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Abstract

This study describes an initiative developed by staff at Milpera Special School in

which Vietnamese students who had experienced disruption to their education

through extended periods in refugee camps were taught some of their subjects in both

Vietnamese and English.

The study aimed to delineate the essential features of the initiative which contributed

to its effectiveness and to identify those aspects which required attention. In the

process, a model for bilingual education was proposed which incorporated findings

from this initiative together with various theories related to bilingualism. Finally, the

report makes a range of recommendations for the implementation of the model in the

context of Queensland secondary education.

The research methodology was qualitative and involved non-participant observation,

teacher and student interviews and the analysis of folios of students' written work.
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Concept Development through Content Instruction in the Mother Tongue of

NESB Secondary Students with Little or Inadequate Previous Formal

Education

1. Aims & Significance of Project

Australia continues to receive refugees and immigrants from a range of locations

throughout the world. Often, the children from such contexts have received little

or no education prior to their arrival in Australia. Consequently, such children

experience extreme difficulties in adapting to Australian classrooms, in conceptual

development, academic knowledge and literacy in both their first language and

English. While such a situation does not apply to all refugee students, it affects

sufficiently large numbers in some groups for it to be classed as serious and unless

remedied could jeopardise the educational progress of many of these.

Vietnamese students are often in this group of educationally disadvantaged

students. Because of disruption to the Vietnamese education system due to the

war together with their subsequent reception in crowded refugee camps overseas

for extended periods of time prior to arrival in Australia. these students have

experienced an education which at best has lacked continuity and for some has

been practically non-existent.

To expect such students to adapt to an education system which to them is

culturally alien, to undertake studies in academic fields which are cognitively

demanding and to do all this via the medium of a language in which they lack

fluency in both its spoken and written forms, is to engineer for these students

classic conditions for failure. It is in an attempt to mitigate such circumstances

that this project was developed.

The project aimed to develop a model for bilingual education which would assist

students with little or no previous formal education to cope with the demands of a

secondary education system. This involved the teaching of specific subjects to

selected Vietnamese students in both English and Vietnamese. The evaluation of

this initiative led to the development of a model which might he extended to other

subject areas and to students from other ethnic groups.
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2. Literature Review
Cummins (1980, 1981a) proposed the Common Underlying Proficiency Model of

bilingualism which postulates that both languages spoken by a bilingual person

operate through a common central processing system related to a single integrated

source of thought which may he fed by either of the bilingual's languages.

However, in the case of a bilingual student, his/her classroom language needs to

be sufficiently well developed to process the cognitive demands of academic

content. When the student's classroom language is not functioning to the level

required by these cognitive demands, conceptual development and academic

performance will be adversely affected.

Cummins (1978) has also investigated the relationship between first and second

language development and has hypothesised that a child's second language

competence is partly dependent on the level of competence already achieved in

the first language. In addition Cummins (1984) identified an important distinction

between a child's basic interpersonal communication skills (BICS) and his/her

communicative academic language proficiency (CALP). Those students whose

BICS are well developed will often he overestimated in terms of their proficiency

and considered ready to cope with the cognitive demands of academic work.

However, unless they have reached a functional CALP level they are likely to find

such work beyond them unless they receive extensive additional support. If

students are able to function only at a BICS level in their first language, it would

be unlikely, in the light of Cummins's theories, that they would have progressed

beyond BICS in their second language. Furthermore, since the gap between their

level of BICS and a functional level of CALP is likely to be less in their first

language, academic progress would he facilitated by using the first language to

teach content, thus focussing on and developing the students' first language

CALP. While this is occurring, the students may receive both content and

language instruction in the second language, with a view to their eventually

achieving CALP in this language as well. This, however, is likely to he a long term

aim. Cummins (1981 h, cited in Baker, 1993) maintains that it takes five to seven

years for a second language learner to reach the same level of proficiency as a

monolingual in the context reduced language which is characteristic of much

academic work. On the other hand, Secada (1991) has found that elementary

school children who are taught in their minority first language are relatively

successful in the cognitively demanding and context reduced classroom

environment and that this ability transfers to the majority language when that

language is well enough developed.
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A number of writers have focussed on sociocultural perspectives which are

relevant to a discussion of bilingual education to account for the relative success

and failure of a range of bilingual programs. Lambert (1980) has raised the issue

of additive as opposed to subtractive bilingualism. The former tends to exist in

contexts (e.g. immersion) where the members of the majority group choose to

undertake schooling partially or entirely in a second language. Subtractive

bilingualism may result when members of an ethnic minority group are required to

undertake their schooling in the majority group's language. This may occur with

varying degrees of reference to the students' first language. For example, the

school may teach entirely in the majority language (a submersion program), or

teach some of the curriculum in the students' first language and the rest in the

majority language (a bilingual program). The extent to which the initiative may he

seen as leading to the replacement of the students' first languae by the majority

language determines how subtractive the initiative may be. Genesee (1987) cites

the work of Cummins (1985) who sees subtractive programs as leading to

negative attitudes in students towards both the home language and culture as well

as setting up feelings of alienation towards the majority language and culture.

Such students may have parents who are also ambivalent about their own culture

and language and "may be prone to discourage development of the home

language and concomitantly encourage development of the majority language."

(Genesee, 1987: 143). Some go so far as to use the majority language in the home

in the mistaken belief that this will assist in the development of their children's

proficiency in the majority language. Genesee makes the point that "these parents

may be limiting the range of language experiences that they offer their children

because their own proficiency in English is not sufficient to provide a wide range

of language experiences." (p.143). Such a situation represents the ultimate form

of a subtractive bilingual experience where the home sees itself as working in

league with the school to bring about monolingualism in the majority language.

The irony is that this may produce an outcome the opposite of that which

motivated the behaviour (viz, the desire for enhanced school performance). In

fact, Genesee (1987: 143) maintains that it is "minority language parents who are

proud of their cultural heritage (who) are likely to promote development of the

home language and to provide language experiences that prepare their children

for the kinds of context-reduced, cognitively demanding language skills they will

need in school." The research of Heath (1986) and Dolson (1985) supports the

view that children who experience language use in their home language which is

similar to that which is required in the school tend to be more academically
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successful. Such evidence clearly supports an additive approach which values

maintenance rather than replacement of the child's first language both at home and

at school.

It should not he assumed that all forms of bilingual education will he equally

successful in producing additive bilingualism. Some represent tokenism and are

seen for what they really are by the recipients. Such approaches are transitional in

nature and it is clear that the home language will he discarded as soon as it has

served the purpose of assisting students with their academic progress.

Baker (1993) summarises a growing amount of research which suggests strongly

that for linguistic, cognitive, academic, and socio-affective reasons there is much

to he gained by conducting a significant part of minority language students'

education in their first language. In doing this, it seems that the hest results will he

achieved if students receive clear signals that their language and culture are valued

by the school and the community. This must involve as far as possible the

children's parents who "should be encouraged to provide their children with a full

range of language experiences in vhatever language they are most able

ro"(Genesse. 1987: 190).

There is a growing amount of evidence to suggest that bilingual education which

is well designed and based on sound linguistic, psychological, sociocultural and

educational grounds may he of benefit to all NESB students. In the case of those

students who have had their home-country education seriously disrupted to the

extent that they have not had the opportunity to develop either academic linguistic

proficiency or academic concepts in their first language, this approach is even

more warranted.

3. Description of Milpera Bilingual Initiative

The present study is based on an initiative undertaken at the Milpera Special

School which was designed to explore the implementation of a limited bilingual

approach with a group of Vietnamese students who had received little or no

schooling prior to their arrival in Australia. As a result of their lack of education,

the students had low levels of literacy in Vietnamese which made the development

of literacy in English and success in academic studies daunting tasks.

Milpera Special School is a secondary school established by the Queensland

Department of Education to prepare newly arrived NESB students for entry into
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mainstream secondary education. It represents the first phase of students'

introduction to secondary education in Australia. At Milpera, students are placed

in classes appropriate to their level of English and are provided with an "across

the curriculum" approach to English proficiency development. Because it is the

only school of its kind in Queensland, there is heavy demand on places and

students are transferred as soon as possible to mainstream secondary schools

where a range of provisions are made to help their integration to mainstream

classes. All such schools have an immigrant education unit attached but

approaches vary as to how soon students are placed in mainstream classes.

The bilingual initiative commenced at Milpera in May 1995 with 7 students. The

first phase was of 8 weeks' duration (to the end of Term 2), to he followed by a

second phase of similar duration in Term 3.

The aims of the initiative were:

to improve students' Vietnamese language skills, as well as academic and

cognitive skills:

to improve students' self-esteem through valuing the students' cultural identity

and worth;

to improve (academic) English across content areas after having been exposed

to Vietnamese in some content areas

During the week students received 7 hours of instruction in Vietnamese. This

involved:

reading and analysing a Vietnamese novel;

preparation for writing a book review of the novel;

instruction in world geography concepts;

development of research skills

In addition to the Vietnamese classes, students received 15-20 hours of content-

based ESL instruction which focussed on a range of secondary school subjects.

Some of these were related to the subjects being studied concurrently in

Vietnamese. The following components together with their Vietnamese

counterparts form the focus of what, in this study, is referred to as the "bilingual

initiative":

reading and analysis of an English novel;

writing a hook review of the novel;

writing geography reports;

5
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development of research skills

Teaching was to be carried out "in parallel" with topics and processes in

Vietnamese and English complementing each other as far as possible. This

necessitated extensive consultation between the two groups of teachers.

The teaching arrangements in term 2 were as follows:

Novel & Book Review
This section was carried out jointly by a Vietnamese teacher aide who had been a

school principal in Vietnam and by a full-time ESL teacher.

Research Skills & Geography

This section was carried out by a Queensland-registered Vietnamese teacher who

was engaged by Milpera for one day per week and the full-time ESL teacher who

was responsible for the novel and book review component of the program.

During term 3, the following teaching arrangements applied:

Novel & Book Review

This section was carried out by the same Vietnamese teacher aide as had been

involved in the first term. However, the ESL teacher was part-time and visited the

school on Mondays, Tuesdays and Wednesdays.

Research Skills & Geography

This section was conducted by the pan-time Vietnamese teacher from term 2 on

Fridays and a part-time ESL teacher who visited the school on Thursdays and

Fridays.

Because he was present on a daily basis, the Vietnamese teacher aide was able to

consult regularly with the ESL teachers on both content and methodology. During

the planning stages and throughout implementation, he had important input

concerning students' needs and progress. However, in term 3, because their

presence at the school coincided only on one day per week, it was more difficult

for the teachers responsible for the research skills and geography component to

consult to a significant extent. This resulted in less "parallelism" between their

components than occurred between the novel/book review section.
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4. Methodology

A qualitative research methodology was adopted which consisted of the following

data gathering techniques:

Teacher interviews

Student interviews

Classroom observation

Collection of students' written work samples

A qualitative approach was preferred since it was considered that the process of

gathering quantitative data on such variables as proficiency would have been

disruptive and that in the limited time frame involved (eight weeks) little change

would have occurred in either language proficiency or subject matter knowledge.

Moreover, the school principal and the teaching staff involved expressed their

opposition to any approach which would have subjected the students involved to

any form of testing.

Apart from these reasons for avoiding a quantitative approach, it was felt that the

most important aspect of the initiative would involve the teaching and learning

processes which would he revealed in the course of the project. Consequently, a

qualitative approach consisting of non-participant classroom observation together

with teacher and student interviews was considered the most useful forms of data

gathering procedures.

It was originally intended that findings from the first phase (term 2) of the project

might inform the second phase, leading to refinement of the model. However,

with changes in personnel and their changing part-time/full-time mix combined

with the brevity of the discrete phases, it was considered more appropriate to

regard the two terms combined as a single source of varied data.

4.1. Study Design

May '95:

June 95:

June 95:

Meeting with teachers involved in program (Prior

ethnography)

Classroom observations

Interviews with teachers involved in program

Interviews with students using teacher aide as interpreter

Analysis of students' work folios

14
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July '95: Interim consultation with principal prior to the

commencement of term 3 program: development of

research agenda for coming term.

August '95: Observations of classes (fortnightly)

September '95: Teacher and student interviews

Analysis of students' folios

Nov. '95: Presentation of draft report to teachers involved in

program; modification of draft in light of teacher feedback.

Nov/Dec. '95: Interviews with teachers at mainstream schools for which

Milpera is a feeder.

Dec. '95: Final report

4.2. Interviews

A range of interviews provided data for the research. Teachers both at Milpera

and the mainstream receiver schools were interviewed as were Vietnamese

students taking part in the program.

4.2.1. Teachers' Interviews

A group interview was conducted with the school principal and teachers at the

beginning of the project. This was intended to orientate the researcher to the

context of situation that existed at Milpera. Also present at this interview was a

research assistant (the chief researcher's Masters student) who would he involved

in some of the data collection during the project. During this interview data was

recorded in the form of field notes and written up later as a comprehensive

contact summary report as suggested by Miles & Huberman (1984: pp. 50-51).

Later interviews were conducted with individual teachers by both the chief

researcher and the research assistant. These occurred soon after lesson

observations and were used to clarify impressions gained during these

observations as well as to probe teachers' perceptions concerning aspects of the

program. In the first term of the program, interviews were tape recorded and later

transcribed. During later interviews, however, use was made of field notes which

BEST COPY AVAILABLE



proved to he adequate and less time consuming. A total of 5 interviews was

conducted. A sample of the questions asked of the teachers is included in

Appendix A.

At the end of November and in early December, interviews were conducted with

teachers (both ESL and mainstream) in the secondary schools subsequently

attended by the Vietnamese students who had participated in the project. (See

Appendix B for sample interview questions). These interviews were intended

to gauge the effects (if any) the bilingual initiatives had had upon the

adaptation and progress of the students in mainstream contexts. Data

collection was conducted through field notes and data summaries.

4.2.2. Students' Interviews

Students were interviewed in each term of the initiative via an interpreter (the

Vietnamese teacher aide) (See Appendix C for interview questions). Field notes

were taken during the interviews and written up later in summary form. It needs

to he noted that one should treat with caution the data from these interviews,

because of the heavy involvement of the interpreter with the rest of the program.

It was considered important, however, that the students' perspective be sought

and it was felt that they would be able to express themselves more fluently if the

interview were conducted in Vietnamese. The reliability of this data may be

checked (triangulated) to some extent by comparing it with data drawn from other

sources (e.g. teacher interviews and classroom observations).

4.3. Classroom Observations

Classroom observations were conducted throughout the project. Data from these

were gathered in the form of field notes which were converted into data

summaries soon after the observations. Samples of these summaries are contained

in Appendix D.

Issues arising from the observations that required clarification were taken up in

the teacher and student interviews.

4.4. Students' Folios

Folios of students' work were provided. These were analysed from the perspective

of the students' mastery of the genres which were targeted in the ESL classes (e.g.

hook review and expository essay). They were linked with the teacher interviews
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in that teachers were invited to compare the students' work with that produced by

similar previous groups who had not been pan of bilingual programs.

5. Data Analysis

Discussion of the data has been organised according to the data gathering

methods used in the research design, viz:

Teachers' interviews

Students' interviews

Classroom observations

Folios of students' academic writing

5.1. Teachers' Interviews

Three distinct types of teachers were interviewed, each type with a different

perspective on the initiative.

full-time teachers at Milpera

part-time teachers at Milpera

teachers at receiver schools

5.1.1. Full-time Mailer(' Teachers

This group, which consisted of only two teachers, tended to he extremely

enthusiastic about the initiative and demonstrated a sense of ownership of it. This

was specially apparent in the case of the Vietnamese teacher aide who taught the

book review component of the course in terms 2 and 3. The other full-time

teacher taught in the project in term 2 but because of commitments in another

area was replaced by part-time teachers in term 3.

5.1.1.1 Vietnamese Teacher

The Vietnamese teacher, who for the purpose of this report will he referred to as

Mr H., saw the improvement of the students' attitude towards school and

their adaptation to the Australian classroom as perhaps the greatest benefits of

the approach. He reports an increase in students' confidence which came from

their being able to understand concepts better when they were expressed in

Vietnamese.

Mr H.: ... there is now actually participation in the lesson; this is

attributed to the u.se of Vietnamese as a first language to explain the

concepts that the students would have othenise found difficult to

understand.
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The adaptation is not something which has occun-ed solely as a result of improved

confidence engendered by the students' understanding of concepts. Mr H.

encourages students to act in a way he considers to he appropriate for an

Australian classroom.

Mr H.: _actually ate changed the attitude of the students. Normally.

Vietnamese students in the class they cross their hands like that. listen to

the teacher, write out what the teacher wrote on the board ... in

Vietnam. it is very quiet: the students very quiet ... but in Australia now

1 tell them that here, this is Australian class you should Orange your

way, more participant in the class and then if volt don't understand,

even if you are not sure if your answer is correct or not, it doesn't

matter, put your hand up and give your answer to your teacher, to your

friend or in your group... it doesn't matter whether you say it is right or

wrong, it doesn't matter, but the thing is you put your idea in ...

Mr H. reported that the lessons he taught were by design more Australian than

Vietnamese in that he was attempting to prepare students for mainstream

classes in High Schools. In this sense, the Vietnamese classes were intended as a

bridge to the mainstream.

Interviewer: ...so that wasn't a typical Vietnamese class, that was more

Australian?

Mr H.: Yes, more Australian, but if I teach in the Vietnamese way you

will see the difference. more quiet. quieter. ... I encourage them to talk

more in class. That's why. you see in the class they talked a lot.

This "Australianisation" was carried across to the content of the Vietnamese

lessons as well. In the book review lessons, students were practising a genre

which Mr H. maintained would not have been undertaken in a Vietnamese

classroom.

Interviewer: So it's not a conventional thing, it's not a genre that exists

in, for children in Vietnam, but it's something that they've got to learn

for here?
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Mr H.: Yes they learn for here. So this is so in these classes and using

this method we are able to introduce the basic concepts to students, so

therefore they have a solid understanding of the basic inechanism.v, they

are confident and filter this into their work. their English work.

Mr H. reported that the Vietnamese lessons had made a significant contribution to

the students' Vietnamese communicative competence which was restricted to a

limited range of interpersonal registers appropriate mainly for use within the

family and with friends in the playground. Vietnamese students are inclined to

show respect to teachers and older people and Mr H. insisted that they

demonsu-ate this respect through the use of more formal and polite language.

Mr H.: ... they say what they want to say straight away, but I said no.

look if you say that more correctly and 1110re form.;1 you should say it

like that, ust in case you see your grandfather. grandmother from

Vietnam, if you say it like that they chastise you. rude or things like that.

so with your grandfather, grandmother You say it a different way. so

vith your.friemtv like that, .so with your teacher okay like that. they

learn it.

On Mr H's estimate between 40 - 50 % of the students were able to read

Vietnamese adequately. However, their written Vietnamese was poor.

containing grammar, spelling and punctuation errors as well errors at the level of

discourse, particularly in paragraphing. The approach adopted to address these

problems harnessed an extremely rigorous form of the process writing approach

involving students in numerous revisions of their written work until they had

achieved a standard acceptable to the teacher.

Mr H.: ... So 1 given them back and ask them 10 do it again. show me

and correct it again, given them back again, show me again, give them

back again for three or four times it is good ... like I can show you this

one ... at the beginning only one paragraph like this ... and the last , the

final one like this. ... At the beginning like that. average or below

average, after eight weeks vith me they know how to do a book review

with paragraphs ....

Mr H. worked closely with English speaking teachers in his role as a teacher aide.

In the bilingual project he undertook the role of teacher in his own right and
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worked in parallel with the teacher of English literature. The working

relationship which resulted ensured that students would receive the maximum

benefits in terms of transfer of conceptual and linguistic development.

Mr H.: So I Mimi that, her timetable, her plan actually. So I vorked

closely everyday with her. After my lesson I report to her how the

students progress in the class and which one It e need to improve. vhich

area we need to improve ... So I worked very close to the teacher and I

get the feedback even.day from the teacher.

Mr H. reports considerable support for the program from the parents and the

Vietnamese community as a whole. There is a feeling that something is

happening which addresses students' needs and values their backgrounds and

culture.

Mr H.: The parents sent me a letter and they said they ).armly t..elcome

the program ... they said they treasure my effort. my time for teaching

their children, they said they are respectful to all teachers here,

particularly to me. Thar is the relationship her.teen the students' parents

and me.

5.1.1.2 English/Geography Teacher

The English/Geography teacher, who for the purpose of this study will be referred

to as Ms E, was interviewed separately from Mr H. She was asked similar

questions (see Appendix A) and her answers supported the positive assessment of

the program given by Mr H. Ms E taught students in term 2, but because of other

commitments did not take part in term 3. As well orking with Mr H on the

hook review component, she worked with a part-time Vietnamese teacher Mr Q,

in the Geography and research components.

In terms of concept development, Ms E. noted that as a result of Mr Q's work

on research in Geography, considerable time was saved when it came to covering

geographical concepts and engaging in geographical research in English.

Ms E: ... And I gave them the topic, which was on volcanoes and

earthquakes ... and they just put their heads down and went straight

ahead, researched the topic, photostatted the information and

highlighted the relevant information, copied it onto palm cards and
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presented their speeches vvith barely any support from me. So that's

vvhere you've cut back on teaching time ...

Content knowledge which had been covered by Mr Q. in Vietnamese, led to a

dramatic reduction in teaching time in the English component of the course which

basically involved, as Ms E put it, "learning labels" in English for concepts which

had been successfully taught in Vietnamese.

Ms E: That was covered in one lesson, that's the first chapter. now I

toild normally take two double lessons to cover that.

A similar benefit was noted in relation to the hook review where students who had

been introduced to the concepts in Vietnamese, required much less teacher

guidance when it came to writing a hook review in En,:ikh.

Ms E: I mean one of our strategies is to model and model and

model before we ask them to do it on their own. I haven't had to do this

(with the project group) to the point where I vas presenting my final

book review the students there so silent then I handed out the criteria

sheet with what I would like them to do ... the others (who were not in

the bilingual group) vere full of questions ... the project group sat so

silently that I was quite disconcerted and it vas only the next day when

they had started it and presented me with the notes that I realised that

they had understood everything.

Ms E was of the opinion that Mr H's methodology had had a major positive

effect on the students' mastery of concepts. She reported on a students' comment

that, "It's easier to understand Mr H's lessons because of Mr H's teaching

method." This reflects Mr H's view of his role as the presenter of lessons which

acted as a bridge between Vietnamese classroom conventions and those which

apply in Australian classrooms (see p.11).

Related to the facilitation of concept development, is the improvement in the

students' confidence and self-esteem, a feature remarked on by many of the staff.

Ms E: everybody's noticed. the teacher-librarians have noticed that

the students are coming in and using the resource centre in a very
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positive, constructive and confident stay. Other teachers have noticed.

just the stature and the self-esteem you notice in Your class ...

There are indications that the increased confidence and self-esteem is not due only

to the students' improved academic performance but to the enhanced profile

that the approach has given to their language and culture.

Ms E: ... in this group they are fiercely proud of their culture and their

language and what they are doing on this program. They come back

and show it to the class. Now, they know very well that the class can't

speak a word of Vietnamese, but they will show them their work. They

are very proud of it. Now this also might and will probably have a lot to

do with Mr H, that he is fiercely proud of his culture and his language

and he has really inspired the children.

Ms E remarks on the increase in the students' positive attitude to their work in

English since the beginning of the program. This is reflected in increased

production which appears to have carried over from the demands placed upon

them by Mr H in the production of their book reviews. Ms E contrasts the

students' output for homework exercises prior to the program with what was done

during the program.

Ms E. ... homework is usually something they approach with great

caution. They're on their own, it's usually a tentative approach and very

often the minimum. But they've thrown themselves very diligently into

the homework worksheets and they've done it. Now. I feel. and I might

be strong, but I feel that this has been a direct .spillover from the kind of

diligence that's been required of them in the Vietnamese program and a

spillover because they are doing work that they understand and they are

confident of doing it, so working on your own isn't such a frightening

thing.

Students' metalinguistic knowledge has improved as a result of the project. This

is specially the case at the level of discourse due to the efforts on Mr H who has

worked hard at developing the students' understanding of paragraphing and the

use of logical connectors.
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Ms E. ... paragraphing was the most noticeable sort of language

element that they improved in. It's something that they don't concentrate

on in primary schools in their own language ... if you look at the rough

copies of Mr H's book review, there are no paragraphs ... now all the

book reviews that thev have handed in have shown a good grasp of

paragraphing.

Similarly, Ms E. comments on the fact that the teaching of conjunctions and other

logical markers of cohesion in English was facilitated by their having been

explicitly taught in Vietnamese.

Ms E: They've understood other sorts of elements of logic that we have

like comparing and cause and effect. Now, those were explicitly taught

by Mr H. And then really when they came to me they just hod to learn

the words, they had to learn the therefore whereas. but, consequently.

vou know, they knew the concepts already, so that made that a lot easier

for therm

Another feature of the initiative reported on by Ms E was the parental support

and involvement that it generated. She quotes one parent at an exit interview at

the end of term as saying, "I'm glad I have the final book review in front of me

and I'm glad you can see what a good student my child is."

Because content is being studied in Vietnamese, parents have the opportunity to

help their children. As Ms E notes,

Ms E: it's made the parents feel ... that they are not bringing in these

students who know nothing and have got to get everything from us.

They've felt that they have something to offer as well.

Overall the effect on parents has been to give them the feeling that they have some

control of the education process in which their children are participating and that

their contribution is valued and may be acted upon. Ms E. has noted changes

occurring in parent interviews.

Ms E: ... parents have come to parent interviews and have been far

more assertive and far more demanding, because I think they feel that

their children have a place in the education system, they are not just the

victims of it. It's been very, very rewarding.
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As may he seen from the excerpts of the interviews cited here, Ms E is

enthusiastic about the benefits of the project. In explaining its success, she places

great emphasis on the importance of the working relationship between the

English-speaking and the Vietnamese-speaking teachers. In the past, a similar

initiative had been undertaken in mathematics which had not worked well because

of misunderstandings about aims and lack clarity concerning the roles of the

teachers. Ms E emphasised the need for both clarity and sensitivity in the working

relationship. She had spent considerable time in insuring that both these criteria

were addressed.

Ms E: I don't want to say, "This is what you've got to teach and this

is how you've got to teach it." 1 don't know there the students'

veaknes.ves truly are. so I've tried to rite a program in which asked

them to cover certain things, but if they find something the students are

particularly weak at they've been free to go off and do it. This has

required me rewriting the program quite a lot and it has to be a

programmed approach. It can't just be a haphazard approach. ... You

have to have a corking relationship with the people involved ... and

their needs have to be met too because although they are both teachers

they have been trained in a different system so we spent hours going

through the EL4 (English Language Arts) syllabus and even then. as 1

say, with the research .skills project. you know, you just have to feel your

way quite sensitively through the whole thing.

The initial attempt to introduce the students to Research Skills in Vietnamese had

run into difficulties through a misunderstanding about the nature of this activity On

the part of the Vietnamese teacher and the assumption on the part of Ms E that

since Mr Q had qualified as a teacher in the Australian system, he would know

what was required of students in a Research Skills component. When the

misunderstanding became apparent the teachers worked together to retrieve the

situation with mutually satisfying results.

Ms E: we had to sit down together and I had to say , no, I vould like

you to be able to teach them how to access information in a Resource

Centre, and the procedure of note-taking ... So he spent a lot of time

there and then when I got to doing the research unit which t.as four

weeks later... they just knew exactly what to do.
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A distinct difference emerged between the success of the initiative when

implemented by full-time teachers as opposed to when part-time teachers were

involved. Mr Q. was a part-time teacher who worked with Ms E's students on

Fridays for three periods. Mr H. taught the students daily for one period per day.

Ms E: how intensive does LI instruction have to be to get the best

results? I think that's fairly obvious in the difference between the

programs that Mr H has run where he had my students one lesson every

day and the programs there Mr Q has had Inv students on Friday for

three lessons. Now I suppose there are lots of variables here. but

definitely it's been far more beneficial with Mr H's program, the better

results have been one lesson a day.

As Ms E says, there are likely to he a number of relevant variables which may help

explain these results, but from the perspective of the importance of the working

relationship between teachers in bilingual programs. there is greater likelihood of

professional liaison if both teachers are present at the school each day.

When asked about the desirability of extending the initiative to other groups

and to other subjects, Ms E was enthusiastic about the prospects. She spoke of

groups such as Samoans who were particularly in need of such an approach, but

felt clearly that all groups could benefit. In terms of extending to other subjects,

she felt that students would benefit by having science treated in their own

language as well.

Ms E: ... It can he very worthwhile for any group who have come from

other countries there their education has been di crupled or where their

primary curriculum is very different from ours. ... I'd like to see it

flowing over to science, mainly because science causes the students a lot

of anxiety.

The features of the program which have been remarked on by the full-time

teachers are summarised in Table 1.
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Table 1 - Features of the program identified by full-time teachers

Program Features Mr H Ms E

Attitude
V

V

V

-V

V

1

N

V

V

V

Confidence

Self-esteem

Positive attitude to work

Adaptation to Australian classroom

Enhanced pride in Vietnamese language & culture

Concept Development

Accelerated

Enhanced

Vietnamese Language
NI

Ni

Development of written skills

Broadening of sociolinguistic competence

English Language
V

-V

V

Improved metalinguistic knowledge

Improved paragraphing

Increased range of logical cohesive devices

Parents
V

N

Support

Involvement in child's education

Teachers' working relationship
V

N

NI

Need for clear mutual goals

Importance of sensitivity and respect

Best when teachers can meet daily (i.e. full-time)

Expansion
Ni

NI

Desirable for other groups

Desirable for other subjects (esp. Science)
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5.1.2 Part-time Teachers at Milpera

Three part-time teachers have been involved in the program. The Vietnamese

teacher Mr Q worked with Ms E in term 2 and with another part-time teacher Ms

B in term 3. The third teacher Ms G worked with Mr H on the hook review

component in term 3. Only Mr Q and Ms B were interviewed for this study, by

the research assistant mid-way through term 3 and by the chief researcher towards

the end of ten-n 3. This analysis is based on these interviews.

The most significant feature of the part-time teachers' involvement in the program

relates to the part-time nature of their employment. Mr Q taught at Milpera only

on Fridays for 4 periods, while Ms B taught on Thursdays and Fridays. It was not

surprising, therefore, that they were not able to develop the close working

relationship that had occun-ed between the two full-time teachers. Consequently.

this experience was less effective for the students than was the case when they

were taught by two full-time teachers. This is not intended as a criticism of the

part-time teachers who individually worked skilfully and conscientiously.

However, because of the difficulty of making contact with each other due to the

tightness of their schedules while at Milpera, they were unable to engage in the

joint planning which was a significant feature of the work done by the full-time

teachers.

Ms B taught the students research skills which were intended to lead to the

production of a geography report. This involved the presentation of a model

based on library research into a country (United Kingdom). Students followed the

model to produce reports on other countries (France, India. Fiji. etc.).

Mr Q followed a similar approach, but because of lack of material in Vietnamese,

he had to first translate material from sources such as English-language

encyclopedias. In the process, the material was often simplified so that students

were working with material in Vietnamese which was less demanding than what

they were required to process in English. This is the reverse of what should

happen in a bilingual program where the students' first language should be the

vehicle for engaging the student in cognitively demanding concepts which can

then he taken up in a less threatening way in the second language.

At the beginning of the term Mr Q had taught a unit on the Solar System in which

he introduced students to relevant scientific concepts (e.g. orbit, gravity.
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centrifugal and centripetal force. etc). However, this unit, which would have been

potentially very useful, did not relate to any similar unit offered elsewhere in the

students' program.

It appeared that what was happening in term 3 was quite different from what

happened in term 2 when Mr Q worked with Ms E who, because she was a full-

time teacher, was able to spend more time insuring that there was a close

relationship between what was taught in the two languages.

5.1.3 Teachers at Receiver Schools

Two receiver schools were chosen in gathering data on the adaptation to regular

high schools of the students from the Milpera program. One of the schools (Oxley

High School) provided students with a "second stage intensive ESL program"

from which they were gradually integrated into mainstream classes. Five of the

students from the bilingual program attended this school. The other school

(Yeronga High School) placed students immediately into mainstream classes and

provided them with specialised ESL support. Only one of the Milpera students

attended this school.

The teachers at Oxley High School were of the opinion that the students were

mostly not yet ready for complete integration into the mainstream. It was felt

that perhaps only one of the five could cope in any of the mainstream classes

(English and Maths). The students were very dependent on the assistance of a

Vietnamese teacher aide who worked with them in Maths and Science.

The Oxley teachers commented on the confidence of the students and felt that it

had improved since their anival at Oxley. Perhaps related to this was the

impression of the teachers that the group displayed high social aptitude and in

terms of attitude were, as one teacher expressed it, "the most mainstream" that

she had experienced. One of the teachers remarked on their willingness to take

risks, which she saw as being related to their high levels of oral proficiency. It is

tempting to relate these characteristics to the efforts of Mr H to "Australianise"

the students in preparation for their entry into mainstream classes.

An effort was being made at Oxley to involve parents in the students' education.

The Vietnamese teacher aide translated work from school into Vietnamese so that

parents might have the opportunity to help their children with homework.
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It was felt that the Milpera initiative, while worthwhile in principle, was too brief

to have a significant impact. It was agreed that the introduction of a bilingual

program at Oxley would he worthwhile and would have the teachers' support,

provided that it did not lead to a reduction in ESL provisions.

The teachers interviewed at Yeronga consisted of mainstream subject teachers

and the ESL support teacher. The subject teachers described the student who had

enrolled there as "one of the weakest students in her class". She was quiet and shy

and had great difficulty in getting her meaning across. It was agreed by all

teachers that the student would have benefited from a longer period at Milpera.

When asked about the wisdom of putting the student straight into a mainstream

class, one of the teachers expressed the opinion that this had the benefit of

"shkm ini! them what real-lit, is all about".

While ESL support for the student existed at Yeronga, the communication

between the ESL teacher and mainstream teachers seemed to he ad hoc, with little

evidence that the ESL program was driven by the language demands that

particular subjects were placing on particular students.

In the light of the data supplied by the Yeronga teachers, it is not surprising that

the Milpera student was experiencing difficulties with subject content and that she

was shy, quiet and "isolated from other children". The fact that this student was

the only one of her Milpera group to attend Yeronga High School, that she was

placed directly into mainstream classes, that she lacked the Vietnamese support

that she had experienced at Milpera, and that the ESL support was not

particularly geared to her subject-related language problems created classic

conditions for failure. One could only concur with one of her teachers who said

that she "didn't have high hopes for her future at school-.

5.2 Student Interviews

Students in the program were interviewed while at Milpera. The interviews were

conducted by the research assistant using Mr H as an interpreter. Because of Mr

H's involvement in the program, it is necessary to have reservations about the

reliability of this interview data since it is unlikely that students would be critical

of the program in the presence of their teacher. However, it was considered

preferable to give students the opportunity to discuss the program in their own
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language rather than allow their low level of English proficiency to limit and

distort their responses. In spite of these reservations, the data derived from the

student interviews seem to he consistent with data derived from other sources.

The data have been analysed under two categories:

i. Students' perceptions about their progress

ii. Students' perceptions about the program

5.2.1 Students' perceptions about their progress

Students were positive about the effects of the program on their progress.

In Vietnamese

Students were appreciative of having been given the opportunity to develop

their writing skills in Vietnamese. They spoke positively of their experiences in

the classes where they prepared their hook reviews and mentioned that this

experience had helped them when they came to write their English book

review.

In English

Because of the way that Mr H approached the teaching of the hook review in

Vietnamese, students were able to transfer skills across to the English hook

review. Their remarks on the positive effects that this had upon their English

classes, supported the observations made by their English teacher, Ms E.

Concept development

Students reported that they found concepts easier to master when they were

explained in Vietnamese and that having mastered these concepts. they were

better able to cope with the content of subjects when delivered in English.

Again, this reflected the remarks made by the content teachers at Milpera.

Attitudes to learning

Students reported that they felt greater confidence in their ability to copewith

English and other academic work. This confidence was observable in their

behaviour in lessons and was commented upon by various staff at Milpera

who observed them outside the classroom. It was a factor which was observed

by teachers at Oxley High School as well.

ST COPY AVAILABLE

23

30



5.2.2 Students' perceptions about the program

Benefits

The benefits that students saw in the program are largely related to their

positive perceptions about their own progress. They saw value in learning

concepts first in Vietnamese and then being able to transfer them to English.

This they saw as contributing to their increased feelings of confidence about

their schooling. Some students felt that it was beneficial that their parents now

felt better able to support them with their school work.

Inadequacies

The students would have preferred more of their schooling to he conducted in

Vietnamese. They felt that the program should have started earlier and lasted

longer than eight weeks. The general feeling was that half the school day

should he conducted in Vietnamese and that other subject areas should he

taught in Vietnamese. Students were critical of the shortage of Vietnamese

texts. It was also mentioned that there was a lack of consultation time with

their teachers.

On the whole, the students were very appreciative of the initiative. They had

definite ideas about its benefits and seemed to have a good understanding of the

principles on which it was based. Their reflections were in keeping with data

gathered from other sources used in this study.

5.3 Classroom Observations

Classroom observations were conducted by both the chief researcher and the

research assistant in terms 2 and 3. In term 2. ohservation was conducted of the

book review classes both in Vietnamese and English. In term 3, both the book

review classes and the geography classes were observed as they were conducted

in English and in Vietnamese.

The staffing of the program differed between term 2 and 3 in that the of the three

teachers involved in term 2, two were full-time members of staff ( Mr H and Ms

E), while in term 3, of the four teachers involved, only Mr H was employed on a

full-time basis. This mix of full- timelpart -time teachers seems to have had a

significant effect on the program which is reflected in the classroom observations.
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Book review (Vietnamese)

This class was conducted by Mr H in both terms. Classroom observations

were conducted by both the chief researcher and the research assistant in

terms 2 and 3 respectively. On both occasions. the observers' field notes

remarked on similar features. Both students and teacher displayed enthusiasm

and the atmosphere was extremely positive. The field notes summary written

by the chief investigator captures the essential nature of the class.

The atmosphere of the class can be captured by the following descriptors:

relaxed: enthusiastic: communicative; participatory.

Both teacher and students seemed at home in the lesson. The teacher was

obviously well liked by the students and received their respect in a very warm

and friendly atmosphere. I could not help feeling as I watched them

interacting that both students and the teacher were enjoying a level of

acceptance that they could not experience in any other kind of classroom no

matter how vell disposed the participants might be towards each other. This

vvas particularly evident at the level of the non-verbal communication which

is often a source of misunderstanding and cross-cultural conflict and ridicule

but in this class was obviously regarded as completely appropriate and

understood. leading to high levels of confidence on the part of the teacher

and students as all participants clearly realised that their identity and dignity

were respected. It was in this ambience that teaching/learning took place,

ensuring an obviously very successful lesson.

What emerged was a group of individuals. each with a distinct and unique

personality. They were able to express their own identity because they were in

command of the language.

Book review (English: term 2)

The Vietnamese students in this class were combined with students from a

range of other ethnic groups.

The class covered similar work to what had been covered in the Vietnamese

class (viz. characterisation). It was well organised and the students seemed to

cope well with what was asked of them. In the field notes compiled by the

chief researcher for this lesson, the following descriptors were used to

describe the Vietnamese students: quiet: serious; timid; embarrassed:

experiencing loss of face. In other words, despite the empathetic nature of the

teacher, the Vietnamese students had reverted closer to the stereotypical
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image that is often used to describe Vietnamese students. However, the more

able of them contributed to the lesson as well as the students from the other

ethnic backgrounds. Ms E maintained that this class was better adjusted and

more participator}, than other groups she had taught in the past.

Book review (English: term 3)

This class was taught by a part-time teacher (Ms G) who spent three days at

Milpera. The observation of this class was conducted by the research assistant.

There was evidence here that the same degree of liaison had not taken place

between Mr H and Ms G as had happened with Mr H and Ms E. The lesson

was less structured and did not cover the same ground as had been covered in

Mr H's lesson. Consequently, the Vietnamese students experienced some

difficulty and did not demonstrate the sound grasp of specifics that was

evident in the Vietnamese class. Perhaps the lesser emphasis on structuring in

the English class may have contributed to this.

The atmosphere within the classroom was rather tense. probably a function of

the difficulties that the students were experiencing with the lesson. This

contrasted with the relaxed and positive atmosphere that was evident in the

Vietnamese class.

Geography/Research (term 2)

No observations were made of either the English or the Vietnamese classes in

term 2

Geography/Research (Vietnamese: term 3)

These classes were observed by the research assistant. The teacher was Mr Q

who had also taught the subject in term 2.

The content covered in this class was of an elementary nature. Students were

presented with some basic geography facts which, in terms of conceptual

difficulty. were below what was expected of them in the English classes.

Partly because of this and also because students were operating in their own

language, the class had a relaxed and friendly atmosphere.

Geography/Research (English: term 3)

This class was conducted by Ms B, a part-time teacher who visited Milpera

two days per week. The aim of the class was to teach students basic research

skills and to develop their skills in geographical report writing. The work was
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challenging, but presented in a carefully structured way which successfully

scaffolded the content and process for the students. Although this class had

students from a range of ethnic backgrounds, the Vietnamese students seemed

able to hold their own and were mostly relaxed and confident.

These classes seemed to proceed independently from what was occurring in

the Vietnamese classes due largely to the fact that the two teachers had little

time to liaise with each other because of the part-time nature of their

employment.

5.4 Students' Written Work

A wide variety of written work in both Vietnamese and English provided data on

which an assessment of the students' progress could he made.

The final outcomes of the hook reviews in Vietnamese were the result of

numerous revisions as students attempted to satisfy the standards set by Mr H.

Samples of this work are contained in Appendix E. There is no doubting the

quality of this work and the pride of achievement which it demonstrates.

It is instructive to compare the hook reviews produced by the students in English

(see Appendix F). While these do not reach the artistic heights of the Vietnamese

reviews, they demonstrate a good understanding of generic structure and are well

presented, demonstrating a level of pride in achievement similar to that shown by

the students when writing in their own language. The rough drafts of the students'

work (attached to the final version) give an idea of their level of proficiency in

writing. While the students are making obvious progress, it is fairly clear that they

are not yet ready to enter mainstream classes and are in need of further assistance

from ESL specialists.

Samples of the students' work in geography (Appendix G) leads to similar

conclusions. The work is neat and in terms of generic structure is well presented.

The work is the result of a carefully scaffolded approach and much of the report

has been copied from a text which was jointly constructed on the blackboard by

the teacher and the students. Even so, the reports reveal a level of English

proficiency which would render the students very vulnerable in a mainstream

geography class unless they were given some sort of an adjunct ESL program.
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In terms of the program that the students have been given. their written work has

progressed well. Since there is no control group against which to measure them.

one cannot make comparative judgements. It is indisputable, however, that on the

basis of the written work produced at the end of the program. the students require

further assistance if they are to have a reasonable chance of success in mainstream

classes.

6.0 Discussion

Several themes emerge as important from the data gathered from the various

sources in this study. The following will he the focus of discussion in this section:

attitudinal outcomes

conceptual development

teachers' working relationships

parental involvement

subtractive and additive bilingualism

receiver schools

6.1 Attitudinal Outcomes

An increase in confidence emerged as the most positive outcome of the initiative.

This was reflected in data gathered from practically all sources.

The nature of this enhanced confidence is multi-faceted. On one level it is a

confidence which derives from the students' feelings that they can cope with the

academic content of their course. This has been facilitated by presenting new

concepts in the students' first language. thus removing the need to concentrate on

new concepts and a new languaile simultaneously. In addition, the student.; have

been introduced to the conventions of the academic disciplines as well as to the

appropriate culture of Australian classrooms. This too has been conducted in their

own language by a member of their own culture in the role of respected

interpreter. This has led to a further dimension of confidence which relates to the

students' self-esteem in seeing their language and culture valued by the

educational system. This has affected not only the students but it was clear that

the Vietnamese teachers and the parents too have found in the initiative a source

of pride and self-esteem.

The only data that do not support this outcome come from the interviews with the

teachers at Yeronga High School. It could be that the student involved is merely
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an atypical case who has a naturally timid disposition or, that being the only

member of her group at the school, she lacks the support of her friends from

Milpera. Another explanation might he found in the nature of the provisions made

for NESB students at Yeronga. It could he that the student is not ready for the

mainstream and might have benefited from a more transitional approach such as is

offered at Oxley High School.

If the explanation of the students' increased confidence given here is accurate then

some thought needs to he given to the effects of discontinuing the bilingual

program, especially given its rather short duration. Is an eight week program

enough to ensure the gains in confidence will persist for any length of time beyond

the program? Or will the effects diminish with time, with a consequent diminution

of the confidence that the program produced?

6.1 Conceptual Development

As no formal testing was conducted in this study. it is not possible to make any

definitive statement in terms of enhanced conceptual development flowing from

the initiative. It is worthwhile, however, in the light of the theories on which the

program was based, to reflect on the practices which were observed in the

classroom and how these might have impacted on conceptual development.

In terms of transfer theory, it is reasonable to expect that there should he a

relationship between what is taught in the LI class and what is taught in the L2

class. It is in the LI class that new concepts should he introduced since the

student is given the opportunity to assimilate them without the added burden of

processing the L2. Once the concepts have been introduced, they are then

available for use in the L2 class.

This process was in evidence in term 2 of the program. However, in term 3 there

was little evidence of this happening. In the geography classes, the process almost

seemed to he occurring in reverse: not only was there little relationship between

the Vietnamese and English classes, but the conceptually more difficult work

seemed to be taking place in the English class.
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6.3 Teachers' Working Relationships

The data from teacher interviews and classroom observations suggest that a

bilingual approach works best when teachers working in pairs have the

opportunity to liaise constantly with each other. This was obvious in term 2 when

all but one of the teachers involved were employed on a full-time basis. The

situation was reversed in term 3, when all but one of the teachers was employed

on a part-time basis. It is difficult for part-time teachers to find time for the

necessary liaison and consequently what occurs in the two languages seems

largely unrelated. Individually, teachers seemed to be teaching very well; they

did not, however, seem to he engaged in a bilingual program.

Similarly, there seemed to be little understanding at the receiver schools of what

was happening at Milpera and the implications (if any) for provisions that receiver

schools might make for students from bilingual programs.

6.4 Parental Involvement

The only source of data on parental involvement came from teacher and student

interviews. A future study might interview parents as an important source of data.

The importance of the parents' role cannot he overlooked in the light of the work

of Genesee (1987), and it would seem that the parents of students involved in this

program have relished the opportunity to contribute something to the educational

progress of their children.

6.5 Subtractive and Additive Bilingualism

The success or failure of bilingual programs is closely related to whether they are

additive or subtractive in nature (Lambert, 1980; Cummins, 1985). Bilingual

programs are additive when they are seen as maintaining and promoting a

student's first language and culture. They are subtractive when they are seen as

leading to the replacement of the LI and its culture by the majority language and

culture. As presented at Milpera, the program was clearly additive. As such, it

produced the sorts of positive effects that the literature says are related to additive

programs: good academic performance, heightened self-esteem, improved

confidence, linguistic and cultural pride, parental and community involvement.

However, the program is of only eight week's duration and it is likely that unless

the initiative can be extended either at Milpera or in receiver schools it will be
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regarded by participants as a token gesture which promises much but in the tinal

analysis delivers very little of permanent value. Should this happen it will he

regarded as a brief aberration in an education system which is predominantly

subtractive in orientation.

6.6 Receiver Schools

The receiver schools play a crucial role in the success or failure of any serious

attempt to develop an additive bilingual education program. At neither of the

schools involved in this study is any attempt made to support additive

bilingualism. Both are attempting in different ways to integrate students into the

mainstream. Where reference is made to their language and culture (as when the

services of bilingual teacher aides are utilised) this is to facilitate the conceptual

development of the students so that they may better cope with particular content

which is taught exclusively in English.

These statements are not made to denigrate the work of the teachers in these

schools. They are engaged in the business of ESL teaching in-various ways and

with various degrees of efficiency. They do this using an integrationist model

which is coming from a philosophy of education which is different from what

underpins an additive approach to bilingual education. Unless this difference can

somehow be resolved, it seems that initiatives such as the bilingual program at

Milpera will have limited relevance to what occurs in mainstream schools.

7.0 Conclusions

The conclusions will he discussed in terms of the features of a model for bilingual

education. This discussion will he conducted firstly in terms of the program as it

might operate in a school such as Milpera where students are being prepared for

entry into the mainstream. However, as has been shown. one cannot quarantine

such a program from the rest of the education system. Therefore, it is necessary

that an effective model not only describes the essential features of the Milpera-

style component but also indicates how this may he extended into the mainstream.

Such a model has a number of essential features which are discussed below.

7.1 Choice of core subjects

It is essential that the subjects chosen for the program be such that they will he

seen as making a significant contribution to the students' future progress in the

mainstream. To this end the following subjects are recommended:
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language study and literature

mathematics

science

social studies

It is understood that the choice of the subjects will depend on the availability

teaching staff with the necessary expertise to implement them.

7.2 LI presentation as basis for subsequent English presentation

The approach worked best when students were introduced to subject matter and

skills in their LI before the same or similar subject matter and skills were

introduced in English. This was most obvious with the hook review component in

term 2 in which students were introduced to a process which would he later

transferred to English. The fact that the subject matter was different in the two

sets of lessons was not siolificant, as students were able successfully to transfer

the process they had learnt in Vietnamese to English. In the case of geography. it

was most effective when concepts were established first in Vietnamese (e.g.

latitude, longitude) and then later used to perform tasks such as research and

report writing in English.

7.3 Close liaison between LI and English teacher

Both teachers within a pair need to be clear about the goals of the program and

the most appropriate approach for achieving them. This necessitates considerable

joint preparation time and constant monitoring of the process and its outcomes.

On the basis of this monitoring, the program needs constant revision to respond

effectively to the perceived evolution of students' needs.

It is likely that this degree of joint responsiveness can only he reasonably expected

from teachers who are involved in the program on a full-time basis. This was

certainly the case in the Milpera program where marked differences were

observed between the term 2 and the term 3 program.

7.4 Teacher preparation

Given the degree of complexity implied in the teachers' role in these programs,

teachers need specific preparation to insure that they understand the theories

which underpin the approach as well as being aware of the methodology

necessary to implement the approach.
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7.5 Ll class as bridge to the mainstream

It needs to he understood that an important goal of the approach is to prepare the

students for entry into mainstream classes. While this should not he interpreted as

the advocacy of assimilation, if the approach does not enable the students to cope

with the culture and expectations of the mainstream classroom, then it will he

judged as having failed.

This aspect can best he achieved in the LI class by a teacher who understands

where the students are coming from and what will be expected of them in regular

classrooms. This was exemplified in the Milpera program by the approach

adopted by Mr H who was able to prepare students for the transition to Australian

classrooms while fostering their pride in their own language and culture.

7.6 Encouragement of parental and community involvement

The history of bilingual education initiatives indicates clearly that those which

have been successful had the support and involvement of parents and the wider

community. In the Milpera initiative, parents expressed enthusiasm for the

opportunity to have a greater involvement in their children's education which the

use of Vietnamese gave them. This enthusiasm can he further encouraged by

means of school-based parent seminars where parents and community are made

aware of the theoretical bases of the program, its goals and the roles that parents

and community may play in its success while at the same time being given the

opportunity to express their own views on the appropriate directions for their

children's education.

7.7 Development of Ll skills

The crucial role of the development of the students' L I cannot he sufficiently

stressed in a bilingual education program. It should he viewed as a goal in its own

right and not simply as a means to the development of the students' CALP in

English. While this latter will follow from the development of CALP in the

students' L1. if it is seen as being the sole reason for the use of the LI. the

program will he understood for what it in fact is: a subtractive program, designed

ultimately to replace the students' L1. Such programs have a poor record of

success in terms of worthwhile educational goals and are ultimately regarded with

suspicion and cynicism by the very people that they had been allegedly set up to

help. The ad hoc nature of the Milpera program needs to he seriously considered

to find ways to guard against this outcome.
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8.0 Recommendations

These recommendations are intended to focus on the implementation of a viable

and effective model of bilingual education. They are the result of a process of

discussions with teachers involved in the Mi 1pera initiative as well as input from a

workshop led by the chief researcher at the State ESL Conference conducted by

the Cultural Equity Unit of the Queensland Department of Education from 12 to

14 December. 1995. The workshop involved a report by the chief researcher on

the initiative followed by group discussion in which participants were asked to

consider the implications for the implementation of a bilingual education program.

The following recommendations are made as a result of this process:

8.1 The rights of students to have their education conducted in their first

language

It is recommended that groups such as the Cultural Equity Unit, the Teachers'

Union, various professional associations (e.g. Queensland Association for

Teachers of English to Speakers of Other Languages). and ethnic organisations

lobby government to enshrine in legislation the right of students to he educated in

their first language. It should he emphasised that such a recommendation is

intended to support bilingual education and that it should he understood that

English is to remain the common language of instruction for all students.

8.2 Recognition of the role of bilingual teachers

While it is self-evident that bilingual education cannot proceed without bilingual

teachers, the crucial role of the bilingual teacher needs to he recognised by the

teacher registration process. It is recommended that discussions he commenced

with the Board of Teacher Registration with a view to changing the current

English language proficiency requirements to more general language proficiency

requiremenis. It is proposed that under new provisions, teachers would need to

have at least level 4 ASLPR proficiency in the language that will he their language

of instruction as well as at least level 3 ASLPR in English. It is not proposed that

there he any change to the current requirements for academic qualifications.

8.3 Extension of bilingual education to core subjects

It is recommended that the following subjects he offered to students in bilingual

mode

language arts and literature

social studies
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science

mathematics

8.4 Development Of suitable bilingual materials

The supply of suitable and sufficient teaching materials in a range of languages is

essential to the success of the bilingual program. In discussions with members of

various ethnic communities, it is clear that the selection of suitable materials in

areas such as literature and social studies may he a sensitive issue. Even in those

areas which are not particularly sensitive (e.g. mathematics), the issue of

inappropriate methodology may he a problem in text books which are imported

from overseas. For this reason, it is recommended that materials he developed

specifically for local bilingual programs and that this he carried out by materials

development units consisting of bilingual teachers, community members and

curriculum development specialists.

8.5 Development of key bilingual schools

If bilingual education is to he the right of all students, it is clear that a strategy is

needed which will allow for viable groups to he formed for all language groups

including those which are spoken by the smaller communities. For this reason it is

recommended that a limited number of key bilingual schools be designated in

which classes are offered in a range of languages. Decisions as to which languages

will be offered should be the result of a sociolinguistic audit of the schools within

the local community.

8.6 Involvement of parents and community

Because of the crucial role of parents and community revealed by research into

bilingual education. it is recommended that procedures he developed to maximise

the understandimg and involvement of parents and the community. The following

initiatives are recommended:

parent and community seminars to explain the rationale and implications of

bilingual education

regular newsletters in the various languages represented at the school

regular access to the school and its teachers both informally and through

parent-teacher evenings

8.7 Bilingual teacher preparation courses

As this study has shown, bilingual teaching is a complex activity. To date, no

teacher preparation courses in Australia have specifically addressed this form of
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teaching. It is therefore recommended that Education Faculties he encouraged to

develop courses preferably at the Graduate Certificate level to provide existing

and prospective bilingual teachers with practically oriented courses in bilingual

education.

8.8 Inservice of mainstream teachers

The role of mainstream teachers is crucial to the success of bilingual education

programs. It is essential that these teachers understand the rationale which

underpins such programs and that they are sympathetic to their aims. It is

recommended, therefore, that in the first instance, mainstream teachers employed

at key bilingual schools receive inservice courses to improve their awareness of

bilingual issues and to help them with their role in efficient implementation. These

programs might later he extended to mainstream teachers in other schools.

8.9 ESL and bilingual education

It should not he imagined that the implementation of bilingual programs will

render ESL teaching redundant. Bilingual and ESL teachers are necessarily

complementary. It is recommended that ESL teachers he involved in the

development and implementation of bilimival programs. This involvement may

take two forms:

as English support teachers where their role will be to advise mainstream

teachers on ESL issues;

as content-based ESL teachers where their particular subject based expertise

(e.g. as social studies or literature or mathematics teachers etc) may allow

them to make a special contribution to the integrated development of both

content and English skills.

The Milpera initiative has demonstrated the potential bilingual education. It has

highlighted essential features which contribute to the success of such programs

and has signalled the directions that the initiative should take if it is to have a

positive long-term effect on the education of students from non-English speaking

backgrounds.
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Appendix A: Milpera Teachers' Interview Questions

Milpera Bilingual Support Project

Interview Questions: ESL teachers

1. Do you feel that students are showing signs of enhanced conceptual

development in the course of this project? What indications do you have of

this? Do you feel that the approach used may have contributed to an

improvement? Explain your reasons for your feelings.

2. Have students increased their understanding of how language works in the

course of the project? What indications do you have of this? Do you think that

the approach may have contributed to this? Why do you think this may he the

case?

3. Do you feel that the students' progress in the content area that you teach has

been enhanced during the course of the project? What indications do you have

of this? To what extent do you consider that this can he attributed to the

bilingual project? Why do you think this may be the case?

4. Has the students' overall classroom adaptation improved in the course of the

project? What indications do you have of this? Do you think this is related to

the project? In your opinion. why might this have happened?

5. Have you noticed an improvement in the students' academic English ability?

Could you describe this improvement? Has the program contributed to this?

Do you think that the students would have done as well if they had been in a

conventional program? Why?

6. Comment on any changes in attitude that you have noticed in the students in

the course of the program. To what extent do you think this may he attributed

to the program?

7. What do you feel have been the most positive features of the program?

8. What have been some of the negative features of the program? Do you have

any suggestions for ways in which these may he remedied?
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9. Do you consider this to he a worthwhile initiative?

10. Would you like to see it extended to other groups and/or to other subject

areas'?

NElpera Bilingual Support Project

Vietnamese Teachers' Interview Questions

1. Do you feel that the students' conceptual development has improved as a

result of the project'? What evidence do you have that this has happened?

2. Do you feel that the students' knowledge of how language works has

improved as a result of the project? What evidence do you have that this has

happened?

3. How would you describe the students' proficiency in Vietnamese in the skills

of listening, speaking, reading and writing when the project began?

4. Describe any changes to their Vietnamese language skills that may have

occurred during the project.

5. Have you noticed any changes in the students' attitude to schooling during the

project'? In what ways do you think the project has contributed to any changes

in attitude'?

6. How closely did you work with the students' other teachers? Describe the

nature of your working relationship with them.

7. What features of the program do you think need to he improved? Do you have

any suggestions for ways in which they might he improved?

8. What do you consider to he the most positive features of the program?
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Appendix B: Receiver Schools: Teachers' Interview Questions

1 How many students are you aware of who have come to you from the

Milpera bilingual initiative?

2. Comment on the students' academic preparedness. Compare them with

students who have not come through the bilingual program.

3. How well did the students adjust to the life of a mainstream school?

4. Comment on the students' attitudes to school and to life in general.

5. What are your feelings about bilingual education? Would you like to see it

introduced in your school?
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Appendix C: Students' Interview Questions

Milpera Bilingual Support Project

Students' Interview Questions

1. What did you like most about the program? Why?

2. What did you like least? Why?

3. What effect do you think having lessons in Vietnamese has had upon you?

4. Have you found that you can cope better with your lessons as a result of the

program?

5. What do your parents think of the program?

6. Do you have any suggestions for improving the program?

7. Do you think that all students at Milpera should have the opportunity to take

part in a program like this? Why?

BEST COPY AVAIIA' LE,

4.9
42



Appendix D: Sample data summaries of classroom observations

8.6.95

Observation of Lessons

Lesson 1. 10.15 - 10.55

Topic: Book Review preparation using a Vietnamese novel written for

children

Teacher: Mr H

Teacher led the students in a discussion of characterisation in the novel.

The lesson was very lively with all students participating in the discussion. A

number of activities were used: teacher asking the students questions about the

text; students reading sections from the book; students writing on the chalkboard

(aspects of the character of one of the characters); students writing the answers to

questions to he completed for homework.

The atmosphere in the class can he captured by the following descriptors:

relaxed

enthusiastic

communicative

participatory

Both teacher and students seemed to he at home in the lesson. The teacher

was obviously well liked by the students and received their respect in a very warm

and friendly atmosphere. I could not help feeling as I watched them interacting

that both students and the teacher were enjoying a level of acceptance that they

could not experience in any other kind of classroom no matter how well disposed

the participants might be towards each other. This was particularly evident at the

level of the non-verbal communication which is often a source of

misunderstanding and cross-cultural conflict and ridicule but in this class was

obviously regarded as completely appropriate and understood, leading to high

levels of confidence on the part of teacher and students as all participants clearly

realised that their identity and dignity were respected. It was in this ambience that

the learning/teaching took place, ensuring an obviously very successful lesson.

What emerged was a group of individuals, each with a distinct and unique

personality. They were able to express their own identity because they were in

command of the language.
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The following questions occurred to me as I watched the lesson:

How do these students perform in their regular English classes?

Apart from learning the content covered in the lesson, were the students

also learning to relate school subjects to a mode of action which involves them in

the expression of valued opinion? Does this carry over to the mainstream classes

as much as the content which is being taught?

In what ways does what they are doing in this class differ from what

occurred previous to this project? How does this differ from what a bilingual aide

would have done?

Lesson 2: 11.15 - 11.55

Teacher: Ms E
Lesson: Book Review : The Big Wave - Characterisation

This English class was covering the same field that had been addressed in

the Vietnamese class: how to treat characterisation in a hook review. The teacher

was trying to get the students to describe the main character using appropriate

adjectives (kind; brave; sad; anxious; etc) and to hack these up by reference to the

novel.

The Vietnamese students from the previous class were present together with

students from a range of other countries from Europe, Asia, Africa and the

Pacific.

This was a well-planned lesson in which the teacher showed a great deal of

empathy for the students. The students knew they were liked and obviously liked

and respected the teacher
A range of descriptors could he used to describe the Vietnamese students in

this class:

Quiet

Serious

Timid

Embarrassed

Experiencing loss of face

Reticent
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The Vietnamese students were much more reluctant to contribute in this

lesson, although some did hold their own with the other students. Some of the

students, however, were much less willing to contribute to the discussion than

they did in the Vietnamese class. The sense of humour that was evident in the

Vietnamese class was not so much in evidence here. The Vietnamese girls, who

were willing to contribute in the Vietnamese class, contributed very little in the

English class.

The outgoing students who were observed in the Vietnamese lessons had

somehow turned inwards, their identities considerably altered. They had become

more like the stereotypes of the reserved Vietnamese than the ebullient,

enthusiastic students of the earlier lesson.

The following questions need to he answered:

Is the change due to their being taught in an L2. a language in which at this

stage they are incapable of realising their true identity?

To what extent does the presence of students from other ethnic groups

contribute to their inhibition?

Have the Vietnamese lessons had a positive effect on their performance in the

English class? (Ms E maintains that this group of Vietnamese is better

adjusted than other groups that she has experienced who have not taken part

in the project.)
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Appendix E: Vietnamese book reviews
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Appendix G: Geography Reports
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