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Intéoduction

1.Topic and Context

Many countries in the warld have long been multilingual.Others
have only recently become acquainted or confronted with
multilingualism. However, they all have in common that their
educational systems have to deal with multilingualism in one
way or other.

Educational language policies usually translate into the
choice of a language or languages as the medium/a of
instruction , and to a lesser extent the teaching of languages
as subjects. The role of wvernaculars as languages of
instruction has become increasingly important, particularly in
the Third World after decolonization, but also in Early
Industrialized Countries where immigration has been and still
is changing population patterns. Countries with established
language minorities constitute a third group.

Different language of instruction policies have been
adopted, and different results achieved. The focal question is
if and then how achievement varies as a function of language of
instruction (i.e. use of mothertongue vs. a second or third
language as instructional medium).

There is a vast amount of evidence from many countries that
large numbers of language minority children underachieve at
school. This holds true for ‘"educationally disfranchised"
minorities in the US such as Indians, Chicanos and Puerto
Ricans; “"educationally deprived majorities in Creole-speating
countries,"..."linguistic minorities in [Third World countries

such asl Peru, India, Guatemala and the Sudan,"...as well as
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other "dispossessed minorities, such as the eighteen million
migrant laborers in European countries" (Ford Foundation,
1976 ,p.2S). This has worried educators and policy makers, and
together with researchers they are looking for causes for this

deplorable and persistant state of affairs.

Many language minority children have, oT course, been
bilingual to various extents (#1) since their childhood (i.e.
before becoming so as a result of a school program). In earvlier

times, this bilingualism itself was considered a culprit for
low achievement. It was believed that bilingualism had negative
consequences on cognitive functioning. This view has since been
thorcughly refuted by a substantial body of evidence gathered
from studies wutilizing more controlled procedures than dJdid the
earlier studies of this century. In fact, the majority of

studies of the last twenty years report positive cognitive

consequences associated with bilingualism (Kessler and Quinn,
1982) .
Whether (already) bilingual or not -or to what extent

bilingual, the children from all the aforementioned groups have
oane thing 1n common: their mothertongue is not the major
official language of instruction of the mainstream school
system to which they belong, at least not throughout all levels
of schooling.

Perhaps because of the strikingly lower school achievement
of so many language minority children, awareness of the role of
the languages of instruction has increased so dramatically.

The debate over languaae of instruction policies has rot

subsided even after some twenty yvears of discussions, planes,
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laws and regulations. What Hakuta and Gould (1987) write about
the situation 1in the U.S. is equally apprapriate for other
countries:
"Passions run high in the debate on bilingual education.
Unfortunately, political static has often blocked the lines
of communication between researchers and educators. Much
confusion persists over both the phenomenon of bilingualism
itself and the goals and methods of bilingual education.
Until the terms of the debate are clarified, the policy
debate will continue to be dominated by political rhetoric
and folk notions"(p.39).
I hope that with my paper [ can add to the clarification of
terms and a better understanding of the relation between
language(s) of instructicon and achievement in school.
The kind of analysis presented here, i1s intended to
a) synthesize the main findings of a large body of diverse
literature and draw policy relevant conclgsions i1f possible
(the main text), and
b) present as much detailed infarmation for the reader who is
interested in particular aspects of the main issues and/or

wants to draw his/her own conclusions (the tables and

appendices).

2.Scope

In this peper, I attempt a comprehensive review of literature
of the last fifteen years. It is not intended as a formal mets-
analysis 6r a ‘"best-evidence synthesis" in Slavin's sense

(Slavin, 1986). In toth these kinds of research reviews, the
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use of effect size is paramount. Most of the available material
on language of instruction issues, however, does not 1nclude
data necessary to estimate effect sizes. This paper, then, is a
more informal review of available material to determine
a) what is available,

b) what seems to be missing,

c) what -if any- conclusions can be cdrawn.

PART ONE: THE STUDIES

The literature I reviewed varies in focus and quality. Among
the forty studies I reviewed in detail are true experiments,
ethnographic observatiaonal studies, brief summaries aof
reevaluations and others. Some studies investigate specifically
one issue, e.g. one age-group in a particular setting, whegreas
others deal with a much wider range of topics. A number of
studies and more so some of the more theoretical literature on
the topic decry the lack of consistent quality in the field of
language of instruction/bilingual education research. Some
examples are: inconsistencies in the wuse of research
terminology; failure to do pretests (on the other hand failure
to acknowledge the mortality effect in pretest-posttest
desigrns)(de Bot et al., 1985); inclusion of under-and over-aged
pupils in enrolment data (Mbamba, 1985): failure to discern
confounding variables (Engle, 1275).

However, more serious thanm these «criticisms are in my .iew
charges of questiconable assunptions (Paulston, 1973), use of
culture-unfair testing (Cummins, 1984), lack of local Lnowledge

(Okoh, 1981), and ethnographic bias in general (Cornor, 19683;
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Extra and Vallen, 1985; Stanfield, 1985), a cause or result of
the latter. It is hoped that a substantial increase of input
from local/indigenous researchers will help remedy this

situation.

1. Selection Criteria

Taken as a whole, the research documents reviewed here had to
a) provide adequate coverage of diverse geographical, social,

and politicel situations;

b) inmclude a mix of different types of research, i.e. primary
studies, as well as reanalyses of survey data and previous
reviews;

c) contain the expected information, 1.e. measurable data on
achievement as a function of language of instruction. The
amount, type and presentation of this measurable data vary
greatly from study %o study. In view of a serious lack of
specific and detailed research studies on the issue,
particularly in Third World Countries, I included even scant
information found in larger surveys or more general contexts,
as long as it was based on empirical data.

With these criteria in mind, I included 40 studies. (#2)

2.Characteristics

a) Geographical, social, political situations

There are 18 studies for grcup aone (indigenous peoples), ¢ for
grcup two (established language minorities) and 12 for group
three (1mmigrants/recent arrivals).

Grouping the studies first according te types of bilingual

communities (Lewis, 1980; Rist, 1983) is based on the idea that
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the political/social and linguistic environment in which any
bilingual or multilingual endeavor is set is one of the
fundamental factors determining the language planmning policies
behind it and its ocutcomes.

The distinction of three groups is a crude one, but should
suffice for the purposes of this paper: it contains the crucial
dimensions of diversity of language minority aroups (Churchill,
1983): length of establishment (with indigencus peoples by and
large the longest established), geographic containedness (a
positive factor for stable, established language minorities),
and cultural i1solation (as often observed among immigrants/
recent arrivals). To the last, I would add , as the opposite
side of the coin, forced assimilation.

Under- "Others" I added two studies that address two
different populations not covered by groups one to three in
order to give as comprehensive a picture as possible. (#3)

Never theless, with 11!l studies from the Americas and 7 from

Africa in group one, and one third of group three studies
addressing basically the same population, the coverage is not
as comprehensive as one might wish. Instead, we see clusters of
studies within a particular country or area or for a specific
population. Moreover, we note the absence of studies f-om Asian
countries (#4) anc the USSR (#5).
The representation nf different language contact situations is
also quite limited with an overwhelming amount of studies
desling with English (12) and Spanish (l4) as first or second
languages (henceforth abbreviated as Lls and L2s).

b) Different types of resesarch
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2S5 aof the 40 documents are primary studies, 1ncluding amaong
others: detailed observational studies (e.g. study 8),
experiments with elaborate statistical analyses (e.qg. 20,
survey type reports (2.g. 37), analysis of parts of an existing
data set (e.g. 29), situational descriptions (e.g. 13), and

combinations of the above.

15 are reevaluations or reviews from secondary sources.lhese

range from short summaries (e.g. 31) to comprehensive
reevaluations (e.g. 4). I have consulted as many secondary
sources as possible for each of these 15 studies and

incorporated the diverse (sometimes contradictory) information
in the so-called "overviews" in Appendix One.

Table One (between pag=s 8 and 9) lists the studies by given
number and name and by primary author(s)/researcher(s) and/or
secondary author(s)/reviewer(s), and vyear(s) of publication.
Information from a meta—-analysis is included in the text. (#6)

The studies alsa vairy gr=zatly in (sample) size and as to the
time span they cover (the "overviews" and Tahle Four in the
Appendix provide detailed information on these characteristic@.
All studies 1included involved some kind of comparison grouo,
but only some chose their subjects randomly.

These differences in research design and in the kinds cof
evaluations reviewed here should be kept in mind when looking
at the cutcomes. The outcomes are not strictly comparable and
their generalizability is therefore limited. However, they give

an indication of what there is. The appendixed "overwviews" give
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the reader details that cannot be summarized in the text and

thus a chance to retrace specifics.



THE STUDIES

Group one:

[’ TABLE ONIE

Indigenous peoples

No. Hame Author/s and year
l Alaska-Eskimo Orvik (1975)
2 Rough Rock as reported in Delpit (1982)
3 Rock Point Dutcher (1982)
Modiano (1973) as reviewed in Engle(1975)
4 Chiapas Delpit(1982), Dutcher(l1982); also see
Paulston,C.B. (1975 and Garcia(l1984)
5 Montana de Weller (1986)
Guerrero
6 Guatemala Newman (1985)
7 Ecuador Ortega (1978) as reported in Larson and
Davis (i981)
8 Puno,Peru Hornberger (1985); alsc see RAE#3.20l
(Lopez) and Frankfurter Allgemeine
Zeitung,Dec 30, 1982
9 Jungle, Larsen and Davis (1981)
Peru
10 Paraguay I Rivirola; Corvalan and Zuniga (1978)
11 Paraguay 11 Veron (1982)
12 Tunisia Fitouri (1984)




No.

Name

& 4
Y . .
! 'able continuced

ance

Author/s and vear
13 English i
Medium Munungwe (1982)
Zambia . o
14 PEIP Omojuwa (1978)
(Nigeria)
Afolayan(1970); Ansre(1978);

15 Six-Year Yoloye(1977), Cziko &0Ojerinde (1975),
Primafy Pro- Ojerinde and Cziko (1978), Ojerinde
ject(Nigeria) (1978) as reported in Bamgbose (1984)

Dutcher(1982) :NDelpir(1982); alsn see
Taiwo(1976)

16 *(Nigeria;
also sece Cross- Okoh (1981)
cultural Study)

17 Ghana (Coucept Collison (1974)

Formaction)
18 Uganda Lagefoged et al (1971) as reported
in Engle (1975)

Group two: Established Language Minorities

19 Early French Harley, Hart & Lapkin (1986)
Immersion
Canada

20 French Immer- Fu and Edwards (1985)
sion Canada
(Math)

Schools Council Wales (1978) as evalu-

21 Wales 1978 ated in Fris (1982); also see Evans

(1976); Khleif (1980)
* .

21a (Wales;also Okoh (1981)
see Cross-
cultural Study) _

22 Spoken Irish Harris (1983)

23 South Jutland Byram (1985)

94 Catalonia University of Barcelona study as

1970

summarized in Siguan (1984)




Table one continued

No. Name Author/s and year -
25 Catalonia Department of Education study as evalu-
1982 ated in Siguan (1984)
26 Yugoslavia Mikes (1984)
Group three: Immigrants/Recent Arrivals
27 Mexican=- Curiel, Stenning and Cooper-
American Stenning (1980)
1980
28 Mexican- Valenzuela de la Garza and
American Medina (1985)
1985
29 Hispanic Chan and So (1982)
30 Santa Fe Leyba (1978) as reported in
Valenzuela de la Garza (1985)
Cummins (198]1) summarizes
31 ggmo?tzn Edmonton School Board (1979)
rainian and Cummins & Mulcahy (1978)
Skutnabb-Kangas and Toukomaa (1976)
32 Olofstrom as reported in Dutcher (1982);
and Gothen- Kerr (1933); Tosi (1984) and
burg attacked in Ekstrand (1932}
.. flansen (1979) a) as reported in
33a Original Skutnabb-Kangas and Toukomaa(l1979) and
and FISK Dutcher(1982); b) as evaluated by Ekstr.ni
33b (Sodertalje) ’ ev: y,LAO;f”f
BNE SA S 3 Anain
34 Extended Hanson(1982) as reported in
FISK Skutnabb-Kangas (1983)
35 England Mc Ewen, Gipps & Sumner (1975)
Mulci-
Racial
316 Holland/Pilot Galema and Hacquebord (1985)




No. Name of study

cod of vable one

Author/s and vear

37 Turkish
Adolescents

Mchrlinder (1986)

38 Offenbach
Greeks

Zografou (1982)

Others:

39 Norra Real
Stockholm

Beebe & Fdgerlind (1978)

40 Half-Day
French
Cincinnati

Holobow et al. (1987)




PART TWO: OUTCOMES

Table Two (between this and page ten) presents an overview of
outcomes measured in each study. They are categorized as
follows:

A_Academic Achievement

Ra Language

Ab Mathematics

Ac  Other subjects or unspecified (i.e. academic achievement
in general)

B Pedaqgogical Benefits

A/B A combination of (unspecified) A and B

S School efficiency and bevyond (e.g. drop-out-and promotion

rates; entrance to secondary/higher education; employment

chances)..
In the following, I look at the outcomes for each category:
Aa Language
The large majority of studies measures language outcomes, and

many of these take this as their only outcome measure as

Fi 0 h : % o Tor. |
iqure ne snows |ooz-/=$°1':;@"m:”) LANGUAGE
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THE STUDIES

Group one: Iddigenous peoples

TABLE TWO

OQutcomes

Arabic,Formal
Arabic,French

‘No. Hame of study Languages Aa Ab Ac ’ AE i
. , * *
l Alaska-Eskimo E:gi?éh
. * *
2 Rough Rock gi;iigﬁ
. * *
3 Rock Point gi;iiZﬁ
Various *
4 Chiapas Indian lgs.,
Spanish
i 3 Indian 1gs , *
5 Montana de Spanish :
Guerrero
4 Indian lgs , * ® *
6 Guatemala Spanish
Quichua, * * *
7 Ecuador Spanish
8 Puno,Peru Quechua, *
Spanish
Various *
9 Jungle, Indian 1lgs.,
Peru Spanish
Guaraui, * *
10 Paraguay I Spanish
Guarani, *
11 Paraguay I1I Spanish
' Colloquial
12 Tunisia




Table two continued

No. Name of study
Lanyuages —ANa AL . Ac B _A/B_ S
13 English Various *
Medium African lgs.,
Zambia English e
Various
14 PEIP African lgs ., *
(Nigeria) Hausa,Arabic,
English
Various * * * ®
15 Six-Year African lgs,,
Primary Pro- Yoruba,
ject(Nigeria) Linglish
“oruba, *
16 *(Nigertia; English
also sce Cross-
cultural Study)
17 Ghana (Concept Ga.and *
Formation) Twi,
English
Various *
18 Uganda African lgs.,
English

Group two: Established

Language Minorities

19 Early French English, *
Immersion French
C‘l l‘adn e — . — - —— ——— vt s & I e —
20 French Immer- English, %
sion Canada French
(Math)
Welsh * *
7 > ’
21 Wales 1978 English
2la *(Wales;also Welsh, *
see Cross- English
cultural Study) e i
, Irish, *
22 Spoken Irish English
German, *
23 South Jutland Sonderjysk,
(Dan.dialect)
_ Danish (standard) o L
24 Catalonia Catalan, *
1970 Spanish




Table two

continued

OQutcomes

Dutch

No. Name of study Languages . Aa Ab Ac B ALK
Catalan, *
15 Catalonia Spanish
1982
3'nations'
26 Yugoslaviﬂ lgs and
9'nationali-~
ties lgs.'
Group three: Immigrants/Recent Arrivals
27 Mexican- Spanish, *
American English
1980 L
Spanish, *
28 Mexican- English
American
1985
29 Hispanic Spanish, * *
English
30 Santa Fe Spanish, * *
English
31 Edmonton Ukrainian, *
Ukrainian English
32 Olofstrom Finnish, *
and Gothen=- Swedish
burg
Finnish,
J3a Original Swedish *
and FISK
33b (Sodertalje)
34 Extended Finnish, *
FISK Swedish
- Various T % T T
35 England European and
Multi- Asian lgs ,
Racial English
36 Holland/Pilot Turkish, * *




’/ ‘/{/ end of table two
i B

OQutcomes

No. Name of study Languages  Aa Ab  Ac B Al
37 Turkich Turkish,
Adolesceants German
38 Of feabach Greek,
Greeks German
Others:
39 Norra Real Several lgs ,
Stockholm Erglish, * *
Swedish
40 Half-Day English, "
French French

Cincinnati
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Looking at the "language" outcomes for each group separately,
two results stand out: proportionately, graoup three has the
lowest number of positive outcomes, whereas graoup three has no
negative outcome.

Whereas it is not within the scope of this paper to logk at

each specific language outcome separately (the interested reader
is referred to the Appendix), it is warranted to look for
evidence concerning the following questions:
1. Does learning reading 1n Ll enhance learning reading in L27
2. Does learning through (or partly through) L1 enhance those
language skills in L2 which are necessary for achievement in
school?

1. Learning reading in L1

As Paulston (1973) states quite simply, "no one has really
claimed that it is not easier and faster to teach children to
read in their mother tongue” (p.383) .However, the question
remains if the child will learn to read more rapidly in l.e if
taught to read irmn his/her first language.

‘This is of central importance to all children who have to
learn to read in a second language (be it because their first
language is not of wider communication or not the official
language or not the language of secondary/tertiary education).

It is of particular importance to those children wha for a

variety of external factors (e.g. poverty, illness, distance to

school, employment in agriculture) cannot continue their
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schooling beyond a few years, a wellknown phenomenon,

particularly in the Third World.

Of course, internal - i.e. school related - factors such as
ecicational contents, methods, quality of instruction also
contribute to this educational wastage (Gajardo, 19865 Mbamba,

1985). Among these endogenous factors, those related to language
of 1instruction are of primary concern, and the choice of
language in which the child learns to read seems of crucial
importance.

James (1981) illustrates the case of multilingual Nigerian
children who require the use of three to four languages in order
to function well within their society, and for whom learning to
read in vyet another langquage (this may be Yoruba or in remote
schools in some States still English) constitutes a handicap
which contributes to the high drop-out rates.

Similarly, on another continent, Heysen (1978) largely blames
monolingual Spanish education and alphabetization for school
drop—-out of monolingual Quechua children which causes them
"psychalogical damage” and is the reason that they do not learn
to read and write (p. 301)

Moll and Diaz (198S5) who conducted a microethnographic study

in two fourth grade ethnically mixed Spanish/English bilingual

classrooms in Southern California, were concerned that Spanish
Ll children were usually put into lower level English reading
classes regardless of their reading ability in Spanish, and

purely on the basis of their perceived oral language per formance
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(i.e. as a result of confounding reading and oral language
proficiency on the part of the assegors) . However, when using
instructional intervention methods in L1 (during the process of
their research), they found that these children when allowed to
read English at their Spanish reading level showed that they
could very well master it in terms of wunderstanding. They had
grade appropriate reading skills and read for comprehension
rather thanm decoding. According to the researchers, they were
merely behind in the "lower oarder English phonetic skills"
(p.148). Moll and Diaz conclude that their interventions (using
L1 with the goal of reading for meaning) could only have been so
succesful because the children had strong preparation in theilr
native language , and thus, *hey reason, their research provides
strong evidence to support programs which develaop strong reading
skills 1ntheir native language.

In the 40 studies there 1s evidence in favor of learning
reading in L1 explicitly in studies 3, 4, 9, 24, 28, and 34. In
these, learning reading in L1 is specifically mentioned as a
policy variable.

In other studies which show positive effects of "bilingual
treatment through primary school" (e.g. 6, 8, and 21), we can
only assume that this treatment includes learning reading in 1.
There are three stucdies which investigate the impact of learning
in L2: of these, one study (10), is not, the other two (18 and
19 are in favor.

These three investigate soc-called immersion programs in contrast



13
to the others which evaluate transitional and maintenance
bilingual programs. What tihese are, how they differ from each
other, and what effect the differences seem to have on the
outcomes will be discussed in Part Three under ‘policyv
variables'.

Leaving aside the policy and conditioning variables and
looking only at the outcomes, it seems safe to say that there 1s
more evidence that learning reading 1in L1l does have positive
effects on language achievement rather than negative effects.

Perhaps during the decade that has passed since Paulston's
satement that there is "as vyet no conclusive answer to this
simple question" (Paulston,1975, p.373) there have after all

been advancements in the area of m.t. and bilingual instruction.

2.Does learning through (or partially through) Ll enhance thase

language skills in L2 which are nececsary for achievement at

schogal?

In @ number of the studies reviewed here, we find as language
achievement cutcomes some non-specific language outcomes under
terms such as "English progress/French progress (40), "English
proficiency"(35), "Spanish abilily"(24), "Language proficiency"
(16/721ar.

But what do these terms mean? What constitutes "language
proficiency"? There is a lot of debating going orm about this
and similar questions. As Cummins (1984) puts it, "Disagreement
about appropriate ways of conceptualizing the nature of language

proficiency underlies many quite diverse controversies, and
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language praoficiency and the nature of 1its cross-1lingual
dimensiaons” [liel "at the core of many hotly debated issues 1n
the area of bilingual education (p.130)."

Cumminos’ initial work has been instrumental in constructing a
theoretical framewark for conceptualizing the relationship of
language proficiency and acsdemic achievement. He distinguishes
between two different aspects of language praoficiency which 1n
his earlier work (Cummins,1979) are called the BICS and the
CALP.(#8) The so-called Basic Interpersonal Communicative Skills
involve primarily phonological, syntactic and semantic skills,
whereass the Cognitive Academic Language Proficiency 1nvolves
literacy—-related skills such as reading comprehension,
vocabulary/concept knowledge and writing ability.

This basic framework has over the last decade been refined by
Cummins himself (Cummins,1981) and by other language acquisition
researchers. Along with the new emphases the terminology has
changed so that nowadays communicative competences are seen In
terms of cognitively demanding/undemanding or most recently
"contextualized" and ‘"decontextualized"” (Snow11987).

Taking these later developments into account, the case for
distinguishing between the twe basic kinds of fanguage
proficiency is made even stronger. It 1s an obvious conclusion
that what counts faor school achievement are the more "academic"”
language skills (the CALP, desembedded, cognitively demanding,
decontextualized skillg.

[t is important to rote that mnative speakers have largely
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acquired conversational language skills by the age of six, and
L2 learning children master them within a few vyears. (In the

case of immigrant children exposed to English-speaking peers, TV

and schooling within about two vyears (Cummins ;| 1981). On the
other hand, acquiring academic language skills will take a much
longer time for the native speaker and, of course, longer for L2
learners. (#9)

Not many of tne studies investigate the older (here: beyond

grade 3) age group. 0Of those that do (e.g.studies 3, 8, 10, 15,
and 27) at least three ( 3, 13 and 27) seem to support the claim
that academic language skills are acquired later.

In study three, (the Rock Point study carried out amang
Navajo children in a bilingual Navajo/English program), l|anguage
outcomes 1in general were 'equal’' or "'negative' in grades two and
three, but reading English (and English language) were positive
in grades four to six, where they were moreover accelerating
with each vear.

If we remember that in many Third World Countiies children
drop out after grade three, (some even earlier), this finding 1s
-to say the least- disturbing.

In terms of evaluations, this largely developmentally
condi tioned “time lag’ between acquiring the two types of
language proficiency skills has at least two implications that
are noteworthy here:

1. Children in bilingual educational settings who have already

acquired the conversational skills well enough to function
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adequately in L2 are often misjudged as "dumb" when they fail to
do just as well in the academic language skills 1n L2. Why?

Because as they "talk so well” it cannot be L2 lanquage problems

that hold them back, but must be some general cognitive
deficiency (or even stubbornness)- aor so the argument goes.
2. Because of the above mentioned "time lag', many evaluations

of programs and projects do not really evaluate whatl they are
supposed to: they are done a) too early in the life of the
program and b) only at one (may be two) point(s) in time,
instead of later and over a longer time span.

The lack of but need for evaluations that start after .the
program has been in progress for a number of years and that are
longitudinal is frequently mentioned 1in the literature (e.g.
Delpit, 1982; Galema and Hacquebord, 1985; Swann, 1985; Weller,
1986; and Tucker and Cziko, 1978 who talk about the "pressure to
evaluate"(p.430) and decry the "unfortunate tendency for
administration to regard initial results as a major criterion
for continuing or terminating a proposed lengthy project"” (p.

431)).

A study on Turkish children in Holland (34) shows that

reading comprehension (i.e. one of the academic language
skills’) is adversely affected by a monalingual L2 program for
(conversatiaonally proficient) Turkish/Dutch bilinguals.

As the authors of this study point out, "(trexts play an

important role in education (and! a cansiderable part of the
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cantents of school learning appears in the form of texts.”
Obviously, then, "a limited text comprehension level will have
negative consequences for success at school.
(Galema and Hacquebord, 1985, p.199)."

Concluding these pages on language achievement outcomes, [
would like to explain why I have discussed them in such great
detail:

.. Language achievement(in its various forms) 1s most often
chosen as an outcome measure for studies investigating the
effect of language(s) of instruction.

2. According to Cummins' well established and suppourted
interdependence hypothesis (Cummins, 1979, literacy-related
aspects of a bilingual's praoficiency in L1 and L2 are comman ar
interdependent across languages.

3. Learning to read is one of the early activities in school
and thus one which the majority of even those children
participate in who drop out from thool early. If it 1s to be
meaningful to them, the greatest efforts must be made to -at
least- teach these children to achieve a literacy standard at
school which will allow them to use their literacy skills later
cutside of school s0 that they do not become functional
illiterates. Falling back i1nto 1lliteracy does not only cause
great personal frustration, but 1s a8 great waste of effort and
money, and a significant contributor to overall educational

wastage, even though it 1s rarely measured or statistically
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represented as are other i1ndicators of wastage.

Language is related to other cognitive processes (#10), and
there has for a long time been interest in (and contiroversy
about) the relationship between bilingualism and cognitive
functioning.

Al though the majority of related studies deal with child
bilingualism (i.e. bilingualism acquired through circumstances
in childhood), there are quite a few which investigate how

bilingualism as__a result of school programs affects cognitive

processes. Kessler and Ouinn (1982) reviewed numerous studies
and came to the conclusion that the majority of studies aof the
last 20 vyears which wutilize more controlled methodological
procedures (including, for example, language oproficiency
measures and relevant background characteristics such as SES,
age, gender) reported positive cognitive consequences associated
with school-related bilingualism (#11),. It is not difficul% to
see how positive cognitive consequences might affect academic
achievement. Clearly, to take an example, divergent thinking
{(please see note #11) is useful for -among other things- problem
solving in subjects such as mathematics and science.
To these we draw our attention now:

Ab Mathematics

Ten of the 40 studies investigated the effect of langusge(s) af
Instruction on mathematics. Only one of them had mathematics as
the only outcome measure.

Proportionately most were of group one, followed by group tlwo,
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then group three, as is illustrated in the following figure:

Figure Two
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A total of 26 "mathematics" outcomes were counted from the data
in the "overviews". The outcomes are as follows: 10 are positive
(+ or ++), 12 are equal (=), and 4 negative (- or --). This
means that some (as yet unspecified)m.t. or bilingual tireatment
had more - positive than negative effects on mathematics
achievement. However, the 12 measured outcomes that showed no
effect mean that whether or not there was m.t. or bilingual
treatment did not seem to make a difference on mathematics
achievement. This 1s quite different from what happened in the
language category. There we had found proportionately far less
‘equal’ than 'positive' ocutcomes. This indicates that an m.t. or

bilingual . treatment seems to have less positive effect on
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mathematics than on language achievement, or, in other words,
might be less necessary for mathematics achievement.

Collier's findings, reported in a recent article (Collier,

1987) ,corroborate this result:"Relatively recent" immigrant
students in American ESL programs (they did not receive any
formal instruction in their L1 &t school) reached classmates'

levels 1n mathematics achievement in a very short time, whereas
it took them considerably longe:r to achieve such levels in
reading and social studies.

Another distinct outcome of the mathematics achievement
studies is that (compared to the language studies) they showed
more caonsistency in results within a study on ‘sub-measures' (see
studies 6, 20, 21, 28). I can only speculate that perhaps sub-
tasks are more closely related in math and/or may be language of
instruction affects different kinds of mathematics skills in a

more similar fashion than it does language skills.

Ac Other sub jects or unspecified

This category includes studies which measured ocutcomes in
a) aother (named) subjects and
b) ‘unspecified' academic achievement.

The other subjects are:

- social sciences/social and cultural studies (in 3 studies)
- natural science (in 2 studies)

- science (in 3 studies)
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- religious knowledge (in 1| study).
Results for ‘social sciences' are all positive, for ‘science’
and ‘natural science'’ mixed and for ‘religious

krowledge' negative. We must keep in mind that all of the above
except %or one ‘'science’ result are fram elementary grades 1
through 6 where these subjects are still in their beginning
stages.

The one exception cames from the "Norra Real Stockholm" study
(39) which i1s an exception 1in a number of other ways:the
population it researches are 16 to 18 vyear old international
students in Upper Secondary grades I-IIl1 in one Swedish school
(the “Norré Real") who were taught the Swedish science
curriculum through English medium, regardless of their m.t. (in
this study called home language). The crucial outcome of this
study - which might have implications for other population
groups - is that there was a strong relationship between reading
comprehension and science achievement.

Unspecified academic achievement results are label led in the

studies . as "scores'", "academic achievement", “"total
achievement", "progress in general". There are only five
‘measured’ results altogether: three negative, one mixed, and

one positive. Note that in this (admittedly and fortnnately very
small) category where measures are diffuse there are more
negative outcaomes! (And the only positive one is from an
elaborately designed and thorogquhly amnalyzed statistical study).

We find similar skimpy negative or no effect evidence'
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quoted in the voluminous Swann Report (Swann, 1985) (#12) which
expresses the official British government standpoint that
"mainstream schools should not seek to assume the role of
community providers for maintaining ethnic minority languages"
but that Local Education Authorities should offer "support"

(P.427) . (#13)

B Pedagogical Benefits

With "Pedagogical Benefits' I mean here those benefits which are
different from the ones measured as academic achievement or in
terms af school efficiency. Studies 2, 8, and 17 measure
outcomes that fall under this category. In study 2, "embracing
Navajo culture" was considered one of the goals of the bilingual
program, but according to the evaluators not reached. Study 8 is
a detailed observational study about a Quechua-Spanish bilingual
program in the Andean tewn Puno in Peru. Positive outcomes were
noted in classroom relations, teacher techniques (which improved
because of the program/program participation), and transmission
of educational content. (The same study also gave evidence of
positive effects of the bilingual program on language
achievement [please see "overviews"'", category Aal).

Study 17 is somewhat misplaced under this category. but close
enough to avoid creating yet another category. It is also one of
its kind in that it combines a philosophical background with an

elaborate experimental design and thorough statistical analyses:
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It investigates the effect of the use of two Ghanaian languages
(Ga and Twi) aon concept formation. The author concludes
convincingly that the wuse of the vernaculars allows better
conceptualization (than the use of English). The experiment was
carried out through teaching science units in the languages Ga
and Twi (and 1n English).

This study is also of special importance, because it
addresses the guestion of ’'scientific language'. The argument
has often been made that most vernaculars cannot satisfactorily
be used for scientific purposes, because they lack the necessary
terminology, even structures to express scientific thought and
technological 'procedures. However, contrary tao popular
(mainstream) opinion, there 1is evidence that vernaculars can,
indeed, be extended to be/come used 1n modern science and
technology. Without researching this question in detail (as it
is somewhat aside from though related to my topic) I came across
this kind of evidence in three documents: the study mentioned
above, further in Afoloyan's (1976) preliminary results of the
Six Year Primary Project 1in Nigeria (study 195) (language
YorubaS, and in Houis (1976) who refers to a 1975 Bulletin de

1'Institut Fondamental d'Afrique Nord in which a translator

(Sheitk Anta Diop) "gives a Wolof translation of scientific texts
(theory of sets, relativity, quantum chemistry, etc.)...land]
asserts that it is a feasible wundertaking" (Houis, 19746,p.3%7).

Fouis concludes that there is no reasan that he [the translatorl

not )
isaright, Two authors of studies respectively an curriculum
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development in Upper Volta (Quedraogo, 1983) and the Moroccan
language and education situation (Bentahila, 1983) decry in
similar ways that the popular (ill-informed) belief still exists
that French is the only possible language for science, and that
this myth is an attitude problem rather than one grounded in the
languagts themselves. (#14)

Collison (author of the afore-——mentioned Ghanaian study)
quotes Pattison (19462) as saying that "(gliven time any language
seems to be able to cope with most of its community" (Collison,
1974, p.456).He outlines how in 1400 English was scarcely
forseen to be the satisfactory medium for the proceedings of the
Royal Society, a position it had achieved by 1700, and he argues
that "other languages can extend their range as English has
done" (ibid.). (#13)

S School efficiency and bevond

Nine studies contain outcome measures in this category, and
- three of thes®no other outcomes. Figure three illustrates how

they are distributed. % of. yoras
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School efficiency oaoutcomes show overwhelmingly positive results
in regard to m.t. or bilingual treatment:
praomotion rates are up in two cases, repetition rates down in
two (different) cases, drop-out rate is down In one case; and
one study reports more success in teaching girls (and
consequently better chances for enrolling more girls 1n the
future). 1 found that five of these studies explicitly relate
language of instruction in primary school to access to secondary
school (studies 12, 15, 26, 36, 37). The findings are:

= In Tunisia (study 12), admission to middle school was after
some years 1in an Arabic/French bilingual program most strongly
related to the students GSES and m.t. (here called hame
language), and these were interrelated(highest SES-home language
French, etc.).
- The Six-Year Primary Project study (1S) showed no effect on
secondary school entrance examinations.
- In Yugoslavia, negligibly fewer students taught in one of the
nine languages of the "nmationalities" (corresponds with ‘ethnic
minoritie' ) were promoted to secondary school than those taught
in one of the three ”languages of the nations" (somewhat the
equivalent to ‘'official languages') (study 26).
- 104 of Greek immigrant children in one German city attended
German-only primary school classes, and of these 55% wenrt on to
middle or high school, a much higher success rate than that for
the Q0% who went to Greek national or "bilingual" classrooms in

the city. This is the only study in this category with positive
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outcomes for L2 medium instruction. This seems to be partially
the result of a qualitative “pre-selection' according to the
author who found that the higher the percentage of Greek
children in the national or "bilingual" classes (i.e. the fewer
in the regqular German medium classes), the bhigher the
achievement of those who are in the regular German medium
classes (study 38).

- Turkish students in Dutch-only classes were underrepresented
in the more academic secondary schools (study 38). This finding
can be interpreted e@s negative effects of 'L2 medium anly' on
enrollment in more academic tvpes of secondary schools. However,
a direct causality is not established. Rather, the fact-finding
in official records resulted in the observation that Turkish
immigrant children who had been taught through Dutch exclusively
since their first year at primary school are overrepresented in
lower (less academic) types of secondary schools. This finding,
together with the hypothesis that limited reading sbility in
dutch might be the possible cause, led to this study (its
reading comprehension results were discussed above under
category Aa).

The study on Turkish adolescents in the Federal Republic of
Germany (37) follows a3 somewhat similar route showing the
employability of Turkish adolescents who had been enralled in
German-only classes. Their unemployment rate was strongly
related to their command of German, and their command of German

to the number of years they had attended German-aonly classes. It



a7

took those students who finally did achieve a high command of
German (not quite 70% of the whole group) nine and more years to
get there. With a mere one and two years of school attendance,
less than 350%4 were in the 'high' group. Years of attendance had
also had a higher effect on girls' command of German, probably
because Turkish girls in Germany socialize less outside of
school boundaries than do Turkish boys.

Obviously, there are many more factors that determine the
employability of (language)minority adolescents in the Federal
Republic of Germany, but this study shows that language is a
crucial one and that ‘certain educational ‘language policies (in
this case Lé medium instruction only) do not seem to speed up L2
learning and thus have - in a complex interweaving of variables-

a negative effect on employability.(#16)

I found only the five above mentioned studies investigating
the relationship between primary school language of instructiaon
and access to secondary school and none which traces a direct
link to higher education. It is, however, well known that
language barriers are an important factor in limiting access to

secondary and much more so to higher education. Considering

again the three types of bilingual communities, this 1s
particularly =~although by no means exclusively- true for
countries from group one. The following few examples should

suffice to illustrate the situation:
- In Zaire (as in most other countries of francophone Africa),

university instruction 1is in French, but most children are
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already insufficiently prepared linguistically to enter the
(French medium) secondary school (Goyvaerts and Semikenke, 1983).
-~ Peru's secondary and tertiary education 1is exclusively
monolingual Spanish. "With the passage to the higher levels of
education, monolingual vernacular-speakers disappear; and all
that remain are bilingual speakers and a majority of (m.t.)
Spanish speakers (Alfaro Lagoria and Zegarra Ballon, 1976,
p.426).
- In the Autonomous Basque Community in Spain, instruction in
both languages, Euskera (Basgue) and Spanish is officially
compulsary now up to university level; however 70% of
"experienced teachers"” do not wish to learn Euskera (Bernstein
Tarrow, 1985).
- In lower and higher secondary schools in Nepal, more Nepali is
used than at primary schools. In colleges, only those come to
attend who have passed their (...) examinations in Nepali medium
(Chand, Tuladhar and Subba, 1977).

- In Israel, Hebrew 1is the language of instruction in all

institutions of t4Yigher education. However, "as one of the two

official languages of Israel, Arabic |is the language of
instruction for Arab students from kindergarten to twelfth grade
«..3nd...)[tlhe Arab student is thus at a distinct disadvantage
with respect to higher education" (Adler, 1986,p.80).

- In U.S. higher education where Iinstruction 1is in English,
entrance tests are also in English. An interesting suggestion-

coming out of an appreciation for the " two-way' approach to
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bilingual education in a Bostonian school- was made by Christine
Russell of Boston University: while —-as she contends- it may be
true that bilingual students develop more sophisticated learning
systems, that aptitude may not register on the standardized
testing (which 1is done in English). One useful direction might
therefore be to convince universities "to take bilingualism into
account as well as standard English scores" (Boston Globe,
7/19/1%987) .

Relating all this back to language of instruction issues in
primary school and especially to learning reading, I quote Unoh
(1980) who in the context of Nigerian university students talks
of the "reluctant reading syndrome" and traces it back to a poor
start 1in learning reading. He sees a direct link between
inadequate reading skills and what he calls the ‘"higher

illiteracy syndrome" (as quoted in James, 1981, p.16).

PART THREE: LANGUAGE RELATED INDERPENDENT VARIABLES

The choice of a particular language of instruction does not in
itself determine a particular outcome, because "language of
instruction", the main independent variable, interacts with a
number of language related (and probably other) variasbles.
Sometimes, these might not gappear language related, when, in
fact, they are as I will illustrate in the following example:
In a state with a decentralized education system, a irural
committee has chosen the students' m.t. as the initial language

of instruction. Teachers in this  area have the following
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different characteristics (among others):
- from area; same m.t. as student; no teacher qualification
- as above, but with minimal qualification
- as above, but fully qualified
- fully /minimally /not qualified and from different rural area,
m.t. different from students'
- as above, but from urban area.
Additional variations:
- fluent in students' m.t., but of different ethnicity
- different attitudes towards own and students' m.t.(s).
Clearly, these characteristics are language related, but they
could be summar ized under a) teacher ethnicity/bsckground (i.e.
a contextual/conditinning variable); b) teacher language
proficiency (which can be either a conditioning or a policy
variable —-the latter, for example, if only teachers with a
certain language proficiency level were employed in particular
grades etc.); or c) teacher training (i.e. a policy variable).
Apart from showing that seemingly language unrelated
variables can very well be highly language related, this example
further illustrates that the same influencing factors can in
some cases be policy or conditioning wvariables or bath {(in the
same situation). As another example we can take "age", a policy
variable where mandatory age at school entrance is concerned,
but & conditioning variasble when it denotes developmental age
for reading development. This does not mean that we can never

clearly determine whether a variable 1is a policy, or a
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conditioning variable, but it 1is something to be kept in mind
when reading the next paragraphs and the "overviews" of Appendix
One.

Although there is a great variety of influencing factors, and
"many af L[thel variables themselves ([arel likely to be
interrelated im a complex manner" (Harris, 1983,p.13), some
language related variables noticably re-occur in the 40 reviewed
studies (and in related literature). At these we will have a
closer look now:

A (Mainly) Policy Variables

Language related policy variables most freguently and seemingly
most strongly linked to outcomes are in these studies (apart
from chosen language(s) of instruction)

1. the type of program (m.t.; bilingual; L2; etc.)

2. the actual use of language(s) of instruction in the classroom
3. teachers

4., test/examination language.

1. Type of program

In the pages about outcomes, I have several times referred tao
some '"(as yet not defined) wm.t. or bilingual treatment."
Basically, "treatment' here means different kinds of programs.

These are distinguished first by the use of L1 and L2 (amount,

when introduced, what used for), and second by not always
clearly defined characteristics including teachers, materials,
and methods. Their basic difference lies, of course, in their

objectives.
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The varieties in amount of use of L1 and L2 are nicely
illustrated in Tosi's model of m.t. programs and the curriculum

(Tosi, 1983, p.183) which is reproduced here as Figure Four,.

Figure 4

Modaeis Curriculum

a) LI tewrforcement

b) Lt =L2 equal weight

c) LI curriculor subject ;
t

d) L! subject adjoining the , :
curriculum | S |

e) L1 sudject seporate from
the curriculum

I L tmother tongue)
O L (Engtishy

Source: Tosi, 1983, p. 138
Although there is quite a variety of different praograms, and
different labels are used and sometimes cause confusion, there
are three basic types of programs: transitional bilingual,
maintenance bilingual, and immersion. We will see how each of
these relates to Tosi's model.

Transitional bilinqual programs

These programs have transition from L1 to L2 as their goal.
In the UJ.S., this kind of praogram has been officially defined as

"using the student's native language to teach subject matter
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until he or she achieves English proficiency" (Navarrec, 1985, p.
2?1, quoting from an official U.S. Department of Education
document). There are many variations as to when and for what
subjects or activities L2 is introduced/used, how long it is
used, and if there is some kind of "multicultural' component.
In Tosi's model (Fig.4), this kind of program could be a
successive move from a) through e) or part thereof. Six programs
studied here are explicitly transitional (see studies 1, &4, 7,
9, 28, and 33a). Others can be presumed to be transitional (as,
in fact, the majority of programs for immigrants are in the
U.S.). Results here are: two "mixed’ and threé "positive' for
language; one "'negative', one ‘positive' and one “equal' for
mathematics; and one 'mixed' for other subjects.

Maintenance bilinqual proqgrams

These want to give the language minority child the opportunity
to maintain and expand his/her L1 by using L1 as the language of
instruction at least through all primary school (usually with an
additional L2 component that might gain importance with
successive grades).

In Tosi's médel this would correspond to a) and b), depending on
the language situation.

In this review, the proportion of maintenance bilingual programs
is notably higher withir population group two (for example
studies 21 [Welshl, 22 [Irishl, 24 and 25 [Catalanl). Only two
of the 18 "group-one studies' are of this kind: the Six-Year

Primary Project (Yoruba) in Nigeria, and the Puno, Peru project
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(Quechua). Both were/are longitudinal projects, well designed
and with considerable input from indigenous researchers and
foreign donor agencies. Both had throughout positive results in
the outcome categories academic achievement, pedagogical
benefits (measured in the Peru study only) and school efficiency
{measured in the Nigerian study only).(#17)

Yet, neither '"made 1it" on the larger policy/implementation
scale: the Six-Year Primary Project was after a number of years
overrun by 1ts less controversial competitor, the Primary
Education Improvement Project (PEIP, study 14). According to the
PEIP's evaluator, the GSix-Year Project was too radical and
therefore unaccepfable to any government in VYoruba speaking
states. The Puno project suffered a participation decline from
100 to 40 schools within a few vyears in spite of its great
success 1in the classroom. And here, toc, the reason that it
became a3 larger policy failure seems to have been its too
radical nature: community resistance (deriving to a large extent
from negative language attitudes toward L1) was toao strong, and
the project was furthermore out of synchronization with national
language policy.(#18)

Immersion programs

Immersion programs imply the use of the target language (L1) as
the principal medium of instruction with the goal to teach it as
quickly and efficiently as possible (Navarro, 1985, p.2%2).
Except for a possible component of L1 as a subject (usually not

in the first year), all teaching is in LZ2.
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In Tosi's model this could be either c¢) or d). The L2 is
typically an official language (although there are exceptions as
will be seen later). "Immersion”" has almost become synonymous
with "Canada" because of the famouvs St. Lambert Program, the
first and highly successful immersion program of 1ts kind which
has found many replications.

The Early French Immersion program reviewed here (study 19)
had 'positive' and ‘'equal' effects on L! outcomes. Subjects were
L1 English students from kindergarten through grade 6 . As in a
number of other Canadian immersion progam studies (including the
St. Lambert), the positive effects were at least partially
attributed to
- the subjects’ white middle-class background;

- positive parental attitude towards school, the L&, and the
program itself (indeed, parents chose to have their children
participate) producing possibly the so-called "Hawthorne
effect" which implies that parental involvement (in the
[(bilinguall project) in itself contributes to the project's
success (Engle, 19793 Kleif, 1980; Newman, 1983);

- the fact that the L2 (French) is a language not only of wider
communication but of considerable prestige worldwide, and

- the f_zt that the students'’ L1 (English) is the socially,
politically and economically dominant langquage (which they
would therefore hardly "unlearn")(Lambert and Tucker, 1972;
Navarrao, 1985; Holobow et.al., 1987).

The designers of the Cincinnati Half-day French Immersion
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Program (study 40) took the 'white middle-class bias' to heart

and included black and white children from both, middle~- and

working—-class backgrounds. Their finding that SES and race did
not have an effect on French (the L2) progress (though, as
expected, on English achievement), led these researchers to

conclude that this kind of immersion experience may help to
diminish effects of social class background.

If these findings were to be replicated in different contexts,
this kind of immersion program might be a viable alternative,
but it is as vyet too early to draw any generalizable
conclusions. Moreover, as this was a "half-day approach" 1t can
be argued that this progfam 1s a new approach to second language
teaching rather than a new kind of immersion program. It also
does not really compare with ‘pure’ immersion programs an
language dimensions: in the case of the Cincinnati children,
there was no L2 in their environment and from that point of view
there was really no need to learn it; whereas in the Canadian
case, L2 is a farceful factor in the social environment, and it
is of visible advantage to learn LZ2.

Immersion programs should not be confounded with -officially-
'L@=only' curricula as we find them 1in studies S5, 10, and 11
(all L2 Spanish in Latin American situations) and in study 18
(L2 English in Uganda), or in studies 35, 36, 37, and 38 (in
European countries for [recent] 1immigrant children). These
"praograms" have as a common characteristic that they, airre not

planmed and structured as immersion programs, but are usually
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simply what 1is available for the mainstream children, and thus

constitute a kind of ‘'"swim or sink'" approach for language
minority children. Moreover, in studies 5, 10, 11, and 18, the
students' Lls are not prestigious and not of wider
communication, and parents’ and teachers' attitudes towards

these Lls are usually negative. The results of these '"programs"
are mixed, tending to be more negative for monoclinguasl L1
children (see study 10), but positive where L2 1s supported
actively by parents of professional background and wurban
location (see study 18).

2. Actual USE of language(s) in the classroom

A common theme in & surprising number of studies and in
supporting literature 1is what has become known as tihe "dual
medium". This is not the officially sanctioned and curriculum-
incorporated use of two languages of instruction 1in the
classroom, but refers to what is going on in the classrooms in
which officially only one language (namely L2) is the designated
language of instruction (Ansre, 1978 (Ghanal; Chend, Tuladhar
and Subba,1977 [Nepall; Derrick, 1977 [England]; Guzman, 1985
(Mexicol; Kubchandani, 1978 (Indialj; Larsen and Davi1s, 1981
[(Perul; Newman, 1985 [(Guatemalal). In reality, Ll is used as an
instructional language alonygside L2 to an extent that ranges
from wusing it occasionally to help explain subject matter in
grades I and 11 (Unescc, 1984: Papua-New Guinea) to using it
"mostly" (study S). In one of the Paraguayan studies. 80¥ aof

teachers say they use "dual medium” out of necessity, but &0%
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would prefer to use Spanish only if it were feasible (study 11).
In the Zambian study (13) , "dual medium" 1s seen as

necessary to avoiu a total breakdown 1n classroom communication;

on the other hand, "dusl medium" (which can also be regarded as
an outcome, namely of the official language prolicy) is

considered the main culprit for students' inability to write on
their own even after grade three. Here, most teachers
interviewed did not prefer to use L2, at least not before grade
three.

The SIL (#1%9) program in the Peruvian jungle is the only ane
I found which explicitly endorses the use of 'dual medium". On
the other hand, 1ts missionaries see the linguistic situation as
a 'dual language pragblem' (lLarsen and Davis, 1981; my emphasis).
This 1s only a surface contradiction, though: the SltL's goal is
faster transition to L2 and faster assimilation into the non-
indigernous (Christian) mainstream; and “"dual medium" is
systematically used as a wuseful instrument to get rid of the
"dual language problem" (and all that goes with it). (#20). )
3. Teachers
As & policy variable, "teachers " means specifically teacher
training and recruitment. In a paper on the role of teachers and
teacher training in Africa, Gerhardt (1981) points out that the
new concepts and tasks for the teacher should have consequences
for future recruitment and teacher training. Teaching in a
bilingual classroom or through a language recently introduced as

medium of i1nstruction needs specific training. Many teachers are
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put into these teaching situations without the necessary
preparation and find the experience overwhelming. As a result
they do not teach effectively through the new medium (Taiwo,
1976 about the Nigerian situation) or they cannot ‘'"survive" and
therefore "flee", a trend recently observed in the Federal
Republic of Germany, where teacher retention has become a major

concern for educational authorities (Hill, 1987). Probably both

groups would have benefitted from special training. Steps 1n
this direction hnave been taken: in Norway, Education in the
Sami districts' is now classed as an (officially recognized)
subject of specialization (Hoem, 1983); and the younger German

generation of students of education now have the option to major
in the education of minority children at several teachers'

colleges (Hill, 1987).

The usefulness, indeed necessity, to employ bilingual
teachers (in transitional programs preferably both-way bilingual
stafv) and wm.t. speaking teachers 1in programs which teach

initially only through the m.t. is reflected in the reviewed
studies. It is, however, extremely unlikely that this policy
variable impacted the outcomes without interscting with a number
of other variables. Moreover, knowledge of the cstudents' m.t.
alone does not seem to make the greratest impact, but rather
being a native speaker from the same community who is also
involved in community work (see studies 4 and B8). Studies that
specifically mention the use of bilingual or m.t. (indigenous)

teachers are 1, 3, 4, 8, ¢, &at, 25, 28, and 33a). In the
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Individualized Bilingual Instruction Program (IBI), employing
indigenous speakers as teachers also had good results
(McConnell, 1981). Beyond being a native speaker of the
students' language, another important factor for the success of
indigenous teachers lies in an understanding wnich comes from
belonging to the same group. A teacher from the Peruvian jungle
expressed this in the following simple statement:
"Only an Aguaruna can teach an Aguaruna."
(Larsen and Davis, 1981, p. 79)
The notion of ‘cultural mismatch' as a negative influence in the
classrcom 1is, however, not wuniversally accepted: 1n a study
investigating the effects of value similarity, Maestas (1983)
found no} evidence for the previously supported position that
value congruence between educators and students 1s more
'conducive to student achievement. The study's population were,
however, Mexican American high schoal senicrs (in US schools),
arnd we might assume that the assimilation process had already
done its share, or that the students were well encugh stabilized
50 that their different values (which, indeed, they had) could
exist apart from the educational process they were undergoing.
Summarizing we can say that m.t. and bilingual programs need
as a component teachers who are specially trained, proficient in
the language(s), wunderstanding of their particular student
population, and in some circumstances (e.qg. in small rural

enclaves) preferably from within the community.
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4., Test/Examination lanquage

Many students who are taught in one language, or bilingually are
not given the chance to be examined in that (or their preferred)
lariguage. As a result they do not do as well as they might have
done had the test language been the same as the language of
instructicn. The reason that this situation still prevails lies
mostly in the simple fact that test materials are not available
in those languages. Sometimes, test mater.ial in a 'majority'’
language is simply translated into a vernacular, but the test
results are not better. This may be because the tests were
biased in their content and/or form in favor of the mainstream
student. There 1is a large amount of literature on "culture-
fair"/"culture-biased" testing for minority students. (Clarizio,
1982; Cummins, 1984; Haynes, 197153 Oller, 1982; Scotton
Williams, 1983; Tucker and Cziko, 1972). Generally, tests of
ability constructed for use in ane particular culture group do
not have predictive value for a different group, and it is even
wrong to assume that non-verbal tests are more free from
environmental influences than verbal ones (Haynes, 1971, p.22).
Two of our studies include test language as a specific policy
variable: 146/21la and 39.

In the cross-cultural study (16/21a), two groups each of
Nigeriam and Welsh students were measured on language
proficiency: a bilingqual group (with English L& in both

situations), and a monolingual English {(control) group. For both
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(experimental) groups proficiency was significantly higher, when
the tests were given in LI (Yoruba and Welsh respectively).
The "Norra Real" study (39) showed higher reading comprehension
when test and home langquage were the same ; that was also true
for word knowledge (this was 1n the area of science).
These two studies, then, make the point that test language does
make a difference in outcomes. Unfortunately, often outcomes are
compared that do not take thi1s into consideration, and the
results are then less reliable. The test language 1s not even
always mentioned 1n research studies. More negative than the
impact on the evaluation results, however , seem to me the
possible negative effects on the children who have to tale these
tests.

B (Mainly) Conditioning Variables

The conditioning variables that are most fréquently mentioned
in the 40 studies and appear to be of impact on the outcomes,
can be grouped into three clusters:

1. Student characteristics

2. Parents', Teachers' and Community's attitudes

3. l.anguage role 1n society.

1. Student characteristics

Age: The age factor and 1ts relation to language has been
discussed before. (Please see Part Twa) . As the majovity aof
studies deal with young elementary school age children,
comparisons between age grcupes cannot be made. However., we noted

that developmental reading age, age at entrance 1nto a new
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language community (study 33a and Collier, 19871, and age at
introduction of L2 all play some role and possibly affect
achievement.

In the case of many developing countries, age specific
investigations are made more difficult because of large age
ranges within one grade (e.g. study &) or the practice of multi-
grade classroaoms (e.g. study 8). Same-aje children, on the other
hand, can sometimes not be compared because of different pre-

school exper .ences which seem to be of particular importanéé for

language minority children. (Mc Clintock and Baron, 1979
conclude that early bilingual education promotes bilingual
lariguage comprehensian; and the Van Leer Foundation is

increasingly interested in bilingual/multicultural pre-school
education [Van Leer Foundation Newsletter, January 19871).

Age in relation to language acquisition (here LZ) has been
extensively studied in international as well as U.S. contexts
(Asher and Price, 1967; Collier, 1987; Fathman, 19275; kKrashen,
Scarcella and tong (Eds), 19825 Snow, 19846; and Snow &
Hoefnagel -Hohle, 1977, 1978).

SES The roile of SES on academic achievement was investigated i1n

the follow.ng studies: 18 (Uganda), 19 (Immersion Canada:'. 21

(Wales), 29 (Hispanic), and 40 (Half-day 1i1mmersiaon Cincinnati).
We already discussed the results of studies 18, 19 and 40 in the
context of programs.

The Welsh study comes to the same conclusion as the Immersion

and the Uganda studiez, namel, that socially advantaged pupils
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seem to galn more than others from a program of bilingual
education. The Hispanic study comes to some very special results
interrelating language of instruction in elementary school and
SES and looking for outcomes in language and mathematics
achievement in high school. These researchers found that in the
all Spanish group ° English reading' outcomes, and in the all
English group' Mathematics' cutcomes were not influenced by SES.
However, in the all English and in the mixed medium groups,
‘English reading' scores rose with rising level of SES, whereas
in the all Spanish and 1n the mixed medium groups "Mathematics'
scores rose with rising levels of SES. They interpret these
findings as evidence for a significant interaction effect
between‘SES and language of instruction.

The situation gets more complex, when parental attitudes,
linked to SES and status of language and other language factors
are related. It i1s then almost i1impossible to dissect single
variables; there is an ever greater net of confounding variables
and interaction effects.

2. Parents', Teachers', and Community's Attitudes

We have already alluded to the role of parents in the context of
SES and looked at teacher training, language proficiency and
ethnicity as (mainly) policy variables. We knaw from all kinds
of educational situations that parents, teachers and (perhaps to
a lesser extent) the community play a role. In a study on
determinants of school achievement 1In developing countries,

Schiefelbein and Simmons (1981) list a total of 16 teacher



45

attributes that were found to be linked to achievement.
Strangely, neither language praoficiency (#21) nor attitudes
towards language(s) were among the 80 mentions of teacher
attributes. (Parents and community attributes were not

investigated at all).

In the caontext of m.t. or bilingual education, parents',
teachers', and the community's attitudes towards languagel(s) are
very important. They often find their reflection in the

children's language attitudes, and all these together have an

impact on how children succeed in an m.t. or bilingual program.
Admittedly, these language attitudes are difficult to
investigate, and results from studies wusing the so-called
"matched-guise"” technique (#22) do not explain everything.

Lenguage attitudes change because of personal and environmental
factors, and L2 success can be the cause as well as the result
of language attitudes (Extra and Vallen, 1985).

Teachers' as well as parents' attitudes towards a minarity
language can be ambiguous (Corvalan, 1984): wanting not to lose

the language for identity and cultural survival reasons, at the

same time not wanting to teach/have taught thelr children
through 1t, because of lack of prestige and likely negative
ramifications 1in life out of school and after schooling.

Hornberger (study 8) saw the importance of community resistance
to m.t. teaching born out of a negative attitude towards the

-less préstigious— m.t. (W81lck, 1973 bad come to similar

conclusions).



46
Parents', teachers' and the community's attitudes towerds a new
program in general, i1.e. the "newness" of it, the simple fact of
change which can bring positive aspects into their lives, but

can also cause unwanted " intervention' from the outside greatly

affect m.t. and bilingual programs. They can stifle them from
early on, or they can withdraw their support during the
implementation phase, or be disenchanted when they do not see
immediate results. Several researchers, planners and
nractitioners make the point that to counteract negative
attitudes from the beginning, parents, teachers and community

leaders shaould take part in all the program's planning and
implementation stages. (For this and related issues see Cleaves,
19775 Davis, 19805 Warwick, 1979).

4. Lanquage role in society

Attitudes towards language are greatly determined by the
perceived prestige or status of languages. These basically
derive from the social and political situations in which
lanquages are embedded.

With few exceptions, a majority language has more prestige than
a minority language if both are used in the same area. (Note
that "mirnority" and "majority" are not used as numerical terms),
(An exception is Catalan in Catalonia; see studies 24 and 25).
Prestige 1s also -but to a much lesser extent- related to a
langquage's history and to whether it is a written as well as a
spoken language. The extent to which the status and i1ole of

language have everyday meaning can be seen in the two following



47
examples:
"In the Federal Republic of Germany ... Greek 1is an "immigrant
workers' language" (negative undertone), but there are certain
sympathetic feelings for the Greeks living 1in the FRG and
therefore for their language, too, because of the antique Greek
cul ture" (Radisoglou, 1984, p.303, my translation).
In Haiti, "... French, Catholic religion, marriage and health
care in hospitals are part of the official culture; while
Creole, Vodoo, concubinato and healers (curanderismo) are
tolerated” (Corvalan, 19286, p.120).
The status different languages enjoy in a particular society is

often reflected in that society's language planning orientation.

Quoting Ruiz (1984), Hornberger (1987) summarizes these as
follows: 1) the "language-—as—-problem" orientation, 2) the
"language-as-right" orientation, ~and 3) the "language-as-
resource” ortientation. This third orientation hss found an

application in the previously mentioned " two-wsy' approach, a
novel bilingual education program 1in which language minority-
and L.l monolingual students are placed in the same program, thus
allowing both groups to '"act as linguistic models for the other"
tSnow and Hakuta, 1987, p.1ll1) and to " (boostl] minority self-
esteem and majority tolerance" (Hakuta and Gould, 1987, p.a4).
This sounds promising, and it would be nice to end on this
optimistic note. However, this approach has so far only been
tried out where resogurces are plentiful, a situation that is not

enjoyed by a large number of multilingual countries.
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CONCLUDING CONSIDERATIONS

It certainly has not been possible, nor has it been 1ntended to
find the "ideal" language of instruction policy. As we have seen
in the previous pages, & multitude of factors affect the
educational situatians of language minaority children, and
different educational language policies have shown different
results. In the course of work on this paper, I found that it
was easier to look for outcomes and for policy variables than
for evidence of effect of language related conditioning
variables. Probably the designers, researchers, authors and
reviewers of the documents reviewed here were also overwhelmed
by tHe compiexity of canfounding and interacting wvariables and
decided to deal with only a few of them.

Some common themes and outcomes have been found in the 40
studies, and to some extent, outcomes could be meaningfully
linked to certain policy and conditioning variables.

However, the restrictions on generalizability of the findings
were themselves an outcome -i.e. of this review.

Macnamara (1974) expressed the opinion that the Tactors
affecting thé ocoutcaomes (of bilingual education programs) are so
numerocs and complex that no generalizations can be made
regardless of the research model used, a viewpoint supported by
Tucker and Cziko (1978) and others. The aforementioned
recurrence of the same variables in so many studies need not
indicate (only) that these are of paramount importance for the

outcomes. Rather, it may also indicate similar inadequacies of
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research design (Curiel et al., 1980; de Bot et al., 1985;
Willig, 1985); paolicy makers' interests and tacit aims

(Paulston, 1978); or what is more generally described as '"the
ethnocentric basis of social science knowledge production"
(Stanfield, 19853 also see McGinn, 19280).

Paulston 1n particular criticizes the narrow -and politically
one-sided- focus researchers have employed in their research on
minority language children. Her major point, based on what has
been called the ‘conflict paradigm' is that

"we begin to understand the problems and questions of
bilingual education only when we see billingual education
as the result of certain societal factors rather than as
the cauée of certain behaviors in children" (Paulston,
1975, p. 369).

D}awing on Schermerhorn's (1970) design for research on ethnic
relations, she proposes that we look at the

"differential participation rates of subordinates in

institutional and associational life (including rates
of vertical mobility) as compared with rates for the
dominant groups" (Paulston,1978, p.211),
because "this is the variable under which the institution of
formal schoolingland bilingual education programs are subsumed"”
(ibid.).
Tosi (1984) and Skutnabb--kangas (1983 and as analyzed in Shafer,
1986) follow a similar line of thought and propose that

discussions on language minority education are only meaningful
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when embedded i1n models of ethnic relations which distinguish

societal goals such as "direct brutal assimilation",
"apartiheid", "soft human assimilation", "equality", "elite
enrichment equality” and others (Skutmnabb-Kangas, 1983 and
Shafer, 1986) . (For Skutnabb-Kangas' simple and elaborate

models, please see Appendix Three).

Even though 1t was naot within the scope of this paper to
analyze language of instruction and achievement as one particle
within a complex sociological/political model, I would like to
conclude with a remark made by Goyvaerts and Semikenke (1983)
about the situation in Zaire which goes just as well for
situations in many other countries:

"Although one cannot neglect the problem of languege in
education in rresent-day Zaire, it 1is also probably the case
that language praoblems are often evoked as an excuse to disguise

the more urgent problems on which immediate solutions very much

depend."”



NOTES

#1) Definitions of ‘bilingualism’ range froum the "minimist's"
to the "maximist's" point of view. The former being most clearly
represented by Macnamara (1967) who considers anyone bilingual
who possesses "even to a minimal degree" at least one of the
language skills (or rather one of the "subskillgs" of the four
basic skills) 1n a second language. Bloomfield (1935) and Thiery
(1978) clearly represent the '"maximists" who equate bilingqualism
with native-like cnntrol of languages. The most flexible and
widely accepted approach tcwards bilingualism lies somewhat in
the middle of these two rather extreme positions. Grosjean's
(1982) realistic focus on the aspect of "use" rather than
"fluency" when measuring the degree of bilingualism seews
particularly appropriate, as 1t allows us to see bilingualism as
neither static nor absolute.

#2) "Studies" denotes the different kinds of research documents
reviewed and summarized in the "overviews" in Appendix One. [t
does not refer to other secondary sources.

#3) The total of 41 is the result of counting one study twice,
because 1t addresses two different populations. Studies are
benceforth referred to by their given number.

#4) I have not included the Philippines studies, because they
date back to 1948 (Iloilo ) and 19467 (Rizal). For evaluations
see Engle, 1975; Tucker and Cziko, 1978; Dutcher, 1982; Delpit,
1982.

#5) Bartley (1971) deals with elite bilingual education in
special schools in the USSR; Lewis (1980) compares USSR programs
and policies with those 1in Wales; Shoris (1984) focusses on
ideological and political imperatives for language planning in
the USSR. Studies published 1n Russian or other languages
unknown to me [ can unfortunately not understand.

#6) Willig's (1985) meta—-analysis statistically synthesizes the
u.s. studies of a body of literature previously reviewed

narratively by Baker and de Kanter (1981) whose report resulted
in controversy.

#7) Hernceforth abbreviated as m.t.

#8) Cummins’' original framework was based on Skutnabb-Kangas and
Toukomaa (1976).

#9) How long depends to a large extent on the age of arrival.

#10) Wittgenstein, Wherf, Vygotsky have been instrumental in the
debate on the character of thought-language relationship.

#11) These include among others: divergent thinking,

ARV



originality, cognitive flexibility, field independence.

#12) The evidence quoted here results from a review of three
research projezts in Britain who were not comparable because of

differences in design.

#13) Controversy broke out between the supporters of the Swann
Report and the National Council for Mother Tongue Teaching.

#14) The Bentahila study decribes how French i1s progressively
replaced by Arabic as the language of instruction for arithmetic
and natural science in primary education in Morocco.

#195) We already know of Logo in Wolof, and other computer
programs in Arabic.

#16) Grenier (1984) studied the effects of language
characteristics on the wages of Hispanic-American males and
found that language attributes had a signiticant effect on
wages.

#17) Religious knowledge was the only 1tem negatively affected.

#18) Quechua nad been made an offici1al language in 1976 by the
Revolutionary Governmment, but it never achieved equal status.

#1%9) Summer Institute of Linguistics

#20) The SIL has done pioneering work in the linguistic field. 1
do, however, strongly disagree with their assimilationist
concepts and misszionary goals.

#21) With the exception of one mention (of a total of B80!) of
"English proficiency' from an African study.

#22) In this technique (first developed by Peal and Lambert),
one bilingual persor has read on tape standard passages in two

(or mare) languages (or dialects). The listeners. then rate the
what they assume tec be two (or more) speakers on dimensions such
as intelligence, language competence, SES and affective

characteristics.

2
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PROGRAM GRoup | OUTCOMES VARIABLES VARIABLE S ! COMME )4
COUNTRY
] L
Rock Navajo lementaryj grades 2 & 3 ,Coordinate . strong parentalll importance of
Point rades = or - (not spe-}§ Bilingual Progr. involvement continued test
English cified) (one teacher f o continuity of | instruction in based
< or leadership Navajoc 1is results
each language in : i
USA grades 4-6 cach of the ., community stressed
(Arizona) controlled,

r

+ reading Englist

+ Engl. language

grades)

., Maintenance

(accelerating
with each year)

Also see
table AB

Program:

- learning readin
in Navajo

i, English reading
from grade 2 on

» Use of Navajo:
Kindergart.70%
grades 1,2 50%
grades 3-6 207

. most teachers
are Navajo

e

managed by own;
school board ;




Aa Language

PROJECT/ |LANGUAGES|| AGE PoLICY CONDITICNING TyPE
PROGRAM | counrry | GROUP OUTC.OMES VARIABLES VARIABLE £ COMMENTS Y
L
Chiapas] Indian : + Spanish .1st year: ++ Teachers' Importance of very
1anguage§ reading compre] mother tongue community training for thorough
& | hension ’ reading instruc involvement rural teachers
Spanish tion by global stressed
- method (stress-
Mexico Also see es comprehen-
table S sion)
plus

Spanish oral
drills before

.2nd year:

introduction
to Spanish
reading

.Native teachers




-—

consistently
higher than expe
rimental group

consistently
lower than con
trol groups in
all test

kections

highest scores

medium scores

lowest scores

higher scores

Spanish and
Hl 1/2 years in
_ffofficially all
%Spanish medium

ielementary

fl vyear preschool

Spanish

Ll Iandian lang,

1Spanish and
il 1/2 years in

jofficially all
iSpanish medium

HActual medium

Hof instruction
Huse in class-

"#room

. exclusively
Spanish

. mixed medium

. mostly ver-
nacular

with L2 Spanish

Home language
use and profi-

ciencz

good Spanish and §

used frequently
by parents and
siblings

i of experimental

Hed due to budget
frestrictions
i(selecting cri-
zeria not men-

ft ioned)

. author stresses
 need for

b)) classroon
tobservation

) longitudinal
studies (diffi-
icult because

Ibf high attri-
fltion rate)

. Recent policy
fchanges: In India
fareas with bil.
ked., no more pre-
fschool Sp.,be-
cause reading/
Boriting in L1 and
fiSp as L2 only
ffrom grade 2 on

[eroup,only 52 gratg

1

Aa Languzge
%:ROJECV LANGURGESE AGE poLiCY CONDITIONING oM eE
MENTS T
PROGRAM - GRoup || OUTCOMES VARIAGLES VARIABLE S | COMME Y
COUNTRY |
Montafia | Three iPrimary Language achieve- . rural,predomi- | . Nahuatls were
de Guer-{f Indian fschool ment test and proj Eantly Indian the most consis-] N/L
erro languageggrade 2 ficiency test rea tently profi-
& . (grammar, lexi- low socioecono-§ cient group
Spanish cal readiness) mic indicators %
Mexico No preschool monolingual | - of 332 tests



Aa

Language

= - :
PROJECT/ [LANGUAGES|| AGE PoLiCY CONDITIONING- ‘ - 1 pyee
PRO:();RAﬁ coux | GRoup | OUTCOMES VARIAGLES VARIABLE S COMMENTS 7
OUNTRY ;
. “ P/L
Guate- § Four IPreprimary; Grades 1 and 2 I"Bilingual treat- not specified § Includes only AF -
mala Indian ,%and (whole age range}l ment" for pe- "Bdata from 7-13 AO
languageé Primary riod of three i year old first- ;chool
& l grades + language arts: | years (pre- | and 8-14 year oldcensus
Spanish § 1 and 2 end of year ! primary, lst and second graders; data
- : grades and | 2nd primary). .:ut thered3£3 )
al ost tests : irst- and second, test
Guatemal post (Type of program graders who do partici-
é Only 10-13 year not specified) f not fall within |pation
< 0ld second gra- s these age ranges.Jhigher
ders: in pilot
schools
- language arts
tecst
Also see tables
Ab, Ac, S
Ecuador JQuichua gPrimary After three §Bilingual school § Quichua speakingl All tests were /L
& lgrades years 1in school:f (no details rural community §j given in
Spanish i (not spe- i given) (preschool-age Spanish
- : cifieg) + Spanish Zhildren arz P
Ecuador grammar

Also see

tables Ab, Ac

monolingual
Quichua spea-
kers)




Aa Language
: , Y — e ,C - T;ON’%_;G. g e o o]
PROJECT/ HLANGUASES| AGE PoLlIC OND} -
Pno%vaﬁ.n CounTRy GRoUP | OUTCOMES VARIABLES VARIABLE & COMMENTS Y
P/L
Puno , Quechua § Primary + Increased oral®Maintenance-type - Community An example of
Peru & grades participation j|bilingual program resistance larger policy Detailed
Spanish § 1-3 + Improved Equal use of (deriving from] failure (decline o?serva-
- reading Quechua as medium language from 100 to 40 tional
Peru of instruction in attitudes) participating -
+ G all subjects in i schools)
reater ease de-] - Out of H because of AF:
of writing constant (not de ut o 2 1S € ;
creasing)amounts synchronizatioficonditioning Researcher
through six years with national ?variables, but lived 12
primary school language § 2 success in thejresearc
é; Also see table B policy classroom in area with
€ spite of these, jcommuni-
! and because of ty for
! program policy two
variables years
Jungle, ;::;§2ges Z:::::y + Reading and Transitional +(Indian) mono- JGoals: Detailed
Peru 5 1-4 writiling bilingual lingual back- f.castellanizatiorgdescript-
Spanish Spanish program: ground 1g"hea1thy" ion of on-
- . learning i social going worl
Peru reading in L1 }° misslonary integration of Summer

i pergggeel

. Systematic use
of "dual me-
dium"

- native biling,
teachers,
trained by SIL

effert

- reading the
bible

Institute
of Lingui:
tics (SIL:
a mission.

ry enter-
rise
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PROJECT/ ILANGUAGES) AGE PoLICY CONDITIONING - oE
PROQ}RAH COU.;!TRY | &GROUP OUTCOMES VARIABRLES VARIABLE S COMMENTS T7’
f_énish medium Student Language [Teacher training

ParaguayjGuaran{ Primary Reading Sp.,gradepurriculum Background 2nd experience
I & grades four: First Language: made no differ-

Spanish 4 and 6 Sp.45% gelow parish (Sp.) ence

Bil,54% eaiim ;//5::::]Bilingua1 (Bil.)
Paraguay Gu, 937 Guarani (Gu)

IO

Reading Sp,lgrad‘
six:

Sp. 33%
Bil, 60/j2«91°w

Gu. 917 )fledivm

eading,grades

four and six :

¢

Also see
table Ac

{curriculum,
h teacher uses
} "dual medium"

H out of necessity

in grade 1:38%

Spanish medium
but

in grade 4:327
in grade 6:247

Not considering
student language
background




Aa Language

AGE

OUTCOMES

POLlcy
VARIABLES

cowomomu(—‘r
VARIABLES

COMMENTS

TyPE

PROJECT/ [LANGUAGES !

PROGRAM COUNTRY y GRouR

Para- Guarani § Primary

guay II & H grade one
Spanish § (7-9 yrs)
Paraguay

VN

oy o

Do e dus WALTEI

1.Great diffi-
culties answer-
ing in Spanish
and retelling
story in Spanish

2. When Spanish
is used in rural
schools:

7% spontaneous
verbal
interventiocn

vs.

93% direct

answvers

When Guarani
is8 used in rural
schools:

327 spontaneous
verbal

vs.,

687%Z direct
answers

'Difference less

Also see
table S

intervention;

in urban schools:

Official:

1965 curriculum
in Spanish made
in the Capitai

with urban chil-
gdren in mind.

Promotion based
on end of the
year exams.

Realltv.
iTeachers language

1 _Rural children
have no workbooks
and spend much
time in copying

2,Teachers' u
languages

100% speak,read,
write Spanish

997% speak Guar.
47% read Guarani
30%Z write Guar,

Teachecrs'languag

use:

80% use both
languages in
classxroom,
use only
Spanish

167%

Student-teacher
interaction in
i Guarani:

50%
29%

Teacher Training:
ajority of
teachers without
rientation about
ilingualism

i rural area:

urban area:

attitudes:

> but 60% would
prefer to use 2
only Spanish if%
it were feasablel

learn in Spanis
and Guarani at
the same time;

78%Z believe thaﬂ
grades would go ¢}
up if no Guaranif
was spoken in
class

| Antagonism
| between
| acknowledging ru-

i language needs
2and rigid exam
~oriented school

Nationwide:26%
first graders
not prgmoted

747 teachers
live in urban
areas

ral children's

system geered to
castellanisize

N/L

Mainly
obser-
vatio-
nal
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PROVECT, LANG‘UAGESH— AGE PoLICY CONDITIONING fE
PaovaRAé COuR | Group | OUTCOMES VARIABLES VARIABLE S COMMENTS v/
OUNTRY
Six-Year] Yoruba Primary English Experimental QEZCE:e-pIOJECt Egiie is
Primary e school end grade 3 - groups ! Af;er three— a summar
Project § English {grades end grade 4 + Yoruba medium y ° - :
- 1-6 Yoruba of instruction | vear pilot of 3 pa-
Nigeria —_— grades 1-6 study in one pers re-
+ urban school,ex-yporting
: vs tended to 10 varying
fcontrol groups other schools degrees
§.Yoruba medium of (urban and 4 evalua-
finstruction grade rural) tion
lgrades 1-3 studies
. English medium (3 of
ggrades 4-6 which by
#.English taught same
iby non-ESL avthor/c«
fspecialist author)
E%; English: {Pilot experimen- onclusions -
end grade 3 = {tal group: Yiiffer depending L

end grade 4 +

Yoruba:

surpassed all

groups

including the

later experimen—f

tal groups
School leaving

exams Yoruba

++

Also see tables

Ab, Ac,

S

lE. taught by
IESL specialist

won who interprets
the evaluations:
ith Dutcher's
(World Bank)re-
ort being the
nost cautious,
and Bamgbose's
(Univ. of Ibadan)
he most positive
lhs to the success
bf Yoruba as me-
Hium of instruc-
ion,.




Aa Language
PROJECV LANGUAGES AGE PQLIC\/ COMDITIONING COMMENTS Tvee
PROGRAM - GROUP OUTCOMES VARIABLES VARIABLE £ 7
COuNnTRY
iross- {Yoruba + [[Primary Language Pro- N/L
rulturalEnglish | school ficiency (means) Nigerian group | assessment
study Ni mria %age 9-11 test given in L2 § bilingual pupilsf miasuri:sts
(page EOSPR 51.1% (Engl) with English L2 f ¢+°%¢& te
one) o
Welih test given in L1
English 60.8% (Yoruba) »
,@ - 60.97% test given in L1 | monolingual Engl}
Wales (English) i
A A
jéﬂgy Welsh group ,
63.9% test given in L2 y bilingual pupils |
(Engl) with English L2 §
66.9% test given in L1
(Welsh)
61.2% test given in L1 § monolingual EngI;
(English) :

For both bi-
lingual groups
proficiency is
significantly
Ligher when test

civen in L1 1)

CONTINYED

on _next page

1) differences

5between two
fgroups interpre-
Hted as result of

“"socio-
back-

different
cultural”

lcrounds' (see 2)




cross cultural study,

PROJECT/
PROGRAM

LANGUAG—ESi

country | GROUP

AGE

OUTCOMES

poLticyY
VARIABLES

b

CONDITIONING
VARIABLE S

page

two

o i oo e

COMMENTS

TYPE

16
&g
3y

Language pro-
ficiency tests

4 of children
attaining
"competence
level"

(mean 40-55)

Nigerian group

pilinguals with

Yoruba
97% %) Ll Yoruba
English
89%
English monolinguals
90% (Engl)
Welsh Welsh group
84% bilinguals with
29 L2 English
English
947%
English monolinguals
90% (Engl)

2
' fnterpreted as a

reflection of
different
"socio-cultural”
conditions: LI
supportive home
environment

ir Nigerian
group; intecnse
and sustained
exposure to
English through
media and gener-~
al environment
in Welsh group
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PROJECT/ JLANGUAGES! AGE oLiCcY CONDITIONING |
PE
PROGRAM N &GRoup Curcomes VARIABRLES VARIABRLE S ] COMMENTS b4
COUNTRY ‘
Uganda § Several Primary,grade 7:H81st¢t grade in- city school no rural schoolf N/L
African | = English Struction in used English
languagesg] & English medium medium in Ist
& : reading
grade
English (only 406 chil-
- dren included
Uganda in this analy-
sis) AF:
Home background retriT
+ English — professionals spig-lve
reading scoresf se .
: nall 1560 reporting;
Location "children in- - ¢
*+ English ¥ city zluded in E:giiation
reading scoresg these analy- §of extreme
ses groups
++ English + teacher fredentials and only 12

reading scores

experien

ce

schools se-
lected for
this analysis

"May be confoun-
ded with loca-
tion (better
teachers rore
likely to be in
city)
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PROJECT/ [LANGUAGES] AGE PoLIC CONDITIONING-
PRO?;RAH coun | cRoup Ourcomes vnam;/uss VARIABLE S COMMENTS TYPE
OunTRy |
Early English EK- grade [English language JlEarly French Ll English L
French & 1 6 Immersion: all students (in (6 year
Immers | French + (enhanced L! schooling in Fr. § Ottowa-Carlton period)
ion, - skills of an |from K to end of [ and Toronto) - —
Canada § Canada "essentially lgrade 1 or 2; i data om
metalinguistic by grade 6 half .parents of rela- matched
1st nature"§ of curriculum tively high sample
part: istill in French educational back | selected
longitu- = composition g(control group: ground in both g???
dinal writing | all English groups (59% ‘ E; 1§g9a1
study !l curriculum) semiprofessional ucatlon
i or professional) Project
] files
3 L1 advantage not Specific level SThreshhold
gfﬁ established G of L2 ccmpetence | hypothesis" not
~ sustained
5 e e S—
part: grade 6 |} English (L1) OUTCOMES cont.: N/L
cross-— vocabulary : (cros
sectiondl skills iknowledge and use s c's-
nal = jof reference nzi)lo
study lexical range ?EEEEELEL& -
t: inves - o+ 2 testing
tigate ! i
specifig grammatical il Conclusion drawn{ Sesstons
hypotheges nsage l early bilingual
theses + i schooling will
arising general dis - l enhance certain
of above course skills LT sKtlTIs—among loze test
study i majority

discourse inter-

{ children

H
:

making use of
context of

pretation skills

1|

i

‘f’adjacent sen-~
tences




Aa Language
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PROJECT/ [LANGUAGES] AGE PoLiICY CONDITIONING-
 PROGRAM . &ROUP OUTCOMES | VARIABLES VARIABLE S COMMENTS TYPE
COUNTRY |
i 1
Wales Welsh i 5-9year Age 7: Bilingual treat- Parental in- L
1978 & 1 olds = verbal abilitylment thrdughout [ volvement + elabo-
English Age 9: (Engl.) primary school: rate
- + verbal abilityé red TedTun: SES + meaning: high
Wales (Engl.) ? SES and high

2|

Junior schools:

+ L2 (Welsh)
attainment in
general

+ Welsh speech
skills

Infant schools:

++ L2 attainmen

Also see
table Ab

ideally half day
English, half
day Welsh

l-adequate supply
§ of bilingual
teachers

teacher attitude
to L2 +

student back -

ground level of
'Welshness' +

adegquate allo-

cation of time +

.Students'Ll
English

scores signifi-
cantly related




Aa Language
PROJECT/ JLANGUAGES]| AGE PoLICY CONDITIONING CoMME pe
ENTS T
'PROGRAM - GROUP OUTCOMES VARIAGLES VARIABLE S Y
COUNTRY
Spoken | Irish grade 6 Some aspects of JEnglish-speaking gAmount of vari- N/L
Irish & /curriculum £ flance explained E
English taught through { (of a total of §ten—f
- Irish {32.47%Z; 9 vari- sion o
Ireland (only 22.03% of fables) an 11
all classes with 13.5% eard e;‘
six graders A Study by
1) same
# get this treat- author,
i ment) for which
| “ABC-related" he hid A
course methods 11.0% ?e;g opec
(used by 38,65% objec~

**% home
home,

ackground
parents c

J

signifi-
cantly
higher
level

of

{ of teachers)

## of sixth

graders in class}

(smaller)

region

achieve-
ment

SES, parental at
mpetence in Irish

(Munster)

location
Lrural (vs.
combined town
and city)

school size

~smaller schools

Between variable
were significant
of instruction,
tion

itudes to lang.,g

correlations
e.g. medium
egion and loca-

se of Irish at

N1) sampling unit
His"class"
ies are single-

INo siggf?zcant

ilence

I Not investigated
Hhere,
jother studies
ﬁstrong predictor
Bvariables: *%%

(class-

and multi-grade)

correlations
with gender, ffof
grades in class,
teacher exper-

but in

tive test
for spoke
Irish’
used here
too.

Detailed
and
statisti-
cally
elaborate
study



PLEASE SEE CONTINWIATION ON THE NEXT PAGE

Aa Language
— oo :
PHOJECT/ ILANGUAGES| AGE poLiCY CONCITIONING
- e
PROGRAM | conrry || GROUP | OUTCOMES VARIABLES VARIABLE S COMMENTS LAY
L 1 i_Cataian Elimegtar} Catalan -Learn reading & j.L1 Catalan ,"Experimental no de-
I;;g " spanish senee bricing in L1CC.) | . i.1a0 1lon | bilingual tails
pan—s Spanish . L2 (Sp.) intro-ﬂestablished gs project" availab
ability duced at same begun by Univ.
Spain literary lang.
(gata— and time (since 13th/ ) of Barcelona
lonia) school > subsequently l4th century)
results use of L1 and L2 Catalan a
d;g as media of ins- ;omance lang
sy
éﬁ truction similar to
Spanish
; j
Cata- Catalan General %All subjects had jreceived some Ca'iCatalonia differ- N/L
lonia & basic { talan since begigning their lent from the large
Spanish education i1 schooling. Catalgn compulsory im §n scale
1982 : "typical minority
- grade 4 %all schools (in @atalonia) since 3region in a cen-— sur:ey:
?gazn 1978) Htralized state': ?izusa
ata- 3 F
| Predominantly CatBalan Schools . 1s richest &
lonia) ] most industria- Stfimg
» Catalan main . majority of l1ized community scient:
§ medium of instr. students and lof Spain fic st
teachers with § phag 3 primarily in C.
L1 Catalan b far
jnon-native working
25 . high degree of [ L1 Catalan class (monolingu- — e
competence in : |speakers jlalCastilian spea- EZ;E;
fatalan fkers from the c ;;
. good level of poorer South) eacter
X assess
Spanish 8(i.e. Catalan 1is ment ;
- satisfactory Ll Spanish ! prestigious) studen
knowledge of 3 speakers & pare
Spanish and Cata-j questi
an naire



PROJECT/
PROGRAM

COUNTRY

LANGUAGES |

OUTCOMES

VARIABLES

Catalonia 1982;Continuation

COMMENTS

A EA RN AT SRR b s SR Ty o w5t 0w o

TYPE

25

. good level of
Spanish

lan

. good level of
Spanish

. much lower

lan
in mainly
C. schools

Summary conclu-
sion: Catalan-~
lang. school
obtains very
good results in
both C.
while Spanish
language school
does not
achieve satis-
factory results
in Catalan

Predominantly Spa

nish Schools

. totally inade- |
quate in Cata-§

level of Cata- §
than those §

and Sp.,g

Spanish main me-
dium of instruc-
tion

majority of stu- |
dents and tea-
chers with L1
Spanish

Ll Spanish
speakers

L]l Catalan
speakers




Aa Language
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ROJECT/ [LANGUAGES]  AGE OUTCOMES POL:ggLES ;g;?géfg's“@' ; COMMENTS TYPE
) - ] ARI
ROGRAM Country GRoup v !
. N/L
Mexican] Spanish unior at end of grade 1-3 or 4-7 4-~7 yea 233 cf control Flaws in design
Americahn & igh six: in eleﬁertary ivs, 13% of exper@ evaluation de- quasi-
1980 English rade 7 = on three mesa- sSchool bilingual Jmental students sign stand out experi-
- sures of Engl, program (within had been retaine% mental
USA reading test isame school in elementary
kHouston) 1+ English GPA idistrice). school for one
(means «f | Programs compa- year
grades 1-6) rable in content unspecified
at_end of grade sScope, sequence, num?er of Engl.
{ and continuity: dominant black
seven: | . ] AF:
——— 1. Spanish readingi studeints were I
= On one measure . Mixture of
introduced in in experimental
of English — data from
grade 1 grcup of ordigin-
reading test 8 ] Previous
1. teachers trained al evaluation:
= on two measurec evaluation
. i 1in bilingual for them the .
of English (by others:
N . instruction bilingual pro-
reading test

= English GPA

length of time
in bilingual pPIr
gram (1-3 vs,
4-7 years) did
not affect
performance

e
i

had bilingual
aides

INo other program
pecifics are
iven

gram had been
used for reme -
dial purposes

N

(]

lentered at
(unspecified

varied levels

But studencs

and
author's
later re-
search.,

(Partici-
pants'
groups not
comparablie)




Aa Language
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PROJECT/ ILANGUAGES] AGE | OUTC.OMES PoLICY 3:&%25;*;”6'
PROGRAM COUNTRY GROUP VARIABRLES
5 - ¢ L
Mexican Spanish Elementary] end of grade 1: Exemplary# Groups equated SES data were
Americh & grades = Euglish rea- |ltransitional bi- for ethnicity, eliminated from
1985 English ﬂl—B ding compre- lingual program: grade level and || final analyses
- hension bilinpual duration in pro- || because they had
USA end of grade 2: ? & granms; | no effect on
teachers and
++ English vo- aides differed in outcome.,
cabuliary . language back- However, SES was
> inclusion of
end of grade 3: ' ground (Spanish | solely based on
students' home ; “
= English rea- culture vs. English # voluntary "free
ding dominant) ! lunch participa-
i. Use of L1 and "
, : tion"! AF:
(Learned English L2 : ouly 24
reading one yeariigrade 1:75% Span. 02 y . _
before formally fgrade 2:70% Span. i;gez;men
instructed) grade 3:50Z Span. :
i 118 con-
i« transition trel sub-
- Maintained { from Ll to L2 jects

level of Spa-
nish reading
at or above
national norms
for all three
years

Also see
table Ab

in 3rd grade
depending on
English oral
and Spanish
reading skills

Reading instruc
tion in L1
Focus on oral
language and
concept devel-
opment in L1

as evaluated
by school dis-
tricec




table Ab

Aa Language
PROJECT/ LANGUAGES AGE g poLiCyY FZonmnowme—
FROGRAM Cout—uray GRoupP OUTCOMES i VARIABLES VARIFBLES COMMENTS T/PE
Hispan-]Spanish High ﬁanguage of in- Limixed or Non- P/L
ic & School fstructicn in English speaking
Englisk & flelementary schoolfat school entran-
_ ce with L1 Span.,
USA eading English solely educated
++ mixed medium A
in USA
+ all English €
- Lo regardless of AF:
= all Spanish SES
2—% Secondary
data ana-
_ - lysis basc
¢—— | 211 Spanish ¢ SES ; on "High
. ) ] . School and
+ &——|fail English and}{l—SES + —mP fmeaning: scores Bevond"
mixed medium i rise with rising daz set
f1evel of SES a se
f (significant
interaction
effect)
Also see
table Ab
Santa Spanish Elementar ‘
+ - :
Fe & grgdes reading gil;ngual pro (no information)égeneral results L
English 1-6 (no specifics :of a very large
given) study
USA Also see ;




Aa Language
TREEETY B b et e 0 et o a0y o 6 o 0 o, g e 50 0t o0 T L R et AT -,
PROJECT ILANGUAGES] AGE PoLiCy CONDITIONING PE
 PRCGRAM - GRoOUP OUTCOMES VARIABLES VARIABLE S T7’
i COUNTRY
dmontorglkrainian ElementaryDevelopment of Elementary Informa-
krain- & school English school: tion here
an English 50% of instruce from short
Program - in general: no tion in Ukraini- summary
Canada detrimental ;; and of several
n -
effects 50%Z of instruc- tévalua
ions of
I tion in English this
grade 5 program"

El

English reading é(comparison

+ ggroup English
fonly presumably)
grades 1 and3 i

students relati-

consistent use of

vely fluent in “¥
Ukrainian

better in de-

of L1 (Ukrainian}
at hone :

;
]
!

tecting ambi-
guities in Eng-
lish sentence
structure

compared to

fa) monolingual L1
{English children

land

4b) to children in

tke bilingual
program, but with
little use of
Ukrainian at

home

Y
WNO
provided

LR~ T A
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children in
Finland

below average
score of chil-

but higher than
groups 1 & 2

Swedish verbal
tests

lower level than
90% of Swedish |
children

Swedish skills

best
worst
in between

Swedish +
Finnish

skills in Swe- ¢4

Instruction in
Swedish plus
Finnish as L2
subject 2 hours/

] week
%Groug 3

i Instruction in

f Finnish plus
iSwedish as L2

# subject 2 hours/
{ week

Groups 1 and 2

age of arrival

9-11 years
6-8 years

born in Sweden

Length of resi-

dence in Sweden
+

1)

dish +

{clear link
o aut

skills in m.t,
(Finnish) +

(according

before school orf

liors it is a causé

—_— T ——— E——
PROJECT/ ILANGUAGES AGE pPoLiCyY CONDlTlONING-
- OUTCOMES VARIABLE S
PROGRAM COUNTRY E &GRou VRRIABLEQ ,.
PDlof - Finnish §grades 1-DFinnish verbal Group 1 Finnish students§These resear- P/L
strom/ & 11-9 tests Instruction in with m.t, Finn. fchers'conclu-
Coten- Swedish (age 7- Swedish in Sweden ision that the
level lower thin -
burg - 16) 90% of Finnish G 2 Plack of m.t.
Sweden ° noishqj 2roup < proficiency is

fin itself the
cause of all
the other pro-
blems 1s seen
as unsubstan-
tiated by other
Sresearchers/
reviewers

holding length
of residence
constant

1) meaning:posi-
Htive effect of
Etime on learning
fSwedish is less
Ethan negative
feffect on Finnish
f (possibly 'semi-
Jlingualism' as
fresult)

1 link;

this is m*ch debat



Aa Language

- oy oy e R S T ey

z 3 i e -
lpao)Ecy/ LANGUAGES] AGE ! poLicy CONDITIONING TyPE
/PRO%RAH COUNTRY ! GRouP OUTCOMES | VARIABLES VARIABLE S COMMENTS 7
, : ;
Prigin- &innish fElementary Swedish ! grades 1+2 Finnish Ll immi- L

a1 & school list/reading/ Finnish only grant pupils in
FISK: Swedish § oral production Sweden
£valu- - -
ation Sweden
| I at level with grade 3

¢ Finnish medium

Swedish peers
plus some use
of Swedish

2 e

grades 4-6
continued use of
Finnish, but
Swedish main
medium of ins-
tructicn

writing

almost at gradei
level

General results: |
much better in '
m,t. program
than in Swedish
enly program

(compared toc
pupils in Swe-
dish program)

DRIGINAL .
PISK: comnunication
N y test Swedish
valu- —_—
tion -

I communication

test Finnish

General result:
worse in m.,t,
program

3%




Aa

Language

AGE

CONDITIONING

fal

i
\

dium classes)
= or +

b} compared to
Finnish pupils

in Swedish
only classes

+ +

Swedish medium
only, but
Finnish L2
instruction

PROJECT/ LANGUAG-ES PouC\/ TYyPE
RESRAM [ ouRTRy | GROUP OUTCOMES VARIABLES VARIABLE S 4
i
ngEND- Finnzsh %fgdes §¥E%%§hared to | 8rades 1-6: Finnish thails
FEéK Swadish Swedz h bu s | Finnish medium fimmigrant pupils
(1982) TEEEEE nauﬂ1E°E** only ;1 Sweden with

Sweden (Swedish me- grades /-3



does not
affect lang,
proficiency
English «c¢ni

dren
Asian group, &
grade 2 :
++ reading

gsian group:
++ listening,
++ reading
++ writing

of

European group:

% of minority
children in
class

A 7 U

1=

Pre-school atten-

t{dance
H(official medium

_.European childri

* Comparison
group: English

indigenous child.]

PPossibility
that they speak
more English at
home is given
as possible
explanaticn

Bonly indication

English, but”
actual language
provision not
investigated)

Use of English
at home

some/lot of

+ listening
+ reading

} * SET= Special
: English
Teaching

English

that minority
children bene-
fitted from pre-
§ school

»Amount makes no
f difference;

l difference is
between none and
some/lot of

Aa Language
ROJECT/ LANGUAGESB AGE \ PoLICY CONDITIONING NTS
RCGRAM | = GRoup | OUTCOMES VARIABLES VARIABLE S ; COMMENT
LOUN:RY é
N/L
ngland] English fJunior Engl.proficiency {English medium Ethnicity * f No SET children /
ulti- & School only # might have been
acial § other igrades - 4———-no SET* all minority | more proficient
European §2 & 4 children l initially and
& -- ¢————J—~with "full-time" | therefore not in
Asian | SET need of SET,
language - L _with "part-time" ! (This was not
& SET f measured).
Creoles Engl. speaking
England - -no SET ———% Asian children



sectional design
puts severe li-
mits on group
comparability
and that longituj
dinal results
are needed.

Aa Language
ROJECT/ JLANGUAGES AGE PoLIC CONDITIONING
ROGRAH COULTRY i  GROUP OUTCOMES \:ARIAZLES VARIABLE S COMMENTS T/PE
[l
lollandf Dutch § Primary All age groups: [Dutch medium At least four No special treat- P/L
Pilot & i grade 6 -Dutch text only years in Holland [ ment for nPn:
Turkish (=1last ] Dutch speane~s;
comprehension »
N . year) - Dutch vocabu- compared are
Holland § and lary Turkish-Dutch
| Secondary bilingual Tur-
i;gdii Iy- Turkish text + length of stay Tiizuzdezzzﬁ—
comprehension in Holland
children from
same classrooms
AF:
ositive corre- Dutch tes
ation between develope«
ext comprehensio by re-
;n Ll and L2 » Possibly suppor- [searcher:
!ting Cummins' Turkish
E%é; theory of tests
skill transfer developes
Also see in Holla
tables Ac, S Authors stress for this
that cross- study '



Q2
b

Reading

Comprehension

correct on (-
test (Swedish]
test) %

4

497%

347

English medium)
.At least 4
months in this
program

bwedish students

HEnternationals

.70

ed)

Enternationals

h) home 1lg. Engl

23%

Word Knowledgll

b) home 1g."

bwedish students

dnternationals

lhome language
hot considered)

Enternationals

257 (English
o test for

49% all)

57% &

397% <4—

Jhome 1g.Engl

b) home lg."other'

home language notf

i variables)

i. amount of home-

work done made
no difference

small
samples

Aa Languag:
(o “ B + P ohia T e >
PROJECT/ LLA E PoLI C.\/ CONDITIONING
PE
PROGRAM OUTCOMES VARIABLES VARIABLE S COMMENTS TY
i s gl o i
orTa English medium .Internationals’ LInternational
<al languages only for teachingjbackground mainly] students compar- N/L
tock- & Also see fSwedish curricu- ﬁiddle class 1 ed to Swedish
olm English table Ac flum science | .Program has com ;students in the
S,&diﬂh jprogran pleted its 4th same school
“i 7 year .very few girls
Swed .no option for in Swedish
weden Internationals | sample(see "no AF:
but science line | option" under =
(if they want conditioning - Cross
section

‘achieve
ment
tests
from
IEA*
test
archive

“student
and
teacher
questio

naires

develcep
tor thi
study

*TFEA=Internatio
ation for the Eva

ducational Aggai e

al Assoc
uation o
elent




Aa Language

no differencel)<

English language }

fRace(62% white

5
|4
b
by
&
£

and 382 black)

working class

Race and SES

testsg
pre- end of
test year
test
- - y 4
«
-- -- ¢
French progress

results suggest
that immersion
expericnce may
help diminish

class back-

ground. 3)

effects of sociaﬂ

black working
class

2)

1) Black middle
{class group was
{best of all;
iblack working
;class group was
flowest.But sample
Ewas too smal
and differences
not large enough
to make generali-
zations.

-

2) Differences
between black

and white working
class pretest and
end of year test
negligible.

3) In contrast to
earlier French
immersion studies

'PROJEcV LANGUAGES!] AGEe | POLICY CONDIT'ONING e
| PROGRAM - GRoup | OUTCOMES | variagLES VARIABLE S COMMENTS LRA
: COUNTRY i
; ' s : *
Half- English Kinder- English progress alf-day French Children with Special feature P/L
i {subjects from (1 year)
bay & garten - rimmersion (French fL1 English in Bbohh working
French fFrench =xclusively), large US city's fan4nmiddle class -
Immer~— - Pther half-day in fpublic school ‘ba:k rounds matched
sion USA inglish with mono- Ereo control
Cin- llingual English groups
finnati Feacher
Hcontrol group: B
French progress Fonventional all g ngzough
lEnglish program) * : )
no difference & - SES* (middle or f statisti
working class) i cally

elaborat

* 1lst re
port of
a 4-yr,
evalua-
tion
first
collabo-
rative
effort
of
research-
ers in
Cincinnai
&
Montreal




= grade 3

Also see

table Aa

certified
teacher):

Ist yr.:1hr/day
2nd yr.:2hrs/day
3rd yr.:3hrs/day

i Goal:

English as me-
dium of instruc-
tion and Yupik
as enrichmert
from grade 4 on

\/—

sizeable drop
in grade 3

Ab Mathematics — , T T ———
T BT e R e B T e Z RO v z ’ r___:: =z Z
PROJECT/ ILANGUAGES AGE OUTC.OMES u PoLICY e sgz?ATéngsw& COMMENTS TyPE
PROGRAM COURTRY GROUP H VARIABL |
] , : L
Alaskas] Yup.k fElementary counting and tBilingual Programf.studenes'Ll comparison ( 3 yrs)
Eskimo & ;-rades naming numbers e Yupik medium off Yupik groups from
English 1-3 - grades 1,2 ; instruction ,village schools nearb¥ viliage
- |. speciall schools with
USA -- grade 3 « Spec v unilingual
trained Yupik English pro-
arithmetic Ll instructors g~ P
; gram
+ grades 1,2 {.ESL (by regula AF -

change ixn
evaluatic
design
over the
three
years




Ab

-
}
\

Mathematics

rOJECV v POLIC\/ CONDITIiONING TS, TYPE
OUTCOMES oA VARIABLE S COMMENT Y
ock Navajo EElementar'grades 2&3 %oordinate .8trong parental {importance of L
oint & f srades = or - {noct spe- [Bilingual involvemant continued test
English §2-6 cified) rogram « continuity in instruction in based
_USA grades 4-6 (one teacher for leadership Navajo is results

4=

(accelerating
with each
year)

Also see
table Aa

ach language in
ach of the
rades)

Maintenance
Program:
learning rea-
ding in Navajo
English reading
from grade 2 on
se of Navajo:
Kindergart.70%
grades 1,2 50%
grades 3-6 20%

most teachers
are Navajo

. community
controlled,
managed by own
school bonard

stressed



http:Kindergart.70

Ab

Mathematics

et

s s

Also see

tables Aa, Ac

speakers)

ROJECT/ ILANGUAGES AGE PoLiCY CONDITIONING-
‘nojeaan CounTay GROUP OUTCOMES VARIAGLES VARIABLE S
i
tuate- § Four Preprimary] Grades 1,2 Bilingual'treat- Jnot specified %Includes only AF
1ala Indian and ment" for three i data from 7-13 no
languagesPrimary + end of year years (preprimary l year old first- school
& grades grades and grades 1,2) f and 8-14 year dcensus
Spanish |1 and 2 + post tests (type of program old second gra- {data
- not specified) d ders; but there
Guatemal Also see are first-and test
tables Aa,Ac,S | second graders partici-
@  who do not fall pation
within these age higher
ranges. in
pilot
schools
fcuadorj Quichua rimary + Bilingual school JQuichua speaking ;Test language
& rades ( £ (no details rural community }was Spanish N/L
Spanish f(not spe- ye:rsli given) (preschool-age ‘
- cified) s; co.ing not 4 children mono- |
Ecuador given) lingual Quichua §



el

Ab Mathematics

o R T ey

COXDITIONING

A T | e ST S

Also see
tables Aa,

PROYJECT/ FoLiIcyY
PROGRAM - I  cRouP QUTCOMES VARIABLES VARIABLE S COMMENTS
:
5ix~Yeary Yoruba Primary Primary school Yoruba medium of This 1 . L
Primary & school leaving exam instruction u‘:iresg t no
°roject ! English jgrades + grades 1-6 gez hon? in
- E1‘6 (experimental utcher s
Nigeria groups) evaluation,but

in Delpit's
and Bamgbose's




L0JECT/ ILANGUAGES

3

Ab Mathematics

T

T

poLICY

CONDITIONING

Grade 9
= and +

stable math
curriculum

in 2nd year of
new curriculum:
teachers' in-
creased familiari
ty with material

s ‘ PE
ROGRAM - | Group | OUTCOMES VARIABLES VARIABLE S COMMENTS kR4
COUNTRY |
: [ N/L,
rench | English rades Grade 3 French immersion fStudents' L1 Eng. but two-
?mer— F &ch 1629 - in two aréas > English-French year
on ren new math curri- bilingual area compari-
anada - = 1in two area son
culum
Canada Grade 6 -
(Math) kxperi-
= and + nhental




Ab

Mathematics

e

21

Also see

table Aa

ideally half
day English,
half day Welsh

adequate supply
of bilingual
teachers

‘ROJECT/ LANGUAGES ; PoLICY CONDITIONING TYPE
PROGRAM - OUTCOMES | VARIABLES VARIABLE £ COMMENTS Y
COuNnTRY 4
Jales Welsh 5-9 year § Age 7: Bilingual treat- Jparental involve-§ L
1978 & olds _ ment throughout ment -+
014 = » r . lab
Enoizsh Age 9: p.i?a-é s::io;: .Students' L1 elaborat
: — o mixed m um; English
Engliand



Ab

Mathematics

PoLicy

CONDITIONING

.

ROJECT/ ILANGUAGES! AGE
N TYPE
PROGRAM - &ROUP QUTCOMES VARIABLES VARIABLE S OMMENTS 7’
COUNTRY :
- ‘ L
fexican} Spanish Elemen- Lnd of grade 1 Exemplary* Groups equated { 5ES data were
Americah & tary transitional for ethnicity, eliminated from
= math computa-
1985 English grades tion bilingual programfgrade level and H final analyses
- 1-3 bilingual duration in pro- fbecause they had
USA = math concepts §° & grams; no effect on
teachers and .
differed in outcome, -
end of grade 3 aides . y
i language back- However, SES was
= . inclusion of
= math computa- § T - ground (Spanish solely based on
students' home T
tion ] vs.English do- free lunch
| culture inant) articipation'"! lAF:
= math concepts f.Use of L1 and m P P — "
17: only 24
experimen
grade 1:75% Span. tal vs.
grade 2:70%Z Span. 118 con-
zg grade 3:50% Span. trol sub-
Also see iects
.transition from J

table Aa

L1 to L2 in 3rd
grade depending
on oral English
skills and Spa-
nish reading
skills

.Reading instruc-~
tion in L1
.Focus on oral
language and- -
concept develop-
ment in L1

*as evaluated
by school dis-
trict




Ab Mathematics
S T e g G N A e P ¢ W b T e T s ey o . T o @ s = .
; 4 :
PROGRAM § . - §  GRoup OouTCoOMES VARIABLES VARIABLE S /
COUNTRY
Hispan~ppanish High Language of in- ILimited or Non- P/L
ic & School struction in English speaking :
English elementary schoolfat school entran-§
- ce with L1 Span.,§
USA ++ mixed medium solely educated if
+ all Spanish in USA
- ~D -regardless of AF:
all English SES Secondar
= all English <¢——j——SES = ; data ana
: lysis
+ .
| all Spanish ané} 4—SES +———————4}2meaning score§ based on
mixed medium frise with rising "High
Q_ﬁ flevels of SES &
School a
# (significant "
Beyond
interaction
Also see ffect) [data set
table Aa etlec
g:nta Spa:ish ff;i:en- + ilingual pro- (no information) general results L
English Jgrades ram §of a very large
_ {1 6 (no specifics study
USA" ‘ Also see given)
table Aa
! I i




Ac Other subjects or unspecified
ROJECT/ JLANGUAGES| AGE poLiCyY CONDITIONING-
J A . PE
'ROGRA1 Group | OUTCOMES VARIAGLES VARIABLE S COMMENTS Ah4
CouNTRY
Rough NdVaJO - academic . English and Cuntrol groups N/L
Rock
B E li h achievement Navajo as were: Rcck Point b d
emo:s- ngllis languages of School, a BIA® aseb
tr:t ir USA Also see instruction and OEO* funded, { °0 0P~
Schoo (Ari ) tables Aa, B (no specifics but independentlyj 5€TVa~
rizona inE) - administered tion
& "alternative'"#%* -
,emphasis on bilingual school; kvaluator
Navajo involve- Note: similar further an ESL hon~in-

!

ment and con-
trol

.school as
center of
community de-~-
velopment

variables were
considered
conditioning
variables in
Rock Point
School case.
Here, program
developers see
them as part of

power structure/
control issues
are policy
features just as
much as specific
language of
instruction
features)

the program (i.e.}

type boarding digenous
ischool, and a -

{pubiic school; done for

lall serving outside
gNavajo children agency
iin the same area. -
:,Emphasis of program
{ evaluation was less tha
on comparison 3 yrs ol
with Rock Point §Jwhen
School evalu-
H.Controversial ated

evaluation which
was dismissed

as ethnocentric

by Navajo evalu-
ators

I * Bureau of Indiah Affairs
1% Office of Econofnic
Opportunity

j ** denoted as such by BIA




Ac

Other subjects or unspecified

orr

B A P A SRS LT A O

given)

speakers)

PROJECT/ ILANGUAGES| AGE [ poLicy CONDITIONING COMMENTS TYPE
PROGRAM - GRoup | OUTCOMES VARIABLES VARIABLE S 7
COUNTRY | , :
Guate- §Four Preprimary] Grades 1,2 Bilingual "treat-y not specified Includes only P/L
mala Indian and ment" for three data from 7-13 AF: oo
+ social science N cx : no
Languages §Primary Grade 1 years (preprimary ear old first- L chool
& grades —_— and grades 1,2) nd 8-14 year °1d:ensus
Spanish 1 and 2 - natural (type of program econd graders; lata
- = science not specified) ut there are tes
Fuatemala Grade 2 first-and second partici
* naural S, [raner
g, science h nigher
ﬁ? these age ranges. pilot
Also see schools
tables Aa, Ab,S
Ecuadery Guichua rimary + social sgscience gBilingual school § Quichua speaking §lest language N/L
rades # natural sciencef(no details rural commuuaity as Spanish
Spanish H(not spe- l given) (preschool-age
- ified) (years of children mono-
Ecuador schooling not lingual Quichua

7

|
|

Also see

tables Aa, Ab

i




Ac Other subjects or unspecified

PROJECT/ ILANGUA AGE { PoLiICY CONDITIONING -

PROGRAM - GRoup j OUTCOMES VARIABLES VARIABLE S COMMENTS
COUNTRY

Para- jJGuarani EPrimary - science Spanish medium Students' languagj Promotion still

guay I & kgrades _ _fcurriculum, but gbackgrounds not contingent upon
Spanish §4 and 6 ;:;il achieve teacher uses taken into con- academic achie-

- “"dual medium" sideration in venent,although

Paraguay out of necessityJJthis part of “"revised curri-

(- meaning be-
low medium of
Spanish instru
ted students)
(no "dual me-

dium")

Also see

table Aa

analysis

culum” (1973)
features auto-
macvic promotion
(but implemen-
tation is slow)




Ac

Other subjects or unspecified

12

lowest and ony

minimally
higher than in
grade 2

Home Languages

balanced A-F bi-

highest progress}

and 3rd grade

little progress §
in 2nd and very_§

in 2nd and 3rd ¥ Tinguals
grade

less, but stillg

substantial i gf?:r A-i
progress in 2nd ilinguals

formal and

little more in
3rd grade

very little in Zid

2nd and hardly

colloquial
Arabic

more in 3rd gradf
grade i

* see comments

section

colloquial

Arabic only

ndused as sole in-

Hdicator of
fcultural back-
ground” which is
iclassified into
categories
I"modern"”
f'"traditional®

"peasant"

f(and "mixed"
stages'")

"sociof

LOJECT/ {LANGUAGES AGE pPoLICY CONDITIONING COMMENTS TYFE
\OGRAM = Group | OUTCOMES VARIABLES VARIABLE S 7
COUNTRY !
funi- fCollo-~ | Primary "Mosaic test" * [} Grades 1,2: Socio-economic %Achievement L
sia quial E grades _Results : Arabic only background imeasures:
Arabic i 1-6 Grade 3: . l.teachers' based
& : progress rate Grade 3: luati on
—_ . n " evaluation
Formal highest and < ig 2:2 gzzgzﬁ upper test
Arabic much higher than! K 2,1950s test results
& in 2ad grade (per week) battery
French progress rate "middle" developed in
- lower France
" 2
Tunisia . (the i;xncifal.c
progress rate "lower" test™ *)



science +

social and
cultural
studies +

Also see
tables A Aa, , S

R AR E S 1 iopussrall naw——————

1
l

Pilot experi-
mental group
(same as above
lplus E. taught

by ESL specialist

(only rezported

in Bamgbose)

Ac Other subjects or unspecified
ROJECT/ {JLANGUAGES] AGE { poLicy CONDmONmG-
; - OUTCOMES VAR ES
|ROGRAM COunTRY &ROUP : VARIABLES 1ASL
B
ix-Year Yoruba Primary religious Yoruba medium of } No pre-project L
rimary & school knowledge instruction tests
roject § English §grades (primary school {igrades 1-6
- 1-6 leaving exam) (experimental
Nigeria groups)




.language use

perceived (by

pupils) differ-§
fromq

ed notably
language use
ohserved (by
researcher)

Ll method and
syllabus for
teaching of ger-
man and Danish
for all chiidren

8. use of Danish
ftextbooks in

fmath,

natural
science and his-

{tory for German-

medium lessons,

but : all wri-

ting is in German

pupils are Dutch

(standard) and

German bilingu-

als,

languages as L1,
but

.home language

reality is:
.2/3 of pupils:
Sonderjysk dia-
lect

1/3 of pupils:
standard German
or mixture of
this with Sonder

jysk

having both

mismatch be-
tween

school's
language poli-
cy and pupils'
perceptions
and competen-
ces

Ac Other subjects or unspecified
ROJECV LANG‘UAGESF AGE POLIC\/ CON itl ! COHHENTS TYPE
ROGRAM | ¢ o mTRy GRoup | OUTCOMES VARIABLES VARIABLE S ﬂ 7
=
3:§:nd §$zier— EZizgiy - progress in L German ounly me- .minority German ﬁ.compared with N/L
%b ish penzral dium from grade boarder communi-{ pupils from observa-
diziest) 8 one on ty with own Danish language tional
N ¢ grades 1+2 (German languagellmajority schools
German 1 Danish "play school systenm, | in same area
(standard lesson"/week cultural rights, §
Zn ar (oral only) and political i
Danish grade 3 on party
(standard Danish as a sub- ) . assumption on
-~ ject, 5 hrs/week § which language !
z’% Denmark policy is based: | AF:

based on
7 months
field -
work
.instru-
ments:

language
diaries
intervie
partici-
pant
observat
on



Ac

Other subjects or.unspecified

!

idren)

(As school level
rises, scores
rise)

MM t - = }
\0ECT/ PoLICY CONDITIONING { - e
IOJG-RAH OUTCOMES VARIAGLES VARIABLE S % COMMENTS Y
%
Dutch medium ! P/L
jgii:ncDu;ch z::g:rg + scores + school level imeaning: signifi-
Turkish (=last fcant Correlation
— year) between higher
Holland and Also see fschool levels AF:
Secondary tables Aa, S and higher scores| tests
grades §for Turkish develope
I and II jchildren (not so for this
ffor Dutch chil- study



e RS B L TR TR O L WP T i ¥ LI, R PO T ] ¥ R
Evaluation of Educational Achieve-

! ment
1Ac Other subjects or unspecified
- : f: : : SR

ROJECT/ LANGuA PoLiCY CONDITIONING- oM o

* MENTS T

ROGRAN || rounTR G—ROUP OUTCOMES VARIABLES VARIABLES CoMME Y i
., Internationals'

prra peveral Egg:;rse- English medium background main- § N/L

pal 1anguages grades Also see for teaching ly middle class

j?;k- fEn lish I-TII table Aa fwedis? curricu= | program has com-§

8 (age um Sscience pleted its 4th
16-18) program year
awedlsh
- .no option for
Sweden ! Internationals
but science
line if they
want English
medium AF:
.cross-

prade I1 ;
tently better in §

.at least four
months in this

172 @¢—

Science (test) progranm

58% <« Swedish

237 - Internationals
(home language
not considered)

297 < Internationals

fa) home lg. Engl

.strong corre-
lation between

hension and
science achieve
ment

consis-

all tests than

rradae T and

reading compre—é

TTY Wi

b) home 1g."
Swedish and In-

othe

ternationals

me lanounace

For Internatio-
als this means:
in

Englist

+ fluency
reading

+ science achie-

vement

This result

mains unexpl ZE

sectionad

*achieve-
ment
tests
from
TEA*
test
archive

student
and
teacher
question
naires
develope
for thisg
study




B B Pedagogical Benefits

e e e
- = —

zz:zzmmzmmﬁmzmmmmmm

CONDITIONING

PROJECT/ [LANL RGES] PoLiCY OMMENTS TYPE
PROGRAM - OUTCOMES VARIABLES VARIABLE £ CoMME Y
Rough &avajc - "emotional .English and Na- Control groups N/L
Rock & climacte" vajo as languagep were: Rock Point | pased o
Demons-English of instruction Schocl, a BIA%® obser-—
tration - - embracing and OEO* funded -
School USA traditional (no specifics > | vation

ut independently
dministered
"alternative'#*%*
Note: similar ilingual school;
variables were further an ESL
considered ftype boarding

Navajo culturei
tables Aa, Ac - school as centefrconditioning Ischool, and a
of community variables in

given)

emphasis on
Navajo invclve-
ment and con-

Also see trel

public school,
development Rock Point Schoolall serving Nava-
case. Here, ljo children in e

program develo- Lthe same area,

e <
pers see them as Emphasis of

evaluation was
comparison with
Rock Point
School

¢

N

part of the pro- H

gram(i.e. power |

structure/contro

issues are polic

features just as

much as specific ||, Controversial

language of evaluation

instruction i which was dis-

features) issed as ethno-
entric by Navajo

Evaluators

Bureau of Indiafd Affair:
Office of Econonfic

Opportunity
* denoted as sucH by BIA




table Aa

B Pedagogical Benefits
ROJECT/ ILANGUAGES AGE . — poLiCyY CONDITIONING CObii TYPE
ROGRAM | .. = | GROup || OUTCOMES VARIABLES VARIABLE S COMMENTS Y
Puno, jJQuechua Primary + easier class- Maintenance-type § . Community An example of P/L
Peru & grades room relations {{biling:al progran resistance larger policy Detailed
Spanish 1-6 . . (deriving failure (decline
_ + improved tea- ! Equal use of £ £ 100-40 ocbser-
p cher techniques! Quechua as mediunj rom j ~rom. : vational
eru (more content § of instruction language attly participating
oriented in- ]in all subjects tudes) EChOOlS) £ AF:
stead of {in constant(not Out of hro- ) ec:;sg oi re-
routine formal || decreasing) s gi syn;.;o : coni gion ng searcher
skills orien- | amounts through nization wit varlables, ut lived
ted) lsix years of national # a success in the in
i language policy ] classroom in
+ more effective ;primary school spite of these, ::Z:arch
transmission and because of with
of educational program policy .
communi-
content variables ty
Also see for
two

years



B

Pedagogical Benefits

— e e —— - - : === jH; : e T
LANGUAGE poLiCy CONDITIONING o~ TvPE
ROGRAH Cou;ﬂ‘&y &ROUP OUTCOMES VARIGBLES VARIABLE S R‘ COMMENTS 7’
oncept | Ga and grade 6 dLanguage usage i Two 5-6 lessons §.m,t. Ga or Twi % N/L
orma- Twi (age 12- measured in h sclence units; (Ghanaian i .
ion & 14) four specific | one taught in languages) ; eXPeri
Ghana) English language charac- | vernacular, one §, school language menta
- teristics: #in English, in English (had § -
Ghana Feverse order in | been studied for | elabo-
f two groups per about 6 years) [quality of E. rate
language (Ga and linstruction design
8 Twi) =* 8difficult to b - b
# of statements | ' determine ;tzzzzg
L made y when taught o 1
j chrough * Elaborate Y
+ vernacular analyses
design
relationships

reported among
objects or
events

+

conceptual levels}

1)

vernaculars
allow better
conceptualiza-~
tion; are more
fruitful media
for enhancing
language-
thought inter-

Lo TR

{vernacular

fvernacular

lvernacular

Conclusion drawrm!

1) according to
Vygotsky's




Pedagogical Ben=e

fits

RO BT || R

<

breakdown in
classroom
communication

students' be-

wildernm=znt

problems

the official
policy)}

magnified in
rural schools

facilitate

|

.teachers' re-
sistance to use
of English me-
dium

.location

.pre=school

aquiring skills¥
in English

SN ¥ M R SRR | N A

facilities

|

e . rﬁ l
ROJECT/ [LANGUAGES] AGE PoLICY CONDITIONING OMMENTS Tyee
ROGRAM = | Group | OUTCOMES VARIABLES VARIABLES | CoHmE 4
COuNTRY i !
Zambia [Several Primary » inability to English medium .lack of trained {§| Teachers N/L
EnglishiAfrican dgsrades write on their jonly (officially)j teachers suggest use of
Medium fLanguages §l1-3 own even after but lack of ade- English medium
& grade 3 1'""dual pedium" in §° f not before
quate materials i s =
nglish realitcy § grade 3
- : {both car alsoc -
Zambia - failure to un- é(th s can also be considered many children
derstand sub- be considered bledhd
ject matter an 'outcome' of policy variablesddo nat go
J beyond grade 3 AF:

Observa-~
tions in
urban and
rural

schools;

Teachers
Question
naires




g

and B

PEIP

Priwary
Educa-
tion
Impro-
vement
Project

It

Hausa
&
English

(aiso
Arabic)

Nigeria

Academic Achievement and Pedagogical Benefits

- ey

T ey

QUTCOMES

1 poLicy
VARIABLES

CONDITIONING

VARIABLE S COMMENTS

TYPE

Primary
school

more confident
to talk
achieve liter-
acy faster

in English,
Hausa and
Arabic

more fluent ing

English and
Hausa

achieve numer-

acy and mathe-~
matical con-
cepts faster

more aware of
events and
phenomena in
environment

« New instructio-o
nal materials

| struction or
| subject

il between two
{ optionsdepending
| tuation in the

f ctates:
i medium grades 1-]

} language as L2

» mobille teacher
trainers

. revision of
curriculum
(content and
methodclogy)

+ clear distinc-
tion between
language as
medium of in-

.choice given
language policy
on language si-

Hausa

then E., or E.
throughout;other

sutiect

Tz

El) Author claims keneral

the existing fo
order and adding
some modification§
served better,
because a radical
departure from
existing policy
would have been
suspicious, and
that the 6-year
primary project's
radical nature
in contrast made
that program
unacceptable to
any government
in Yoruba speakinlg
states.

Ethat following s

PEIP was begun at
same time as 6-
1) gyear primary
project(in 1971),
extended to 800
schools by 1974
its instructional
model used for
UPE classes in

liC northern

popular accep-
tance

states

ummary
f

L
projec

no de-
tails



S School efficiency and beyond
PROJECT/ HLANGUAGES|| AGE PoLICY CONDITIONING
PROGRAM - &Roup | OUTCOMES | varRI1ABLES VARIABLE £ COMMENTS TYPE
COUNTR7 :
hiapas # Indian ﬁ more successful ? L
languages; ! in teaching girlg higher literacy may also be a
& : j-1st year:Ll rea-jratcs of older | reason for out- ver
Spanish dding instruction jwomen in villagesf come thozou b
- Also see table f§by global method fwith indigenous |} &
Mexico table Aa j(stresses compre-fYschools
}h;n51on) § Importance of
p-us ++ teachers' ¥ training for
Spanish oral
community ! rural teachers
drills before
l.20d vear: intro involvement stressed
e y . -
lduction to Spa-
nish reading
. native teachers .
uatema-j Four reprimaryj - 2nd grade t—less days of @ wrelationship
a Indian and assistance ¥ class in pilot not established §P/L
LanguagesPrimary rate { schools but possible;
B B AF:
& pzrades i ack of school h
Spanish 1 and 2 Repetition : ensus data no schoc
_ !f census
Guatemal - 2nd grade elthree years of data
--— 1lst grade fprogram comple- -
gted ¢ age average in test
third year lower|partici-
. pation
égs Promotion (perhaps due to higher
+ 5.7%Z 2nd gradéd project, but in
. inconclusive ilot
+ 7.47% 1 p
7 st gradd evidence) schools
But promotion j

increzses were
lower when com-
pared to the

previous year,.

</

Also see tables




S School efficiency and beyond

o

T e e e A T A

s : E— - = i
ROJECT/ ILANGUAGES AGE POLIC CONDITIONING
PROEGRA | coumray Eéaoup OUTCoOMES veamZLes VARIABLE S J COMMENTS TYPE
ara- %uarani Primary - final exams é—{-— less use of Teachers' Tzit%al hypothe= N/L
way II s s — —_— s (more re- -
Y Spanish %;igeyis (resulting in 2;::::2013 the Lengusges %ression of L1 ZE;ZiZ
_ less promotions 100% speak,read fuse results in -
baraguay meaning and write Spanishjpore wastage) vationa
+ wastage) . ican (only) be
99% speak Guar.
but 47% read Guar. izgiiliy
more total + more use of 30% write Guar. Pree
wastage when Guarani in the ' he situation
based on repe- § classroom Teachers bis changing be-
tition and drop-§ Lﬁﬂ&gﬁ&g—_ frause the
outs in relation§ Attitudes: "Revised Curricu-—
to the initial | 60% would prefer flum" (1973)
enrolment to use only if eatures auto-
Spanish in class-patic promotion;
Also see room if it were %owever, imple-
table Aa feasable mnentation is slow
71% would want ;
first graders to §
learn in Spanish §
and Guarani at
the same time .
78% believe that §
grades would go
up if no Guaranti
was spoken in :
class




S School 2fficiency and beyond
PROJECT, GE AGE I Porsl y CONDITIONING g
JEC [LANGUAGES OUTCOMES 1 ee VARIABLE S COMMENTS TY®?
PROGRAM GROUP VARIABL
COUNTRY f
' :
‘unisia jColloquiafPrimary Admission to fgrades 1+2: i L
Arabic grades middle school i Arabic only ﬁ based
& 2-6 (after grade 6) | on
;grade 3:
i:::ii 15 hrs Arabic test
k10 hrs French results
& : and
French f grade 4: survey
- } 10 hrs Arabic infor-
Tunisia 15 hours French mation
»
Frencﬁ{medium for
science and
mathematics Socio~economic
background
78.57% * high
35.78% *=% middle
0.48% ** low-———————-&E only 2 students
Home Language(s);
95.837% ** F-dominant bil—i only present in
i ingual A high SES group
69.56% * A-F balanced i
bilingual
28.677% * A-dominant
| bilingual
3.407% =* Colloquial and
Formal Arabic
1.067 * Colloquial
* figure in artidlle Arabic only —$%f{ only one student
** figure calculgted from other
informarion inBarricle
] i -




S School efficiency and beyond

== - — : e

PROJECT/ PoLiCY CONDITIONING- | TyeE
PROGRAM GRoup | OUTCOMES VARI ABLE s VARIABLE S COMMENTS Y

CouuTRy
ix-Year] Yoruba Primary Promotion Yoruba medium of
Primary & school Common entrance instruction
Projectf English grades examination to grades 1-6

- 1-6 secondary school g (experimental
Nigeria - groups)

Drop out rate
Unusually high
drop out rates
in both groups,
but higher in
control group
(drop out rate
considered as
due to poor
academic per-
formance)

highest

second

Towes¢€

Also see
tables Aa,Ab,Ac

|
|

!

control group

piiot group

later project
groups

l
1

possible ex-
planation given
as : possibly
due to greater
pPressure to
succeed in the
project school
(no evidence for
this 1is pro-
vided)

only reported
in Delpit;*
Puitcher TESporits
a 'no difference
result

*

as reported in

then ongoing

evaluation by
Yoloye (as re-
ported in Delpit
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School efficiency and beyond

RTINS

Y T T

N i e

?ROJECV LANGUAG—ES PowtC CONDITIONING- Mé
PROGRAM COunTRY | GRoup OurcomMes 1}{ VﬂRlAZLES ¥ VARIABLE S n COMMENTS TY®E
1 L :

r - — -

vl forear,  [sEEE | 1ssom 1) tansuages Hoonna,
Sloveniana Promotion rate of the "nations'"j ¢
Macedo- 97.61% all Yugoslavia (Serbs,Croats, Jseveral

1 i Muslims, Monte- studies,
nian i negrins; surveys
+ 94.73% taught in the -Eelonging to . @ Slovenes; and
9 langua- (from 92.86% languages ?f the nationalities : Macedonians) official
ges of in Turkish to national'itlesz) : Statis—

the i 99.43% 1in with Serbo- 2) Albanian, tical
nationali Italian) Croat as L2 sub- Bulgarian,Czech,fda¢a
ties ject { Italian,Hunga- (almost
(representing -The great majori-f rian, Romanian, [ 1]
13.76% of all # Ruthenian, refer-
primary educa- ty of primary Slovak,Turkish J.jces
tion) school age -
children re- ] 3) meaning in
ceive education {| national mino- [language
in their m.t. | rities who are Junknown
l all guaranteed to me
2@ Secondary equal rights
school 90.05% all Yugoslavia under the
90.437% Htaught in the | belonging to constitution
! languages of the "nationalities"
(from 89.8% in lnationalities
Romanian to iwith Serbo-
95.32% 1in RuthegCroat as L2 sub-
nian) | ject
l { (representing
In final grade {8% of all se-
in secondary | condary schooling)
school:
7177 Romanian group —p Jonly 264 students
1% had secondary |
instruction in
m.t, ,
i For Coninuation £ Tase see ngxt sheet i

<o




CONTINUATION Study 26 Category S
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School efficiency and beyond

617 had secondary
instruction in
Serbeo-Croat

Hungarian group
61% had secon-

dary instruccis: -

iiﬁ 11 SR

39% had secondary
instruction in
Serbo-Croat

Both groups had
completed pri-
mary education
thra2s years
earlier (com-
plete primary in
m.t.)

SRR 1 W R TS

2872 gtudents




S School efficiency and beyond
PROJECT/ [LANGUAGES AG-E PoLiCY CONDITIONING
PROGRAM Coum’Ry GROUP OQUTCOMES VARIADL = VARIABLE S COMMENTS TYPE
1ol 1/8 Dutch -
?ili:no/ utc ii::rz E:iiiipissiﬁe Dutch medium At least four I No special treatd P/L
T < only since lst years in Hollandfment for non-
urkish {last ower two (of . data
ear) ive) Secondary grade of pri- Dutch speakers; from
Holland id chool types mary school compared are ffici
eondar yP Turkish-Dutch ° lols
rades Iy Also see bilingual TurkisHy Fecords
nd II tables Aa, Ac and monolingual

'

d Dutch children

from same class-
rooms,

The widely held
teacher assump-
tion thet limi-
ted reading
ability in Dutch
is the possible
cause of this
overrepresen-
tation led to
this study.

Authors stress
that cross-
sectional design
puts severe li-
mits on group
comparability
and that longi-
tudinal results
are needed.
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School efficiency and beyond

LANGUAGE

CONDITIONING

ROJECT/ ) | or
ROGRAM | counTry | GRoup § OUTCOMES | VARIAGLES VARIABLE £ COMMENTS T/
OUNTRY | |
urkish yTurkish through ECerman medium N/L
doles- & adoles- Command of Y¥regular classes Duration of mainly
ents German cence German * B school attendanc based
- there 4 sl in FRG on
FRG are: high 9.35%Z%)4 —_—
6 der average 39.35%% E <G— 1-2 years survey
- unde low 11.35%%]) data
age 6 :
177 age high 76.301? : of a total of
6-1 757 -6 v
6-1 izsrage 23.637 < 5~-6 vears high 69.307
34% age I average 27.20%
10-15 } nigh  94.00%) | low 3.50%
43% age average 6.00%1Y § 9+ years
15-25 low 0.007% ) 4

girls only :

low

high

Unemployment: **
19.00% :

Z
23.70%

65.20% <

16.00%] §
94.70% ) &

zirls only:

1-2 years

9+ years

Command of

German:

high

average

*figures are cal-j
culated averages}
of separate fi- §

gures for boys
and girls
**presumablv
bovs and girls
(not specirfied)

low

meaning:schocl
attendance has
stronger impact
on girls'

command of German
(one) possible
reason: girls'
restricted social
contacts outside
of school

of a total of
26.807% unemploy-
ed
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School efficiency

and beyond

PROTECT, LANGUAGES foLIC CONDITIONING
PRO%RAﬁ count OUTCOMES ; UQRIA\B/LES VARIABLE S f COMMENTS TYPE
ountry | | v |
Jffen- |JGreek . 55% go on to ﬂFully integrated:.parents are Greet - More home N/L
vach & Realschule* or |lattending regularx immigrant wor- i country orien- very
sreeks §German Gymnasium* Serman elementary §| kers mostly in- ;ed parentz Pré= detailec
- (Highest rate fchool classes tending to stay ﬁ;lﬁo sen and
FRG of all immigranti{from the beginning in FRGC ¢ ren to thorougt

38

S W 3 s s At SR YOO ern e 2%
0Q
2]
]
.
(]
~

workers' chil-

dren) *%

The higher the %
of Greek children
in the national

gular German
classes), the
higher rthe achie-
vement of those
in the regular
German classes

* sgcoudary
school types

or "bilingual" g
classes (i.e. the|
fewer in the re- }

i

no special langu-
ge or other pro-
isions)

©2These make up
107 of all Greek
immigrant chil-
dren

The other 907 go
to Greek nationa
or "bilingual"
classrooms 1in
the cicy

(Greek parents
can choose where
to send thecir
children)

*% comparison
groups are:
Italian,Yugosla-
vian, Turkish,
Spanish,Portu-
guese.
“"bilingual"
classes are not
available for
these groups

7

Na+ional/

'i
%
k
f
¥
2z
H
§
H
F
3
x
i
5‘
7

(Greek govern-
ment sponsored)
Greek national/
"bpilingual”
classrocoms,
whereas more
integrated
parents with
positive atti-
tude towards
German school
system send
children to
regular German
classes.
Author contends
that this re-
su;ts in a
“"qualitative
selection'" (i.e.
group attending
regular German
classes 1is al
ready selected)

.similar data
from:
Nurnberg,
Munchen,
Ludwigsvurg

based o1
survey
data,
observa-
tions,
intimate
know-
ledge ol
the si-
tuation

(part
of a
book

on Greel
childreq
in the
FRG)




APPENDIX TWO




THE STUDIES

Group one: Indigenous peoples Size
No. Name of study Students Classes Schools
1 Alaska-Eskimo 190 (year 3 - 13 (year 1
evaluation evaluation)
(137 ex.,53 c¢.)
2 Rough Rock 4
- - (1 compared
to three)
3 Rock Point ¥ 1000 - 1 ex and
220 ex. 7 c.
780 c.
4 Chiapas 1601 - -
5 Montana de 52 - -
Guerrero
6 Guatemala - - 80
7 Ecuadory - - 2
8 Puno.Peru - - 2 (extensive
’ observation)
20 (brief ob-~
servatioms)
9 Jungle, not specified
Peru
10 Paraguay I 1367 - -
1437 students 20
11 Paraguay II 20 teachers 80 (10 urban and
10 rural)
12 Tunisia 521 - -




Size

No. Name of study
Students Classes Schools
13 English
Medium 50 30 10
Zambia teacheri«
" 66 project
14 PEIP - several schools;late-
(Nigeria) project 800 additional
classes
ones
15 Six-Year 439 - 11
Primary Pro-
ject(Nigeria)
289
16 *(Nigeria; (122 Nigeria - -
also see Cross- 187 Wales)
cultural Study)
17 Ghana (Concept 58 - 2
Formation)
. 1560 tested = 58
18 Uganda but only
406 for
statistical analysis
Group two: Established Language Minorities
19 Early French a)44 (longitudinal study)
Immersion b)194 (cross~sectional study)
Canada
20 French Immer- 631 70 -
sion Canada 182 ex.
(Math) 449 ¢,
21 Wales 1978 - - 16(Fris
evaluation)
289 - -
* .
2la s:zaéiiéglso (122 Nigeria
- 187 Wal
cultural Study) ales)
22 Spoken Irish - 119 -
23 South Jutland 30 - 1
24 Catalonia - "various
1970 schools”




Size

No. Name of study Students Classes Schools
1500 - 54
25 Catalonia
1982
26 Yugoslavia "very large scale"
(national surveys)
Group three: Immigrants/Recent Arrivals
27 Mexican- 174 - -
American 86 ex.
1980 90 Co
28 Mexican- 142 - -
American 24 ex.
1985 118 Cc.
29 Hispanic 623 - -
30 Santa Fe "ve-w large study"
31 Edmonton not specified
Ukrainian
687
32 Olofstrom 351 in Olofstrom 1971-2
and Gothen- 336 in Gothenburg 1973
burg
33a Original "large scale"
and FISK
33b (Sodertalje)
34 Extended - "several -
FISK classes"
127 immigrant
35 England - - schools
Multi- 19 non-immig
Racial schools
36 Holland/Pilot 200 - -




Size

No. Name of study Students Classes Schools

37 Turkish 480 - -
Adolescents

38 Offenbach 248 - -
Greeks

Others:

39 Norra Real 128 6 1
Stockholm 60 ex,

68 c.and 11 teachers

40 Half-Day 143 - -
French
Cincinnati
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APPENDIX THREE

Skutnabb-Kangas'

Typology of minority education

and corresponding language of instruction policies

1. Simple model

ISOLATIONIST ASSIMILATIONIST MAINTENANCE
SBGREGATIONAL MOTHER TOLGUE
GCAL monolingualism or daminance bilingualism in
in L1 in L2 L1 and L2
MEDIUWM OF Ll L2 L1 (= L2?)
INSTRUCTION
INSTRUCTION little or non2 or little or none, good, later extensive
IN THE bad often voluntary,
OTHER LAN- outside
GUAGE school hours
SEGRETATION physical, natural psychological, none, or psychological,
or forced no means to cope class gives means to
cope
EXAMPLES -Same, Finns in most minority rother tongue classes
Sweden earlier education in Sweden & many other
-"Bantustans" in countries
South Africa
-Turkish classes
in Bavaria, BRD
source: Skutnabb-Kangas,1983, p.130
2. Elaborate model
Medium of Chlg Type ot Type of Socutal Linguistic
instruction class programme goal goal
Monoiingual o Mas Same/ | Monokngualism
in Ma ‘—-Mued —— Mainstream —d n
Majont ; Maj
Language — Mi-2 —— Mired —— Subinersion —— Drectbrutal o MW
Ap;:mmq &
Monolingual Mi-3 Same — ?;::'g' :gm:g:‘ =1 Monolingualism
in & isblation Ming
Minonity — Mi-4 —— Same - La‘:::aw
Language | M,, o ge
Ma-5 —— Same ~ Iq,,':'e"""q. oot “'\:a ot
"Sion -
» & EQU‘/,',V
¥ N )
o Mi-§ — Mixed/ _~ A ‘ny,, ne,
Same Nay
Bitingual Bilingualism
e Mi-7 ___ Mixeq ——— Utopian . Elite envich-
Ma budingual ment equality

source:Shafer,

1984)

1986, p.190 (citing Skutnabb-Kangas,



CONTINUATION Study 26 Category S School efficiency and beyond

61% had secondaryj
instruction in
Serbo-Croat Both groups had
completed pri-
mary education
three years
earlier (com-
plete primary in
39% had secondaryl m.t.)
instruction in
l Serbo~-Croat

Hungarian group 2872 students

61% had secon-
dary instrucition
in m.t.




