choice Reading Comprehension measura (MCRC) is an untimed assassmant that
maasures student comprahension of written text (Figure ). Thase measures are dasignad for
stugants in grages 2-8. Multiple choice guestions at the and of the passage assess studgents'
literal, inferential, and {in grades 3-8) evaluative comprehansion of text.

Students can complete these measures via paper-and-pancil or onling. Each MCRC test takes
approximately 30 minutes to complete. The total scome is the number of cormect responses that
the student provides. A parcent score (parcent of iteams comractly answerad) as well as an itam
analysis (number of tems coractly answerad, catagonzed by iterm type) ane providad in item-
leval raports, in addition to the total score. It is important that the parcentile rank that
cormesponds with a particular raw scora, not the raw score itsell or the perceant comrect, ba used
when interprating student performanca. The MCRC measures are, by design, the most
challenging of the easyCEM reading measures.

Figure 6: Sample Multiple Choice Reading Com prehension Measure (Grade 3)

Student Copy Form 3-1

Direchions: Meate redd the story and then sntmer the queitssnd thal come alter it.

Thee Great Boke-(Hf

Appla Broam Batty bnaw foday was gaing 1o ba a fantasts day. On har sy ta schosl
iha iow & s arwouncing a fown bakie-aff, Apple lewsd fa bake e wnd fomous ol aver
Powrt for ber eookies and cabed. Bt Apple knew Phat Yo min Thei bole-of | ghe ssuld hove
fo el woet thing really etupendous. What cold Apple Mok thel would be ss greal it
watild b smarded fira? proe?

Alter wibiil, sha rushad homa be dedsds what ta make for tha bake-of |, dpple
Ihwghlﬁd:uhu hﬁduﬁiﬂ#kﬂ!hﬂﬂm”u Thtis miFe
marry kandy of conhies she could mole. Howewer, Apple nerpec ted that even grest cookies
would rt ek goad ensugh e win, for thire would be dogens of coskess ot the bake-of f,
Apple keww she wonted fe shond out. Heal, she thasght about cales. Her cobes were

The Vocabulary measures grades 2-8) are intended to measure vocabulary proficiency
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appropriate for a student's grade level |

Figure 7). The words included in the Vecabulary measures wane selected from a vanety of contant
materials and ware axtensivaly field-tested, The bank of tems reprasents a wide range of
difficulty all alignad to grade-leval content standards, The test can be administered via paper-
and-pancil or onling and takes approximataly 10 to 15 minutes to complata, The total score is tha
number of cormact responses that thae student provides, As with the other easyCEBM measures, it
ts important that the percertile rank that cormsponds with a particular raw scora, not the raw
scone itsall, ba used whan interprating student parformance, and that teachers not usa tha
vocabulary tests as study guides or to identify vocabulary words for spacific instruction with thair
sludants,

Figure 7: Sample Vocabulary Maasure (Grade 3)

ey 1

Ll S Dt

1 T b @ goeied kot (layod Lak od Kl of piRcice Haos pRaciion. Madns
A isagang B owalthing  C, Iraining

T ke uale, Saw wali on he Inlaad of the wneet
A nighesy B uoewsk G, oad

X Thes laemesr groews wlial b Diead. Hedo wheal mednd &
A e plesl B doy Mecler | G, el coanaal

Tha CCSS Reading measures include Read to Perform a Task, Informational Text, and Short
Literary Text passages, They ane comprehansion assessmants utilizing a variety of text, For
axample, informational text (Figura 8), literary text (Figure 9), and raad to parform a task (Figure
10) are all drawn from ona of the CCSS Reading measures, Each of the measures includes five
short prompts with five cormesponding guestions; tha total scora is the number of items
answered cormactly out of a possible 25, Again, it is important that the percentile rank that
corresponds with a particular raw scora, not the raw score itsell, be used when interprating
stugent pardormance, The CCSS Reading tests can be administerad via paper-and-pandil or
onling and are components of the graces 3-8 measuras, Note: these measures are most
appropriate for monitoring the progress of students who are experlencing significant
difficulties with reading comprehension.

Figure 8: Sample Informaticnal Text Measure
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There we many kinds of haals Sasss bials move with Db wossd Some sty
et Wit Wit Pl ol a stand. Mty maivr along the wades with the help of pgle
SiPhacats marve wyaih e wvinad A person wteers the bagl, Tt gerrun iy calied
wislurt | The waibests st Wloe sl il Pradded ion U Bussil mosriees nimssset Bl
Tasenne Dsatn mmarvw with wmastud, Tharss busal s stw sl it Peujile whe
a1 fivh wee matorbast o reach derp waler . \ese maolorbasts are hige sl ary
cargn They ie calbed cangs boati

Hirwlsis masrr with i lelp o peeple wting sars Dary are leng viicks that drep
it Ayr water The nars mseh hilie padiies, making (he haal mee

Sainie Dansts are small s sime loits 5w big, Seme Bosty mee slialy, sl
wthirs mirve quichly. All baain are slie o one wey They all mes o wain®

1. Wit s nala !
& Mot

b Fabiles
€ The wind

Figure & Sample Short Literary Text Measure

Map, v Tildag Lot

Irvtingiow @ wal had abis’ Lusy's Wiwsed b o bog, Porry sl sl Slas Ban puiny
Jrictl b v anil makos @ vareety ol sl M sl s pemond Ly o warils
Lusy jgned 40 bt [Fena | hivens Bt & voem o rests Rt of M doar e parrien
Bort b e iy Wl Ly Dol e el s ML, 10 s lamislly 11

i e i narying. “Wie™ Wher wwallon e Bl Brur Fiara, s dnllorey doer
e e i o

Libaiy bihies Do winil Bt Boimred el Ml M theamihin MLaw i b iy it iad 4 00 e
1ii TR aluiegt M bopi st Rm mails Mgyl sty Mia mill oy ber
“haicy.” Thit will b & grest day”
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Friend

Figure 10: Sample Read to Perform a Task Measure
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Passage Reading Fluency (PRF) - First Grade through Eighth Grade

= NI T

g~

Raad the directions to the student axactly as written on the Assessor Copy.

Go over all proper nouns in the passage bafora baginning the timing.

This is a one minute imed test,

Bagin timing whan the student says the first word of the reading passage.

Place a bracket after the last word read before time axpires,

If the student does not read any words cormactly inthe first line of the first passage,
discontinue the task and record a score of zero.

Omitted words are scored as incorrect and marked with a slash through the word,

If a studant hesitates or struggles with a word for 3 seconds, tell the student the word and
mark the word as incomact,

If tha studant makes an amor then self comacts within 3 seconds the assessor wiites “SC"
abowva the word and it is nol counted as an arror,

10. Inserted words ane ignored and not counted as amors,
11. At the end of the test, the Assessor should fill in the spaces indicating Total Words Raead,

Emors, and Total Comect Words,

You have the option to anter student responses directly into a tablet rather than marking an
assessor copy and antering scores later. The systam is optimized for use with iPads and has
alzo bean successiully used with avariety of other tablet devices; please check compatibility
with your spacific tablet in advance of using with studants, Whan using an iIPad, you neod only
the student copy of tha test and a single assessor copy (for reading the stand ardized
administration instructions aloud to the studants), as the enline user interface includes the
assessor copy as wall as a stopwatch, which you activate when you begin administerng the test,
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Afer the test is complate and the responses are entered for each student, you press “Sava” to
ansure that each studant's scores are saved.

To anter and score student responses, click on the “Enter Scores” link and select the group for
which scores will ba enterad, as shown in the figure balow. Infarmation about how to anter
sooras for each test is available on the tab “Show Instructions.”
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