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Introduction

Bilingual education is under attack. Letters to the editor. editorials, and talk
show hosts repeat the same arguments nearly daily. Bilingual education, they
say, doesn’t work. Students in bilingual programs do not learn English and
those who have never had bilingual education appear to do very well without
it. Also, they claim that most parents and teachers don’t want it. In addition,
there is also the feeling that English is in trouble and that programs such as
bilingual education contribute t6 the erosion of English in the United States.

Even if bilingual education worked, critics argue that it will only work for
Spanish, and not for languages that have different writing systems. In addition,
they note that there is a severe shortage of qualified bilingual teachers.

In this monograph, I will deal with each of these issues:

° Chapter one is a brief explanation of the principles underlying
bilingual education.

® In chapter two I describe one way of applying these principles and also
deal with the issue of teacher shortages.

* In chapter three I argue that those who succeeded without bilingual -
education had, in many cases, “de facto” bilingual education programs,
thanks to help from outside of school.

* In chapter four I discuss the issue of whether literacy will transfer to
English from languages other than Spanish. My conclusion is that there
1s strong evidence that it does.

° In chapter five I attempt to explain the success rate of different
programs by examining the role of socio-economic status (SES), arguing
that high SES provides some of the advantages that a well-organized
bilingual education program provides.

¢ Chapter six examines the issue of attitudes. Are parents and teachers
really opposed to bilingual education? It depends on how the question is
phrased. In reality, there appears to be surprising support for the princi-
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ples underlying bilingual education, but there is legitimate concern
about application.

e Chapter seven examines the belief that English is in trouble. The
evidence is overwhelming that it is not. In fact, primary or “heritage”
languages are in trouble, not English.

¢ In chapter eight I present my own critique of bilingual education.
While properly organized bilingual programs are doing well, they could
do much better. There is a simple and relatively inexpensive way of
improving them: books.

I have also included an appendix, a detailed response to a recent critique of
bilingual education that asserts that the research does not support it. | argue
that the same studies interpreted as not supporting bilingual education, as well
as studies considered methodologically “unacceptable,” actually provide
support for bilingual education.

Portions of chapter one and all of chapter three were previously published in
the CABE Newsletter. Chapter two appeared in NABE News. A part of chapter
four was published in the CAAPE Newsletter (California Association of Asian
Pacific American Education) and another portion appeared in the CABE
Newsletter, co-authored with Lorraine Ruiz. The entire chapter was published
in NABE News. Chapter five was published in Bilingual Basics. Chapter six
appeared in NABE News and portions of the appendix were presented at the
Georgetown Round Table for Languages and Linguistics and appeared in
Occasional Papers of the National Clearinghouse for Bilingual Education.
Chapter seven appeared in Muticultural Education. I thank Jeff McQuillan and
Elan Glasser for their careful reading of the draft of this book and their helpful
comments.
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Chapter One:
The Case for Bilingual Education

Before presenting the case against bilingual education, it will be helpful to first
present the case for bilingual education. Underlying successtul bilingual
education is the fundamental principle of language acquisition and literacy
development: We acquire language by understanding messages, by obtaining
comprehensible input (the “input hypothesis”; Krashen, 1994). Similarly, we
develop literacy from reading (the reading hypothesis).

When we give children quality education in their primary language, we give
them two things:

1. Knowledge, both general knowledge of the world and subject matter
knowledge. The knowledge that children get through their first language helps
make the English they hear and read more comprehensible. This results in
more English language acquisition.

Consider the case of two limited English proficient children. One has had a
good education in the primary language, and is well-prepared in math, while
the other has not had a good foundation in math. They enter a fourth grade
class in which math is taught only in English. Clearly, the child with a good
background in math will understand more, and will thus learn more math, and
acquire more English, because she is getting more comprehensible input. The
child with a poor math background will learn less math and acquire less
English.

2. Literacy, which transfers across languages.

Here is a simple, three step argument supporting the transfer of literacy
from the first to the second language:

(1) As Frank Smith and Kenneth Goodman have argued, we learn to read
by reading, by making sense of what we see on the page (see e.g.
Goodman, 1982; Smith, 1994). This hypothesis is very similar to the
input hypothesis.
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(2) If we learn to read by reading, it will be much easier to learn to read
in a language we already understand.

(3) Once you can read, you can read. The ability to read transfers across
languages.

Another aspect of literacy transfers as well: The ability to use language to solve
problems and thereby grow intellectually. Once, for example, someone can use
writing to clarify ideas (“the composing process”) in one language, it can be
used in any other: Once we are educated, we are educated.

Rossell and Baker (1996) complain that “it is impossible to say why” native
language development will help second language development: “there is no
underlying psychological mechanism that accounts for the facilitation effect”
(p- 31). According to my understanding, knowledge and literacy together make
up what Cummins (1981) refers to as “academic language” (formerly CALP).
This characterization helps us understand what the advantages are in
providing first language support: Knowledge gained through the first
language makes English input more comprehensible and literacy gained
through the first language transfers to the second.

The Three Components

If the arguments given here are correct, they predict that good bilingual
programs will have the following components:

1. Comprehensible input in English, provided directly in the form of ESL
and sheltered subject matter classes.!

2. Subject matter teaching done in the first language, without translation.
This indirect help provides background information that helps makes the
English that children read and hear more comprehensible. Methods that
use the first language for concurrent translation (the teacher speaking in
one language, and then translating what was said into the second
language) are not effective in helping children acquire English
(Legaretta, 1979, Wong-Fillmore, 1985); when a translation is available,
the children do not attend to the input in the second language and
teachers do not have to try to make this input comprehensible.

3. Literacy development in the first language, which transfers to the
second language.

A fourth very desirable component is the continuation of the development of
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the primary language. There are good practical reasons (e.g. international
business), and cognitive reasons (bilinguals do better on certain linguistic tasks
as well as measures of “divergent thinking”) to do this. In addition, a high level
of competence in the first language contributes to a healthy sense of
biculturalism, an avoidance of the state of “bicultural ambivalence,” shame of
the first culture and rejection of the second culture (Cummins, 1981).

Explaining Bilingual Education: “The Paris Argument”

It is not easy to explain the theory underlying bilingual education to the public.
I have had some success, however, with the following analogy. Pretend you
have just received, and have accepted, an attractive job offer in Paris. Your
French, however, is limited (you had two years of high school French a long
time ago). You have also never been to France, and know very little about life
in Paris.

Before your departure, the company that is hiring you will send you the
following information, in English: What to do when you arrive in Paris, how to
get to your hotel, where and how to find a place to live, where to shop, what
kinds of schools are available for your children, how French companies
function (how people dress in the office, what time work starts and ends, etc.)
and specific information about the functioning of the company and your
responsibilities.

It would be very useful to get this information right away in English, rather
than getting it gradually, as you acquire French. If you get it right away, the
world around you will be much more comprehensible, and you will acquire
French more quickly.

Anyone who agrees with this, in my opinion, agrees with the philosophy
underlying bilingual education. |

Russian Language TV and Bilingual Education

A recent article in the Los Angeles Times (June 27, 1995) enthusiastically
described a new television station, CRN-TV, which broadcasts, in the Russian
language, “a mix of news, political discussion, culture and kids’ shows to help
acclimatize immigrants to life in the U.S5.” (p. F-3). CRN-TV has won the
support of West Hollywood Mayor John Heilman, who is quoted as saying
“CRN has really helped us get the word out to our Russian residents, who
make up such a large part of the community. They know about the services we
have, and how to report crime, fires, and earthquakes. We're excited to have
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them in the city.” One of the founders of CRN, Michael Kira, states that one of
the jobs of CRN is “to bring America into the hearts of everyone who comes
here.”

It is gratifying that there is such support for an enterprise such as CRN. What
is fascinating is that no one seems to object to the fact that the broadcasting is
in Russian. Instead, people seem to understand that when immigrants are
knowledgeable about the world around them, they adjust more easily, and that
providing information in the first language is very efficient.

This is, as noted above, one of the major rationales underlying bilingual
education: When we give children subject matter knowledge through the first
language, we help them adjust more easily to their new situation, and it makes
the instruction they get in English more comprehensible. Because we acquire
language by understanding it, this speeds their acquisition of English.

CRN-TV is a very good idea. I am sure that it is a big help in helping Russian
immigrants adjust. It can also help their English language development:
Someone who is up-to-date on the news, because they have heard it discussed
in Russian on CRN, will have an easier time reading English language
newspapers and understanding the news on English language television and
radio.

(I am not arguing that Russian-language TV is all immigrants need in order to
acquire English. They also need comprehensible input in English. But having
some background knowledge in Russian will help make this input more
comprehensible. Similarly, students in bilingual programs should be, and are,
getting comprehensible input in English in addition to subjects taught in the
primary language.)

[f Russian language television is a good idea, so is bilingual education.

Note

1. In sheltered subject matter classes, intermediate second language acquirers
are given comprehensible subject matter instruction in the second language.
The focus of the class is on subject matter learning, not language acquisition.
Students in these classes typically acquire as much language as students in
traditional intermediate classes, and often acquire more, and learn subject
matter at the same time (Krashen, 1991).
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Chapter Two:
A Gradual Exit, Variable Threshold Model

for Limited English Proficient Children

Here is one way to set up a program that provides the components for good
bilingual programs presented in the previous chapter. Sometimes called the
“Eastman plan,” it is in wide use in California (table 2.1). We will first deal
with an ideal case, where there is a fairly large concentration of children who
speak the same first language, and there are faculty trained to work with them.

The plan has three components and four stages. The stages, however, are very
flexible. In the beginning stage, all children, limited English proficient and
native speakers of English, are mixed for art, music and physical education.
This makes sense for two reasons: It avoids segregation and much of the
English the minority language children will hear will be comprehensible,
thanks to the pictures in art and movement in PE. Also at this stage, children
are in high quality comprehensible input-based ESL classes, and are taught all
other subjects in the primary language.

The intermediate stage child is defined as the child who understands enough
English to begin to learn some content through English. We begin with
sheltered subject matter instruction in those subjects that, at this level, do not
demand a great deal of abstract use of language, such as math and science.
Subjects such as social studies and language arts remain in the first language,
as it is more difficult to make these subjects comprehensible to second

language acquirers at this level.1

At the advanced level, limited English proficient students join the mainstream,
but not all at once: They begin with one or two subjects at a time, usually math
and science. When this occurs, social studies and language arts can be taught
as sheltered subject matter classes.

In the mainstream stage, students do all subjects in the mainstream, and can
continue first language development in classes teaching language arts and
social studies in the first language. These continuing first language classes are
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not all-day programs. Rather, they can take the place of (or supplement)
foreign language study.

. =,

Table 2.1.

The Gradual Exit Plan
Mainstream ESL/Sheltered First Language
Beginning Art, Music, PE ESL All Core
Subjects
Intermediate Art, Music, PE ESL, Math, Science Language Arts,
Social Studies
Advanced Art, Music, PE ESL, Social Studies, Continuing L1
Math, Science Language Arts Development
Mainstream All Subjects Continuing L1
Development

o, —

Examine the possible progress of a limited English proficient student: She does
math first in the primary language, then moves to sheltered math, and then
finally to the mainstream. At every stage, instruction is comprehensible, and
the sheltered class acts as a bridge between the first language class and the
mainstream. When she enters the mainstream, this child will know a great deal
of math and will be familiar with the special kind of English used in math
class.

Gradual Exit

Bilingual educators have been sensitized to the problem of early exit, exiting
children from primary language instruction before they are ready (Cummins,
1980). On the other hand, we also have a late exit problem, because we do not
always have the resources to provide as much instruction in the first language
as we would like to. Our task, therefore, is to make sure we provide primary
language instruction where it is most needed.

Of course, some people think there is a different late exit problem: They think
that we keep children in primary language instruction too long, after they
speak English well enough to be in the mainstream. As Cummins (1980) has
pointed out, this is rarely the case. More typically, children have conversational
fluency in English but lack academic language ability (literacy and background
knowledge), which is efficiently developed in the primary language.
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The plan presented here is a gradual exit program: Children are exited into the
mainstream gradually, subject by subject, as they are ready to understand the
input. The more easily contextualized subjects are the first to be done as
sheltered subject matter and are the first to be done in the mainstream.

Note that children never need to exit the bilingual program: They have the
option of continuing first language development.

Variable Threshold

Cummins (1981) has suggested that two thresholds exist in first language
development. The lower threshold is the minimum amount of first language
academic proficiency necessary to make a positive impact on second language
academic proficiency. The higher threshold is the amount of first language
competence necessary to reap the cognitive benefits of bilingualism.

The task of the bilingual educator is to insure attainment of the lower
threshold, and, whenever possible, help students attain the higher threshold.
The gradual exit plan accomplishes both of these goals.

The plan employs a “variable threshold” approach for the attainment of the
lower threshold: As children reach the threshold for a particular subject matter,
they then proceed to follow instruction in English in that subject matter,
beginning with sheltered instruction. By providing continuing first language
development, the plan also provides for the attainment of the higher threshold
and its advantages.

Modifications

As noted earlier, the plan presented above is for the ideal situation. In the less
than ideal situation, we attempt to insure that the principles underlying the
plan are satisfied, even if the full version cannot be done.

A modified gradual exit plan can be used in situations in which the limited
English proficient children speak different first languages and/or primary
language instruction is not possible for other reasons (e.g. staffing, materials).

In these cases, two thirds of the plan can be carried out: the “mainstream” and
"ESL/sheltered” components. This kind of program has the advantage of being
comprehensible all day long, but it lacks the advantages of developing literacy
in the first language and using the first language to supply subject matter
knowledge. It will be better, however, than ESL “pull-out,” which means
exposure to incomprehensible input most of the day.
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Quite often, however, even the modified plan is not possible. This occurs when
there are only a few limited English proficient children in the school, and/or
when coordination among teachers is not possible. In cases like this, the
classroom teacher can be faced with great diversity within one classroom.

Before discussing some solutions, some ways of reducing the burden, it needs
to be pointed out that many teachers today are facing a degree of diversity, of
heterogeneity, that has probably never been seen before in the history of
education. It is not usual to see a single class with native and fluent English
speakers, students who speak no English at all (and who have a poor
background in the primary language), and students who speak a wide variety
of first languages. Traditional solutions will not work: Even if
paraprofessionals are available, teachers must supervise them, and wind up
making two, three or even four lesson plans every period. Bilingual teachers
sometimes must translate simply to get through the period, an exhausting
procedure that does not result in second language acquisition. And we wonder
why teachers burn out so quickly! The real solution is to set up a plan similar
to the gradual exit plan, with team-teaching. But let us consider the situation in

which this is not possible. We will return to the principles underlying

successful programs and see to what extent we can work toward them in this
situation.

Submersion and Pull-out ESL

Even in submersion situations, we can mimic the gradual exit plan to some

extent. Of course, the art, music and PE parts of the day will be the same

regardless of whether the full plan can be used or not: the children will be |

together for this part of the day. Comprehensible-input based ESL can be of
great help, even if it is done on a pull-out basis. The time to pull out the limited
English speakers is the time of day when more proficient English speakers are

doing the subject matter that requires the most abstract use of language and
that will be the least comprehensible for the new second language acquirer:

language arts and social studies.

When beginners in English are submersed in classes with more proficient
English speakers, we can make life easier on them and us, and help their
language acquisition by being consistent with the concept of comprehensible
input, e.g. by allowing a silent period, gently encouraging but not forcing :

production in early stages of second language acquisition, and when the
children do begin to speak, by not insisting on complete sentences and not

correcting errors (Krashen and Terrell, 1983). If the teacher understands some

of the child’s first language, there is no reason not to utilize the natural
approach procedure of allowing the child to respond in the first language. This |

will greatly facilitate communication.
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| Primary Language Development without Bilingual Education
Home use of the first language

When primary language instruction is not possible, there is still a great deal
that can be done to get some of the positive effects of bilingual education. First,
we can encourage the use of the first language at home. Parents often ask if -
they should use more English at home, thinking that this will speed up English
- language development in their children. Unless the parent speaks English
 extremely well, switching to English has the danger of disturbing parent-child
~ communication, which cripples both cognitive and emotional development
(Wong-Fillmore, 1991). This view is confirmed by the research. Several studies
- show that when parents switch to exclusive use of the language of the country,
- school performance suffers (Cummins, 1981 ; Dolson, 1985). This practice also
- seems not to benefit English language development (Ramirez and Politzer,
- 1975). We would much rather teach a child in kindergarten who does not speak
- English but who is well-adjusted and ready for school than a child who has
picked up some English (from an imperfect model) but who has not been
communicating very well with his parents.

Helpers

Another way we can make use of the first language without a full bilingual
program is the judicious use of paraprofessionals and other helpers. All too
often, these helpers are used to drill English spelling and vocabulary. If we
have a helper who speaks the child’s first language, we should use that helper
to provide background knowledge and literacy in the child’s first language.
This help will usually be most effective in those subjects requiring the most use
of abstract language: social studies and language arts. '

Even when only a little help is available, it can be very valuable. Consider the
case of a class with three Korean speaking children, who know little English.
They are progressing fairly well in mathematics, because of their good
background in their first language, and because math does not require a high
level of language ability in early grades. Social studies, however, is more
difficult for them. Assume that a paraprofessional who speaks Korean is
available only one morning per week for one hour. My suggestion is that we
inform the helper what will take place the following week in social studies. If it
is the civil war, the helper uses the one hour on Monday to provide the
children with background information, in Korean, about the civil war: Who the
combattants were, what the issues were, etc.. This will make the history lessons
that follow during the week much more comprehensible.

Classmates who speak the limited English proficient child’s first language can
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help and sometimes do spontaneously. We should allow this to occur: It is not a
good policy to forbid the use of the first language in school: “English only”
rules are not good for English. Peer help should be done the same way we do it
in bilingual education programs: As a source of background information and
academic knowledge in the first language, not as on-line translation.

First language use in class

There is also nothing wrong with an occasional translation in class. Teachers
need not waste time in frustrating pantomine and paraphrase when a concept
is important, explanation of its meaning resists normal efforts and the teacher
or another student can explain the concept quickly in the child’s first language.
The problem occurs when input is so hard to understand that translation is no
longer occasional but becomes concurrent translation. '

Books in the primary language

When some books are provided in the primary language, in the classroom and |
school libraries, they help validate the primary language and culture, can
contribute to continued first language development, and can help literate
students get subject matter knowledge. Feuerverger (1994) noted that children
who made greater use of books in the first language provided by the school -
had “a greater feeling of security in their cultural background” (p. 143). '

Staffing

There are short-term and long term solutions to the bilingual teacher shortage,
and the gradual exit plan can help with both. ‘

First, the plan provides some immediate relief. Because it is gradual exit and
does not require full development of all aspects of academic language in the
primary language before transition begins, it requires fewer teachers who can
teach in the primary language. Second, the gradual exit plan is well-suited to |
team-teaching, with those who speak the child’s first language teaching in the |
primary language, and with those who do not teaching in the mainstream and |
sheltered /ESL sections. I have occasionally witnessed a bilingual teacher
teaching a class in English, and, at the same time, down the hall, noticed that .
there was a non-bilingual who has had a year of Spanish class and a few
months in Mexico struggling through a lesson in Spanish. Clearly, there is an
easier way. In my view, if a teacher speaks the child’s first language well, he or
she needs to teach in that language as much as possible, even if that teacher .
speaks English perfectly. Many bilingual teachers have told me that they are |
willing to do this; in fact, it makes their day easier. :
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This kind of team-teaching will make life easier for English-language teachers
as well. Their limited English proficient students, thanks to their good
background knowledge and literacy competence, developed in the first
language, will be much easier to teach.

A long-term strategy for reducing the teacher shortage is to encourage the
continuing development of the primary language, as is done in the gradual exit -
plan. As noted earlier, there are very good reasons for doing this, including
practical and cognitive reasons. An additional reason is that at least some of the
students currently enrolled in bilingual programs will be interested in
becoming bilingual teachers. This plan can help them develop the linguistic
competence to do so. We can, in other words, grow our own.

Notes

1. When the limited English proficient children reach the intermediate stage,
we might consider additional mixing of children: English speakers could make
occasional visits to ESL classes to join in selected activities. In addition, if a
school offers Spanish as a second language, Spanish speakers could visit the
SSL classes to provide some peer input.

Here is an example. Assume that the ESL class is doing an activity such as “The
Desert Island” (Christison and Bassano, 1981), in which students, in small
groups, discuss what supplies they would take with them if they were
stranded on a desert island. Native speakers of English make their strongest
contribution in such an activity simply by participating in the groups with the
ESL students. The activity constrains the discourse, which helps makes input
more comprehensible.

Such careful mixing has several advantages. First, it helps the children get to
know each other. Second, it is very likely that the Spanish speakers will make
faster progress in English than the English speakers will make in Spanish. This
will certainly have a positive effect on the self-esteem of the Spanish speakers
and inspire some respect for them in the eyes of the English speaking children.
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Chapter Three:
Success Without Bilingual Education?

A popular argument against bilingual education is the claim that success is
possible without it. There is no doubt that this is true - some people have done
well without bilingual education. In cases in which this has occured, however,
the conditions underlying successful bilingual education programs have been
met, either outside of school or in school, and in many cases a de facto
bilingual education program was provided.

In this chapter, I examine cases of “success without bilingual education,”
individuals who succeeded in acquiring the second language and succeeded in
school. While some of them have been presented as counterevidence to
bilingual education, my interpretation is that they count as evidence for
bilingual education.

Case Histories: Late-Comers

Grace Cho: Born in Korea, Grace Cho’s family moved to Argentina when she
was school age. In school, she was faced with a total submersion situation;
schools in Argentina make no provision for limited Spanish-speaking students
— there were no Spanish as a second language classes, no sheltered classes, and
there was no bilingual education. Nevertheless, she succeeded; she acquired
Spanish very well, did well in school, and today, in Los Angeles, works as a
bilingual (Spanish-English) teacher.

The conditions underlying successful bilingual education were satisfied
outside of school in this case. The first factor is her previous schooling. Unlike
50 many limited English proficient children whe arrive in the US, when Cho
arrived in Argentina, she was at or above “grade level,” and was a success in
school in Korea. Thus, she already had considerable subject matter knowledge
and literacy development,






