THESIS

THE BI-DIRECTIONAL ASSOCIATION BETWEEN SPANISH-SPEAKIN
PRESCHOOLERS’ ENGLISH ORAL PROFICIENCY AND

STUDENT-TEACHER RELATIONSHIP QUALITIES

Submitted by
Lauren E. Stargel

Department of Human Development and Family Studies

In partial fulfillment of the requirements
For the degree of Master of Science
Colorado State University
Fort Collins, Colorado

Summer 2012

Master's Committee:
Advisor: Francisco Palermo

Karen Barrett
Kim Bundy-Fazioli



ABSTRACT

THE BI-DIRECTIONAL ASSOCIATION BETWEEN SPANISH-SPEAKIN
PRESCHOOLERS’ ENGLISH ORAL PROFICIENCY AND

STUDENT-TEACHER RELATIONSHIP QUALITIES

This study examined the bi-directional association between Spanish-spgi@sogoolers’N =
137) English use tendencies and vocabulary skills and the quality of the studkat-teac
relationship (e.g., close, conflictive, and dependent). Results revealed Ithetcivho began
preschool in the fall with high English expressive vocabulary skills and a Imdartey to use
English were more likely to develop close relationships with their teachefi@ltvweing spring.
Further, children with dependent relationships with their teachers in the faisthmol were
more likely to exhibit low English receptive vocabulary skills in the spring.sdffiadings
highlight the importance of Spanish-speaking children’s English oratody upon school
entrance for the development of positive student-teacher relationships, whithbmmne
avenue to foster their school achievement and help close the academic @ectogap between

Spanish-speaking students and monolingual English speaking peers.
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CHAPTER 1

Prior research suggests that the quality of the relationship that childrdapdeve
with teachers in school may be associated with their overall school adptistnue
academic achievement. Positive student-teacher relationships thiatsarare likely to
foster children’s learning in school and preschool settings, whereas negjatieat-
teacher relationships that are dependent or conflictive may hinder theintgée.g.,
Birch & Ladd, 1997; Hamre & Pianta, 2001; Justice, Cottone, Mashburn, & Rimm-
Kaufman, 2008; Maldonado-Carreno & Votruba-Drzal, 2011). Further, other fesearc
suggests that monolingual children’s behaviors and academicallgeralatls, (e.g.,
their language abilities) upon school entrance may be an important conttdtiter
guality of the relationship that students form with teachers. In partichi&iten with
pro-social behaviors and high academic abilities are more likely to deves®p c
relationships with their teachers, whereas those exhibiting anti-betialzior and low
academic abilities are more likely to develop conflictive or dependetitoreships with
their teachers (e.g. Birch & Ladd, 1998; Jerome, Hamre, & Pianta, 2008; Rudasi
Rimm-Kaufman, Justice, & Pence, 2006). Thus, the extant evidence supports a bi-
directional association between children’s behaviors or academicesditd student-
teacher relationship qualities. Investigating this bi-directionaciesson is important
because it has the potential to provide a clear understanding of how the studlest-tea

relationship quality operates with respect to children’s early acadenhicrpance.



Understanding the association between oral language skills, such as vgcabular
and one’s tendency to use language, and the student-teacher relationshipulsupgarti
important for language-minority (LM) students because many of thesentstidee
language barriers that elevate their risk of falling academibaliynd English
monolingual peers. LM children comprise approximately 21% of students in the U.S,;
71% of whom are Spanish-speaking (National Center for Education StatiSHES|N
2010). Many LM children are at a disadvantage upon entering school because before
they can begin learning fundamental academic skills, such as readingatieetyp
acquire English language skills (Bailey, Burkett, & Freeman, 2008). Thiemhalthis
early language barrier poses is evident in that 71% of LM childrefi gmatle perform
far below their English-speaking peers in school reading assessmertty, &hgrade,

75% of them continue to lag behind (NCES, 2009). Due to the fact that many Spanish-
speaking children begin school with limited English language skills, it is tanuao
understand whether this may be a barrier in the development of positive saadrart
relationships, which could foster school achievement and help close this acadamic ga

Relatedly, research suggests that LM children’s limited oral Engtficiency
is a critical underlying factor that is associated with their diminishegigh reading and
vocabulary skills (August, Carlo, Dressler, & Snow, 2005; Dickinson & Porche,ss;pre
Lesaux, Crosson, Kieffer, & Pierce, 2010; NICHD Early Care Research Netkdfk;
Storch & Whitehurst, 2002). Thus, it is important to identify the factors that ang kel
foster Spanish-speaking children’s English oral proficiency in preschool, sulh a
student-teacher relationship, when they are beginning to acquire other fumaame

academic skills (Hammer, Farkas, & Maczuga, 2010). Few studies hausmeddhis



association with Spanish-speaking students, though, so questions remain about the extent
to which these children’s English language skills are associatedheitfutility of the
relationship that they form with teachers. Thus, the goal of the present stady w
examine how children’s English vocabulary skills (i.e., receptive and exmeasd
their tendency to use English upon entering preschool were associated with tityeofuali
the relationship (i.e., close, conflictive, or dependent) that they develogeteadchers.
More specifically, the present study examined this association in aebtidival manner;
that is, it also examined the extent to which the quality of the studenttealimnship
was associated with Spanish-speaking LM children’s English vocabul#isy ski

Students’ Academic Performance and Student-Teacher Relationgis

Children’s academic performance and development of academicallgerskatls,
such as vocabulary, is likely to be shaped by social experiences. In other words, the
interaction between children’s abilities and the learning environment ¢eam &ster or
hinder school success. Bell (1968) highlighted the importance of this bi-directional
perspective of development by suggesting that individuals can influence their own
socialization process and by emphasizing the need to look at how the environment is
likely to shape an individual’'s development, how an individual shapes the surrounding
environment, and the interaction of both. According to this bi-directional perspective, it
is important to view children’s learning as a product of an on-going itiemdwetween
the individual and their surroundings, including the quality of the relationships that
children form with individuals closest to them (Sameroff & Chander, 1975; Sameroff
Mackenzie, 2003). Research suggests that the development of student-teacher

relationships is a dynamic process that must take into account individualtehatias



and the behavioral tendencies of children (Myers & Pianta, 2008; Zhang & Sun, 2011).
In this study, children’s language abilities were considered as indivcagdcteristics

and the student-teacher relationship was considered as an environmental infAgnce
such, it examined the association between the quality of the student-te&aticarsieip

and children’s language abilities as a continuous interaction, in which bothlearia
simultaneously influence the other.

Children’s positive behavior and academic abilitidsvidence suggests that
students’ positive behavior in the classroom may be associated with develogimg cl
student-teacher relationships. For example, Birch and Ladd (1998) found that children
who exhibited high levels of teacher reported pro-social behaviors in kindergarten,
including cooperation with peers, were likely to develop close relationships wiith the
teachers in both kindergarten and first grade. Further, Rudasill and Rimmmdgauf
(2008) found that children who were reported by mothers at 54 months as being less shy
and exhibiting high levels of effortful control, including the ability to stay fodusel
respond readily to parents, were likely to develop closer relationships withitsteir f
grade teachers than children who were shy and exhibited low levels of eftorifubl.

Additionally, children’s academic abilities upon entering school may be
associated with their development of close relationships with teachersxdfople,

Jerome et al. (2008) found that children who entered kindergarten at 54 months with
higher academic achievement, as measured by assessments of chathexgdrd
identification, ability to solve applied mathematical problems, and use of phongctekill
pronounce unfamiliar words, were more likely to develop close relationships with thei

teachers during that school year than children who scored low on those sasuemet



academic achievement. Thus, children who exhibit pro-social behavior and show high
academic abilities when they start school may be more likely to develop close
relationships with teachers.

Children’s negative school behavior and low academic abilit@snversely,
children’s negative behavior and low academic abilities may be associdtettiavit
development of conflictive and dependent student-teacher relationships (ehg&Bir
Ladd, 1998; Jerome et al., 2008; Rudasill & Rimm-Kaufman, 2008; Rudasill et al., 2006).
For example, Jerome and colleagues (2008) found that children who entered kiadergart
with low scores of academic achievement and high maternal reports of extegnali
behavior at 54 months were likely to have conflictive relationships with their tsache
during that school year. In another study, Rudasill and Rimm-Kaufman (2008) found
that children who were shy and exhibited low effortful control at 54 months wekg like
to develop conflictive relationships with their teachers in first grade.

Relatedly, children’s early language skills may also be an imparteutitibutor to
the quality of the relationships that they form with teachers. Rudadill(2086)
examined the association between monolingual English-speaking childreniadang
skills in the fall of preschool and children’s temperament and student-tealetienship
gualities the following spring. They found that children who were timid and had low
language skills in the fall of preschool, as measured by the mean lengthraricgteand
words that children used when their language was recorded, were more likelylopdeve
conflictive relationships with teachers in the spring. This research sugportea that
it may actually be certain characteristics that children portfenvwhey begin preschool,

including academic achievement, language skills, and other behavioral congseterad



contribute to the quality of the relationship that they form with teachers. Tlas, it
important to examine how children’s abilities upon school entry are associabetthavit
quality of the relationship that they form with teachers.

Although this research has focused mostly on monolingual English-speaking
children, it is reviewed in the present study because at the time of this wmiistudies
were known to have examined the association between the student-teadoeshatat
guality and Spanish-speaking children’s English acquisition or acadentedrela
performance. Extrapolating this research to Spanish speakers, it maytheithat
English language abilities upon school entry is an important factor contributing to the
quality of the relationship that they form with their teachers; that ise ttloigdren who
exhibit high English language skills and a tendency to use English more may develop
closer relationships with their teachers than those students who have lowaigkng
skills and a tendency to use English less.

An Alternative Model

The above research supports the idea that Spanish-speaking children’s English
language use tendencies and vocabulary skills are likely to contribute to libhe afube
relationship that they form with teachers. However, it may also be tedéhzghe
guality of the student-teacher relationship contributes to their Englisprofadiency
(Bell, 1968; Sameroff & Chandler, 1975; Sameroff & Mackenzie, 2003). This idea ste
from attachment theory, which suggests that the quality of the relationsaipsting
children form with those closest to them, such as parents and teachersy e ltay an
integral role in shaping their development and learning (Bowlby, 1969; Weinfield,

Sroufe, Egeland, & Carlson, 2008). Empirical evidence supports this idea as well (e.g



Arbeau, Coplan, & Weeks, 2010; Birch & Ladd, 1997; Ewing & Taylor, 2009; Howes,
Matheson, & Hamilton, 1994; Hamre & Pianta, 2001; Justice et al., 2008; Pianta,
Steinberg, & Rollins, 1995; Pianta & Stuhlman, 2004). For example, close student-
teacher relationships have been shown to be associated with children’s acadéres; abi
including their language abilities (Birch & Ladd, 1997; Justice et al., 2008).

Positive student-teacher relationshig3rior research suggests that positive
student-teacher relationships that are close, warm, and supportive areoliakay &n
important role in children’s academic adjustment, particularly in childrearly
schooling. For example, Birch and Ladd (1997) found a positive association hetwee
close student-teacher relationships and children’s scores on assessmehtdasfgrage
and reading abilities, including letter recognitioral language, and listening skills. The
relationships that teachers form with children early in school may alsebtete of
children’s academic performance. For example, Pianta and colldd§9&g found that
students with close student-teacher relationships in the beginning of kindengarées
likely to exhibit high levels of school competence (including assessmecdgitive
and language abilities) across kindergarten and first grade. Furtherpiédrafound that
when the relationship quality between teachers and children improved aerosstalry
school, teachers’ reports of children’s language and math skills alsoweapr
(Maldonado-Carreno & Votruba-Drzal, 2011).

The relationship qualities between teachers and students in early educati
settings may also be important for enhancing children’s language dkile of the
few studies examining the influence of the student-teacher relationship ohquies

children’s oral language skills, Justice et al. (2008) examined theiaissn between



teacher reports of student-teacher relationship qualities and assesehwhildren’s oral
language skills during the fall of preschool. Their results revealed avpassisociation
between having a close student-teacher relationship and childreniadgng
comprehension skills in the fall of preschool. Interestingly, student-tedolseness did
not appear to be associated with children’s expressive language abilities.

Negative student-teacher relationshig3onversely, research suggests that
conflictive or dependent relationships between students and teachers rsagdiatad
with negative outcomes for children in school settings. For example, in a study by
Hamre and Pianta (2001), a positive association was found between students with
negative relationships with teachers in kindergarten and problems througmoemtzlie/
school. Specifically, using teacher report data, they found that negativetsiemisher
relationships in kindergarten were associated with lower gradesdingesnd math from
grades 1 through 6. Similarly, Pianta and colleagues (1995) found that conflictive and
dependent student-teacher relationships in the beginning of kindergarten weireehyegat
associated with school competence across kindergarten and first gradeuld?rtihey
found that children whom teachers perceived as having conflictive or dependent
relationships with them in the fall of kindergarten were likely to score lower on
assessments of school competence, including cognitive and language s&dlgyraents,
in the spring of kindergarten and first grade than children whom teachees/pdras
having close relationships with them.

Conflictive and dependent relationships between teachers and students in
preschool are also likely to be negatively associated with children’smoadeadiness

for kindergarten, as assessed during the spring of preschool (Palermo, Hamtgh, M



Fabes, & Reiser, 2007). More specifically, they found that children who had dependent
or conflictive relationships with their teachers, as assessed by teapbds, were likely
to exhibit more aggressive behavior in school, including arguing and getting in fights
than children with close student-teacher relationships. Moreover, childrenéssiggr
behavior was positively associated with teacher reports of peer exclusioh,tidyc
found to be negatively associated with children’s academic readiness — nasiely, t
logical thinking, mathematical, reading, and writing abilities.

The research reviewed above supports the idea that the quality of thonshbiiti
that children develop with teachers may play a critical role in childesnly learning
and school adjustment. More specifically, close student-teacher relationstyips m
promote children’s academic achievement, including early development oa{gngu
skills, whereas conflictive or dependent relationships with teachers rragtdeom
Spanish-speaking children’s language development.

The Present Study

The goals of the present study were twofold. The first goal was tofidedi
extent to which children’s English vocabulary skills and tendency to use English
contribute to the quality of the student-teacher relationship that theyogev@lven that
close student-teacher relationships are likely to foster childrdeisdehool adjustment
and academic achievement, it is important to identify whether Spanish+speaki
preschoolers’ English oral language skills influenced the quality of udest-teacher
relationship (i.e., close, conflictive, and dependent). The secondary goal @asriine
the association between the student-teacher relationship qualityfatl tfepreschool

and Spanish-speaking preschoolers’ later English vocabulary skills and tetalese



English. By examining these associations bi-directionally, the presentptudgtes a
fuller picture of the extent to which Spanish-speaking children’s Bngtial proficiency
contributes to the quality of the relationship that they develop with thel@esaand vice
versa. Further, if both processes are supported in this study, it will giveditite bi-
directional nature of Spanish-speaking children’s early English oratméy. The
following four hypotheses were tested.

Hypothesis 1.Spanish-speaking students’ English expressive and receptive
vocabulary skills and tendency to use English will be positively associétedlose
student-teacher relationship qualities across the fall and spring senudgiszschool.
Specifically, | expect that children with high levels of English lagguase tendencies
and receptive and expressive vocabulary skills in the fall will exhibit skosient-
teacher relationships in the spring (Hamre & Pianta, 2001).

Hypothesis 2.Spanish-speaking students’ English language use tendencies and
vocabulary skills in the fall of preschool will be negatively associated withictwvd!
and dependent student-teacher relationship qualities the following springficapgcl
expect that children with low levels of English language use tendenciescaptive and
expressive vocabulary skills in the fall will exhibit conflictive or dependardent-
teacher relationships in the spring (Hamre & Pianta, 2001; Rudasill et al., 2006).

Hypothesis 3.Close student-teacher relationship qualities in the fall will be
positively associated with Spanish-speaking students’ English languatmdeacies
and expressive and receptive vocabulary skills across the fall and sprirgjessroé
preschool. Specifically, | expect that children with close student-teealagonships in

the fall of preschool will exhibit high levels of English receptive and exeess
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vocabulary skills as well as high tendencies to use English in the spitoly §8Ladd,
1997; Justice et al., 2008; Maldonado-Carreno & Votruba-Drzal, 2011; Pianta et al
1995).

Hypothesis 4.Conflictive and dependent student-teacher relationship qualities
will be negatively associated with Spanish-speaking students’ later Etagiguage use
tendencies and vocabulary skills. Specifically, | expect that childrncanflictive or
dependent student-teacher relationships in the fall of preschool will exhidivelg of
English receptive and expressive vocabulary skills and low tendencies to uisé Engl
the spring (Hamre & Pianta, 2001; Palermo et al., 2007; Pianta et al., 1995).

Method
Participants

The participants in this study were part of a larger longitudinal studyiexem
Spanish-speaking children's readiness for school. The participantsesrriéed from
10 Head Start (HS) preschool classrooms in a large metropolitan aresobtitheest in
two cohorts. Each cohort represented a year of data collection. Classraenmslire
day programs, with Spanish-speaking children comprising 70% to 100% otchudr
classroom. The lead teacher and/or aide in each classroom were fluent gh Sjitanas
common for children to hear both English and Spanish in the classroom throughout the
day. Bilingual (English/Spanish) researchers went to each pattigy HS classroom to
meet with parents and discuss the study. The researchers discusseditijeats,
benefits, and children’s role. Parents were then asked to sign a consent form oafbehalf
their children. All children that participated in the study provided assemich€es were

also asked to fill out a consent form.
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The study sample consisted of 137 HS preschoolers. More than half were boys
(57%). Their ages ranged from 43 to 60 monkhs=(52.23,SD = 4.42), with age
calculated at the beginning of the preschool year. The children were exposedng va
levels of English and Spanish in the home, with 41% of parents only using Spanish, 52%
using more Spanish than English, and 7% using more English than Spanish. The
majority of students were identified by parents as Mexican or Mexicagriéam (97%).
The majority of parents reported earning less than $30,000 annually (86%) and had
completed high school or less (70%).

Procedure

Data were collected using a multi-reporter, multi-method approach, including
parent reports, teacher reports, naturalistic observations, and standasdessireents for
children. Specifically, teachers completed questionnaires on their stedehet
relationship qualities in the fall and spring semesters of preschool. Children we
administered standardized assessments to gauge their general cogtitiee iatthe fall
(to control for children’s general cognitive abilities at the start of &6l English
receptive and expressive vocabulary skills during both the fall and spriegtees
Parents completed questionnaires in Spanish during the fall semester that provided
demographic information and reports of language use patterns in the home.

Naturalistic observations were gathered indoors and outdoors during each
observation day (except during meal times) for about 8 to 10 hours per week throughout
the fall of preschool (September to December). Approximately 18 bilingual
(English/Spanish; 94% female) observers were trained by faculty andesqaer

graduate students. They engaged in extensive training (lasting about féa), wdech
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included sessions where they observed and coded children’s behavior alongside the
trainer at a university-sponsored preschool, compared codes, and discussedtliscrepa
cases. Once the observer reached 90% agreement with the trainer, the pbaeticed
coding alongside an experienced observer at the HS classroom(s) wheress/he wa
assigned for data collection to learn children’s names and gain more agperie
Observers did not begin collecting data until they could successfully namalthrercin
their assigned classroom(s).

The observers were given a randomly ordered list of participating children in a
classroom and observed each child for 15 seconds at a time, following the order on the
list. When the observers reached the bottom of the list, they repeated thetarserva
again starting from the top. For each observation, the observers noted whetherthe targe
child was speaking English or Spanish. If the target child started sp&pangh and
used one or more words in English or vice-versa during the 15-second observation
period, that child’s language was categorized as “both.” These obserlptimcedures
have been successfully used in prior studies of preschoolers’ behavior and peer
interactions (Hanish, Martin, Fabes, Leonard, & Herzog, 2005; Martin & Fabes, 2001).
Across the two years of data collection, a total of 5,008 observations wergedatiit@
2,092 observations in the faM(= 17.53,SD= 11.53per child) and 2,916 in the spring
(M =21.92,SD= 13.05per child). For the purpose of this study, only the observations
pertaining to children’s English use were relevant, thus observations denotingrchildr
use of Spanish or both languages were excluded. In the fall, there were 329 arservati
where children were observed speaking Enghdh=(2.60,SD = 3.03; per child) and a

total of 488 English observations in the sprivg=£ 3.60,SD = 4.25; per child).
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Measures

Student-teacher relationship qualitfhe student-teacher relationship quality was
measured using the Student-Teacher Relationship Scale (STRS; Pianta, 200i9.aThi
28-item assessment completed by teachers that reports the quality of the tetacteer
relationship as perceived by the teacher. A 5-point Likert scale is uskdiems rated
from 1 definitely does not applyo 5 definitely applies Examples of items for this
assessment include “l share an affectionate, warm relationship witthitdisand “this
child easily becomes angry with me.” Separate subscales gaugkct,cdependency,
and closeness in the student-teacher relationship. The closerres&d), conflict x =
.88), and dependency subscales(.71) were shown to be reliable in this sample.

English expressive vocabularienglish expressive vocabulary skills were
measured using the Picture Vocabulary subscale of the Woodcock Johnson 11, Revised
(WJ-1ll, R; Woodcock, McGrew, Mather, & Schrank, 2001). This subscale is an
assessment of oral language skills. For this scale, the examiner pointsttoeagnd the
child must say what the picture is, with each successive item increasliffiaulty. For
internal consistency reliability, alpha coefficients were providediisrdcale for children
age 4 = .81)and age 54 = .76).

English receptive vocabularyEnglish receptive vocabulary skills were measured
using the Peabody Picture Vocabulary Test, Fourth Edition (PPVT-4; Dunn & Dunn,
2007). The PPVT-4 is administered individually. For this assessment, thenekami
reads a word aloud, and the child points to one of four pictures that match the word that

was read aloud, with each successive item increasing in difficulty. Farahter
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consistency reliability, alpha coefficients were provided for this $oalehildren age 4
(a=.96)and age 5¢ = .97).

English use tendencyChildren’s tendency to use English was assessed for both the
fall and spring semesters using a proportion of their English use based owtlea e
counts of English use per child from the naturalistic observations divided by tlugs chil
total number of observations in the fall or spring semester. A proportion score Was use
to account for individual differences in the number of observations. These individual
differences in the number of observations across children were due to severs) fact
including the number of students per classroom and their absences during daiarcollec
To gauge interrater reliability for children’s English use, approteiya@11 observations
across the fall and spring (about 16% of the total observations) were gathered
simultaneously and coded independently by two observekappaof .88 for children’s
English use across the fall and spring indicated good levels of agreenveseinet
observers.

Control variables. The variable of family level income which was reported by
parents on a parent questionnaire was examined as a potential covariateenShilain-
verbal cognitive abilities at the start of preschool were also exansregatential
covariate. Children’s general cognitive abilities were measuredeoydividual version
of the Naglieri Nonverbal Ability Test (NNAT-I; Naglieri, 2003). The NINAuses
matrix items involving shapes and geometric designs interrelated vial spabgical
organization to gauge children’s general cognitive abilities in a clijtuneutral manner,
regardless of English proficiency levels or socioeconomic background (hlagteth,

& Winsler, 2004). The NNAT-I has been shown to be a reliabte.89) and valid
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measure that correlatesX .50) with tests of intelligence and achievement, such as the
Wechsler Intelligence Scale for Children"™Edition and the Stanford Achievement Test
— 9 (Naglieri, 2003; Naglieri et al., 2004).
Results

Preliminary and Descriptive Analyses

Means and standard deviations for the main study variables are shown below in
Table 1. Further, Table 2 contains the bivariate correlations of the mainvsiuealyles.
Path analysis was used to test the study hypotheses. Discussed firstraggn models,
which examined the contributions of children’s English use tendencies aptive@nd
expressive vocabulary in the fall on the student-teacher relationship qualitiesspring
(i.e., close, conflictive, or dependent). Next, the alternative models esteel tto
examine the contributions of each of the student-teacher relationship qualihedall

on children’s English use and receptive and expressive vocabulary skills initige spr

Table 1. Means and Standard Deviations of Study Variables (N = 137)

Fall Spring
Variable M SD M SD
Close STRS 3.91 .58 4.03 .63
Conflictive STRS 1.67 .67 1.73 .68
Dependent STRS 1.91 .85 1.97 .66
Eng. Rec. Voc. 33.21 17.35 38.76 19.66
Eng. Exp. Voc. 426.14 23.46 436.01 21.31
English Use A7 19 .21 .30

Note Student-teacher relationship qualities were nmegkusing scores on the
STRS. Means and standard deviations for childrEnglish receptive and
expressive vocabulary skills are shown. Childrgm&gportion of English use
was measured using the proportion of observed &mgly total number of
observations.

For each hypothesized path model tested, a specification search was conducted to

identify the model that provided the best fit for the data (MacCallum, 1986). Maximum
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likelihood with robust standard errors was used to calculate the standard erners of t
model parameter estimates. To assess the fit of each path model te#iptk fit
indices were considered, including tf#statistic, root mean square error of
approximation (RMSEA), and the comparative fit index (CFl). Chi-squares/éiaé
are nonsignificantg > .05) are indicative of good model fit, as well as RMSEA values
less than .06 and CFI values above .90 (Hu & Bentler, 1999). Further, for all models, as
part of the specification search (see MacCallum, 1986), | set nonsignifithwaya to
zero and allowed variables correlated at the bivariate level to estimely fr
Children’s English Oral Proficiency and the Student-Teacher Relationship

The path model designed to test hypothesis 1 examined six direct paths from
family income, children’s cognitive abilities, close student-teachatioelships,
expressive English vocabulary skills, receptive English vocabulary skills,ragigiEuse
in the fall to close student-teacher relationships in the spring. To accoum fffdcts
of children’s general cognitive abilities at the start of preschool, a ghatictwas tested
from this variable to close student-teacher relationships. Similarhgdount for the
effects of family income levels, | included a direct path from that varialittose
student-teacher relationships. As mentioned earlier, | also controlleddotguels of
close student-teacher relationships.

The resulting hypothesized path model provided a moderate fit for the2lata,
(137) = 0.00p <.001; CFl = 1.00; RMSEA = 0.00. The paths from children’s cognitive
abilities and English receptive vocabulary skill were nonsignificant. Figpreskents
the standardized path coefficients for the revised differential effectel, after

conducting the specification search (MacCallum, 1986). This revised maotthel data
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well, 2 (133) =.99p = .91; CFI = 1.00; RMSEA = 0.00. The results revealed that
family income levels were negatively associated with close studacii¢r relationships
in the spring. In addition, previous levels of close student-teacher relatiomsthipdall
were positively associated with close student-teacher relationships initige $poth
children’s tendency to use English in the fall and children’s English expressive
vocabulary skills were positively associated with close student-teegdh@onships in
the spring. All other paths tested were nonsignificant.

The path model designed to test part of hypothesis 2 tested six direct paths fr
family income, children’s cognitive abilities, conflictive student-teachktionships,
expressive English vocabulary skills, receptive English vocabulary skill&raglgh use
in the fall to conflictive student-teacher relationships in the spring. To acfmuhe
effects of children’s general cognitive abilities at the start ofcpiesd, one direct path
was tested from this variable to conflictive student-teacher relationshipslarly, to
account for the effects of family income levels, | included a direct pathtfratvariable
to conflictive student-teacher relationships. As mentioned earlier, | atbmibed for
prior levels of conflictive student-teacher relationships.

The resulting hypothesized path model provided a moderate fit for the2lata,
(137) = 0.00p <.001; CFI = 1.00; RMSEA = 0.00. The paths from children’s cognitive
abilities, family level income, English expressive vocabulary skills|i&mgeceptive
vocabulary skills, and children’s tendency to use English were nonsignificgptie A
presents the standardized path coefficients for the revised differergigtisafiodel. This
model fit the data well2 (126) = 10.72p = .47; CFl = 1.00; RMSEA = 0.00. The

results revealed that previous levels of conflictive student-teaclag@onahips in the fall
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were positively associated with conflictive student-teacher relationshipe spring.
All other main paths were nonsignificant.

The path model designed to test the other part of hypothesis 2 tested six direct
paths from family income, children’s cognitive abilities, dependent studacitde
relationships, expressive English vocabulary skills, receptive English vacalsullls,
and English use in the fall to dependent student-teacher relationships in the spring. To
account for the effects of children’s general cognitive abilitieseastart of preschool,
one direct path was tested from this variable to dependent student-teachmrstaiadi
Similarly, to account for the effects of family income levels, | inclualedrect path from
that variable to dependent student-teacher relationships. As mentionead lealdie
controlled for prior levels of dependent student-teacher relationships.

The resulting hypothesized path model provided a moderate fit for the2lata,
(137) = 0.00p <.001; CFl = 1.00; RMSEA = 0.00. The paths from family level income,
children’s cognitive abilities, English expressive vocabulary skills|isimgeceptive
vocabulary skill, and English use were nonsignificant. Figure 3 presentsrtiardiaed
path coefficients for the revised differential effects model. This mddekefdata well,
x2 (126) = 7.89p = .72; CFI = 1.00; RMSEA = 0.00. The results revealed previous
levels of dependent student-teacher relationships in the fall were posisgeliated
with dependent student-teacher relationships in the spring. All other main paths we
nonsignificant.

Student-Teacher Relationships and Children’s English Oral Proficiency
The path model designed to test hypothesis 3 tested twelve direct paths from

expressive English vocabulary skills, receptive English vocabulary skilliskEnge,
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children’s cognitive abilities, family income, and close student-teaeksronships in
the fall to expressive English vocabulary skills, receptive English vocablilisy s
English use in the spring. To account for the effects of children’s gengratice
abilities at the start of preschool, three direct paths were tested fromrthldeséo each
expressive English vocabulary skills, receptive English vocabulary skills,ragigiEuse
in the spring. Similarly, to account for the effects of family income $&Vehcluded
direct paths from that variable to all three outcome variables. As mentiaried, ¢ also
controlled for prior levels of expressive English vocabulary skills, receptigéish
vocabulary skills, and English use.

The resulting hypothesized path model provided a moderate fit for the2lata,
(132) = 6.95p =.23; CFI = .99; RMSEA = .05. The paths from family level income,
children’s cognitive abilities, and close student-teacher relationshipddeect's English
use in the spring were nonsignificant. The paths from children’s cognitiNteeaand
close student-teacher relationships to children’s expressive English vogadhiila
were nonsignificant. Further, the paths from family level income, childoagsitive
abilities, and close student-teacher relationships to children’s receptilishEng
vocabulary skills were nonsignificant. Finally, the modification indices sigde
accounting for the covariances of children’s English receptive vocabul#isyiskhe
spring with their English expressive vocabulary skills in the fall. Further
modification indices suggested accounting for the covariances of childrenishznge
in the spring with children’s receptive English vocabulary skills in the fall andrehis

receptive vocabulary skills in the fall on children’s expressive vocabularg skilhe

spring.
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Figure 4 presents the standardized path coefficients for the revisedntiéfiere
effects model. This model fit the data weR, (119) = 12.69p = .81; CFI = 1.00;
RMSEA = 0.00. The results revealed that children’s expressive English vogetkilisr
in the fall were positively associated with their expressive English voegakdis in
the spring. In addition, previous levels of children’s receptive English vocabkibsy s
in the fall were positively associated with receptive and expressylesEwocabulary
skills in the spring. Lastly, children’s tendency to use English in the &alpositively
associated with their tendency to use English in the spring. All other mhsweaite
nonsignificant.

The path model designed to test part of hypothesis 4 tested twelve direct paths
from expressive English vocabulary skills, receptive English vocabularg, gkiijlish
use, children’s cognitive abilities, family income, and conflictive studsatkter
relationships in the fall to expressive English vocabulary skills, receptivesingl
vocabulary skills, English use in the spring. To account for the effects of chsldre
general cognitive abilities at the start of preschool, three direct patiest@sted from
this variable to each expressive English vocabulary skills, receptivesErngkabulary
skills, and English use in the spring. Similarly, to account for the effects df fam
income levels, | included direct paths from that variable to all three outcomblear
As mentioned earlier, | also controlled for prior levels of expressive Englistbulary
skills, receptive English vocabulary skills, and English use.

The resulting hypothesized path model provided a moderate fit for the2lata,
(132) =7.14p = .21; CFl = .99; RMSEA = .06. The paths from family level income,

children’s cognitive abilities, and conflictive student-teacher relationshipiildren’s
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English use in the spring were nonsignificant. The paths from family level @com
children’s cognitive abilities, and conflictive student-teacher relationsbipiildren’s
expressive English vocabulary skills were nonsignificant. Further, the foath family
level income, children’s cognitive abilities, and conflictive student-teacktationships
to children’s receptive English vocabulary skills were nonsignificant. lijriaé
modification indices suggested accounting for the covariances of childrerdisHEng
receptive vocabulary skills in the spring with their English expressive vocgiskiiis in
the fall. Further, the modification indices suggested accounting for the aosesiof
children’s English use in the spring with children’s receptive English vocagtaKdls in
the fall and children’s receptive vocabulary skills in the fall on children’s sgwe
vocabulary skills in the spring.

Figure 5 presents the standardized path coefficients for the revisedntiéflere
effects model. This model fit the data weR, (118) = 11.81p = .89; CFI = 1.00;
RMSEA = 0.00. The results revealed that children’s expressive English vocatkilisry
and family level income in the fall were positively associated with theiressive
English vocabulary skills in the spring. In addition, previous levels of children’s
receptive English vocabulary skills in the fall were positively assatiaith receptive
and expressive English vocabulary skills in the spring. Lastly, children’snentzuse
English in the fall was positively associated with their tendency to udeskngthe
spring. All other main paths were nonsignificant.

The path model designed to test the second part of hypothesis 4 tested twelve
direct paths from expressive English vocabulary skills, receptive Englisbwaca

skills, English use, children’s cognitive abilities, family income, and depestistent-
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teacher relationships in the fall to expressive English vocabulary skikptiez English
vocabulary skills, English use in the spring. To account for the effects of chsldre
general cognitive abilities at the start of preschool, three direct patiest@sted from
this variable to each expressive English vocabulary skills, receptivesErngkabulary
skills, and English use in the spring. Similarly, to account for the effects df fam
income levels, | included direct paths from that variable to all three outcorablear
As mentioned earlier, | also controlled for prior levels of expressive Englistbulary
skills, receptive English vocabulary skills, and English use.

The resulting hypothesized path model provided a moderate fit for the2lata,
(132) =9.86p = .08; CFl = .98; RMSEA = .08. The paths from family level income,
children’s cognitive abilities, and dependent student-teacher relationshipsitekil
English use in the spring were nonsignificant. The paths from children’s’ aegniti
abilities to children’s expressive English vocabulary skills were nongigntt Further,
the paths from family level income and children’s cognitive abilities tali@nls
receptive English vocabulary skills were nonsignificant. Finally, the meatidn indices
suggested accounting for the covariances of children’s English receptalewany
skills in the spring with their English expressive vocabulary skills in the Faltther, the
modification indices suggested accounting for the covariances of childrerisH&mge
in the spring with children’s receptive English vocabulary skills in the fall andrehis
receptive vocabulary skills in the fall on children’s expressive vocabularg skilhe
spring.

Figure 6 presents the standardized path coefficients for the revisedntiéfiere

effects model. This model fit the data weR, (120) = 21.79p = .19; CFI = .98;

23



RMSEA = 0.05. The results revealed that children’s expressive English vocabulary
skills, receptive English vocabulary skills, and family level income in thevéae
positively associated with their expressive English vocabulary skills ispttreg. In
addition, previous levels of children’s receptive English vocabulary skills, their
expressive English vocabulary skills, and dependent student-teacher séliasan the
fall were positively associated with receptive English vocabulary skitlse spring.
Lastly, children’s tendency to use English in the fall was positively egedaowith their
tendency to use English in the spring. All other main paths were nonsignificant.
Discussion

The purpose of this study was to examine the bi-directional association between
Spanish-speaking preschoolers’ English oral proficiency (i.e., Englisiendencies and
receptive and expressive vocabulary skills) in preschool and the quality of the
relationship with their teachers (i.e., close, conflictive, or dependent) dlceofsdl and
spring semesters. By examining these associations in a bi-directiamamthis study
provided a full picture of Spanish-speaking preschoolers’ early English oraignoly
as it relates to quality of their relationship with teachers. Begaumeresearch has
investigated the relation between the student-teacher relationshgnofingual English
speakers and their academic achievement, this study extended thisrétbsaproviding
insight into the role that this association plays in Spanish-speaking studelytschaol
achievement — namely, their early English oral proficiency skills.

This section is organized as follows. First, the results examining theatsm
between Spanish-speaking students’ English oral proficiency in theé fakeschool and

the student-teacher relationship qualities in the spring will be discubked, | discuss
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the results of the association between the student-teacher relationstipjumaihe fall
and Spanish-speaking students’ English oral proficiency in the springy, lafifcuss

the limitations of the study, suggestions for future research, and donslus

English Oral Proficiency as a Predictor of Student-Teacher Relationship Qualities

With respect to hypothesis 1 — that high levels of English language use teadenc
and receptive and expressive vocabulary skills in the fall would promote closetstude
teacher relationships in the spring — the results revealed that studerigwiEnglish
expressive vocabulary skills and a high tendency to use English at the stadabioot
had close relationships with their teacher at the end of year (corgrafifamily income
levels, children’s general cognitive abilities, and prior levels of closersttel@cher
relationships). This supports the idea that Spanish-speaking children vdixdeate
communicate in English at the beginning of preschool are more likely to devesap cl
relationships with their teachers. High levels of English oral proficiemgit allow
Spanish-speaking preschoolers to talk to teachers regularly, ask quegiiomseachers
for help, and interact with teachers informally, thereby facilitating theldpment of a
close relationship with them.

This finding is consistent with prior research suggesting that monolingual
English-speaking students with high levels of academic and languagesiailischool
are more likely to develop close relationships with their teachers (Jetoahe2008),
and close student-teacher relationships are likely to foster pro-social be(Eanghr&
Ladd, 1998), school competence (Pianta et al., 1995), and academic achievemeat (Justic
et al., 2006). These results provide important implications for Spanish-speakiagtst

as they begin school in the U.S. by suggesting that students exhibiting higbhEmgli
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proficiency skills may have an advantage upon entering preschool compareuoséh t
who exhibit low levels of English oral proficiency skills.

Interestingly, the findings did not support hypothesis 2, which examined whether
high levels of English use tendencies and receptive and expressive vocabllany ski
the fall diminished Spanish-speaking preschoolers’ conflict and dependeatsMéth
teachers in the following spring. This contradicts prior research fiaawity
monolingual English-speaking students, which suggests that students with |tsrofeve
academic or language abilities at the start of preschool are morettikadyelop
conflictive relationships with their teachers than English-speaking stuaghtiigh
levels of academic or language abilities (Jerome et al., 2008; Rudasi/|2806).
Perhaps teachers’ bilingual status was an important factor that butieradk between
low English oral proficiency and developing conflictive relationships wabhers. Due
to the fact that teachers could communicate in Spanish with students who exhibited low
English oral proficiency at the start of preschool, students’ inability toraorcate in
English may not have contributed to more conflict.

With respect to student-teacher dependency, it may be that children’s
temperament plays a more important role in contributing to the development of
dependent relationships with teachers than children’s language abilitiesxaRple, a
timid child may be more likely to become dependent on their teacher regastitbsir
English oral proficiency. Similarly, children who are timid may be liésty to use
English in the classroom even if they have a good proficiency to understand and
communicate in the language. Further, for some of these students, this mayitsé th

time they are interacting with adults other than their parents. Theseeohtdry exhibit
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anxiety in the classroom due to new experiences and new people, which coultdagilit
dependency on their teacher. Thus, children’s temperament or personallbg mayore
important contributor to the development of dependent relationships with teachers than
the child’s language abilities.
Student-Teacher Relationship Quality as a Predictor of English Oral Proficiency

To investigate the bi-directional nature of the association between afsldre
English oral proficiency and student-teacher relationship quality, theygobthe
relationship that children formed with teachers in the fall was examsadgeedictor of
their English oral proficiency in the spring. The findings did not support hypothesis 3,
which proposed that children who were close with their teachers in the fad dewtlop
high levels of English receptive and expressive vocabulary skills assalla
tendencies to use English in the spring. The findings suggested that studentsvpls
of English vocabulary skills and tendencies to use English are strongergnsedidheir
later English oral proficiency across the preschool year (Augukt 2085; Dickinson &
Porche, in press; Lesaux et al., 2010; NICHD, 2005; Storch & Whitehurst, 2002).
Specifically, children’s English oral proficiency (i.e., English use teo@s, expressive
and receptive vocabulary skills) in the fall was positively and stronghcested with
their oral proficiency in the spring, suggesting that close student-teatdiemships in
the fall did not account for unique variance in children’s oral proficiency isghag
above and beyond children’s previous linguistic abilities. Further, some reéearch
Maldonado-Carreno & Votruba-Drzal, 2011) suggests that Spanish-speaking students
may need the span of the year to develop close relationships with theirseastead of

the short amount of time at the start of preschool. By providing more time for stialent
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develop close relationships with their teachers, they may be able to gain confidence i
using English and have more opportunities to interact with their teachues yesar
progresses.

In partial agreement with hypothesis 4 — that children who are conflictecbwi
dependent on their teacher in the fall of preschool will exhibit low levels disBng
receptive and expressive vocabulary skills and low tendencies to use Endlish in t
spring - results revealed that children with dependent relationshipsheir teachers at
the beginning of preschool exhibited low English receptive vocabulary skibeispring
(controlling for family income level, children’s general cognitive dileti, and prior
levels of children’s vocabulary skills and tendency to use English). leiesiing that
dependent student-teacher relationships were significantly assowitdtetis outcome
variable, but conflictive relationships were not. Previous research has showrathat
preschool classrooms have low levels of conflict in general (Birch & Ladd, 18Sfice
et al., 2006). It may be that conflictive student-teacher relationships were not
significantly associated with children’s English oral proficiency d@uew levels of
conflict in the preschool classroom as mean levels of student-teachéctaorifiis study
were lower than mean levels of both dependent and close relationships. Further, it might
be the case that Spanish-speaking students exhibited less confidencedasitmi
when using English, contributing to less communication with others. Children who are
less confident may become more dependent on teachers at the start of preschool as
opposed to more talkative children who may disrupt class and develop conflictive

relationships with their teachers.
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The finding that children who are more dependent on teachers in the fall may be
less likely to develop high receptive vocabulary skills in the spring suggests thatstude
temperament, including shyness, plays a role in the development of relgisowsthi
their teachers (Rudasill & Rimm-Kaufman, 2008). In other words, children whbiea
more timid personality and show less confidence in speaking in the classroom may be
less likely to talk to other peers and teachers in their classroom and may not have as
many opportunities to develop and practice their English skills. Further, fewer
interactions with others in the classroom due to a dependent relationship with one teache
may inhibit children from hearing English from multiple sources in therdass In this
sense, these students may be less likely to develop receptive vocabulatiiakitiseir
less timid and more confident Spanish-speaking peers.

Limitations and Future Directions

One limitation to this study is that it was only a short-term longitudinalyst
(across one year) and did not follow students into early elementary schaale studies
should examine whether children’s English oral proficiency at the startsafhmel is
still an important predictor of the quality of the relationship that children develbp wit
teachers in early and late elementary school, as well as whetheratieslip is
continuous or changing as they progress through school. As students develop better
English oral proficiency, they may, in turn, develop closer relationships with the
teachers, securing some of the benefits that come from these relatiof&tligedly, the
development of closer relationships with teachers as children progress thrbogh sc
could promote their English oral proficiency, even if they began preschool with low

language abilities.
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Given that the present study is one of the first to examine these assowidons
Spanish-speaking students, more studies need to be conducted in order to provide a bette
understanding of the findings. Further, this study only examined children’aiogaiage
abilities, without taking into consideration their temperament or sociabilityeftre,
future studies should also consider other personality variables, such as howdimhid a
is or children’s tendencies to experience anxiety in the classroom, ailbngnglish oral
proficiency in order to understand how these variables may be interactingxafuole,
prior research has shown that monolingual English-speaking children who/avelsh
low language abilities are more likely to develop conflictive relationshitbstheir
teachers (Rudasill et al., 2006), and this process may be similar for Spamikimgpe
children. Additionally, Spanish-speaking children’s high English oral pesfcy may
act as a buffer for children who are more timid or experience more anxiégy in t
classroom.

Another limitation to this study is that it only considered teacher-repottie of
quality of the student-teacher relationships. This does not take into consideration
children’s perceptions of the quality of the relationship or individual differelme®gcen
teachers in reporting the quality of the relationship. Although this method has beden use
in many studies (e.g., Birch & Ladd, 1997; Birch & Ladd, 1998; Hamre & Pianta, 2001,
Jerome et al., 2008; Rudasill & Rimm-Kaufman, 2008; Rudasill et al., 2006), future
research should consider using multiple methods, such as objective observations
(Rudasill & Rimm-Kaufman, 2008) or discussions with children, when assessing the

guality of the student-teacher relationship.
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Conclusion

This study is one of the first studies to look at the association between Spanish-
speaking preschoolers’ English oral proficiency and student-teachsnshap
qualities. Due to the large increase in LM students in the U.S. (NCES, 2010), it is
important to better understand the processes that promote Spanish-spealants’st
English language development, particularly that of the student-teachigsnship, as
their English language abilities are considered important predictors ofategisuccess
in school (Bailey, Burkett, & Freeman, 2008). Further, language ability, garticthe
need to communicate in English in the classroom, is important for these children to not
only develop an academic foundation through learning, but also to communicate with
others in order to promote friendships and foster positive social experiences, enhance
their relationships with adults outside of the home environment, and ultimately become
contributing individuals in a society that initially puts them at risk for faildrkis study
provides many implications for future research, policy, and practice dstéds¢o early
school experiences for Spanish-speaking students. While there is @neathy
academic achievement gap between Spanish-speaking students and monoligigral En
speaking students (NCES, 2009), this study supports the idea that those students who
begin school with less English oral proficiency may be at even more risthiools
failure than those students with higher English oral proficiency.

The findings show that Spanish-speaking students with high English language
abilities are more likely to develop close relationships with their teaat@rsequently,
these students are more likely to gain the many academic and social beatétstue

when children are close with their teachers. Early education, partycgotaschool, for
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Spanish-speaking students may need to place more of an emphasis on promoting English
language for these students before they begin the transition into kindergadreover,

this may be a critical time for intervention to foster English developmethdse

students who have less English expressive vocabulary skills. It may also b&mhjmor
promote teacher awareness about the specific needs of children who begin preghhool

low English language proficiency.
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Table 2 Bivariate correlations of study variables (N = 137)

1 2 3 4 5 6 I 8 9 10 11
1 Close STRS (f)
2 Conf STRS (f) -.35*
3 Dep STRS (f) .16 3T
4 Eng Rec Voc (f) A7 .02 A2
5 Eng ExpVoc (f) 2% 10 14 7B
6 English Use (f) 14 .09 16 53 5o
7 Close STRS (s) Ba -14 3T 32kxx 36+ .38**
8 Conf STRS (s) -.13 .60 A1 -.07 .02 .03 -.28*
9 Dep STRS (s) .10 22 39 -.00 .10 -.03 21 Y ik
10 Eng Rec Voc (s) 10 .03 -20 .68** Sgrx .38 .15 -.01 -.02
11 Eng Exp Voc (s) .15 .03 -.03 70 76 A8 .16 .01 -.09 .63*
12 English Use (s) .16 -.01 -.01 51 A6 67 30k .15 .14 RC7: 37

Note Maximum likelihood was used for handling cases with missing datacbigated in the fall and spring are indicated by (f) and (s).
Student-teacher relationship qualities (Close, Conflictive, and Dependenetmeasured using scores on the STRS. Children’s proportion of
English use was measured using the proportion of observed English by total ntiolisareations.

*p <.05,*p <.01,*** p<.001
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Figure 1. Standardized effects of Spanish-speaking preschoolers’ English use and vgakiidan close student-teacher

relationships.
Note.Coefficients for covariances are not listed.<.05, **p <.01, **p <.001
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Figure 2. Standardized effects of Spanish-speaking preschoolers’ English use and vgckilidaon dependent student-

teacher relationships.
Note.Coefficients for covariances are not listeéd.< .05, **p < .01, **p <.001
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Figure 3. Standardized effects of Spanish-speaking preschoolers’ English use and vpciiidaon dependent student-teacher
relationships.

Note.Coefficients for covariances are not listed.< .05, **p < .01, ***p <.001
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Figure 4. Standardized effects of close student-teacher relationships on Spanishespesgchoolers’ English use and vocabulary
skills.

Note.Coefficients for covariances are not listed.<.05, **p <.01, **p <.001
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Figure5. Standardized effects of conflictive student-teacher relationships on Sppe&ing preschoolers’ English use and
vocabulary skills.
Note.Coefficients for covariances are not listed.<.05, **p <.01, **p <.001
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Figure 6. Standardized effects of dependent student-teacher relationships on Spakstggpeschoolers’ English use and
vocabulary skills.
Note.Coefficients for covariances are not listeg.< .05, **p < .01, ***p <.001
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Introduction

Language-minority (LM) children comprise approximately 21% of studerttsei
U.S.; 71% of whom are Spanish-speaking (National Center for Educationi&atist
[NCES], 2010). Due to the fact that most schools in the U.S. instruct in English-only,
many LM children are at a disadvantage upon entering kindergarten. Thiausée
before they can begin learning the expected academic skills, such ay ktedamath,
they have to acquire English language skills in order to comprehend their teachers
instruction and participate in classroom learning activities (Baile\keBiii& Freeman,
2008). The challenge this early language barrier poses is evident in that 7046 of L
children in 4" grade perform far below their English-speaking peers in school reading
assessments, and bY rade, 75% of them continue to lag behind (NCES, 2009). Such
academic difficulties have been associated with long-term school adjugpnoblems,
including dropping out of high school (Alexander, Entwisle, & Kabbani, 2001). In fact,
national data suggest that LM students comprise 31% of high school dropouts (NCES,
2004). In comparison, monolingual English-speaking youth comprise 10% of all high
school dropouts. Thus, it is important to identify the factors that are likely to tddter
children’s early school success, particularly for Spanish-speaking Litemidue to
their majority.

Prior research suggests that LM children’s limited English proficientlely to
be a critical factor underlying their early English reading alsli(ffugust, Carlo,
Dressler, & Snow, 2005), and that English vocabulary skills are an important predict
children’s early reading ability (Dickinson & Porche, in press; Lesaux, Gnogseffer,

& Pierce, 2010; NICHD Early Care Research Network, 2005; Storch & Whitehurst,
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2002). For example, studies with monolingual English-speaking children sugdest tha
children’s receptive and expressive vocabulary skills in preschool angtiikk&ster their
English reading comprehension skills in third grade (NICHD, 2005; Storch &
Whitehurst, 2002). Extrapolating this evidence to Spanish-speaking children would
suggest that enhancing their English vocabulary skills in preschool mighatac¢heir
transition into school by maximizing their ability to enter kindergartenyreatearn.
Thus, it is important to identify the factors that are likely to foster Spaishking
children’s English vocabulary skills in preschool, when children are acquiring
fundamental academic skills that are likely to facilitate their gliitearn once in
school (Hammer, Farkas, & Maczuga, 2010).

One factor that is likely to play a critical role in shaping Spanish-spgakin
children’s learning in preschool is the quality of the relationship that thenath
teachers. In general, research with English-speaking samples subgéeshildren who
develop close and supportive relationships with their teachers are likely totadjus
school demands and perform better academically than those who develop negative
relationships with teachers and may, as a result, exhibit difficulty adjustsahbol and
performing well academically (e.g., Birch & Ladd, 1997; Hamre &®ia2001; Justice,
Cottone, Mashburn, & Rimm-Kaufman, 2008; Maldonado-Carreno & Votruba-Drzal,
2011). Itis important to note that few studies have examined the associatioarbttee
student-teacher relationship quality and Spanish-speaking children’sa.eadgmic
adjustment. Thus, questions remain about the extent to which the student-teacher

relationship quality is associated with Spanish-speaking children’s amquisitEnglish.
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The main goal of this study is to examine the extent to which the student-teacher
relationship quality (i.e., close, conflictive, or dependent) in the fall of preschool i
associated with Spanish-speaking preschoolers’ English receptive andseepres
vocabulary skills the following spring. It is expected that children who forne clos
relationships with their teachers in the fall of preschool will perform better
assessments of English receptive and expressive vocabulary duringrilgettsgmi those
who form conflictive or dependent relationships with their teachers in the fall.

However, it is important to consider the possibility that Spanish-speaking
children’s English vocabulary skills in preschool contribute to the relationshiyqua
that they form with teachers. Research with monolingual English-syeskidents has
found that the academic and language skills may be associated with tloasklpt
gualities that they develop with their teachers (e.g. Jerome, Hamran&P2008;
Rudasill, Rimm-Kaufman, Justice, & Pence, 2006). Thus, the secondary goal of this
study is to examine the extent to which Spanish-speaking students’ Englistiveeaad
expressive vocabulary skills in the fall are associated with studeneteatdtionship
quality (i.e., close, conflictive, or dependent) in the spring. It is expectedhitdrien
who exhibit high levels of English receptive and expressive vocabulary skills iallthe f
will develop closer relationships with their teachers in the spring, whéreses who
exhibit lower levels of English receptive and expressive vocabulary skillskelly
develop more dependent or conflictive relationships with teachers. By exanhi@ing t
bidirectional association, the findings will provide a fuller picture of the &ssmt
between the student-teacher relationship quality and Spanish-speaking chisirglish

vocabulary skills in preschool.
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Theoretical Framework
The idea that the quality of the relationships that children form with thosetcloses
to them, such as parents and teachers, is likely to play an integral role mgysj@apng
children’s development and learning stems from attachment theory (Bowlby, 1969;
Weinfield, Sroufe, Egeland, & Carlson, 2008). Attachment theory describes two types of
attachments: secure and insecure. Secure attachments are those thattslgypais c
development the most by providing children with confidence and a secure base (i.e., the
parent) that enables them to explore novel environments while at the same timengrovidi
comfort and support when they are distressed (Bowlby, 1969; Weinfield et al., 2008).
Parents who are consistent in providing nurturance and care to their childrenlgie like
develop trusting relationships with them. Further, children who form secureragats
with their parents generally develop autonomy, confidence, and social congpetenc
which may be important for children’s future adjustment (Weinfield et al., 2008).
Conversely, insecure attachments between children and their parents do not
support children’s developmental needs as well as those that are securdtabhbseeat
relationships may even promote anxiety or anger in children (Bowlby, 1969; Wtkgtfie
al., 2008). When parents are inconsistent in providing comfort and security, children are
less likely to develop close relationships with them (Weinfield et al., 2008). Furthe
insecure attachments may hinder children’s autonomy and exploration, which ma
detract from their later adjustment. Thus, the quality of the relationshipgotinag
children form with those closest to them is likely to play an important role in thei

development.
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Although not specific to the quality of the relationships that children form with
teachers, attachment theory provides a framework for studying how thensha
gualities between children and teachers in the classroom may impact childaenisg
in preschool (e.g. Howes, & Hamilton, 1992; Howes, Hamilton, & Matheson, 1994;
Howes, Matheson, & Hamilton, 1994; Howes, Phillipsen, & Peisner-Feinberg, 2000;
O’Connor & McCartney, 2006; Pianta & Nimetz, 1991; Pianta & Steinberg, 1992).
Positive student-teacher relationships may operate in a similar maneeues [garent-
child relationships by providing supportive and trusting relationships between thetstude
and the teacher (Howes et al., 2000; Pianta & Nimetz, 1991). Students with positive
relationships with their teachers are likely to obtain the support that they rakedstili
exploring the classroom environment and socializing with peers. Positive steaemeit
relationships may also be important for young children’s social competedgeear
interactions (Howes et al., 1994; Howes et al., 1994). These relationships may foste
students’ learning by creating an inclusive classroom environment tlwatdaave to
achievement, hence providing opportunities for early school success (Howes et al., 2000)
Conversely, negative student-teacher relationships are not likely to leatnedit
the student or the teacher (Pianta & Nimetz, 1991). For example, a student who is too
dependent on a teacher may rely heavily on that teacher for help and show maye anxie
or inhibition when exploring the environment. Tension between a student and teacher
may impede a child from communicating needs or concerns to the teacher or looking t
the teacher for support (Pianta & Nimetz, 1991). These relationship dynaaydsad
to a classroom environment that is less conducive to early learning. Therefateseneg

student-teacher relationships may be negatively related to childrexlsrac
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achievement, failing to foster children’s school success (Pianta & Nimetz, 1195the
current study, attachment theory is used as the framework for examining th&imspor
of student-teacher relationships in preschoolers’ academic achievepesifically

Spanish-speaking children’s English vocabulary skills.
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