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PREFACE
The growing interest in the problems of language minority
students In the United States has been accompanied by the

publication of an enormous number of books and articles. Often;
however, advice regarding approaches, methods, strategies, and
teithnlques for effectively educating language minority students

is Offered without any concern or explanation of empirical
evidence. With the possible exception of legal concerns, the Of-

lice of Bilingual Bicultural Education in the California State
Department of Education receives more Inquiries regarding

research evidence on the effectiveness of bilingual education
than on any other issue. Educators want to know which types of
programs actually work with non-English language background
students.
The Office of Bilingual Bicultural Education has identified
three major objectives for all instructional programs serving
language minority students. Regardless of the approach taken,
at the end of the treatment period, language minority students

should exhibit: (1) high levels of English language proficiency, (2)
appropriate levels of cognitive/academic development, and (3)
adequate psychosocial and cultural adjustment. 'The articles in-

cluded In this collection of papers explain the importance of
these goals and describe the likelihood of various types of instructional approaches to achieve such outcomes. Instead of
providing the reader with a series of unconnected suggestions
and recommendations, the authors collectively advance a
research-based theoretical framework for the design and implementation of Instructional programs for language minority
students.
This publication is a progress report, not a collection of proven
answers. The theoretical framework implied in this volume is,
however, based on the best Information that science can provide

at this time. The research herein reported does not lead to

perfect progrpms with perfect outcomes, nor does it answer all
the questiod regarding language development, language acquisition, and cognitive/academic development in bilingual contexts. But, taken collectively, these articles form the beginning of
a research-based theoretical framework for planning and improving bilingual education programs. We at the California State
Department of Education view this as substantive progress. We

iv

are encouraged by the potential practical applications of the
research presented in this collection and shall continue with the
refinement of this work. At the aame time, we not only invite
other researcherp, teacher trainers, and school district personnel
to put into practice the Ideas and Implications presented here
but also to improve and expand their programs to meet all of the
schooling needs of language minority students.

Guillermo.Lopez, Chief
Office of Bilingual Bicultural Education
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INTRODUCTION
There are presently more than 375,000 students of limited
English proficiency in California public schools. There are an additional 433,000 students of fluent English proficiency who have
a home language other than English. This means that
California's language 'minority student population in
kindergarten through grade twelve approximates 010,000.
As a group, language minority students tend to do poorly In

regular school programs. They da not acquire the language,

academic, and sociocultural skills necessary to meet the
challenges of vocational and higher education pursuits. Many
language minority students achieve only low levels of primary
language proficiency while acquiring less than native-like ability
In English.

",_

Making decisions about instructional offerings for language
minority students has proven to be e. complex and demanding
task for school personnel and parents alike. Part of the difficulty
can be attributed to the absence of a theoretical framework upon
AO programs for language minority students can be based.
Without a framework, decision makers are often unable to focus
consistently upon the psychosocial and educational factors that
influence the school achievement of language minority students.
While political and economic factors are alsO important, basing
educational programs solely on such grounds tends to affect
negatively the quality of the educational experience of language
minority students. Only by clearly understanding what educational attainments are possible for language minority students
can school personnel and parents judge the approprigteness of

the educational practices currently utilized by local schools.
Although political and economic compromises may be
necessary, they are best made when decision makers under-

stand as many of the pertinent dynamics as possible. This
publication offers information related specifically to the educational consequences of program decisions.on language minority
students.
In the past, mbst knowledge about programs for language
minority studtmts was based entirely on authority (laws and experts), the personal experiences of educators, and the "common
sense" reasoning of program designers and planners. Such infor-

mation may be important but is in Itself insufficient for making
-

critical educational decisions. Therefore, the Office of Bilingual

Bicultural Education of the California State Department of
Education has decided to turn to scientifically controlled studies
to establish the validity c I knowledge about Instructional pro-.
grams for language minority students. Empirical knowindge is
ceftain to Improve the ability of educators to predict individual
Student and program outcomes for specific types of students,
given certain types of Instructional treatments, and under different types of background conditions. Thus, the articles contained In this collection represent an initial step in the development of a research-based theoretical framework for the schooling of language minority students.
This collection of papers Is divided Into two major parts. The

first section, consisting of papers by James Cummins and
Stephen Krashen, addresses the theoretical underpinnings of
primary language development, second language acquisition,
and the relationship of both to normal school achievement. The

second section coigains a series of three papers, each expanding upon the theoretical works In the first section and pro-

viding the reader with numerous instructional methods and
techniques, all consistent with each other and with the various
hypotheses posited by Cummins and Krashen.
No pedagogical issue relating to the instruction of language
minority students has been more vigorously debated than the
role of minority languages in bilingual education program e. In his
work, Cummins clarifies the role of the primary languagi, by: (1)
describing the nature of language proficiency and its connection
to academic and cognitive development, (2) identifying different
levels of bilingualism experienced by language minority students

and predicting the corresponding effects of each level on
academic achievement, and (3) 'suggesting a relationship between primary language development and eventual attainment In
the second language through tits notion of a common undeilying

dimension of language proficiency. Clearly, Cummins has
developed several important hypotheses and constructs that
help explain and reconcile the seemingly contradictory findings
of many other researchers.
While Cummins' article focuses on primary language cleivelop
ment and academic achievement, Krashen dedicates attention
to the acquisition of a second language, specifically English. The

author distinguishes between language acquisition and
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language learning environments. The former, it is suggested,
leads to fluency, while the latter assists in the development of
what Krashen palls the "Monitor." Krashen also suggests that
the key to second language acquisition .1s exposure to "comprehensible Input" in substantial amounts and under Optimal
conditions. In describing the conditions necessary for second
language acquisition, Krashen analyzes the potential of `variJus
second language (grammar and communicative-based English-

as-a-Second-Language) and bilingual education (immersion,
transitional, and ideal) programs to meet the language and
academic needs of minority students.
Based on the assumption that high levels of primary language

proficiency promote adequate school achievement, Dorothy
Legarreta-Marcalda explores the effective use of primary
language In bilingual classrooms. The author addresses five key
questions related to the design, management, and implementation of bilingual classes:
1.
To what extent should the child's primary language be used
overall in grades K-6?
2.

In what manner should primary language Instruction be
delivered:
a.

Concurrent translation?

b.

Alternate immerton (direct method) usually through

language dominaht groupings?
3. What variety of the primary language should be used in the
classroom?
4. How can we ensure the prestige of the primary language via
vie the dominant language, English?
5. How can primary language use be monitored: a formative
evaluation process?
The responses to those questions are based on the recent find-

ings of empirical studies and the published material of

ex-

perienced professionals.
Complementing Krashen's theoretical hypotheses, Tracy D.

Terrell presents an acquisition model called the "Natural Ap-

proach." This model Is one means of applying Krashen's
theoretical constructs. Terrell not only describes Vie model in
eelationship to Krashen's work and the work of others but also
addresses: (1) the principles of the Natural Approach, (2) natural

language acquisition situations,
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(3)

appropriate teacher
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behaviors, (4) sample teaching techniques and strategies, (5) the
use of continua in the Natural Approach, and (8) student evaluation. Terrell's article Is enhanced by the inclusion of many actual

classroom examples related to suggested techniques and
strategies.
The last paper, by Eleanor Thonis, deals with reading instruction in bilingual contexts. She expands upon Cummins' notion of
a Common. Underlying Proficiency (CUP) In the
cognitive/academic language skills area as it relates to literacy
acquisition among bilingual students. The potential for primary
language reading skill transfer to English is disCussed in detail.

Additionally, the author suggests appropriate methods and
techniques designed to promote primary language literacy in and

out of the classroom. Thonis concludes her article with a
description of the positive outcomes associated with billteracy.
Finally, the compendium concludes with an Appendix and a
Glossary. The appendix contains a sample copy of the 1981-82
version of the Bilingual Education Program Quality Review instrument, Kindergarten Through Grade Six. The use of this instrument is one way the Office of Bilingual Bicultural Education pro-

motes the principles and standards of Implementation suggested by the theoretical framework implied In this compendium.
Other promotional strategies Include the development of Asian
and minority group handbooks and periodic presentations at
regional technical assistance workshops for local *Khoo( district
personnel as well as coordination meetings with resource agencies and county schools offices. The glossary of terms has been
included to assist the reader by promoting consistency in the use
of the key terms across articles, It Is suggested that the reader
become familiar with the entries in the glossary before attempting a thorough reading of any of the papers.
Most educators, government officials, parents, and community members would agree that the goal of educational programs

designed for language minority stertiants Is to allow such
students to develop the highest degree possible of language,
academic, and social skills. necessary to participate fully In all
aspects of life. More specifically, as a result of an instructional
treatment, language minority students should attain: (1) high
levels of English language proficiency, (2) normal cognitive and
academic achievement, (3) adequate psychosocial and cultural
adjustment, and (4) sufficient levels of primary language develop-
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ment to promote normal school progress. Based on the empirical
evidence prasented in the five articles contained in this collec-

tion, properly designed and adequately implemented bilingual
education programs are one means to achieve such goals.
As a result of the controversy regarding-the legislation of state

and federal requirements, some educators today erroneously
believe that many parents and community members view bilingual education with disfavor. This is not necessarily the case.
In a recent poll conducted for Newsweek by the Gai kip Organize
tion (March, 1981), 64 percent of the American public approved of
classes conducted In a foreign language as well as In English for

children who do not speak English. Another 14 percent did not
know enough about the value of these classes to make a judgment. Contrary to the statements of a few political opportunists,
uninformed newspaper columnists, and some special interest

group representatives, the public Is generally supportive of
primary language instruction for language minority students,
even though there may not be an awareness of the strong scientific case for such progranis.
The task of educating language minority students Is not simple. Nevert:' eless, creative and committed educators In coopera-

tion with r onm:ne7; parents and community members have
designed and WO wi,ited educational programs that result in
significantly Improved school performance on the part of such
students. In other words, under certain conditions, languagerelated problems are no longer as likely to interfere with the
academic and vocational aspirations of language minority
students and their families. To accomplish this, educators must
rely upon empirical evidence rather than "folk remedies" as a
guide to professional decisions for selecting and Implementing

instructional programs for language minority children. This
publication is meant to be an important contribution toward this
end.

David P. Dotson
Project Team Leader

Office of Bilingual Bicultural Education
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The Role of Primary Language
IhvelopMent in Promoting Educational
Success for Languagi\Minority Students*
James Cummins
IN ORDER TO ASSESS the role of langtlage minority students'
primary language (LI) development in the acquisition-of English (L2)
academic skills, it is necessary to consider two questions: (1) What is
meant by "language proficiency"? and (2) What are the cross-lingual
dimensions of language proficiency, i.e., how does the development of.
proficiency in LI relate to the development of L2 proficiency? Confusion
concerning the rationale for bilingual education, assessment of bilingual
proficiency, and entry-exit criteria for bilingual programs stems from inadequate conceptualization of the nature of language proficiency and its
cross-lingual dimensions.
To account for the research data on bilingual education, it is necessary

to distinguish those aspects of language proficiency involved in the
development of literacy skills from other aspects of language proficien-

cy, and to note that these literacy-related aspects are interdependent
across languages, i.e., manifestations of a common underlying proficiencY

This paper is organized into three sections. First, the nature of
language proficiency and its relationship to academic and cognitive
development is considered. In the second section, the origins of current
misconceptions about bilingualism are examined, and a theoretical position regarding the nature of bilingual proficiency is formulated in light of
the research data. The third section applies these theoretical positions
regarding the nature of language proficiency and its cross-lingual dimensions to the current debate over the rationale for bilingual education, entry and exit criteria, and assessment of bilingual proficiency.
Many people have contributed to the present paper through comments on previous versions of the theoretical framework which it elaborates. I would like to thank Michael
Cana le, Steve Chetiarek, Lily Wong Fillmore, Fred Genesee, Steve Krashen, John Oiler
Jr., Muriel Saville-Troike, Bernard Spoisky, Merrill Swain, Rudolph 'Troike, and Beaji
Wald for their constructive criticisms. The suggestions of the editorial team for the present volume have also been aureately useful and for this I would like to thank David

Dotson, Maria Ortiz, Dennis Parker, and Fred Tempes of the Office of BilingualBicultural Education, California State Department of Education.

4

Sch.lo ling and Language Minority Students:

The Nature of Language Proficien4
How Misconceptions About English Proficiency Create Academic
Deficits is Language Minority Students
The rationale for bilingual education in the United States (United
States.Commission on Civil Rights, 1975), as it is understood by most
policy makers and practitioners, can be stated nfollows:
Lack of English proficiency is the major reason for language
minority students' academic failure. Bilingual education is intended to ensure that students do not fall behind in subject
matter content while-they are learning English, as they would
likely do in an all-English program. However, when students
have become proficient in English, then they can be exited to
an all-English program, since limited English proficiency will
no longer impede their academic progress.

Despite its intuitive appeal, there are serious problems with this rationale. First, it ignores the sociocultural determinants of minority
students' school failure which, it, will be argued. are more fundamental
than linguistic factors. Second, an inadequate understanding of what is
meant by "English proficiency" is likely to result in the creation of
academic deficits in language minority students.
Some concrete examples will help illustrate how this process operates.
These examples are taken from a Canadian study in which the teacher
referral forms and psychological assessments of over 400 language
minority students were analyzed (Cummins, 1980c). Throughout the
t ic hers' referral forms and psychologists' assessment reports are
ferences to the fact that children's English communicative skills appear
considerably better devakxd than their academic language skills. The
following examples illustrate this point:
PS (094). Referred for reading and arithmetic difficulties in
second grade, teacher commented that "since PS attended

grade one in Italy, I think his main problem is language,
although he understands and speaks English quite well."
GG (1114). Although he had been in Canada for less than a
year, in November of the grade one year, the teacher commented that "he speaks Italian fluently and English as well."
However, she also referred him for psychological assespnent
because "he is having a great dew of difficulty with the grade
one program" and she wondered if he had "specifk learning
disabilities or if he is just a very long way behind children in
his age group."
DM (105). Arrived from Portugal at age 10 and was placed in
a second grade class; three years later in fifth grade, her

17
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teacher commented that "her oral answering and comprehen-

sion is so much better than her written work that we feel a
severe learning problem is involved, not just her non-English
background."
These examples illustrate the influence of the environment in develop-

ing English communicative skills. In many instances in this study immigrant students were considered to have sufficient English proficiency

to take a verbal IQ test within about one year of arrival in Canada.
Similarly, in the United States, language minority students are often considered to have developed sufficient English proficiency to cope with the
demands of an all-English classroom after a relatively short amount of
time in a bilingual program (in some cases, as little as six months).
There is little doubt that many languaae minority students can develop
a relatively high degree of English communicative skills within about two
years of exposure to English-speaking peers, television, and schooling.

However, in extrapolating from the considerable English proficiency
that language minority students display in face-to-face communication
to their overall proficiency in English, we risk creating academic deficits
in these students.
Consider the following example:
.

PR (289). PR was referred in first gra& by the school principal who noted that "PR is experiencing considerable difficulty with grade one work. An intellectual assempent would .
help her teacher to set realistic learning expectations for her
and might provide some clues as to remedial assistance that

might be offered."

No mention was made of the child's ESL background; this only
emerged when the child was referred by the second grade teacher in the
following year. Thus, the psychologist does not consider this as a possible factor in accounting for the discrepancy between a verbal IQ of 64
and a performance IQ of 108. The assessment report read as follows:
Although overall, ability level appears to be within the low
average range, note the significant difference between verbal
and nonverbal scores....It would appear that PR's development has not progressed at a normal rate and consequently

she is, and will continue to experience much difficulty in
school. Teacher's expectations at this time should be set accordingly,

What is interesting in this example is that the child's English communicative skills are presumably sufficiently well developed that the
psychologist (and possibly the teacher) is not alerted to the child's ESL
background. This leads the psychologist to infer from her low verbal 1Q

Schooling and Language Minority Students:
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score that "her development has not progressed at a normal rate'" and to
advise the teacher to set low academic expectations for the child since she
"will continue to experience much difficulty in school." There is ample

evidence from many contexts (Mercer, 1973) of how the attribution of
deficient cognitive skills to language minority students can become self-

fulfilling,
Jn many of the referral forms and psychological assessments analyzed

in this study, the following line of reasoning was invoked:
Because

language minority istudents are fluent in English,
thebr poor academic performance and/or test scores cannot
be attributed to lack of prolickluy in English. Therefore,
these students must either have defirient cognitive abilities or
be poorly motivated ("tazy,.
The trend to exit students to all- English programs as quickly as poisible in many' United States bilingual programs inevitably gives rise to a
similar line of reasoning. It is commonly observed that students classified
as "English proficient" after a relatively short stay in a bilingual program and then exited to an all-English program often fall progressively
further behind grade norms in the development of English academic
skills. Because these students appear to be fluent in English, their poor

academic performance can no longer be explained by their English
language deficiency. Policymakers and educators are also reluctant to
blame the school for minority students' poor performance because the
school has accommodated the students by providing a bilingual program. Once again, the academic deficiency will be attributed to factors
within the child.'
It is frequently assumed that language minority students have become
"English proficient" when they have acquired relatively fluent and peerappropriate face-to-face communicative skills.
examples cited
above, as well as the research evidence reviewed in the remainder of this
paper, strongly suggest that this misconception operates to impede the

academic progress of language minority students. To understand the
nature of this misconception, it is necessary to consider the question of
what is meant by "English proficiency."
This process is, in wary respe cts. the opposite of the attribution of deficient cognitivear
linguistic ability an the basis of autface structure dialectal differences (Shay, 1977). In

the present situation. the presence of adequate surface structure leads teachers to
eliminate "lack of English proficiency" as an explanatory variable with the result that
low academic performance is attributed to deficient cognitive abilities In language
minority students.
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What Is Meant By "English Profichincy"?
There is still little consensus among researchers as to the nature of
"language proficiency" or "communicative competence."a For example, a model proposed by Hernandez-Chavez et al. (1978) comprised 64
separate prOriciencie' s, each of which, hypothetically, is independently
measurable. At the other extreme is Oiler's (1978; 1979) claim that
" "...there exists a global language proficiency factor which accounts for
the bulk of the reliable variance in a wide variety of language proficiency
measures" (1978, p. 413). This factor is strongly related to cognitive
abililty and academic achievement measures and is about equally well
measured by certain types of listening, speaking, reading, and writing

tasks.'
The communicative competence framework proposed by Canale
(1981), on the basis of the earlier Canale and Swain (1980) theory, adopts
an intermediate position ii distinguishing four components. These are:
1. Grammatical competence: Mastery of the language code (e.g., lexical items and rules of word formation,' sentence formation, literal meaning, pronunciation, and spelling).
2. Sociolinguistic competence: Mastery of appropriate language use in
different sociolinguistic contexts, with emphasis on appropriateness of
meanings and forms.
3. Discourse competence: Mastery of how to combine earrings and
forms to achieve a unified text in different modes (e. ., telephone incluirrguitientative essay, and recipe) by using (a) /lesion devices to

relate utterance forms (e.g., pronouns and trans

n words), and (b)

coherence rules to organize meanings (e.g.. repetition progression, consistency, and relevance of ideas).
4. Strategic competence: Mastery of verbal and non-verbal strategies
(a) to compensate for breakdowns in communication due to insufficient
competence or performance limitations (e.g., strategies such as use of
dictionaries, paraphrase, and gestures), and (b) to enhance-communication effectiveness.
a Although language can be used for purposes not overtly communicative, e.g.:
problem-sabring (Canal! and Swain, 1980), these "analytic" (Bruner, 1975) language
skills develop within a matrix of human interaction; thus, for purposes of this paper,

the terms "language proficiency" and "communicative proficiency" are being
used synonymously.
if should be noted that Oiler (1979) leaves open the possibility that there may be smaller
specific components of language proficiency that are not encompassed by the global proficiency dimension.
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There are two major problems in applying this or any other theoretical
framework for communicative competence to minority students' acquisition of English proficience.r. First, these theories tend to be static since the
developmental aspects of communi ive competence in LI and 12.are
left vague; second, in general, little nsideration has been given to the
role of specific acquisition contexts in ermining the interrelationships
and development of different aspects or *communicative competence
(howeverp see Canale, 1981). In particular, the nature of the communicative demands of schooling (e.g., processing language outside of

one-to-one, face-to-face situations) has not been considered. The
relevance of these problems can be seen by examin* the development of
English proficiency among native English-speaking children.

The Development of English Proficiency in School Contexts. The
development of language proficiency can be considaKin two very different ways. First is the acquisition of what Bruner (197 as termed the
"species minimum" involving the phoncilogical, syntactic, and semantic
skills that most native speakers have acquired by age six (there is little
difference between the phonological competence of a six-year-old and a
fourteen-year-old). Similarly, mastery of basic syntax approaches

maturity by.age six, although the development of more sophisticated
rules and flexibility in grammatical control will continue into early
adolescence (Chomsky, 19:72). Also, semantic categories such as agent,
instrument, and recipient of action are present at a very early age.
However, in contrast to the acquisition of this "species minimum"
competence, other aspects of language proficiency continue to develop
throughout the school years and beyond. Obvious examples are literacyrelated language skills such as reading comprehension, writing ability,

and vocabulaiy/concept knowledge. Within each of the four com4

ponents oP communicative competence distinguished by Canale (1981),
nativeaspeakers achieve mastery levels in some subskills prior to others.
For example, within grammatical competence virtually all native
speakers master pronunciation before spelling. Similarly, some aspects
of sociolinguistic, discourse, and strategic competence will be mastered
at an early age and others much later, if at all.
However, within a second language context very different relationships may exist among the various subskills, depending upon the specific
acquisition context, e.g.; formal L2 classroom vs. real life exposure, or
pre -schOol immigrant children vs. adolescent immigrant children whose
LI literacy skills are well developed. Also, the relationship of language
proficiency to cognitive and academic variables will vary both between
L I and 12 contexts and also vgithin L2 contexts, depending upon the con-
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ditions of acquisition. Thus, almost by definition, the "species

minimum" will be attained by all native speakers regardless of academic
or cogitive abilities; however, this will pot necessarily be the case among
L2 ilearners. For example, prOnuncitftion skills may remain poorly
developed among many older L2 learners. Also,. cognitive and personali:
variables are likely to differentially influence the acquisition of different aspects of Li proficiency in different contexts. As Fillmore (1979)
suggests, personality variables (e. g., sociability) may be most influential
in determining the acquisition rate 'of L2 face-to-face conuiunication
skills in it peer interaction situation; however, cognitive skills in a peer interaction situation; however, cognitive skills may be more involved in
determining the acquisition rate of L2 literacy skills in a classroom context.

\ In short, current theories of communicative competence are not particularly helpful in elucidating issues related to the development of
English proficiency by language minority students. This is because these
theories (1) fail to incorporate a developmental perspective; (2) fail to
consider the development of communicative comietepce explicitly in
relation to specific contexts, in particular the school c6ntext; and (3) fail
to examine the developmental relationships between t I and L2. In other
words, the usefulness of most current theories is limited because they
either exist in a developmental and contextual vacuum or else have been
proposed in a very different context from that of bilingual education in
the United States.

The necessity for consickirinkilre question of what constitutes

language proficiency in school contexts from a developmental perspective is highlighted by a recent study which shows that immigrant students
arriving lifter age six take between six and seven years to approach grade
norms in English academic skills (Cummins, 1981). Results-of this study,

conducted among 1,210 immigrant students in the Toronto Board of
Education, are shown in Figure I. The Picture Vocabulary Text (PVT)
consisted of a group-administered vocabulary test, and results were

broken down by Age on Arrival (AOA) and Length of Residence (LOR).
Clearly, it takes considerably longer for immigrant students to develop
age-appropriate academic skills in English (five-seven yeari LOR) than it
does to develop certain aspects of age-appropriate English communicative skills (approximately two years). The reason is pot difficult to
see. Literacy-related language skills (such as vocabulary range) continue
to develop among native speakers throughout the school years, +whereas
some salient aspects of face-to-face communicative skills reach a plateau

by about age six. Clearly, many other aspects of face-to-face com-
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AGE ON ARRIVAL, LENGTH OF RESIDENCE, AND PVT
STANDARD SCORES

AOA

0-1

11:9

10-11

12-13

1415

municative skills continue to develop throughout the school years; but
the data considered above suggest that these are not particularly salient
for teacher's and psychologists.
In a previous section, it was pointed out that failure to distinguish
these two dimensions of English proficiency can result in educational
deficits for language minority students. At this point, it may be helpful
to describe this distinction More completely and place it into a broader
theoretical framework so that it can be used to examine the developmental relationships between LI and L2 proficiency within bilingual education programs.
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To recapitulate, three minimal requirements for a theoretical
framework of communicative proficiency relevant to bilingual education
in the United States have been outline* First, such a framework must incorporate a developmental' perspective so that those aspects of communicative proficiency mastered early by native speakers and 12 learners
can be distinguished from those varying across individuals as develop-

ment progresses; second, the framework must permit differences
between the linguistic demands of school and those'of interpersonal contexts outside the school to be described; and third, the framework must
allow for the developmental relationships between LI and L2 proficiency
to be described.

The framework developed in response to these requirements i
presented in Figure 2. The framework proposes that in the context of
United States bilingual education, communicative proficiency can be
conceptualized along two continuums. A continuum related to the range
of contextual support available for expressing or receiving meaning is
described in terms of "context-embedded" versus "context-reduced"
communication. The extremes of this continuum are distinguished by the
fact that in context-embedded communication the participants can actively negotiate meaning (e.g., by providing feedback that the message
has not been understood) said the language is supported by a wide range
of meaningful paralinguistic (gestures, intonation, etc.) anchituational
cues; context-reduced communication, on the other hand, relies primarily (or at the extreme of the continuum, exclusively) on linguistic cues to
meaning and may, in some cases, involve suspending knowledge of the
"real" world in order to interpret (or manipulate) the logic of communication appropriately.°
In general, context-embedded communication derives from interpersonal involveMent in a shared reality that reduces the need for explicit
linguistic elaboration of the message. Context-reduced communication,
on the other hand, derives from the fact that this shared reality cannot be
assumed and. thus linguistic messages must be elaborated precisely and
explicitly so thit the risk of misinterpretation is minimized. It is impor°This theoretical framework should be viewed wilt, in a social context. The li.%iiguast proficiencies described develop as a result of various types of communicative interactions in

home and school. The nature of these interactions is, in turn, determined by broader
societal factors. as described later in this paper.
The term "context-reduced" is used rather than "disembedded" (Donaldson. 1978) or
"decontextualizecl" because there is a large variety of contextual cues available to carry
out tasks even at the context-reduced end of the continuum. The difference, however, is
that these cues are exclusively him:is:iv in nature.
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Figure 2

RANGE OF CONTEXTUAL SUPPORT AND DEGREE OF
COGNITIVE INVOLVEMENT IN COMMUNICATIVE
ACTIVITIES

COGNITIVELY
UNDEMANDING
A

CONTEXTEsigEDDED

CONTEXT.-

kEDUCED

COGNMVELY
DEMANDING

tam to emphasize that this is a continuum and not a dichotomy. Thus,
examples of communicative behaviors going from left to right along the
continuum might be: engaging in a discussion, writing a letter to a close
friend, and writing (or reading) an academic article. Clearly, contextembedded communication is more typical of the everyday world outside
the classroom, whereas many of the linguistic demands of the classroom
reflect communication that is closer to the context-reduced end of the
continuum. Recent research, reviewed by Tannen1(1980), suggests that
part of minority students' failure in mainstream classrooms may derive
from application of context- embedded strategies in the school setting
where context-reduced strategies (e.g., responding in terms of the logic
of the text rather than in terms of prior knowledge) are expected and
rewarded.

The vertical continuum is intended to address the developmental
aspects of communicative competence in terms of the degree of active
cognitive involvement in the task or activity. Cognitive involvement can
be conceptualized in terms of the amount of information that must b?.

25

A Theoretical Framework

13

processed simultaneously or in close succession by the individual in order

to carry out the activity.
How does this continuum incorporate a developmental perspective? If
we return to the four components of communicative competence (grammatical, sociolinguistic, discourse, and strategic) discussed by Canale
(1981), it is clear that within each one some subskills are mastered more
rapidly than others. In other words, some subskills (e.g., pronunciation
and syntax within LI grammatical competence).reach plateau levels at
which there are no longer significant differences in mastery between individuals (at least in context-embedded situations). Oder subskills continue to develop throughout the school years and beyond, depending
upon the individual's communicative needs.
Thus, the upper parts of the vertical continuum consist of communicative tasks and activities in which the linguistic tools have become
largely automatized (mastered) and thus require little active cognitive involvement for appropriate, performance. At the lower end 4 the continuum are tasks and activities in which the communicative tools have
not bicome automatized and thus require active cognitive Involvement.
Persuading other individuals that your point of view rather than theirs is
correct, or rriting an essay on a complex theme, are examples of such activities. In these situations, it is necessary to stretch one's linguistic
resources (i.e., grammatical, sociolinguistic, discourse, and strategic
competencies) to the limit itrorder to achieve one's communicative goals.
Obviously, cognitive Involvement can be just as intense in contexteinbedded as in context-reduced activities.
AF masted, is developed, specific linguistic tasks and skills travel from
the bottom towards the top of the vertical continuum. In other words,
there tends to be a high level o( cognitive involvement in task or activity
performance until mastery has been achieVed or, alternatively, until a.
plateau level at less than mastery levels has been reached (e.g., L2 pronunciation in many adult immigrants). Thus, learning Ifie phonology
and syntax of LI, for example, requires considerable cognitive involvement for the two- and three-year-old child, and thus these tasks would be
placed in quadrant B (context-embedded, cognitively demanding).
.

,

.

e.

However, as mastery of these .skills develops, tasks inviolving them would
move from quadrant B to quadrant A, since performance becomes

4nt

I gereiler and Seard,ainalia (M))
out that as children learn to write, the progressive
automatization of lower level skills (e.g., handwriting, spelling of common wards, pu tuation, common syntactic forms, etc.) releases increasingly more mental capacity
higher level planning of large chunks of discourse. To illustrate what writing must be ke
for a young child, they suggest trying to do some original writing with the wrong hand. It
is likely to be difficult to think much beyond the ward being written.
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increasingly imtontatizel---and cognitively demanding. In a second
language context, the same type of developmental progression occurs. As
specific linguistic tasks and skills are mastered in L2, they move up the
vertical continuum.'
Literacy Development and Communicative Proficiency. Clearly,

within this theoretical framework, literacy is viewed as one aspect of
communicative proficiency. Although there are inherent characteristics
of literacy tasks that place them towards the context-reduced end of the
horizontal continuum, most theorists would agree that the more reading
and writing instruction can be embedded in a meaningful communicative

context (i.e., related to children's previous experience4 the more successful it is likely to be. As the papers (this volume) by Krashen (1981)
and Terrell (1981) emphasize, the same principle holds for second
language instruction. The more context-embedded the initial L2 input,
the more comprehensible it will be and, paradoxically, the more successful in ultimately developing 12 skills in context-reduced situations.
Thus, a major pedagogical principle for both LI and L2 teaching is that
language skills in context-reduced situations can be most successfully
developed on the basis of initial instruction which maximizes the degree
of context-embeddedness.
In terms of the vertical continuum, developmental relationships between cognitive ability and reading performance can be readily interpreted. Singer (19/7) reviews data that show a change between grades 1
*An impticat4.in of this theoretical framework for theories of communicative competence

is that there is likely to be different relationships among language tasks in a first
istallusae, compared to a second language cornett. This is because 12 learners are likely
to have lower levels of certain L2 skills as compared to native speakers. In other words,
tasks located close to the top of the vertical continuum for native speakers may be dose
to the bottom for 12 her s. Also, acquisition contexts may vary between 1.2 learners
and native 'peaky.,,. For example, skills acquired in context-embedded situations by

native speakers may have been learned in context-reduced situations (e.g., formal
classrooms) by L.2 learners. This would also result in variable relationship among

language skills between native speakers and L2 learners. Thus, an important

characteristic of the theoretical framework is that although communicative tasks and activities can be mapped onto it in a general way (e.g., inherent test charactedstics make
reading and writing less context-embedded than facr-to-face communication), the exact
location of any particular task on the horizontal and vertical continuums will depend on
the individual's or group's proficiency Ind and acquisition context. Thus, for inunigrant

students in the host country for two years, acathmic tasks in 12 are likely to be more
cognitively demanding and context-reduced than for native speakers.
Space does not permit the question of individual differing= in learning styles among L2
learners to be discussed in detail. However, within the present framework, learning style
can be regarded as the way in which Individual learners define the degree of cognitive involvement and context -em beckhedners of particular tasks. Thus, at least three factors

must be taken into account in .)eating any particular task in relation to the two continuums: (1) the task's inherent characteristics, (2) the learner's general level of proficiency. and (3) the learner's individual learning style.
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and 5 in the amount of common variance between IQ and reading
achievement from 16 to 64 percent (correlations of .40 to .79). He inter-

prets this in terms of the nature of the component skills stressed in
reading instruction at different grade levels.
As reading achievement shifts from predominant emphasis on word recognition to stress on word meaning
and comprehension, the mental functions being assessed
by intelligence and reading tests have more in common.
(Singer, 1977, p. 48)
As development progresses, word meaning and reasoning-in-reading
(e.g., inferring and predicting text meaning) rather than word decoding
skills account for the variance between good and poor readers. In terms
of the present framework, word meaning and reasoning-in-reading skills
remain in the lower end of the vertical continuum (i.e., variance between
individuals in these skills remains large), whereas word recognition skills
tend to climb towards the upper end of the continuum as development

progresses. In other words, as fluency in reading is acquired, word
recognition skills are first automatized and then totally short-circuited,
since the proficient reader does not read individual words but engages in
a process of sampling from the text to confirm predictions (Smith, 1978).

Relevance of the Theoretical Framework to the Achievement of
Language Minority Students. A major aim of literacy instruction in
schools is to develop students' abilities to manipulate and interpret
context-reduced cognitively demanding texts (quadrant 1)). One reason

why language minority students have often failed to develop

high levels of academic skills is because their initial instruction has emphasized context-reduced communication, since instruction has been
through English and unrelated to their prior out-of-school experiences.
Attempts to teach English through context-reduced audiolingually-based
ESL may very well have been counter-productive in some respects
(Legarreta. 1979).
However, another contributing factor to minority students' academic
failure, and one which is still operating even in the context of bilingual
programs, is that many educators have a very confused notion of what it
means to be proficient in English. Ifianguage minority students manifest
proficiencies in some context-embedded aspects of English (quadrant A),
they are often regarded as having sufficient English proficiency both to
follow a regular English curriculum and to take psychological and educational tests in English. What is not realized by many educators is that
*Clearly. the relationships between IQ and early reading achirvement may vary as a funs Lion of the instructional approach.
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because of language minority students' ESL background, the regular
English curriculum and psychological assessment procedures are conbly more context-reduced and cognitively demanding than they are
f English-background students. As was pointed out earlier, research
suggest that it takes much longer for language minority students
o approach commonly accepted age /grade norms in context-reduced
Aspects of English proficiency (five to seven years on the average) than it

in context-embedded aspects (approximately two years on the
Hypothetical curves representing these data are presented in

Fire 3
LENGTH OF TIME REQUIRED TO ACHIEVE AGEAPPROPRIATE LEVELS OF CONTEXT-EMBEDDED AND
CONTEXT-REDUCED COMMUNICATIVE PROFICIENCY
----- Native English-Speakers
ESL Learners

Context-Embedded Face-tu-Facc
Communicative Proficiency

Context-Reduced (Academic)
Communicative Proficiency

'Native-speakers also, of course, take much longer to levelop proficiency in processing
language in context-reduced situations.
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In summary, I have tried to show how certain misconceptions regarding the notion of language proficiency are currently contributing to
thevacadank failure of language minority students, To more adFquately
address the issue of the acquisition of English proficiency in bilingual
programs, a theoretical framework has been developed in which two con-

tinuums are distinguished. One deals with the range of contextual
supports for the communicative activity while the other is concerned with

the degree of active cognitive involiement in the activity. Literate
cultures typically require their members to become proficient in communicative activities which are context-reduced and cognitively damnding (e.g., reading and writing). There tends to be large individual diflemon both within and between socio-economic groups in the extent to
which this dimension of communicative proficiency is developed. ur in
thevemainder of this paper, the dimension of language which is strongly
related to literacy skills will be termed "context-reduced language profi-

ciency.""
In the next section, several theoretical distinctions similar to those
developed in the present framework are briefly discussed, in order to
further elaborate the characteristics of context-reduced language
proficiency.
Related Theoretical Frameworks

Several theorists interested primarily in the development of first
language academic skills have similarly argued f6r the necessity to
distinguish between the processing of language in informal everyday in-

terpersonal situations and the language processing required in most
academic situations (Denim' and Scardamalia, 1981; Donaldson, 1978;
Olson, 1977). In concrete terms, it is argued that reading a difficult text
or writing an essay make fundamentally different information processing
"1 Wells (1979), in a ten-year longitudinal study, has hie:Wiled two broad types of home
communicative activities that strongly predict the acquisition of reading skills in school.
One is the extent to which there is "negotiation of mousing" (i.e., quality and qualidty
of communication) between aulults and children, the other is the extent to which literacyMated activities are promoted in the home, ca., reading to children). There is no clearcut relationship between ado-econousie status (SES) and the former, but a strong relationship between SES and the latter.
"In previous articles I have contrasted cognftivs/ academic language proficiency (CALP)
with basic interpersonal communicative skills (BICS) in order to make the same point;
namely, academic deficits are often created by teachens and psychWogists who fail to
realize that it takes language minority students considers* longer to attain grade/ageappropriate levels in English academic skills than it does in English face-to-face communicative skills. However, because this distinction was not explicitly integrated Into a
more general theoretical framework, niisinterproation occurred. Hence, the attempt to
define such a framework in this paper.
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n the individual compared to engaging in a casual conversah a friend.
Em
, and Disembedded Thought and Language. Donaldson
(1978) distinguishes between embedded and disembedded thought and
'language from a developmental perspective and is especially concerned
with the implications for children's adjustment to formal schooling. She
points out that young children's early thought processes and use of
language develop within a "flow of meaningful context" in which the
logic of words is subjugated to perception of the speaker's intentions and
salient features of the situation. Thus, children's (and adults') normal
productive speech is embedded within a context of fairly immediate
goals, intentions, and familiar patterns of events. However, thinking and
tion

language, which move beyond the. bounds of meaningful interpersonal context, make entirely different demands on the individual in
that it is necessary to focus on the linguistic forms themselves for meaning rather than on the intentions.

Donaldson (1978) offers a re-interpretation of Piaget's theory of
cognitive development from this perspective and reviews a large body of
research that supports the distinction between embedded and disembedded thought and language. Her description of pre-school children's comprehension and production of language in embedded contexts is especial-

ly relevant to current practices in language proficiency assessment in
bilingual programs. She points out that:
...the ease with which preschool children often seem to
understand what is said to them is misleading if we take it as

an indication of skill with language per se. Certainly they
commonly understand us, but surely it is not our words alone

that they are understandingfor they may be shown to be
relying heavily on cues of other kinds.
1978, p. 72)

(Donaldson.

Donaldson goes on to argue that children's facility in producing
language that is meaningful and appropriate in interpersonal contexts
can also give a misleading impression of overall language proficiency:
When you produce language, you are in control: you need on-

ly talk about what you choose to talk about-Jae child) is
never required, when he is himself producing language, to go

counter to his own preferred reading of the situationto the
way in which he himself spontaneously sees it. But this is no
longer necessarily true when he becomes the listener. And it is
frequently not true when he is the listener in the formal situa-

tion of a psychological experiment or' indeed when he
becomes a learner at school. (1978, pp. 73-74)
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The practical implications of this view will be discussed in 'the context of
current assessment practices in bilingual education.

Utterance and Ten. Olson's (1177) distinction between "utterance"
and "text" relates to whether meaning is largely extrinsic to language
(utterance) or intrinsic to language (text). In interpersonal oral situations, the listener has access to a wide range of contextual and paralinguistic Information with which to interpret the speaker's intentions;
and, in this sense, the meaning is only partially dependent upon the
specific linguistic forms used by the speaker. However, in contrast to utterance, written text:
...is an autonomous representation of meaning. Ideally, the
printed reader depends on no cues other than linguistic cues;
it represents no intentions other than those represented in the
text; it is addressed to no one in particular; its author is essen-

tial& anonymous; and its meaning is pecisely that
represented by the sentence meaning. (Olson, 1977, p. 276)
Olson explicitly differentiates the
t of the ability to process
text from the development of the
tongue (utterance) in the preschool years:

But language development is no simply a matter of progressively elaborating the oral mother tongui as a means of
sharing intentions. The developmental hypothesis offered
here is that the ability to assn a meaning to the sentence per

se, independent of its nonlinguistic interpretive context, is
aarkved only well into the school years. (Olson, 1977, p. 275)
Conversation and Composition. Bereiter and Scardamalia (1981) have
analyzed the problems of learning to write as problems of converting a
language production system geared to conversation over to a language
production system.capable of functioning by itself. Their studies suggest
that some major difficulties involved in this process are the following: (1)
learning to continue producing language without prompting from conversational partners; (2) learning to search one's own memory instead of
having memories triggered by what other people say; (") planning large
units of discourse instead of only what will be said next; and (4) learning

to function as both sender and receiver, the latter function being
necessary for revision.
Bereiter and Scardamtdia (1980) argue that the absence of normal con-

versational supports makes writing a radically different kind of task
from conversation.
We are proposing instead that the oral language production
system cannot be carried over intact into written composition,

that it must, in some way, be reconstructed to function
autonomously in -,toad of interactively. (p. 3)
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Although the distinctions between "embedded-disembedded,"
"utterance-text," and "conversation- composition" were developed independently and in relation to a different set of data, they share the

essential characteristics of the distinctions outlined in the present
theoretical framework. The major difference is that the failure of other
frameworks to distinguish explicitly between the cognitive and contextual aspects of communicative activities might incorrectly suggest that
context-reduced communication (literate tradition) is *Pinsk& ly more
cognitively demanding than 'context-embedded communication (oral
tradition).

Having described in some detail the nature of the academic tasks
students encounter in school, it is now possible to discuss the development of bilingual proficiency among language minority students within
this context.

The Nature of Bilingual Proficiency
The Myth of Di lingual Handicaps
The image of bilingualism as a negative force in children's development was especially common in the early part of this century when most

teachers of language minority children saw bilingualism almost as a
disease that not only caused confusion in children's thinking but also
prevented them from becoming "good Americans." Therefore, they felt
that a pre-conditior for teaching children the school language was the
eradication of their bilingualism. Thus, children were often punished for
speaking their first language in school and were made to feel ashamed of

their own language and cultural background. It is not surprising that
research studies conducted during this period (Darcy, 1953) often found
that bilingual children did poorly at school, many experiencing emotional conflicts. Children were made to feel that it was necessary to reject
the home culture in order to belong to the majority culture, often ending
up unable to identify fully with either cultural group.

However, rather than considering the possibility that the school's
treatment of minority children might be a cause of their failure, teachers,

researchers, and administrators seized on the obvious scapegoat and
blamed the children's bilingualism. The research findings were interpreted to mean that there is only so much space or capacity available in
our brains for language; therefore, if we divide that space between two
languages, neither language will develop properly and intellectual confusion will result (Jensen, 1%2). Table 1 outlines the interplay between
socio-political and psycho-educational considerations in establishing the

mIth of bilingual handicaps and the role of "scientific studies" in
perpetuating it.
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The soda- political and psyche-educational assumptions illustrated in
education
debate. The popular press frequently warns thlifiltealducation will
lead to social fragmentation and Quebec-style separatist movements.

Table 1 are very much in evidence in the

This fear of bilingual education is often rationalized in psychoeducational terms; namely, that if minority children are deficient in
English, then they need instruction in English, not in their first language.
Table 1

BLAMING THE VICTIM IN MINORITY LANGUAGE EDUCATION'

A.

Overt aim

Teach English to
minority children
in order to create a
harmonious society
with equal opportunity for all.
B.

Method

Cotten aim

I D.

Anglicize minority
children because
linguistic and caltural diversity are

Outcomes

Even more intense
efforts by the
school to eradicate
the deficiencies in.
Went in minority
children.

seen as a threat to
social cohesion.

Tice failure of these
efforts only serves
to reinforce the
myth of minority
group deficiencies.

"Seient(le*
ifiAtialtiOlf

C.

Results

Prohibit use of LI in 1. Lt shooki be
III. Shame in LI
schools and make
eradicated because
language and
children reject their
it will Interfere
culture.
own adture and
with the learning
lassguage in order to
2. Replacement of
of English.
identify with majorLI by 1.2.
2. Identification
ity English Pout).
with Ll culture will 3. School failure
reduce child% abilamong many
ity to identify with
children.
English- speaking
culture.

explimation
I. Bilingualism
causes confusion
in thinking. entodonal insecurity.
and school
failures.

2. Minority group
children are
"culturally deby definition
since they are not
Anita's).
3. Some minority
language groups
are genetically in
Fedor (common

theory in the
United States in
the I920s and
19304.

"This table reflects the assumptions of North American school systems in the first half of
this century. However, similar assumptions have been made about minority language
children in the school systems of many other countries.
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Consider, for example, the view expressed by Bothell (1979):
Bilingual education IS an idea that appeals to teachers of
Vanish and other tongues, but also to those who never did
think that another idea, the United States of America, was a
particularly good one to begin with, and that the sooner it is
restored to its compownt "ethnic" parts the better off we
shall all be. Such people have been welcomed with open arms
into the upper mocha of the federal government In recent

years, giving rise t* the suspicion of a death wish. (p. 30)

The psycho-educational argumentiramars later when Bethel (1979)
approvingly quotes Congressman John' Ashbrook's opposition to bilingual education:
The program is actually preventing children from learning
English. Someday somebody is going to have to teach those

young people to speak English or else they are going to
become public charges. Our educational system is finding it
increasingly difficult today to teachinglish-veaking children
to read their own language. When. children come out of the
Spanish- hanguage schools or Choctaw- language schools
which call- themselves bilingual, how is our educational
system going to make them literate in what will still be a compktely alien tongue...? (pp. 32-33)
The argument that' defieiencies in English should be remediated by intensive instruction in English appears at first sight much more intuitively

appealing, than the alternative argument that instruction in LI will be
more effective than instruction in English in promoting English skills.
This latter argument appears to invoke a "less equals more" type of logic
that is unlikely to convince skeptics. In order to evaluate these alternative
positions, it is necessary to make their propositions more explicit and
make empirical evidence rather than "common sense" the criterion of
validity. The issues revolve around two alternative conception% of bilingual proficiency, termed the Separate Underlying Proficiency (SUP)
and Common Underlying Proficiency (CUP) models.
The SUP and CUP Models of ileingnal Proficiency
The argument that if minority children are deficient in English, then
they need instruction in English, not in their Li, implies: (a) that proficiency in L I is separate from proficiency in English, and (t) that there is
a dirett relationship between exposure to a language (in home or school)
and achievement in that language. The SUP model is illustrated in Figure
4.
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Flame 4
THE SEPARATE UNDERLYING PROFICIENCY (SUP) MODEL
OF BILINGUAL PROFICIENCY

a

0.

The second implicatjon of the SUP model follows from the first, that
if LI and L2 proficiency are separate, then content and skills learned
through LI cannot transfer to L2 and vice versa. In terms of the balloon
metaphor illustrated in Figure 4, blowing into the LI balloon will succeed
in inflating LI but not L2. When bilingual education is approached with
these "common-sense" assumptions about bilingual proficiency, it is not
at all surprising that it appears illogical to argue that one can better inflate the L2 balloon by blowing into the LI balloon.
However, despite its intuitive appeal, there is not one shred of evidence

to support the SUP model."' In order to account for the evidence reviewed, we must posit a CUP model in which the literacy-related aspects
la Macnantara (1970) points out that a strict interpretation of a SUP model would leave the

bilingual in a curious predicament in that "...he would have great diffk-uhy in 'communicating' with himself. Whenever he switched languages he would have difficulty in
explaining in L2 what he had heard or said in LI" (pp. 25-26). It is not surprising that
the SUP model is not seriously proposed by any researcher. Nevertheless, it is important
to examine 'the research evidence in relation to this model, since many educators and
policy-makers espouse positions in regard to bilingual education which derive directly
from this Implicit model.
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of a bilingual's proficiency in LI and L2 are seen as common or interdependent across languages. Two ways of illustrating the CUP model
(the Interdependence Hypothesis) are shown in Figures 5 and 6.
Figure 5

THE COMMON UNDERLYING PROFICIENCY MODEL (CUP)
OF BILINGUAL PROFICIENCY

Common Underlying
Proficiency

LI
12
Channel

Channel

Figure 6
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BILINGUALG
Surface Features

Surface Features

of I I

of L2

Common Underlying
Proficiency
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Figure S expresses the point that experience with either language

can promote development of the proficiency underlying both
languages, given adequate motivation and exposure to both

either in school or in the wider environment. In Figure 6 bilingual proficiency is represented by means of a "dual iceberg" in which common
cross-lingual proficiencies underlie the obviously different surface
manifestations of each language. In genval the surface features of LI

and L2 are those that have become rklatively automatized or less
cognitively demanding whereas the underlying proficiency is that inyolved in cognitively demanding communicative tasks."
There are five major sources of evidence for the CUP model: (I)
results of bilingual education programs, (2) studies relating age on arrival
and immigrant students' L2 acquisition, (3) studies relating bilingual
language use in the home to academic achievenient, (4) studies of the
relationship between LI and 1.2 prtifidency, and (5) experimental studies
of bilingual information processing. The first three sources will be considered in more detail than the latter two because of their direct relevance
to current concerns of bilingual educators in the United States'.

Evaluations of Ilignsuid Progranis

Although there is a widespread perception that bilingual education has yet to
available,

its effectiveness (Trombley, 1980), findings of the
ntrolled research are strongly supportive of the basic

principle underlying bilingual education, i.e., the CUP model of bi lingual proficiency. For example, Troike (19711) reviewed 12 evaluations
and several research studies in which bilingual instruction was found to

be more effective than English-only instruction in promoting English
academic skills. Two of these evaluations are outlined here as well as
several other evaluations in the United States and elsewhere that clearly
relute the SUP model.
Rock Point Navajo Study. Before the bilingual program was started
in 1971, Children were two years behind United States norms in
"The data used to support the CUP model primarily involve "commit-reduced language
proficiency" because the model Is developed explicitly in retainer to the development of
bilingual academic skills. It is probable, however, that many aspects of "contextembedded language proficiency" may also be interdependent across languages. As far as
context-reduced language proficiency Is concerned, the transfemiellltY ACratelangualles
of the proficiencies Involved fe reads* (e4. inferring and predicting meaning based on
sanspling from the test) sad inking (e.g. planning lane chunks of &mune) b obvienni.

However, even where the task &meads are langssage specific fr. g., decoding or

sprains), a strong reiftionddp may be obtained between skills fa LI and 1.2 as a result of

a mcwe meridiem! proftchincy (and motivation) to handle coenitively demanding

content-reduced language task& Similarly, on the camext-engsedded side, many sackslinguistic rules of face -to -face commualcatkin are language-specific, but I. I and Li
sockginerlisdc skills may be related as a result of a possible gem:razed sensitivity to
sociolinguistic.rules of discoune.

e
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English reading by the end of sixth grade despite intensive teaching of

English as a second language. The bilingual program used Navajo

as the major initial medium of instruction and continued its use
throughout elementary school. English reading instruction was delayed
until Navajo reading skills were well established (mid-second grade). By
the end of the sixth grade, children in the bilingual program
were performing slightly above United States grad norms in English
readiitg despite considerably less exposure to English than previously
(Rosier and Fertile, 1976).
Santa Fe Bilingual Program. In the schools involved in this program,

Spanish was used for between 30 and 30 percent of the school day
throughout elementary school. It was found that children enrolled in the
bilingual program consistently performed significantly better than the

control group (in an English-only program) in both reading and
mathematics. Children enrolled continuously in the bilingual program

from second grade caught up with United States norms in English
reading by fifth grade and stayed close in sixth grade. In math this group
surpassed the national average in fourth grille and maintained an equal
or superior status through sixth grade (Leyba, 1978).
Legarreta Study: Direct ESL-Bilingual Comparison. 4 study carried
out by Legarreta (1979) in California compared the effectiveness of three
types of bilingual treatments with two types of English-only treatments
in facilitating the development of English communicative competence in
Spanish,background kindergarten children. The three bilingual
treatments were found to be significantly superior to the two Englishonly treatments in developing English language skills. The most effective
program was one with balanced bilingual usage (50 percent English, 50
percent Spanish).
Nestor School Bilingual Program Evaluation. The Nestor program in
San Diego involved both Spanish- and English-background students and
used a team teaching approach in which instruction in the early grades
was pridierily through the children's LI , The proportion of instruction in
Limas gradually increased until, by fourth grade, approximately 50 per-

cent of instruction was through each language. The evaluation of the
program (Evaluation Associates, 1978) showed that Spanish-background
students gained an additional .36 of a year's growth in English reading
for each successive year they spent in the bilingual program. Spanishbackground students who had spent five years or more in the bilingual

program at the elementary level tended to perform slightly better in
English reading.than the school average at the junior high school level,
despite the fact that at least 37 percent of the comparison group were

originally native English speakers. In mathematics, the sixth grade
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Spanish-background children in the program were over a year ahead of
the Spanish speakers in the comparison district and only one month
behind grade level. The English-background participants in the Nagor
bilingual program performed at a higher levee than the comparison
groups on a large majority of measures; however, this may be due to a
selection bias.
The Colorado Bilingual PWg,umr Evaluation. Egan and Goldsmith
(1981) and Egan (1981) report on the "overwhelming success" of bilingual programs in Colorado for both language minority and Anglo

students. Over 90 percent of the 39 programs for which data were

available reported that "limited-English-proficient" students showed a
rate of academic progress at least as good as that normally expected for
all students. More surprising, however, was the fact that 50 percent of

the programs showed growth rates in English academic skills for

language minority students well beyond the normal expected growth
rates for all students. These results are especially significant in view of
previous research in Colorado (Egan and Goldsmith, 1981) showing that
411ispanic students tended to fall progressively further behind grade
norms during the elementary school years.
Sodertatie Program for Finnish Immigrant Children in Sweden. The
findings of this evaluation are very similar to those of the Rock Point
Navajo evaluation. Finnish children in Swedish-only prognuni were
afbund to perform worse in Finnish than 90 percent of equivalent socioeconomic status Finnish children in Finland and worse in Swedish than
about 90 percent of Swedish children (Skutnabb-Kangas and Toukomaa,
1976). The Sodertalje prokram, however, used Finnish as the major initial language of instruction and continued its use throughout dealt:Mary
school. Swedish became the major language of instruction from third
grade. By sixth grade, children's performances in this program in both
Finnish and Swedish were almost at the same level as that of Swedishspeaking children in Finland, a considerable improvement in both
languages compared to peir performances in Swedish-only programs
(Hanson, 1979).
Manitoba-Francophone Study. A large-scale study carried out by
Hebert et al. (1976) alhong third, sixth. and ninth grades, in. which
minority fmncophorte students in Manitoba °were receiving varying
mounts of instruction through the medium of French, found that
the amount of French-medium instruction showed no relationship to
children's achievement in English. In other words, francophonetstudents
receiving 80 percent instruction in French and 20 percent instruction in
English did just as well in English as students receiving 80 percent instruction in English and 20 percent instruction in French. However,
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amount of instruction in French was positively related to achievement in
French. In other words, students' French benefited at no cost to their
progress in English.
Edmonton Ukrainian-English Bilingual Program. This program has
existed in eight Edmonton elementary schools since 1972 and is financially supported by the Alberta government. In 1978-1979 there were 697
students enrolled between kindergarten and fifth grades. Ukrainian is
used as a medium of instruction for 50 percent of the regular school day
throughout elementary school. Only about 15 percent of the students are

fluent in Ukrainian on entry to the program. A study carried out with
first and third grade students (Cummins and Mulcahy, 1978) found that
students who were relatively fluent in Ukrainian as a result of parents
using it consistently in the home were significantly better able to detect
ambiguities in English sentence structure than either equivalent monolingual English-speaking children not in the program or children in the
program who came from predominantly English-speaking homes. The
evaluations of the program have shown no detrimental effects on the
development of children's English or other acackmic skills. In fact, by
the end of fifth grade children in the program had pulled ahead of the
comparison group in English reading comprehension skills (Edmonton
Public School Board, 1979).
In summary, the results of research on bilingual pro:warns show that

minority children's LI can be promoted in school at no cost to the
development of proficiency in the majority language. b other words, the
educational argument against bilingual education Is invalid; in order to
explain the findings, it is necessary to posit a common proficiency dimension that underlies the development of academic skills in both languages.
The data clearly show that well- implemented bilingual programs have
had remarkable success in developing English academic skills and hive
proved superior to ESL-only programs in situations where direct comparisons have been carried out.
How do we reconcile the success of L1- medium programs for minority
children with the fact that majority language children fare very well

acaclanica4 in French or Spanish immersion programs (Cummins,
1979b; Swain, 1978)7" There are many differences between these
situations, e.g., prestige of Ll, security of children's identity and selfconcept, and level of support for LI development in home and environ"A French immersion . program involves teaching students from English home
backgrounds through the medium of French for a major part of the school day from
kindergarten through high school. The goal is bilingualism in French and English. These
programs are now extremely commix' in Canada_ and evaluations show that students
gain high levelsof French proficiency at no cost to proficiency in English (Swain, 19711).
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ment. Thus, it is not surprising that different forms of educational programs should be appropriate for children with very different background
characteristics. The apparent contradiction between findings in minority
and majority contexts completely disappears when we stop thinking in
terms of "linguistic mismatch" or "home-school language switch." In
immersion programs for majority language children, as well as in bilingual programs for minority children, instruction through the minority
language has been effective in promoting proficiency in both languages.
These findings, which have been replicated in an enormous number of
studies, support the following "Interdependence" Hypothesis: To the
event that instruction in Lx is effective in promoting proficiency in Lx,
trumfer of this proficiency to Ly will occur provided there is adequate
exposure to Ly (either in school or environment) and adequate Milli %Ilion to learn Ly. In other words, far from being contradictory, th. -ante
theoretical principle, the CUP model, underlies immersion programs for
majority language students as well as bilingual programs for language
minority students.
Age on Arrival and L2 Acquisition
It would be predicted on the basis of the Interdependence Hypothesis
that older learners who are more cognitively mature and whose LI proficiency is better developed would acquire cognitively demanding aspects
of L2 proficiency more rapidly than younpr learners. Recent reviews of
research on the age issue confirm this prediction (Cummins. !Ma;
Cummins, 1981; Ekstrand, 1977; Genesee, 1978; ICrashen et al., 1979).
The only area where research suggests older learners may not have an advantage is pronunciation, witichl, significantly, appears to be one of the
least cognitively demanding aspects of both Li and L2 proficiency. In
terms of the model presented in Figure 3, we would expect the advantage
of older learners to be especially apparent in context-reduced aspects of
L2 proficiency because of their greater amount of experience in processing context-reduced aspects of Lt.
The extent of the advantage older learners have in acquiring contextreduced cognitively demanding aspects of L2 is illustrated by the data in

Figure 7. The test, a group adaptation of the Ammoris Picture

Vocabulary Test (Ramsey and Wright, 1972), and subjects (1,210 fifth,
seventh, and ninth grade immigrant students in the Toronto Board of
Education) are the same as in Figure 1. However, the data are presented

in terms of absolute scores on the test rather than in terms of grade

norms. In Figure 1, older and younger L2 learners appeared to approach
grade norms at a generally comparable rate. However, because older
learners have further to go in order to reach grade-appropriate levels of
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Figure 7
AGE ON ARRIVAL, LENGTH OF RESIDENCE, AND PVT RAW
SCORES
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L2 academic proficiency (consider, for example, the difference between

the vocabulary knowledge of a twelve and six-year-old monolingual
English child), we would expect them to acquire more L2 than younger
learners b absolute terms in the same amount of time. This is clearly the
case in Figure 7. In this study, it was possible to make 90 comparisons

between older and younger learners on context-reduced cognitively
demanding aspects of L2. In 89 of these, older learners performed
better.'5
"it may appear surprisi that older learners make more rapid progress in acquiring L2 in
view of the popular myth that there is an optimal pre-puStrtal age for L2 acquisidon. However, a jor reason for the advantage is obvious when the data are viewed

from within the
"democracy" the

of the CUP model. For example, in learning the term

for a 14-year-old immigrant child consists of acquiring a new
y developed in Li; for a 6-year-old immigrant child the term
label for a concept
will not be acquired until the conorpt has been developed. The advantage of older
learners lies in the interdependence of conceptual knowledge across languages.
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The relationship between Li and L2 proficiency in immigrant students
was explicitly investigated in two studies. Cummins et al. (1981) reporte
that olden. Japanese immigrant students, whose Li literacy skills were
better developed, acquired English proficiency significantly faster than
younger immigrant students. It was also found that students who immigrated at younger ages developed significantly lower proficiency in
Japanese compared to students who immigrated at older ages and who
had been in Canada for the same amount of time. All the students in this
study were from upper-class backgrounds.
Skutnabb-Kangas and Toukomaa (1976) also report that among Finnish immigrant children in Sweden, the extent to which LI had been
developed prior to contact with Swedish was strongly related to how well
Swedish was learned. Children who migrated at age 10-12 maintained a

level of Finnish close to Finnish students in Finland and achieved
Swedish language skills comparable to those of Swedes. By contrast,
children who migrated at younger age levels or who were born in Sweden
tended to reach a developmental plateau at a low level in both Finnish
and Swedish academic proficiency.
Consistent with the Skutnabb- Kangas and Toukomaa findings (1976),
there is considerable anecdotal evidence that immigrant students from
Mexico fare better educationally than native-born Mexican - Americans.
For example, Troike (1978) stated that:

It is a common experience that... children who immigrate to
the United States...qfter grade six... rather quickly acquire
English and soon out-perform Chicano students who have
been in United States schodis since grade one. (p. 15)
Based on a survey of school personnel in four southwestern states, Caner
(1970) similirly reported that many teachers and administrators believe
that older immigrant students achieved better than native-born Chicano
students. '41

In summary, considerable research supports
prediction derived
from the Interdependence Hypothesis that older immigrant children
"Two empirical studies (Kimball, 1968; Anderson and Johnson, 1971) support these
teacher perceptions. However, a recent study (Banal, 1979) reports that immigrant
students who had had at least`two years of schooling in Mexico performed significantly
lower in Academic skills than naive -born Mexican students. Two factors are important
in interpreting these results: first, the immkarant students came front significantly lower
socio-etonomic backgrounds than the native-born students: second, they had been in
United States schools only between two and five years. The Canadian findings Ceported
earlier (Cummins, 1931) mistiest that it can take up to seven years for immigrant students
to approach Brink non= in English academic skills. Students who were in Canada for
three years were still approximately one standard deviation below grade norms. Thus,
the relatively short length of residence and the socio-ecanomic differences between immigrant and native-born students can account for Baral's (1979) findings.
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make more rapid progress than younger children in acquiring 1.2 profi-

ciency. It should be noted that these relationships between LI and
L2 do not operate in a sociocultural vacuum. ilfhe role of sociocultural
factors in relation to cognitive and linguistic factors will be considered in
a later section.
Primary Leagues*, Development hs the Home
Several studies show that the use of a minority language in the home is
not a handicap to children's academic progress." This was evident in the
Cummins and Mulcahy (1978) study of the Ukrainian bilingual program
where first and third grade students who used Ukrainian consistently in
the home were better able to detect ambiguities in English sentence structure. Two other studies (Bhatnagtr, 198U; Chesarek, 1981) suggest that,
under certain conditions, a switch to the use of the majority language in

the home is associated with poor academic progress in the majority
langua8c.
Chesarek (1981) carried out a long?udinal study among elementary
students on a Crow, reservation in Montana in which he identified a subgroup of students who had one or more Crow-speaking parents bat were
raised as Enflish speakers. This group of students scored significantly
lower on a non-verbal ability test at school entry than either native Crowspeaking children or English-speaking children of two English-speaking
parents. In a longitudinal follow-up at third grade in one of the reservation schools that utilized a bilingual instructional program, it was found
that this group performed worse on several aspects of English achievement than the native Crow-speaking-group." Chesarek (1981) sums up
these findings as follows:
In other words, children who had only three years exposure to

English in a bilingual program context were surpassing
children for whom English was the only language. (p. 14)
A very similar pattern of findings emerges from a recent study carried

out by Bhatnager (1980) in Montreal, Canada. in this study, the
"In addition to the studies considered in the text, studies carried out by Carry and Cummins (1979), Ramirez and Pulitzer (1976), and Yee and La Forge (1974) with minority
s, respectively, show that, In itself, the use
francophone, Hispanic, and Chinese stet
of a minority LI in the home is not an impediment to the acquisition of 1.2 acadendc
shills In school. These findings, of course, create problems of de "Bevis* mismatch"
rationale for bilingual education, namely, the minority students fail in school because
their home language is diffeent from that of the school.
lochesarek (1991) points out there was very little bilingual activity in the classroom since

the major efforts were being devoted to developing an onhography and teaching
materials as well as training Rees to assume instructional activities.
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academic progress of 171 Italian immigrant children in English language
elementary schools and 102 in Rem* language schools was examined in
relation to language spoken at home and with friends and siblings. Bhatnager sums up his findings as follows:

The results reported here do not support the popular assump-

tion that the more immigrant children speak the local
language the better their adjustment to the host culture. It is
interesting to note that immigrant chikIrtm who used Italian
and a Camxlian language interchangeabb, were better even at
English or French, of both the spoken and written variety,
than children who used English or Fl-ench all the
time....Language retentkm...should lead to higher academic
adjustment, better facility in the host language, and better
social rektions of immigrant Chi en. (1980, pp. 153-155)"

In all these instances, the SUP model would have predicted that
students exposed exclusively to the majority language at home would
perform better than students who used a minority language at home.
This prediction receives no support from the research findings; instead,

the research sum the predicdon derived from the CUP model, that
experience with either language is capable of promoting the proficiency
that underlies the development of academic skills in both languages.
Thus, whether English or a minority hinguage is used in the home is, in
itself, relatively unimportant for studesne academic development. As
Wells' (1979) study has shown, what is inspmant for future academic

success is the quality of interaction children experience with adults.
Viewed from this perspective, encouraging minority parents to communicate in English with their children in the home can have very detri-

mental consequences. If parents are not conifortable In English, the
quality of their interaction with their children in English is likely to be
Is than in LI. Thus, the lower academic achievement of minority
children who used L2 exclusively with their parents and friends in Bhatnagar's (1980) and Chesarek's (1981) studies may be httributable to the
lower quality of communication their parents were capable of providing
in their second language.a°
'ilibatnager OM) reports that imm*rant students who used Li exclusively with parents
and siblings also palkomed siwdficantly worse than those who used both LI and
However, it Reins Wm* that A's finding can be attributed to the fact that only

those students who had bmnigtated rdodvdy recently would use LI exclusively.
Length of !IMMO= Is not coasideseel in nemeses study, but the data in F
I
suggest that It takes lit:mignon students at Iciest five Imam to approach grade norms in L2
academie skills.

Data from two other SCUMS also support the CUP model. Theses are corxelitiopal
studies of the relationship between LI sod 1.2 proficiency and everimenial studies of biUltra, information processing.
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in summary, the research fladings from evaluations of bilingual programs, studies of immigrant aildren's academic progress, and studies
that examined the consequences of different patterns of home language
use, are consistent with predictions derived from the CUP model.
However, the observed relationships between LI and L2 do not operate
indepemlently of the sociocultural context. In the next section the role of
sociocultural factors in determining minority students' academic
development is considered.
Sociocultural Determinants of Minority Students' AL-Wyman
Linguistic, cognitive, or educational factors by themselves cannot account for the school failure of minority students because there are large
individual and group differeices, in academic' achievement of minority
students exposed to the same educational conditions (e.g., home-school

language switch). Consider, for example, the fact that immigrant

students who arrived in Canada before age six achieved grade norms in
L2 academic skills (see Figure 1), whereas Finnish students who immigrated to Sweden at an early age attained only a low level plateau in
Swedish academic skills. This latter pattern also appears to characterize
Hispanic students who immigrate at an early age or who are born in the
United States.
What sociocultural factors account for this pattern of deferential
achievement by minority students in different contexts7Socio-econornic
status (SES) cannot account for4the differences because all groups were
low SES. Acculturation, or the degree to which minority students adopt
the language and cultural values of the majority, likewise fails to account
for the data. If acculturation were the major factor at work, we would
expect those minorky students who used only English at home to perform better academically than those who maintained the use of LI at
home. In fact, as the studies by Chesarek (1981) and Rhatnagar (1980)
demonstrate, such "acculturated" students often (but not necessarily
Many studies have shown Mghly signifiaun ocarelailons between LI and L2 proficiency
(Cununins, 1979a) and it haw been reported that Sganish reading proficiency developed in

a bilingual program is the mast stable predictor of English reading proficiency levels
students develop after transferring; from the bilingual prose= (Fischer aqd Cabello.
1978).

Experimental studies of bilingual information ptercessh;g have condstendy shown that
bilinguals process semantic memory information in the maw way in their two languages
and in the same way as monolinguals (Quantum and Stelae*, 1980 Enrique*, ISSO;
Kolas, 190; Landry, ISM 19110; McCormack, 1974). In other words, Mammals have
only one senses* memory system that can be accessed via two languages. The studies
cited above have been carried out with adult bilinguals; however, a recent study (ChitChana, 1981) carried out with Chinese elenumtary school students has reported simfhr
results. She condddm that, at the input and conceptual level, the two languages of the
bilingual are in one storage.
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always) show lower levels of English academic achievement than students
who continue to use their LI at home and maintain their allegiance to the

home odium."
An examination of the sociocultural characteristics of minority groups
that tend to perform poorly in L2-only school situations suggests that the
attitudes of these groups towards, their own identity may be an important

factor in interaction with educational treatment. Specifically, groups
such as Finns in Sweden, North American Indians, Spanish- speakers in
the U.S., and Franco-Ontarians in Canads all tend to have ambivalent or
negative feelings towards the majority culture and often also towards
their own culture. This pattern has been Marti documented for Finnish
immigrants in Sweden by Skutnabb-Kangas and Toukomaa (1976). For
example, Heyman (1973) concludes:
Many Finns in Sweden feel an fiVerSiOn, and sometimes even
hostility, towards the Swedish knguage and refuse to learn
it... under protest. There Lc re/awed evidence of this, as there

is, on the other hand, of Finnish Fectalechildren and
adultswho are ashamed of their Finnish language and do
not allow it to live and develop. (p. 131)

The same pattern of ambivalence or hostility towards the majority
cultural group and insecurity about one's own language and culture is
found, to a greater or lesser extent, in other minority groups that have

tended to perform poorly in school. For itumple, many FrancoOntarians tend to regard their own dialect of French as inferior and to
show low aspirations for social and atomic mobility in the majority
anglophone culture. In contrast, minority groups that do well in school
and to be highly motivated to learn the majority language and often
(though not always) have a strong sense of pride in their own cultural
backgrounds.
According to this interpretation, part of the reason bilingual education
is successful in promoting minority students' academic progress is that
by validating the cultural identity of the students (as well as that of the community), it reduces their ambivalence towards the majority language
and culture. Older immigrant students often fare better than minority
students born in the lost country because they have not been subject to
the same ambivalence towards both cultural groups in their pm-school
and early school years and, hence, approach the task of learning L2 with
a secure identity and academic self-concept. Similarly, the exclusive use
of L2 rather than LI in the home is likely both to reflect and contribute
to minority students' ambivalence towards L2.
' "I am grateful to Steve Chesarek for pointing this out to Inc.
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Clearly, at this stage, these suggestions in regard to the operation of
",bicultural ambivalence" ay.. speculative. However, they appear to account for the data better than a simple "acculturation" explanation and
also provide the basis for a more adequate rationale for bilingual educa:
tion than "linguistic mismatch" between home and school.
How does the operation of sociocultural factors relate to the linguistic
factors (e.g., interdependence between LI and L2) described earlier? The
development of communicative proficiency in Li and II can be regarded
as an intervening variable mediating the effects of the sociocultural context on achievement. For example, sociocultural factors are likely to affect patterns of parent/child interaction that will influence the develop-

ment of communicative proficiency (as described in Figure 2) in LI
and/or 1.1 that will, in turn, influence children's ability to benefit from
instruction. Thus, if parents are ambivalent about the value of their
cultural background or fed that they speak an inferior dialect of LI , they
may not strongly encourage children to develop LI skills in the home.
They may tolerate (or even encourage) children to watch television far a
considerable portion of the day on the grounds that this will help them to
learn English and do well at school. This attitude may be encouraged by
some teachers who believe that children should be exposed to as little LI
as possible.
Compare this situation to that of language minority parents who feel a

strong sense of pride In their cultural background and are eager to
transmit this cultural heritage to their children. They are likely to spend
more time " "negotiating meaning" (in LI) with their children, which ac-

cording to Wells' (1999) findings, is a strong predictor of future
academic success. If we assume that those aspects of communicative proficiemy most relevant to academic success develop largely as a result of
quality and quantity of communication with adults, then children in the

second situation will come to school better prepared to handle the
context-reduced communicative demands of school than children in the
first situation, despite the fact that they may know little or no English
(Chesarek, 1981). As the research reviewed in the context of the CUP
model clearly shows, communicative proficiency already developed in LI
can readily be transferred to L2, given motivation to learn L2 and exposure to L2.
How do school programs interact with sociocultural and linguistic factors? As outlined in Table I, schools have contributed directly to minority children's academic difficulties by undermining their cultural identity,
attempting to eradicate their L 1, and exposing them to incomprehensible
context-reduced input in English. Recent evaluations of bilingual educe-
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tion, however, have shown that when schools reinforce minority
children's cultural identity, promote the development of the L1 communicative proficiency children bring to school, and make instruction in
English comprehensibk, by embedding it in a context that is meaningful
in relation to students' previous experience, then minority students mi-

mic= academic success and develop high English literacy skills, in
spite of sodoculnual impediments.
In summary, although both sociocultural and educational factors contribute directly to the development of communicative proficiency in
minority students, a large majority of academic and communicative
de hits (e.g., low reading achievement) are developed in these students
only as a result of failure by educators to respond appropriately to the
sociocultural and communicative characteristics children. bring to school.
In this section, bilingual communicative proficiawy has been considered as a dependent variable in relation to sociocultural and educational factors. Bilingual communicative proficiency can also be regarded
as an intervening variable, which in turn influences the further development of cognitive and academic skills. In other words, how do different
patterns of bilingual proficiency influence students' ability to benefit
from interaction with their scholastic environment? This issue is considered in the next section.
Bifingual Pro th:Wm as Educational Enrichment: The Threshold

Hypothesis
It was pointed out in a previous section that because bilingual children

performed more poorly than monolingual children on a variety of
verbal-academic tasks in early studies, bilingualism was often regarded
as a cause of language handicaps and cognitive confusion. However,
more recent findings refute this interpretation. A large number of studies
have reported that bilingual children are more cognitively flexible in cer-

tain respects and bear able to analyze linguistic meaning than are
monolingual children (Cummins, 1979b). Albert' and Obler (1978) conclude on the basis of neuropsychological research findings that:
Bilinguals mature earlier than monolinguals both In terms of
cerebral lateralization for language and in acquiring skills for
linguistic abstraction. Bilinguals have better developed
auditory language skills than monolinguals. but there Li no
clear evidence that they differ from monolinguals in written
skills. (p. 248)

These findings are not at all surprising when one considers that
bilingual children have been exposed to considerably more "training"
in analyzing and interpreting language than monolingyal children.
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The greater analytic orientation to language of bilingual children is consistent with the view of Viaotskii (1962), who argues that being able
to express the same thought in different languages will enable the child
to "see his language as one particular System among many, to view

its phenomena under more general categories, and this leads
to awareness of his linguistic operations" (p. 110). Lambert and

'nicker (1972) argued that a similar process was likely to ?mate among
children in bilingual programs. They suggested that, as children develop
high level bilingual skills, they an likely to practice a form of "incipient
contrastive linguistics" by comparing the syntax and vocabulary of their
two languages.
How do we resolve the apparent inconsistency that bilingualism is
associated with both positive and negative coitnitive and academic effects? An analysis of the characteristics of subjects in these two types of
studies suggests that the level of bilingualism children attain is an important factor in mediating the effects of bilingualism on their educational
development (Cummins, 1979b). Specifically, a large majority of the

"negative" studies were carried out with language minority children
whose LI was gradually being replaced by a more dominant and
prestigious L2. Under these conditions, these children developed relatively low levels of academic proficiency in both languages. In contrast, the
o

majority of studies that have reported coanitiVe advantages associated
with bilingualism have involved students whose LI proficiency has continued to develop while L2 is being acquired. Consequently, these
students have been characterized by relatively high levels of proficiency
in both languages.
These data have led to the hypothesis that there may be threshold
levels of linguistic proficiency bilingual children must attain in order to
avoid cognitive deficits and allow the potentially beneficial aspects of

becoming bilingual to influence cognitive growth. The Threshold
Hypothesis assumes that those aspects of bilingualism that might
positively influence cognitive growth are unlikely to come into effect until children have attained a certain minimum or threshold level of proficiency in the second language. Similarly, if bilingual children attain only
a very low level of proficiency in one or both of theirlanguagefz, their interaction with the environment through these Itutguages both in terms of
input and output, is likely to be impoverished.
The form of the Threshold Hypothesis that seems to be most consistent with the available data is that there are two thresholds (Cummins,
1976; Toukomaa and Skutnabh-lCangas, 1977). The attainment of a
lower threshold level of bilingual proficiency would be sufficient to avoid

51

A Theoretical Frames lurk

39

any negative cognitive effects; but the attainment of a second, higher
level of bilingual proficiency might be necessary to lead to accelerated
cognitive growth. The Threshold Hypothesis is illustrated in Figure 8.
Since this hypotheils was originally formulated (tummins, 1976),
several studies have reported findings consistent with its general tenets
(Cummins and Mulcahy, 1978; Duncan and DeAvila, 1979; Kessler and
Quinn, 1980). Duncan and De Avila (1979), for example, found that
language minority students who had &wok:wed high levels of LI aid
.proficiency (proficient bilinguals) performed significantly better than
monolingnals and other sub-groups of bilinguals (partial and limited bilinguals) on a battery of cognitive tasks. Kessler and Quinn (1980) found

that Hispanic bilingual students who had been in a bilingtial program
performed significantly better than monolinguals on a science problemsolving task, while Cummins and Mulcahy (1978) found that UkrainianEnglish bilingual students who spoke Ukrainian at home and received 50

percent instnicdon through Ukrainian were better able to detect ambiguities in English sentence structure than were monolingual Englishspeaking students.
Figure
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In summary, far from impeding English language and general

academic skills development, as the SUP model would predict, bilingual
Mangold! appears to offer students apotentially enriching educational
environment. For language minority students, this potential appears to
be realized only when their LI continues to develop as they are acquiring

Andication of liteareticat Analysis to Bilingual Education
In this section, the implications for bilingual education of the research
and theory outlined earliir will be made explicit. The four major implica-

tions relate to the rationale for bilingual education, entry criteria,

reclassification and exit criteria, and assessment considerations.
The Rationale for Bilingual Edinition
The failure of 1.2-only programs to protnote 1.2 literacy skills effectively among some groups of language minority children was interpreted
by many academics as support for the hypothesis that mismatch between

the language of home and language of school Is a major cause of
academic retardation among minority children (Downing, 197$;
UNESCO, 1953; United States Commission on Civil Rights, 1975). This
Linguistic Mismatch Hypothesis is exemplified in the well-known

UNESCO statement that "it is axiomatic that the best medium for
teaching a child is his =they tongue" (UNESCO, 1953, p. 11).
The Linguistic Mismatch Hypothesis has come to be the main
theoretical rationale for bilingual education in the United.States. This is

unfortunate because it greatly over-simplifies the complexity of the issues

and as a general principle has title validity. The success of majority
languaw students in Fixmch immersion programs and of some minority
children in 12-only programs show clearly that "linguistic mismatch"
has limited explanatory power.
The transitional form of bilingual education operating in most states
derives directly from the linguistic mismatch hypothesis. The focus on initial mismatch between the "visible" surface forms of LI and L2 implies
that children can be switched to an English-only program when they have
acquired basic fluency in English. Thus, in mo, transitional programs,
the role of LI instruction in developing English academic proficiency is
inadequately understood. LI is viewed only as an interim carrier of sub-

ject matter content until 12 can take over, rather than as the means
through which children "negotiate meaning" with significant adults in

their world, thereby laying the foundation for overall academic and

cognitive development.
There are several major differences between the linguistic mismatch

rationale and that developed in this paper. First, the present rationale
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the sociocultural determinants of minority students'
academic difficulties. A major reason for the success of quality bilingual
emphasizes

programs is that they encourage minority students (and probably the
minority community) to take pride in their cultural background. A program that continues to promote students' LI throughout ekknentary
school is much more likely to reinforce children's cultural identity than
one that aims to remove children as quickly as possible from any contact

with, of use of, LI
I

iI3 School.

A secoorway in which the present rationale differs from the linguistic
mismatch rationale is that it takes account of the difference between
context-embedded and context-reduced conununicativi proficiency. The
linguistic mismatch rationale leaves undefined the name of the "English
proficiency" required to survive in an all-English classroom; but by
default, relatively superficial aspects of context-embedded communicative proficiency have usually been regarded as adequate. This
assumption ignores the fact that it takes L2 learners considerably longer
to achieve grade-appropriate levels of L2 context-reduced communicative proficiency than it does to achieve peer-appropriate levels of
face-to-face context-embedded communicative proficiency. Thus, the
present analysis suggests that a realistic reclassification threshold of

"English proficiency" is unlikely to be attained by most language

minority students until the later trades of elementary school.
A third difference between the linguistic mismatch rationale and that
developed in this paper relates to the role assigned to minority students'
LI proficiency in the acquisition of English acadanic skills. Instruction
through LI is regarded as much more than an interim carrier of subject
mum content; rather, h is the means thrnugh which the conceptual anti
communicative proficiency that underlies botia I and English literacy is
developed. The elaboration of the CUP Model provides,a rationale for
continuing the promotion of Ll literacy development throughout
elementary school as a means 'of simultaneously contributing to'' the
development of both English and LI literacy skills.
A fourth difference is the fact that, unlike the linguistic mismatch rationale, the present rationale emphasizes the additional cognitive and
linguistic advantages (beyond the obvious advantage of being bilingual)
that research suggests are associated with the attainment of proficient
bilingual skills.
Finally, within the present framework, the language spoken by the
child in the home is, in itself, essentially irrelevant. Mutt should be much
more important in determining thelasponse of the school are the
sociocultural characteristics and overall level of communicative proficiency of children on entry. The school program should in every case at-
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tempt to build an (rather than replace) the entry characteristics of
children.

Who Should Eater IR Squid Programs?
The research evidence reviewed above strongly suggests that programs

that aim to develop a high level of proficiency in two languages provide
greater potential for academic development for all children than educa-

tion through the medium of only one language. Whether or not this
greater potential is realized in any particular bilingual program will, of
count, depend on the quality of the program. Research has failed to
identify any category of student for whom a bilingual education would
be less suitable than a monolingual education. This issue has been exten-

sively researched in Canada in the context of French/English bilingual
programs. Students with learning disabilities, low academic ability, and
non-English or non-French home backgrounds have all been found to

perform at least as well in French/English bilingual programs as
equivalent students in English-only programs (Cummins, 1910. In
other _words, the enrichment potential of bilingual education is accessible
to all students.

This conclusion is also clearly supported by the recent large-scale
evaluation of bilingual education programs in the state of Colorado
(Egan and Goldsmith, 1981), which found that students from English
language backgrounds gained just as much from bilingual education as
"linguistically different" students. Both groups of students are reported
to have made significant gains in bilingual programs compared to what
would have been expected in regular English programs. For language
minority students who fail in L2-only school programs, bilingual education offers a very basic form of enrichment, i.e., the possibility of educational survival.
There has been considerable debate in recent years about which
categories of language minority students should enter bilingual programs. Much of this debate has been political in nature and only Dulay
and Burt (1980) have advanced any serivas educational argument in
favor of limiting access to bilingual education by Limited Engligh Proficient (LEP) students. Arguing on the basis of the Linguistic Mismatch

Hypothesis, Dulay and Burt suggest that "English-superior" LEP
students should receive instruction primarily Would, English, "primarylanguage superior" LEP students should receive bilingual education,

while "limited balanced" (i.e., equally limited in LI and L2) students
should be taught through whichever language is spoken at home. The
analysis and research reviewed in this paper shows that this suggestion
has no educational support, either empirical or theoretical.
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Reclassification and Exiting Coadderadons
It should be clear by now that there is no educational justification for
exiting students from a successful bilingual program. The CUP model
provides an interpretation of why students in bilingual programs perform well in English academic skills despite much less instruction
through English. Furthermore, many studies show cognitive and
academic advantages as a result of attaining literacy and fluency in two
languages. Exiting students from bilingual programs in the early grades
of elementary school is likely to short-circuit these academic advantages;
the rationale for a quick -exit policy is either socio-political in nature or
else based on an ill-conceived SUP model of bilingual proficiency.
It is instructive to examine the confused logic of transitional bilingual
education as currently practiced in many school districts. Minority
students in transitional programs are expected to make so much progress
in the cognitive and amides* skills underlying English literacy in the early grades that after two or three years they should be able to compete on
an equal footing with their monolingual English-speaking peers. In other
words, a CUP model of bilingual proficiency is implicitly endorsed in the
early grades. Yet proponents of a quick-exit policy revert to a SUP model
by assuming (contrary to their earlier assumption and the research data)
that children's English skills will not develop adequately unless they are
mainstreamed as soon as possible to an English-only program. It is ironic
that the earlier they want the child mainstreamed, the more effectivegthey
must assume the LI instruction to have been in pfbmothig L2 proficiency
(Cummins, 198(1d).

Assessment Conalderadons
The lack of a theoretical framework that would allow the relationship
between "communicative competence" and academic achievement to be
considered is especially obvious in the confusion surrounding appropriate ways of assessing language proficiency and dominance for entry and exit purposes in bilingual education. Some measures are intended
specifically not to relate to academic achievement [e.g., the Bilingual
Syntax Measure (Burt et al., 1975)1, while others are intended to show a
moderate relationship [e.g., the Language Assessment Scales (DeAvila
and Duncan, 1976)).
Given that the purpose of language proficiency assessment is place-

ment of students in classes taught through the language which, it is
assumed, will best promote the development of academic skills, it is imperative that the test have predictive validity for academic achievement.
In other words, the test must assess aspects of language proficiency
related to the development of literacy. If it does not, then its relevance to
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the placement of bilingual students is highly questionable (Cummins,
1980b).

For entry at the kindergarten level, assessment should probably involve cognitively demanding context-embedded measures, while for exit
purposes, cognitively demanding context-reduced measures should be

used (see Figure 3). The rationale for this suggestion is that contextembedded measures are necessary to reflect children's pre-school
language experiences, but context-reduced measures are more appropriate for reclassification purposes because they more accurately
reflect the communicative demands of an all-English classroom.

Condutdon
Although further research is required to specify in detail what constitutes "sufficient" English proficiency for reclassification purposes,
there is considerable evidence regarding conditions necessary for English
literacy 6evelopment among students traditionally performing poorly in
English-only school programs. The research suggests that achievement in
English literacy skills is strongly related to the extent of development of

LI literacy skills. Thus, rather than reclassifying and exiting minority
students as soon as possible, teachers and administrators should be concerned with providing students with sufficient time in the bilingual program to develop "threshold" levels of biliteracy.
How much time is sufficing? The evidence reviewed earlier suggests`
that school districts should aim to provide at least 50 percent of instruction in the early grades through the child's LI, and instruction in and
through the LI should be continued throughout elementary school.
Although there are no exact formulas as to how much LI and 1.2 instruction ought to be provided at any particular grade level, it seems
reasonable to suggest that it would be appropriate to provide more
English input in school in situations where exposure to English outside
school is limited. However, this increased exposure should not come in
the early grades where the instructional emphasis should be on LI, in
order to develop the conceptual apparatus required to make English
context-reduced input comprehensible. Where there is little or no exposure to English outside school, between 50 and 75 percent of the instructional time could be through English from third grade.
It is critically important, however, that decisions made by teachers, administrators, and policy-makers regarding bilingual education take account of the nature of language proficiency and its cross-lingual dimensions. The rationale for bilingual education and the specific program
suggestions made in this paper and others in this volume can be appreciated only when it is realized that context-reduced communicative
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proficiency is different from context-embedded ,communicative proficiency and that most academically important aspects of LI and 12 proficiency are manifestations of the 611111e underlying dimension.
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Bilingual Education and
Second Language Acquisition Theory*
Stephen D. Krashen
Introduction

THE

IMPRESSION ONE GETS from the popular press is that bilingual education is a mess. We are told that "basic disagreements range
across the entire field of bilingual education" (Trombley, 1980a), that
the experts disagree on which programs are best, that those who are supposed to benefit from bilingual education often oppose it, that there is

little information about how second languages are acquired, and that
basic research on all of these issues is either contradictory or lacking.
While we cannot cover the entire field of bilingual education, we will
examine some of these disagreements, certain central issues in bilingfial
education that appear to be um esolved. In the first section, we will briefly describe the issues, the points of contention. Following this, we will
review what is known today about the process of second language acquisition. A third section will show how this new information, along with
a considerable amount of excellent thinking and research in bilingualism

and bilingual education, helps to reslove some of the issues facing
parents and educators today. We will see that while bilingual education
does have many Unresolved problems, the situation is not nearly as bad
as it may appear. Basic research and theory already exist that speak to
many of the issues in the field today.

The Issues
The aim of this section is merely to present the issues. This is no easy
task. There appear to be a bewildering variety of options and programs,
each with its supporters and detractors. I will try to present some of these
options and some of the points of debate. This will not be a complete

survey; it will, however, cover those questions upon which current
research and theory can shed some light. The presentation is in the form
of definitions, done in the hope that consistent use of terms will alleviate
at least some of the confusion that exists in bilingual education today.
'This papa owes a ITCUICIXSOUll debt to the research and thinking of James Cummins. I
would also like to thank Professors Merrill Swain and John (Ma for a very helpful discussion of Professor Cummins' ideas and their relationship to second language acquisition
theory, and to Robin Scarcella for her comments.
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Edneadon Programs
While we could use bilingual education as a cover term for practically
all of the programs described below, it will be useful to limit it here. Bilingual education refers to situations in which students are able to study

subject matter in their first language (LI) while their weaker language

skills catch up. This is Trombley's view of bilingual education: "Bilingual Education is intended to permit students who speak little or no
English to learn reading, writing, arithmetic and other basic subjects in
their primary language while they ate acquiring proficiency in English"
(Seinember 4, 1980b, p. 1). The theory behind bilingual eti 'cation is that
it allows non-English proficient (NEP) children to keep up in subject
matter while acquiring English as a second language.
There are, of course, many varieties of bilingual education. Bilingual
education programs vary in at least four ways:
1. Language use (manner). It is possible to present subject matter in
the first language and leave it up to the English as a Second Language
(ESL) component to provide practice in English (bilingual education +

ESL). Most programs provide at least some subject matter in both
languages, and there are several ways this can be done. Some provide
some subjects in English and others in the rust langrage; others use both

languages for the same subject. Here again, there are
possibilities. A common method is s
then the other; an explanation is given
English during the same class hour.

t

tion.

several

in first one language and
both the first language and in
t

is known as concurrent transla-

2. Amount of each language used of all programs provide exactly 50
percent exposure to each language.
(1979) informs us, for example, that in one concurrent
don class, Spanish was used 28 per-

cent of the time and English 72
t, while in a balanced bilingual
class (some subjects in Spanish and others in English), the percentage
was 50 percent Spanish and 50 percent English.
3. Type of ESL. There are
y ways of teaching the second language.
Methods include the still po
audiolingual system, which emphasizes
repetition and memorizati of phrases and sentences. as well as other
grammar-oriented apioac , which stress the conscious understanding

of rules of grammar, an more conversational methods.
4. Purpose. Bilingual rogrami vary with respect to whether they are
intended to maintai
the children's first language indefinitely
(maintenance) or are
y to help them ultimately adjust to an all-English
program (transit'
. It is important to note that the announced goals
of both transiti
and maintenance programs always include acquisition of the second language and subject matter education.
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Akernstives to Bilingual Educatkm
I. Submersion or "Sulk or Swim"
In submersion prowams, NEP children are simply placed in the same
or

classroom as native English speakers and the regular curriculum is
followed. There is no organized attempt to provide any special instruc-

tion or extra help for these children. Although sympathetic teachers
often try to do something, all instruction is in English.
Many people feel that "Sink or Swim" is the best solution. Here are
the two most commonly heard arguments for "Sink or Swim," as opposed to bilingual education:
a. Clearly, "Sink or Swim" provides more exposure to English, and
the more exposure to English received, the better off children are. In recent letters to the Los Angeles nines, several writers claimed that bilingual education condemns children to second-class status since it fails
to provide a full exposure to English, thus denying immigrant students
full economic and social opportunity (September 19, 1980).

b. Many people, it is maintained, succeeded via "Sink or Swim."
Since they had to learn English, and were surrounded by it, they learned,
or so the argument goes.
We will return to these points of view later, after looking at theory and
the empirical research.
2, Submission + ESL

This option is often referred to simply as "ESL," which is a
misnomer, since ESL in some form is nearly always a part of bilingual
education programs. In submersion plus ESL, NEP children are usually
given a separate ESL class for some prescribed period of time, usuidly an
hour per day (termed "pull-out"). The rest of the day is spent in classes
with native English speakers, and the NEP students attempt to follow the
all-English curriculum.

Those who favor "Sink or Swim" usually support this program as
well, on the grounds that it provides more English; more time spent exposed to English; the motivation to learn, since subject matter is taught
in English; and the advantages of forinal instruction. Lopez, in a letter to
the Los Angela Times, speaks for those who hold this view:
Bilingual classes segregate these [non-English-speaking)
students and thus seriously reduce their contact with [the]
E:nglish speakers and, even more importantly, weaken their
drive to communicate with others in English. If you have ever

taught a class of immigrants, you know that only the that
highly motivated will consistently respond in English If they
know you weak their native language.... You cannot learn
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English well if you do not have the opportunity to interact
with English speakers in thousands of varied situations over a

period of yeats. This should take place not only in special
classes (English-ess-a-second,language classes are the right

idea for immigrant students, but only for a limited time) but
also in regular classes as well as extra-class situations.
(September 19, 1980)

Lopez describes herself as one who had to learn English herself as a
young immigrant and as a bilingual teacher. Her view is shared by some
legislators and some members of the communities who are supposedly
served by bilingual education. According to Trombley:
Many parents think the key to success in the United States is
to learn English, and they do not believe the educators who

tell them their children will learn to speak English better in
bilingual classes. (September 4, 1910:141

Of course, many legislators, immigrants, and members of minority
language communities support bilingual education enthusiastically. We
will evaluate these arguments in a later section of this paper.
3. Immersion

"Immersion" is often used as a synonym fot "Sink or Swim," but this
term has been used in the professional literature to refer to a very different kind of program. Immersion typically refers to programs in which
majority language children (e. g., English-speaking children in the
United States and Canada) are instructed in a second language, that is,
programs in which subject matter is taught in a second language such as
Spanish or French.. This need not always be the case, however; and
theoretically immersion programs are possible for minority children as
well. '
Typically, immersion students receive all instruction in the second
layguage, with the exception of language arts in the first language. Many
programs, however, increase the amount of subject matter instruction in

the first language as children progress. Immersion students are also
"segregated," that is, native speakers of the second language are not
usually included in these programs; and immersion students do not
usually receive formal instructieu in the second language.
In early immersion, the second language is used in kindergarten and

for most subjects starting from the first grade. In late immersion,
students may receive one or two years of formal instruction in the second
language, before starting subject matter instruction in the L2. Late immersion programs begin around sixth grade, but here again there is variation. There are also partial immersion programs in *hick some subjects
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are taught in the L2 and some in the LI (Swain, 1978).
Immersion programs in Canada using french as the second language

have been in operation for the last decade and have been carefully
followed by researchers. More recently, American intmerswis programs
have been developed using Spanish and other languages.
With this definition of immersion, there really can be no conflict between bilingual education and immersion, since they are aimed at different populations. Nevertheless, immersion is a logical possibility for

NEP children (I: e., subject matter instruction in English, segregated
from native speakers with LI language arts), a possibility discussed later.

We also see that immersion research is a rich source of information
about second language acquisition for bilingual eductdon specialists.
Table I reviews the differences betiveen submersion Arograms and majority child immersion programs.

Table I
COMPARISON OF SUBMERSION AND IMMERSION PROGRAMS
Submersion
Children arc Wiled with native speakers of

(Majority chits/ Immersion
Children are linguistically se negated.

the LI
Language of instruction is the majority
121.41mile.

Instructicm in LI language arts is not
provided.

Language of instruction is a minority
lunIturtae.

Instruction in LI language arts is provided.

Summary of the Issues
The issues, then, are these:
1. Does bilingual education retard the development of English as a
second language?
2. Are "Sink or Swim" (submersion) and/or ESL methods better than
bilingual education?
3. How should ESL be taught?
4. Is there a place for "immersion" for the NEP child?
3. Which bilingual education options are better for language acquisition?
The answers to these questions, contrary to much popular opinion, are
not obvious, and not merely a matter of common sense. They should not
be resolved by vote but by consideration of empirically based theory and

research. In the following section, we will review current second
language acquisition theory, an exercise that will be of great use in
discussing the issues listed above.
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Second Langan. Acquisition Theory
Current second language acquisition theory will be discussed in terms
of five hypotheses about second language acquisition:
1. The Acquisition-Learning Hypothesis
2. The Natural Order Hypothesis
3. The Monitor Hypothesis
4. The Input Hypothesis
3. The Affective Filter Hypothesis
These hypotheses are presented here without extensive supportingj
evidence, as this evidence has been published elsewhere DCrashen, 1961,
in press (b); Du lay et al., in press).
The Acquisition-Learning Hypothesis
According to this hypothesis, second language acquirers have two
distinct ways of developing ability in second languages. Language srquigition is similar to the way children develop first language competence. Language acquisition is a subconscious process in two senses:
people are often not aware that they are acquiring a language while they
are doing so. What they are aware of is using the language for some communicative purpose. Also, they are often not aware of what they have acquired; they usually cannot describe ortalk about the rules they have acquired but they have a "feel" for the language. Language learning is

different. It Is knowing about language or formal knowledge of a

language. Language learning is thought to profit from explicit presentation of ruks and from error correction. Error correction, supposedly,
helps the learner come to the correct conscious mental representation of
a rule. There is good evidence, however, that error correction does not
help subconscious acquisition (Brown et al., 1973).
In everyday terms, acquisition is picking up a language. Ordinary
equivalen for learning include grammar and rules.
The Natural Order Hypothesis
The Natural Order Hypothesis stets that students acquire (not learn)
grammatical structures in a predictable order; that is, certain grammatical structures tend to be acquired early and others, late. For English,
a very well-studied language, function wordi (grammatical morphemes)
such as -ing (as in: John is going to work now.) and plural /s/ (as in: two
boys) are among the earliest acquired. The third person singular ending
/s/ (as in: He lives in New Jersey.) and the possessive /s/ (as in: John's
hat) are acquired much later (in children's first language acquisition,
possessive and third person endings may come as much as one year later).
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It appears that the order of acquisition for first language acquisition is
not identical to the order of acquisition for second language acquisition,
but there are some similarities. For grammatical morphemes in English,
children's second language order is similar to adult second language
order. There is thus a "first language order" and a "second language
order" (Krashen, 1981).
Two disclaimers about order of acquisition and the Natural Order
Hypothesis are necessary. First, linguists do not have information about
the order of acquisition of every structure in every language. In fact, we
have information only about a few structures in s few languages. As we
shall see below, this does not present a practical problem. Also, the order
is not rigidly obeyed by every acquirer; there is some individual variation. There Is significant agreement among acquirers, however, and we
can definitely speak of an average order of acquisition.
As we shall see Inter, the existence of the natural order does not imply
that we should teach econd languages along this order, focusir.g on
earlier acquired items first and later acquired items later. Indeed, there is
good evidence that language teaching aimed at acquisition should not

employ r

syllabus.

The
.tor Hypothesis
The Acquisition-Learning Hypothesis merely stated that two separate
processes for the development of ability in the second language exist. The
Monitor Hypothesis states the relationship between acquisition and
learning. It seems that acquisition is far more important. It is responsible
for our fluency in a second language, our ability to use it easily and comfortably. Conwious learning is not at all responsible for our fluency but
has only one fo v; lion: it can be used as an editor or monitor. This is illustrated ;.. ;sure 1.
Figure 1

ACQUISITION AND LEARNING IN SECOND
LANGUAGE PRODUCTION
LET-2mink (Monitor)

Acquisition_

<IfOutput

We use coin ions learning to make corrections, to change the output
of the acquired system before we speak or write, or sometimes after we
speak or write (as in self- correction).
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Studies done over the last few years (reviewed in Krashen, 1981) suggest that it is not easy to use the Monitor efficiently. In order to use the
Monitor Hypothesis, three necessary conditions need to be met. These
conditions are necessary but not sufficient; that is, even if they are met,
second language users may not use the monitor very well.
(1) Time. In order to use conscious rules, the performer has to have
enough time. In normal conversation, there is rarely enough time to consult conscious rules.
(2) Focus on form. In order to use conscious rules, just having time is
not enough. The second language performer must also be focused on
form (Daisy and Burt, 1978) or thinking about correctness. Research has
indicated that even when performers have time, as when they are writing,
they may not fully use the conscious grammar, since they are more concerned with what they are expressing rather than how they are expressing
it.
(3) Know the rule. This is a formidable condition, considering our incomplete knowledge of the structure of language. Linguists concede that
they have described only fragments of natural languages, and only a few
languages have been worked on to any extent. Teachers and students, of
course, have access to only a fraction of the linguists' descriptions.
These three conditions place tremendous limits on the use of conscious

grammarand, again, all three must be met to allow effective grammar
usebut even this is no guarantee. Research strewaitly suggests [Krashen,
1981; in press (b)] that conscious grammar use is surprisingly light on

anything short of a grammar test.
The Input Hypothesis
According to the first three hypotheses, acquisition has the central role

in second language performance. If this is so, the crucial questiori
becomes: How do we acquire? Stated in terms of the Natural Or1
Hypothesis, we can ask how we move from one stage to another, from
stage 3, for example, to stage 4 (or more generally from stage i, our cur-

rent level of competence, to i + 1, the next stage that the acquirer is due
to acquire, or ready to acquire).
The Input Hypothesis postulates that we acquire by understanding input containing i + I; that is, by understanding language that contains input containing structures that are a bit beyond the acquirer's current
level. We acquire structure by understanding messages and not focusing
on the form of the input or analyzing it. We can do this, we can understand language that contains structures we do not "know" by utilizing
context, extra-linguistic informa&n, and our knowledge of the world.
In second language classrooms, for example, context is often provided
via visual aids (pictures) and discussion of familiar topics.
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Our usual approach to second language teaching is very different from
the Input Hypothesis. As Hatch (1978) has pointed out, we assume the
opposite: We first teach students structures and then try to give them
practice in "using" them in communication. According to the Input
Hypothesis, on the other hand, we acquire structure not by focusing on
structure but by understanding messages containing new structure.
The Input Hypothesis also claims that we do not teach speaking directly. Rather, speaking fluency emerges on its own over time. The best way
to "teach" speaking, according to this view, is simply to provide "comprehensible input." Speech will come when the acquirer feels ready. This
readiness state arrives at different times for
erent people, however.
Also, early speech is typically not accurate; grammatical accuracy
develops over time as the acquirer hears and understands more input.
A third part of the Input Hypothesis is the claim that the "best" input

should not be "grammatically sequenced," that is, it should not
deliberately aim at i + I. We are all familiar with language classes that

attempt to do this; there is a "structure of the day" (e. g., the aim of today's lesson is to "learn" the past tense), and both teacher and students
feel that the aim of the lesson is to learn and practice this structure. Once
the day's structure is mastered, we proceed on to the next. The Input
Hypothesis claims that such deliberate sequencing is not necessary and
may even be harmful! Specifically, it hypothesizes that if there is successful communication, if the acquirer indeed understands the message
contained in the input, i + 1 will automatically be provided in just the
right quantities. Acquirers will receive comprehensible input containing
structures just beyond them if they are in situations involving genuine
communication, and these structures will be constantly provided and
automatically reviewed.
It may be useful to detail some of the disadvantages of grammatical
syllabi, even those that present structures along the natural order. They
assume, first of all, that all of our students are at the same level in a given
class, that they ate all ready for the same i + 1. This is hardly ever true.
In most classes, a substantial percentage of students will have already acquired the structure cf the day, while another large sub-group is nowhere
near ready for it. Thus, a teacher's audience for any given structure is
usually a small part of the class. Even if the structure of the day is the appropriate one, how do we know when we have provided enough practice?
And what about students who miss the structure due to absence? Under
current procedures, they often have to wait until the following year. A
third problem is perhaps the most serious: It is practically impossible to
discuss any topic of real interest in any depth when the hidden agenda is
practice of a structure.
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Genuinely interesting and comprehensible input solves these problems.

According to the Input Hypothesis, if students can follow the general
meaning of a discussion, i + 1 will be provided for all of them, different
+ I for different students. With natural comprehensible input, students
need not worry about missing a class and thereby missing the past tense
forever. It .411 come up again and again, both in class discussion and in
reading. Finally, there is no need to worry about contextualizing a different structure every unit. The focus, at all times, is on helping students
understand messages and not rules of grammar.
In other words, input for acquisition need not focus only on i + 1, it
only needs to contain it. Thus, i + 1 will be supplied, and naturally
reviewed, when the acquirer obtains enough "comprehensible input."
Evideme supporting the Input Hypothesis is given in some detail in
other publications IKrashen, 1981; in press (b)] but it is useful to briefly
mention two phenomena in second language acquisition that are consistent with this hypothesis. The first is the presence of the silent period, a
period of time before the acquirer actually starts to speak. The silent
period is very noticeable in children's second language acquisition; six-

and seven-year-olds, for example, in a new country, may not say
anything (except for some memorized sentences and phrases) for several
months. According to the Input Hypothesis, this is a time during which
they are building up competence via input, by listening. When they are
ready, they start to talk.
We generally do not allow adults to have a silent period but insist on

production right away. When adults have to talk "too early," before
they really have the acquired competence to support production, they
have only one choice, and that is to fall back on their first language, an
idea first proposed by Newmark (1966). Here is how this works: performers will "think" in their first language, that is, mentally produce the
desired sentence in the first language and then fill in the words with
second language vocabulary. If time permits, performers will note where

the syntax or grammar of the sentence in L1 differs from how this
sentence should look in the second language and will ,use the conscious
monitor to make changes. For example, if one wishes to say in French:
(1) The dog ate them.
The learner would mentally produce a sentence similar to (I). Step (2)
would be to simply plug in French words, giving:
(2) Le chien a mange les.
Some acquirers may consciously know that sentences like (2) are not correct and, given time, can make the necessary correction, giving:
(3) Les chien les a mange.
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According to this view, first language "interference" is not something
"getting in the way." It is not interference at all but is the result of falling back on old knowledge. Its cure is more acquisition, or more comprehensible input. It is not restricted to adults but will happen in situations where production demands exceed current competence. It is a fairly
common oucucrence, and we Occasionally. see it even in acquisition-rich
environments, although the number of first language-influenced errors is
generally a small minority of the total number of errors children produce. Sentence (2), in fact, was observed in a child second language acquisition situation in an immersicin class in Toronto (Selinker et al.,
1975).

Table 2 summarizes the Input Hypothesis:
Table 2
THE INPUT HYPOTHESIS
1. We acquire (not learn) language by understanding input that contains structures that ate
just beyond our current level of competence (i + 1).
2. Speech is not taught directly, but "emerges" on its own. Early speech is typically not
pammatically accurate.
3. If input is understood, and there Is enough of it, i + 1 is automatically provided. We do
not have to deliberately program grammatical structures into the input.

The Affective Films Hypothesis
The fifth and final hypothesis deals with the role of "affect," that is,
the effect of personality, motivation, and other "affective variables" on
second language acquisition. Briefly, the research literature in second
language acquisition tells us that the following affective variables are

related to succeis in =owl language acquisition:
1. Anxiety. Low anxiety relates to second language acquisition. The
more the students are "off the defensive" (Stevick, 1976), the better the
acquisition.
2. Motivation. Higher motivation predicts more second language acquisition. Certain kinds of motivation are more effective in certain situations, moreover. In situations where acquisition of the second language
is a practical necessity, "instrumental" motivation :elates
second
language acquisition; in many other situations, such as those there ac-

quisition of the second language is more of a luxury, "integrative"
motivation predicts success in second language acquisition (Gardner and
Lambert, 1972).'
"Instrumental" motivation is defined as wiutt;ng to acquire another language for some
practical purpose, e. g., for a profession. "Integrative" motivation occurs when the
language is acquired in order to feel a closer sense of identity with another group.
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3. Se(Fccutficknee. The acquirer with more self-esteem and selfconfidence tends to do better in second language acquisition
(Krashen,1981).
I have hypothesized that these affective factors relate more directly to

subconscious language acquisition than to conscious learning, because
we see stronger relationships between these affective variables when
communicative-type tests are used (tests that require the use of the acquired system) and when we test students who have had a chance to acquire the language and not juselearn it in foreign language classes. Dulay
and Burt (1977) have made this relationship more explicit and clear by
positing the presence of an "affective filter." According to the Affective
Filter Hypothesis, acquirers in a less than optimal affective state will
have a filter, or mental block, preventing them from utilizing input fully

for further language acquisition. If they are anxious, "on the
defensive," or not motivated, they may understand the input, but the
input will not enter the "language acquisition device." Figure 2 illustrates the operation of the filter.
Figure 2

THE AFFECTIVE FILTER
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When the fiber is "up." input may be understood but will not reach the language acquisition device; it will not strike "deeply" (Stevick. 1976).

The Causative Variable In Second Language Acquisition
We can summarize the five hypotheses with a single claim: People acquire second languages when they obtain comprehensible input and when

their affective filters are low enough to allow the input in. In other
words, comprehensible input is the only causative variable in second
language acquisition. All other factors thought to encourage or cause
second language acquisition only work when they are related to comprehensible input.
This hypothesis resolves many problems in the professional literature.

For example, some studies seem to show that language teaching is
beneficial, while others show that real-world use of the second language
is superior [for a review, see Krashen, in press (b)J. This conflict is resolved by positing that language teaching helps second language acquisi-
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don by providing comprehensible input. It seems that language teaching
is most efficient for students who have no other source of comprehensible input, that is, foreign language students who have no chance to interact with speakers of the target language and beginnirs who are not yet
advanced enough to understand natural second language input outside
class. Language teaching is of less value when rich sources of comprehensible input are available, e. g., for the intermediate student living in the
country where the language is spoken.
The effects of age on second language acquisition also reduce down to
comprehensible input plus the affective filter. The professional literature

consistently supports these generalizations about age and second
language acquisition: (1) Older acquirers progress faster in earlier stages

(adults are faster than child :.n; older children acquire faster than

younger children), but (2) children outperform adults in the long run
(Krashen et al., 1979). It usually takes children about six months to one
year to catch up to older acquirers (Snow and Hoefnagel- Hohlc, 1978).
A possible explanation for these findings is as follows: Older acquirers
are faster because they can use production strategies younger acquirers
do not usually have. Specifically, older acquirers are able to "beat the
system" and perform using a combination of the first language and the
conscious grammar, as described earlier. While children also show occasional first language interference, adults appear to be more able to use
the first language syntax as a strategy, and with their superior cognitive
development, are better able to use the conscious grammar to bring their

sentences into conformity with second language patterns. A good
"learner" can use a combination of the first language and monitor to
begin speaking fairly complex sentences very early, in a matter of hours.
While this system has real drawbacks, i. e., it requires constant monitoring and vigilance, it allows the older acquirer to participate in conversa-

tion early and obtain more input.

Recent evidence also suggests (Scarce lla and Higa, in press) that older

acquirers are more proficient at conversational management. While
younger acquirers get what looks like simpler input, older performers are
better able to make the input comprehensible; they ask native speakers
for more help, are better at keeping the conversation going, etc.
Older acquirers also have the advantage of greater knowledge of the

worldgreater cognitive/academic language proficiency (CALP)

(Cummins, 1980). This additional extralinguistic information gives older
acquirers a greater chance to understand what they hear, both in and out
of school.
An explanation for children's superiority in ultimate attainment is
simply that the strength of the affective filter is sharply increased at
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puberty; adults may get sufficient quantities of input, but it does not all
get in. The increase in filter strength at this time is due to the biological
and cognitive changes the adolescent is going through at puberty [Mind,
1970; Krashen, in press (a)].

Table 3 summarizes explanations for age differences in second
language acquisition.
Table 3

AGE DIFFERENCES IN SECOND LANGUAGE ACQUISITION
1. Older acquirers are faster in the emit stages of second baguette acquisition because:
a. They are better at obtaining comprehensible input (converradonsd management).
b. They have superior knowledge of the world, which helps to 'make input comprehensible.
c. They can gnutidpate In conversation earlier, via use of first language syntax.
2. Younger acquirers tend to attain higher levels of preficiency in second languages than
adults in the long run due to a lower affective filter.

Second Language Teaching
Before proceeding on to the implications of second language theory
for bilingual education, it will be useful to examine the implications of
theory for language teaching, since language teaching is usually considered one of the goals of bilingual education. While theory should not
be the only element considered in language teaching practice [Krashen, in
press (b)J, the five hypotheses given in the previous section have some
very clear implications. They predict that any successful second language
teaching program will have these characteristics:
I. It will supply input in the second language that is, first of all, comprehensible and, second, interesting and relevant to students. As discussed earlier, the goal of this input will not be to provide practice on
specific points of grammar but to transmit messages of interest.
2. It will not force students to speak before they are ready and will be
tolerant of errors in early speech. The theory implies that we improve in
grammatical accuracy by obtaining more input, not by error correction.
[Although error correction will work for some people (monitor users)
some of the time (when they have time to think about form) and for some
easy-to-learn rules.)
3. It will put grammar in its proper place. Some adults, and very few
children, are able to use conscious grammar rifles to increase the grammatical accuracy of their output; and even for% these people, very strict
conditions need to be met before the conscious knowledge of grammar
can be applied, given. the Monitor Hypothesis presented above. Children
have very little capacity for conscious language learning and may also
have little need for conscious learning, since they can come close to
native speaker preformance standards using acquisition alone.
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Many different methods come very close to meeting these requirements. Asher's Total Physical Response Approach, Lozanov's Suggestopedia, Terrell's Natural Approach, and recent materials developed
by Winitz are some examples (Stevick, 1980; Krashen, hi press (b)J. In
addition, several non-methods also meet these requirements. For example, successful Conversation with a speaker of the language you are trying
to acquire may be the best ksson of all, as long as the speaker succeeds in
modifying his or her speech so that you understand. According to the
theory, acquirers profit directly not from what they themselves say, but
from what native speakers say. Acquirer output makes an indirect contribution to acquisition by inviting comprehensible input. Also, pleasure
reading or reading for content and intrinsic interest has the potential for
supplying the necessary input for acquisition.

Subject Matter Teaching and Sward Language Acquisition
Another clear potential source of comprehensible input is the subject
matter classroom itself in which subject matter is taught using the second
language as a medium of instruction (immersion classes).
Simply, the theory predicts that recoml language acquisition will occur
in subject matter classes taught in the second languap if the child can
follow and understand the lesson. Language levels necessary for comprehension will differ, of course, for different subjects. It has been suggested, for example, that arithmetic does not require as much control of
the second language as science. In the former, there is considerable cxtralinpuistic help in understanding, fewer demands on students in terms
of Ire. bal responses, and a more restricted vocabulary (Cazden, 1979).
Applied linguistics research confirms this prediction and helps us see

both the advantages and limitations of subject matter teaching as a
means of encouraging second language acquisition. English-speaking im-

mersion students, both in the United States and Canada, are in trowel
able to follow the curriculum in a second language, that is, they learn
subject matter as well as monolinguals do. Research has shown that thi.y

also do far better in acquiring the second language than students who
study the second language only in formal classes. Researchers are careful
to point out, however, that immersion students do not reach native-like
levels in speaking and writing. Also, it takes several years for immersion
students to attain these high levels of competence in the second language

(see e. g., Lambert and Tucker, 1972; Swain, 1978, 1979). The
classroom, thus, has its limits. Immersion students hear the language only from the teacher and not from peers. This may mean both a lack of
certain kinds of input (convprsational) and the existence of an affective
filter.
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Subject matter teaching, thus, has both advantages and limitations. It
can provide comprehensible input and help second language acquisition;
students exposed to the subject matter alone can achieve high levels of
proficiency in certain kinds of second language usage. This takes time,

however, and such students do not typically reach the native speaker
level.

Before proceeding to implications, one major point about the success
of immersion programs needs to be made. Cohen and Swain (1976) point
out that one of the reasons immersion programs succeed, where some
kinds of bilingual programs fail, is because the immersion students are
"segregated." In early immersion, they.note, "all kindergarten pupils
are unilingual in the LI. In essence, the successful program starts out as a
segregated one linguistically" (p. 47). This linguistic segregation raises
the chances of students receiving comprehensible input. The presence of
native speakers in a class (submersion) ensures that a good percentage of
the language heard by the non-native speaker will be incomprehensible,

since teachers naturally will gear much of their speech to the native
speakers in a native to native rather than a native to non-native speaker
register.

Cohen and Swain (1976) point out several other factors that, in our

terms, lead to a lower affective filter' in immersion programs. The
linguistic segregation "eliminates the kind of ridicule that students exert
on less proficient performers" (p. 47), teachers have positive expectations, and the program is voluntary. Also, "in kindergarten, the children
are permitted to speak in the Li until they are ready to speak in the L2"
(p. 4$). Thus, a silent period in L2 is allowed.

Bilingual Education and Second Language Acquisition
We are now prepared to deal with some of the questions and issues
raised in the first section. To do this, we first need to consider what requirements any program must meet in order to promote second language
acquisition. From what we have learned from second language acquisition theory, there seem to be two major requirements.
I. Provide Comprehensible Input in the Weaker Language
Clearly, this requirement does not mean merely being exposed to the
second language. There is a tremendous difference between receiving
comprehensible, meaningful input and simply hearing a language one
does not understand. The forrr will help second language acquisition,
while the ,latter is just noise. It remains noise no matter how much exposure is provided. According to the theory, a small amount of com-

prehensible input, even one hour per day, will do more for second
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language acquisition than massive amounts of incomprehensible input.
There are several possible sources of comprehensible input for NEP
children. The one that we traditkonally turn to is classes in ESL. Simply,
the theory predicts that ESL will help to the extent that it supplies comprehensible input. Not all teaching methods do this; some, in fact, supply

amazingly little comprehensible input in a second language (e. g.,
grammar-translation and audio-lingual type methods). Both theory and
practical experience confirm that repetitive drill does very little for acquisition; and grammar approaches, shown to be ineffective for adults,
are even less effective for small children. ESL can make a contribution
when it supplies the necessary input to children who have few or no other
sources of input (see Terrell, 1977, 1981 for some ideas on how this can
be done).
A second source of comprehensible input for NEP children is interaction with other children outside of school, on the playground, and in the
neighborhood. This can be an extremely rich source of input, and it may
be the case that the availability of this source is responsible for the success of many people who succeeded without ESL or bilingual education.
It should be pointed out that even with informal playground interaction, acquisition of English or of any other language takes time. As mentioned earlier, children in informal environments typically show a silent
period and may produce very little for several months. Thus, even under
the best conditions, language acquisition is slow.
A third possible source of comprehensible input is subject matter, as
discussed in the previous section. It will help second language acquisition

if children understand enough of the second language to follow the
lesson., Non-English proficient children, however, can make it to this
level in "Sink or Swim" programs only if they get the Comprehensible input somewhere else or if the linguistic level of the class is
somehow lowered.
B. Maintain Subject Matter Education
A bilingual program needs to make sure that NEP children do not fall
behind in subject matter. This entails, in many cases, instruction in subject matter using the first language as a medium of instruction. Contrary
to the view of critics, this does not necessarily mean less acquisition of
English as a second language. In fact, it may mean more acquisition of
English. To see how this is so, we will describe what observance this requirement can do for NEP children.
First, the school system's basic responsibility is providing subject mat-

ter instruction so that NEP children can keep up and obtain the tools
they need to live in and contribute to society. Second, subject matter in-

79

Schooling and Language Minority Students;

struction plays an important role in cognitive development. Children
who fall behind in subject matter because they do not understand the
language of instruction may also be missing the stimulation necessary for
normal intellectual development.
The third reason is that subject matter knoWledge and the
cognitive/academic proficiesicy it encourages will help second language

acquisition. It does this by giving children the context or background
needed to understand academic input. In other words, children who are
not behind in subject matter and who have normal cognitive development will simply understand more of what they hear, both in English
language medium classes and in academic or intellectual discussions outside of class. If children understand more, they will acquire more of the
language! Very simply, the more cognitively mature and knowledgeable
children are about the topic of discussion, the better chance they have to
acquire the language.
Anyone who has attempted to acquire a second language has had experiences that illustrate this phenomenon: We find it much easier to
understand discussions of topics with which we are familiar and find it
difficult to eavesdrop and come into conversations in the middle. (In my
own case, I find it easy to read and understand discussions on familiar
topics with my intermediate French and German, but I understand very
little when I overhear a conversation in these languages.) This illustrates
the powerful effect context and background knowledge have an our
ability to understand a partially acquired language. The for point here
is that understanding is a prerequisite for acquisition. Thus. the more
context or background we can provide, the more acquisition will take
place.

Children who are behind in subject matter and weak in the second
language face double trouble. Their failure to understand will not only
cause them to fall further behind but they will also fail to make progress
in second language acquisition. Knowledge of subject matter, thus, has

an indirect but very powerful effect on second language acquisition
despite the fact that it may be provided in the students' first language.
Finally, it can be argued that maintaining subject matter, whether in
the first or second language, leads to a better attitude toward school in
general aad higher sell-esteem, factors that contris--ailtZtive filter.and better acquisition of
especially when English is
presented in a school situation.
We can also suggest a third requirement for bilingual programs, not
one motivated by considerations of second language acquisition but by
independent motivations. As we shall see, this requirement may be met
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by programs that meet the first two requirements, at little or no additional cost.
ill. Msintihs and Develop Chlhlrea's Mt Language
As with nearly all other issues in bilingual education, there is pro and
con here as well. Some experts argue that we should make real efforts to
maintain the first language. Reasons given include:
I. Speakers of languages other than English make a valuable contribution to our society. Since so few native English speakers successfully ac-

quire a second language, it is foolish to waste this natural resource.
Campbell expressed this view in a Los Angeles limes (September 5,
1980) interview:

[The) emphatic on "transition" wens we will mimetically
eradicate foreign languages in elementary school, then spend
millions to try to develop thecae same skills in high school and
college....77tat doesn't make much sense.
2. Maintaining the first language and culture of NEP children may
help to build pride and counter negative attitudes members of a linguistic
minority may have. There is evidence, in fact, that strongly suggests that

those language acquirers who do not reject their own language and
culture succeed better in second language acquisition than those who
have negative attitudes toward their own group (Gardner and Lambert,
1972).

3. Cummins (1978; 1980) argues that in order to keep up in subject
matter and maintain normal cognitive development, students need to
develop high levels of first language competence. Specifically, they need
to develop not only basic interpersonal and communicative skills in the
first language (termed BIM but also "cognitive competence," the ability to "use language effectively as an instrument of thought and represent
cognitive operations by means of language" (Cummins, 1978, p. 397). A
lack of development of this aspect of first language competence may explain problems some minority children have in .school. When the first
language is not used extensively and promoted at home, and is not supported at school, low first language skills, according to Cummins, can

exert "a limiting effect" on the development of the second language.
Majority language children in immersion programs do not have this
problem, since their language is highly developed outside school
(Cummins, 1978).
Cummins argues that education in the firs language develops CALP
(Cognitive/Academic Language Proficiency). CALP developed in one
language contributes to CALP in any other, according to Cummins; that
is, someone who is able to use Spanish for academic purposes will have
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developed an ability that will be useful in using any other language for
academic purposes.
Aiguments against first language maintenance have, in general, attempted to counter any'of the above arguments but usually insist that
since English is the official language of the United States, taxpayers
should not have to support the maintenance or development of minority
languages.

Another Look at the Options
We can now ask to what extent different programs meet the conditions
described in the previous section. In this section, we will see that both
theoretical predictions and empirical evidence show that some programs
do satisfy the
is wre others do not and that this success or
the lack of it
n only on the program but also on the
characteristics of the stud= . Most important, it will show that research
exists, is not conflicting,
that real generalizations can be made about
what works and what does not work in bilingual education. Table 4
presents this analysis. /
I. We first consider submersion, or "Sink or Swim" programs. According to Table 4, "Sink or Swim" will satisfy the first requirement by
providing comprehensible input in the weaker language only when extra
ESL is provided (assuming a form of ESL that indeed provides comprehensible input) and/or when children have sufficient contact with input from the outside. In and of itself, "Sink or Swim" may not meet the
first requirement, and children in such situations are in danger of not getting the input needed to acquire English. Such situations clearly exist in
submersion programs that include children living in barrios where there
is little it any social interaction among NEP and native English-speaking
children.
The second requirement can only be met by "Sink or Swim" if the
children's linguistic competence in English develops quickly enough.
Children in "Sink or Swim" are playing a dangerous game of catch-up,
hoping their competence in English will be high enough to do school
work befc.se they are hopelessly behind in subject matter. "Sink or
Swim," even under the best conditions, is a risk.
No "Sink or Swim"- program, by definition, attempts to meet the third
requi meat, development of the first language.
2. mmersion programs for majority children do meet all conditions.
As d
ssed earlier, immersion programs have a better chance of supplying
mprehensible input in subject matter classes thin do "Sink or

Swi " programs. Since all children areal the same linguistic ...mei, there

of a tendency to speak over the comprehension level of the

cat

Table 4
REQUIREMENTS TO RE MET SY PROGRAMS FOR NEP CHILDREN
AND CURRENT OPTIONS

Only
1. Comprehensible
input in weaker
languagc,
2. Maintain subject
matter.
Additional:
3. Maintain and
develop first
language.

II

no

+ Informal CI

yes

7a

BILINGUAL
EDUCATION
Ideal
I Concurrent
Bilingual
Minority !Translation

IMMERSION

SUBMERSION
("SINK OR SWIM")

Requirements for
Programs (predicted
by theory)

+ ESL Majority Child

yesb
?a

I

Ye%

yes

yes

Yesc

nod

yese
yes

1

no

nu

no

yes

no

yes

a: This program will work if second language ability grows fast enough to reach subject matter threshold before children are too
far behind.
Yes, if the ESL method supplies comprehensible input.
e: De facto immersion programs do not succeed as well as bilingual education, however. May be due to attitudes, teacher expectations, low development of first language, and inappropriate materials.
d: Students tune out weaker language in concurrent translation programs (Legarreta, 1979).
e: Yes, if second language skills are adequate for those classes taught in the second language.
f: Will not succeed unless there is adequate input in the second language.
CI = Comprehensible Input
= Subject matter in primary language, plus comprehensible input in English, either as ESL andtor subject matter inIdeal
struction in comprehensible English.
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students. This helps to satisfy -the first and second requirements. The empirical evidence from the research programs evaluating immersion classes
done over the last decade confirms that immersion children develop high
levels of competence in the second language and do as well as monolinguals in subject matter.
Immersion programs for majority students also meet the third requirement through the use of language arts classes in the first language. Also,

many programs provide for increasing use of the first language as a
medium of instruction as children progress in school. Of great importance in meeting this requirement is that in immersion programs for majority students, children's first language is the language of the country,
home, and playground; there is little chance that this language will be
assigned a lower status.
One could argue that a solution for NEP children is an adaptation of

the immersion model. This would entail a completely separate curriculum, all taught in English, to groups consisting only of NEP
children. Assuming all children start at the same time and on an equal
footing with respect to English competence, it would appear to have the
linguistic advantage of having a better chance of supplying comprehensible input as compared to "Sink or Swim." Thus, theoretically, we could
expect progress.both in language acquisition (first requirement) and subject matter (second requirement) even if little or no contact with Englishspeaking children outside of school was possible. Judging from reports
from majority immersion, we would not expect completely native-like
English.
It can be maintained, however, that many "Sink or Swim" programs
are already de facto immersion programs in that they often involve a majority of NEP children and, in some cases, are composed entirely of NEP
children (e. g., in certain inner city areas and on American Indian reservations). These programs do not report overwhelming success. There
may be good reasons why, however, reasons that explain why minoritychild immersion may look good on paper but may not always work.
First, NEP students who enter immersion programs late will face nearly the same problems they face in "Sink or Swim"; they will not under-

stand and may thus fall behind in subject matter and not improve in
English. (Late entering bilingual education students will not have this
problem; they can be taught in the first language at least until their

English develops sufficiently.)
Also, minority immersion teachers may not have the same kinds of expectations as do majority immersion teachers. They may be less able or
willing to make input comprehensible and may set higher standards for
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second language acquisition than are possible under the circumstances.
As Cohen (1976) points out, we have a double standard:
People appkned a majority group child when he can soya few
words in the minority language (e. g., at the beginning of an
immersion progrant) and yet they impatiently demand more
English from the minority group child. (p. 85)

Thus, many de facto immersion programs look more like "Sink or
Swim," with inappropriate materials and input that is too complex and

incomprehensible.
3. We turn now to the programs categorized as Bilingual Education in
Table 4. Let us first consider the program labeled concurrent translation.
In this kind of program, concepts are explained in one language and then
repeated in the second. This kind of program may not meet the first requirement for the simple reason that children need not pay attention to

the explanation in the second or weaker language, and there is no

motivation for teachers to attempt to simplify explanations in the second
language. Legarreta (1979) notes that in the concurrent translation pro-

gram, " "Teachers reported that the Hispanic students tune out the
English and wan to hear the material explained in Spanish" (p. 533).
(This phenomenon also predicts, and correctly I think, the failure of bilingual TV to teach the second language. In many programs, a given
character will speak either Spanish or English, but it is quite possible to
follow the story line by attending only to one
. 'Similarly, it
predicts that Americans will not acquire centigrade temperature systems
from the practice of announcing the temperature in both centigrade and

fahrenheit. Most people will simply listen to the version they

understand.) Concurrent translation can theoretically meet the second
and third requirements, however, since subject matter can be explained
in the first language and continued use of the Li helps to ensure its
maintenance. In practice, however, concurrent translation often fails to
meet these requirements. This Is because, despite its intentions, concurrent translation input in many programs often is incomprelmnsible, most
materials are in English, and primary language input often is provided by
under-trained aides a; Anglophone teachers who have not fully mastered
the children's first language.
The Ideal Bilingual program, shown in Table 4, is one in which subject
matter is taught in the primary language and some source of comprehensible input in the second language is supplied. This can be in the form of
ESL or comprehensible subject matter instruction using English (as in
the balanced bilingual program discussed earlier). Such programs have
the potential for satisfying all three requirements, even for children who
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have little access to English outside of school. Balanced bilingual pro-

grams will be successful according to the predictions of the theory,
especially if the subject matter classes given in the second language are
those where more extra-linguistic context is available to aid comprehension (e. g., math), while those dealing with more abstract topicstopics

that typically employ fewer physical props (e. g., social science and
language arts)are taught at first in the primary language (Cazden,
1979).

Empirical Evidence
Our analysis based on the three requirements derived from language
acquisition theory bring us to these conclusions:
1. "Sink or Swim" programs will not be effective for children with no
extra source of comprehensible input.
2. Adding ESL to "Sink or Swim" will help but will not be as effective as
bilingual education in encouraging acquisition of English.

3. Bilingual programs in which subject matter is taught in the first
language, and a source of comprehensible input is provided in the
second language, whether ESL or not, will succeed best.
Despite years of discussion of bilingual education in the professional
literature and many studies of different aspects of bilingualism, little
research speaks directly to these three predictions. The research that is
available, however, is fully consistent with them.
Legarreta 0979) examined the acquisition of English in kindergarten

childrn in three kinds of bilingual programs (balanced, concurrent
translation, and concurrent translation + ESL) and two kinds of "Sink
or Swim" programs [with and without ESL where the ESL component
consisted of "daily, sequenced lessons in English structure and use.
presented orally to small groups" (p. 523)). The overall exposure time

was seven monthsrelatively short for this kind of study, as Swain
(1979) points outand the number of subjects involved was not large.
The results, however, are very interesting.
1. Children in all bilingual education programs outperformed "Sink or
Swim" children in listening comprehension and conversational cornpetencea tests of English, despite the fact that the "Sink or Swim"
children had more exposure to English.
'The test of conversational competence asked children to use the language in real communication; it thus demands more than knowledge of vocabulary and grammar but also

tests abilities such as "the ability to be only as explicit as a situation demands, to
elaborate, to make inferences about a situation, to be sensitive to social rules of
discourse..." (Legarreta, 1979, p. 525).
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2. The balanced bilingual program produced the greatest overall gains in
both the second language and the first language (Spanish).

3. "Sink or Swim" with ESL outperformed "Sink or Swim" without
ESL on listening comprehension testing but not on the test of conversational competence.

Legarreta (1979) concludes that the use of audio-lingual style ESL
training is "marginally facilitative" (p. 534), while "an alternate immersion bilingual program, with balanced Spanish and English input, really
facilitates both Spanish and English acquisition" (p. 534). This appears
to be so, but her data support a deeper generalization: Bilingual programs will work when they supply comprehensible input in the second
language and adequate, comprehensible subject matter instruction in
either language. The balanced program does this, but so do other versions.
Rosier and Fare lla (1976) report results from a different context that
conform to the same underlying principles. They report of the success of

bilingual education foi Navajo children at the Rock Point Community
School in the heart of the Navajo reservation. In 1960, according to
Vorih and Rosier (1978), Rock Point ranked at the bottom of eight Indian schools in student achievement. The introduction of intensive ESL
in 1963 helped somewhat, but Rock Point sixth graders were still two
years behind national norms. In 1967, bilingual education was introducal, with kindergarten children receiving 70 percent of their instruction in Navajo and first and second graders receiving 50 percent in Navajo. Third through sixth graders had 75 percent of their instruction in
English. English is taught in early grades "by TESL methods" (Vorih
and Rosier, 1978, p. 264). The program can thus be classified as Bilingual Education + ESL.
Analysis of the Rock Point program confirms the validity of our requirements: Students in the bilingual program, with subject matter in the
first language, outperformed non-bilingual education students on a
reading test of English. Again, the bilingual students actually had less exposure to English but apparently acquired more, confirming that it is
comprehensible input and not mere exposure that counts.
Some as yet unpublished research, cited by Cummins (1980), provides
even more confirmation. As Cummins (1980) reports it:
Carey and Cummins (1979) reported that grade 5 children
from French-speaking home backgrounds in the Edmonton
Catholk School System bilingual program [Canada] (80%
French, 20% English from K-12) performed at an equivalent
level in English skills to angolphone children of the same IQ

87

Schooling and Language Minority Students:

76

in either the bilingual or regular English progtsuns. A similar
finding is reported in a large-scale stud), carried out by Hebert
et al. (1976) among smiles 3, 6 and 9 francophone students in
Manitoba. At all grade levels there was a significant positive

relationship between percentage of instruction in Rem*
(PIN and French achieventent, but no relationship between
PIF and English achievement. In other words, francophone
students receiving 80% instruction in French and 20% instruction in English did Just as well in English as students
receiving 80% instruction in English and 20% in ftench.
(p. 184)

Conclusions
We are now ready to return to the issues raised in the first section of
this paper and attempt to give some answers.

1. Does Bilingual Education Retard the Development of Engilth as a
Second Language?
Eto h theory and empirical research ter. us that proper bilingual educa-

tion need not retard the development of second language competence
and should, in fact, promote it. Classes taught in the first language help

children grow in subject matter knowledge and stimulate cognitive
development, which in turn helps second language acquisition by pro-

viding children with. the extra-linguistic context necessary for comprehension.

2. Me "Sink or Swim" (Submersion) and/ or ESL Methods Better?
Obviously, "Sink or Swim" children have more exposure to English,
but they do not necessarily have more comprehensible input; it is comprelynsible input, not merely "heard" language, that makes language
acquisition happen. Thus, "Sink or Swim" classes, at worst, may be pro-

viding children only with noise. The results of this are doubly tragic:
Children will fall behind in subject matter and will not acquire the second
language.

"Sink or Swim" with ESL will fare somewhat better but will work

only if children acquire English fast enough, before they are hopelessly
behind in subject matter. It may be that in most cases where "Sink or
Swim" worked, children had rich comprehensible input from playmates
outside the classroom.

3. How Should ESL be Taught?

Second language acquisition research strongly suggests that
methodology per se is not the issue: By whatever name, children need
comprehensible input to acquire English. This can come in the form of
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ESL classes taught according to a method that provides such input (e. g.,
Terrell's Natural Approach) or subject matter taught in comprehensible
English.

4. Is There a Place for Immersion for NEP Children?
Theoretically, immersion for NEP children appears to meet the Mee
requirements. Yet, results of de facto immersion programs in the United
States are not encouraging. This could be due to several factors, including inadequate development of the first language, as suggested in
Cumens (1978), differing teacher expectations, the failure of lateentering students to obtain comprehensible input, and inappropriate
materials.

5. Which Mlingual Education Options are Better for Laaguage Acquisition?
There are several bilingual education options that will satisfy the requirements given in Table 4 and earlier in the paper. Balanced bilingual
education programs will do this as long as those subjects taught in the
second language are comprehensible. There is nothing magic, however,
in the 50 percent figure: It need not be the case that exactly one-half of
the program be in one language and one half in the other. What counts is
that the requirements are net and that NEP students receive enough
comprehensible input to improve in their weaker language. This has happened with as little as 20 percent, input in the second language in some
programs.
Several issues of course remain unsolved4iand in a real sense they
always will be. As is typical of scientific reasoning, we have discussed
hypotheses and some evidelux that supports them. We have not provided
proof, nor can we. What we have tried to show is that there is substantial
information available about how language is acquired, that It is certainly
enough to formulate hypotheses, that these hypotheses shed light on
some of the basic issues in bilingual education, and that the field is not in

a state of helpless confusion. Researchers are evaluating children's

progress, adding to their knowledge of language acquisition, and using
this knowledge to better serve the children they study and those who will
come after them.
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Effective Use of the Primary Language
in the Classroom
Dorothy Legarreta-Marcaida
Introduction: Why is the Effective Use of the Primary
Language Essential to School Success?
IN THIS SECTION, the historic view in American education that a
child's native language, if other than English, is a handicapa hurdle to

be eliminatedwill be briefly contrared with the present view. This
view, based on recent research evidence, finds that, in fact, development
of the child's language has clearly beneficial effects on school progress
(Cummins, 1981). This section will end with material spotlighting the
daily difficulties experienced by limited English-proficient (LEP)
children in all-English classrooms, which often lead to school failure.
School success, however, the goal of biliterate, bicultural children, will
result when a firm foundation in the home language is laid by school instruction.
How has bilingualism been viewed in America? Clearly, since assimilation of recent immigrants into an English-speaking western culture has
been the goal of our public schools, bilingualism had to be viewed as a
handicap. This "melting pot" view included even the Native American
and Hispanic cultures that predated the colonialization from Northern

Europe in the 17th century. Not surprisingly, research evidence from
testing bilingual children seemed to prove that these children were less in-

telligent than native English-speaking children. For example, Darcy
(1953) reviewed the literature to date (110 studies) and found either no effect or adverse effect on intelligence associated with bilingualism. Singer

(1956) also reviewed the literature and found only four studies that
showed no handicap due to bilingualism. He noted:
There is no study in the literature in which the language ability in the vernacular, and intelligence of the subjects was tt 'ed

before and after the acquisition of a second language. No
one, it seems, has studied the possibility of either an inhibitory or facilitory effect on the thought processes or intelligence test scores in the vernacular when a second language

is acquired. (p. 448)

Further, Singer notes (1956) that? in every case cited the intelligence test
was administered in the second or weaker language. This early research
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was again critically reviewed by Macnamara (1966) who noted that control of factors such as socio-economic status, sampling, age, and validity
of instruments, was generally lacking.
Recently, however, a series of well-controlled studies have been conducted in many parts of the world to discover the effects of bilingualism
on intelligence, or cognitive functioning, with children tested in their early primary language or by using non-verbal assessment procedures.
For example, Feldman and Shen (1971) found five- year -old bilinguals
more cognitively flexible in three tasks of labeling behavior, since they
did not depend on linguistic symbols. Liedtke and Nelson (1968) used
Piagetian assessment techniques and found higher levels of cognitive
function in bilingual first graders. Nespor (1969) found that third graders

in California who studied a second language were facilitated in their
development away from ikonicity (thinking the referent of the word
somehow resides in the word) and toward greater understanding of the
arbitrary nature of language. lanco-Wornal (1972) used a semantic/phonetic preference test (which is more like "cap," "can" or
"hat"?) with children in South Africa, aged four to nine. She found that
the bilinguals achieved semantic preference (e. g., choosing "hat") two
to three years earlier than the monolinguals who continued to choose
phonetically similar words.
Collison (1974) who studied concept formation in Ghanaian children,
taught science either in their native languages or English. In the colloquium method of science teaching, children better understood necessary
relationships in the experiments they did if their primary language were
used, while the children taught in English were not able to exercise their
conceinual potential. Kessler and Quinn (1980) found improved science
problem solving ability in bilingual children when tested in Spanish.
The issue is not yet definitely settled, but it appears that recent
research indicates greater cognitive flexibility, rather than lessened
cognitive functioning in bilinguals.
At about the same time that bilingualism was viewed as a handicap in
our own nation, the use of the child's primary language for instruction
was gaining support throughout much of the rest of the world. Even in

the United States, over 50 years ago, Teacher's College, Columbia
University (New York Bureau of Publications, 1926) studied Puerto
Rican education by testing thousands cf - hildren in English and Spanish.

Puerto Rican children were markedly behind in achievement on the
English Stanford Achievement Test but markedly superior to United
States' children's norms when tested in Spanish. They concluded that,
since Spanish is more easily learned than English and has a better writing

?4

A Theoretical Framework

85

system, it should be introduced early and used as a medium of school instruction (Andersson and Boyer, 1970). But the "melting pot" view ignored this early finding.
Nearly 30 years later, the widely cited UNESCO document,. The Use of
Vernacular Language in Education (1953) reported on successful pro-

grams throughout the world that utilized the vernacular as the initial
medium of instruction through literacy. Its general statement notes a
number of compelling reasons for using the native language as the
medium of instruction, ranging from the fact that language is the expression of children's culture, to their possible loss of the ability to express
themselves in an alien language. More recently, Engle (1973) reviewed 25
studies around the world in which use of the vernacular as the medium of
instruction was compared to use of another language. She found that, in
general:

(1) Teaching second language literacy without oral language
training is not likely to succeed. (2) Bilingual programs do not

retard the development of the child's native language. (3)
Programs become more effective with years in operation
(four years seems to be necessary to show results) [author's
emphasis). (4) Teacher variables as era dain& ethnicity, are im-

portant. (5) kitukrgarten experiknces, especially oral
language training, are related to program effectiveness. (6)
77te success of a bilingual program is related to a vast cornph= web of factors that defer In each situation: language use
in home, status of each language in the culture, etc. (7)
Hawthorne effect can radically alter1esults. (8) There appears

to be a transfer of skills from one language to another

(author's emphasis), especially among middle dass children.
(Engle, 1973, pp. 40-42)
Points (3) and (8), very important ones for bilingual education today,
will come up again later in this paper. Cornejo (1974) prepared an update
of exemplary programs in California and the Southwest. During 1975,
several of these programs published data indicating that pupils schooled

bilingually do as well, and usually better, than children schooled in
English only, on both state- mandated tests and assessment instruments
developed at the project site (San Francisco Unified, Los Angeles
Unified, and Valley Intercultural Project) (Title VII, 1975).
For the past six years, bilingual programs in Navaho at Rock Point

(Rosier and Farella, 1976; Krashen, 1981), in Spanish at Santa Fe
(Leyba, 1978), San Diego at Nestor School (Evaluation Associates,
1978), Redwood City (Ramirez, 1974), and San Francisco (Legarreta,
1979) show clearly that language minority students are doing better in
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English language and subject matter as well as better in their primary
language than control language minority children educated only . in
English. In all these bilingual programs, the primary language was used
effectively: Meaningful "comprehensible input" was delivered directly

and in overall amounts, ranging from half to over three-quarters of
classroom time in K-2 afid about half in upper elementary grades.
These ben.ficial results due to effective primary language instruction
are best opts ned by Cummins' brilliant work (1979; 19P0), detailed in

an earlier chapter of this book, on the linguistic interdependence of
language acquisition. Good bilingual programs that develop the child's
primary language to threshold levels of CALF: Cognitive Academic
Linguistic Proficiency (e. g., to full literacy ) enable children to master
English and succeed in our schools. Generations of school failure experienced in all-English classrooms by Native American, Hispanic, and

other linguistic different children can be reversed by good bilingual
education to produce children fully proficient in English and their
primary language.
Bilingual education is sound pedagogically since language acquisition
skills and concept development in the primary language do transfer to
English (Cummins, 1981) and actually facilitate English acquisition by
providing a richer experiential base and context for acquiring this new
language inside and outside the classroom (Krashen, 1981).
In addition to the educational advantages cited above, bilingual education meets the affective needs of children from the first hour of school.

Self-esteem and identification with primary language and culture are
enhanced when the child's experiences in the home and community are
validated both as a knowledge base and a source of iocial and interpersonat skills. The child's cognitive style (manner of learning) is accepted:
Recent ethnographic research shows us that linguistic minority children

[Hawaiian (Boggs, 1972), Hispanic (Ramjrez, 1964), and Native
American (Dumont, 1972; Philips, 1972)] use different strategies for
learning than do children from an all-English culture.
There is ample evidence that linguistic minority children feel better
about themselves, their language, and their culture in bilingual/
bicultural programs (Covey, 1973; Rivera, 1973). One study (Skoczylas,

1972) foul; that Anglo children in the bilingual program had more
favorable attitudes toward Mexican-Americans after bilingual educa-.

lion. This study notes that "Mexican-Americans in the control [allEnglish] program viewed themselves as less handsome and less fair, and

Mexican-Americans as relatively sad and dirty" (p. 148). It is difficult to
believe that five-year-old Hispanic children come to school with such attitudes. A better explanation can be found in the work of Morris (1974)
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showing that the self-concept of Puerto Rican children decreased the
longer they attended regular classes in New York City. Finally, there is
an economic argument for bilingual education that speaks to a more effective use of our linguistic resources in making public policy to promote
the foreign language competence P
al to our global interests today.
Children have, for generations, beet
-:,ved of the opportuniy to learn
how to read and write in their home language by the all-English policy of
our public schools (Leibowitz, 1971). ntil 1968, for example, only
English could he used for instruction in C.-:ifornia:s public schools. Then

in Kith school These same home languages are presented as foreign
langim.ges, with more than two billion dollars annually being spent to
teach Spanish, French, Chinese, etc., with poor results (Andersson and
Boyer, 1970).
The best example of the public schools' role in implementing language

policy is Israel, where Hebrew, a language never spoken except in
religious rituals since Biblical tines, has been revived completely due to
its official status as the school language at all levels (Hofman and Fisherman, 1972). Thus, the unique role of the public school and bilingual programs in the conservation of primary languages in our own country has
economic consequences as well as educational ones.
The educational cons ,aences of teaching linguistic minority children
in all-English classrooms can perhaps be seen best by focusing on the actual experiences of children in such regular classrooms. As recently as
1975, only 2-10 percent of children eligible for bilingual education were
enrolled in such programs (Cornejo, 1974). The greater majority of such
children today can still be found in "submersion" (see Glostary) programs, where they are effectively excluded from any participation in the
classroom (Carter, 1970).
Consider a few anecdotes from a large Northern California city where
Hispanic linguistic-minority children were enrolled in regular

kindergarten and taught in English all day. The writer (Legarreta, in
press) followed 14 monolingual Spanish-speaking five-year-olds, each
for a full day.(six percent of the school year) in such classrooms and
noted:

1. A Spanish-speaking woman came into the classroom holding the
hand of a child about five years of age. The woman said that she had
found the child crying at a school bus stop outside on Mission Street. The

girl had told her she was named Maria F., and she couldn't find her
teacher who was a rubia (blonde) and whose name she didn't know. The
woman had already taken her to four other primary teachers, but no one
knew her at the school. She was told to try the office. Maria looked very
frightened. (It was already the eighth week of school.)
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2. In this class, each child is expected to participate in "sharing."
Maria Elena is chosen; she goes up next to the seated teacher, holding a
small calendar in her hand.
Teacher: What is it you have?
Maria Elena: Boy. A girl. (The calendar has a picture of a boy and a
girl on the front.)
Teacher: No. What is it, class?
Class: A calendar!
Teacher: Yes, a calendar. Sit down, Maria Elena.
3. Luis, a monolingual Spanish-speaking child comes in and joins the
circle. He is dressed as he would for church: plaid suit, white shirt, bow
tie, and new shoes. He is carrying a permission slip written in English for
a field trip.

Teacher: Oh, oh, your mother thinks it's today that we're going
on the trip. And you didn't bring any lunch. (The group
was going to buy lunch on the trip.) And you brought
the lunch money already, too.

have to call her if I get

time. Don't lose the moneythe trip isn't until Wednesday.
(Luis his to keep his new clothes clean all day at school, go without

lunch, and not lose his money, plus explain what happenedif he
understandsto his mother.)
4. Teresa is wiggling in circle time and raising her hand: !Permiso,
pertniso."
Teacher: Where's Karen?
Children: She has to pee (i. e., Teresa has to.)
Teacher: Oh, did Karen use the bathroom? Go down and wait for
her, Teresa. (She misunderstands, thinking the children
are referring to her question about Karen.)
Teresa wets herself. She is sent to the office with an aide and her mother
is called by a Spanish-speaking secretary.
Teacher: Well, was that what yod were trying to tell me?
This same group of 14 Hispanic children tested significantly lower in
measures of both English and Spanish proficiency than did Hispanic
children in bilingual programs, after six mouths of kindergarten.
Good educational practices such as providitig "comprehensible input"

in English and developing the child's primary language to foster

academic learning were not happening: The school program was eradicting Spanish and teaching very little Englishthough children were "exposed" to it all day long.
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State of the Art: How Can Bilingual Programs Facilitate
Primary Lodge and Concept Development?
Today, publicly funded bilingual programs carry the major responsibility for developing and maintaining high levels of proficiency and
litany in the primary language of the linguistic-minority children they
Serve. Research (Leibowitz, 1971; Apdersson and Boyer, 1970 Hofman
and Fisherman, 1972; Fishman, 1970) indicates that, historicaily and currently, the linguistic-minority child's school is not only the major
socializi1ig agent to the dominant culture but also provides the crucial impetus to conservation or loss of the native language.
When we also consider Cummins' work (1979, 1980, 1981) on the
facilitative role of the primary language in generalized language ability,
including acquisition of English and higher order academic abilities, we
can be quite confident that bilingual education, making full use of the
primary language, is an effective teaching model for linguistic-minority
children.
When we turn to the bilingual classroomthe day-by-day pedagogy,
lesson plans, continua in language arts, reading, mathematics, etc.we
need to point our own teaching and use of resources in and out of the
classroom toward the goal of excellent primary language proficiency,
concept development, and literacy in all linguistic-minority children.
This section will foci! on five questions central to the effective use of
the primary language in the bilingual classroom:
I. To what extent should the child's primary language be used overall
in grades K-6?
2. In what manner should primary language instruction be delivered:
a. Concurrent translation?
b. Alternate immersion (direct method) usually through language
dominant groupings?

3. What variety of the primary language should be used in the
classroom?

4. How can we ensure the prestige of the primary language vis-a-vis

the dominant' language, English?
5. How can primary language use be monitored: a formative evaluation process?
These questions will be answered beow, based on recent empirical
evidence and/or the published materi:a of professionals knowledgeable
in practice and theory of bilingual/bicultural education.

1. To what extent should the child's primary language be used in the
bilingual classroom?
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Many involved today in bilingual education remember that, as recently

as a dozen or so years ago, the public schools in California and the
Southwest prohibited the useof the children's home languageunless it
was Englisheven at recess time (Lesley, 1972). Children were frequently kept after school or punished physically (e. g., by spankings, having
their meths taped, etc.) and were even suspeadta, just for speaking
their hoMe language, any time during the school day. Today, some of
these same children, now adults, are teaching in bilingual classrooms.
They are providing the all-important primary language model to a new
generation of children, children, who are being encouraged to speak,
read, and lawn school subjects presented in their home language.
Most bilingual theorists and educators have consistently stated that the
child's primary langurige and English should be used equally overall
(Andersson and Boyer, 1970). Also, we now know that children who are
proficient in speaking, reading, and learning in their primary language
acquire English more easily. They do not experience the subtractive
bilingualism or limited bilingualism suffered by children who are exited
from bilingual programs too early. We also know now that it takes at
least four to five years in a bilingual program for children to demonstrate

the "threshold level" of primary language facility necessary for
academic success (Cummins, 1981). Therefore, an optimal bilingual proIrani can be heavily weighted in the K-3 grade years toward the primary

language. Successful bilingual programs in Florida, Arizona, and
California have used Spanish or Navajo for over three-quarters of the
school day in the primary grades, with more use of English in upper
elementary grades. There is no magic formula for creating fully bilingual
children; but, in all cases, the primary language must be first developed
to a high level of proficiency to include literacy.
This emphasis on primary language proficiency is simply not happening in bilingual programs in California. In a recent overview of bilingual

programs that have had quality reviews, about 44 percent displayed
"primary language components that are improperly designed, severely
underdeveloped, or only marginally implemented" (Dotson, 1980).
The United Stag General Accounting Office announced similar findings after a language survey of Tide VII programs, noting that far more
English than Spanish was being used (United States General Accounting
Office, 1976). Other research (Bruck eml 1979) shows that, even as the
school year progresses, teachers tend to use more and more English. To
counteract these tendencies and to ensure primary language proficiency,

subject matternot just oral language and readingmust be delivered in
the primary language.
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Teaching subject matter in the primary langutge is a direct and powerful way to ensure its optimal use in bilingual programs. All subject areas,
especially basic skills such as language arts, eading, and mathematics as
well as science and social studies should be delivered in the primary
language. Such varied contexts and contents will ensure optimal primary.
language learning.
There is ample time to offer this range of subject areas in the primary
language in the average school day. of five to six hours (depending on the
teacher's contract), excluding lunch and recess. The planned primary
language instruction to limited English proficient (LEP) children meeting
standards of quality (600 minutes per week) ranges from 40 to 52 percent
of such instructional time in grades 1-6 and up to 70 percent of the time
in half-day kindergartens.

Furthermore, there is no longer a shortage of teaching materials:
Anyone who has attended a bilingi.:.11 conference in California or visited

bilingual materials centers is aware that materials are nnw available to
teach almost any subject in the major primary lanzurAge groups in
California. The publishing industry is producing and marketing huge

quantities within- the United States and importing 'literally tons of
classrooin materials from abroad. The industry still needs the input of
bilingual teachers to prepare materials more appropriate to local needs.
In addition, for nearly 20 years, ever since the Coral Way bilingual program, local school disuicts have published materialstailored to primary
language groups in the United States: Native American, various Hispanic

groups, Portuguese, Asian, and others. The shortage of materials is
over. InVariably; any purchased materials need to be adapted to the
levels of language minority children in the classroom. And, as always,
the hallmark of excellent bilingual teacher is the quantity and variety
of teacher-ma
d class - produced materials used in teaching. There
can never be oo many. hi some schools, teacher-made materials,
perfectly adapted to the community and the primary language children in
it, are the curriculum. For example, the writer has seen outstanding fifthand sixth-grade science lessons in the primary language developed in
rural areas capitalizing on the needs and interests orthe conimunities'
children that are far superior. to translations of the expensive science
"kits" used in regular classrooms. In general, bilingual curriculum
materials, now abundantly available, are best used as a basic continuum
of skills to which teachers "plug in" their own materials and hourly and
daily activities: Whenever purchased materials are too difficult or in a
formal standard language variety that children find confusing (e. g.,
word problems in mathematics), teachers can prepare a more appropriate version tailored to group needs.
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Priniary language instruction is necessary at all grade levels to achieve
the proficiency necessary for academic work, since we have seen that this

.

threshold level is not reached until the upper ekmentary grades, even
under optimal conditions (Skutnabb-Kangas, 1973). Children able to
converse fluently 1p their primary language, e. g., with Basic Interpersonal Communicative Skills (BIOS), need formal instruction plus literacy

4

in their primary language to handle academic-cognitive school tasks.
Research on first language acquisidcm (English) clearly indicates that
children are stilt learning more 'complex syntactic patterns throughout
elementary school (Chomsky, 1969).. Both technical and literary
vocabulary continue to be acquired throughout school; and adolescents
add variethts of speech styles, including language mixing, to convey particular intentions.
What this research evidence means, when translated into practice, is
that children also need to experience consistency in their bilingual instruction. They should not be shifted in and out of programs or transitioneeNhefore their cognitive-academic linguistic proficiency has reached
adequate levels.
In every classroom, many levels of priniary language will be found.
IKlingual programs have been criticized for "being less effective with

seCond or third generation immigrant children than with new immigrants" (Goniakz, 1977-1978, p. 34). We now know this is probably

Pm to the higher level of 'amylase proficiency gained by recent immigrants before their arrival here: liven Maui Llcited States-born
linguistic minority children apparently retain rekitaely little primary
language, it is preferable to restore and develop this language before the
child is expected to function totally in English, site the child's experiential base is in the primary language. Furthermore, language assessment
instruments used at present to place children are not always accurate.
Yeachers can accommodate varying levels of primary language proficiency in the classroom by offering a range of curriculum materials, spanning
several grade levels. Language-dominant groupings need not be based on
a strict equating of linguistic proficiency, as learning proceeds better with

redundant input. Children who are more proficient are reinforced in
their knowledge, and even learn more profoundly, by helping
demonstrate their %newly acquired skills to students at less proficient
levels (Timis, 1910). Pairing proficient new immigrants with less proficient children or those in the process of primary language restoration has

also been found an effective way to provide nagningful input in real
communicative situations and expand relative proficiency. Vocabulary is
learned rapidly, and saucier, about making mistakes is low in peer situations. Some migrant programs are on a staggered school year, and fluent

102

r

A Theoretical Framework

93

primary language cross-age tutors can be enlisted as classroom partners
for low proficiency children.
The school day must be structured to 'allow much primary language
used for comniunicative intent: planning pleas, !larded. field vils, and
other activities; sharing real experiences; and dlicirssing real events, inside and outside the classroom (discussed in the last section). Children
acquiring their primary language need nen-threatening opportunities to
practice it, not teacher correction! Talking to dulls, classroom pets, or
younger children is most comfortable.
Bilingual teachers need to develop richer gestural systems and simple

ways .to code recurrent events in the class schedule so all children,

whatever their jinguistk background, can participate from their first day
of schoolespecially if they enroll late. Cards with symbols representing
milk money,. circle time, library-time, and learning caster time can be
used to signal transitions. Since children learn from the tptal school program, the . :aching staff must plan ample opportunities daily for sporthumour mary language use by the children, in the classroom and on
the playground. Using the primary language' needs to be au happy experience. Filmstrips, jokes, riddles, folk sayings, songs, dances, poems,
and family stories can be shared indoors; jump .rope, rh
, games,
rhymes children make while singings swinging, and juin
can. be
noted; exchange visits to bilingual classrooms on the site made; and
enlisting of newly arrived primary language speakers as resource persons
can enrich the joy 6f children learning more about their home language.
However, it obvious that bilingual curricula offered at the school site
level must be redesigned to offer substantially greater primary language
4

Though there is no single optimal amount appropriate for every school
in California, some generalizations can be made from examining ex-

emplary programs. One frequent option, particularly useful with
children who have minimal or no English proficiency, is to offer instruc-

tion about 70 percent in the printery language in grades K-2, with the
balance of the day in English, emphasizing ESL planned instructk.n and
using highly contextualized materials such as ,rnanipuladves for
mathematics. Pairing children with bilingual or; fluent-English speakers
for electives, recess, etc., will also help English acquisition. Normally,
children will be reading in their primary language by the second trliciP.
Gradually, more Instruction In English will be given in grades 2-6, and introduction to English reading will normally t = r, usually with MOT
help, by the third grade. instruction will now be
t 50 percent in each
language. in grades 4-6, this ratio will continue, for continued growth in
primary language and English skills. Children in such a program Will not
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experience the subtractive bilingualism or limited bilingualism suffered
by children who are exited from bilingual programs too early: Those with
less than the four or more years 'of formal instruction in the primary
language needed to reach the threshold of cognitive-academic linguistic
proficiency (CALF') (Cummins, 1981). To assess' whether or not CAL?
in the primary language is present, tests of reading are
appropriate measures.
Z. How should primary language instruction be delivered:
One of two methods of lesson delivery is usually found in bilingual
classrooms: (1) Concurrent use of primary language and English; or (2)
Alternate LI /L2 use, usually with language dominant groupings.
Concurrent translation is used in many bilingual programs today. It is
operationally defined by the Office of Bilingual-Bicultural Education
thus: "During lessons, two languages are used interchangeably. Special
care is taken to avoid direct, translation. One person may deliver the
lessons using both languages or two teachers/aides may be utilized, each
modeling a different lyinguage" (Office of Bilingual-Bicultural Education, 1979, p. 4). Although the guidelines specify that direct translation is
discouraged, in actual bilingual classrooms, this usually is not the case.

Much material is presented fh direct translation, with mid.sentence
switching of languages, or mid-phrase mixing:

"You're resting nicelyr-sin provar los brows."
"I squeeze the glue bottle despacio."
If two persons team-teach, every part of the lessonfmay be
Recent research evidence indicates that use of the concu

ated.'

method
language,
and
in
acquirseems to be less effective in developing primary

ing English, Lran the alternate Li /L2 method of lesson.. delivery
(Mackey, 197Colien, 1973; Legarreta, 1979). In the Mackey (1972)
program (the John F. Kennedy School, Berlin), teachers reported that
the bilingual approach used a "mixed" or concurrent use of languages,
slowed down both learning and their teaching, and that "many of the
Americqn students spoke a type of mixed language,, more akin to the
Pennsylvania-Dutch than German" (McLaughlin, 1978, p. 158).
In the Cohen study .(197A, the teaching staff mixed the primary
language and English to provide a concept-by-concept translation, which
was frequently sentence-by-sentence throughout the day. In this approach, the Anglo students learned almost none of the primary language
of the non-English proficient (NEP) childrent simply because they could
use English as fully as the teaching staff did. Students mixed largiutiges
more than did the Mexicaq-Ameritan children in all-English programs.
In general, this method of language delivery was ineffective with Anglo
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students and only partly effective for the Mexican-Americans
(Cohen,
1973).

The writer studied six bilingual classrooms, five of which used
the concurrent method, and one that used an alternate Li /L2 (direct) AM/PM
switch. The Hispanit students were monolingual Spanish speakers
at the
beginning of the kindergarten year. They were pre-tested by
peer testers
on comprehension, vocabulary, production, and communicative
competence in bath Spanish and English, and posttested six months
later by
the same peer testers, native speakers of Spanish
or English, to find out

haw much they had learned. The testing situation
was ilodified so
children fen comfortable: Fruit and sweets were served, games were first
played with the young testers, and testing was "done in familiar
settings
(Legarreta, 1979). When scores were analyzed, it was found that the

Concurrent Translation approach was significantly less effective than
the
alternate Li
approach in producing gains in oral comprehension of
English and in communicative competence in both Spanish and English.

During this past

year, Wong-Fillmore (1980) has done extensive
videotaping in Spanish and Chinese bilingual programs, using the "concurrens4ranslation" and "alternate Li /L2 (direct)" delivery method.

She noted:

Miss C relied on a [concurrent] "translation approach"

toward language use as her primary instructional. strategy..
Miss C almost always said things twice, first in one language,
and then, exactly translated, in the other. At times, Miss C
used only English in her group lessons, but, by agreement, her
aide would repeat each sentence immediately in Spanish.
Thus, in a kind of bilingual pas de deux, Miss C and her aide

maintained

the

translation format in

their

teaching.,,. However, this does not seem to work well, at least
where language learning is concerned, since students appatently learn to ignore the language they do not understand.
They know they clan count on the message being given in the
language they know, and hence, there is no.motivation to try
to figure out what is being said in English. We have numerous

video-record observations of the students [HI-spank and
Anglo] in this classroom alternately being attentive and inattentive as the teachers switch. between languages in their
lessons. During the times the language they do not understand
is being spoken, the students simply stop listening. (WongFillmore, 1980, pp. 28-29)

Teachers using the "commit translation" delivery method also

.commented that they were always "switching gears linguistically" and
found that teaching much like professional simultaneous translators do
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is very tiring. Sometimes teachers would say things that were idiomatical-

ly incorrect in their prinu.ry language because they were translating
directly from Engliih (Cohen, 1973).
This language delivery method 'has other drawbacks: "It tends to be
boring, the child just waits to hear the lesson in the known language, and
lessons are unicultural" (Andersson and Boyer, 1970, p. 102). WongFillmore (1980) notes thatteachers using this methodtend not to modify
their translation in the level of the child's proficiency in' the primary
language, nor do they feel it is necessary to use a rich gestural system or
concrete visual demonstrations to help the child's comprehension., it's
enough that everything is being-translated! But such translation does not
serve as "comprehensible input" to language learners new to
either lanes age.
The Alternate LI /L.2 (direct) model may be either an:
(a) Alternate days approach, based on the Philippine model (Tucker et
W.,' 1970). Here, the classroom language and curriculum shift .daily
between two languages, so that language use was 50/50.
(b) Morning-afternoon switch, as exemplified in the Coral Way-Miami

Schools (de Inclan, 1971), which relies on team teaching, with each
member stronger in one language. Concepts and instruction utilize one
language in the morning, the other in the afternoon:
(c) "'review- Review" technique (Krear, 1977), in which material is
previewed in one language and presented in the other. Later, the class
reviews the materials in the preview language. The two languages are
thus used about equally.
(d) "Language dominant grdupings" in subject matter also utilize the
alternate L I /L2 (direct) method of lesson delivery. In this fourth
method, the most popular variant of this model, chirdrer are grouped by
language doMinance, and instructed in discrete groups, with appropriate

materials in that language. The writer has seen all -four variants in
bilingual classrooms being effectively used, with each choke reflecting
staffing patterns, classroom ethnicity, and language dominance at the
site. Research findings from programs using this lesson delivery ;approach are positive, as noted above. Another example from the early
'60s, well before bilingual education became popular, is in the Miami
schools, which became inundated with Cuban refugee children. The first
full, bilingual program in the United States was initiated in 1963 at the
Coral Way School, using the alternate LI /L2 lesson delivery approach.
By sixth grade, bisth Spanish - and English-dominant children in this pro-

gram scored ai well in English subjects 9.s children *taught only in
English. The Spanish-dominant children read equally well in Spanish or

English; the English-dominant children were somewhat weaker in
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Spanish reading but all were fully bilingual speakers and refders
(Richardson, 19614 de incisor, 1971, 1977).

What appears to be happening in the bilingual alternate Li /12 approaches, with balanced input of Spapish and English, is that children
are really beginning to learn to understand and use English, 'while also
developing their primary language and academic skills. Since they are
alternately immersed in their primary language and then in the second

law*, they are forced to begin to sort out the English input they hear,

using contact and other cues. They then begin to construct hypotheses

about its form and their functions, just as they did in acquiring their
primary language. This method also has almost no language mixing on
the part of the staff or children. Wang-Fillmore (1980) comments on the
alternate LI /L2 (direct) approach:

This is the method by which each lesson is taught directly,
either in English or in the home language, with the use of
translation kept to a minimum. This ordinarily works in such
a way that lessons in a particular subject area are given in
English on certain days, and in the other languages at other

times, with no repeats given of the same lesson. This method
seems clearly the best, but it obviously puts a heavy burden on
both the students and the teacher. The teachers have to figure
0141, how the materials to be taught can be communicated to

..

those students who do *,t understand the language of instruction well enough to know what is being said, and the
students need to be rnorethan ordinarily attentive to what the
teacher is doing and saying during the lesson. This means that
the lessori must involve enough of the kinds qf experiences

(e. g., demonstrations, participation in ongoing activities)
which per lnit the children to figure out what the point of the

lesson is even (f they do not understand what is being said, or
could not understand it out of context. This kind of approach

requires a lot of planning, preparation and imagination on
the part of the teacher. Our current research, however, indicates that it is worth the effort. In contrast to the translation
method, the direct approach seems to work well both for subject matter learning and for second language learning. (p.
The work of the teaching staff in any variant of alternate Li /L2 (by
days, AM/ PM switch, preview-review, or language dominant groupings)
may be greater, as Wong-Fillmore notes; but teachers are not feeling
exhausted from "switching gears linguistically" or uneasy from nonidiomatic translating, as in the Concurrent Translation approach. Nor
are they mixing languages. The language models, primary language and
English, are clear. Since teachers cannot "401 baCk" Gn English for
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enrichment materials in a school subject, children will benefit from more
complete presentations of subject matter in their primary language. The
requisite addition of cognitive-competence (Cognitive/Academic
Language Proficiency) to the linguistic competence (Basic Interpersonal

Communicative Skills) primary language speakers bring to formal
schooling will be 'facilitated by the alternate L /L2 method of lesson
delivery.

3. What variety of the primary language should thli teaching staff use?
Unless the bilingual community and parents of the children involved
decide otherwise, the bilingual program teaching staff should speak an
informal standard variety of the primary language: one that reflects their
country of origin, if they are native speakers, or their training, if their
secsmd language is the minority language. Every language, of course,
includes specific manners of speaking, or "registers" which differ, for

example, when educated adults are speaking to each other or when
educated adults are teaching children. Every language also has certain
ways to signal affection, acceptance, or closeness; and the primary
language teacher must freely speak this way to the children. Frequently,
teacher aides will be drawn from the minority language community and
will naturally speak the local variety used in the children's homes. This is
always an asset for the bilingual program. Teachers need to reflect their
professional training in their use of the primary language; but this must
never be done at the expense of their students' self-image, which is based
on the language variety they bring to school. Thus, primary language
teaching must be based in the variety the children bring from their homes
based on the local adult speech. If this variety contains forms different

from that of some of the teaching staff, and it invariably will, these
should not be "marked" by singling thim out for covrection. The

American Association of Teachers of Spanish and Portuguese
recommends that:

Especially in the case of learners 'Anse dialect differs
markedly from world standard Spanish, the first weeks,
months, or even the entire first yearshould films patiently
on developing their self-confidence as speakers and writers of
their own kind of Spanish. (Gaerdner, 1971, p. 5)
AU studies of non-standard varieties of language or "social dialects"
demonstrate very clearly that the number and frequency of non-standard
forms spoken is very small, and these "do not interfere with
communicative intent. The primary language, and any and all languages

that are "alive" (i.e., spoken), are rich in varieties or dialects: Central
Standard Mexican Spanish, that spoken m Jalisco, Michoacan, and
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Mexico City, is different from the Spanish of La Habana, Cuba; the
"Carioca" of Rio de Janeiro is different from the Portuguese of the
Azore Islands; and the Cantonese of Canton is different from that of
San Francisco. These differences (or "non-standard" forms) in phonology, vocabulary, and intonation patterns do not make the language varieties mutually unintelligible, since the underlying semantics as well as the
syntax are rarely at variance. A recent example is the showing of old
American western television programs, e. g., "Bonanza," "Gunsmoke," and "Little House on the Prairie," which are very popular in
Castilian-speaking Spain. They are telecast with dubbed-in Mexico City
Spanish. Everyone in Spain understands and enjoys them in spite of
many differences in vocabulary, phonology, intonation patterns, and
even grammar or syntax. Unfortunately, there frequently is prejudice
against non-standard sped, ers of any language, and this includes their
children. However, formal Jifferences between regional and social
language varieties, or "dialects," are really superficial and meaningless
when viewed in terms of the basic goals of bilingual classrooms. The sen-

sitive bilingual teacher will accept the children's speech patterns,
phonology, and vocabulary, and then carefully extend them to
demonstrate. over and over again, that there are many different ways to
say the NUM. th::1g. Alar.:A any bilingual staff, from disparate primary
language backgroun
variety of social dialects can be naturally
.

demonstrated to the cnildren. The teacher can also dimonstrate the
forms most appropriate for various domains of use, e. g., informal joketelling vs. answering the bishop at confirmation.. Children can thereby
add social dialects to their primary language repertoire, becoming additive bilingual speakers. Frequently, too, purchased primary language
reading materials reflect a regional variety of the language, and the
teacher can note these variations to the children.
It has been noted by researchers on child language acquisition that
many so-called "errors" children make are developmental and will
disappear as they mature. Common Spanish language examples, due to
children's overgeneralization of regular verb patterns, are "Yo sabo
eso" and "Yo lo hazo." Such overgeneralization is a language acquisition strategy all children use (" "tuned'" and "feets" are English examples). To correct such "errors" is not useful for two reasons:
(a) Research on child language acquisition shows that children apparently do not process such correction and continue to produce the
overgeneralized form until the correct irregular form is internalized
naturally as an exception to the pattern: "runned-ran" (Slobin, 1971).
(b) When children are corrected, they may shift to use of a more
primitive form, and may even be rewarded for this. Providing a good
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primary language model with comprehensi re input is a much more productive technique than correction.
Since children live in communities where languages are in contact, very
frequently, En 'eh words are mixed into primary language sentences or
anglicized f 4" are used: "es an sitysauper" and "voy or corrector

eso." In areas where much Black English is heard, this may also be
mixed in. It has been shown (Hernandez-Chavez, 1980) that these
"borrowings" may serve as initial steps in acquiring a second language,
as "place holders." Again, the bilingual teaching staff need only take
care not to mix languages in their teaching and continue to provide clear

primary language models. Teacher attitudes are important. Many
bilingual teacher trainers, workshop leaders, and researchers in bilingual
classrooms have noted the very apparent prejudice often demonstrated

by bilingual teacheri toward a child's use of "non-standard" forms of
the primary language, particularly with middle-class, Mexican-American

teachers or those trained professionally in South American countries.
This attitude clearly negates many of the benefits of bilingual schooling.
Stigmatizing, in any way, a child's home language, always produces bad
effects, lowered self-esteem, lowered motivation to learn the primary
language, sometimes even a disassociation from the family's culture.
Bilingual teachers with negative attitudes toward regional varieties of the
primary language need to re-examine affective aspects of the teaching
process and root out this prejudice. The variety the children use must be
respected and extended in a non-judgmental way.

4. Wby and bow can we ensure the prestige of the primary language in
school settings?
Whenever a primary language or language variety is disvalued by the
dominant culture, its place in a bilingual program is less secure. Conversely, certain primary languages (c. g., French and German) confer

prestige upon their users and may serve as a marker if an educated,
cultured person. Andersson (1976) notes that 15 yea s ago, even "bilingual" had totally negative connotations. Specifically, it "meant Mexican, that is, poor, lower class, uneducated, and, we inferred,

uneducable" (p. 498) to educators in the Southwest. Thoiigh such
linguistic prejudices are totally irrational, they still exist; and w: cannot
simply ignore them. Rather, professionals in bilingual education need to
demonstrat
msciously the prestige of primary languages other than
English.
We know that bilingual children quickly learn the relative prestige of
their primary language vis-ii-vis the dominant language, English. This is
made explicit by bilingual teaching staff in several ways, the major one,
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of course, being the proportion of the primary language the teacher uses
in formal tea !zing as well as the choice of language used to talk to aides,
student teachers, colleagues, and important visitors from outside the
school.
There is also evidence that teachers tend to speak the primary language
consciously and deliberately, while using English in a spontaneous and
casual (unmarked) manner. This also is communicated to the children

(Shultz, 1975). 2thcr unconscious "markers" are found such as bilingual teacheesTrequent switch to English for all disciplinary speech, or
to signal an important transition in teaching (Legarreta, 1977). Many bilingual programs teach*"core" subjects (reading and mathematics) and
use the primary language only for electives such as art and music (Lesley,
, 1972).

To counteract all these practices and thereby raise the status of the
primary language, bilingual teachers must first become conscious of their
language choices in and out of the bilingual classroom. Then they need to
monitor their language choices to ensure that the primary language is accorded prestige. One bilingual program provides these directions:
The teacher should address other adults in Spanish in order to

show the children that the language has prestige among
adults. The teacher should be particularly careful to address
outside visitors who know Spanish in this language.
(Ramirez, 1974, p. 13'6)

It is very important for all children in a bilingual classroomboth
Minority and majorityto hear the primary language used by classroom
teachers and aides, resource teachers, ESL pull-out teachers, cross-age
tutors, parent volunteers, and the principal for informal, everyday communication, and for the salute to the flag, a formal event.
Language minority children will feel reassured that the language they
*,eak at home is also a *bool language, appropriate for educated people

to use. The English-speaking children will take notice also that the
second language with which they are struggling is used in everyday situations by educated, powerful adults. Frequently, bilingual staff who have
acquired their primary language fluency as adults need opportunities to
'practice some domains of language use not taught in language classes:
how to convey acceptance, skepticism, how to joke, gossip, or negotiate,

etc. Native speakers can help by providing opportunities for such
primary language practice, rather than switch to English, in the teacher's
lounge, on the playground, and in social situations such as school events.

An excellent opportunity to utilize the primary language is in the inservice training necessary in bilingual programs.
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Bilingual teacher trainers report that they personally address colleagues at their universities and colleges in the primary language. They
also help student teachers to become less self-conscious when they use the
primary language in teaching. One professor commented:
Student teachers need to hear courses such a< "Educational

Psychology" taught in the primary languagetheoretical
courses, as well as the practical, methods coursesand more
of us are doing our lectures in the primary langulage.

Workshop leaders, too, are presenting many more training sessions in
the primary language.
At the school site or district level, on-going course work in the primary'
language can be offered through arrangements with local adult education
programs. Many teachers who are not working in bilingual programs are
anxious to improve their own language skills. Principals, as educational
leaders of a school, can serve as effective models to the school staff by
enrolling, as can school board members. Sometimes, bilingual programs
seem isolated within a school or ignored or envied by non-bilingual staff.
Some teachers' lounges appear almost segreg med. To overcome this and
encourage the free flow of information and teaching techniques so vital
to a school, two-way bilingualism would be ideal since all children would
be better served. As a first step, there are useful booklets, c. g., SpaAish
Phrases for Schools. (available from P.O. Box 28, Fullerton, California)
to help all school personnel communicate more effectively with primary

language children. Parent classroom volunteers can be encouraged to
begin the process of becoming bilingual- also. One program has a bilingual teacher exchange program with Mexico, which includes sharing
of research information.
For students from English-speaking homes, the second language component in a bilingual program is an excellent vehicle for adding prestige
to the primary language. These lessons aced to be planned, of high quali-

ty, e. g., comprehensible and personally meaningful to the students.
Their place in the curriculum is analogous to the ESL component, which
invariably commands "prime time'" in bilingual programs. Here, again,
opportunities for natural language use abound, with primary language
speakers available for peer tutoring and practice. Outside the classroom,
opportunities for primary language use are endless: mealtime conversations, playground interaction, planned games at recess, music and dance

outdoors, on trips to points of interest in the primary language community, and in sports events. The kind and amount of encouragement L2
learners receive from their first prbduced words forward is important.
It has been demonstrated in several research studies that children from

primary language homes almost immediately model their language
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choice on that of the teacher (Bruck et al., 1979; Legarreta, 1977). When
teachers, as a matter orcourse, respond in English to students' questions
or comments in the minority language, the message is unmistakable. To
ensure primary language status, children must hear it being used.
Other ways to enhance the prestige of the ptimaryplanguage include inviting prominent persons who speak this language to talk to the class or
to assemblies. Clergymen, businesunen, store owners, professionals, artists, union people, alumni of the school who have gone on to college,
and locq.1 sports figures, are usually willing to come. In the classroom,
the prestige of the primary huiguage is enhanced by using poetry, drama,
and literature written in the countries when primary language children
have their roots. &good supply of attractive reference books and dictionaries in the primary language that are appropriate to the classfoont,
levels of the children are also essential. Too often, a large and colorful
seta:doll of hardcover books for English pleasure reading can be found
in bilingual classrooms, contrastingwith i much smaller selection of colorless dog-eared paperback books, alphabet level books, and basic
reader series in the primary language. More subtle markers to increase

primary language status include equality in size and placement of
classroom labels in each language, relative importance of posters in each

language, student work, instructions on the blackboard, and so on.
Stopgaps such as covering the English text on worksheets in mathematics
with a 'termed translation in the primary language also help, though
commercial workbooks are better and available. Signs in public areas of
the school site in both
halls, bathroom, and cafeteriaalso
signal the relative im
of the languages.

5. How can primary language use be monitored: a formative evaluation
process?
Monitoring of actual language use is a valuable formative evaluation
measure, since bilingual teachers can consciously modify their language
choices depending on the results of the monitoring. If is important to
note, once again, that language choice for important language functions
in the classroom such as "solidarity" and "cooling/disciplining" need
to be considered as well. The bilingual teaching staffs choices between
the primary language/Englisl' t are important signals to linguistic minority children.
,
Is it necessary for teachers in bilingual classrooms to "monitor" their
language use? Clearly, research tells us the answer is "yes." Lesley
(1972) fcand that in 21 bilingual programs in California, teachers in six
classrooms used English over 75 percent of the time; another 12 used
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English from at least 50 to 75 percent of the time, and three used 25 pet-

cent gnglish. These results were based on the teacher's -self- report,
,which, unfortunately, is not reliable, since many balanced bilingual
speakers are not consciously aware of which languap they are using at a
given time (Gummi. 1970). Many bilingual teaclum are convinced they
are teaching in Spanish much more of the time thiquiguanthadve assessment, an actual count of their Spanish and Eiiglish talk shows. In the
writer's research in bilingual classrooms (Legarreta, 1977), teachers and
aides have been confident that they use Spanish and English about equally. When classroom interaction was assessed quantitatively to arrive ct
actual percentages of Spanish and English used, it was found that in
classrooms using Concurrent Translation, English was used by aoth the

teacher and the aide, on an average, nearly three-quarters (72

percent) of the time; and Spanish was being used just over one-quarter
(28 percent) of the time.
In this research, a quantitative coding technique, the Flanders Intensedon Analysis Instrument, was adapted to be used in a bilingual setting;
and the functions of talk teachers and children use (warming, amplifying, directing, responding, correcting, and cooling) were noted.
Classroom interaction was tallied every three beconds, 100 tallies every
five minutes of classroom time. A full clan, day vim coded for the four
Concurrent Translation classrooms and two days in the Alternate Lin-2
classroom. Al! bilingual dassiooms had native Spanish-speaking
teachers and aides.

In the four classrooms utilizing Concurrent Translation as the
lanpage model, English was spoken most of the time by teachers and
pupils. The range was 59 to 84 percent, with an average of 72 percent of
English used during a typical session by teaclums.
In contrast, in the Altanate Periods model, teachets produced nearly

equal amounts of English and Spanish (53/47). Spanish-speaking

children spoke English to the
faide an average of 71 percent (of
the time in the Concurrent Translation classrooms with the range being
52 to 93 percent. Again, the Alternate Days classroom maintained parity
in language choice by pupils (49 percent).
Since there was considerabk symmetry between tencher talk and
Spanish-speaking pupil talk in all classroom considered, it appears that
Spanish-speaking children reflect the language choices of teadteriaide,
regardless of the bilingual model used (Concurrent Translation or Alternate Days).
This represents a dramatic shift in language use by Spanish-speaking
five-year-olds in Concurrent Translation classrooms. In the shot span of
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about nine weeks of formal schooling, children who speak only Spanish
in' their
neighborhoods, and churches are apparently already
reflecting the vastly diff ereet language input in the schools by bilingual
teacher/aides.
.
(

The study also shale(' that bilingual teachers tin the Concurrent

Translation classrooms used an average 77 percent English for "solidarity" functions te.
warming accercing or amplifying Pupil talk), while
the Alternate L1 7L2 teaching staff used much more Spanish (72 percent)
for this finction. For giving directions or directing pupil wmt, Concurrent Translation classrooms averaged 72 percent English and 62 percent
Spanish for, Alternate Li /L2. interestingly,
classrooms, including the
Alternate Li /L2 classroom, used English well over half the time (58,to

91 percent) tp discipline (cool) mils. In the Concurrent Translation

classrooms, there were 189 instances of switching language (70 percent
from English to Spanish), since English was used so predominantly. The
Alternate LI /L2 classroom rarely &itched (11 instances), and switching
was from Spanish to English to reprimana Black and Anglo chiklren.
Recall that all teaEhing staff stated that the primary language and
English were being used equallY. Howeve, this only occurred in the
Alternate Li /L2 approach. Here, again, solidarity fumions of lam
were generally in the child's vernacular, while cooling and correcting
fkinctions were more equal in each language than in the Concurrent
Translation classrooms. Additionally, a consistent language model was
presented to the mils, with code-switching occurring very infrequently.
Since the ethnic mix in the bilingual classrooms was 63 percent Spludshspeaking, with about half of these children being monolingual Spanish, it
seems fair to conclude that the language choices of the teachers/akles in
the Concurrent Tmnsladon model were far from optimal: They did not
reflect the classroom ethnic mix, nor the communicative repertoires of
the majority of pupils served, nor the goals of bilingual education. Instead of producing bilingual pupils, a language environment so heavily
English-dominated .discriminates against Spanish-waking pupils and
discourages Anglo pupils from learning Spanish as well. Rather than being bilingial education, capitalizing on the unique linguistic and cultural
backgrounds of Latino children, the Concurrent Translation mockl
studied is a rapid transition-to-English woman.

Despite teachers/aides' sincere' and malicious commitment to bilingual teaching, they seem overwhelmed by the pull of the rminant
"A Pupil's Language Use Invenuny" (Fishman ri vi., 1971g given in Spud* to all
Spanhh-spenking purdls,

cated that Spanish was spoken oveswhetmingly (95 percent)

in the dcanains of name, neighborhood, dwelt, and mess.
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language and culture, with the result that English becomes the classroom
language. This phenomenon was also noted by Shultz (1975) who saw it
as another maniple of an implicit decision by bilingual staff that English
was the "advantageous and natural language of .the classroo-m."
From the above, it is clear that bilingual teachers need to self- monitor
their language use. Ways to do this include:
-

(a) With a tape recorder the staff in each classroom can tape one
another randomly over several days, Being sure to include all subjects

and activities in a typical class day, using a separate tape for each
teacher. As the tape is played back, stop the playback at every language
choice or change a teacher makes while writing down the number of
seconds each language is used, timed with a stopwatch or clock with a
second hand.
(b) A simiSle coding technique can be learned in an hour, and language
use of bilingual teachers and aides can be easily monitored by a resource
specialist as a means of improving the delivery oh bilingual education.
(See Appendix 1 for sample coding sheet.)
(c) A classroom language checklist may also be prepared, with a profile of language choice by subject matter, groupings, and activity. Then
teaching staff can time, with a stopwatch, their actual instruction in the

primary language. This "self-coding" is tedious, but results are 11huninating.
(d) Videotaping has been used, but it is costly and time consuming. It
is an excellent training vehicle and the most complete way to monitor
language choice.

Natural Resource for Natural Primary Language Use
As noted in the introduction, research evidence indicates that
threshold proficiency in the primary language will assist in academic, success and in acquisition bf English. To acquire this level of picificiency,
the school bilingual program is crucial. Equally important is "the home,
where linguistic minority children acquire their basic language skills. En-

couraging parents, older siblings, relatives, extended family, and
honorary family membirs (godparents, etc.) to use the primary language
freely with the child is essential. Families, especially mothers (Cohen, in
miss) have many misgivings about using the primary language. They
sometimes feel a Child is wasting time by not studying in an English-only
classroom. They need much reassurance that the chid kerns better in the

primary language; that they, the parents, are expected to help With
homework and be involved in tineir cidlirs education and that the child is
also learning the English language at school.

The full utilization of family resources must be part of the ongoing
parent involvement component. Bilingual staff need to visit homes early

11g
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t

in the year to explain bilingual education and its advantages/to children.

(A suggested diagram to help explain linguistic hit

ence to

parents will be given in Appendix 2.) The primary language nk.between
home and school.can be forged in a wide variety of ways er the initial
home visit. Some suggestions to the families coil' include:

1. Having parenti,and /or older siblings, literate in the primary
language, read stories aloud to the child. Durkin's (1972) study indicates reading alougl to yodng children is the single most effective
key to reading success.
2. Participation in the home-school library-program, where children
bring primary language stories, magazines, and book
weekly
for family use.
3. Encouraging parents, relatives,,,and honorary family members to

tell stories, folk tales, sayings, riddles, jokes, etc., from the

fM

primary, language culture to the children.

41.

4. Wider use of radio and TrPrograms and movies in the primary
language. Teachers can prepare a monthly list of these and other
commtmity cultural events given in the primary language for
parents.
5. Flexibly. scheduled visitik to the classroom, 'including babies and
relatives, to learn about bilingual education fibthand.

,6. Request for cooperation ,f parents when children are preparing
assignments. This includd help witkhomework as well as sharing
memories when class is making family trees, writing
autobiographies, letters to 'relatives, etc.
4

7. Encouragag parents to share records, photos, letters, artisanry,
etc., Prom the primary language culture, with resionsible use
assured by the teacher.
S. Encoufagin,g parents or relatives to share their cultural knowledge
of growing, preparing, and preserving food and medicintd plants,
traditional celebrations, music, dance, poetry, clothing. etc., with
the school.
9. Providing in- service training in the primary language to parents in
how tot help with homework, through home visits, meetings, notes
home, eta.
Bilingual teachers will also find many resources within the school. Too

often, the bilingual program is a separate "
isolation is cpunterproductive to learning. RI

.

" in a school. This
teachers need to

reach out to all the school staff, both to reassure them, and to exchange
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teaching

that work for all children. Resources in the district must
be located: Sometimes it is a treasure hung in that more materials are
available than was thought. Community people, including clergymen,
professicmals, businessmen, athletes, musicians, artists, and union
people fluent in the primary language can be good resources.
Recess and luqch period can be used for natural primary language
input to informal settings, using teaching staff and groupings of 'tb rat
friends" to cue primary language use. What follows are practical sun'sdons for natural language use at school:
. Lumping arts, literacy, and creative writing. (Remember that
literacy and writing are presented together in the countries of origin
of InnnY Fijian' languages-)

2. Hot

School Library Programchildren take home books on a
weekly basis written in primary language to read to parents, for,
parents to read, for references, etc.

3. Story chartsof children's siories in primary. lafiguage to be
illustrated by children and parents.

4. Autobiography of each child with family tree and photos
(on loan) of family members through grandparents: Make a class
book of these and include teaching staff and principal.

5. Sayings and rkidlesfrom their parents: books of examples,
illustrated by children, in thIclassroom library.

6. Recipesgathaed and illustrated by children, with their comments. Some can be tried out in class. cooking projects.

1. Board gamesin primary language, crossword puzzles, word
bingo, and scrabble.

8. Cant write own captions on culturally

relevant comics

(Hispanic: Los Agachados, Afqfaida, etc.

9. Much recognitionfor fluent primary language readers in school
and community. Example: Certificate when 10 books in primary
language are completed, plus letter in primary languagi to parents
of this achkvement.
10.Class-mode boolts-:on field trips, pets, birthday parties, favorite
songs, etc 9 in Primal"'

11.Dictatir by teacher.
12. Teacher and dosscollect menus, newspapers, comics, songs,
recipes, filmstrips, fashion - beauty- sports magazines, short books,
advertisements, etc., in the primary languages of the children so
that the learning centers are fresh and intmesting. These can be
mad* with individual "curets" or spaces made with cardboard
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boxes. Children can work undisturbed with self-chosen primary
language materials.

13.Language mosteremade from children's language variety, e. g.,
different ways to say "X." txample: cacahuate inani for peanut.
14. Teaciterin 1C-3; and later, the children timmselves, can write
down taped stories in primary language4
Children- --draw and caption pictures to illustrate stories read to
them in primary language.

-16.Poetry and rhymesin primary language on large
chartschildnin's use of syllabizatipn and recognition; illus*ates
voltabulary, word patterns, and rhyming words;
words right away.

best to use new

17 .Picttue cards for vocabularymade by children.
1.8,liallY worn Pionw-in primary language, discuss with class in circle
time.

19.Children write letters to relatives take to post office and mail.
20. Chime write captionsfor photos and pictures teacher brings in
lanitunice.

21.&equent group discussionsin primary language on relevant

topics, e. g., why people come to the United States, frightening

experiences, how people celebrate holidays, etc.
22.Puppets, doll corner, petsare good contexts tb encourage informal primary language practice. 23.1-istening poststcries in primacy languages, followed by discus.sion.
24. Class produced dialogues, "lays, and dramatized4stOries.
23. Published credtive writing(mieneographed) in school neWspaper.

26. Anal book reportsweekly, in the primary language to build confidence.

27..Songborikof primary language songs from homes.
26. Cleats puzzlesusing a grid (teacher made) for question-asking
skills.

29.Peer tutorsfluent in the primary language, for informaal practice
on a regular basis; they can reinforce learning.
30. Creative writingin the. primary language car; be published in local
paper; recognition is important.
31.a/welly relevantart and craft activities encourage natural
primary language use and parent involvement.
32.Afusic.prograrncan use the primary language and be based on
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culturally-relevant materials.

33. "Generative Word" literacy method (Freire) can be used,
eliciting important words in the primary language from the class
and illustrating them for personal dictionaries.
By using such resources within the home, classroom, and school, the
effective use of the child's primary language will be assured. Cognitive
competence and school success will follow, for all children.
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Appemliz 1

CODING LANGUAGE CHOICE
The writer used a modified interaction analysis instrument, based on
work by Flan&rs (1970). The following categories were used:
E
What butipage is being used? Spanish or English (in columns).
2.
Who is vomiting to wham?
Code 1 = Teacher

Code 2 = Aide
Code 3 = Hispanic Student
Code 4 = Anglo Student
3.

Code 5 = Group (1. e., whole class)
What is the speaker doing? functions of speech:
Solidarity functions: I = Warms, 2 = Accepts, 3 = Amplifies.

Others: 4 = Elicits. 5 = Responds, 6 = initiates, 7 = Directs.
Distancing functions: 8 = Corrects, 9 = Cools, 10 = Silence or
confusion.
01. Warms a praises or encourages student action or behavior.
2. Accepts - uses ideas of students by darifyMg or inccrporating their ideas.
3. Amplifies a builds upon or develops student ideas.
4. Elicits A asks a question of student.
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Appendix I (continued)
4.

What is this event?
An event consisted, in this study, of a verbal interaction sequence

characterized by a stable setting and grouping of pupils, and
usually, adult initiated. A slash mark (I) indicated a change of
event. Marginal notes were used to clarify events. Time bounding
of a series of events (an activity) were also noted.

A sample of coding looks like this:
OBSERVATION TALLY SHEET
OBSERVER: DL

SPAN.

ENG.

DATE: 12/5
NOTES

TEACHER CODE! Aguirre

SPAN. ENG.

Activity:
Circle time

Math
Activity

Carlos

4

SPAN. ENG. NOTES

NOTES
9:17

*limy Meet,

132

TIME: 9:10

.

Quieres

deck

133

nuct?

hies..

133

107

O.K..
stand up

107

to play
"Simon
says"

to 35
tallies

to 70

to 100

tallies

usWes

The observer codes every five seconds. or 12 times a minute. Marginal notes (Activity.
words, etc.) arr. optional. Coding should span several segments of different classroom activities to indicate the language choices of the teaching staff.
In this sample, "132" shows that a teacher was accepting what a Hispanic child said at
9:10. The teacher switched to English after 15 seconds to direct the group.
A

1. Responds = answers student questien, lectures, etc.
6. Initiates = gives direction or suggestion to someone.
7. Directs = commands or gives order to which student must comply.
8. Corrects = rectifies student answer, Justifies authority.
9. Cools = chastise student verbally to change behavior.
10. Silence or confusion = quiet or chaotic time.
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Appendix 2

SOME SUGGESTIONS FOR SAMPLE MATERIAL TO INCLUDE
ON A HOME VISIT TO FAMILIES OF PRIMARY- LANGUAGE..
DOMINANT CHILDREN
I. It's good to bring photos of the children and some work in the

primary language they have done to focus the visit on the children at
home and at school; it's also a good icebreaker.

2. Be sure to reassureespecially mothersthat children are not

"wasting time" by being taught in their primary language and also
that the school is providing instruction in English everyday.
3. Reassure parents that being bilingual is an asset vocationally today in
California, but especially if the children can read and write in both
languages. Also, note that being bilingual aids cognitive ability by
showing diagram below.

4. A clear diagram to illustrate the linguistic interdependence of
language acquisition by children, which shows that learning in the
primary language helps children learn in English.

6
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5.

Suggest ways parents can help the child and the bilingual program.
Stress speaking a lot to the chime in the primary language by an the
family and other sources of language mentioned earlier.

6.

Encourage family to participate in the bilingual program by sugtasting specific ways: Be flexible and try to make visits to school

7.

possible and convenient.
Encourage parents to suggest additional ways they could pkrticipate

in the bilingual program and their child's education.

L Try to capitalize on family trips to country of origin or arrival of
relatives in the school program.
9.

Speak the primary language throughout the home visit: it has
prestige in the eyes of the school.

THE NATURAL APPROACH IN
BILINGUAL EDUCATION
Tracy D. Terrell
Introduction
APPROACHES TO SECOND LANGUAGE instruction today may
be classified as communicative or grammar based. In communicativebased instruction, goals, teaching techniques, and student evaluation are
all based on behavioral objectives defined In terms of abilities to cammunkate messages. For example, can the stutkats describe the place
where they live? Or, can they recount an incident that took place before
they arrived at school? In grammar-based instruction, goals, teaching
techniques, and student evaluation are defined in terms of accuracy in
grammar usage; for example, can the students correctly use the two
forms of the verb be in the past tense? Or, can the students form tag
questions?
Grammar-based approaches are most successfid in contexts in which
the goal is either a knowledge of grammar or the ability to produce grammatically correct sentences in a limited communicative context.

Grammar-based approaches such as grammar translatkm, audio, or cognitive-code have been overwhelming failures in preparing students to function in normal communicative contexts. This has led
the profession to modify the use of these approaches in the direction of
communicative-based approaches, especially when teadting a second

language to language minority children. In these cases, English as a
second lanmiage (ESL) instructors, for example, are aware that the instructionar goals must be immediately relevant to the functional language
needs of their students in learning to live in a different kinguage environment.
Several comniunicadve approaches have been reported in the profes-

siostal literature: Loaanov's Suggestopedia (Bancroft, 1978; Laranov,
1975, 1978), Curran's Community Counseling-Learning (Curran, 1976;
LaForge, 1971; Stevick, 1973, 1980), Galyean's Confluent Education
(Galyean, 1976; 1977), and Terrell's Natural Approach (Terrell, 1977,
1980, in press; Krashen and Terrell, in press) to mention those most

widely used. All are derived from the same philosophical position
regarding language instruction: that the ability to communicate messages

in spoken or written form is the primary goal of instruction and that
classroom activities, textbooks, and other materials (as well as the
evaluation of student progress) are formulated in communicative rather
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than grammatical or structural terms. In addition, they are based
Implicitly (or smnetimes explicitly) on the same theory of secondlanguaae acquisitits, namely, that in order to acquire language, students
need a rich acquisition environment (Blair, in press) in which they are
receiving "comprehensible input'? in low anxiety situations (Krashen,
1977; 1978; 1979; 1911; in press).

Unfortunately, the specific techniques of both Suggestopalia and
Community Counseling-Learning are not easily applicable to normal
elementary and secondary classroom situations; and I will not discuss
them further here. Gabman's humanistic tecludques, on the other hand,

are en* consistent with, the phiketopty and practice of the Natural
Approach. [See Galyean (1976) and Moscowitz (1978) for other sources
of communicative-based classroom miivities.1

The Natural Approach, however, is not simply a series of specific
classroom techniques but also a philosophy of goals in language teaching
based on a theory of second-language acquisititm, which predicts hinv
these goals might be met. All Ituman'tehupt possess the ability to acjiuire

second languages if they can receive "comprehensible input" in lowanxiety situations. Children acquire second-language competence slovly
but in the long run are swab, indistinguishable from native speakers.
Adults, if they receive " .111
ble lama," acquire language quite
rapidly at first but often have far it difficulty intersedng within a mg/
culture. This, in turn, increases difficulty in obtainift "compnhensibk
input" and limits the degree to which native speaker levels of competence

can be achieved. This does not mean, however, that adults canwit
become quite comfortable in their =mat daily functioning in the second

It does mean that native levels. of grammatical aecuracy,
phonological accuracy, with few exceptions, will not
and specific classroom practices of the Natural Approach are designed, then, to facilitate the natural aquisidon process.
Although there is a basic unity to the approach, there will be some differences in its application to children as opposed to adolescents or adults.
We wilt be concerned specifically in this pdper with the application of the
Natural Approach to second (as opposed to foreign) language English in-

strucdon in bilingual-bicultural eduction programs, kindergarten
through eighth, grade.

Prindphts of the Natural Approach
The evidence from research in second-language acquisition supports

the notion that them : are two rather different ways of internalizing
lansuage. Following the terminology of Krashen (1977; 1978) and others,
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the term acquisition will refer to development of language proficiency
without conscious recourse to rules, while the term learning will refer to
deveimmtnt of language proficiency through the conscious, directly accessibk knowkdge about language rules. Krashen has hypothesized that
those two modes of in
language are interrelated in a particular
way, i.e., acquired rules are used to initiate utterances, while consciously
learned rules are used in a more restricted way to monitor for correctness
and pethaps apwoixiateness. Thus, acquired rules occupy a central position in all languaw use, while consciously learned rules play a more intermittent and peripheral role.

In the Natural Approach, the centrality of the acquisition proixss is
recognized, and the classroom techniques are specifically designed to
acilitate this natural process. This is not to say that learning activities
are not a part of the approach, but their role is always subordinate to
that of acquidtion. In the following discussion, I wiill focus mainly on
techniques for enccuwagint acquisition; it is probable that in most cases
some conscious learning also takes pine.
For the sake of exposition, language skills may be considered by
stages: I. Survival communication skills; II. Extentkd communkation,
beginning literacy; and III. Language for wademic purposes. Stage I
consists of the beginning of Cummins' Basic Interpersonal Communication Skills (BICS), and Stage III correspbnds to his Cognidve/Acadentic
Language Proficiency (CAL?) (see Cummins, 1978; 1981). Stage II is
simply the transition between the two. In this paper, I' will concentrate on
Stages I and II, since the Natural Approach is concerned mainly with the
acquisition of BICS.
There we two basic winciples of the Natural Approach in teaching
Basic Interpersonal Communication Skills: (1) speech is not taught
directly but rather is acquired by mans of "comprehensible input" in
km-anxiety arvirdlItmarts, and (2) speech emerges in natural stages
(Terrell, in press; Krashen and Terrell, in press).
The first principle, that the ability to comprehend underlies the ability

to speak, stems from Oserving both childrin and adults in natural
language azquisition situations. It says, essentially, that we need not
worry about the neurological mechanism of acquisition, e.g., exactly
how each child or adult acquires. If the conditions specified below are
met, acquirers will be successful In obtaining competence in Basic Interpersonal Communication Skills.
Follkwing Krashen (1977; 1978; 1979; 1981), there are three important
conditions that must be met if acquisition is to occur:
1. The acquirer must receive "comprehensible input. "Acquirers must
hear (or in certain cases, read) language they understand. It is impor-
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teat to realize that by untkvstand we do not mean that the acquirers
recognize the meanim of every word used, can interim every grammatical structure correctly, nor that they know the meanings of all
the morphemes in the sentence. What we do mean is that the acquirer
understands the essendal morning of the message communicated.
2. The speech must cont in a message and there mat be a need to corn'nankin, that message. Sentences created only for practice of some

rules and that do not contain real messases to be communicated
may serve smne lettinbtg purpose, but tIwy will not be usefid for
acquisition.
3. Even if these conditions are met, acquisition may not occur if the ac-

quirer is under stress or emotional tension. Therefore, the "corn,prelternibk input" must be =NW& In low-anxiety environments.
Acquirers of all ages need to fed secure affective& in order for the
acquisition process to take place. We will return in some detail, to
techniques for guaranteeing that each of these conditions will be met
in the language classroom.

The second general principle of the Natural Approach claims that
speech will emerge in natural stages during the' acquisition process. I will
conclderIoriefly these stages and return later to each in more detail.

The first stage =skits of a pre-production period labeled the "silent"
period ca. the "pre-gleech" stage. In thlsperlod, the acquirers are concerned with oink* competence in comprehending messages in the new
language. It is the time for getting used to a new phonology (including
supersegmentals such as rhythm and intonation), associating new lexical
items with familiar commas (mostly commie cuticles, qualities, or
events), and with new body language and gestures. Grammatical signals
of morphology (word formation) and syntax (sentence formation) are
justifiably ignored by the acquirer in this period as irrelevant to basic

con

n. This "pre-speech" period may last from just a few

hours to several months. Children acquiring second languages usually
need a longer pre-speech stage (three to six months) than adults (several
hours to several weeks). (For evidence' suppofting a pre-prodwion
stage, see Asher, 1969; Davis, 1976; Nord, 1980; Postovsky, 1974;
Wiiitz and Reeds, 1973.)
Speech emerges slowly but naturally at different moments for different
individuals. The first natural speech to emerge usially consists of singleword responses, of short fixed phrases, or routine ettpressions. These are
usually words and phrases the acquirers have heard and comprehended
in many contexts and feel confident enough to produce. It may consist of
single-word items such as year, no, me, play, go, pencil, and paper; or
routine expressions such as thank you, I'm fine, What you doing? and so
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forth. The transition to the single-word production stage from the prespeech stage to early production should occur spontaneously without any
coession on the part of the instructor. Raving production before the
acquirer is ready will at beg delay language acquisition and force reliance
on patterns and other learned material, and at worst may create blocks to
the acquisition of the new language, blocks which later could prove to be
quite difficult to remove.
If the acquirer continues to receive suffkient "comprehensible input"
and the affective coalitions for acquisitkm are met, speech will continue
to improve in fluency and correctness. Acquirers will slowly expand their
lexicon and grammar, producing longer and longer phrases as they begin
to acquire the rules of discourse and the broad range of skills we refer to
as communicative competence. It should be remembered, however, that
forcing students to produce speech that is more complex than their
acquired compinence will only slow down the process.
The important point is that the instructoes primary responsibility is
not to force speech prodFtion but rather to create The necessary conditions for acquisition to take place. Speech will emerge when the acquirer
is given the opportunity and need to speak in non-coersive,ow-awdety
situations.

Natural Laninage Acquisition Situations
Let us ormaida briefly informal evidence for the above claims taken
from natural.language acquisition situations. We will examine children
and adults in first- and secoml-lammage acquisition musts.
.
Children, when acquiring their fist language, are in opdmal situations
for language acquisitkm. Those who take care of children assume that
MO will acquire language without any explicit teaching although a few
people have the mistaken belief that they tenth their children to speak.
Children are given a long pre-production period: Caretakers speak tai
their childr en seeking to convey =sages long before they utter their
first words. In addition, all of the candidata for acquisition are met:
Caretakers do not speak to children ailtdessly but try to convey messages;
for the most part, then messages are important to the children in their
interactions with their environment and the people in their environment.
Caretakers neither drill children ;am create grammatical exercises for them. Children's attempts to comprehend, and especially their
attempts to protium speech, are greeted with praise; and they are considered to be successful even when they only partially comprehend or
make the barest attempt at production. Simply put, caretakers have high
expectations for eventual success (all normal children acqiire their first
language at native levels of basic interpersonal communicative cam-
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petence) but are accepting of imperfect stages in the-process. This acceptance of errors and incomplete utterance encourages children to continue

to interact with success in the language they are acquiring. This is the
case in spite of the fact that many caretakers mistakenly believe that they

indeid do correct childrai's errors and that it is this correction that leak
to language acquisition. Finally, children are immersed in "comprehensibk input" from many sources for masmhours of the day. It is no wonder

that the acquisition process works so well in child first-language
In situations of child second-language acquisition. conditions may not
be as optimal as in firmlanguage acquisition, since Children are usually

aware that they cannot interact in the new language as can native
speakers of their same age. This can inhibit them, especially in initial
stages of seeking and obtaining contacts with other childrat and adults.
However, in most cases, children acquiring second languages Me allowed
a pre-production period in which they begin to comprehend but are re-

quired to say very little. In their early attempts at speech production,
children will make many grammatical errors; however, these are normally accepted by native speaker peers and adults without too much fuss. Indeed, since children are usually allowed to respond of even initiate conversations vfith very short utterances, errors are not as apparent as they
might be were the child to be forced to produce large amounts of speech.

the child continues to obtain "comprehensible input," progress in
fluency and accuracy in the second language is steady.
Adults in natural second-language acquisition contexts, for example,
immigrants to another culture, experience many more difficulties in ob-

taining "comprehensible input" under optimal conditions. First of all,
although we simplify our speech in order 'to make less competent nonnative speakers understand, it is difficult to judge the necessary level of
the non-native speakers until we have Interact& with them for more than
a few initial it "1 It is not always easy for non-native speakers to ino the new society in such a way as to make friends
-tegrate themselves
who will be interested enough in communicating with the acquirers to
take the time and trouble to talk to than over extended periods of time,
making their speech comprehensible. In addition, the process of speech
simplification so necessary for making the input comprehensible is not as
easy in the case of adults as it is for children, since adults tend to be interested in more complex topics of conversation and have communicative
needs that require much mote sophisticated levels of language than do
children. Thus, adults who have to deal with the difficulties of living in a
new culture will tend to cohcentrate on being in the company of those
whit speak their language.,
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Adults are more aware of correctness in language and find iternuch
more difficult emotionally to speak with reduced structures and a high
level of grammatical incorrection. This seems to be a self-generated fedins of inadequacy since, for the most part, native speakers of a language
do not overtly correct foreigners who are acquiring the language Any
more than they do with children.
In comlusion, the same factors that guarantee successful acquisition
of a first or second language for children are also necessary for adult
language acquisition. But while most adults are successful, if imperfect
acquirers, they usually have mose difficulty than children.

Talc**. Behaviors In the Natural Approach
The primary factor in reaching acceptable levels of competence in
basic interpersonal communication is "comprehensible input." Most

children in ESL classes have been and are continually exposed to input in
English; often, however, much of the input is not comprehended and is
therefore useless for acquisition. If the
"comprehensible input" the
children receive is in the ESL
they will acquire. but the procress can be painfully slow and
e to their need for interacting in
an English-speaking environment.
the teaclur has two primary
responsibilities: (1) provide a source of "comprehensibk input" such
that the acquisition twocess is begun, and
provide for the comprehenskm of sufficient lexical items (words) in
ns outside the classroom

so that children can begin to 'make use of other sources of .input. This
would include input from older sibling whose English is more advanced,
teachers, administrators, and other English-mnaking adults, Englishspeaking peers, and so forth. The more quickly children can like advantage of sources of input other than the ESL instructor, the faster will be
the progress in acquisition.
In the classroom, instructors must:. (1) create a necessity for COW

munication of some message, (2) annmunicate a message, and (3)

modify (simplify) their speech until the students understand the message.
There are several general modifications Caretakers make in their speech
to children or which native speakers make in their speech to foreigners
that arc helpful in ensuring comprehension (Hatch, 1979).
Before examining these important speech modification techniques, it
should be stressed that translation via the native language of the acquirer
is not necessary or even doing*, except perhaps in exceptiomd circumstances. If the instructor has asked a question or given an instruction
that has not been understood, it will 6e necessary to modify speech,
repeating the message in several forms until comprehension is achieved.
This modification (often simplification) is what ensures that the acquirer
)
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will achieve input at the correct (I + 1) level (Krashen, 1981). If instructors rest* to translation through their own knowledge of the stildents'
languages or through native speaker teieher's aides, the Input has not
been mack commehenitibk4 rather, the message has been transmitted via
another medium, I. e., the first language. Consequently, the most important part of the input process has been eliminated. Indeed, the process of

modification and simplihcatbm in order to ensure comprehension of
some messase is always more important in terms of acquisition tun is
the message itself. If cmportunities for "comprehensible input" are lost
because of frequent translation, acquisition will be severely retarded.
What is it, then, that instructors can do to ensure cofhprehenSon
through speech modification and simplification? First, it should be em-

phasized that the modifications of speech maim for comprehension
by an acquirer- cannot be consciously controlled to a high degree. Thus,
the following discussion is meant to be a deseririkta of what will happen

to the speech of an instructor whose central purpose is to convey
messages to children with limited English competence. Again, this ohmvation only underscores the importance of maintaining the focus of both
instructor and students on the communkation of messages rather than
linguistic form and correctnas of those messages.
Hatch (1979) reports the general modification to speech that may help
acquirers (see also Krashen, 198(). The first is to talk slower to acquirers.
This daft not mean the speech is distorted nor is it exaggeratedly slow.
For English, this means clearer articulation (fewer reduced vowels, fewer
consonants deleted, fewer contractions, fewer fused forms (do you want
to rather than "jew wanna"), longer pauses at natural breaks, etc.). Also
help:al is increased volume on key words and exaggerated intonation accompankd by appropriate boa language and movement. Vocabulary
can be modified to hwiude high frequency words with fewer idioms and
less slang. The use of pronouns ante reduced in favor of using specific
names of the Intended referents instead of one, he her, us, their. etc. An
attempt to clarify the meaning of possibly unfamiliar words within the
speech context should be made. For example, a mother might say to a
child, "Wherw's your new domino game? You know, the hale black
things with white dots?" Vocabulary acquisition is aided by the use of

visuals, the objects themselves, Mures, and/or gestures that aid in
clarification.
The syntax of speech addressed to learners is often simpler. Sentences
are usually shorter, with less compounding and subordination of clauses.
New information in each sentence is reduced. Often, key topics can be
repeated: Did you have a good weekend, you know, Frklay, Saturday?
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Finally, the subject of the communiattkm will be most easily comprehentled if it is familiar to listeners. For children, this means little
displacement; they should focus on the here and now. For all ages, this
mans using visual aids: pictures, objects flbns, Whiles, acting out, etc. It

means avoiding abstractions in beghming stages and using all sorts of extralingnistic moms to aid compreinnsion or awry meaning since often
the new words cannot by themselves.

Concentrating on comprehension of real messages also means
avoiding the use of languar drills and grammar exercises which, by their
very nature, are out of context and contain no immanent menage to be
conveyed to listeners. (We will return to this position when we discuss the
sorts of acceptable acquisition activities to be used in the Natural Approach.) Here, it is enough to note that traditkmal ESL tires and exercises fail on most accounts to provick "comprehensible input" (no
message, no need) and, therefore, also fail as a source for acquisition.
Yet, as we have noted aka*. it is not enough to give "comprehensible input" with the focus on the message. The acquirers must be in a lowanxiety situation. In Dulay and Bun's (1977) terminology, the instructor

must strive at all times to lower students' Affective niter. There are
several imidelines that, if followed, will help create low-anxiety shuts-

dons: (1) the emphasis should be on the use of language in interpersonal
communication, i. e., the focus is on the students and their needs and
desires as individuals; (2) all attempts at bemuse use should be accepted
and encouraged without overt correction of form; and (3) no attempt
should be made to force production before acquirers are ready.
Since it is important to accept positively all attempts by children at
comnumication, all use of the native language should be accepted. If a
child's native language is not understood by most of the other claim
and/cc the lost/actor, the instrmtor should encourage someom (another
speaker of tiiat language, an aide, an older sibling, or friend) to help out
by conveying the message in F.nglish. Such efforts should always be

shown acceptance. After the message is wide:mood, the instructor
should take advantage of the communication to teach the necessary lexical items to convey that meow in English.
In classes, In which there is a corimm first languar also understood
by the instructor, children should be encouraged to communicate in that
language with the instructor responding positively in English. Such child
LI instructor L2 interchange can be very helpful in encouraging acquisition in the preproduction suite.
In addition to acceptance of the use of the primary language, the instructor must accept all imperfect attempts at expression in English.
Speech is not improved by overt mar correction. Improvement comes in
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time if childrea continue to receive correct input at an appropriate levq.
However, it is probable that "expansion" is helpful. Expansion means
accepting what children have said and hrorporatirig it in correct form in
the instructor's response. For example:
.
Instructor; John, what do you have in your picture?
John: Have dog.

Instructor: Right. Look at John's picture, class. Does he have a
dog? Yes, he does. Do f have a dog in my picture? No, I
have a cat.

Teaching Techniques for Natural

Awdsition Stages
Fre-p4dutdon
I have suggested that all acquirers in natural situations begin the ac-

quisition process by learning first how to comprehend the gist of
messages from input. Allowing acquirers this "silent" period simplifies
the acquisition process in that it allows them a chance to concentrate
completely on decoding without worrying about production skills. In
other approaches (grammar translation, =dialing*, etc.), students are
forced from the beginning to produce language. They must commehend
what is said (no small task), coordinate pronunciation or spelling, attend
to comet grammar, and choose the appropriate words, all In addition to
formulating the.content of wlest,they are communicating. The conphotity of this process forces the instructor to simplify radically the interchange both in content and structure, a simplification that is much more
extreme than that required for "comptehenible input." Indeed, the content of the communication is normally so simple in these approaches, it is

practically imams.
By concentrating on the receptive skills and postponing the production
skills, these difficulties can be avoided in initial stages. Acquirers can

comprehend complex messages more rapidly than they can produce
them. In fact, they need only learn to recognize the meaning of -key
words and attend to extralinguigic contextual clues to be successful at
comprehension and thus begin the acquisition process. It appears that a
pre-production period is so-programmed into the acquisition process that
tipproadtes in which it is not allowed actually slow down the acquisition
process.

There are several classroom techniques that can be used in/the preproduction stage. They involve relating language to either 'movement,
visuals, or both. Let us consider movement first.
The use of movement in language teaching has been proposed most
strongly by Asher (1969; 1977; see also Swan, 1980 for classroom tugges-
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tions) in a method called Total Physical Response (TPR). In this approach, the instructor gives a command that the students execute in class

as a group. Later, after confidence has been built up, commands
are
given to individuals.
A sample lesson may include the following general techniques.
First,
the instructor gives a command such as stand up and actually executes
the command. Then the command is given again, and both the instructor
and the students carry out the commaml together. The third
time the
command is given the instructor indicates that the students should carry
out the command by themselves. If they do not understand what
to do
this third try, then the instructor again issues the command and executes
it with them. After the command has been successfully carried
out, a
second command is added, such as turn around. The sequence is
repeated until the children are successful at carrying out the
command
without the instructor. A third command is added to the first and second
and the umuence is repeated until the participants are successful. Then
the three are given in random order until there is no difficulty in carrying
out the instructions. Attention span for TPR activities varies according
to age. Younger children are easily distracted and often attend
only to
what their classmates do. Older children must be given a wide variety of
activities to maintain interest.
TPR requires no verbal response from children; but some do repeat
the commands out loud, others do not. What is important is that the
children can be successful with this activity without English
speech production. All classroom management language can be taught Via TPR.
The following examples are based on Swan (1980):
1. Movement: stand, sit, walk, turn, stop, sing.
2
Body Parts: touch your shoulders, nose, eyes, ears. haid.
Sample sequence; touch your mouth, sit, touch your shoulders, smile, turn,
touch your head, etc.
3.

Classroom: touch (point to) the wall, floor, a desk, a table, a

window. Sample: touch the wall, walk, sit, touch your eyes, point to
the table, touch a chair, sing, etc.

Although TPR is a logical starting technique for the pre-production
stage, it is also valuable even after the children are talking for
two

reasons: (1) body movement helps to form stronger associations between
language and its referents than dealing exclusively in the abstract, and (2)

increased opportunities for meaningful listening comprehension allows
for the utilization of input for acquisition and should therefore always
precede speech production.
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There are other activities for the pre-production period that can be
done with visuals or objects involving assodation of language with particular children in the classroom, thereby facilitating retention of new
meanings. The simplest of these techniques is to name objects from the
classroom, passing them out to the children one by mu. The key question
is an example of possible "comis Who lsas the_? The f
Recall
that the children will not comprehensible input" for "1'
prehend every word, only the messages. (Words essential for comprehension are emphasized.)
This is a pencil. It's a yellow pencil. Who wants the yellow
pencil? 'picking student who has rabsed his/her hand] Do you
want the pencil, Melissa? Good, here you are. Thank you.
Now, class,' who has the pencil? Does Melissa have the pencil?
[Mast of the class will say Melissa] Yes, that's right. Melissa
has the pencil.
I

I

Note that to comprehend the activity the children need only to comprehend the words pencil, yellow, who, and you if they attend to the context provided by the instructor's actions and gestures. The same sequence
is then repeated with different objects until everyone in the group has an
item. Typical input would sound like this:

Where's the small box? [Students point.] Now where's the
large box? (Students point.] That's right, iainst has it. Who
,has the plastic pencil sharpener? [Juan.] And who has the
chalk? [Aster.] Does Liadp have a piece of paper? [Students
either not heeds or answer yes/no.]
This technique with classroom objects can be combined with TPR, as
illustrated in the following sequence.

Who has the rubber band? [Linda.] O.K., Linda give your
rubber band to Louis. Does Louis have a ruler? (Students nod
no.] Does he have a board eraser? [Students nod yes.] O.K..
Louis, give your blackboard eraser to Linda.
A combination of TPR and the naming technique should beused until
the children can recognize all important words used daily iz. the

classroom situation. It is particularly important for the instructor to
realize that children can quite quickly acquire enough vocabulary at a
recognition level to follow all instructions and even begin to comprehend
some peer talk in the classroom without having produced a single word in
English.
The first language functions using TPR and the children's names will
have as early goals the identification of classroom objects and people,
and the performance of actions in the classroom. Other important goals
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to be included in early TPRinaming activities are descriptions including
comparatives: big, smallest, longer, colors; locations: on the table, in the

corner, under the window; numbers: who has three pencils?, and
forth.
After the rekrvant vocabulary and structures needed to deal with
classroom actions, entities, and their descriptions are comprehended,
some provision must be made to give input involving other activities and
entities not in the classroom, while still remaining in the pre-speaking
stage. This is most easily accomplished by: visuals, especially pictures cut
from magazines and/or slides and
'ps. In fact, a large picture file
encompassing all possible semen
fields (colors, animals, foods, dwellings, landscapes, weather, etc.) is an absolute must for a language
teacher at all levels of instruction. Such large files are simply not commercially feasible, and instructors will have to make their own individual
collections. This is not really as difficult a task if the teacher requests that
students each bring to class a picture to talk about; in a short time the instructor will have amassed a large picture file.
Pictures may be used in much the same way as objects. First, the instructor describes the contents of the picture; the complexity of the
description will depend on the level of children's comprehension:
Here's a new picture. What do we see in this picture? [without
waiting for a response if the students are still pre-production)
A man and a woman. There's a man in this picture and a
woman with him. Here's the man and here's the woman.
[pointing] Who wants the picture of the man and the woman?
[Johnny raises his hand.) O.K., here': the picture of the man
and the woman. This pkture is for Johnny. Now who has the
Picture of the man and the woman? [Johnny.] Right. Johnny
has the pkture with the man and the woman.
In this particular activity, the instructor might have as a goal to use
words relating to identification of human beings: man, woman, boy,
girl, baby, and so forth. The same activity can incorporate family relationships: father, mother, son, daughter, and so forth.
As comprehension increases, the instructor expands the activity to inelude more complex input. For example, the goal might be to teach comprehension of speech describing common recreation ac.'ivities, especially
those in which the students would engage outside the classroom while at

school:
I have a new picture. What do we see? A boy and a girl. The
girl is playing baseball The boy is watching her play baseball.

[Remember, complex words and syntax will not affect the
comprehension if the rhythm, intonation, and emphasis coordinate well with the extralinguistic context.] Who wants this
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picture of the little girl playing baseball? Who has the picture
of the little boy watching the little girl play baseball? Where is
the picture with the baseball?
This technique is limited only by the teacher's imagination altd the
students' attention span. In a single session: young children usally pay
attention to ten pictures or so. Older children may learn to identify up to
20 before they tire of the activity. Often, adolescents or adults can do 30
or more in a single session. The content is also unlimited. One can give
"comprehensible input" in such semantic fields as community professions, clothing, food, geography, and with many other items not easily
transportable to the classroom:
The pre-production stage can bit as long as is needed. Children should
not be forced to speak before the acquisition process has had a chance to
begin developing. Earlier, I suggested that with rank beginners, this may
take from three to six months. In the case of students who have some
competence in English, some responses will be made from the beginning.
This is not harmful; it should, however, not be taken as a' sign that they
do not need to receive the input described in this section but rather that
the interchanges may take the form described in the neat section.
In summary, I have suggested three primary techniques for the pre-

production stage: (I) TPR, (2) TPR combined with naming objects, and
(3) pictures. Responses to check on comprehension are: (I) movement,
(2) pointing, (3) nodding one's bend, and (4) saying the name of a student. In the next section, we willsonsider how using these same techniques can facilitate the transition into speaking.

Transition Into Production
The primary question, of course, is how can the instructor know when

children are ready to make the transition into speech production?
Theoretically, this question is somewhattcliffitult to answer; in practice,
there are certain techniques that greatly facilitate the instructor's task.
Essentially, the answer is to ute the pre-production activities as usual
but to integrate slowly two sorts of questions: yes-no and hem-there.

Everyone look at this picture. What do we see? [ Without
waiting for response.] There is a man looking in the window").
Is them also a woman in this pkture? Do you also see a
woman? [Some students will waiver yes.] Yes, that's right.
There is a man looking in the window, and a woman. What is
the woman doing? [No pause.] Is she looking at the man?

[No.] No, she's reading a newspaper.

The idea is not to begin suddenly to aid( &series of yes-no questions but
to continue with the pre-production interactions as usual and from time
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to time insert a yes-no question.

The same-observations apply to the here-there responses. These questions may be used in the three interaction types, First, they may be used
referring to *script/pas of the students themselves.

What Ls the name of the person in our class with

long blond

hair? Welintk.) Where is she?[Tlwre.) And where is the boy
in the class with short blond hair? [There.) And what is his

name?

What is the name of the person *wing a blue and
white striped shirt today? [Jaime.) Is Jab= sitting beside

Melinda? [No.] No, he

sitting beside Al. Does Al have on a

pair of tennis shoes today? 'Yes.] Where is someorw with a

pair of white

socks? [There.)

rat

there and there and there.

[pointing to several)

When students answer with here or there, they should point to the object
or person being singled out.

Secondly, here-there questions may be applied tb

objects in the
classroom or brought to class and passed out to the students.
Who has the eraser? (Jimmy.) And where is the napkin? [No.)
Does Lisa have the apple? [No.] Does she have the orange?
[No.) The grapes? [Yes.) Where is the banana? [Here.) Yes, I

have the banana.

questions may also be used with pictures.
Who has
picture of the man wgshing the dog? [Gilberto.)
And where is the picture of the father reading the book to his

Finally, here-there

daughter? [Here.] Does Luis haw the picture

of the little girl

and her dog?
with his

[Yeti And where is the picture of the little boy
dog? Were.]

With yes-no and here-them questions, the focus is still primarily on extending their recognition vocabulary, and for the most part the children
are still in the pre-production stage. It is also important that the students

English without pressure and without fear
of being corrected. If the children are rricent to say yes-no or here-there,
it is probable that the children do not 'reit feel comfortable responding in
English. This may be because they have not yet acquired enough English,
i. e., the instructor should continue with pre-production activities and
return later to these sorts of questions. Or, the children may have Indeed
acquired enough to respond, but do not yet feel comfortable doing so.
The remedy, of course, is a try to show the children that all attempts at
production, regardless of
=dation or difficulties with possible errors, will be responded to
exactly as parents respond positively
to children's first' attempts at production no matter how deformed they
realize they can say words in
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may be.
The next step is to give students the opportunity to say some of the
words they can reaninize. The easiest way to accomplish this is to ask
either-or questions embedded in the comprehend= interchange exactly
in the same way that yes-no and here-Mere questions were introduced.
Who has on a red jacket today? [Don.) AM where is them a
yellow shirt? [There.) Is this shirt red? [No.) Is it bluenNal Is
it green? [Yes.) Everyone look at Melinda's socks. Are they
black or blue? [Blue.) Look at my socks. Are my white or
red? [Red.)

The same sorts of question apply to purest
Look last this picture. Is there en animal in this picture? [Yes.)
Is it a dog or a cat? [Cat.] Is the cat on the roof? (No.) Is it on
the porch? ( Yes.) Is there a little boy ore little girl in this pkbur? [Girt) Is she wearing a sweater? [No.) A coat? [Yes.) Is

she wearing a coat 'because it's hot? (No.) No, because it's
cold.
If the first time the instructor introduces either-or gontions the students
are reticent about answering, this is simply a signal to theinstructm that
production pressures have come too soon'and that they have not yet had
sufficient opportunity to acquire the lexical items they are being called

upon to produce. In general, either-or questions are reladvdy slmole
since they require only the ability to comprehend the questions and 'a
repetition of one of the lexical items the instructor has just mentioned.
The wit step is the production of single words that have no been
mentioned in the question. There are two techniques. One Is simply to
ask the question, Whet is this (that)? (Remember that in early production
stages, the students will not usually use articles, I. e., ti, an, and the.) The
expected answer to an Mentification question is a single word; the instructor provides the positive expansion.

Who My the 171astic pencil sharpener? (Phil.) Is the ball in

front of Cheryl? [Yes.) Where is the ruler? Mere) John,
show w what you have. Is that a truck or a car? (Car.) Jaime,

show us what you have. -Whet does Jaime, have, class?
[F

are.] That's right, Jaime has a fireman.
The other possibility is to begin a statement or a question and indicate
by intonation that somome should try to finish it.
s
Andy, hold up your picture. Everyone look at Andy's picture.
Do you see d car? (Yes.) Is it blue? (No.) No, it is not blue,

it's... [red). Is there a man driving the Car? (No.) T0err's
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Usually the instructor will not even have to decide when the children are
ready for the transition into these sorts of questions since they will do it
automatically themselves when asked questions with negative answers.
Luis, showy us your picture. Is there an elephant in Luis' picture?[Students will my no rd nwne the correct animal at the
same lime.)
The important thing to remember about the transition period is that it
should be considered an extension of the pre-production period in the
sense that the primary emphasis is still on the development of listening
comprehension abilities through reccsnition of new lexical items. The
following is a suggested list of comprehension goals that should be met
before production beyond the limited one-word responses described in
this section are encouraged.
1. Following commands for classroom management
2. Names of articles in the classroom
3.

4.
5.
6.
7.

Cokas/desaiption words for articles in the classroom
Words for people; family relationships
Descriptions of students
Clothing
School areas

Activities associated with school
Names of objects in the school outside the classroom
10. Foods (especially those eaten at school)
The goal is that students be brought as quickly as possible to a level of
comprehension such that they can begin to get "ccanprehensible input"
outside the language ChM, in other Chines, on the Pianround, and outS.

9.

side of school hours. The faster the students begin to understand, the
faster the 'acquisition process will develop.

Early Production Techniques
The basis of the transition to early production is to use more and more
questions that can be responded to with a single word. Thus, a conversation about foods meant to encourage early conversation might sound like
this:

Everyone look at Linda's picture. Do you know what she
has? [Cake, piece cake, chocolate cake] Right. It's a piece of
cake, a piece of chocolate cake. Dees everyone like cake?
What do we eat witikcake? (Afitk. j Milk? A glass of milk?
Yes. I like to drink a glass of milk with my cake. [Note that
the answer was not quite cwt since the question referred to
eating, not drinking; the answer was accepted in any case.)
What do we eat with cake? Does anyone like to eat ice cream
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with their cake? (Several, (f not all, hands will go up.) Jaime,

do you like ice cream? Who has a favorite flavor of ice
cream? (Usually someone will volunteer a flavor.)

The bask interaction is still oriented to listening comprehension, but
many more opportunities for the creative production of lexical items are
provided.
The transition to two- or three-word phrases is made simply by asking

questions that can be responded to with two- or three-word phrases.
C
Mark, hold up your picture. &moue look at Mark's picture.
What is in the picture? [Woman.] Yes, there > a' woman.
What is she wearing? (Red dress.) Yes, that's right, she hes on
a red dress. fs she wearing a hat? (No.) Tell me something
about Ike woman. For example, look at her hair. She
has...(brosva hail. What is she doing? (Reading book.) Yes,
she's reading a book.

Often, the first two-word phrases produced naturally are adjective-noun
combinations (without the articles) and verb-complement combinations
(withoit the articles or subject), whereas subject-verb combinations are
normally produced later. Other early two-word combinations include no
plus verb, pronouns plus a, negative (no m me no, etc.), a subject
followed by a complement without a predicate, especially if the predicate
would be the capita (goat book, clAilk or table, doll pretty, etc.). It

should be emphasized that during the early production stages, it is
counterproductive to stress the production of: (1) articles, (2)

demonstratives in cornet form (this, that, these, those), (3) the copula,
(4) the third person singular -s, (5) most pronouns, (6) mast auxiliaries,
and (7) tag answers (Yes, he Jr; No, I'm not, etc.). Such grammatical
items are entirely unnecessary for developing a broad basis for listening
comprehension and can be added to students' productimpbillties much
easier later. Indeed, an emphasis on their production will necessarily
retard comprehension development.
On the other hand, it is helpful for children to memorize certain patterns or routines without necessarily understanding the meanings of the
individual wards or their constituent structure: Now are you?, .Excuse
me, May I be craned?, and so forth.
One production tectunque that can include simple routines and patterns is the circle question. The pattern is given to the first student who
asks a aeon& the second asking the third, and so forth. Some examples

'are:
Hello. My name is

What is your name?
Hello. Hoit are you? I'm fine, thank you.
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What do you have? I have a
What are you doing'
Such activities should not be pushed too soon. If the students have not
had enough "comprehensible input," their acquisition system may not
yet be built up enough to feel comfortable with this sort of isgvity. Also,
since every student is required to perform, it is best to wait ntIl even the
slowest acquirer in the class is ready for the activity. Again, although the
entire pattern is given, not too much importance should be placed on absolute correctness in using the articles and other function words.
Older children can usually work well with short, open-ended dialogs:
I
1.

2.

Hello, my name is
How are you? My name is

.

II
1.

2.

How are you today?
, thanks, and you?

3.

III
Hi. Where are you going?
I'm going to ____.
What are you going to do?
I'm going to
Also useful with older children are guided interviews. The guidelines
are distributed in written form and the students work in pairs.
W
is your name? My name is
.
do you live? I live in
What do you study? I study
If so desired, guidelines can be included for reporting the information
back to. the class:
His/her name is
He/she lives in
He/she studies
The open-ended sentence can elicit a variety of simple responses and
provide input for expanded interactions. The instructor selects a sentence
with a single word missing. Students are to fill in the blank with a word
of their choice. (See Christensen, 1977.)
1.

2.
3.
4.

_-
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After school I'm going to
My parents don't want me to
In my refrigerator there is
I like bat to play _4.
Encouraging Speech Production

The underlying assumption of the Natural Approach is that it is not
necessary to teach swims to speak. Speech pill emerge, as we have said,
when given the need to speak, an opportunity to express oneself in a low-

anxiety situation, and "comprehensible input" to develop the squired
system. The important point with activities to encourage speech is that
there be a focus other than language form.
There are several techniques that will result in 'a focus on messages
rather than language. One is to teach course content itself, that is, to use
the second language to teach academic content such as mathematics,
geography. history, etc., or non-academic content soh as physical
education or driver's education. Such is the approach used in Canadian

"immersion" pograms. It should be kept in mind, however, that the
teaching of content in the target language will be effective only in the
case that the students are able to receive "comprehensible input," i. e.,
the level of input is appropriate to the level of the students' competence
in the taw language. With homogenous groups. e. g., a group of nonAnglish speakers, it is a relatively simple task for the instructor to give input that will be comprehensible for all in the group. If the class is made
up of individuals with radically different comprehension levels frcan,
say, native speakers to non-English speakers, maintaining an appropriate

level of input for all students is practically impossibk. In such cases,
grouping is essential.
Besidei teaching subject matter, there are three general techniques for
diverting attention from language form to its use: games, affectivehumanistic activities, and problem-solving tasks.

Games are important, not only because they are fun and provide a

period of relaxation for both inductor and children, but, more hawtautly, because they provide an intense point of concentration, the objective of which is not language. In games, more than in any other activity,
the language is obviously a tool or a means of achieving another goal: the

game playing itself. Teachers of primary children are, of course, fully
aware of how many activities must be made at least "game-like" to
maintain interest. It is generally concahrd that children acquire language
best by having fun. On the other hand, too often game-like activities are
used with the idea that their only value is to provide a moment of relaxation. Games are valuable in language acquisition if they provide a rich
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source of "commehensibk input" and/or provide opportunities for

children to express themselves in Ensi is la in low-anxiety situations. I will

not dwell on the use of games since the same games used for native
speakers are apprcyriate also for second-language acquirers if the proper
level of input is maintained Isee Gasser and Waldman, 1978; .14W and
Fielden, 1974).
The sect md general approach to acquisition activities is to focus the
children's attention on themselves. The idea is to involve them effectively
with each other and the instructor. This is the focus of Christensen's Affective Learning Activities (Christensen, 1973; 1977), Moscowltz's
Humanistic Activities (Mokowitz, 1978), and especially Galyean's Confluent Education (C
n, 1976). Christensen (1977) uses the term affective to mean "the set of personal experiences, values, feelings,

opinions, interests, imagining; fantasies, already stored in an individual's mind" (p. Ix). Christensen (1977) suggests eight models for
classroom activities: situations, open-emied sentences, preference rank-

ing, interviews, public opinion, crazy sena:sea), mini-Poems, and
dialogs. Although not all models are appopriate for all levels, they are

definitely worth anksideration, since in most cases the models are very
adaptable to p wide variety of classroom situations.
Moscowitz (1978) gives 120 humanistic (or awareness) excises that
"gnat:pi to blend what the student feels, thins, knows with what he is
learning in the target Lansaw. Rather than self-denial being the accepted way of life, self-actualization end self-esteem are the ideals the exercises purstm" (p. 2). The aim at involving the students in an activity
that is intrinsically so interesting that tImr/ do not focus on Mom. per
se and, in addition, are designed to allow students "to be tb =selves, to
accept timmselves, and to be proud of themselves" (p. 2).
Not all types of humanistic activities will appeal to all students and instructors. But with some adeptadons, most of the suggestions are viable
at all levels of instruction. Nioscowftz (1978) includes suggestions for activities that lead students to use language in talking about relating to
others, discovering myself, my strengths, my self- Image, expressing my
feelings, my memories, sharing myself, my values, the arts and me, and
me and my fantasies. 1 will describe two such activities as examples of the
variety of possibilities:
Suppose you weren't you. Tell the Mildew that they we to
pretend that they are a member of than celegorY you mention.
They are to write down what they are and why they chow that
particular thing to be. For example, If ycm were a season of
. the year, which one would
you like to be? t fire were a
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musical instrument, which one would you like to be? Why?
(pp. 68-70)
The gift I've always wanted. Imagine that it is your Warday.
You will receive a specksi Aft. You can decide what the gift
will be. Write what you win: to have more than anything else
on a slip of paper. You do not have to sign your nanw, but I
will collect the papers as you enter the classroom tomorrow.
(pp. 148-149)
As the instructor reads the gift suggestions to the class, they are to note

down three other gifts from the list they would also like to have. Use
group discus:0ns as a follow-up.
Galyean (1976) suggests activities that allow for the sharing of feelings,
interests, personal imagery, values, attitudes as well as ideas, opinions,
and impersonal descriptions. Her "Confluent Education" techniques are
to represent the flowing together of cognitive, aff tit ve, and interactive

goals and objectives into ore learning experience. The following are
some sugfested activities adapted from Galyean (1976):
Desires.

It's yotw birthday. Your parents ask you what you

want. Use the pattern. I want _

Preferences, I will give you several chokes and I want you to
decide which you prefer. I will call out two items and you will
move to the left or right of the room according to which you
Ike best. Which do you like best?
Left
Right
tacos
pizza
hot dog
hamburgers
television
movies
Abilities. I will tell you I know how to do certain things. Sorrk
will be true and some false. You are to guess which I really
know how to do. (Then each child gets to suggest something

he or she knows how to do. The class gnaws whether it is
true.)
Feelings. I will give you a "feeling "" word. When I do this, I

want you to think of where you are when you have this feel-

ing. Use the following pattern: I am (feeling) when I am
(place).

My room. I Imagine that you are in your own room. You are
taking the class on a guided tour of your room at home. Youare telling us what you have there. Here is your model. This is

my room. I have
A third approach to focusing students' attention on content rather
than language form involves traditional problem solving. The techniques
can range from genuine problem solving to simply consulting tables,
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graphs, maps, and charts for informatkin. Genuine problem solving involves setting up situations that require students to preclickan outcome.
Especially popular are short mystery stories of the "Who-done-it" type.
Also useful are language riddles.
The use of tables, graphs, charts, and other displays of informatiim is
becoming quite popular with textbook writers. and this technique is used
in most newer ESL texts (see, for example, Vorkey et al., 1977; Olsen,
1977). The idea is that the students are given a display of information
they use to answer questions. With younger children, the charts should
be simple, involving primarily pictures and symbols at first. For exam-

ple, one chart coukl consist of children wearing different- colored
clothing placed on the left site of the page and various colored toys on
the right. The idea is to draw a line from a child to a toy whose color matches the children's clothing. The verbal interaction will be similar to the
following:

What's the name of the little boy playing with the ball? What

color is the ball? What color is the boy's shirt? Da they
match? Is there anyone In our grow with a red shirt? [Paul.)
Paul, do you have a red ball? [No.) What col* is your ball?
In all cases, chart work and puzzle solving serves only as an initial focus
after which the conversation naturally shifts to the children themselves.
Older children can work with more complicated charts of information.
A copy of TV Guide could serve as n basis for the following sort of conversation:

What time is the rwws on channel?? Pimd your favorite program.. What is It? What time is your favorite program on?
What programs are on at 6 p.m.? Which would you choose?
Why?

Timetables are also useful. For example, using a bus timetable, appropriate questions might be:
When does the first bus leave for Los Angeles? What bus
must !take if I want to, be in San Diego for a meeting at 11
a.m.?
A major temperature chart with average temperatures of major world
cities could be used with questions like:

Which city Is the best for visiting the beach in January?
Which city IS the coldest in March? Which city would you like
to:live in? Why?
Also useful are advertisements from newspapers or magazines. One
can use advertisements for automobiles, clothing, food, employment,
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housing, and so forth. The discussion can be oriented factually. For example, looking at a number of auto mobik ads, the instructor might ask
questions like
What is the most expensive car for sale? Which is the least ex -\

pensive? Are there more foreign or American can for sale
under $6,000? WWI of the cars-would you choose to buy?

I

The last question is probably the most important feature since it takes off
from the material and focuses on personal mactions or opinions. Again,
it should be stressed that all displays of information should be used as a
basis for subsequent personalization.

Information displays can also be amstructed using the students as
sources of information. For example, the goal of the following activity is
to construct with the children a dart of daily activities. Each child thinks
of one thing he/she does each day. Each activity should be different. The

names and the activities are written one by one in chart form on the
chalkboard. (Instructor may have the children also copy if appropriate.)
After the chart is Wished, the instructor asks questions like:
What, does Melissa do? Who washes her dog? Who brushes
_his teeth? What does Linda do?
The chart could be made more complex by adding a third dimension such
as days of the week:

Whet does Mark do on Mondays? Does Jaw clean her room
on Thursdays or on Fridays? Who works hardest on Saturday?
In summary. then, in the Natural Approach we use any sort of activity
in which chililren can focus on something other than language forms.
Three main categories of activities that will focus attention on message
rather than form have been suggested: llama, affective-humanistic activities, and problem-solving tasks.

Reuling and Wdting In the Natural Approach
I will not discuss the teaching of reading and writing per se since these
are essentially a part of the development of CALF; instead, I will comment on the integration of reading and writing in the first stages of acquisition, i. e., the pre-production stages.

In the case of full eluvial programs, as students are receiving their
first interaction with English, they will also be learning to read in their
native language. The listening comprehatsion and early production skills
in English are then, in it sense, a part of a "reading readiness" phase for
eventual English reading. During the listening activities, the.instructor

may, waver appropriate, write key lexical iiems on the chalkboard.

'a
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However, at no point should the success of the communication depend
on the ability to read what has been written on the board. In addition, extensive writing of the target language should probably be delayed until
the students are fairly comfortable with the spelling patterns of their
native languages. Normally, if the students have learned to read in their
native language, simply writing words in English on the board as they are
introduced in listening comprehension sections is enough to begin the
marling process. Later, of course, it would be appropriate for the instructot to work intensively with reading and spelling skills.
In situations in which the children are not receiving reading instruction
in their native language (e. g., because of a number of different native
languages in the group), then the pre-production and early production
stages serve the same functions as the reading readiness stage for native
speakers. However, this listening stage will have to last longer than is
necessary with native speakers. During this stage the instructor can,
when he/she feels the students are cognitively ready, begin to write key
lexicid items on the chalkboard. This amounts to simply allowing
students to associate written words with the words they are hearing,
without trying to work on phonetic skills. At first, this amounts to the
"look-see" approach to the teaching of reading. However, this is only
true initially; later when the students' comprehension is developed
enough, the teacher may begin with normal phonic and syllabic approaches (Hatch, 1978).

The Use of Continua In the Natural Approach
Ideally, the Natural Approach would be used with a pre-planned continuum with the following characteristics: (1) goals are formulated in
terms of communicative skills; (2) structure and form are subordinated
to the particular communicative and academic goals; (3) the continuum
begins with listening comprehension activities; tux; (4) transitional activities are provided between listening, speaking, reading, and writing. In
fact, it should be clear that the Natural Approach cannot be easily used
without clearly defmed goals for the language course.
Many continua in use today can be adapted for use with the Natural

Approach, There are usually two major problems that must be addressed, however: (1) listening and speaking activities are often not
separated either in presentation or evaluation; and (2) communicative
and grammatical goals are mixed together with no indicated relationship.
Thus, the instructor will have to revise the continuum and its evaluation

guides so that each goal has a listening phase that begins long before
speech production is required. Evaluation also must record three stages:
(1) aural comprehension, (2) oral production of utterances that convey
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messages, and (3) oral production target constructions with grammatical
accuracy.
Let us look at an example. The following is a "goal" structure from a
continuum used in many California ESL programs:

"Where is the (pet)?"

"Here/there it is."
First, we must determine the communicative goal. In this case, children
are to learn to locate animals. This involves two lexical sets: common
animals and locative expressions.
The first step is to devise an activity in which the children learn to
recognize the names of animals. One way is to use pictures or miniaturized stuffed or plastic animals and pass them out to the children. Then
the instructor asks questions such as, 'Who has the dog?" and "Who
has the cat?" After they recognize the animal words, the instructor can
then hide each animal someplace ;.tt the room and ask the children to find
the animals. When they find one, they must say, "here (or there) it is."
In a separate activity, the instructor can use either /or questions to supply

opportunities to distinguish here/there: Where is the black kitty? Here
or there? (pointing). Children answer with a single word.
Let us examine a more complex example.
"Do you want any/some (breakfast)?"
"No, I don't want any (breakfast)."
The goal is obviously grammatical: The use coley/some in questions
with the use of any in negative responses. Such a goal must be recast into
communicative terms before it serves any real purpose. In this case, we
could adopt a goal of accepting or refusing offers of food. The instructor
can ask the children to pretend to be eating lunch. The instructor offers a
picture of food or a plastic replica, asking each child, "Do you want

"Do you want a

?" "Do you want any

according to the appropriate usage. Each child should respond either,
"No, thank you" or "Yes, please." (Note that the response suggested on
the continuum is absurd since, "No, I don't want any
" is not a
normal response to the question, "Do you want some
The above activity serves for using some/anyla in a form that provides students with "comprehensible input." A similar, but far more
complex activity can be devised to elicit production of some/ any/a. The
instructor could, for example, pass out pictures of various foods to each

child. The question is, "Do you have any/some/a
?" If the
answer is negative, the student responds, "No, but I have some/a
IP IP

It is important to realize that the comprehension of the meaning of
sentences with any/some/a is relatively simple, although their produc-
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tion in correct contexts can be very difficult. This is an excellent example
of why evaluation of children's progress must separate comprehension
from production skills.

Evaluation in the Natural Approach
Evaluation of second-language students must be based on the

previously established goals. It is convenient to focus on two general
areas: (1) interpersonal. communication skills, which consist of mostly
listening and speaking and Cummins' BICS; and (2) academic skills,
which consist of all four skills of listening, speaking, reading, and
writing and Cummins' CALP. The specific goals may be defined In terms
of the students' ages and their immediate needs. In any case, it is important that the skills be evaluated, at least in part, separately. It is especially
important that for beginning students the listening comprehension skill
be considered the most important for evaluation of students' progress,
not the ability to produce.
The following are some sample goals for listening comprehension
skills for beginners acquiring BICS:
1. Can follow classroom directions;
2. Can point to classroom items;
J. Can distinguish items according to color, shapes, sizes, and other
characteristics;
4. Can point to people (including family relationships);
5. Can distinguish people according to physical and psychological
descriptions (sick, happy, sad); and
6. Can act out comon school activities.
Oral production goals for beginners might include the following:
I . Can give classroom commands to peers;
2. Can exchange common greetings;
3. Can name classroom objects;
4. Can describe classroom objects in terms of color, size, etc.;
5. Can describe people, including physical and psychological descriptions; and
6. Given an action picture of a common recreational activity, can
describe what is happening.
Oral production goals are always formulated in terms of the ability to
communicate messages. However, each production goal usually implies
the use of a particular language structure to convey that message. For example, Goal 6 above implies the use of the present progressive, i. c., the
auxiliary be usually in contracted form followed by a present participle
(-ins). In the evaluation of speech production, the instructor should note
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two things: (1) ability to transmit a message, and (2) structural accuracy
in transmitting that message. Thus, in this case, the evaluation consists
of three sub-parts:
I. Ability to describe common recreational in-progress activities,
2. Ability to use the auxiliary to be correctly, and ,
3. Ability to use the present participle (-Ing) forms correctly.
Thus, at one stage, students may well be able to transmit the message,
but may not yet use either the auxiliary or the participle. Later, they may
have acquired the participle but still only use the auxiliary sporadically.
Finally, both will be acquired.

Although progress in grammatical accuracy should be noted, the
overall evaluation and assessment of students acquiring BICS shoulti be
based almost exclusively on the ability to transmit messages. The acquisi
tion of grammar in early stages is so variable from student to student that
although progress can be measured, it should not be given central importance. Only in extreme cases (low grammatical accuracy after several
years of "comprehensible input") should remedial work be considered.

Concludes
In conclusion, the Natural Approach Is intended as a means of
developing high levels of communicative skills among second-language
acquirers. The approach contains at least the following features:
1. Behavioral objectives defined in terms of communicative contexts
(situational -fu ncdonal).
2. Activities to meet objectives are presented in two-stage format: comprehension/production.

3. Children are given a pre-production period that is as long as
necessary.

4. Language activities focus on content, not form.
5. Children have opportunities to express themselves in low-anxiety
situations.
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Reading Instruction For Language
Minority Students
Introduction

Eleanor W. Thonis

GIVEN THE ENORMOUS COMPLICATIONS implicit in attempting to design reading instruction for language minority students, it seems
prudent to suggest that there is not a single solution appl icable to all
students who are not native English speakers. Of primary importance is

the natuial order and appropriate seqftence for skill development. If
students cannot speak a language and use its vocabulary, syntax, and
functional grammar at the approximate level of a six and one-half yearold child, learning to read that language will be difficult. If they have not
been encouraged to develop at least one language fully across all four
modalities of listening, speaking, reading, and writing, then a functional
illiteracy may be the unfortunate result. If the usual course of language

acquisition and language development has not been encouraged as
students interact with an environment and use language as an organizer,
then ability to mediate meaning at higher levels of cognition may be
thwarted. Maturation, language, age, and skill level variable must be
considered. In addition, there are social, political, and economic factors
that may support or mitigate against the best conditions for learning to
read. These many variables have been the subject of research and argument among educators everywhere.

In United States' schools, debate has centered around Englishspeaking children who are struggling with the caprickne nature of the
English writing system. Children who 'speak English advance quite
logically to the written language for which they have oral forms. For
more than a century, despite voluminous literature in the field of reading
instruction, the aantroversi continues over methods and materials beet
suited for ensuring literacy in English. For educators interested in the
teaching of reading to language minority children, however, there is not
such a long history of combat nor as impressive a number of combatants.
Recognition of the unique literacy needs of language minority students in
classrooms where English is the language of instruction is relatively re-

cent. The research has been controversial and the recommendations,
contradictory. Data from investigations of native language literacy athe
introductory program have been overruled by data on the success of immersion in second language literacy plans (Bowen, 1977; Tucker, 1977).

Findings suggesting early introduction to second language writing
systems have been canceled by conclusions on the effectiveness of later
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introduction. Achievement levels in school subjects have been variously
determined as better or worse when offered in native or second language.
Most significantly, almost all of the research has been criticized for its
lack of rim (Troike, 1978). The purpose of this paper is to review some
of the educational questions about teaching reading to language minority
students and to consider the relevant research. Among the several issues

are these: (1) constructs relative to reading instruction for language
minority students, (2) transferability of reading skills, (3) nature of the
reading process, (4) student background factors, (5) methods of instruction, and (6) supportive resources for literacy and biliteracy.

Relevant meets
Well-developed speech, functional literacy, and adequate thinking
ability are essential for success in school. Teachers at all levels agree that
learning can best take place when students speak well, sead easily, and

think effectively. When all the students in a class are nature English
speakers, teachers are challenged to provide for personalized growth of
listening and speaking abilities, for individualized literacy skills, and for
the unique thinking strategies demonstrated by different students with
diverse competencies in the one language. When students not native to
English are in dassrixnns designed for English speakers, teachers arc
even more sorely pressed to adapt the educational offerings for students.

Among the questions tormenting teachers are: Should the native
language be used for instruction? Should reading and writing be introduced in the native language? How does language processing influence thinking? Partial answers to such questions may be found in an .
appraisal of the underlying assumptions that form the basis of available
programs. Teachers should consider the various theoretical positions
with a view to the influences each would exert in preserving the vital
bond between speech and print in promoting a unity between language
(both oral and written) and thinking. If it can be argued that these three
elements are essential requirements for optimum school achievement,
then it follows that classroom practices must nurture the speech-printthought triangle in consistent and appropriate ways.
All normal human beings use language in their daily lives. This ability
serves individuals in personal and social situations requiting communication. Cummins (1980) calls this universal characteristic the "basic interpersonal communications skills" (BICS). He suggests that these arc
surface features of language that do not necessarily predict success in

school. This construct of BICS as applied to programs of second

language' instruction in English may account in part for some of the
disappointing results in English-as-a-Second Language (ESL) programs.
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ESL lessons focus on pronunciation, grammar, structural patterns, and

vocabularythe visible manifestations of language. Teachers are
distressed when repeated practice from the language class does not appear to carry over into the content areas where other kinds of language
demands are made. While interpersonal communication skills in specific
contexts are readily understood from the sitwition itself, they appear insufficient for problem solving, for reasoning, or for other cognitive processes required for academic achievement in subject matter.
The term "cognitive academic language proficiency" (CALP) is proposed by Cummins (1980) in describing the language abilities needed to
go beyond ordinary communication. CALP is considered to be very important in learning to read. Reading is thinking, among other things; and
comprehension of a page of print is possible only to the extent that the
reader brings the concepts encoded in the language to that page. The
ability to abstract from the language as written and to reflect further on
its contents are dimensions of language proficiency not readily apparent
in natural, informal communication. The distinction is an important one

when planning English literacy programs for non-native English'
speakers. The assumption that the communication skills (B1CS) acquired
in the second language ate adequate for reading comprehension is ques-

tionable. Many of the school's academic tasks, including reading, demand verbal reasoning that may be independent of specific language
skills. As Furth (1966) has pointed out, the deaf reason and they have no
language as generally defined. The idea of global language capacity that

lies beneath the surface and that serves to support specific visible
language appears to be consistent with principles of transfer of learning.
Though specific languages may differ greatly\in their observable forms,
students responding to a new language may be able to demonstrate a
kind of general understanding and make sense of the unfamiliar. They

seem to transfer skills across *languages with remarkable success.
Teachers have noted that this transfer is more likely to be observed
among older students and among students with solid first language skills.
Cummins (1980) has adapted Shay's (1976) iceberg metaphor to il-

lustrate diagrammatically the distinctions between the visible and
underlying language proficiencies. He suggests that for bilingual students
a dual iceberg tip rests upon the single entity of cognitive academic profi-

ciency. The surface features of speech and print, plus the deeper requirements of thought in response to school tasks, may be illustrated
below by a further adaptation of Cummins' (1980) adaptation. The dual-

iceberg representation of the essential speech-print-thought 'triangle
follows.

159

150

Schooling and Language Minority Students:

ICEBERG METAPHOR

lAdapted fmm.Cummins, 19110; Shay; 1976; and Thorns.)

The successful development of ma in one or both languages certainly requires thought. However, the com bility at this level may be
found to a great extent' in the specific cone - of the interpersonal ex.,
change. On the other hand, the-com
n of written language as
found in textbooks and in other
., materials demands thought
that is likely to be out of context for
s immediate exierience.

Cummins refers to the decontext
school language, which draws

s

=

s

s

dimension of more formal
the potential for the cognitive

development of the learner as CALP

Transfers

ty of Skills

Transfer occurs when learning one situation influences the potential
for performance in a new situati, s . If it were not possible to draw upon
previous experiences and inn I t don, human beings would be limited in

the amount or kind of know
acquired. in a lifetime. Transfer of
learning is a significant . s t in the context of planning reading programs for non-native E
s speakax. Once students leave the primary
grades, they are expected t s read and write in almost every school subject. Therefore, the pot for transferability of skills from one system
of written language to
shpyild be seriously examined. Transfer
takes place when there
elements in the new task similar to those in the

task or skill previous

acquired. For languages that share the same

alphabet and have common features in the visual symbols, there are immediate transfer possibilities. For Asian languages with logographic
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writing systems, for other non-alphabet systems, or for differeni
alphabetic writing like the Armenian aiphabet, transfer is not based on
the similarity of elements but on the more general understanding that the
r visual symbols represent the auditory ores., This transfer is based on the
application of principha and genera
ions. The sensory-mmor requirements of reading and writing involve the transfer of other skills.
Stuchmts who have learned how to use pencils, pens, rulers, protractors,
and other classroom tools do not nave to develop fine muscle control or
eye-hand coordination a second time. The tracking of the eye and hand
in the direction required by the conventions of the writing system may
vary (Chinese is read from top to bottom, Hebrew from right to left,
Spanish from left to right, and Japanese from top to bottom and then
from right to left), but the awareness that there is a directionality and
that it is an arbitrary feature of the specific writing system is
transferable. There arc good reasons to believe that attitudes and habits
transfer. Positive feelings about reading in one language are likely to
carry over to another. The habits of attention, concentration, pasistaux
and task completion can transfer well to learn)ng the new language.
Transfer of reading abilities from the. first language to the second
language can be identified in both general and specific terms for prereading, decoding, and comprehension skills. During the preparation for
reading, students have been encouraged to develop good listening habits.
Having learned how to listen for a sequence of events, immediate recall
of facts, rhyming elements, discovettig relationships, isnd for other
receptive language tasks, the students early over their response set to the
demands of the new, unfamiliar language. Visual-perceptual Mining
transfers as well. When students have become skillful in *Waving the
visual details of one form of written language, this observation of the
visual srrl *tan's` significant features is readily available for
transfer to amber form. If the writing system is one that uses diacritically marked forms, the necessary attention to detail which is given to see
differences in specific words as in do, rid or pap', papa (words whose
meanings are significantly altered b); the small detail of an accent mark

or its placement), will transfer. Figure must be distinguished from
ground in any language, and the background of page must be separated
from the material written upon it. This visual-perceptual skill developed
in one language transfers easily to another.
The visual-motor skills needed to track the eyes and hand in a specific
direction to follow the sequence of a language's written patterns, the
coordination of eye and hand in writing and spelling those patterns, and
the development of strength and motor control are abilities that need to

161

Schooling and Language Minority Students:

1,52

be learned and practked. The application of motor skills to any reading
and writing system may be transferred without change or put to use in

new languane learning with niodifications to accommodate the differences that may exist between the first and second language's writing

conventions- For lanituoites that use a kft-to-right dhection such as
English, Vietnamese, Spanish, and Portuguese, no change in eye or hand
movement is needed. Farsi, Hebrew, or other languages read from right
to left, however, require the student to change directions. Yet the eye and

the hand must still move smoothly together. Though preparation for
reading and writing is specific to the language in the matter of oral

vocabulary development, ear training for language sounds, and
knowledge - of word order, all the sensory-mcnor skills and visual$

perceptual abilities will transfer exactly as they have been learned or with
modification that can be readily encouraged.

The act of making a connection between the sounds of a language

(speech) and the graphic representation of that language (print,
logogriph, and Ideograph) has been referred to as decoding.
Developmental programs designed to introduce reading, writing, and
spelling often stress the acquisition of techniques and strategies that
assist students in making the speech- print associations needed to "crack
the cock." Using sound-symbol
t
applying knowledge of
word structures, and finding
clues are examples of such
skills that are mon/aged in initial instruction. These are tools intended
to help students recognize in written form what is known by the student
in oral context. Thus, students begin to "see" what they have "heard."
:

The extent to which` decoding skills transfer from one language to
another. depends upon the two writing systems. Those using a Roman
alphabet have greater potential for transfer according to the doctrine of
identical elements. Languages written according to alphabetk principles
may have common features that will transfer. Written languages vary;
and transfer potential will also vary on the basis of the likenesses and the
differences to be found among their alphabets, their syllabluies, and/or
other arbitrary conventions of their written systems. Awareness of the
rule-governed manner by which, reading decoding skills are learned,
remembered, and practiced will transfer by generalization.

There is little or no effective reading at the decoding level. Until
students have made the speech-print connection, they are not reading.
Essentially, comprehension of written material requires the exercise of
intellectuat skikls. Students must draw upon specific backgrounds of experience and concepts. They must use memory, reasoning, and creativity
as they interpret and judge what has been read. Each comprehension task
Calls upon students to think. At the early levels, simple, literal corn-

ti
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prehension is required: but as the reading 'material becomes more com-

plex, the reader is expected to exercise interpretive and iderential

abilities of a higher order. Reading comprehension demands thinking in
any language. If students learn in the primary language to recognize a
main idea, find suppcwtive details, order a sequence of events, identify
major characters, determine the exigence of bias, or analyze emotional
tone, th:..n these thfalting skills are abilities that r$o not ever have to be
learned again. There is complete transfer of cognitive function to the new
language. For pre-reading, decoding, and comprehension skills, the
power and potential of transferability cannot be underestimated.
It is reasonable to infer that the basis for language transfer in reading
is found in the
of CALF, which undergirds the potential for
literacy in general and
tributes to the ultimate flowering of literacy
skills specific to the instructional program. However, it is vital to
recognize that, only strong skills transfer and that the sequence of reading
skills in any language may be arranged to make the most of the transfer
possiblides between languages. This precept of transfer should give planners of simultaneous reading programs in two languages or programs of

premature introduction to the second lanpap literacy pause for

thought. Violations of learning principles could easily be responsible for

the reading failure presently found among the minority language
students.

POTENTIAL FOR Li READING SKILL TRANSFER TO L2

I.

LaRRUgge
Gelter01

Skill Arras
Sensory-Motor Transfer
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I. Eye-hand coordination
2. Fine muscle control
3. Visual attention to detail
4. Figure-ground awareness
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X
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The Nature of Reading
A very sensible definition of reading is given by Johnson and
Mykkbust (1967) who date that reading is a response to a visual symbol
superimposed on auditory language. Beginning readers bring their experiences as encoded and stored to the page of print. They practice mak-

ing accurate and speedy associations between auditory andry visual
language symbols. They grow to be efficient, rapid readers until they are
scarcely aware of the speech-print relationships. Capable students who
are free from any serious learning problems read well, expand their real
and imaginary worlds, and become literate. Accomplished readers have
engaged in a process taking them through a sequence of activities as
follows: (1) see print, (2) transform print into recognisable sounds and

arrangements of sounds, (3) relate what has been recognized to experience, (4) make the speech-print connection (the code), and (5) store
print and the associations (meaning) for further use. This process moves
the reader from the known to the unknown, from a reality represented by
sounds, to -'ew reality represented by symbols. Successful reading
dem I.
1:., ber and quality of experiences stored; the general
level t,
..aiguage development; the keenness of sensory-motor skills;
the suitability of the instructional program for the reader; and the personal differences in interest, motivation, intelligence, and health. For all
persons reading any language, reading is a process of seeing print, hearing speech, and associating whatever it is that has been seen and heard
with stored and remembered experiences, called "referents." When the
reader sees the word "acrolith," for example, this visual stimulus must
be changed i.
an auditory one. The reader may decide, according to
the word
,. _tion strategies he or she uses, to say the word. If the
reader
know very much about Greek statues, the meaning of
what has been seen and said will be unclear or completely lacking.
.

Reading has not been accomplished until she meaning is attached.
Sometimes a reader can use context dues, picture clues, or other techniques that will help gather the meaning from material that may be unfamiliar. If reference to acrolith is within the subject matter content of
Greek art, then the leader may be able to reduce the uncertainties in
Smith's terms (1971) and gain an understanding of what has been read.
The nature of the process itself calLs to mind the "Vernacular Advantage
Theory" when other conditions of instruction are considered (Median,
1968; Engle, i975). Oral language grows out of specific contacts with a
particular environment; these experiences are mediated by the conventions of a specific speech community. Spoken language, as acquired,
forms the basis for the specific conventions of the writing system of that
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same community. The mutuality, the interdependence between spoken
and written language can be perceived by the reader. There is little need
to be reminded that many readers have difficulty learning to read their
own language. Reading is more than a perceptual and a sensory-motor
process, it is also a cognitive process. The successful reader must bring a
background of concepts and was to a page of print. The amount end
kind of comprehension the reader takes from that page is in direct proportion to what is brolght. The reader must supply the context. Unlike
personal exchange in informal situations where meaning can be obtained
from the contextual flavor of the situation, the exchange between reader

and author may have a context that is known only to the writer. As
Cummins (1980) has suggested, while languzge development of students
may be adequate for situations in which the context is supplied informally, such language development may be quite inadequate for successful
functioning in the decontextualized demands of formal schooling, particularly in the written language of textbooks. This statement could apply
to both language majority and languarg minority students alike. The important differences for the language minority students is one of distance
from the context. They may have had far less exposure to the concepts
represented by the vocabulary and may have not had the time to become

familiar with he vocabulary and/or the gramin 'Awl and syntactical
clues needed to predict meanings.
Human speech is graphically represented in a variety of forms that
may be alphabetic, syllabic, logogmphic, or other symbolic indicators of
the spoken word. Speech existed long before its graphic representation.
Both oral and written forms of language are interdependent and share a
mutual relationship. Well-developed speech provides the foundation for
skill development in reading and writing. When students learn to read
and write, they must organize the visual system of language in such a way
as to make it meaningful according to the auditory system. They must
make sense of writing by making a connection with the spoken language

as represented. Words and their arrangements, which students have
learned to describe and explain their experiences, become available to
them in a visual form. The act of reading is a receptive one in which
students see print, hear speech, and connect them to referents
remembered and stored from their personal experiences (Thonis, 1970).

Until the essential attachment to a meaningful referent has been accomplished, it cannot be said that students are reading.
In the usual course of human development, normal children learn to
understand and to speak the language of thq speech community into
which they have been born. If the language has a written form, it is
generally expected that the children will also learn to read and write that
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same language. In most parts of the world, this 1
the written
forms of language is ordinarily provided during the
of middle
childhood. Literacy is a task of the school-age years and is accomplished
in a school setting. Thus, the students learn to listen, speak, read, and
write the language that makes sense to them in the total environment in
which they are living and growing. Reality has been interpreted and
labeled by speech; speech is preserved through -its representation in
writing; and discrepancies that may exist between what is heard or said
and what is read or written can be clarified and supplemented by the connections between reality, its oral label, and its writte form. All writing
systems are imperfect, but their imperfections can be managed and
meaning can still come through when the students fill in any gaps in com-

prehension from their experiences and from their reservoir of oral
language.

Students who speak Cantonese, Korean, Punjabi, Spanish, or one of
the hundreds of languages other than English and who are learning to
read and write in English, often have difficulty in supplying the needed
information to obtain meaning. They may have a wealth of data stored,
but their memories and concepts are not retrievable in response to
English stimuli. The essential connections between speech, print, and
referent cannot be formed. Smith (1971) has referred to reading comprehension as an act of "reducing the uncertainties" found in written
language. When language minority students are attempting to deal with
the uncertainties, they are (or may be) already burdened by the additional unknowns of the new visual forms, the unfamiliar structures, the
strange vocabulary items, and the different view of reality. When these
students see English print, hear their native speech, and seek meaningful
referents drawn from their cultural heritage, they may fail to make connections. At best, their reading skill is stopped at the decoding level or, at
worst, the written material may not make any sense to them at all. School
districts with large numbers of language minority students only need to
examine their own annual testing programs to discover the failure rates
of these students.
There has been interest and excitement generated over the programs of
reading instruction among select groups who have been introduced to
reading by way of the second rather than the first language (Bowen,
1977; Tucker, 1977; Cohen, 1974). These "immersion" programs may
take a variety of organizational models. The investigators take issue with
the assumption that the speech-print connection is of primary impor-

tance and suggest that social-cultural factors may contribute more
positively to the literacy skills of language minority students. Englishspeaking children placed in the Spanish language arts curriculum or
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French-speaking children assigned to English classes are two examples of
pmsersion programs. The theorists have been careful to distinguish beweep hnmersion programs and submersion ones (see Glossary). Though

they both represent a plan of instruction in Which the child's home
language is siot used primarily, the important difference between programs of submerskm may be found in the status of the school language,
the continued valuing and use of the home language outside of school,
the point at which all students begin in the school's language, and the attitudes of the school-community toward learning the language (Cohen
and Swain, 1976). It has been suggested that language minority students
are often considered school failures because they cannot use the language
of the dominant culture effectively while language majority students immersed in a second language are given rewards and approval for each
small increment of learning via that second language. This distinction
becomes an important one for language minority students who are mixed

in reading classes with English speakers. For these students, their
submersion practically guarantees reading difficulties and limited
achievement.

The Lambert and Tucker research (1972) suggested that Englishspeaking children immersed in French reading programs in Canada
continued to achieve adequately in English reading without receiving instruction in it. Cohen (1975) found that English-speaking students who
learned to read Spanish first, achieved grade level competence in English.
These experiments and others of a similar type are generally cited as support for placing students from language minorities in English reading
programs immediately. immersed or submersed, the language minority
students must keep afloat, learn to swim, or eventually sink. The data

from studies on immersion and submersion point up the social and
cultural determiners of successful school achievement, the potential for
language skill transfer, and effective dimensions of learning. Setting

aside for the moment the social and cultural factors, it appears
reasonable to suggest that the advantage of dealing with one's experiences, speech, and written language all within the same common
framework of the vernacular are undeniable. If the home language is absolutely unacceptable for political or social reasons or if the language has
positively no economic value, then the speech-print convections must
still be made in the second language. The language minority students
from this group should have opportunities for extended readiness to read
with rich and varied activities designed to promote oral language sufficient to support the print of English.
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Student Backgroutur Factors
The language minority student is first a student and must be seen as a
maturing, developing person. Students in elementary and secondary
schools are =rurally en route to the expected developmental milestones
in phydcal, social, emotional, and inplitctual maturity according to the
universal Mks of human growth. Semmes it is necessary to remind
teachers and administrators of this ordinary fact when language minority
students are under discus:arm. The descriptor, "language minority" appears to take progdent over the word, "student," as educational plans
arc considered for them. Language minority students share the same
needs as students of any language. Every orious professional in education knows what these commonalities of needs are. When it comes to
identifying language and literacy needs, however, there is likely to be lit-

tle agreement as to what those needs may be. One of the serious

drawbacks on planning for minority language students stems from a lack

of information about the language background. Often, all of the
students are grouped together under one description: bilingual. The
nature of the individual student's bilingualism is rarely
of eel with
care and precision. In fact, the label "bilingual" ,often conceals more
about the student than it reveals. Students may be at a serious disadvantage because once having been labeled bilingual, they may then be assumed to fit some pre-determined category and may be viewed as be
the same. Thus, their basic needs may be looted and their language
needs may be undifferentiated. The descriptive desipation, "bilingual,"

has been applied to students who come from another country, to

students with certain physical characteristics, to students with ethnic sur-

names, and to students whose parents speak accented- English. The
criteria for using the term are often vague or misunderstood. To be bilingual suggests that students are capable of using two languages. Fur-

ther, it is assumed that both languages can be used with relatively equal
facility. To describe precisely what is meant by the term "bilingual student," it is necessary to determine how the students ca.] function in both
oral and written language. There are sounds, structures, vocabulary, and
=ening systems for both dimensions. When students are competent
listeners, speakers, readers, and writers in one language, they control
eight dimensions as native speakers. When the students add the sounds,
structure, vocabulary, and 'meaning systems of the second language,
eight more are added. Thus, bilingual persons are capable of managing
16 separate and mutually supportive facets of both languages (proficient
bilingualism). These students are rare, especially in United States'
classrooms where monolingual, nionoliterate education has inhibited

169

160

Schooling and Language Minority Students:

dual language opportunities.
If reading programs are to suit the varying degrees of proficiency in
languages that language minority students bring to school, they must be

designed on the basis of better infatuation about language minority
students and their functioning levels in the several dintensions. Language
minority students may listen and understaml but not speak, or speak but
not read or write, or write and reed but not speak. The combinations of
possible competencies among the receptive and expressive phases of both
oral and written language are many. The decision to assign a student to a

reading class is the first lanSualte, to immerse the student in a second
language reading group, to submerse the student in a particular reading
program, or to oft* two reading programs simultaneously could be improved by careful, thoughtffil assessment of language strengths in all 16
language functions.
The schooling opportunities that language minority students may have
enjoyed in another settinc may influence their abilities to cope with programs of reading instruction. Young students may not have had frintai
lessons in reading. They may still be at the pre-reading level of dtvelopmeat and may only need to continue along the usual course of reading
readiness. A few older students may also be found to be preliterate
because they may have come from small towns and villages where they
could not have attended school. Both of these groups of students share
similar needs in getting ready to read. They need to coordinate eye and
hand, refine motor responses, become aware of directionality and spatial
factors of the written language, and sharpen their perceptual skills.
These prerequisites for skillful reading apply across languages. There are
specific background skills needed for different languages that must be
-addressed in specific ways. At the pre-reading level, it is essential to con-

sider the meal factors that promote strong background abilities for
literacy and the specific skills that must be nurtured within the context of

a specific language For example, the accuracy and speed with which
students note differences in forms of written language is a general ability
that promotes attention to fine visual details,This awar eness can be applied in a global way to any writing system. But, the 'distinction of detail

between b and d or w and m would be only specific to forms of the
Roman alphabet and would not necessarily apply to all alphabets.
Language minority students who have already learned to read their
own language often amaze the reading teacher in a second language

class. Adequate or better skills in the first language and good study
habits may combine to help such students ease into the demands of the
new writing system. If students are developmentally mature enough to
have reached levels of thinking logically and abstractly, then they appear
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to be much better able to fit well into the new reading program. Such
students call to mind the several constnnis proposed to explain the apparent success of older students. Lambert (1975) writes of the wail* ef-

fects of learning a second languaw while retainhig the first. Majority
knguage students who are immersed in a sectmd language program have
the opportunity to acquire the second language at no cost to the first.
Older students already fluent and literate in One language may also enjoy
this additive quality. On the other hand, it would appear that students
with pot:* developed language and literacy skills in the first language
who are forced to take on another system prematurely or at the expense
of the first may suffer sitimmtive effects. Cummins (1979) has con-

sidered these positive and negative influences in his "Threshold
Hypothesis," which posits that the level of language competence of
language minority students may influence intellectual growth. Cummins
(1910) also states that a "Developmental Interdependence Hypothesis,"
which assumes that second language comPefeace is NM* a function

of first language competence at the time of exposure to the second
language, may account for the modest success of native langualp and
literacy programs in the elementary grades. One obvious effect of such
programs would be the time and opportunity provided to acquire concepts and to develop the vocabulary that explains them. Too, practice
with more complex syntactical patterns and instruction in word forma-

tion and informal grammar improves the understanding of how a

language system works and what generalizations about written ferns can

may

Many of the language minority students can be described as func-

timall illiterate. These are students who appear to have poorly

developed language and literacy skills in two languages. They may not
ever have learned to read and to write in their native language and may
have had little success in learning to read the second one. These students
are at a great disadvantage in the classroom because after the first or
second grade, most of the school work/ is carried on in reading and in
writing. Lambert (1975) would see these students as suffering from the
subtractive effects of their language experiences. In Cummins' terms
(1979), they would still be functioning bow the first threshold.
Language minority students who are failing to learn to read in school can
easily be recognized in this group of under-achievers. It would appear
that the vital role of first language development in nurturing intellectual
growth has been ignored and most of these students have been struggling
to organize school content in the second language. Both first and second
language organizing fails because neither of them is fully developed. An
unfortunate consequence is the loss of self-esteem and the deep sense of
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firiture that may prevent students from becoming successful readers even
when compensatory programs are offered. Students are likely to perceive
their school problems as their own fault rather than the possible fault of

an inappropriate pogrom of reading instruction.

Renag Prow= Alternadves
Given the rooms of funds and personnel, schools appear to have
several alternatives from which select when planning reading instruction for language minority '1'
The first choice is rooted in "Ver. nacular Advantage Theory" (Modiano, 1968; Engle, '1975; SkutnabbKangas and Tcnskonsaa, 1976; Ctmunins, 1979). In first know literacy

gams there would be continued opportunkies to develop the native
tongue and to grow in the encash= of the home language. Additional
concepts, word knowledge, exparkled structures, and on-going practice
would serve to extend and enhance the first language. Literacy in the
Naive language as a basis for later second language literacy skills would
eke possible, in the future, a balanced bilingual competent in all facets
of both languages. Idiomatic language, metaphor, figurative usage, and
other deep insights into the language could be cultivated and enjoyed.
The content of reading material wortld be realistic and relevant to the

cultural legacy of the learner. These casld be more interest and enthusiasm for reading the history, *gem* folklore, and literature of
one's own people. The pride and ckfight among family members who
share the same langrurge and ethnic heritage should offer additional
motivation to learn to read and write well.
Another choice would be to place students in the second language
literacy program immediately. There would be a need to provide extend-

ed pre-reading activkies to provide the background skills of oral
language, vocabulary, semi= patterns, and other skills specific to the
language. It world be very Important to move cautiously on the speechprint connections; to offer sequential activitks of listening, speaking,
reading, and writing; and to ensure that students were seeing what they
were also hearing. It would be unwise to make unnecessary chore of pronunciation as long as the first language flavor did not interfere with obtaining meaning. Pacing for instructkm would be a critical variable. The
time allowed for pracfice and review of material would need to be adjusted to
odate the various language proficiencies of students in

the second language. Complexities of written vocabulary and written
structures should not outdistance the oral mural of words and word
patterns. Unless the language minority students hjive had private opportunities for literacy in the native language or were already fluent, literate
persons, it is doubtful that they would have the chance to develop fully as
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bilitaate individuals. The materials drawn principally from
the literature of the language majority group would almost likely contain
irrelevancies and cultural content that coukl be complady devoid of
meaning for the readers. There would certainly be more books and other
media to use in the community. Litman, eves usually burst with the
literature of the majority language. One difficulty may lie in the fact that
for older students with more mature interests, some of the sandmentary reading materials may be too advanced; and the reading materials

on their kvds may be more suitable for younger students with kss
eophisticated tastes. language minorkyetudents i t such programs may
develop confidence in themselves if they are mccessful. Sdf-esteem
comx from being just like the others in the group and able to read the
language of the school and the community just like everyone else.
In many programs in the United States, language minority stutknts
enrolled in various types of bilingual instruction are in two reading pro-

gramsone in their first language and one in English. These
simultaneous plans of reading instructiot may provide parallel textbooks, alternadve days of instruction, or native language reading in the
morning and English reeding in the afternoon. Some new programs have

been designed to offer the two reading systems together in a kind of
translation model. The impact of simultaneous reading has not been
ckarly demonstrated despite the fact that many of the potential sources
of confuoln could be predicted from a logical if not from an empirical
position. In the Redwood City group who received simultaneous reading

instruction (Cohen, 1975), there seemed to be poor achievement
demonstrated. The results were interpreted as indicative of the retarding
effect of simultaneous reading in English and in Spanish. It is especially
unfortunate that the evaluation of Ilde VII rangrams ate insafficiatt
for drawing conclusions (Trolke, 1970). Many federally funded programs have placed the students in two reading programs et the saute
drm. One other complicating factor is the language of the dassroom,
which may be designated as a bilingual class but that is, in reality, a
monolingual English-speaking classroom most of the school day.
Speech-print connection may suffer from confusion in two
simultaneously presented writing systems. Students may be attempting to
deal with several unknowns. The opportunities to extend and enhance
the native language may be limited if most of the school day is carried
out in the second language. The potential for true biliteracy may not be
fulfilled when the reading lessons are crowded into everything else that

has to be accomplished. One complaint of teachers of simultaneous
reading is that there isn't enough time for the practice, review, and
repetition needed for overlearning two writing systems, two spelling
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systems, two punctuation systems. etc. Further, depending on the other
language, there is the possibility of language interference. Vocabulary
items may get mixed up, not in the chver code-switching of accomplished

bilinguals, but in a confusion over which word comes from which
language. When the students see the Mel reloi on the clock on the wall in

the classnism, do they think it veils "clock?" In simultaneous reading
plans, there is a valiant attempt to offer culturally relevant content for
both reading activities.
One discrepancy in classrooms of the United States may be found in
the abundance of beautiful books for the English reader and the scarcity

and/or poor quality of many imported materials in the minority
language. Non-print media such as films, filmstrips, study prints,
records, and tapes may be hard to find as well as expensive. The intetests, values, and motives of students and their familia in programs
will vary depending on how well-infixmed they are about the program of

bilingual reading and on their own personal goals. Some parents have

simply been passive about the enrollment of their children in dual
language curricula, hoping fervently for them to become skillful in
English. They may enjoy and approve of the native language activities
but remain more committed to Emil* language skills. Other parents are
filled with emotion and gratitude to school personnel who have valued
their children's native language and who have helped them perfect it.
Parents often recall with pleasure the wealth of children's literature, the
poetry, rhymes, riddles, and fables of their own childhood experiences.
Many of these parents are ardent supporters of first language literacy.
The response from the community will be different for different social,
language, and Damon* status groups. In the United States, schools providing dual ianguap instruction are doing so generally in response to a
legal mandate. Many programs are merely tolerated at a token level to
meet the minimum requirements stated by law. When the educational
establishment or the community at large is not happy about the legal requirements, it is unlikely that reading programs operating on a
simultaneous basis in order to have things both ways can be successful.
The alternatives of initial reading instruction in the native language, in
the second language, or simultaneously in both languages are likely to be
considered on the basis of social and political factors. Linguistic reasons
that support initial reading in the first, language are found in the tasks of
decoding and comprehending the graphic forms. Decoding skills are
developed through the de of methods and materials that demonstrate to
the learners how the writing system is organized and how it works. Since
most writing systems of the world operate on some kind of alphabet principle, decoding skills provide practice in the acquisition of the alphabet,
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the names of the letters, the sounds they represent, syllables, words: affixes, and other parts of the written conventions. A know of the

system permits beguming readers to crack the code. Across many
languages, fealkTS are introduced to graphic representations by this em-

phasis cm small parts of the written language. Once students have
developed the awareness that what has been spoken can be reinstated
by some written form, learning the cock, whether logograigtic or
alphabetic, is basic to reading success. Decoding skill alone, however,
will not create competent readers in any language. Comprehension skills
are those that make it possible for written language to make sense to the
readers. Once the code has been cracked, the students can understand the
author's words. Meanings are not conveyed in letters, syllables, words,
or small groups of them. Comprehension is really thinking, and teaching
to promote adequate comprehension skills can be far more difficult than
teaching to develop the ability tollecode. For majority language students
who learn to read and write their own language, the establishment of
strong levels of comprehension has been a great challenge to reading
teachers. For minority language students, the inadequacies of their comprehension skills have been alarming. Reading programs for all students
must address the apparent discrepancies between decoding and comprehension Wills, but for language minority students the issue is more
than a faulty connection from code to meaning.
At the first level of comprehension, the student merely has to understand what the author has said. Then, after the students have made sense

of what they have read, they may need to use it in scom way. They
understand the idea the author is trying to express, but because meaning
is no necessarily wrapped up in sail segments of written materials, the
students may need to read larger passages to determine the main Wm or
essential message. They may need to search for details that support or
substantiate this generalization. They may interpret what they have read
in the light of their own =perfumes. When the students, have enough in-

formation, they can abstract from the data and

"".'

how the

generalizations they have discovered may be used in
contextsa To
accomplish this, the students must know how to sort, sift, classi4, and
organize what they have read. Further, they must connect or relate these
discoveries in some order. There may be thousands of words arrayed in a
variety of patterns, but they have to organize them into a system so that
they can efficiently and economically draw out the relationships, the sequence, and the main ideas. They may then judge the relevance of what

they have read. While engaged in all these activities, they have been
thinking. They have been using and developing the abilities to comprehend, interpret, reason, generalize, abstract, solve problems, and
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dedde. Given the 4kvektmnental opportunities to acquim oral language,
to add written language, and to use both oral and written skills in think-

ing, the students have been expanding and refining these abilities in
mutually suportive ways. It may be said that speech and print have a
symbiotic rdatkrusldp, one in whiff the health of one contributes to the
health of the other, and that thinking is supported by both.

If the learor has one oral language and learns to read the same
languags, and subsequently uses that language as an instrument that
serves thinking (in ways that are not dearly understood or even agreed
upon), then the student develops fairly dear relationships between
speech and print and between language and thought. Proerams of
literacy in the primary language provide rich opportunities for this
development. Winn second or third humors are introduced, thinking
skills, abstracdng, generalizing, connectine, interpreting, organizing'
and Judging are already a part of the learner's cognitive abilities. The
new dans= of the new language and the new written symbol system do
not require new thinking strategies. The words and their arrangements
into structural patterns will require some specific teaching, but there will
be no need to begin over aga1n in developing thinking skills. The words

are different, but the =lady is thelainse.
How do considered= of these speech, print, and thought relationships apply to students in classrooms of the United States? Although it is
always hazardous to divide human beings, especially young human beings, into groups; for the sake of discusidari, it is necessary ti) *scribe

students in broad categories. Wu, there are monolingual English
speakers who listen, compreheol, speak, read, write, and spell in
English. Some of these students are highly successful, some moderately
so, and some fail in their efforts to become competent, literate persons
capabk of thinking. A second group may be students for whom English

is not the bane language but whose primary language is used among
large numbers of their ethnic background in a given community, the
educational program offering them first language literacy. The Spanish,
Chinese, Fortugmese, Filipinos, Koreans, and Vktnamese are examples
of this group of students, many of whom are behup two'. 1.
dual language and dual
aid kite native language. A
third group of students may be described as
,kas of other languages
whose home language may be difficult to offer in an educational setting
loathe United States. Children from homes where Cambodian, Laotian,
Samoan, or Punjabi is spoken usually find themselves in classrooms
where there are few or no resources for the use of their native language as
a basis for first language literacy. For these students, reading in English

may become a difficult task and a stumbling block to thinking. The
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teacher must build a broad base of oral English, a foundation firm
enough to support the English writing system. The richer and fuller the
experknoes that students have labeled in English, the more abundant and
supportive are their available resources for thinking. A fourth group of
students may be described as those who have some English and some

whew language, neither of which has been developed fully. These
students may have bid and pieces of both; they may have gone back and

forth between the two. They may even have a little of both writing
systems. These are frequently the students who are in grave trouble

because of their language confusion and their despair of ever
understanding the mysteries of the written forms. Needless to add, such
poorly developed skills do not serve thinking very well.

The Methods
Reading methods for langualp minority students are often debated
from the viewpoint of whether the code or the meaning approach is the
better. The synthetic method in which the letters, sounds, syllables, and
smaller segments of the written wage are Introduced may hsal itself
well to certain languages that offer reasonably dependable speech -print

correspondence. The analytic methods in .which why words or utterances are presented may stress meaning at every level. How the pans
of the writing system go together are not considered of great importance.
Making sense of the written material and comprehending the ideas and
events are the important goals of the reading instruction. For languages
with many irregularities in the speech-print correspondence, like French
or English, the analytic an:coach has worked well for some students.
Eclectic methods offer the opportunities both to learn the code and to
obtain meaning. Regardless of the method, to read is to comprehend and
to comprehend is to think.
In the broadest sense, all methods can be grouped into three major
categories; (I) synthetic approaches, (2) analytic approaches, or (3) a

;roaches that combine both the synthetic and analytic. Synthetic
Tethods stress part-whole relationships and give emphasis to building
meaningful words or sentences as letters, sounds, and/or syllables are
mastered. There is a heavy responsibility to learn- how to "crack the

code." Analytic methods focus on' whole words and meaningful
sentences, which can be examined further for a sir elements. A syntheticanalytic method may combine features that offer both the code and the
meaning emphasis.
Synth,* Approaches. Several of the traditional reading methods used

in learning to read those languages based upon an alphabetic writing
principle are synthetic. For example, the onomatopoeic method is one in
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which the pupils learn to make a single sound association for each visual

symbol in order to remember the speech-print relationship that is
regesented. Each time the pupils see a symbol, they are to associate the
letter with a familiar sound from the environment. for example, when
kerning the u, children are told to recall the sound off' a train whistle; or
when learning the t, they are remintkd of the ticking of a clock. As they
build a repertoire of such associations, they gradually accumulate

enough of

,..41

o read at least at the level of decoding. The

onanatopoeie-.. " Is frequently a delight to young learners. It is fun
and it can be paced according to the rate at which pupils are making,

storing, and retrieving connections between sounds and symbols.
However, it can be a very artificial approach, one resulting in lessons
that are very contrived and that contain stilted, unnatural language. It
Owes such a strong anphasis on the recall of discrete elements that the
co* may emerge to detract from the meaning.
Another synthetic method is the alphabetic method. The pupil learns
all the names of the letters of the alphabet. Unlike the onomatopoeic
method, no attention is given to the sounds represented by the letters.
The learner uses his/ her knowledge of letter names to unlock words by
spelling them, for example, in English em a em a (mama); em a tee (mat);
or enw eh ow ah (mama); cue ah ea eh (case) in Spanish. The method is
easy to initiate and convenient for teachers, but it can be cumbersome
and limiting. The pupils are blending lettem not sounds, and they may
become confused when they are unable to unlock words that have been
obscured by their spellings. Because the whok of anything is more than
the sum of its parts, attention to small elements of written language may
tend to create readers who fail to grasp the larger, more meaningful
units.

The phonic method has many enthusiastic supporters. A phonic
method is one in which the sound system of the language is primary.
Pupils must hear speech sounds (the phonemes} and make accurate and
rapid assodarsc.u; with the written symbols (the graphemes) representing
them. Once they have the speech-print connections mastered, they are
then able to decode, that is, they can transform the written symbols back

into the spoken ones. The phonic method has been very popular in
Spanish because there is a good fit between speech and print. The written
language is a fairly consistent and predictable representation of speech.
Thus, with few exceptions (as contrasted with the many discrewndes existing between speech and print in English, French, and sevtral other
languages), the sound-symbol associations can be learned with relative

ease by most pupils. There are, of course, the few irregularities, the
sound of s represented by the symbols .1, z, c, followed by tore; the sym-
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bob y, and // representing the same sound; the changing sounds

represented by c oi g when followed by i or e in contrast with the sounds
represented by the same c or g followed by a, 0, or u; the silent h in hornand the changing cf the silence when the h is found in combination
le or see as in hielo or hues°. etc. There is also a very elaborate
d,athong system and a system of diacritical marks to be
arned. Fortunately for the reader of Spanish, both these tasks are made

easier by a very simple, unchanging set of rules. For these and other
reasons, teachers find many advantages in el metodo fonico, particularly
at the very beginning. The speech-symbol relationships may be presented
by means of picture-symbols, which requires the learners to make an

association with a picture, usually one representing an object in their

world. The pictured object's name begins with the sound to be

represented by the letter. The sound-symbol relationships may also be
taught directly by presenting the 'fetter name and the sound represented
by the letter together with illustrations of the sounds in words familiar to
the children. For example, the name of the letter m (eme) is taught as
representing the sound mm while the child listens for this sound in words
suci, as mantel, oriel, nuefieca, mariposa, etc. At first, just beginning
sounds are given attention but later, pupils may be asked to listen for and
hear sounds in other positions within words. There are few ending
sounds to learn because in Spanish there are only 11 possibilities, and

then pupils can be encouraged to recognize sounds and their written symbols in medial positions. El mtitodojOnk-o, in its several variations, lends

itself to a reasonable sequence with short units of speech-print

understandings to be acquired and practiced as the program progresses.
It can become boring and seem unrelated to the total act of reading
unless the teacher adds the element of interest, with tongue twisters
(trabalenguas), rhymes (rimes), poems (poes(a), and other language activities. Further, the method does focus on parts of words and may result
in pupils learning to decode at the expense of gaining meaning. It is wise

to remember that phonic skills in many languages may be great for
unlocking unfamiliar words but, by themselves, contribute little to the
comprehension of those words.
The syllabic method is another very traditional and time-honored
method that depends heavily on the child's auditory memory. For exam-

ple, in Spanish, pupils learn the written syllables in patterns of

consonant-vowel such as ma, me, mi, mo, mu, and vowel-consonant,
am, em. im, om, um. They are then taught to put syllables together to
create words, mama, memo, amo, Mimi, etc. Soon, syllables and words
are strung together to create sentences, Ama a mi mama, and MI mamd
me ama a nil. El mOtodo sildbico has some of the advantages of other
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pan-whole approaches in that small units of speech-print relationships
can be offered to pupils as they are able to internalize and use them. Las
silabas can be organized and sequenced carefully to permit pupils to
begin using them immediately in words and in sentences that proVide
matting. The opportunity to apply the skills directly to the act of reading
allows learners to feel that they are not merely acquiring some isolated
information like letter names and letter sounds, which may often appear
only peripherally related to real reading. Of this method it molt be said,
however, that it falls heir to the same criticism as other approaches that
emphasize small units of speech sounds and their written representations

in symbols.
Analytic Approtaltes. Among the analytic ways of teaching reading,
the language experience approach has been used with some degree of success. The pupils are encotuaged to respond to events in their experience
by recalling what they have thought about and can put into words. The
teacher or teacher aide then writes what has been said, reads it back, asks
for several repetitions of it until the pupils, too, can read what has been
written. Since the material comes from a meaningful experience in the
pupils' own world, there is no question of comprehension. The pupils see
the relationships between thinking, speaking, reading, and writing. They
next learn the writing system and can mate their own accounts of personal experiences. The teacher is responsible for maintaining a rich and
interesting classroom environment that will elicit language and generate

experiences about which talking, writing, and reading can be accomplished. For pupils from any language, the language experience approach
can be a delight. They may draw upon culturally relevant and familiar
topics that are near and dear to them. They are assimilating written
language in whole phrases or sentences that make instant sense because
they are their very own thoughts. The teacher enjoys the pupils' interest
and motivation. However, this approach demands much of both teacher

and learners. The teacher must manage an enormous amount of
material, different for each child, since each pupil's language and experiences are unique. There is the ongoing requirement to change and to
create new stimuli for more complex language and its written representation. In order to keep track of pupil progress, there is the considerable
burden of recordkeeping so that the teacher will be able to follow individual development in the various reading skills. There is little or no
control of vocabulary so that practice needed for mastery may not occur
and words learned today may be forgotten tomorrow. The success or
failure of such a reading approach depends in large measure upon many
other classroom variables, one of which being how the teacher uses
stories the pupils have produced.
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The global method is one in which whole words and entire sentences
are produced visually and the pupils are told what they are. They then
memorize the words without ever taking them apart to look at their
smaller den nts. It is a look-say approach that stresses meanings and ignores the writing system as a code. Expressions such as Hoy es WM Today is Monday; Hare sot or customary classroom amenities as Buenas
dies, nillos; Sientense, nillos; Good morning, children are taught in their

Intirety. Theorists who support this method argue that dividing the

iwords into syllables and learning the letters and sounds may create absurdities and destroy meaning, the heart of the reading process. The global
method has its merits. It offers reading activities pupils can readily
understand if the written material is prepared by the teacher at a level

commensurate with pupils' erperience. It places a great burden on

memory, however, and has been said to offer few or no opportunities to
acquire basic awareness of how the writing system works. Expansion of
the reading vocabulary and development of specific reading skills may
not take place unless the teacher goes further with supplementary activities designed for specific skill practice.
The generative word method operates much as the global method.
Whole words and complete sentences are presented, illustrated, and pronounced by the pupils. After they have memorized the material and can
read it, they then are taught how to analyze sentences and words into
their component elements. Thus, they go from a meaning emphasis to
the code and analyze how the code has been put together to create the
meanings for them. They may discover syllables, sounds, letters, punc-

tuation marks, and capitalization. When pupils have finished the

analysis, they have a good grasp of both the code and the meaning. It has

been said that one danger is the pitfall of passivity in the pupils. The
teacher must do most of the analyzing; and once the pupils know what
the written language represents, there is not much motivation for them to
dig back into the parts that have created a meaningful whale for them
already.
Eclecticism. The eclectic method is one that combines successful
elements of both synthetic andanalytie approaches in an attempt to offer
pupils an effective reading program. It may include the presentation of
whole sentences, identification of speech-print relationships by phonics,

look-say practice with flash cards, use of dip learner's own language, use
of pictures for clues, and a variety of other features drawn from several
methods.
It is prudent for teachers to consider first the pupil who is to be served

by the reading approach and to recognize that no one method has a
monopoly on success in the classroom. There are pupils with great visual
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memories, pupils with well-developed oral language, and pupils with
good tactile-kinesthetic skills. There are also pupils who are weak in one
or more of these areas. Add to this the fact that some pupils have long attention spans and some do not; some can persist in the completion of a
task and some cannot; some are able to take direction and follow instructions and some are not. Yet all pupils have something the teacher may

draw upon to ensure that they find a measure of success in learning to
read.
Which of the methods are applicable to the teaching of both English
and native language reading? Any method wisely used by a careful,
knowledgeable teacher can be applied (fit ii suitable for the background
and unique needs of pupils (Thonis, 1976). If pupils' auditory integrities
are weak, a method that demands hearing and discriminating among fine
speech differences (as required by the phonic method) would be a poor
choice. If pupils have phenomenal visual strengths, a method that taps
this ability to remember visually presented materials and arrange them in
proper sequence (as the global method demands) may be an excellent
alternative. Pupils with impressive command of oral language and rich
stores of experiences may find an introduction to print that uses their
language and experience an exciting encounter. It is the teacher who must

select the best methods to make the most of the reading opportunities.
For language minority pupils, the language experience approach could be
veiSr effective Ili the teaching of both English and native language
reading. A phonics method, one demanding the pupil to heat sounds and
speech patterns, could be most productive for native language reading
and a disaster for English reading. Pupils could find it difficult if not impossible to hear accurately and to discriminate among the sounds of
English. A method using whole words and sentences taken solely from an
English-speaking cultural setting may be totally devoid of sensibility or
interest for language minority pupils. Thus, the choice of methods con-

ceivably could be different for the two reading classes. It would be a
grave error to assume that the same methods would necessarily apply to
etc teaching of both. It is essential to determine the method of the basis
of first- and second-language readiness to read each specific language
and the levels of language development in both native language and in
English.

Transition Period. What about the transition period during which the
pupil is led from first- and second-language literacy in English? Reading

teachers should develop criterih for placing their language minority
students in the reading classes in English. Among these criteria are such
considerations as the pupils' successful accomplishments in the native
language reading class, their proficiency in oral English, their specific
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ear - training for the English sound system, and their expressed interest in
discovering the content to be unlocked in English print. The most important consideration in these criteria is time. Pupils must be given sufficient
time to establish strong literacy skills in their first language.
Once the decision is made that the pupils have met the standards set
and that they could benefit from instruction in reading English, there are
some additional factors to consider. The first concern is with the reading

skills, which pupils will be able to transfer immediately from native
language reading to English reading. The greatest transfer benefit,
however, is the confidence of an already literate learner who has successfully manapd the rigors of print and will face the second writing
system with self-assurance. The second consideration in the recognition
of potential phonological, lexicalow structural sources of inicrference
from the writing system that need to be anticipated and minimized. The
English reading teacher must watch for any problems and attempt to prevent them. A third concern is to provide knowledge and opportunities to
practice new skills specific to English reading. Word order patterns,
punctuation rules, multi-semantic vocabulary items, and other features
unique to written English must be learned in additicm to those elements
that have transfer possibilities. Thus, transition to English demands at
Least the following: (1) definitive criteria for assessing pupils' readiness to
engage in reading English, (2) recognition of areas that do not have to be

taught again, (3) clear understanding of skills that may transfer im-

mediately, (4) keen sensitivity to interference problems and the expertise
to deal effectively to minimize them, and (5) considerable competence in
the contrastive sounds and structural systems of kWh the native language
and English.

Good choices for the transitional stage might be the language experience approach supported by a cautious program of phonic skills
based on sounds pupils can hear and say. Another method might be a
linguistic program, which presents short written patterns on the basis of
a regular sound-symbol correspondence (man - Dan - ran -fan, etc.) and
support this somewhat sterile, artificial written language by rich oral
English in poems, storytelling, choral smiting, and dramatizations. Still
another might be a carefully paced basal reader approach augmented by
pictures, news events, and descriptions of life in the language minority
community as written in English. In this manner, the content of the basal
stories could be enlivened by content of cultural relevance to learners.
There are many combinations of methods that could well support the
second language literacy plan in English. Teachers should be encouraged
to sift among the many methods for the winning combination for their
own pupils.
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Aftmagement Systems. What is the role of management systems in a
bilingual reading program? It is always desirable to have some means of
charting pupils' progress in reading. If pupils are learning to read in one
language, it is important; if they are learning to read in two languages, it
is absolutely eat. Yet, the waiter must guard against the manage -

system taldng over the program. The managemmt system is a
bookkeeping system only; it is not the reedit* program. To be useful, the
system should be short and simple. It should be easy to use and convenient for the teacher who will use it. The system should contain some
built-in fkatibility to accommodate differential levels of pupils and the
transiency rates in areas where pupils experience a high rate of school

transfer. A management system should not be toe costly, not only in
terms of the school's budget, but it must also not extract a high price in
terms of the teacher's time, tears, and frustration. The system should be
selected on the basis of its consistency with the established program
within the district. If some provision for the Nigh' checking thdr own
progress can be build into the system, it provkia greater freedom from
the paper chase that so often burdens teachers and teacher aides. Wise
experkneed is have always had a management system of some
kind. The system should work for the reading program rnd be supportive
of it. Teachers and administrators must be cautious that the management
system does not work against the program and does not become an end
in itself.
What is the importance of assessment? Assessment can be very important and can contribute greatly to the success of a program of reading in

two languages. The major iwobkm lies in the identification of appropriate ways to assess the gains pupils are making and to redirect one's
efforts if gains are in evidence. Assessment may involve the administration of standardized tests, the observation of pupils, the application of

informal measures, and other assessment techniques. It is wise to
remember that assasment is az appraisal of the program; it is not the
program. Therefore, assessment shoukl be economical of both teacher

and pupil time. The we of information obtained through assessment is
of much greater value. As teachers appraise the progress of pupils, they
may change objectives, edit materials, or alter timelines to improve
pupils' chances for success. Assessment should be the servant not the
master of the reading program.
The Teacher. The most important elenamst in an instructional plan for

minority students who are learning in a classroom designed for the
tan' uage majority students is the teacher. It is always a competent and
caring teacher who makes die method and materials work. For language
minority students, the teacher ideally should know and appreciate the
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language and culture of the students. The teacher should be skillful io
assessing language, development, and achievement levels. The teacher
needs to be flexible and creative in making adjustments to the plan of
reading instruction to accommodate a variety of levels in language
achievement. The teacher needs to be well-organized and well-informed
about the availability of materials, personnel, and other resources to sup'gement dassroom opportunities. The teacher should be strong in tit :
amviclon that language minority students are capable of learning to
read and write at the same level of excellence as their majority language
peers. The teacher needs to continue to search for improved methods of
assessment and instruction as new research points the direction toward
better reading programs for language minority students. The teacher
must be willing to take the time necessary to bring these students along.
All instruction for all children should be intended to increase selfconfidence and self-esteem. The school is only one source of nurturance
of ego strensths; but it is a very powerful one for develoOng, maturing
students. When the reading program ahernatives are considered in relation to this sense of self-worth, it may be useful to conskler first the
status of the minority language in the school and outside of it. When the
value of minority language is rejected by the community, this message
may diminish stuck:as' sense of self. There are certainly some social conditions over which the school has little or no control, and the societal rejection of a minority group and their language may be one of them.
Within the school itself, however, the importance of the mother tongue
in the enhancement of intellectual growth; the relevance of the speechprint connection in the improvement of literacy skills; and the role of
first language development in the extension* of second language competency can be communicated to everyone who works with language
minority students. School-community contacts should be used to explain
and describe the needs of language minority students from the
framework of development and learning theories not from a social,
political viewpoint. A climate of acceptance at school may serve the
students well in supporting their self-esteem and in increasing their confidence in their abilities to succeed in language and literacy accomplishment.
The Materials. When majority language students are learning to read,
one of the jcyous opportunities they have is their practice outside the
classroom. They can take their readers home or go to the libraries with
their parents or family numbers. They are surrounded by signs, advertisements, newspapers, menus, and numerous written reminders that
reading and writing are valued. Out of school practice reinforces the
skills being developed in their daily lessons and results in improved learn-
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ins. For language minority students, however, the extra practice depends
on several conditions. Many language minority children learning to read
the vernacular have parents who do not read. There are few library
books on the shelves in the school and community libraries to challenge
and delight dm.. The majority language surrounds them when they
leave the classroom. Newspapers, magazines, restaurant lists, notices,
and other written n: dal are offered in the language of the majority.
Or, if language minority students are attempting to read in the second
language, they may find it very difficult to handle the concept loading

and speech-print connections of the uncontrolled media beyond the
classroom. If they wish to share their pecond language literacy skills with
their family, it may turn out that parents do not read the language. These
are social and cultural factors discussed by Bowen (1977) and Tucker
(1977) who feel that social and cultural considerations are more important than linguistic ones in deciding which literacy orogram is best for
language minorities. The school is an institution created by society and is

expected to reflect the values of that sot.*ty. The expectations of the
school and the community certainly must be weighed.
An important issue is the selection of reading materials for language
minority students. There are the dual concerns for the suitability of the
materials and their availability. If the *ding decision results in the
teaching of language minority students to read in their native language, it
may be very disappointing for the studen.., to find few or no books to
read. When majority language students learn to read, they are likely to
fund the delight and wonder of stories, records, tapes, and other media
for practke and for pleasure. Minority language students ordinarily do
not find such treasures in school and community libraries of the United
States. Like most skills, the skills of literacy are of tittle value if they are
not used. If these students are to enjoy their hard-won skills, the school
must consider seriously the additicet of native language books and other
materials to supplement the classroom instruction and to extend opportunities for growth in reading and thinking skills.
An appraisal of the suitability of materials is often a difficult task
because that are so many elements involved in their selection. Minimally, teachers should take into account appearance, illustrations, authenticity of language, represeptative nature of the content, relevance to the
curriculum, and cost. Materials should be attractive; the print should be
an appropriate sL-c; the quality of paper and ::3ding should be adequate
for the kind of use anticipated; vocabulary, structure, sentence length,
and concept load should be suitable; and the political or religious content
should be acceptable to the community. It is especially important that the

materials are not hastily patched together translations of English. The
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cultural content should be interesting and relevant to the language
minority students. The international literature of childhood and
adolescence is stocked with charming stories that enchant students
everywhere. Many classics from English have been lovingly translated into other languages with great care and with attention to idiomatic expression% figurativelInguage, vocabulary, and cultural detail. The concepts

and values dritwn from other cultural settings should be free from

stereotyping. The views of various ways of living should be presented objectively. Reading materials should emphasize the commonalities among
various groups as well as their differences. Reading materials carefully
chosen on the basis of the language needs and developmental levels of
minority students =tribute greatly to learning success.

The Parents. It is noteworthy that successful reading programs,

regardless of approach or language sequence, generally include strong
support for reading at home. The literature describes the importance of
the value given reading, the reading interests of parents, the availability
of reading material, and the many other family variables that may contribute or detract from pupils' leaning to read. The traditional recommendations offered have been invitations to parents to volunteer in
classrooms; serve on school committees; read to their children at home;
take them on visits to museums and places of historic interest; and other
such suggestions requiring time transportation, materials, money, anti a
knowledge of community resources that many minority language
families lack. School personnel also have been fairly consistent in their
recommendations that language minority families use the majority
language in the home. Parents who do attempt to follow this suggestion
are likely to be providing poor language models and restricted language
practice in the majority language while at the same time denying their
children the richness and variety of their native language competence. It
would appear that educators need to be more aware of the practical
realities of language minority families and more knowledgeable about
the impact of language on literacy before making suggestions that may
not be in their students' best interests.
It is highly consistent with the research to encourage parents to c,th
tinue using the native language at home. They should be urged to speak

with and listen to their children. Bath listening and speaking

vocabularies can be increased and the background of concepts extended.
Language development is part of total development. Children's home experiences can offer vital opportunities for learning about the family's

history and heritage. The songs, dances, proverbs, poetry, recipes,
games, and the hundreds of other remembrances from the childhoods of
parents and grandparents offer not only a sense of self but also a wealth
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of language skills. Lextrrita-Marcaida (1981) has an exciting and practical list of suggested activities that enhance the malts' contribution to
their children's reading potential.

In encouraging parents to continue using the home language,
educators must take time to explain clearly their reasons for this recommendation. Often, parents do net appreciate the educational value of the
home language in an English-speaking society. They need to be reassured
that English language competence is a major instructional goal. They
also need to be told that native language proficiency contributes to these
second language skills. The school has a significant responsibility to
facilitate understanding of the rationale, which supports the sequence of
language and literacy instruction.

The Best of Mersey
Cummins (1980) has stated that cognitive academic language potential
is strongly related to reading and writing skills. This potential permits

readers to process written language and manipulate the content in
reasoning and in dealing with abstractions. It is this ability that promotes

effective reading comprehension skills. The question of the most appropriate reading program alternatives for the minority language student

can then be considered from the multiple viewpoint of: (1) which
language promotes cognitive development; (2) which writing system
makes the best connection with languagd and cognition; (3) which
reading program will be supported by social, political, and cultural factors; and (4) which alternative is best suited to the minority student's
stage of development. There are doubtless other variables to consider in
reviewing the many complexities of literacy and biliteracy in a country
where the expected outcomes of the program have been the creation of
monolingual and monoliterate students. This goal has been in place for a
long period of educational history in the United States.
The case for native language reading instruction for language minority
students is strong. The rationale can be defend d on logical grounds and
empirical evidence. The perceptual, sensory-motor, and cognitive processes learned and practiced in any language have tremendous potential
for transfer of developmental and learning principles are nut violated.

Once language minority students have learned to read well and have

understood the strategies for obtaining meaning from print, these
abilities provide a solid foundation for literacy skills in the second
language. The essential characteristic of first language skills available for
supporting the addition of the second language is strength. Only strong

leanings transfer. Hasty, premature introduction to the second writing
system may result in two weak sets of skills, neither of which serves well
enough to be the carrier of content in school subjects.
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Language minority students need access to content areas by way of the
language and literacy, which makes sense to them. Mathematics, social
science, physical science, and other school subjects can be acquired and

clarified in the stronger language and once fully understood, can be
labeled in the second language. Reading instruction is not an end in
itself. The reason that the years of middle childhood are usually emphasized as the period for acquiring reading and writing skills may be
found in the timetable of human development. These are the years for
acquiring the basic instruments for lifelong learning. The growing com;derides of subject matter after the fifth grade matches the students' in-

creased abilities to manage abstractions and formal logic. Reasoning
abilities, well-supported by language and literacy, allow students to expand their understanding of the world and the people in it. If students
are not given the opportunity to learn and fully develop their native
language, the subject areas must be taught at a slower pace and with as
much non-verbal representation as possible. Even with this effort,

language minority stunts may not be able to keep up with their
language majority classmates. High achievement is possible when
students are given textbooks for content areas in their stronger 'ensilage
and at the suitable level for their age and grade placement. If the students
cannot read second language texts, alternative methods of presenting
concepts must be identified.
There is no argument among language researchers, developmental
psychologists, and reading theorists that written language is strongly
related to some aspects of oral language. There is also agreement that

language and literacy skills are mutually supportive and essential to
cognitive growth. In the best possible conditions for learning, students
would all read first the language, which has made their world a meaningful place. They could come from the language of their families to the
language of instruction with confidence and ease. With the addition of
literacy, students could advance through the curriculum to the extent
that good instruction and intellectual potential would permit. Lanrusge
majority students do this and some are very successful; others ark not.
Yet, the difficulties when they do arise are not compounded by language
differences as they are for minority students. With the growing numbers
of these students in classrooms of the United States, there is a serious
need to re-examine reading instruction alternatives for them. It is only
reasonable to expect that all conununilles cannot offer the advantages of
vernacular reading for all language {minority students. It is also very
reasonable to consider initial and continuing native language reading in-

struction in communities where large numbers of the same language
groups are found.
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Regarding the differences existing between immersion and submersion
programs, it may be useful to attempt to change some of the negative influences through a better exchange of information. The language majority group often fails to understand that the end in view is also excellence
in English. There must be a continued effort to clarify the speech-print
connection in literacy an4 to emphasize the important role that language
and literacy skills play in the development of intdligence. A central pur-

pose of the school is to teach students to think. Thinking includes,
among other entities, problem solving, evaluating, creating, and reasoning. Well-developed speech and strong reading skills are instruments that
nurture thinking. For language minority stuck:tits, there is the rich potential for speaking, raiding, writing, and thinking in two languages.
Transferability of first language skills, both oral and written, is impor-

tant and possible. The potential for transfer of sensory-motor skills,
identical elements, principles, patterns, and attitude must be recognized
and promoted depending upon the languages involved. There should be a

sequence of language and literacy skills that searches out transfer
possibilities and watches carefully for potential interference. Exit criteria

are not applied, as the central ism to consider is the addition of more
formal second Language instruction and the introduction of the written

English forms. There must be the expectation that when English
language skills are strfficianly strong they, too, will carry content in the
subject areas. Self-esteem is promoted not only through the accomplishment of English but also by the advancement of native language abilities.
The school personnel, rather than recommending use of English in the
home, continues to encourage use of the native language in family activities, which enlarge the students' view of their environment and improve their background of information. The program is one based on the
common underlying proficiency model, which recovizes the value of stimulating general language growth by way of the native language channel. The common underlying proficiency model also makes sense in
terms of stressing the use of the stronger language for instructional purposes. There is the logical assumption that first language strength con-

tributes to second language acquisition and that second language
achievement is not diminished by the deKlopment of the first language.
Rather, excellence in the native language improves the chances of better
second language functioning. It is reasonable to expect that students who
talk well, read easily, think effectively in their own first language, and
have developmentally reached the stage of abstract thinking will aft talk
well, read easily, and think effectively in the second language.
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Pert One: Introduction
Background
For the past several years, the Office of Bilingual Bicultural

Education has undertaken a major project to assist school
districts in planning, implementing, and evaluating
programs for
language minority students at the elementary school level,
kindergarten through grade six. This effort has focused on bridging the gap between current research and theory and
promising
program practices. The Bilingual Education Program Quality
Review Instrument, Grades K-6 (Bilingual PORI/K-6) and other
publications represent the Office of Bilingual Bicultural Education's best efforts to provide timely technical assistance based
on the most recent research studies in the field of bilingual
education.
The Bilingual PQRI /K-6 serves four major purposes. First, it is
a guide to be used by school district personnel in designing and
improving bilingual education programs. Second, when used as
an on-site review instrument, the Bilingual PQRI /K-6 furnishes
schools with important formative evaluation input regarding their
programs for language minority students. Third, the instrument
is a data collection device that assists the Office of Bilingual
Bicultural Educatiori in identifying current practices and promising developments in bilingual education programs at the project,
school, and classroom levels. Finally, the Bilingual PORI/K-6 is a
vehicle by which the Office of Bilingual Bicultural EduCation can
promote research-based standards for the operation of bilingual
education programs.
The items of quality contained in the Bilingual PORI/K-6 are
based on major principles concerning educational programs for
limited- and non-English proficient students. The
principles4were
developed by Office of Bilingual Bicultural Education personnel
after a careful and thorough review of the literature on educational practices for language minority students; and they represent a synthesis of the most recent, well-controlled research and
evaluation studies. The items of quality included in the Bilingual
POR1/K-6 correspond to a set of state standards for bilingual
education programs.
Development of the Bilingual PORI1K-6
In 1977, staff members in the Office of Bilingual Bicultural

Education developed the original version of the Bilingual
PQRI/K-6. Assisted by two private evaluation firms, the staff
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field-tested the instrument in more than 40 schools operating
state and federasty funded programs. Additionally, the instrument was critiqued at a field input session attended by more
than 30 classroom teachers, resource specialists, and program
directors.

In 1978, only minor revisions were made in the instrument.
Nevertheless, initial steps were taken to ensure that the items of

quality included In the Bilirigual PORI/K-S were based on
research studies and program evaluations. Earlier, many of thd
items in the instrument were based solely on legal requirements

or the suggestions of bilingual educators and other program
speCialists. In June, 1978, a special symposium on the Bilingual
PQRI /K-6 was held in Asilomar, California. The purpose of t)e
symposium was to discuss current research and evaluation findings regarding primary language development in bilingual crosscultural programs. The results of the symposium- provided the

stimulus for future revisions of the Bilingual PORI/K-6. The
following specialists participated in the Asilomar Symposium:
Rosa Kesteiman
East Los Angeles City College
Susana Maiztegui
Stockton City Unified School District
M. Pilar de Olaye
University of San Francisco,
Rosaura Sanchez
California State University, San Diego
In 1979, the Bilingual POR1/K-6 underwent a major review. The

Office of Bilingual Bicultural Education contracted a group of
technical experts to assist in making modifications and expanding the scope of the instruroent. The following researchers and
specialists participated in intensive work sessions:
Alma nor Ada
University of San Francisco
Eduardo Hernandez-Chavez

instituto de Lengua y Culture
Concord, California
Dennis Parker
Corona-Norco Unified School District
Jacquelyn Schachter
University of Southern California

19j
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Eleanor Thonis
Wheatland Elementary School District
Additionally, a draft of the instrument was sent to recognized
researchers in bilingual education and linguistics. Written critiques were received from the fallowing:
Theodore Anderston
University of Texas, Austin
Alfredo Castafteda
Stanford University
James Cummins
Ontario Institute. for Studies in Education
Tracy C. Gray
Center for Applied Linguistics
Arlington, Virginia
John J. Gumperz
University of California, Berkeley
Christina Bratt Paulston
University of Pittsburgh
Since 1980, relatively few revisions have been made to the Bilingual PORI/K-6. However, the instrument is now supported by a

series of articles focusing on language development and
language acquisition in bilingual settings. Schooling and
Language Minority Students: A Theoretical Framework has been
developed by the Office of Bilingual Bicultural Education as a
means of providing to school districts a theoretical rationale for

the design and implementation of instructional programs for
language minority children. The standcrds of Implementation

promoted by the Bilingual PORI/K-6 are, as accurately as possible, based on the empirical evidence presented in the abovementioned collection of papers.
Each year, teachers, resource specialists, and school administrators are given an opportunity to provide input regarding
the Bilingual PORI/K-6 and the review process. Field input
meetings havitbeen held in northern and southern California in
addition to special feedback sessions with reviewers. Also, staff

members, parents, and community members associated with the
schools reviewed are given opportunities to react to the instrument and the review process. In 1980, approximately 200 evaluation forms were received from 24 schools. Reports were received
from classroom teachers (87), administrators (28), instructional
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aides (53), resource teachers (19), parents/community members

(3), and others (7). Some of the results from this survey are
displayed below:
Question

Response
Yes

No

Don't
Know

149

27

21

139

46

12

174

5

18

158

11

24

154

28

11

150

11

32

Has your program used the
Bilingual PQRI/K-6 as a
resource document?
Have you personally used the
Bilingual PQRIIK -6 in planning for program improvement?

Will you include the finding.
from the Bilingual PORI/K-o in
planning for program improvement?

0

From a technical point of
view, was the review conducted properly?
From a human relations point
of view, was the review conducted properly?
Did the reviewers communicate well both in English

and the primary language of
the limited English-proficient
students?

Were both the purpose and

process of the review visit
completely and clearly ex-

fs,

4
21
plained by the reviewers?
168
Can you suggest any ways in
which the review process
76
17
100
could be improved?
In summary, It is clear that the Bilingual PORI/K-6 has made an
important contribution in assisting bilingual program teachers,
aides, and administrators in designing, implementing, and modifying programs for language minority students.
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Current Utilization of the Bilingual PORI/K-6
The use of tha Bilingual PQRI /K-6 allows for
consistent and objective revievfs of elementary school bilingual education programs. The instrument matches school level services with !hi,/
California standards for bilingual education. The instrument is
intended to be used by reviewers who are experienced bilingual
educators and who are bilingual and biliterate in the minority
language of the prc,gram being rexleived.
The ,Bilingual PQRlIK-6 is used by the Office of Bilingual
Bicultural Education to conduct reviews of bilingual programs
funded under the provisions of ESEA, Title VII. for this purpose
the instrument has been recognized by the Office of Bilingual
Education and Minority Language Affairs of the
United States
Education Department. In addition, the California State Department of Education promotes the standards in the Bilingual
PQRI /K-6 as sound educational practices to
be used with
language, minority students in bilingual programs required by
state law.

Administration
Typically, the Bilingual PQRI /K-8 is used by a team of trained
reviewers at a single school site. During a two to three
day visit,
the reviewers evaluate bilingual program services
for students
from one specific minority language'group.
Not more than seven
classrooms are reviewed during any one visit. Reviewers are
trained by personnel In the Office of Bilingual
BiculturaiSducation and conduct reviews in accordance with
the directions
found In the current edition of the Reviewers

ManualBilingual

Presently, the "basic form" of the Bilingual PQRI /K-8 contains
10 items of program quality. Each item includes
one or more
criterion statements. The ratings are based on Information collected by: (1) interviewing school site staff; (2) observing
classroom activities, and (3) examining student records. rating
reflects the number of observations in which the reviewers determine that the criterion is met as compared to the total
number of
observations made by the reviewers.
The following is a sample rating:
.--7
Number of observations during which
the criterion was met

___.

___

3

---

..------

...

i

Total number of observations iwmade for the item
i

----J
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For instance, if a ieviewer rated a particular criterlog statement
1/3 this would mean that out of three total observations made,
the criterioe was met in two of the observations.
A set Of cperational definitions is included in Part Three of this
document. The definitions are intended to provide readers with a'
greater common understanding of the bilingual education terminology used in the Bilingual PQRI/K-6. The operational definitions also assist reviewers in Making more accurate determinations when rating Individual criterion statements.
If a bilingual program selects an °approach or methodology

that is different from that stated in an item or corresponding
criterion statement, thn program may still receive credit for
meeting the criterion provided that a level of equal effectiveness
can be demonstrated. To demonstrate such effectiveness, the

pr:,-:-.ra must furnish the following evidence: (1) a written
-ascription of the approach or methodology selected, and (2)
lino of a research or evaluation report whichsupports the
use of the alternative.
Design
The Bilingual POR1/K-6 consists of four carte:

Introduction
Bilingual Program Profile
Part Three: Operational Definitions
Part Four: items of Program Quality
Fart One:
Part Two:

Part Four is further divided into five components:
Component 1: Primary Language Development
Component 2: Second-Language Acquisition
Component 3: Classroom Management
Component 4: Staffing and Staff Development
Component 5: Family Services
Each component consists of a series of items and corresponding
criterion statements.

In some instances, school officials request review of an instructional or support component not Included above. The Office
of Bilingual Bicultural Education Is in the process of developing
additional components on topics soch as (1) parent and corm=
munity involvement, (2) second language inetttion fdr native'
speakers of English and other students of flue t English proli.
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ciency, and (3) multicultural education. Upon request, one or
more of these supplementary components.will be used in addition to the "basic form" of the Bilingual PQRI /K-6.
Theoretical Framework
The following major principles, related principles, and standards of implementation constitute a theoretical framework
for
the design and implementation of bilingual education programs.
The Goal of Bilingual Education Programs
The goal of bilingual education programs is to allow all participating students to develop the highest degree possible of
language, academic, and social skills necessary to participate

fully in all aspects of life.
Major Principles of Bilingual Education Programs
Supported by a substantial amount of empirical evidencd, the
four major principles upon which bilingual education
programs
should be based We as follows:
1. In order to gain the maximum academic benefits from
schooling, language minority students must develop high
levels of lenjuage proficiency in both English and the
primary language (Cummins, 1979b, 1981; Development
Associates, 1980; Duncan and DeAvila, 1979; Kessler and
Quinn, 1980; Lembbrf, 1978; Lapkin at al., 1979; LegarretaMarcaida, 1981; Okoh, 1979; Rosier and Holm, 1900; Swain,
1979; SkutnabbKangas and Toukomaa, 1976).
\
2. Language proficiency consists of at least two dimensions:
Basic Interpersonal Communicative Skills (BLCS) and
Cognitive/Academic Language Proficiency (CALF). Basic
interpersonal Communicative Skills refer to the universal
aspects of language proficiency that are normally acquired
by all native speakers of a language. CognitivelAcademic
Language Proficiency refers to language skills that are
associated with literacy and cognitive development and
that are learned, usually through formal
Instruction
(Cerement( and Brones, 1980; Cummins, 1980; 1981; Dulay
and Burt, 1978; Genesee, 1979; Hammill and McNutt,
1960).
3. For language minority students the development of high
levels of Cognitive/Academic Language Proficiency in the
primary linguage forms the basis for similar proficiency in
the second language, allows normal academic progress,
assists in the acquisition sof the second language by in-
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creasing the range of "comprbhensible input," and promdtes positive adjustment of both minority and majority
cultures (Cummins, 1979a, 1979b, 1980, 1981; Czlko, 1978;

Development Associates, 1980; Downing, 1978; Hanson,
1979; Kamiensky, 1977; Lasonen, 1980; Skutnabb-Kangas,
1979, Taft and Both, 1980; Tucker, 1975).
4. When given sufficient aocess to "comprehensible second

`

language input" and posata--motivation to learn Eng liSh,
language 'minority students acquire Basic Interpersonal
Communicative Skills in English (Du lay and Burt, 1973,
1976; Krashen, 1976, 1978, 1981; Legarreta, 1979; SavilleTroika, 1978; Terrell, 1977; Wagner-Gough and Hatch, 1975).

Related Principles of Bilingual Education Programs

The following are related principles concerning bilingual
education programs:

1. By the age of five or six, all children except those with
special learning disabilities have acquired Basic Interpersonal Communicative Sicilia in a variety of the home
*language (Carden, 1972; Cummins, 1980; Gaarder, 1979).

2. Sociolinguistic factors inside and outside the school in-

fluence the language attitudes of both students and
teachers. Even th.ough factors exist outside the school, they
may be influenced by the school (Garcia, 1979; Laosa, 1975;
Lapkin at el., 1979; Schumann, 1976, 1978).

3. The amount and quality of primary language use In the
home Is positively associated with student readiness for

the academic .demands of schooling and continued"
primary Ianguagrdevelopment in the school (CholewInski
and Holliday, 1979; Cooley, 1979; Cummins, 1979a, 1981;
Laosa, 1975;. Ramirez and Politzer, 1975; Shafer, 1978;
Wells, 1979).

4. The ability of teachers to speak the primary language. of
minority language students is positively. related to both
primary language development and second-language acquisition (Meriro at el., 1979; Penaloza-StromquIst, 1980;
Ramirez, 19f8).

5. The language proficiencies of language minority students
in English and the primary language vary in accordance

with a number of factors, such as societal domain,

language' variety, speech situation, relationship between
speakers, and cognitive demands of the task (Edleman,
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1969; Fishman, 1971; Hernandez-Chavez et al., 1978; Labov,
1970).
.

7.

In the acquisition of second language, Basic Interpersonal
Communicative Skills, affective factors are more Important than biological maturity, age, or language aptitude
(Chastain,g1975; Krashen, 1973; Schumanh, 1975, 1978;
Seilger, 1977; Terrell, 1977).
Teachers' knowledge of second-language acquisition and
firstianguaie development processes is positively related
to English language acquisition and first-language

development by language minority students (PeflalozaStrornquist, 1980; Ramirez, 1978; Raminiz and Stromquist,
197d; Rodriguez, 1980).
8.

Second-language acquirers have an innate ability to pro-

cess "comprehensible language input," to internalize
language rules, and to apply those rules to produce an infinite number of appropriate and acceptable utterances
(Diller, 1978; Dulay and Burt, 1973; Krashen, 1978, 1981).
In a natural communication situation, language minority
students will aqquire English grammatical structures in a

9.

predictable order. However, complete mastery pf a
specific structure if not a prerequisite for the acquisition
of later-learned structures, since speech errors are
developmental and a natural part of second-language acquisition (Bailey et *1.,1974; Dulay and Burt, 1974; Krashen,
1981; Selinker, 1972; Selinker at al., 1975).
10.
Programs with informed and involved-parents and community members are more likely to reflect Community
desires andeare therefore more likely to achieve program.
matiG goals (Fantini1 -1970; Gordon, 1978; Levin, 1970;
Schimmel and Fischer, 1977; Stearns at al., 1973).
Standards of Implementation for Bilingual Education Programs
The (allowing standards of implementation pertain to bilingual
.

educe on programs. These standards form the basis for the
items included In the Bilingual PORI/K-8:
1.

Language minority students receive instruction in and
through thp primary language on a consistent basis
throughout kindergarten to grade six .(Cummins, 1980,
1981; Evaluation Associates, 1978; Legarreta, 1979; Rosier

and Farelia,- 1978; Rosier and Hpim, 1980; SkutnabbKangas, 1979).
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2.

On an average, the primary language is used approximqtely 50 percent of the time (Cummins, 1980, 1981; Evaluation
Associates, 1978; Krashen, 1961; Legarreta, 1979;
Legarreta-Marcaida, 1981; Rosier and Farella, 1976; Rosier
and Holm, 1980; Skutnabb-Kangas, 1979).

3.

Language minority students receive formal reading instruction in the primary language. Criteria are established

and followed for the introduction of formal English
language reading instruction (Cholewinski and Holliday,
1979; Chu-Chang, 1981; Cooley, 1979; Cummins, 1980;
Cziko, 1978; Dank and McEachern, 1979; Downing, 1978;
Fischor and Cabello, 1978;.Genesee, 1979; Legarreta, 1979;
Magiste, 1979; Modiano, 1974; Rosier, 1977; Thonis, 1976,
1980, 1981; Tucker, 1975).
4.

Sufficient primary language reading materials are
available for language minority students at all grade levels
to conduct subject-matter classes and promote reading for
both function and pleasure (Rosier and Holm, 1980; Santiago and de Guzman, 1977; Thonis, 1976, 1980, 1981).

5.,

Sufficient bilingual teachers are available to instruct
language minority students. Such teachers have native or
near native proficienculn the primary language, possess
the appropriate adult-to-child and adult-to-adult registers,,

and are sensitive to and accepting of varieties of the
minority language (Adams and Frith, 1979; LegarretaMarcaida, 1981; Merino at al. 1979; Petialoza-Stromquist,
1980; Rosier and Holm, 1980).
6.

Teachers are knowledgeable of the primary language
development process (Penaloza-Stromquist, 1980;
Ramirez, 1978; Ramirez and Stromquist, 1979; Thonis,
1976, 1981).

7.

8.

9.

In Instructional settings, the teaching staff avoids creating
situations that promote language mixing ( Dulay and Burt,
1978; Legarreta, 1979; Legarreta:Marcaida, 1981).
Second-language acquirers are provided with sufficient exposure to "comprehensible second-language input"
(Krashen, 1976, 1978, 1981; Terrell, 1977, 1981).

"Comprehensible second-language input" opportunities
focus on communicative content rather than on language
forms (Dulay and Burt, 1976; Krashen, 1976, 1978, 1981;
Terrell, 1977, 1981).
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10. -Comprehensible second-language input" opportunities

are created, in part, by the use of concrete contextual
referents (Asher, 1977; Du lay and Burt,

1973,

1976;

Krashen, 1978, 1981).

11. During "comprehensible second-language input" opportunities, students are grouped in a manner that ensures
that the input is comprehensible to Mt participants (Dulay
and

Burt, 1973, 1976;

Krashen, 1978, 1981; Terrell, 1977,

1981).

12. Especially in the initial stages of second- language acquisition, the teaching staff allows students to respond in Li,

L2, or a combination of both (Cohen and Swain,

1976;

Schumann, 1975, 1978; Terrell, 1977, 1981).

13. During "comprehensible second-language Input" opportunities, the teaching staff seldom corrects the language
form errors of L2 acquirers (Dulay and Burt, 1976;.Krashen,
1981; Terrell, 1977, 1981).

14. Teachers are knowledgeable of the second-language ac-

quisition process (Ramirez and Stromquist,

1979;

Rodriguez, 1980).

15. School personnel use a varipty of Information sources

relating to student language proficiency, use, and attitude
when diagnosing students' needs and determining their
placement (Cummins, 1980, 1981; Rosansky, 1979).

16. Staff members are given language, methodology, and
cultural training to develop the skillenecessary to implement Instructional programs for language minority

students (Ramirez and Stromquist,k1979; Rodriguez, 1980).
17. Parents and community are given sufficient, accurate information regarding instructional programs for language
minority students (Fantini, 1970; Gordon, 1978; Levin, 1970;
Schimmel.and Fischer, 1977; Stearns at al., 1973).
18. The teaching staff encourages language minority parents to

use Li in the home with their children, especially In ac-

tivities suoh as poems, songs, storytelling, and reading. The
purpose of such activities is to provide an appropriate con

text for quality interaction between parents and their
children; interaction In which there is "negotiation of meaning" (Cholewinski and Holliday, 1979; Cooley, 1979; Cummins, 1979a, 1981; Wells, 1979).

19. Opportunities are provided for language minority parents
and community to participate on the school advisory corn-
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mittee and to suggest improvements In the school program
(Fantini, 1970; Gordon, 1978; Levin, 1970; Schimmel and
Fischer, 1977; Stearns et al., 1973).
20. Evaluation procedures provide decision makers with the information they need to validate or modify instructional activities (Alkin at al., 1979; Patton, 1978).
Position
The adherence to the above principles and the application of

the above standards of implementation will greatly improve
second-language acquisition and general cognitive/academic
achievement of language minority students. For most language
minority students, this means significantly improved school pro-

grams and greater potential to realize vocational and higher
education goals.
Additional information

For further information on the Bilingual PORIIK -6 and the
school review process, contact the Office of Bilingual Bicultural
Education, California State Department of Education, 721
Capitol Mall, Sacramento, CA 95814, (916) 445-2872.
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Part Two: Bilingual Program Profile
District

School

.CDS code number
Reviewer.

Minority language
Reviewer

Date of Review

(1)

Classroom Number of Nuniber of
grade level
LEP
other
description students
students

Funding
sources

Teacher
credential
status_

I
I
(

Instructional aides
(description/average
total hours cieliv)
I )1 .1 ) ( / ) t I
I
/
I

)(

I

)(

1

)( /

I

Funding sources
1. EIA/LES-NES
2. EIA/SCE

3. Title VII
4. Title I
5. Migrant Education
6. SIP
7. Other

Legend
Teacher credential status

a. Bilingual cross-cultural
specialist credential
b. Standard credential with bilingual emphasis
c. Emergency credential
d. Certificate of competence
e. Waiver
f. None of the above
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I
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I
I
/

It
)(

)L

I

Lt

I

)(

I

)

j
)

I )

Instructional aide description
Minority Language Pro -

ficiency
x. None
y. Unassessed
z. Assessed
per operational
No. 10 (See next sectiony
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Part Three: Operational Definitions

-

The operational definitions listed below are provided to ensure
a comeitn understanding of bilingual education terminology
used In the Bilingual PORI/K-6. When these terms are
in the
items and criterion statements, they are italicized to alert -the
reader that a special term has been encountered.
1.
Basic interpersonal Communicative Skills: a construct
developed to refer to the basic communicative fluency
achieved by all normal native speakers of a language.
Basic Interpersonal Communicative Skills are not strongly
related to academic performance in formal schooling contexts. Language proficiency assessment instruments,

which are based on samples of "natural speech," are

essentially- measures of one's Basic 'interpersonal Communicative Skills.
2. Bilingual credential: one of the
following credentials or
certificates: (a) bilingual cross-cultural specialist, (b)
standard credential with bilingual emphasis, (c) emergency credential, and (d) certificate of competency.
3. Bilingual program orientation document a written statement that describes the intent and content of the bilingual
education program. information is included on at least the
following topics:'
a. Services for different types of students (e. g., LEP, NEP,
and native English speakers)
b. Probable student and program outcomes
c. Student identification and placement procedures
d. Curriculum and Instructional services
e. Staffing arrangements
f. Parent and community involvement opportunities
4. Cognitive/Academic Language Proficiency: a construct
developed to . refer to aspects of language proficiency
strongly associated with literacy and cognitive develop-

5.

ment. Cognitive/Academic Language Proficiency Is
strongly related to academic performance in formai
schooling contexts. Standardized achievement tests are
an example of a measure used to determine one's
Cognitive/Academic tanguage Proficiency.
Communicative-based ESL: a second language instructional approach in which the goals; teaching methods and
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techniques; and atisespmants, of student progress are all
based on behavioral objectives defined in terms of abilities

to communicate messages In the target language. In
communicative-based ESL, the focus is on language func-

tion and use and not on language form and usage. Ex-.
ampjes of communicative-based ESL instructional approaches include Suggestopedia, Natural Approach, CornmyAlty Language Learning, and Total Physical Response.
B.

Comprehensible second-language input a construct
developed to describe understandable and meaningful
language directed at L2 acquirers under optimal conditions. Comprehensible L2 Input Is chiblerized as
language the L2 acquirer already knows (I) piu a range of
new language (I + 1), which is made comprehensible in
formal schooling contexts by the use of certain planned
strategies. These strategies include but are not limited to:
(a) focus on communicative content rather than language
forms; 0) frequent use of concrete contextual referents; (c)
lack of restrictions on L1 use by L2 acquirers, especially In

the initial stages; (d) careful grouping practices;
7.

(e)

minimal overt language form correction by teaching staff;
and (1) provision of motivational situations.
Continuum of skillsprimary language literacy, grade;
K4 a list of developmental skills consisting of two parts:
a. A list of at least 10 specific reading skills in each of the
following topic areas: (1) reading readiness; (2)
dedoding; (3) literal and inferential comprehension; (4)

'literary skills such as critical reading, aesthetic ap-

8.

preciation, and reading flexibility; and (5) study skills.
b. A list of at least 10 specific writing skills In each of the
following topic areas: (1) handwriting, (2) spelling, (3)
mechanics, and (4) discourse.
Contiraium of skillsprimary oral language development,
grades K-8: a list of developmental skills consisting of at
twist 10 specific skills in each of he following topic areas;
(a) vocabulary, (b) grammar, and (c) language use/language

functions.
9.

Criteria for the Introduction of formal English language
reading instruction: a written statement containing
specific criteria for the introduction of formai reading instruction In English to LEP students. One criterion must
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specify a minimal level of oral English language proficien-

cy. A second criterion. -must ?indicate attainment of
specified primary language reading skills In at least the

10.

following topic areas: (a) reading readiness, (b) decoding,
(c) literal and inferential comprehension, (d) literary skills,
and (e) study skills.
Criteria for minority language proficiencyteacher aides:

a written document Indicating assessment criteria and

11.

assessment of each bilingual cross-cultural teacher aide.
It specifies a minlmalproficiency in each of the following
areas of the minority language: (a) pronunciation, (b) grammar, (c) vocabulary, (d) fluency, (e) comprehension, and (f)
literacy. The minimal qualifying proficiency Is equivalent
to a Foreign Service institute score of S/R-3 + .
Focmative evaluation report a report summarizing the findIngs of evaluation efforts carried out to improve a program
in progress. The report contains recornmendetiOns for pro.
gram modification and addresses at least three of the
following topics:

a The extent to which the goal of staffing -the program

with bilingual personnel Is being met,
b. The extent to which instructional activities are occurring as planned,
t.
c. The extent to which language use in the classrooms
matches the program plan,
d. The extent to which students in the program are
meeting instructional objectives,
e. The extent to which family services are being provided
as planned,
f. The extent to which project funds are being spent as
planned,
g. The extent to which information regarding the intent and
content of the bilingual program has been disseminated

12.

to all parents, and
h. The extent to which staff development activities are occurring as planned.
Grammarbased ESL: a second language instructional approaCh in which the goals, teaching methods and techniques, and assessments of student progress are all based

on behavioral objectives defined in terms of abilities to
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produce grammatically correct utterances in the target
language. In grammar-based ESL, the Locus is on language
form and usage and not on language function and use. Ex-

13.

14.

emples of grammar-based ESL instructional approaches
include Grammar-Translation, Audio lingua lism, and
Cognitive Codes.
Immersion classes: subject- matter class periods delivered
in L2 in which teachers: (a) group L2 acquirers together, (b)
speak in a native speaker -to- second, language acquirer
register similar P., "motherese" or "fcireigner talk," and (c)
provide L2 acquirers with substantial amounts of "comprehensible second language input."
Individual student language profile: a written record, readily accessible to classroom teachers, that contains information on at least four of the following topics:
a. Home language use,
b. School language use,
c. Student and parent attitudes toward the home
language, culture, and bilingual education,
d. Language test results in both Li and L2 (Bilingual Interpersonal Communicative Skills and Cognitive/Academic Language Proficiency measures),
e. Results of interviews by bilingual education specialists,
and

15.

f. Classroom teacher observations.
Planned instructicm: at least three organized lessons total-

ing at least 100 min4tes of instruction each week.
Students receiving planfed instruction In' or through the
minority language have a testbook or equivalent material
in that language for each specific subject area.

Part Four: Items of Program Quality
Component 1: Primary Language Development
1. The program has a continuum of skills for primary oral
language and literacy development.

a. Teachers can shrsve a continuum of skillsprimary
oral language development, grades K4.

be
K.8

b. Teachers can show a continuum of skillsprimary [2]
language literacy, grades K-8.
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Comments:

2.

Primary oral language and primary language litericy in -'
struction are conducted on a regular basis.

a..Teachers can shqw a schedule or lesson plan in- K4
dicating that designated students receive planned In. V.1
struction In primary oral language.

b. Teachers can show a schedule or lesson plan indicating that designated students receive planned In VI

JR4

struction in primary language literacy.
Comments:
a

3.

Primary oral language and primary language literacy :nstruction are conducted In an organized manner.
a. Primary oral language and primary language literacy K4
sessions are conducted only, In the primary language.
Comments:

4. The teaching staff is knowledgeable about the main
features of the methodology used for primary language
literacy instruction.
K-B

a. Participating classroom teachers can describe at [2:1
least two main features of the methodology used for
primary language literacy instruction.
Comments:

5. Students in bilingual classrooms have access to a yule-

ty of reading materials in the minority language that are
appypriate for their age and grade level.
K-B

a. In a sample of students who receive primary language
literacy instruction, each student has a textbook or
locally developed reader.
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K4
b. Teachers can exhibit either 30 different books in :;ie
classroom or 50 different books in the library or media
center.
Comments:

6.

The primary language is used as a medium of instruction for at least two subject matter areas in the bilingual
classrooms.

K4
a. Teachers can 'show a schedule or lesson plan in-

dicating that each designated student receives
planned Instruction in social studies throudh the
primary language.
a nellor

b. Teacher can show a schedule or lesson plan indicating that each 'designated student receives
planned Instruction in science through the primary

K4

language.
and /or

K

c. Teachers can show a schedule or lesson plan in-

dicating that each designated student receives
planned Instruction in mathematics through .the

0

primary language.

and/or

K4
d. Teachers can show a schedule or lesson plan indicating that each designated student receives
planned Instruction in an elective subject through the
primary language.
[Indicate elective(s):
I

e. Lessons delivered through the primary language in
the above subject matter'areas ere conducted only in
Ihe primary language.
Co meats:
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Component 2: SecondLanguage Acquisition
7. The teaching staff is knowledgeable about the distinction between second-language learning and 'secondlanguage acquisition.
K-6

a. Tea :hers in participating classrooms are able to iden- 0

tify at least three differences between

communicative-based ESL and grammar-based ESL
instructional approaches.
Comments:

8.

,

Students of limited Englist. proficiency are provided
adequate exposure to comprehensible second-language
input under optimal conditions.

K
a. Records in each classroom indicate that designated

LEP :students receive planned Instruction in
communicative-based ESL.

K4
b. Records in each classroom indicate that designated
LEP students receive planned instruction In English
Immersion classes.
c. During observations of planned instructional periods
designed to provide L2 acquirers with comprehensible second-language Input, the teaching staff consistently demonstrates all of the following practices:

(1) Maintains focus on communicative content
rather than language forms,
(2) Uses concrete contextual referents,
(3) Does not restrict Li use by L2 acquirers,
(4) Groups students so that all participants receive
substantial amounts of comprehensible second
language input, and
(5) Does not overtly correct language form errors of
L2 acquirers.
Comments:
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Component 3: Classroom Management
9.

Students are placed in appropriate first- and secondlanguage instruction based on information collected on
the individual student language profiles.
K-6

'a. Teachers are able to show an Individual student 121
language profile for each student enrolled In the bilingual program.
Comments:
A

10. The program has written criteria for the introduction of
formal English language reading instruction to students
of limited English proficiency.
K-8

a. Teachers in the participating classrooms are able to
describe the program criteria for the introduction of

formal English language reading instruction to
students of limited English proficiency.
Comments:
11. Students of limited English proficiency are consistently
placed In English reading Instruction on the basis of the
criteria established by the bilingual program.
K-8

a. A spnpIe of LEP student profiles and observations of
Englisn reading lessons indicate that only those LEP
students who have met the criteria for the Introduc-

tion of formal English language reading instruction
are receiving such instruction.
Comments:

12. Language minority students in the bilingual program
receive Li Instruction in ample amounts and on a consistent basis to adequately sustain academic achievement.
K-6

a. A review of the student records Indicates that at least 12]
50 percent of the students who have been enrolled in
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the bilingual program for at least four full school
years are at or above grade level expectancy on any

appropriate measure of Cognitive /Academic
Language Proficiency.
Comments:

Compqnent 4: Staffing and Staff Development
13. Staff members are proficient in the minority language.

a. Teachers have bilingual credentials
b. Teacher aides meet the criteria for minority language

proficiencyteacher aides.
Comments:

14. The training needs of each teacher and teacher aide
have been assessed.
K-6

a. Records indicate that the training needs of each
teacher and teacher aide have been assessed during
the current school year in at least the following topic
areas:

(1) Cultural heritage of the minority students,
(2) Primary language development,
(3) Second-language acquisition,
(4) Literacy instruction in the primary language,
(5) Basic Intent and content of a bilingual education program,
(8) Language assessment procedures, and
(7) Language development for teachers and aides
(English or minority language).
Comments:
15. The program provides training sessions that are based
on the assessed needs of the staff.

K4
a. Teachers in the participating classmams can give at
least two examples of training sessions attended dur-
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Ing the current school year that, in their opinion,
enhanced their teaching skills in bilingual education.

K4
b. Teacher aides in the participating classrooms can El
give at least two examples of training sessions attended during the current school year that, In their
opinion, enhanced their skills in bilingual education.
Comments:

16. The minority language is sometimes utilized as the
medium of communication at staff development sessions.

K4
a. Staff members are able to identify at least two ex- [2:1
amples of training sessions conducted in the minority
language.
Comments:

17. Periodic formative evaluation reports are distributed to
and discussed with staff members.

K4
a. During the current school year, each teacher and El
teacher aide has received at least one formative
evaluation report that was discussed at a staff
meeting.
Comments:

Component 5: Family Services

18. A bilingual program orientation document, written in
both English and the minority language, is disseminated
to the school community.

K4
a. Each classroom teacher reports that at least three of
the following approaches are used to disseminate the
bilingual program orientation dc-cument to parents
and community:
(1) Sent home with students or mailed
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(2) Presented as a topic at parent meetings or work
shops
(3) Explained during parent/teacher conferences
(4) Explained during home visits

(5) Other
(specify)

Comments:

19. The school promotes home activities that are conducted
in the minority language and that are designed to better

prepare minority language students for the academic
challenges of school.

K4
a. Each classroom teacher reports that at least two of
the following approaches have been used to promote

activities In the homes of language minority
students:
(1) Development and dissemination of parent/student activity guide,
(2) Parent, training sessions, and
.

(3) Provision of Li reading materials for use at
home.
Comments:
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GLOSSARY
1.

Additive Bilingualism: a procesi by which individuals
develop proficiency in a second language subsequent to or

simultaneolis with the development of proficiency in the
primary language.
2.

Affective Mon a construct developed to refer to the effects
of personality, motivation, hid other affective variables on
second language acquisition. These variables interact with
each other and with other factors to raise or lower the affective filter. It is hypothesized that when the filter Is "high," the
L2 acquirer Is not able to adequately process "comprehensible input."

3.

Basle Interpersonal Communicative Skills: a construct
originally developed by James Cummins to refer to aspects
of languageuproficiency strongly associated with the basic
communicative fluency. achieved by all normal native
speakers of a language. Basic Interpersonal Communicative
Skills are not highly correlated with literacy and academic

achievement. Cummins has further refined thin notion in
terms of "cognitively undemanding contextualized"
language.
4.

Bilingual Education Program: an orginized curriculum that
includes: (1) Li development, (2) 1.,2 acquisition, and (3) sub-

ject matter development through Li and L2. Bilingual 'programs are organized so .that participating students may attain a level of proficient bilingualism..
5.

CognithretAcademic Language Proficie&y: a construct
originally proposed by James Cummins to refer to aspects of
language proficiency strongly related to literacy and
academic achievement. Cummins has further refined this no-

tion In terms of "cognitively demanding decontoxtualized"
lancuage.
6.

Comprehensible SecondLanguaie Input: a construct
developed to describe understandable and meaningful
language directed at L2 acquirers under optimal conditions.
Comprehensible L2 input is characterized as language which

the L2 acquirer already knows (I) plus a range of new
language (I + 1), which is made comprehensible In formai
schooling conteAs by the use of certain planned strategies.
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These strategies include but are not limited to: (a) focus on
communicative content rather than language forms; (b) frequent use of concrete contextual referents; (c) lack of restric-

Hone on Li use by L2 acquirers, especially In the initial
stages; (d) careful grouping practices; (e) minimal overt

language form correction by teaching staff; and (f) provision
of motivational acquisition situations.
7.

Communicative-Based ESL: a second language instructional
approach in which the goals, teaching methods and techniques, and assessments of, student progress are all based
on behavioral objectives defined in terms of abilities to communicate messages in the target innguage. In
communicative-based ESL, the focus is on language function
and use and not on language form and usage. Examples of
communicative-based ESL instructional approaches include

'Suggestopedia, Natural Language, and Community
Language Learning.

B.

Grammar-Based ESL: a second language instructional approach in which the goals, teaching methods and techniques, and assessments of student progress are all based
on behavioral objectives defined In terms of abilities to produce grammatically correct utterances in the target
language. In grammar-based ESL, the focus Is on language
form and usage and not on language function and use Examples of grammar-based ESL instructional approaches include Grammar - Translation, Audiolingualism, and Cognitive
Code.

9.

Immersion Classes: subject matter class periods delivered in
L2 in which teachers: (1) homogeneously group L2 acquirers,
(2) speak in a native speaker to non-native speaker register
similar to "motherese" or "foreigner talk," and (3) provide L2

acquirers with substantial amounts of "comprehensible

second language input."
10. immersion Program: an organized curriculum that includes:
(1) Li development, (2) L2 acquisition, and (3) subject matter
development through L2. Immersion programs are developed
and managed so that participating students may develop proficient bilingualism.

11. Whited Bilingualism: a level of bilingualism at which individuals attain less than native-like proficiency In both L1
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and L2. Such individuals invariably acquire Bagic Interpersonal Communicative Skills in Li and often demonstrate
Basic interpersonal Oommunicative Skills In L2 as well.
12. Monitor: a construct developed to rater to the mechanism by
which 12 learners process, store, and retrieve conscious
language rules. Conscious rules are placed in the Monitor as
a result of language learning. In order to effectively use the
Monitor, L2 users must (1) have sufficient time to retrieve the
desired rule, 42) be Involved in a task focused on language
forms and not on language functions, and (3) have pmviously
learned correctly and stored the rule. These three conditions
are rarely present in normal day-to-day conversational contexts.
13. Partial Bliinguallsom a level of bilingualism at which individuals attain native-like proficiency in the full range of
understanding, speaking, reading, and writing skillein one
language but achieve less than native-like skills in some or
all of these skills areas in the other language.
14. Proficient Bilingualism: a. level of bilingualism at which in
eilividuals attain nativelike proficiency in the full range of
understanding, speaking, reading, and writing skills In both
Li and L2.
15. Submersion Classes: subject matter class periods delivered
In L2 In which teachers: (1) mix native speakers with second
language acquirers, (2) speak in a native speaker-to-native
speaker register, and (3) provide L2 acquirers with only
minimal amounts of "comprehensible second language Input."
16. Submersion Program: an organized curriculum designed for
native speakers of a language but often used with language

minority students. No special instructional activities focus
upon the needs bf language minority students. Submersion
programs are often referred to as "Sink or Swim" models. In
such programs, language minority. students commonly exparlance a form of subtractive bilingualism, usually limited
bilingualism.
17. Subtractive Bilingualism: a process by which individuals
develop leas than native-like Cognitive/Academic Language
Proficiency 'n Li as a result of improper exposure to Li and
L2 In
I. In certain instances, some individuals adds-
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tionally experience loss of Basic Interpersonal Communicative Skills In Li. In such cases, Li Basic Interpersonal
Communicative Skills are replaced by L2 Basic Interpersonal
Communicative Skills.
18. Transitional Bilingual Education Provo= an organized curriculum that includes: (1) Li development, (2) L2 acquisition,
and (3) subject matter development through Li and L2. In Ear-

ly Transitional programs, students are exited to English
submersion programs solely on the basis of the acquisition
of1.2 Basic interpersonal Communicative Skills. In Late Tram
sitional programs, students are exited on the basis of attainment of native-like levels of both L2 Basic Interpersonal Communicative Skills and L2 Cognitive/Academic Language Proficiency sufficient to sustain academic achievement through
successful completion of secondary school.
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