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Introduction

ROGER BARNARD

The connection between children’s language and their cognitive and
cultural development is so close as to be indivisible. In an educational
context, Agar (1994) has coined the word ‘languaculture’ to indicate that
language and learning cannot be considered separately. From a socio-
cultural perspective, which is the one that is drawn upon by most of the
contributors to this volume, language is the cultural tool by which common
knowledge is sought and mutual understanding is reached.

Language is designed for doing something much more interesting than
transmitting information accurately from one brain to another: it allows
the mental resources of individuals to combine in a collective, communi-
cative intelligence which enables people to make better sense of the
world and to devise practical ways of dealing with it. (Mercer, 2000: 6)

Sociocultural theory is based on Vygotsky’s (1978: 57) view that, while
innate biological factors play an important part in human development,
any learning of cognitive and cultural concepts is primarily stimulated by,
and realised through, the interactive use of cultural tools, chief among
which is language. There is, in this view, an inextricable causal relationship
between cognitive and cultural development and interpersonal language.

This book presents and discusses recent case study research that has
been conducted in a number of primary school contexts in New Zealand,
with a view to sharing our experiences with teachers, researchers and all
others interested in cross-linguistic and cross-cultural education.

Teachers in primary schools build upon the social and cognitive founda-
tions laid by parents and other caregivers to initiate their students into the
formal discourses of learning. Equally – perhaps more – importantly,
teachers guide children to make sense of the cultural and behavioural
norms expected by the wider society. In New Zealand, as in many places
elsewhere, primary school children are encouraged to begin to make their
own choices about what and how they learn, and the standards of achieve-
ment to which they themselves aspire. At the same time, they are expected

1
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to collaborate with, and respect, all the other members of the learning
community. Teaching is often conducted through informal dialogue
between teacher and students; in this way, the teacher may create collective
zones of proximal development (Vygotsky, 1978) in which the children are
guided to move from their existing level of development towards their
potential level. Rather than receiving direct instruction, their learning is
scaffolded (Bruner, 1983) by the teacher; thereafter, they are often expected
to work fairly independently on individual or group projects, and they are
commonly asked to assess their own work, and sometimes that of their
peers. Periodically, they are asked to complete criteria-referenced self-eval-
uations of the progress they have made over a term, and formulate and
discuss objectives for future achievement – in terms of appropriate class-
room behaviour, task performance and academic development. These
common classroom practices for the co-construction of knowledge are
based upon values and beliefs about learner-centred education and
autonomy, often implicit, which derive from the culture into which the
teachers themselves have long been socialised.

Difficulties arise when those values and beliefs are not shared, or even
understood, by students and parents whose cultural and linguistic back-
ground may differ markedly from those held by the school and its teachers.
The difficulties are compounded when teachers themselves are not aware
of the possible disparity between their beliefs and those held by the families
of their students. There is a need, therefore, for a close dialogue among all
members of a multicultural school community to ensure that common
understanding is achieved and that all parties collaborate in the educa-
tional venture. A broader zone of proximal development – within which
common understanding can be co-constructed – should then extend
beyond the classroom to embrace the wider school community. In this way,
not only are the students themselves empowered, but also their families
and (through the educational process being made more effective) the
schools and teachers too. In the case studies presented in this book, it may
be observed that, where such mutual understanding is co-constructed, the
educational benefits are manifold; conversely, where it is lacking, the
cultural, linguistic and cognitive development of the children concerned
may well be severely hindered.

New Zealand has – rather more recently than the USA, Britain, Australia
and Canada – awoken to the complex linguistic and cultural diversity in its
midst. As Roger Peddie points out in Chapter 1, the country is far from
being the monolinguistic community that many people (even some New
Zealanders) may imagine. Peddie thus sets the broad linguistic and
cultural context for all the case studies that follow. He presents and

2 Bilingual Children's Language and Literacy Development
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discusses statistics that show national and educational demographic
trends, and introduces some of the key current issues concerning
languages in New Zealand. He goes on to explain the background to the
need for, but absence of, a national languages policy, and then considers the
(limited) extent of second language learning in New Zealand schools, and
outlines a recent project to introduce second language learning in primary
schools. He presents the findings of an evaluation of this project, and
suggests a number of key elements that should be included in a future
national strategy of language teaching in primary education.

The next two chapters present case studies that focus on aspects of the
education of Mäori children. In Chapter 2, Ted Glynn and Mere Berryman
examine the operation of a literacy partnership with parents and extended
family of 7–9 year old learners in a school that operated in both English and
te reo Mäori (the indigenous language of New Zealand). They do so by
means of a collaborative narrative in which a home–school liaison worker
reflects on how she succeeded in involving the parents in the partnership
project. As a result, reading and writing outcomes for their children
(whether they were in Mäori- or English-medium classes) were improved
over and above outcomes for students participating in the regular school
programme. Glynn and Berryman conclude that this project was
conducted in ways that represent the cultural preferences, practices and
aspirations of Mäori people. Collaborative storytelling ensured that the
research methodology and the way in which the research group worked
was understandable within a Mäori world-view, while maintaining the
integrity of the people, their knowledge and their culture.

In Chapter 3, Berryman and Glynn look at another aspect of the
home–school literacy partnership – the tutoring interaction between two
mother–son pairs from one of the schools involved. The sociocultural meta-
phor that underlies their investigation is the Mäori term ako – the unified
cooperation and reciprocal relationship of learner and teacher in a single
enterprise. This is related to the firm assumption in Mäori culture that the
older person has the clear obligation to help the younger person or child,
but that both partners come to a learning task with existing skills and
knowledge. In the case study that they report, the authors provide evidence
to show that the parents were able to provide effective tutoring in reading
skills, despite the fact that they were less proficient in te reo Mäori than
were their children . The scheme also provided both parents and children
with the confidence to learn Mäori and to use the language in settings
outside the home and school. Berryman and Glynn also point to the impor-
tant social and cultural learning that was taking place through partnership
– not only that between parent and child, but also partnership among the

Introduction 3
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home–school tutors and the home–school liaison worker described in the
previous chapter.

In Chapter 4, John McCaffery, Pati Tuafuti and their associates develop
some of the points introduced by Roger Peddie regarding the context of
Pasifika languages in New Zealand. They point to the need for empowerment
models to be applied, not only to bilingual education programmes in schools,
but also among those who carry out research into such programmes. The
authors then present a case study of a dual-medium, dual-literacy unit in a
primary school in Auckland – the region with the largest population of
Pacific Island people in the world. The Samoan/English programme, O le
Taiala (‘the world of the navigator’), has been in operation in the school long
enough for an entire cohort to pass through its stages of design, implemen-
tation, development and evaluation. After reviewing quantitative and
qualitative data that indicate the success of many aspects of the pro-
gramme, the authors point to some of the issues that still need to be
researched, and conclude with comments from some of the students of the
bilingual programme.

Each of the next three chapters considers a different facet of the experi-
ence in English-medium mainstream classrooms of students from diverse
language backgrounds.

In Chapter 5, Elaine Vine presents Fa’afetai, a five-year old Samoan boy,
six weeks after his arrival in school. She begins by outlining the assump-
tions made about such children in the national curriculum documents, and
points to the lack of relevant training opportunities for mainstream
teachers in New Zealand’s primary schools. To explore the actual learning
opportunities available to Fa’afetai in his new mainstream classroom, more
than nine hours of interactional data were collected over three days, by
means of audio and video recording, live observation, and follow-up inter-
views. The resulting data were collaboratively transcribed and analysed by
the researchers. The class teacher could not speak or understand Samoan
and initially Fa’afetai could speak no English – he was the only non-English
speaker in the room. Despite this apparent communication barrier, the
study showed that the teacher nevertheless subtly and effectively
scaffolded the boy’s entry into the languaculture of the classroom, his
participation in learning activities, and his valorisation as a member of the
community of learning.

Penny Haworth in Chapter 6 studies several young students from
diverse language backgrounds and their two teachers in a mainstream
classroom. After surveying local and international research into the area,
she comments that most of these studies have looked at either the chil-
dren’s interactions or the teachers’ reactions, while her own case study

4 Bilingual Children's Language and Literacy Development
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seeks to look at both. She then describes and discusses the interplay of
teachers and learners in classroom interaction zones, in directed teaching
sessions, and in independent learning situations. This is followed by a
discussion of the teachers’ experience of, and perceptions about, teaching
learners from diverse language backgrounds, and their (lack of) confidence
in their ability to deal with them effectively. This ethnographic study
provides sharp insights into the context of bilingual learners in mainstream
classes, and – among other things – highlights the complex challenges
classroom teachers constantly face in meeting the many needs of their
learners.

In Chapter 7, Roger Barnard considers the case of an eleven-year old
Korean boy, ‘Jack’. Like Fa’afetai, Jack was a minimal user of English on
entry to the school, just three days after his family immigrated to New
Zealand – and he remained at this stage for the rest of the school year. The
focus of analysis is Jack’s use of private speech (Vygotsky, 1978), and
Barnard reviews the theoretical assumptions behind this notion, and
empirical studies carried out in this area, which identify the range of func-
tions that private speech serves for learners in bilingual contexts. Barnard
then illustrates and interprets transcripts of Jack’s private speech over a
period of several months. The extracts reveal Jack’s intense efforts to come
to terms with the languaculture of the classroom, and the tremendous frus-
tration he at times felt. The chapter then discusses the implications for
pedagogy and research that arise from this case study.

Chapter 8, by Rachel Locker McKee and Yael Biederman, discusses how
educational contexts are constructed for deaf children whose first language
is New Zealand Sign Language. As the authors point out, since most deaf
children are raised in families who hear and speak, the children face the
challenge of acquiring a primary language, forming relationships, and
learning to understand the world in a communicative environment that is
largely inaccessible. Two settings are examined to identify elements that
might be truly learning contexts for deaf children. The first setting is a bilin-
gual class at a Deaf Education Centre, and the second is a mainstream class-
room in a school that (atypically) regards deaf children as bilingual. By
presenting and discussing a number of classroom transcripts, the authors
point to how zones of proximal development are created in the deaf class-
room, but not in the mainstream setting, and discuss some implications of
‘inclusive’ policies in mainstream schools.

In Chapter 9, Nikhat Shameem considers the social and individual
importance of maintaining community languages. She points to the diffi-
culties faced by immigrant communities in maintaining their language and
culture. The problems are especially acute in countries such as New
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Zealand, where there is no national language policy that might provide
official support for their endeavours. Shameem begins by reporting the
nature of community language teaching in New Zealand and the chal-
lenges faced by minority language groups in this regard. She then explains
how she sought to discover, by means of a survey, the perceptions of
community leaders and teachers in Auckland as to the desirability and
need for teacher education in community languages. She also solicited
views as to what might be included in such a programme, and how best it
might be delivered. Based on this survey data, Shameem has designed a
programme specifically aimed at enhancing the competence of community
language teachers.

Donna Starks and Gary Barkhuizen in Chapter 10 make the point that
the absence of a languages policy has not prevented a great number of
language planning activities from taking place in New Zealand. One such
activity is the gathering of data in order to establish the range of languages
spoken in schools, the needs of their students, and the awareness of
language issues of all members of a school community. The authors report
on their use of school students as data gatherers on a range of such
language issues. Responding to a short self-report questionnaire, almost a
thousand Auckland students reported their awareness of their own and
other languages, their opinions about the use of languages and the
language(s) they would like to speak, and their attitudes towards
languages policy. Based on the valuable data that emerged, the authors
firmly conclude that students deserve to be active participants, and not
merely respondents, in the language planning process.

In the final chapter, ‘Responding to language diversity: A way forward
for New Zealand education’, Ted Glynn draws together threads from the
previous chapters that are of concern for future planning and development.
Reviewing the main points of each of the chapters, Glynn points to the need
for more effective school and community partnerships, for more inclusive
pedagogies and bilingual competence, and for a more focused and inte-
grated languages policy.

We hope that readers will be able to relate the stories we tell in this book
to their own particular situations. New Zealand is a small nation, and
geographically remote from others. Nevertheless, we believe that our expe-
riences as teachers and researchers intimately involved in bilingual chil-
dren’s language and development are not dissimilar to those faced by
many educators across the increasingly multilingual and multicultural
world. We do not seek, as Neil Mercer has written, merely to transmit infor-
mation from one to another (Mercer, 2000), but rather to provide a stimulus
that will enable our readers to co-construct with us some sense of the

6 Bilingual Children's Language and Literacy Development
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(educational) world, and perhaps to consider and share practical ways of
dealing with the challenges it poses.
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Chapter 1

Languages in New Zealand:
Population, Politics and Policy

ROGER PEDDIE

Introduction
In the last months of 2002, a major public debate about immigration

erupted in the media and in the Parliament of New Zealand. Sparked by
minority party leader Winston Peters, the debate centred on the sharply-
increased numbers of Asian migrants who had settled in New Zealand in
recent years (see later in the chapter). While strong feelings were expressed,
and various ‘statistics’ were presented, the issues revolve around two main
areas. First, there are concerns about cultural differences in a country where
a common rhetoric holds that ‘real New Zealanders’ are white/Anglo
English-speaking peoples, with some acceptance that Mäori also have
some stake – provided they do not want too much of ‘our’ resources or
(even worse) some form of independence from ‘us’. Second, when
migrants come here they should not only accept ‘our’ culture, but should
very definitely speak ‘our’ language – English.

This chapter, while acknowledging that language is never fully sepa-
rated from culture, examines the languages policy and practice of New
Zealand, particularly as these apply to the primary school sector. After this
introduction, there are five further sections. The first examines the current
situation of languages, using figures from the 2001 census, and updates
from Statistics New Zealand to document the languages ‘profile’ in New
Zealand. It also introduces some of the key issues concerning languages,
both nationally and internationally in the first decade of the twenty-first
century.

The chapter then analyses some very important moves by community
language and professional interest groups in the 1980s and 1990s, who
worked hard, but unsuccessfully, to develop a national languages policy in
New Zealand. It refers to the more successful development of a languages
policy in Australia, and offers some reasons why a comprehensive national
policy has not, to date, been developed in New Zealand.

8
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The next section presents recent data on language learning in New
Zealand schools and (much more briefly) other institutions in an attempt to
establish the extent of such learning and to see if there is a ‘logic’ or ratio-
nale for it, given current social and national needs. There are brief
comments on the range and selection of languages, particularly in respect
of possible ‘languages policy’ issues raised in the previous section.

The recent and highly significant Second Language Learning Project
(SLLP), implemented in 1995–98, is summarised in the section that follows,
which is based on a comprehensive evaluation of the SLLP carried out in
1997–98 by a team headed by the author (Peddie et al., 1998).

These sections together demonstrate the complexity of trying to reach
straightforward decisions about language policy in what is a highly
contested field, and the chapter ends by examining a possible way forward.
It accepts that the continuing neo-liberal policy of decentralisation and
minimal government spending (evident in several governments and
coalitions since the mid-1980s) will mean that a comprehensive and
well-funded national policy on languages is most unlikely to emerge. But it
also argues that central government still needs to adopt a clearly
articulated ‘strategy’ over at least the next five years to ensure that New
Zealand’s rich language resources are sustained, further developed, and
recognised as a significant social, cultural and economic asset.

Language and Languages in New Zealand
New Zealand is increasingly a multi-ethnic and multilingual society,

and its linguistic ‘balance’ has shifted quite sharply since the mid-1980s. In
turn, this shift has led to some fierce political and community debates about
who should be ‘allowed’ to migrate to New Zealand. This section gives a
brief overview of the language scene in New Zealand, based primarily on
data from the national census in 2001, but with additional information
drawn from other sources (Statistics New Zealand, 2002a).

New Zealand is still thought of by many as quite a ‘British’ country. The
truth is that New Zealanders come from an increasingly wide variety of
backgrounds. In 2000 (though earlier numbers have fluctuated), New
Zealand accepted comparatively many more migrants than Australia did
(NZ Immigration Service, 2001a; DIMIA, 2001). Significant numbers of
these people have come from Asian or other non-English-speaking back-
grounds. They have added to the richness of the culture of a small nation
that was already moving – some would argue, very slowly – towards an
acceptance of its main bicultural heritage; between the tangata whenua
(people of the land), the Mäori, and the Anglo-European (often referred to

Languages in New Zealand 9
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as Pakeha1). The data in Table 1.1, drawn from the 2001 Census of New
Zealand, give a summary indication of the major groupings in New
Zealand in that year. It should be noted that all ethnicities were recorded,
which is why the total number of responses is more than twice the total
population.

10 Bilingual Children's Language and Literacy Development

Table 1.1 Ethnic identification: ‘Usually resident’ population

Total Population (2001) 3,737,280

Total Responses to Ethnicity 7,705,494

‘New Zealand European’: 2,696,724 c72%

‘British’ (various categories) 106,470

(Other) European groups 71,466

New Zealand Mäori 526,281 c14%

Pacific Island Peoples: c248,000 c6.6%

Samoan 115,017

Cook Island Mäori 51,486

Tongan 40,719

Niuean 20,148

Fijian (but not Fiji-Indian) 7,041

Tokelauan 6,204

Asian Peoples: c243,000 c6.5%

Chinese (all) 105,467

Indian (including Fiji-Indian) 62,643

Korean 19,026

Filipino 11,091

Japanese 10,023

South African: 14,913

Source: New Zealand 2001 Census (Statistics New Zealand, 2002b)
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Tables such as this one need very careful interpretation, particularly
when making comparisons with earlier census data, as the census ethnicity
question in 2001 was changed from the one used in 1996 (Statistics New
Zealand, 2002b). While the figures above are in some cases (reportedly)
very close to the ‘true’ numbers of individual residents, others are quite
obscure. The 23,500 who said ‘European’ and the 16,500 who said ‘British’
are arguably likely to include a number of New Zealand-born Pakeha/
European, and perhaps some South Africans still holding British passports;
whereas the 35,000 who said ‘English’ are quite likely to have been born in
England. The latter situation is likely also to be true for the more than 13,500
‘Scottish’ and the nearly 12,000 ‘Irish’. For those groups who do not
commonly intermarry (e.g. the Chinese), or who are very new arrivals (e.g.
the Koreans), the figures in the table are likely to be a fairly accurate indi-
cator of the number of ‘New Zealanders’.

Of the non-Anglo-Celtic European groups in New Zealand, the Dutch is
the largest group, with the census showing some 27,500 Dutch. Others esti-
mate that as many as 80,000–100,000 New Zealanders could be of Dutch
descent (e.g. Schouten, 1992: 257). There are over 21,000 ‘Australians’, but
more than 50,000 people were born in Australia (Bedford, 2003). No other
Anglo or European group numbers over 10,000 (although the Germans
come close with over 9,000). This is partly because many New Zealanders
migrating in the nineteenth century from, for example, Scandinavian coun-
tries, would no longer identify such countries as markers of their ethnicity.
Mainly white South Africans have arrived in significant numbers in recent
years and, with continuing migration, the total was perhaps closer to 20,000
by the end of 2002.

Migrant groups from Pacific Islands with close links to New Zealand
arrived in large numbers in the 1960s and 70s. For some decades, there have
been many more Tokelauans and Niueans living in New Zealand than in
their home countries. Two-thirds of these Pacific Island peoples live in
greater Auckland, helping to make this conurbation the largest Polynesian
city in the world.

Table 1.1 shows that the Samoans are a very large group, and for some
20–30 years they have been the largest non-Anglo/Mäori ethnic group.
But, as can also be seen from the table, the total number of Asian New
Zealanders was close to the Pasifika (Pacific Island peoples) total and, with
continuing Asian migration, is likely to have surpassed it by late 2002. In
particular, the number of ethnic Chinese was closing rapidly on the total
originating from Samoa. Again, given recent migration figures, the total for
ethnic Chinese will have almost certainly moved ahead of the Samoans
within a year of the 2001 census.

Languages in New Zealand 11
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Chinese migration is very interesting – and complex. There were
Chinese in New Zealand in the nineteenth century, but numbers stayed
moderately low, mainly because New Zealand (like Australia), introduced
discriminatory laws that made Chinese migration very difficult (NZ Immi-
gration Service, undated). In the 15 years following the 1986 census,
however, the Chinese population grew by more than 500%. Migration of
Chinese, often under business migrant schemes, especially the ‘Investor
Category’ has continued and, as a percentage of new residents, post-census
figures are still rising. In the year 2001–2002, for example, Chinese repre-
sented 64% of the Investor Category, up from 46% in the previous year (NZ
Immigration Service, 2001b, 2002).

The earlier Chinese often spoke Cantonese/Yue or other southern
languages, but more of the recent arrivals speak Modern Standard Chinese
(Mandarin). ‘Chinese’ refers here to the ethnic group, and includes several
thousand from Taiwan, Hong Kong and South-East Asia; but the vast
majority of more recent migrants are from Peoples’ Republic of China.

The ethnic Indian population has also risen sharply in recent years and
in 2001 was about four and a half times its 1986 figure. Contrary to popular
belief, this is not because large numbers of ethnic Indians migrated from Fiji
following the military coups there. The 2001 census revealed fewer than
2000 Fiji-Indians out of a total of over 60,000. The recent arrivals have
migrated mainly from India, but also from Malaysia, Singapore and other
parts of Asia. Those from India represented the largest group (24%) of the
31,359 people approved for residence under the ‘General Skills’ Category
in 2001–2002 (NZ Immigration Service, 2002: 1). These data suggest that the
total ethnic Indian population may have exceeded 70,000 by the end of
2002, making Indians very decisively the fifth largest group in New
Zealand.

The Indian peoples of New Zealand speak a wide variety of languages,
including Gujarati, Punjabi, Bengali, Tamil and (increasingly) Hindi. There
are also more than 7,000 Sri Lankans, but only just over a thousand from
both Bangladesh and Pakistan.

Another smaller, but fast-expanding, Asian group, most of whom have
arrived since the early 1990s, is the Koreans, with an estimated total popu-
lation of at least 20,000, almost all of whom are living in Auckland. With the
sharp economic downturn in Korea during 1998, and earlier changes in
New Zealand migration rules, Korean migration slowed between 1997–99,
but has since increased again. The number of Filipinos has begun to rise,
while the Japanese are another small but fast-growing group. In complete
contrast to the situation in Australia, there are fewer than 3,500 Vietnamese,

12 Bilingual Children's Language and Literacy Development
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a figure that is lower than comparable earlier census figures, reportedly
owing to continuing cross-migration to Australia.

The debate about ‘Asians’ referred to earlier, however, seems to ignore
two other very important points. First, the total numbers of Asian tourists
and visitors has increased significantly in recent years, mainly owing to an
increase in tourists from Korea and China. Indeed, visitors from Japan,
China and Korea in the year up to September 2002 totalled almost 300,000
(Tourism Research Council, NZ, 2002). Second, the number of Asian and
especially Chinese full fee-paying (FFP) international students in New
Zealand has sky-rocketed since the late 1990s. In 2001–2002, just under
32,500 student visas were issued to Chinese (NZ Immigration Service, 2002:
85), while an unknown number were also taking English-language courses
of less than three months on visitors’ visas. The University of Auckland had
more than 3000 FFP students in 2002, more than 50% of which were
Chinese. Throughout Auckland and in other key target areas (such as
Christchurch or Wellington), there are also numbers of Chinese students in
private education providers. Added to these Chinese figures, the NZ Immi-
gration Service reports that in 2001–2002 more than 12,000 student permits
were issued to South Koreans, 4500 to Japanese, and more than 10,000 to
other Asian groups (NZ Immigration Service, 2002).

A large number of these Asian students are based in Auckland. Thus,
when ‘your average Kiwi bloke’ walks down Auckland’s Queen Street (the
main shopping street), it is highly likely that a significant number of the
‘Asians’ he sees are not migrants at all.

How are these migration and related data reflected in language statistics
and languages policy? English is certainly the standard language of trade,
social intercourse, commerce, government and education. Since 1987 te reo
Mäori (the Mäori language) has been an Official Language, recognised in
Parliament and the courts (see next section). In recent years, there has been
a major revival of te reo Mäori and Mäori culture in New Zealand, with
much greater attention being focused on the language and cultural rights
inherent in the principles of te Tiriti o Waitangi (the Treaty of Waitangi),
signed by a number of prominent Mäori chiefs and the British Crown in
1840.

Just over 160,000 people recorded in the 2001 census that they spoke
some te reo Mäori. But a closer examination of non-Mäori recorded as
Mäori-speaking suggests that most of these in fact listed ‘Mäori’ as one of
their ethnicities (Galbraith et al., 2002). This confirms much earlier work by
Benton, which showed that very few non-Mäori were fluent in te reo Mäori
(Benton, 1979). But another very important way of interpreting the census
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data is to note that fewer than a third of all who were recorded as Mäori in
2001 claimed to be able to speak te reo Mäori (see Tables 1.1 and 1.2).

Many recent arrivals continue to speak their own languages. Signs in
hospitals and other public buildings are increasingly in several languages
(often including te reo Mäori, Samoan and, more recently, Chinese). Unlike
Australia, however, New Zealand has no official languages policy giving
direction or special assistance to the teaching, learning or maintenance of
languages other than English. Some assistance with learning English is
given to those with language backgrounds other than English but, despite a
sizeable boost in recent government budgets, the per capita amount is still
well behind that of Australia. The issue of languages policy in much more
detail in the next section.

Table 1.2 gives the 2001 census figures for all languages recorded as
spoken by more than 4,500 New Zealanders (or just over 0.1%). It should be
noted that the census question asked about languages ‘in which you can
have a conversation about a lot of everyday things’. This is clearly not the
same as asking about languages normally spoken on a daily basis, nor is it a
measure of genuine fluency. Note that the total number of responses was
only 4,429,347 (less than 1.2 times the total population. This suggests that a
significant percentage of the population, almost certainly over 80%, is
monolingual (and, based on earlier census data, monolingual in English).

14 Bilingual Children's Language and Literacy Development

Table 1.2 Languages spoken in New Zealand in 2001

Te reo Mäori 160,527 Hindi 22,749 Serbo-Croatian 5,946

English 3,425,301 Japanese 19,938 Russian 5,550

Samoan 81,033 Korean 15,873 Punjabi 5,541

French 49,722 Spanish 14,676 Min 5,526

Yue/Cantonese 37,140 Afrikaans 12,783 Niuean 5,478

German 33,981 Gujarati 11,145 Khmer 4,992

Dutch 26,280 Cook I. Mäori 9,375 Malay 4,941

NZ Sign Lang. 27,285 Italian 7,215 Thai 4,620

Nthn Chinese 26,514 Arabic 7,959

Tongan 23,046 Tagalog 7,827 None/unclear 257,355

Note: the terms used in the table are those of the 2001 Census. ‘Northern Chinese’
means Standard Chinese/Mandarin; ‘Serbo-Croatian’ was treated as a single
language; while ‘Punjabi’ is the spelling used in census reports.
Source: (Statistics New Zealand, 2002a)
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This table also needs some interpreting. The numbers in (especially)
French, German and Japanese will to a certain extent represent school and
tertiary-language learners as well as native speakers, so the numbers of
fluent/native speakers are likely to be markedly fewer than the figures in
Table 1.2. Similarly, all numbers are ‘as recorded’ and give no guarantees of
genuine proficiency in the language.

Third, the numbers in some cases appear to be lower than migration and
other population data might suggest. In the case of Chinese languages,
more than 80,000 ethnic Chinese have arrived in New Zealand since the
1986 Census. The total of 69,180 speakers of the three Sinitic languages
listed in the table (Cantonese/Yue, Northern Chinese/Mandarin and Min),
does not seem to reflect this. But a further 24,000 simply indicated ‘Sinitic’,
without specifying further which language, while several smaller groups
recorded that they speak other (specified) Sinitic languages.

Fourth, the table shows that some languages that could be valuable for
New Zealand’s economic growth (see Peddie, 1991), are modestly well
represented (e.g. Japanese, Korean), and others are now starting to rise (e.g.
Arabic, Russian, Spanish and Thai). Finally, the reasons for so many New
Zealanders not answering the language question on the census remain
unclear, although ‘None’ does of course include infants who are too young
to talk (some 76,000).

More important for this book, such a table naturally gives no indication
of possible shifts in language use for some of the key groups. Research
conducted over a number of years, both locally and internationally, and
particularly by Clyne and his associates in Australia (e.g. Clyne & Kipp,
1991), has shown that inter-generational shifts towards dominant English
become significant, often as early as the second generation, and especially
within certain recognisable language groupings (e.g. Germanic and Scan-
dinavian languages). In other words, it cannot be assumed that, because we
had some thousands of speakers of a language in 2001, the same numbers,
even in 10 to 15 years, will continue to speak that language. Such changes
will depend in part on migration patterns, future policies relating to
languages and other sociological and geographical variables (e.g. settle-
ment patterns, family reunion policies and targeted migrant schemes).

Languages ‘Policy’ in New Zealand
New Zealand is a curious case on the world scene. As noted earlier, the

predominant language of social communication, business, law and daily
life is English, but the only legally official language is te reo Mäori (Mäori
Language Act, 1987). Furthermore, New Zealand does not have, nor has it
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ever had, a national policy on languages. This section offers a very brief
historical overview of language use and language ‘policies’ in New
Zealand, from the times of the first missionary schools in the early nine-
teenth century to the much more recent attempts to develop a national
languages policy in the late 1980s and early 90s. Possible reasons behind
those policy moves are explored, and some reasons are offered as to why
there is still no national languages policy. The discussion is located within
the contexts of globalisation of recent neo-liberal politics in New Zealand. It
also includes a very brief commentary on moves towards the revitalisation
of te reo Mäori.

While there are ongoing debates about the specifics, it is clear that Mäori
arrived in what is now generally referred to as ‘New Zealand’ some
500–800 years before Europeans started to arrive. When European settlers
began to arrive in some numbers, and the missionaries from England
started to introduce schools in the early nineteenth century, they regularly
taught through the medium of Mäori language, but promoted Christian
and European values. As other schools opened, the teaching was increas-
ingly delivered in English. Mäori were quite comfortable with the latter
approach, and there were several petitions to Parliament in the 1870s
requesting that formal (Pakeha) education be conducted only in English,
even in the ‘Native Schools’ (Simon, 1998). As New Zealand society at that
time was one in which all Mäori were fluent first-language speakers of te
reo Mäori, this was not surprising.

But over 70–80 years the languages scene changed dramatically. The
Land Wars, which began in the 1840s and lasted through to the 1870s, and
the dramatic fall in the numbers of Mäori by the end of the century signifi-
cantly decreased European settlers’ perceptions of the importance of te reo
Mäori (Simon, 1998). This language decline continued until a remarkable
revival began in the second half of the 20th century.2

Meanwhile, as the new settlers established (particularly) secondary
schools for Pakeha, the languages taught were all European. The few
secondary schools existing late in the nineteenth century tended to offer
such languages as Latin, Greek and French for boys, and Latin, French and
sometimes German or Italian for girls (Murdoch, 1944; Peddie, 1984).

From the 1930s, the government acknowledged that some attention
ought to be paid to Mäori culture, but the place of te reo Mäori remained
unclear, and there was certainly no hint of a ‘policy’ relating to languages in
New Zealand.

With the establishment of the original European Economic Community
in 1957, and the acceptance 18 years later of the United Kingdom as a
member, New Zealand began to realise that trade links had to be built with

16 Bilingual Children's Language and Literacy Development
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new markets. Anatural region to consider was the Asia-Pacific. Yet, despite
the fact that such trade virtually demanded expertise in a number of
languages, New Zealand (and to a lesser extent Australia), was slow to
grasp the need for a comprehensive national policy on languages or, at the
very least, a forward-looking policy on languages in education. This situa-
tion was exacerbated by the fact that the numbers of students taking
languages in secondary schools had dropped alarmingly since the late
1960s (Peddie, 1984).

The advent of a significant report on a languages policy for Australia
(Senate Standing Committee on Education and the Arts, 1984), was followed
by the development of Australia’s first national policy in 1986, and its
subsequent adoption in May, 1987 (Lo Bianco, 1987). This provided a strong
impetus for a movement within New Zealand towards the same end.

A central figure here was a mid-level policy officer in the (then) Depart-
ment of Education, Chris Hawley. Over a period of several years, he
worked tirelessly to persuade the Department of the need for comprehen-
sive policy development. His efforts paid off when he secured funding for
an in-service week held at the (then) North Shore Teachers’ College in 1989.
A significant group of educators and languages representatives gathered
together and planned a document that could be presented to government,
along the lines of a similar submission made in Australia (PLANLangPol,
1983).

The outcome was the development of a very important document,
Towards a national policy on languages (National Languages Policy Secre-
tariat, 1989), which late in the same year was presented by a representative
group to the (Labour) Minister of Education, Philip Goff. The Minister was
positive, but requested a resubmitted document, showing how other
Ministries might be affected. The revised document was presented in early
1990.

This too was well-received. The outcome was an announcement made
on behalf of the Minister by the Associate Minister of Education, Noel Scott,
at the first National Conference on ESOL and Community Languages
Education, held in Wellington in August, 1990. Two key quotations encap-
sulate the significance of this announcement:

Until now, issues associated with languages in New Zealand have been
dealt with in an ad hoc way ... Without common goals and a
co-ordinated framework around which policies can be developed and
programmes implemented, it has been difficult for the government to
respond comprehensively to language issues. (Goff, 1990: 7)

I am pleased to announce formally today that the government has
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agreed to develop and fund a national languages policy ... A budget of
more than $100,000 will be provided this year to allow the Ministry of
Education to contract an appropriately qualified person to formulate the
policy. (Goff, 1990: 8)

This was followed by a most interesting turn of events. Late the same
year, with nothing actually actioned, there was a change of government,
and The National Party took office. A rapidly-organised deputation met
with the new Minister of Education, Dr Lockwood Smith. To the surprise of
many, the new Minister agreed to proceed with the development of a
national policy, and guaranteed the funding that had been promised by
Labour.

Dr Jeffrey Waite, a (Pakeha) member of the Mäori Language Commis-
sion, was duly appointed. A suitable time frame was agreed, and Waite
began the difficult task of ascertaining New Zealanders’ views. It must be
acknowledged that he did this with commendable diligence and energy.
Major hui (meetings) were held in New Zealand’s three largest urban areas
(Auckland, Wellington and Christchurch) while a large number of visits
and other meetings were held throughout the country. By late 1991, Waite
had produced a first version of his policy proposals, based on the enormous
amount of data he had collected. This document was never released.

Then (it appears) politics and possibly other unseen influences began to
operate. While Waite did have an Advisory Group drawn from a number of
Ministries, and one must assume that this group was broadly in favour of
what he proposed, this first version was not accepted by government.
Waite was instead asked to reformulate the document, a first and then a
second time (the latter with the help of a professional writer). When the
final version appeared, it was in the form of a ‘Discussion Document’
(Waite, 1992), and no formal recommendations – reportedly an important
part of the original version – were included.

The document then was sent out for public submissions. A moderately
small number were received, perhaps because so many people in the ‘lan-
guages community’ were quite satisfied with what they saw. The in-house
analysis of submissions, obtained by the present author under the Official
Information Act, showed that there were only 129 separate submissions,
along with 94 duplicated submissions from a TESOL organisation, and 349
signatures on a petition arguing for a much more prominent place for Latin.
Only three submissions came from Mäori. The in-house analysis suggested
that there was no real consensus among those who had sent in their ideas,
although a careful reading of the analysis indicated that most were strongly
in favour of the general thrust of the document.
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Waite proposed that there were six interrelated key areas to consider
(Waite, 1992: Part 1, 18–22):

(1) revitalisation of the Mäori language;
(2) second-chance adult literacy;
(3) children’s ESL and first language maintenance;
(4) adult ESL;
(5) national capabilities in international languages;
(6) provision of services in languages other than English.

What happened next remained largely a mystery until some years later.
In March, 1993, the present writer wrote to the Minister to enquire what the
situation was in relation to the development of a national languages policy.
The reply from the Minister’s Office (ironically dated 1 April) was that ‘the
national languages project remains on the work plan of the Ministry of
Education’. But as this writer was soon to discover, and for which action
Shackleford (1996) was later able to provide solid evidence, the Minister
cancelled the national languages project only a month later, replacing it
with three and then four much more specific projects.

The three original areas were: further assistance for English to Speakers
of Other Languages (ESOL) programmes, the encouragement of language
learning at a younger age, and the setting up of the Asia 2000 project
(Shackleford, 1996). Shortly after, the fourth area, the fostering of te reo
Mäori, was shifted from Te Puni Kokiri (the Ministry of Mäori Development)
back to the Ministry of Education, suggesting that all language issues
should be dealt with as challenges only for education.

Why was the development of a national languages policy abandoned?
To give an adequate answer would require a chapter in itself. Suffice it to
say that it seems to have been a combination of factors, including: hesita-
tion over the place of te reo Mäori in a national policy; the rapidly-changing
demography of New Zealand, which made firm decisions over languages
difficult; the relative lack of understanding by business of the advantage of
international languages in trade; and economic uncertainties, including a
neo-liberal policy of limiting government spending and localising decision
making (Peddie, 1997; see also Benton, 1994; Peddie, 1996).

In the current political climate, irrespective of which party holds power,
it is unlikely that New Zealand will see a reversal of the neo-liberal
approach to policy. Within this approach, which ideologically supports
weaker centralised direction, but stronger centralised monitoring and
accountability, government still appears to be trying to foster more
language studies in schools in general and the primary sector in particular
(see later). But schools are likely to be unwilling or unable to take such
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encouragement seriously when no long-term policy and no universally
available targeted funding (other than for te reo Mäori) is in place.

Languages in Education
This section presents an introductory sketch of languages in New

Zealand education, then gives an overview of current language learning.
The latter includes:

• an overview of te reo Mäori and Pasifika languages in education;
• a brief overview of languages in the secondary and tertiary sectors;
• the situation of languages teaching in the primary sector.

In all cases, figures presented are for 2001 unless otherwise signalled.3

Historically, European and classical languages (French, Latin, Greek)
were offered in New Zealand secondary schools and university colleges,
with an unchallenged assumption that languages should be taught in
schools mainly to upper-stream academic students (Murdoch, 1944;
Peddie, 1984). That picture started to change in the 1960s and 70s when
approaches to language learning began to alter in both the secondary and
tertiary sectors.

First, secondary schools began to abandon the traditional approach of
offering set courses for ‘academic’ and ‘other’ students. More specifically, it
was no longer the case that the ‘brightest’ secondary school students
studied two second languages, ‘average’ students studied one, and
‘low-stream’ students did not study any other language (Peddie, 1984).

At about the same time, New Zealand universities gradually changed
their degree requirements relating to second languages. Thus in the period
1960–80 (for example), universities throughout New Zealand removed the
requirement that a student graduating with a BA must have a language
other than English (or otherwise an extra ‘reading knowledge’ course), and
the requirement that law graduates must have Latin. This arguably had a
‘backwash’ effect on (particularly) more academic secondary schools, who
typically promoted languages, and who also provided a large proportion
of the entrants to the universities.

Other factors have probably continued to influence the drop in the
numbers of students studying the traditional European languages. For a
number of years, for example, the pattern of ethnicity of school students
has been changing. In 2001 only 63% of all school students were (NZ) Euro-
pean/Pakeha; 20.4% were Mäori, 8% were Pasifika (almost half of whom
were Samoan), and just under 6% were Asian.

In some New Zealand schools, and especially in Auckland, large
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numbers of languages (40–50) are spoken on a daily basis, but by only very
small numbers of students. This clearly creates major problems for a school
that wishes to cater for its ethnic/language minorities, but equally clearly
cannot possibly offer teaching in all of the represented languages.

Nevertheless, New Zealand is one of only a handful of countries where a
second language is not legally or in practice compulsory in the school
sector. Such compulsion is not restricted to non-English-speaking coun-
tries, as Canada, England and Wales, and almost all States in Australia,
have some form of requirement for learning a second language.

What is the current situation of languages in education in New Zealand?
First, let us consider Mäori-medium education and the learning of te reo
Mäori.

In 2001 there were 9594 enrolments in Mäori language and culture
pre-schools (te kohanga reo). This is the first time since 1992 that the total has
dropped below 11,000 (the peak in recent years was 14,514 in 1993). This has
to be considered a matter of serious concern. While the Mäori population
continues to expand, the significantly lower numbers of students in these
Mäori-immersion pre-schools means that fewer students could be seeking
immersion or bilingual programmes in primary schools, and that a
decreasing percentage of very young Mäori are learning their language.

In 2001, 27,865 primary and secondary school students (3.8% of all
students) were in Mäori-medium education for more than three hours a
week. About a fifth of these students (5016) were in the 59 kura kaupapa
Mäori (schools that deliver the national curriculum in Mäori, and within a
Mäori cultural context). Again, the data give rise for concern. While the
number of kura kaupapa Mäori has steadily increased, the number of students
remains very low, with an average of approximately 85 students in each
school.

These data also mean that just over 3% of all ‘regular’ school students
were in Mäori-medium education for more than three hours a week: it
needs to be stressed again that Mäori students constitute just over 20% of
the total school population.

Over 20% of all school students were studying te reo Mäori, but the vast
majority studied the language for less than three hours a week. Note that
‘less than three hours a week’ could mean as little as one or two brief
sessions. Also, in programmes other than Mäori-medium education,
significant numbers of those involved are not Mäori.

Overall, the 2001 data from the Ministry of Education show that only
26.8% of Mäori students were either in Mäori-medium programmes, or
studying te reo Mäori for more than three hours a week. Put another way,
nearly three-quarters of all Mäori students were not studying their
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language to the extent where this study might be expected to lead to a
reasonable level of competence. Preliminary figures for 2002 show a very
similar pattern.

In secondary schools, the number of students learning te reo Mäori (in
any type of programme) in the years 1999 to 2002) has been between 20,000
and 22,000. This is down from around 25,500 in the mid-1990s. The
confirmed 2001 figure represents fewer than 10% of the total 2001
secondary enrolment.

What of language education for Pasifika students? In 2001 just over 2500
early childhood students were in Pasifika language nests, which collec-
tively teach in several of the Pasifika languages. But this figure is the lowest
in ten years, and is well down from peaks (approaching 4000) in the
mid-1990s.

More importantly, Pasifika language learning in both primary and
secondary schools is very limited. Pasifika students comprise over 6% of all
school students, and about half of them are of Samoan origin. In 2001, and
in 20 schools, just over 1600 students were in Pacific-medium education,
with almost three-quarters of these students learning at least some of the
time in Samoan. However, this total represents only 2.8% of all Pasifika
students. Furthermore, fewer than 5% of Pasifika students in schools were
learning a Pasifika language. While the figures are a little better for
Samoans, the numbers are still well under 10%, with fewer than 1000
students learning Samoan in secondary schools. Again, unpublished
figures for 2002 show little change.

Before turning to other languages in the primary sector, it is useful to set
a further context by looking at the broader secondary and tertiary
languages scene.

In the secondary schools (Years 9–13) in 2001, just over 61,000 students
studied a second language (other than te reo Mäori). This represents just
under a quarter (24.5%) of the secondary school population. Over the 10
years to 2001, the total numbers have fluctuated between approximately
60,000 and 66,000 (the unpublished figure for 2002 is just under 63,000)

But these figures are somewhat misleading. While around half of
students in Year 9 (the first year of secondary education), typically study a
second language, only 10–12% of Year 13 students are still taking at least
one other language. Furthermore, many of the students in Year 9 do not
receive a year-long course. As 45–55% of the students in all of the main
languages are Year 9 students (note that the comparable figure for te reo
Mäori is also 49%), this means that only 10–15% of secondary school
students are getting more than a very minimal exposure to second language
learning.
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For the past 20 years, the secondary school languages scene has been
dominated by two languages, Japanese and French. While the balance has
shifted from French to Japanese and now back to French (in 2001, 23,816
studied French and 19,981 studied Japanese), the two languages have quite
typically accounted for 65–85% of all secondary language learners. This is
an intriguing mix; the traditional foreign language of ‘culture’ and ‘diplo-
macy’, and the newer language of ‘trade’. In fact, both of those characterisa-
tions are significantly open to question. French would seem to have no
stronger claim than several other languages, while teaching Japanese to a
very modest level in schools is hardly likely to improve trade (Peddie,
1991).

The numbers of students learning Spanish in secondary schools have
risen steadily in recent years (to 4407 in 2001 and over 5,000 in 2002), while
the numbers learning Chinese rose to 1767 in 2001, but dropped to fewer
than 1500 in 2002. Together, moreover, these languages are studied by
fewer than 2.5% of students, more than a third of whom are in Year 9. Other
languages of actual or potential commercial importance such as Indone-
sian, Russian, Arabic and Korean are studied by few or no students in
secondary schools. Similarly, neither of the Indian languages with signifi-
cant numbers of speakers in the community (Hindi and Gujarati), is offered
in schools.

A wide range of languages is taught in (especially) universities and
polytechnics, but there are problems in ascertaining accurate numbers. It is
difficult even to obtain reliable numbers of tertiary-level students learning
English as a second language as up to late 2002 legislation did not require
institutions offering English language courses of less than three months to
be registered. In other institutions the problem is just as complex. While
students enrolled in ‘languages’ can easily be accessed, it is less easy to
establish the numbers of students who are taking language courses as
opposed to literature and other cultural courses.

Finally in this section (and important for the current volume) what is the
situation of languages in the primary sector? The primary years (Years 1–8)
have recently shown a modest increase in numbers of students engaged in
second language learning, but there are still significant areas of concern.
Just below 13% of all primary school children in 2001 were learning a
language other than te reo Mäori or English, but more than four out of five
of these children were in Years 7–8.

In Victoria, Australia, ‘language learning’ is counted for statistical
purposes if the language is offered for 2.5 hours a week or more – equiva-
lent to approximately 190 hours a year in New Zealand terms. But in New
Zealand, more than 40% of the ‘language learners’ receive fewer than
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15 hours a year – a negligible amount compared with what is required to
give even a good foundation for later learning. Compared with the stan-
dard in Victoria, fewer than 3% of all New Zealand primary school students
(13,640 out of a total enrolment of 484,058) were taught a second language
for more than 30 hours a year – the only figure currently recorded.

The main languages (other than te reo Mäori) taught in primary schools
in 2001 were Japanese (22,446), French (15,185) and Spanish (11,925). These
three languages accounted for almost 80% of primary level language
learners. The 2002 figures show a rise for Spanish and French, but the
overall picture is largely unchanged. The data show that there is no clear
‘pattern’ of language learning in the primary sector; rather, it is a serendipi-
tous mix of ‘traditional’, community and international languages.

Just as importantly, evidence from the Second Language Learning
Project (see below), shows that there are very few trained language teachers
in primary schools, with the possible exception of schools that cater for
both secondary and primary students. In such schools a secondary-trained
language teacher may also be teaching in Years 7–8, or even at earlier levels.

The Second Language Learning Project
A reasonably clear answer to the question above is offered by the

research findings summarised in this section, which describes the most
significant government initiative affecting languages (other than te reo
Mäori) in the primary school sector since decisions relating to te reo Mäori
were taken in the nineteenth century. The main thrust of this initiative
occurred between 1996 and 1998, although some more tightly prescribed
funding was offered from 1999.

The Second Language Learning Project (SLLP) was a $4.8 million project
of the Ministry of Education, announced in mid-1995. In brief, it aimed to
extend the teaching of second languages in schools, especially in terms of
earlier starting points. Thus, it was an important development of one of the
four initiatives that followed the 1993 cancellation of national languages
policy work in the Ministry (see page 19). It was officially aimed at Years
7–10, but in practice the chosen focus for most participants was Years 7 and
8, the last two years of the primary school sector.

In the major project discussed here, schools bid for funding to be
provided from the beginning of 1996 to the middle of 1998. After the bids
had been considered, the SLLP began operation in at first 28 and later (from
1997) 29 ‘clusters’ of schools, with cluster sizes ranging from (in a few cases)
individual schools up to one cluster of 15 schools.

The schools offered languages in various ways, including: secondary
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school language teachers working in primary (here, including interme-
diate) schools, various forms of distance technology; and the use of
part-time tutors, including native speakers and (in one or two cases),
teachers from the tertiary sector or from private language institutions. Each
cluster had a ‘lead’ school and an overall SLLP co-ordinator. Clusters were
required to evaluate their own programmes, and to report to the Ministry
on a range of matters through regular ‘Milestone Reports’.

In mid-1997, a team from the University of Auckland was contracted to
conduct an independent evaluation of the SLLP, carried out over the
following fourteen months. This evaluation involved analysis of a range of
written materials, attendance at a series of Regional Cluster Meetings held
in 1997, a schools questionnaire, and two series of visits to a selection of
clusters and schools.

The cluster visits included interviews with key personnel, observation
of some lessons and, in appropriate cases, completion of a questionnaire
relating to education technology. In all, visits were made to 12 of the 29 clus-
ters, including both urban and rural, North and South Islands, large and
small clusters. With access to all Milestone Reports and in some cases to
additional material made available by schools, the evaluators were confi-
dent that they were able to present a sound – while not absolutely complete
– picture of the strengths and weaknesses of the SLLP (Peddie et al., 1998).

The major findings of the evaluation are summarised in the five subsec-
tions that follow: teaching and teachers, education technology, programme
issues, finance, and plans and prospects for the continuation of second
languages teaching in the primary sector. A very large number of other
significant issues are discussed in the full report, but in the paragraphs that
follow it is possible to highlight only the most important of these findings.

Teaching and teachers
The evaluators observed a number of lessons in several languages,

taught by a range of what they called ‘tutors’, to distinguish the language
teachers from the regular classroom and other teachers associated with the
project. As might be expected, some of these lessons were excellent, while
some were quite unproductive in terms of language learning. Overall, the
main concern of the evaluators was that a combination of a limited time for
learning and a lack of understanding of good communicative teaching
often led to lessons that were sometimes entertaining, often enjoyable, but
not always effective.

The evaluation report then considered the professional development
(PD) needs of the tutors. The evaluators found that in many of the clusters
the budget for PD was underspent – and in one or two clusters it was not
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even touched. Yet the untrained tutors in particular were concerned that
they had had few opportunities for PD. The report discusses a range of
issues relating to PD, proposing that a substantial programme could have
led to far more effective teaching for all of those involved in the SLLP. Such a
programme could easily have involved some of the expert teachers in the
project assisting others, but in practice this occurred in only two clusters.

Education technology
Several clusters were involved in teaching by audiographics, a system

that combined computer links with a ‘Polycom’ (a device allowing shared
voice links) and shared drawing and other facilities. Broadly speaking,
excellent teachers produced excellent lessons using this technology, while
tutors who were less able to realise the potential of the same technology
produced lessons that were at best mediocre. The use of technology in other
classrooms was mixed, and much less frequent than had been expected.
There were some outstanding CD-ROM and other resources available, but
not all schools were aware of this, and the tutors needed PD and on-going
technical and educational support to get the most out of using such
material.

The evaluation noted the potential for on-going forms of language
teacher PD to be conducted via distance technology, and discussed the
importance of developing further quality packages, such as the Hai! Japa-
nese language video series (Ministry of Education, 2000) for New Zealand
use. At the same time, it would not be cost effective to ignore well-tested
programmes available overseas – especially those developed in Australia.

Programme issues
The various delivery models were reviewed, with the conclusion that

none was perfect, but that – as expected – the greater the language teaching
skills of the teacher delivering the lesson, the more effective the learning.
This highlighted the risks involved when some clusters planned that their
regular classroom teachers, after only a very brief exposure to the target
language, should take over from what were sometimes much better quali-
fied language tutors.

A very wide range of other issues was discussed under this heading.
These included: language selection and continuation, the goals of school
language programmes, a number of factors (such as timetabling) relating to
programme organisation, selection of students and dropout policies, the
need for resource sharing and resource development for the primary sector,
the important need to carefully consider teacher supply and continuity, the
various roles taken by the classroom teachers during SLLP lessons; the
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crowded nature of the Year 7 and 8 curriculum and subsequent issues for
language teaching at this level, and issues relating to the articulation of
programmes between the primaries and local secondary schools.

Of these, four issues are selected for brief comment here. First, a number
of the schools in the SLLP were already offering languages prior to the
project, but the SLLP gave them the opportunity to expand their
programmes and to increase the learning time for their students. Second,
the provision of language teachers is a long-term issue that both the
Ministry and schools will (still) need to address if language programmes
are to become a more regular feature of the primary sector. In particular, the
Ministry will need to consider ways of attracting fluent second-language
speakers into pre-service teacher education programmes (see below).
Third, none of the schools visited in the SLLP had seriously considered the
teaching of one or more subjects in a second language as a way of avoiding
adding to the ‘crowded curriculum’. Yet almost all of the SLLP schools very
strongly supported the continuation of a languages programme. Finally,
almost all of those interviewed in the schools were adamant that their
limited-time language courses were valuable, even though expert local and
overseas views on such ‘taster’ approaches tend to be uniformly negative.

Financial issues
The evaluation used the concept of cost per student year (C/SY) as a

measure of comparability across clusters. Although it did not take into
account variables such as the teaching time offered, the cluster budget for
1997, divided by the number of students receiving an SLLP programme in
that year, gave a somewhat crude (but arguably defensible) basis for
comparison. The C/SY varied from $70 to $1365, with a modal range of
$125–325. Sources of variation tended to relate to one or more of four main
variables: staffing costs (including hourly rates and the number of hours
claimed); the number of students involved in the programme, as very small
numbers often (but not always) meant a higher C/SY; the costs of certain
education technology options; and the level of purchase of resources, espe-
cially computer resources.

The evaluation also found that a number of schools noted that they had
supplemented the programme budget by giving extra time or resources
above the Ministry-provided budget. These must be added to the ‘real’
project cost. Yet, despite this, several clusters were able to save substantial
sums from the Ministry budget in order to allow them to continue teaching
languages for at least the remaining six months of 1998, after their formal
participation in the SLLP had ended.

The evaluation report looks at three ways of estimating the cost effec-
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tiveness of the SLLP. It concluded that, even though some definite improve-
ments could have been made, the SLLP was nevertheless a generally
cost-effective exercise, producing a number of planned and unplanned
benefits and outcomes.

Prospects and plans
The views of participants in the SLLP, including staff, students, princi-

pals and parents, were overwhelmingly positive. A surprising 72% of
responding schools believed that languages were an essential part of the
primary school curriculum. Just over half of the 60 schools responding to a
further question stated that they were planning to continue teaching
languages after the SLLP concluded. Those who were not and/or were
uncertain tended to signal finance as the major reason, although concerns
about the availability of quality languages staff were another significant
factor. Both of these issues are almost inevitable when there are no clear
policies on teacher education, curriculum imperatives, or ongoing finan-
cial incentives to support what – at least in this initiative – many primary
schools decided they definitely wanted.

The evaluation report ended with some proposals for the development
of a broad policy strategy for languages in the primary school, backed by a
programme of research that would aim to ensure that maximum benefits,
both educational and financial, would be enabled by such a strategy. It also
signalled several ‘key issues’ for Ministry consideration.

The extension of second language learning in New Zealand primary schools
This was strongly favoured by almost all the participant schools in the

SLLP. Issues such as general sustainability, continuity of language and of
teacher supply, and articulation with secondary schools, all suggested that
a carefully designed and properly researched strategy is now needed to
capitalise on the demonstrated desire for languages. This would need to
take into account the ‘crowded curriculum’, and should consider carefully
such options as compulsion (gradually introduced), and bilingual
schooling (to avoid adding directly to the current curriculum).

The key to good language teaching is the teacher
The key to any good teaching is excellent – and extensive – pre-service

and in-service professional development (PD). The SLLP demonstrated
that new initiatives that do not place these truths at the heart of planning
will inevitably achieve very mixed results. In the SLLP this was particularly
telling in the case of the specially hired part-time tutors and native
speakers, both groups of whom (with a few notable exceptions), were
mainly untrained as language teachers. Despite their linguistic skills, their
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often extensive lesson preparation and their obvious enthusiasm, the tech-
nical skills of several of these tutors displayed a serious need for PD in
language teaching and in classroom management. It was recommended
that the potential of PD by distance in such cases should be explored
urgently by the Ministry.

At the same time, the SLLP demonstrated quite clearly that spending an
hour or two a week over two and a half years watching a qualified language
teacher, and learning along with the students, was very unlikely to produce
an adequately skilled new language teacher.

The potential of education technology
Education technology in the field of languages (as elsewhere in the

curriculum) had, and continues to have, enormous potential to assist the
learning of languages. Both by distance and in the classroom, education
technology has a range of valuable uses, especially if high quality multi-
media and other programmes are developed, or purchased from overseas.
Equally high quality on-going educational and technical support also
needs to be available. As found in the SLLP, even when expensive modern
technology was provided, a bad lesson was still a bad lesson. With tech-
nology (including software and multimedia) developing so rapidly, effec-
tive pre-service teacher education and on-going in-service PD in this area
remain absolutely essential.

The reassessment of curriculum goals
The evaluation of the SLLP highlighted the need to reassess language

curriculum goals and programmes as more primary schools take up
teaching in this area. Teachers in such schools need to be made aware of the
key findings of a very considerable body of research and overseas experi-
ence in language learning. This research points to such things as: the need
for adequate time overall for language learning, the need for regular (daily)
sessions, even if these are brief, and the importance of understanding what
is involved in communicative teaching methods. This curriculum reassess-
ment should be linked into a wider review of the role of introductory
‘taster’ courses and where – if anywhere – these might best be located in the
school system. Language teachers have long understood that such courses
can be considered as preparation for serious language learning only when
they are immediately followed by more substantial programmes.

Articulation issues
The report noted that articulation issues between and among the various

sectors of schooling needed to be considered further. The SLLP evaluation
highlighted the positive effects of inter-sector cooperation, while at the

Languages in New Zealand 29

35
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:27

Color profile: Disabled
Composite  Default screen



same time signalling some of the difficulties involved. The Year 7–10 sector
was and is the most complex, with a number of different types of school
servicing students in these years; so both curriculum and organisational
issues need to be explored in a coherent and planned manner. The issues
include such matters as selection of languages, choice of texts and other
resources, the availability of advanced classes, and opportunities to take
one or more new languages after the first years of language study.

Project guidance and planning
The gap between what the Ministry originally wanted and what schools

were able to fund in their own SLLP programmes affected the outcomes
directly. The evaluation showed that the extreme range of costs per student
year (C/SY) came in part from contracts that were independently negoti-
ated in ways that led directly to some of these variations. Schools clearly
have different needs in programmes of this kind, and also need the freedom
to explore best practice for their local conditions. As well, some schools
needed a higher C/SY than others because of specific geographic or popu-
lation factors. But the range of parameters in the areas of both costs and
reporting requirements in the SLLP apparently led to difficulties for the
evaluation team, especially in their efforts to make valid and reliable
comparisons between programmes.

Teachers also complained of a lack of forward planning in terms of what
would happen when the SLLP finished. What in fact did happen is that
further money was provided in the years immediately following. Citing
the evaluation findings, the Ministry explicitly ruled out bids that asked for
teacher salaries. This resulted in practice, however, in schools (at least for
1999) simply asking for resources such as CD-ROMs, other forms of soft-
ware, books and other language materials. No schools asked for language
teaching PD for their teachers.

Incidental benefits
Projects like the SLLP often produce a wide range of benefits to educa-

tion, both central and incidental. In the section on cost effectiveness (Peddie
et al., 1998: Section 6), the evaluation report listed a number of such benefits
from the SLLP. For example, schools regularly commented on the new
understandings gained between the secondary and primary sector, and the
benefits of the professional contacts that many clusters enjoyed.

Projects and planning for the future
Finally, the ways in which schools entered the final phase of the SLLP

suggested that both schools and the Ministry needed to work together to
see what could be done to maximise the value of the opportunities afforded
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by the SLLP. The Ministry had made the funding realities very clear to
schools from the earliest stages of the evaluation. Nonetheless, a number of
teachers and principals expressed anger and frustration over what they
saw as the unnecessary end of a curriculum project that they strongly
believed had been both organisationally successful and educationally
effective. It is unclear how the SLLP could have prevented or resolved these
dissatisfactions, but the implications of the evaluation data were that a
much stronger focus on pre- and in-service teacher development and
on-going planning for languages programmes would have been extremely
useful components of a refocused project. Ironically, in no interviews did
SLLP principals or teachers argue for a rethinking of pre- or in-service
teacher education, so that primary-trained teachers could enter schools
with a specialism in a language other than English.

The SLLP was a significant initiative in the area of primary sector
languages. It offered a number of positive developments, but missed some
important opportunities. Yet, despite the positives, subsequent trends in
enrolment show that the SLLP itself appears to have played a relatively
modest part in quite substantial primary sector languages enrolment
fluctuations since 1995. Similarly, shifts in secondary school language
enrolments since the mid-1990s do not appear to be linked to outcomes of
the SLLP. Even for Spanish, where rises in primary numbers have been
reflected in the secondary sector, there is no evidential link, as Spanish was
taught in only a handful of SLLP schools. To sum up, the outcomes of this
major initiative again reinforce the need for a much more comprehensive
and forward-looking national policy strategy (Peddie, 2001).

The Way Forward?
This final section considers the implications of what has been discussed

in this chapter. Briefly, New Zealand society is now linguistically far more
complex than it was even 20 years ago. It seems defensible to argue that this
complexity is, however, dwarfed by on-going debates in both the political
and the public arenas relating to the place of English and (especially) te reo
Mäori. The neo-liberal moves of decentralisation and the diminished
government responsibility of the last twenty years have been key factors in
determining that New Zealand does not have a comprehensive languages
policy. There has been a modest uptake of language studies in the elementary
school sector but, even when well-intentioned and substantially-funded
moves are made, the problems arising from a lack of central policy and
planning are still critical. Thus, both the statistical data and the outcomes of
the SLLP evaluation demonstrate that a ‘local’ (school-based) model does
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not and cannot solve New Zealand’s language challenges in education
(Shackleford & Peddie, 1996).

What then should be the way forward?
First, it is clear that the hands-off approach of successive recent govern-

ments has not been helpful. The New Zealand primary school sector in
particular is arguably less likely to understand the challenges and benefits
of a second-language programme without both a clear central policy or
strategy, and quality input through targeted professional development
programmes. This is in part because primary schools have traditionally not
been involved in the teaching of languages other than English, perhaps
mainly because the curriculum has never required this.

As noted earlier, the current neo-liberal ideology would seem to rule out
any possibility of the development of a comprehensive national languages
policy, and/or an adequately funded initiative for the primary school
sector. Nevertheless, this does leave open the possibility that the govern-
ment could target resources into languages education if it were convinced
that there would be sufficient economic, social and political benefits from
doing so. In other words, the government could, even within its own
current agenda, develop a clear languages strategy that could address many
of the issues raised in this chapter. Such a strategy would need to be jointly
developed by the major parties, and set in place initially for at least five
years in order to address teacher education and supply issues in particular.

In terms of the primary school sector, what might such a strategy look
like? With a fast-changing population, and on-going economic impera-
tives, such a strategy could include the following:

• a clear statement by the government and the Ministry of Education
about the importance of languages in the primary sector;

• the introduction of an eighth ‘essential learning area’ (namely, a second
language) as an outcome of the 2001–2002 ‘national curriculum stock
take’;

• a programme to ensure that students with a language background
other than English acquire an excellent command of New Zealand
English (as well as some understanding of New Zealand’s official
language, te reo Mäori);

• targeted funding for minority language communities to enable them
to offer language retention programmes;

• targeted funding to assist trained primary teachers who are fluent or
native speakers in another language to gain language teaching skills
(a strategy that is used successfully in Victoria, Australia);

• targeted funding both for languages within pre-service teacher
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education, and to encourage schools in the primary sector to employ
teachers who are already primary trained, and have language-
teaching skills.

As argued convincingly by Lo Bianco in Australia about 15 years ago,
language competencies of migrants can be seen as a problem, as a challenge
or as a resource (Lo Bianco, 1989). In New Zealand, it appears that, while
successive governments do want to promote the learning of languages in
the primary education sector, there is no obvious acceptance of the policy
implications of this desire. Thus there is no clear and rational strategy to
ensure that comprehensive and effective language programmes are put in
place. While many of the chapters that follow report significant local
successes in language learning initiatives, the over-arching need for a
carefully constructed and centrally-determined languages policy remains
to be addressed.

Notes
1. The term ‘Pakeha’ is politically and ideologically contested. It currently

commonly refers to people in New Zealand whose ancestry is British/European,
but some of these people see it as an insulting designation. With the immigration
from the 1960s of significant numbers of Pasifika peoples and the more recent
sharp rise in Asian migration, other ‘non-Mäori’ terms may also need to be
developed.

2. For an excellent overview and discussion of the fall and rise of te reo Mäori, see
Spolsky (in press).

3. Unless otherwise noted, all figures in this section are drawn from the annual
Education Statistics of New Zealand (NZ Ministry of Education, Annual), or from
unpublished data and updates supplied by the Statistics Section of the NZ
Ministry of Education. Special thanks are due to the Ministry Information Officer
Sue McGeough for her timely and friendly assistance.
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Chapter 2

A Community Elder’s Role in
Improving Reading and Writing for
Mäori Students

TED GLYNN AND MERE BERRYMAN

Background
Education developed from within the world view of a dominant

majority culture has all too often failed to understand and ignored or belit-
tled indigenous minority beliefs and practices (Bishop & Glynn, 1992;
Cummins, 1989; Cummins & Swain, 1993; Scheurich & Young, 1997;
Skutnabb-Kangas & Cummins, 1988; Glynn & Bishop, 1995; Glynn et al.,
1992), and so has contributed to the political and economic marginalisation
of the indigenous minorities (Stokes, 1985; Bishop & Glynn, 1997; Jackson,
1998; Durie 1998). In New Zealand, the Treaty of Waitangi signed in 1840
between the British Crown and Mäori (the indigenous people of New
Zealand) promised partnership in government, protection of precious
resources (including language and culture) and participation in all benefits
arising from British citizenship. However, political and economic relation-
ships between Mäori and non-Mäori soon fell well short of these promises.
The Mäori population was rapidly outnumbered by waves of colonial
settlers, and the proportion of land under Mäori collective ownership
rapidly diminished as a result of land wars and biased legislation.

Like all indigenous peoples, Mäori had their own processes for defining,
accessing and protecting knowledge before European contact (Matheson,
1997). Education through the medium of the English language provided a
means for early colonial and settler governments to assimilate Mäori into
European culture and society (Codd et al., 1990). For nearly a century the
state education system took little or no account of Mäori language, cultural
values and practices, nor of the collective tribal organisation of Mäori
society. Essential elements of Mäori identity and well-being were belittled,
or were totally absent from curriculum and pedagogy. While writers such
as Ladson-Billings (1995) and Scheurich and Young (1997) contend that
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schools need to adopt pedagogies that are congruent with the pedagogical
practices of minority cultures, success in New Zealand schools for Mäori
students was expected to come at the cost of leaving their language and
culture at home (Glynn, 1998). This colonisation process has been so perva-
sive that many current Mäori grandparents and parents neither speak their
own language, nor fully understand traditional cultural knowledge and
practices. Furthermore, official reports consistently show that dispropor-
tionate numbers of Mäori students are suspended or expelled from school
because of perceived behavioural difficulties, and many of them complete
their schooling without achieving any formal qualification (Ministry of
Education, 1994, 1995, 1996).

Various reasons have been advanced to explain why Mäori have not
gained the same benefits from education as non-Mäori. These have
included the absence of Mäori language and culture from the curriculum
(Selby & Karatea-Goddard, 1996) and from the classroom settings in which
Mäori children participate (Bishop & Glynn, 1999). Another reason
advanced is that many teachers approach their students as if they have all
come from the same cultural group, or all have the same parental and home
resources. Many teachers do not understand, and so cannot build upon, the
different knowledge bases that their students bring to school. In addition,
the New Zealand education system traditionally has provided little oppor-
tunity for Mäori people to problem-solve some of these issues. This is seen
in the fact that only very recently have Mäori been recognised as having the
authority to determine what aspects of Mäori language and culture should
be included in the national curriculum, and how these should be repre-
sented and legitimated. The state education system has defined success for
Mäori students largely in terms of learning the culture and language of
non-Mäori (Hollings, 1992; Ministry of Education, 1994; 1995; 1996).

However, over the past two decades Mäori have been exerting greater
control over education as a means of reclaiming their traditional identity,
language, and cultural values and practices (Walker, 1990; Smith, 1990;
Smith, 1992; Keegan, 1996). In the 1980s köhanga reo (language nests for
pre-school children) emerged as a result of strong grassroots Mäori initia-
tives for the development of education through the medium of Mäori and
from within a Mäori world view. The 1989 Education Act formally
established kura kaupapa Mäori (Mäori-immersion primary schools) as an
alternative form of state schooling. Many of these schools are now estab-
lishing secondary classes, and a number of whare kura (Mäori-immersion
secondary schools) have emerged. There are now several wänanga (Mäori
tertiary institutions) as well as Mäori-medium classes within mainstream
schools. Mäori are now developing approaches to education that challenge
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the traditional dominance of a Western world view (Smith, 1990; Smith,
1992; Bevan-Brown, 1998).

Whänau and the Mäori World View
Since 1840 there have been continuous threats and disruptions to the

organisation and functioning of Mäori society. These include the Land
Wars (between 1860s and 1880s) that dispossessed many Mäori of their
tribal resources bases, as well as subsequent legislation that undermined
collective ownership of land and enfranchised only the holders of indiv-
idual land titles. A more recent disruption was the effects of industrial-
isation in the 1950s and 1960s, which saw the departure of young Mäori
from their traditional rural tribal way of life to new urban lifestyles. The
increasing family dysfunction within contemporary New Zealand society
continues to impact negatively on Mäori society. Nevertheless, the whänau
(extended family) has survived, and is still regarded by Mäori as an essen-
tial and integral part of Mäori society. However, the traditional notion of
whänau defined in terms of kinship has evolved to include Mäori from
other whänau or other iwi (tribes) who share a kaupapa Mäori world view
(i.e. one that represents Mäori cultural values, aspirations and practices),
and who form an association based on a common interest (Smith, 1995).
Mäori are now looking to traditional collective whänau structures to inter-
vene and assist in revitalising their language and culture, especially within
education.

Collaborative Storying and Narrative Inquiry
Ethnographic perspectives on research emphasise the importance of the

relationship, rather than the distance, between those conventionally
labelled ‘researcher’ and ‘subject’. Further, they highlight the significance
of the social and cultural contexts in which such research takes place
(Glynn et al., 1997). Storying is a traditional cultural practice preferred by
indigenous people for the maintenance and legitimation of their own
knowledge (Cole, 1998; Te Hennepe, 1993). However, many indigenous
people are no longer prepared to let their stories be defined and recon-
structed in the language and culture of the researcher (Te Hennepe, 1993;
Bishop, 1996; Bishop & Glynn, 1997; Smith, 1999). Heshusius (1994) chal-
lenges researchers to strive to overcome their egocentric tendencies of the
past and seek acceptance by, and participation into, the consciousness of
those whom they are researching. In order to become more collaborative
and less impositional, she maintains that researchers should try to partici-
pate in the consciousness of the storyteller. This requires researchers to
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listen actively and carefully if they are to silence their own internal theo-
rising and thus represent the stories with accuracy. Heshusius (1994: 18)
sees participatory consciousness leading to a point where the ‘reality is no
longer understood as truth to be interpreted, but as mutually evolving’.
This means that the researcher’s understanding of a story, and his or her
ability to represent that story with accuracy and authenticity, emerges from
continued sharing of lived experience with the storyteller.

Bishop (1996) describes a methodology of narrative inquiry as a process
based on a series of semi-structured interviews that are recorded and tran-
scribed. Transcripts then serve as the basis for further inquiry through
reflective discussion and collaborative validation. In this way, interviews
form part of a co-constructed written record of the narrative. Bishop
describes how participants repeatedly revisit the topic of inquiry through
spiral discourse. Narrative inquiry therefore arises out of an autonomous
and synergistic partnership that minimises the distance between researcher
and researched.

Narrative enquiry may therefore be seen as an effective methodology for
addressing cultural aspirations and identifying culturally-appropriate
solutions because it recognises that the people and their communities are
essential participants in the research process (Bishop, 1996). Their lived
experience and their own ways of knowing and sharing knowledge bring
validity to the research process (Te Hennepe, 1993; Cole, 1998). Narrative
inquiry maintains and respects the integrity of storytellers and the knowl-
edge and culture that they represent. It allows researcher and researched to
co-construct narratives. Hence it offers an approach that might highlight
how the research process and outcomes may be understood through the
agency of key research participants rather than through the agency of the
researchers alone.

The Rotorua Home and School Literacy Project
The Rotorua home and school literacy project (Glynn et al., 2000, 2002)

was designed to utilise and strengthen within school communities the
whänau relationships and organisational structures that operate within
Mäori society. The project aimed to help schools work more collaboratively
with whänau to improve the literacy achievement of eight- and nine-
year-old students experiencing difficulties with reading and writing.
Mäori was the predominant cultural group among the students involved.
Nine primary schools in the New Zealand provincial city of Rotorua partic-
ipated in the project, in which home–school liaison workers were trained to
help the schools develop a literacy partnership with students’ parents or
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whanau (Glynn, Berryman & Glynn, 2000). Participating schools contacted
parents or whanau members and sought permission for their children to
participate in the project, and within each school students were randomly
assigned to one of two groups: either the home– school group (programme)
or to the school group (control).

Parents and whanau members completed two separate one-day training
sessions with the research team and the home-and-school liaison workers.
These sessions covered first the reading procedures (Glynn et al., 1979; Glynn
& McNaughton, 1985; Glynn 1995; Harawira et al., 1993; McNaughton et
al., 1987), and then the writing components of the programme (Jerram et al.,
1988). Training took place in settings initiated by the schools, and valuable
flexibility was achieved through schools collaborating and allowing
parents to access any of the training settings, whether in their own school or
in one of the other schools.

Following analysis and scoring of audiotapes and writing samples, the
research team and the home-and-school liaison workers provided detailed
feedback to parents on their implementation of the reading and writing
strategies. This feedback was carried out in a group context, so that parents
heard feedback on the tutoring of other parents as well as on their own
tutoring. A fuller description of parent training in the reading strategies is
provided in Chapter 3. These sessions also allowed opportunities for
addressing concerns that arose as parents and family members become
more skilled in implementing the programme. Information from these
feedback sessions provided data on how effectively the parents imple-
mented the programme, prior to gathering data on students’ progress
throughout each of the phases.

The Development of Collaborative Partnerships in One School
Throughout the project it was noticeable that people in one particular

mainstream primary school were operating differently from people in the
other schools, even though all the schools served communities of similar
socio-economic status, and had a similar teacher and student ethnic mix.
The great majority of students and their whänau in this school, as well as
many of their teachers, their principal and members of the school Board of
Trustees were from one hapu (sub-tribe), Ngati Whakaue. This school had
an unequivocally higher visibility of Mäori cultural values and practices
and Mäori language use. For example, the formal training sessions in this
school began with a whakatau (formal welcome) to all manuhiri (visitors),
conducted in both Mäori and English. Whänau training always began and
ended with karakia (prayer). The school principal saw his role as humbly
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seeking advice and support from his kaumatua (tribal elders) on the school’s
Board of Trustees, rather than requiring them to respond to directives or
requirements from him as the expert or the professional leader. Once the
formal whänau training led by the researchers was completed, the school
continued to conduct an ongoing series of hui (meetings conducted
according to Mäori protocol) that were very well attended by parents and
often took place independently of the research team.

Parents in this school took a particularly active role in the project, in
helping each other’s children and in the everyday life of the school. One
parent took responsibility for exchanging the student reading material.
Parents supported each other in their tutoring tasks and made a concerted
effort to continue tutoring through holiday periods. These parents also
expected and welcomed a higher level of participation from their liaison
worker, their teachers, and from the researchers than did parents in other
schools. They produced more audiotapes than any other parents in the
project. The parents, liaison person and staff, (whether of Mäori or
non-Mäori descent), operated in a far more connected and collaborative
manner than did participants from other schools. They displayed a high
level of understanding and competence in Mäori-preferred ways of
working and communicating.

The liaison teacher in this school was Hiro, a grandmother of Te Whänau
a Apanui descent (a different tribe from that of the school principal and
many of the school staff and parents) who had spent the past 33 years
raising her family and working in Rotorua and as a whaea (senior Mäori
woman) was widely known and respected within the Mäori community.
She was also a teacher widely respected for her extensive experience in
both English- and Mäori-medium teaching. As a Resource Teacher of
Mäori, Hiro was employed to provide advice to teachers in all areas of the
curriculum as they relate to things Mäori. Because of her language and
cultural expertise and her mana (acknowledged authority and standing),
Hiro succeeded in getting Mäori parents ‘on board the waka’ (canoe) and
becoming active in the home-and-school project

We first met Hiro two years ago at the start of the project, and established
a close relationship based on mutual respect and trust, sharing personal as
well as professional knowledge and experience. We have met regularly to
reflect on the process of working in collaboration with the parents both
during and after the project. Some of our meetings were taped and tran-
scribed. Following each transcription, we tried to share our understanding
of what we had said. This process typically helped us to raise additional
questions and to challenge assumptions, leading to new transcriptions. We
returned these to Hiro for verification, and again reflected on them together.
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In this way we attempted to participate in Hiro’s story and to co-construct
meanings from the shared narratives. From our shared narrative we identi-
fied several cultural concepts (discussed below) that helped us understand
our collaborative interaction with the teachers and whänau members and
led to establishing a successful home and school partnership. This narra-
tive therefore details the impact that the research project has had on the
students and whänau members with whom Hiro has worked, and also on
Hiro herself. This narrative served to help evaluate the project as well as to
inform future research.

Elements of Effective Partnerships with Mäori Whänau
Affirming culture

The first and most essential element identified was that this school not
only understood but also affirmed the cultural background of its students
and their families. We believed that this school strengthened the wairua
(spiritual well being and self-esteem) of its Mäori students and whänau by
affirming them in the home, at school and in the community. While Hiro
may have been too whakama (self-conscious) to speak directly about her
own knowledge and expertise of the people, their language and tikanga
(preferred customary practice), she provided many examples of this in her
interaction with both teachers and families in the project. Her narrative
shows that she was continually modelling the use of this knowledge and
experience to improve the learning outcomes for the people in her group.

Hiro: I was a sort of liaison officer. I would sort of keep in touch with
the parents concerned and with their children and with you but
besides keeping touch with the parents, I also had to encourage
them to come forward ’cause a lot of our Mäori parents are a bit
shy and that was a problem with a lot of them. They were keen
enough in their own way but they were just shy, took a while to
come to the meetings, but when they did come they were fine.

It’s just patipati (encouragement), I call it. You know, give them
a little awhi (support) and rub on the back and just have a quiet
little körero (talk) to them and most of the time they open up.

Sharing cultural beliefs and understandings
As educators, we often think that we gather information to inform

educational policy, and persuade administrators to improve educational
practice. However, our efforts may nevertheless undermine indigenous
languages and cultures by discouraging indigenous voices from being
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heard and by preventing indigenous people from participating in educa-
tion from within their own world view. We do this despite our growing
appreciation that human learning and human development are hugely
influenced by the detailed social and cultural contexts in which they occur
(Vygotsky, 1978; McNaughton, 1995). Through the shared beliefs and
common cultural understandings that Hiro held with whänau, she was
able to engage successfully with Mäori teachers and parents in this school.

Hiro: One of the other coordinators had difficulty getting a couple of
the parents on board. But I think the problem there was
because there was lack of communication between the teacher
and the senior teacher in charge of those bilingual children.
Some of the children were in the bilingual class. There was no
consultation with her and she could have been a big help if the
coordinator had asked her, but she wasn’t asked.

Mere1: Why was it so important that she be asked?

Hiro: She (the bilingual teacher) knew those parents very well and
she would have been able to help make the coordinator’s road
a bit easier. It wouldn’t have been such a heavy job, getting
them to come on board.

Mere: Do you know how she felt about not being asked?

Hiro: Ah all she said was just ‘well I wasn’t asked, but kei te pai
(that’s fine) because I’ve got plenty of work’.

Some teachers have got the knack of getting around teachers
without causing big hassles. Sometimes you need a bit of
awhiawhi and a bit of patipati as we said last time. But some
(teachers) tend to sort of take the approach that you’ve got to
try and lay the law down. And some of our Mäori parents back
away from that. That approach sort of worries them so they go
backwards. They won’t come forward.

While this situation was also of concern to the researchers, we knew at
the time that intervention would have been misinterpreted and possibly
result in further hurt and recriminations. All we were able to do was try to
alleviate the concerns of the bilingual teacher and access the parents from
their home. These home contacts subsequently proved to be some of the
most successful researcher–home relationships. The harsh reality for us
both was observing how teachers’ pre-judgement of parents (for example,
concluding they were uncaring or apathetic if they did not attend meetings
called by the school) could perpetuate the marginalisation of minority
cultural groups.
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Inviting community participation
When asked what advice she would give to other coordinators, Hiro

clearly considered that schools should invite, rather than require or demand,
community participation. They should then continue to value and nurture
all connections with their community.

Hiro: The way they approach their parents. You are not there to lay
down the law. You are there to get them on side and to see the
benefits of this training to help their children. Looking at it
from the angle of the children rather than you telling them that
they’ve got to do this and they’ve got to do that.

You don’t need to have power and control. Work together
collaboratively. Yes, that’s where the focus should be.

Hiro explained how she herself had invited community participation and
how this had led to gaining parental trust.

Hiro: I put aside my Wednesday afternoons for them and my room.
They knew they could come here and I also told them to ring
me if they had any problems.

And I was at the other end of the telephone whenever they
needed me. If they needed me for anything like that, to do with
the programme, just ring me up. If I’m not here leave a
message at the school. And I always tried to respond to their
needs and I think they came to trust me and because they knew
whenever they had a query I was able to answer it. If I couldn’t
I would find someone who could, either from you or someone
else and then I’d answer it. I think that trust was a big thing.

Providing ongoing positive support
Hiro used her own personal experience to ensure that the whänau were

always provided with ongoing encouragement, support and positive feed-
back. Although she found this a particularly challenging task, she also
found it very rewarding as she saw the parents continue to come back for
more.

Hiro: I enjoyed doing it because they were responsive. They wanted
it. I didn’t push it down their throats. They came asking for it.
And as I said earlier there were times when I said, oh here we
go again when I saw one mother coming. And I’d think now
what does she want. But I pushed all of those thoughts aside
and listened to what she had to say or ask.

44 Bilingual Children's Language and Literacy Development

50
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:28

Color profile: Disabled
Composite  Default screen



Mere: She (the mother) had some wonderful skills but she was quite
negative about whether she could make the programme work.

Hiro: Well she was also unable to see where she was herself at that
time. That was the biggest problem I felt at that time. I don’t
know whether she had high expectations of her son or what he
should be doing. I feel she has really benefited from this
programme a lot because it made her step back and look at
herself and her son.

Yes, she had been chasing me up (recently) and saying to me
‘What’s happened to our books, aren’t we doing it any more?’ I
said ‘I have been busy this term because of contracts”, I said
‘But if you like, we’ll pick it up again next term’. She said ‘yes
please’. So we’re continuing.

Parents were supported to successfully complete all tutoring tasks set by
the research team, even when this meant Hiro’s own personal time was
imposed upon.

Hiro: One school holiday, there were three of them whose tapes had
not come in so I suggested to them they tape them in the holi-
days and I would go round and pick them up ’cause they sort
of live within arms reach of each other and I arrived at his
place and he’s busily cleaning his yard when he saw me he
went and taped his son read. That didn’t matter, I had all the
time in the world, I waited and when he finished I went round
to the other one and picked up there, she had it all. One hadn’t
done it ’cause he (the son) had gone off to the bush for his holi-
days so she promised to do it when he came back and then the
other one I picked up so I had those.

Sharing control
The researchers and Hiro all believed that to establish an effective

home-and-school partnership it was essential to give parents some control
over determining the context and direction of their learning, including how
and with whom their results were to be shared. Balance of power, shared
control and reciprocity between learning and teaching roles, are seen as
elements of responsive, social contexts that promote independent learning
(Glynn, 1985). They are also embodied in the Mäori notion of ako (a term
that combines the concepts of teaching and learning as a unified whole). It
was evident that a key to parents’ support of the project had been Hiro’s
own personal commitment to responding to their concerns and meeting
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their needs, rather than simply directing them to ensure their compliance
with the project requirements. Hiro ensured that resources were always
ready for them, that there was a space to meet where they felt comfortable
and safe. Given the many competing demands made on parents’ time and
energy. Hiro also ensured that the time set aside for them remained suitable
and convenient. When asked why she thought none of her parents had
dropped out, Hiro replied:

Hiro: Perhaps because we had our regular meetings. Sometimes I’d
set a time for meetings on a Wednesday afternoon and it
usually tied in just before they came to collect their children. I
didn’t want to hold a meeting in the morning so that they’ll
come from where ever they were, have the meeting, and then
go home. I fitted the meeting in after lunch before three o’clock
so that they could stay and pick up their children and they
didn’t mind doing that because it wasn’t inconveniencing them
and sometimes it would be just one or two. Might be the whole
lot. But if some were having problems then I would have a
meeting with just one person at a time. I didn’t have them all
together at once. I had, say, this mother up here who’s still in
the office helping, I’d say have her stay for half an hour. The
first half hour 1:30 pm to 2:00 pm and then I’ll have someone
else from 2:00 pm to 2:30 pm or whatever or might even be
shorter time and I gave them that time as their own.

Mere: Right. So you actually had the group meeting and I attended
some of those but you also had some individual meetings.

Hiro: Yes, ’cause I felt well if they were shy about some of the things
they were doing and weren’t too confident, well on a one to
one they would open up and they wouldn’t be embarrassed in
front of other people.

Hiro had taken a personal interest in, and got to know very well, each of
the families with whom she worked. She spoke about them from a personal
perspective. Even though the programme had begun 18 months prior to
this interview and some of the families had left the area, Hiro still had close
contact with most and spoke in depth about them all. Not only had Hiro
shared in their work and successes, she had also shared in their pain and
their grief.

Hiro: Well there was one grandfather, who was having problems
with his ex partner, and that child got hi-jacked by the ex and
that grandfather had worked so hard.
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Yep and that was sad when he came to tell me that his
grandson had been taken away by his grandmother, his ex.

And then there was one, a parent that had all the time in the
world but he was too busy playing spacey games to listen to
his own child read.

And there was one mother who felt that she was not that good
at Mäori but she persevered, borrowed dictionaries and every-
thing. This made them work.

No, the father wasn’t in the home, but mum was lovely.

Then there was another one. Mum wasn’t in the home but dad
was working with the child. That was the difficult one ’cause
he (the child) was taught in bilingual, taught to read in English
first and then he came to immersion’. He learnt English first.
Then he came here and straight into immersion. So that was a
big step for him, he needed a fair bit of help for a start. And the
father just needed help in sort of calming down not losing it.
But dad turned out really good. He’s now at Hamilton. He
went to Hamilton to train as a teacher.

Sharing common lived experiences
The families Hiro worked with became part of her life and she part of

theirs. This was not just a relationship that was restricted to the research
project, and to the specific training and feedback sessions. It went beyond
that. Values of individual achievement and competition between individ-
uals that are dominant in the majority culture were gradually replaced by
values of collective achievement and collective responsibility for the
well-being of the extended family. Rather than seeing themselves as indi-
viduals, participants were developing relationships and patterns of organi-
sation similar to those applying within a traditional Mäori whänau. They
had begun to operate along lines where Mäori expectations for people to
identify themselves collectively applied. Through their participation in the
project, whänau members were affirming their cultural identity and vali-
dating the cultural understandings that came from experiencing the world
from within a Mäori frame of reference (Bishop & Glynn, 1997). The aspira-
tions of the school and families were consistent and complementary.

Mere: So was this just advice about the reading and writing?

Hiro: No, whatever they asked.

Mere: Why do you think they came to you?

Hiro: As I said, I think they trusted me. You build up that rapport
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with them by what you do and how you do it. You don’t just
necessarily give directions. I’m just used to doing things hands
on, showing by example. I’m not a lecture type person. So
perhaps they saw what I was doing and with what I was doing
and that made them happy too. We’d have a cup of tea or
coffee. Down here or in the staffroom they were at home. They
didn’t feel uncomfortable they felt safe.

Well they sort of formed their own whänau and helped each
other too. That didn’t matter that they weren’t brother and
sister and that word whanaungatanga (interconnectedness
through relationships) came out very strongly with that group
of parents, with their ‘network’ going. We also had to share
cassette players, recorders so one of them would finish with it,
and go round the corner and pass it on to the next one down
the street. And so they did the rounds and the school supplied
the recorders. I didn’t have to go and pick them up from each
one. They would just pass them on to the next one. And I got
them all back at the end of the programme. So that was excel-
lent. And they helped each other in that way. Well even with
the responsive writing. That’s another way that
whanaungatanga came out because as we said last time, they
got sick of waiting for the teacher and they took control. I mean
I started (by just) listening but the busier I became, they
decided that they would take control and they did.

Mere: So there was an element of trust with you, What about with
each other?

Hiro: Yes I think so. There was that there too. It came and was devel-
oped through that whanaungatanga, because they were helping
each other there were no hidden agendas. They were all on the
same wavelength and I think the trust developed out of that.

Mere: What is whanaungatanga for you?

Hiro: It’s being part of a family. Not necessarily blood ties. Having
that family feeling working together is part of a whänau. And
might all be from totally different areas but when you get
together you all work towards the whänau goal, helping each
other. Doesn’t necessarily have to be brother, sister, mother,
father.

Mere: One of the things that amazed me was that they were actually
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just as interested in everybody else’s child as they were in their
own.

Hiro: I think it was to give them something to compare with maybe. I
could be wrong but just to see how their child was doing while
there was another person’s child to compare with. Not so much
against, as with.

Mere: Right. Because I got the impression that they wanted the bene-
fits to come to all of the children within, as you say they did
form their own whänau. So they wanted all of the children who
were part of the whänau to benefit.

Hiro: Yes.

Mere: That strong whänau network that had developed, I haven’t
seen it in any of the other places. How do you think you got it?

Hiro: That’s the way our school is. Well we’ve got about 90% (Mäori).
At that stage we only had about eight pakeha children and the
rest were Mäori ... And that’s the way our school is run. It’s run
like a big whänau whether you are in mainstream (English
medium) or immersion (Mäori medium). Everything is
whänau.

Reciprocity of learner and teacher roles
Pere describes ako in terms of the reciprocal and continuous interchange

between the teacher and learner role as part of traditional Mäori educa-
tional practice (Pere, 1982). It was clear that Hiro and her school were mani-
festing these values and beliefs. They believed families should and could
become involved in the formal education of their children. With Hiro’s
help, it was not long before these parents, who had up until then been the
learners, reciprocated the teacher role. This could have been a potential
source of conflict but, because of Hiro’s experience, the mana (acknowl-
edged authority and understanding) of the parents as well as the mana of
the teachers was maintained. Teachers and parents were able to learn
alongside and from each other. The common and central focus was on
sharing the responsibility for student progress.

Hiro: I like seeing people who are not in the education sector
(parents and other whänau members) latching on to things in
education and seeing the benefits.

Mere: Do you think those parents latched on?

Hiro: I think so. The majority of them, I would say. The hardest part
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was getting them into that routine of working with the teacher.
Mind you it was hard getting the teacher into the routine too.

When it came to the responsive writing and brainstorming ...
Well it ended up the parents decided they’d do it at home.

They took control of the responsive writing project away from
the teacher because they got sick of waiting for him and I can
understand that, being a parent and a grandparent myself. But
I can also understand the teacher who was only new to our
school so he was still getting to know his children and still
settling in. Some (teachers) don’t take long you know, some
only take five minutes but some take longer and I think that
may have been where the difficulty was.

Mere: You had a really strong group of parents?

Hiro: Oh yes very strong. They knew what they wanted and they
demanded it and if it wasn’t forthcoming well that’s what they
did. They took it away. And they operated it themselves but
they hounded me, to you know keep them up with it.

Mere: Did you feel like you were piggy in the middle?

Hiro: No because the teacher was fine about it and so were they.
They were quite happy. As long as there was someone there to
do it, it didn’t have to be the teacher. And it just kept going. I
just felt that the teacher would need to sort of get himself faster
into a routine. Yes some take a bit longer than others.

This example of collaborative problem solving provided an opportunity
for the co-operative and active learning roles of the teacher and whänau to
be exchanged.

Learning authentic life skills
An element of the learning that Hiro saw as being crucial was the

learning of independent living skills, not only for the children but also for
their whänau. Hiro talked about one mother in particular who because of
this experience finally began a concerted effort to learn the Mäori language
herself and who has also become a valued assistant in the school. This
mother grew not only in self-confidence but also in self-efficacy.

Mere: The mother you are talking about was actually one of the
mums that I thought was shy. She’s certainly not shy now!!

Hiro: Oh heck, no. She runs that office (school) up there when the
office ladies are away.
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Mere: She really became ...

Hiro: ... confident, her self-esteem is up there (indicating with hand).
That’s what I like to see, confident in her own ability. Once she
got her confidence she was in charge of getting the books and
doling them out.

We kept an exercise book and we recorded what books we had
given to each one and then we had a date when those books
had to be back in and if I wasn’t around I’d ask her if she didn’t
mind and she said ‘no, I’ll do it’ and she’d chase them up with
their brown envelope with books so the kids could just go to
the office, and bring the envelopes up there.

Because she grew in confidence she is still busy in the school.
She’s tied up, we’ve got a brand new photocopier, this is how
good she is, and it’s one of those with a memory and you
punch it in. Well she’s the chief operator. Besides the office lady,
she is the only one who knows how to operate everything. She
came here voluntarily and now there are some things she gets
paid for. If one of the office ladies is away, she steps in, then she
gets paid. She has just grown in confidence in her capability.
It’s all been hidden in there, and it’s just coming out.

Mere: So has that been as a result do you think of participating in this
research?

Hiro: I reckon that participating in this programme has been a big
part of it and the other part big part of it has been the staff and
our principal, the way they treat her like an equal and not like a
... (body language expression indicating that she means in a
disparaging manner).

Providing authentic learning contexts
This context for learning was real and meaningful for Hiro and the

whänau. Whänau members were fully engaged with Hiro in helping their
children to be more successful in reading and writing at school.

Mere: With some of the parents that you worked with although we
were targeting one child in their family would you have seen
any benefits to others in the family?

Hiro: Yes my Mother parent helper. She’s got another son so he
ended up on the programme too, on the side, and that didn’t
worry me. It was of benefit to that one any way.
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Hiro had also learned strategies that would assist her to help other
parents and teachers. Initially when asked what aspect of the programme
made her want to participate she identified that she had wanted to learn the
reading tutoring procedures as well as the assessment procedures that the
researchers would be using to monitor the programme.

Hiro: Well I had heard a little bit about it so I was getting excited too
and that’s why I pushed John to ask if we could go first in the
first group ’cause it sounded exciting. Anything to help our
children and our parents help their children. It’s always a
value.

We needed the Tatari Tautoko Tauawhi (Pause Prompt Praise).
And we needed to up-skill our parents in that procedure as
well so that they (parents) could support our kids and our
teachers.

There wasn’t much assessment for our Mäori (medium)
children. I’ve always felt we’re still playing catch up. Our
mainstream schools, they have heaps of resources. We’re still
catching up, with teachers, trained Mäori-speaking teachers
plus Mäori resources for our rumaki (total Mäori immersion)
classes and we still haven’t caught up so I feel anything like
that will help with that anyway.

I’d actually like to take the senior staff on that whakaputa
whakaaro, (structured brainstorming), tuhi atu tuhi mai,
(responsive writing) one day at a hui (meeting) – just take
them through that. Because that’s excellent for them.

A further element that ensured collaboration between home and school
was specifically targeting the learners’ own experiences at a level where
they were able to achieve successfully with appropriate support. For Hiro
this element applied to learners at all levels. For students it meant giving
them opportunities to raise any issues about the research as well as
on-going assessment to ensure reading was at an appropriate level for
instruction.

Hiro: The parents, no not just the parents but the children too,
because when, throughout the programme I felt that they
needed to go up a level or the book was too difficult then I gave
them a pukete panui haere (running record) and we’d talk. And
that was also my time when I could talk to the children. And if
they had anything to tell me, I’d listen and let them talk.
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For teachers it meant professional development in literacy and assess-
ment strategies. Hiro become one of the 28 people targeted in a nation-wide
project that trained Resource Teachers of Mäori to train classroom teachers
in Ngä Kete Körero (assessment framework for reading in Mäori). She was
also invited to several Poutama Pounamu (Education Research Centre)
training hui. Being part of these projects gave us as researchers a better
insight into the importance of accurate assessment of student progress and
effective literacy programmes, not only for teachers and students but also
for the strengthening of whänau.

Hiro: Yes, well the spin off from that is when like we’ve just had
professional development for teachers on Ngä Kete Körero and
trying to, you know, remind our new, newer teachers, you know
the older ones aren’t so bad, the senior teachers they know what
they’re doing but the ones that are fairly new to the service
trying to get through to them that you don’t just give a child a
book for reading time. You need to talk about it before hand.
There’re all the things you need to talk about. There’s new
vocab. They latched on to that because there may be some
strange words. And in those books, you do get some strange
words depending on who wrote the book.

Yes and sort of getting across to them that that’s when you
introduce those words because those children may not have
heard those words. That you need to prepare them (the children)
first.

Follow Up
It is now almost four years since the research study was begun in this

school, and about two years since the above interviews took place, so we
asked Hiro what was happening now. We have found that the whänau has
continued to grow. More and more people have got on board the waka . This
is clearly evident in the role they have played in the production of two
separate videotapes that present the experience of the whänau and the
school in the whole research process. The first video (Berryman et al., 2001a)
illustrates the various cultural qualities of the home-and-school partner-
ship in this school. These cultural qualities are conveyed through the
stories and voices of students, parents, grandparents, teachers, principal
and other school staff. They include whanaungatanga, rangatiratanga (the
way in which all participants, including the principal, are guided by the
authority of kaumatua) and manaakitanga (the very real duty of care that all
participants demonstrate towards each other). The second video (Berryman
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et al., 2001b) provides a detailed close up of parents using the Pause Prompt
Praise tutoring procedures with children from the community. It also
provides detailed examples of parents receiving specific feedback from a
home–school liaison teacher on the accuracy of their tutoring. This video
serves as an effective training tool that has strong ‘street credibility’ among
families in this school community. They are able to see members of their
own community successfully tutoring reading with children who are also
members of their own community. Both videos validate and affirm Mäori
culturally-preferred ways of speaking, acting and theorising about their
children’s learning to read at home and at school.

Making these two videotapes allowed the authors to continue to
develop their research relationship with Hiro and other staff in this school.
This has led to their close involvement in a further research project Tukuna
kia rere (‘let it fly free’) aimed at increasing the depth and richness of the
Mäori language offered to students who are making the transition from
kohanga reo to this mainstream primary school.

Hiro’s positive attitude, her sense of humour and spontaneity, and her
strong commitment to the community continue to ensure that the benefits of
effective home and school partnerships remain for whoever may need them.

Hiro: This lady, this old lady who is working on the mainstream side,
she was a parent helper in Carol’s class and she’s just
continued working in whatever class needs her. So Carol gave
her to me and she just loves it.

I got a big buzz. Because you trained me in the actual
programme and I can now carry on and run this programme in
our own kura (school). That’s what we’re doing but just in
regard to the reading side at the moment. That’s all we want to
build up at the moment. The reading side.

Mere: And the benefits?

Hiro: Oh heaps and heaps. You learn how to get on with different
kinds of people and you also learn how to compromise. Even
though there may be times when you feel like you want to
introduce a number eight boot (laughter). But you don’t. You
sort of, exercise control.

At our most recent meeting with Hiro, we discussed this almost
completed-chapter. Hiro legitimated our representation of her story by
agreeing to have her name used throughout the chapter.
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Conclusion
The traditional position of the researcher in Western research is one of

distant interpreter and narrator. This practice de-constructs the subject’s
way of knowing and replaces it with the researcher’s own (Heshusius,
1994).

Narrative inquiry enabled the researchers in this project to offer Hiro a
more collaborative and legitimate way of rediscovering or creating new
knowledge and ensuring the authenticity of the story. By being invited to
share in Hiro’s narration, the distance between the researcher and research
subject was reduced and the researcher was permitted a closer insight into
the participant’s consciousness.

Connelley and Clandinin (1990) maintain that the collaborative relation-
ship goes beyond mere contact to a relationship that more resembles
friendship. It was whanaungatanga rather than friendship that underpinned
the collaborative relationship between Hiro, the people from her school
and the research team. Even before they had met, cultural links and
whänau connections were already being established.

This whänau reached decisions through group discussion and
consensus. Individual experience and strengths were utilised to ensure that
all whänau members, students, parents and the school wide community
contributed to decision making. Mutual trust and respect strengthened the
relationship. Because everyone shared common goals and aspirations
about improving students’ reading and writing, everyone was ‘on board
the waka’.

Time and commitment from both home and school to establish and
maintain these relationships was freely given. The way this school worked
to maintain these relationships with its whänau was fundamental to the
success of the home–school collaborative partnership.

Time and commitment from both Hiro and the researchers was also
fundamental to establishing understanding and trust in the process of
narrative inquiry so that collaborative storying could emerge. Until this
happens the research may not move beyond reporting the partial truths
described by, among others, Te Hennepe (1993).

Educators and researchers must continue to seek alternative approaches
to educational research that are consistent with the values and beliefs of the
research participants. This project needed to be conducted in ways that
represent the cultural preferences, practices and aspirations of Mäori
people. Mäori families and teachers within this school actively contributed
to improving the literacy achievement of their own children. Their success
played an integral part of the increasing knowledge and skill base of this

A Community Elder’s Role 55

61
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:29

Color profile: Disabled
Composite  Default screen



whänau. Collaborative storying provided a culturally safe and appropriate
way to address the research questions and understand the findings of the
project. Collaborative storying ensured that the research methodology and
the way in which the research group worked was understandable within a
Mäori world view, while maintaining the integrity of the people, their
knowledge and their culture.

Notes
1. Here, and elsewhere in the chapter, Hiro’s interviewer is Mere Berryman.
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Chapter 3

Reciprocal Language Learning for
Mäori Students and Parents

MERE BERRYMAN AND TED GLYNN

Introduction
Hohepa, Smith, Smith and McNaughton (1992) assert that the acquisi-

tion of linguistic knowledge is interdependent with the acquisition of
cultural knowledge. This view is shared by socioculturalists working from
a Vygotskian paradigm (Vygotsky, 1978). Participation in structured social
activities within a cultural context, where the users are active rather than
passive participants in the process, enables learners to acquire both
linguistic and sociocultural knowledge. As the linguistic and sociocultural
knowledge structures the learning activity, the activity can then create and
recreate the linguistic and sociocultural knowledge of the participants.

Glynn (1985a; 1985b) supports an increased emphasis on social contexts
for learning, and highlights the powerful reciprocal learning that can occur
within natural interactions between parent and child, or between peers.
Such learning contexts are often characterised by opportunities for children
to initiate learning interactions and opportunities for reciprocal skill gains
between the teacher and learner (the participants in the interaction).
Further, it is more likely that responsive rather than corrective performance
feedback is being given. Ako has been defined by Metge (1983: 2) as a ‘uni-
fied co-operation of learner and teacher in a single enterprise’, and draws
no clear line of distinction between the teacher and learner. Ako would
therefore provide the type of learning environment that could promote the
learning outcomes characterised by responsive, social contexts for learning
Glynn (1985a). Rangimarie Pere describes the process of ako as, ‘both
learning and teaching, where the child is both teacher and learner’ (Pere,
1982). Ako as a process does not assume any power relationship between
teacher and student, but instead serves to validate dual learning or recip-
rocal learning experiences.

The balance of power between teacher and learner can be achieved
through co-operative learning where turns are taken, on an equitable basis,
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both at initiating and responding in learning interactions, so that there is
true sharing of the task. Ako highlights a Mäori cultural perspective from
which to view and rationalise the reciprocal learning gains for tutor and
tutee reported in behavioural research studies of peer tutoring (Houghton
& Bain, 1993; Houghton & Glynn, 1993). The notion of tutor and tutee can
be aligned with the concept of tuakana (elder), teina (younger) in which the
relationship is based on the cultural obligations that come from being part
of a whänau (immediate or extended family). The older or more able person
has the cultural obligation to help the younger or less able child, but both
come to the task with existing skills and knowledge. The interchange of
learner/teacher roles (ako) provides opportunities to practise collaborative
and collective learning within a culturally salient context (Smith, 1995).

Smith (1989), cited in Quintero and Huerta-Maeras (1990), affirms the
need to re-think the significance of the social context in which literacy is
best learned and the methods of instruction used. He writes that ‘individ-
uals become literate not from the formal instruction they receive, but from
what they read and write about and who they read and write with’ (Smith,
1989: 353). Quintero and Huerta-Maeras (1990) were able to successfully
enhance the development of literacy and biliteracy skills of a group of
parents and children. Parents were empowered to utilise and connect the
specific newly acquired literacy activities to their own lives in order to
improve their children’s literacy development. Wolfgramm, McNaughton
and Afeaki (1997) also found that Pacific Island parents in New Zealand
were very keen to participate in their children’s education. Collaboration
between school and community is being encouraged by the reforms recom-
mended by the New Zealand Literacy Experts Group (1999) and the recent
changes to the National Education Guidelines and the National Adminis-
tration Guidelines (Ministry of Education, 1999a, 1999b).

McNaughton (1995) emphasises that, for effective learning to take place,
the positive social relationships between children and parents and teachers
are crucial. They highlight the importance of the responsive social and
cultural contexts in which learning takes place. McNaughton and Glynn
(1998) contend that collaboration, in the context of home-and-school part-
nership, should ideally involve the sharing of expertise between educators
and student caregivers. Further, they argue that this expertise requires
shared understanding of the goals and processes that result in shared
actions that lead to reciprocal understandings and mutual benefits. The
interactive tutoring context and the acquisition of linguistic and cultural
knowledge is considered in this chapter in the context of the implementa-
tion of Tatari Tautoko Tauawhi (Glynn et al., 1993; Berryman et al., 1995),
which is a one-to-one Mäori reading tutoring programme for older
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remedial readers derived from an English language tutoring programme,
Pause Prompt Praise (Harawira et al., 1993).

Training of tutors is a crucial factor in the successful implementation
of tutoring procedures. All twelve studies reviewed by Glynn and
McNaughton (1985), and most of the studies employing Tatari Tautoko
Tauawhi, report using either single or multiple training sessions, where the
tutors were taught the three tutoring procedures (pause, prompt and
praise) at the same time. Tutors were then encouraged to practise the proce-
dures with a tutee. One study reported on the effect of learning the compo-
nents of pause, prompt and praise separately and successively (Houghton
& Glynn, 1993). As each component was learned, it was then practised in
the tutoring context. Evidence of the component being successfully used by
the tutor during practice led to training in the next tutoring component
until the tutors had mastered all three tutoring components. By presenting
the training in more manageable learning chunks, Houghton and Glynn
(1993) were able to be more inclusive in their choice of tutors. Separate and
successive training components proved an effective strategy that enabled
less able readers to become competent reading tutors.

This present study, which was part of the home-and-school literacy
project described in Chapter 2, sought to explore the potential of two
parents who were highly competent in their parenting role. Nevertheless
their level of competency in their children’s language of instruction (Mäori)
was below that of the children. While parents were more knowledgeable
(tuakana) in terms of their understanding of the reading tutoring process,
they were less knowledgeable (teina) in terms of their skill in te reo Mäori
This study documents the tutors’ implementation of the tutoring proce-
dures prior to and then after specific training (with the support of cue
cards). This study also monitored the tutors’ use of Mäori language in their
tutoring, and whether this use extended beyond the specific tutoring context.
Finally, the study discusses how each pair (parent and child) benefited.

Method
Experimental Design

The overall research study employed a multiple baseline design. This
allowed for built-in evaluation of the programme through comparison
measures across small groups of target and control students in three separate
sets of three schools. Repeated measurements were taken over a two-year
period across all students and at two-term intervals from pre-programme
to post-programme. The study design incorporated multiple-outcome
measures of reading: book level, reading rate, reading accuracy and oral
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comprehension in English or in Mäori. It also incorporated multiple-
outcome measures of writing: writing rate, audience appeal and language
competency in English or in Mäori. Narrative information was gathered by
interviewing participants on their ideas about the programme and what
they thought they had learned from the programme

The study reported here describes the tutoring interactivities between
two mother–son pairs from one of the first three schools. This component
was added to the design of the main study because mothers were found to
be using English language to support their sons’ reading in Mäori. For
these two parents, the reading tutoring procedures of previewing the
reading material, providing tauawhi (praise) and providing the three
different types of tautoko (prompt) were reintroduced separately and
sequentially. This was done using Mäori language cue cards together with
on-going feedback from audio-taped tutoring sessions over approximately
one and a half school terms.

Procedure
The authors met with community groups, local iwi (tribal) representa-

tives, school principals, members of Boards of Trustees, and other school
representatives. A general discussion about reading at school and at home
led to the group identifying that parents in the community were an
under-valued and under-used resource in the schools’ endeavour to
advance the literacy levels of their students. The researchers spoke about
possible home-and-school partnerships that could provide worthwhile
solutions, and the community groups present indicated a willingness to
provide support and resources. This information was taken to a meeting of
the local School Principals Association, where the chairperson encouraged
schools to participate. At a third meeting, principals, community people
and researchers set the final parameters of the project. One of the important
contributions made by schools was the selection of their home–school
liaison worker. How these people were regarded by both the home and
school community was critical to the success of the programme (see
Chapter 2).

Participants were children aged between seven and nine years, from
either English- or Mäori-medium school settings, with identified reading
and writing problems. Their parents agreed to allow them to be part of the
study. Baseline data involved the gathering of information on the children’s
reading achievement in Mäori or in English using 3-minute oral reading
samples to assess their reading accuracy and reading rate. Oral cloze and
recall questions were also used to assess the students’ oral comprehension
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of the stories they had read. Data on students’ reading included book level,
reading accuracy, reading rate and comprehension.

Students were divided randomly into a control (home) and target
(home–school) group. Parents of the target students were invited to join in
the project themselves. They attended two training and practice sessions
before they utilised the procedures with their own children. One session
trained parents in either the Pause Prompt Praise or the Tatari Tautoko
Tauawhi reading tutoring procedures, while the second session trained
them in two supportive writing procedures (not discussed in this present
chapter). In the first fortnight of programme implementation with their
children, the parents supplied the researchers with taped reading tutoring
sessions. The tapes were analysed, and served as the means by which
home–school liaison workers provided specific feedback to tutors on their
use of the procedures. They also provided data on the accuracy of parents’
implementation of given procedures (treatment integrity).

Participants
Collaborative feedback sessions provided opportunities for building

directly on the prior tutoring experiences of the parent tutors. In this way,
new knowledge about the tutoring procedures was reciprocally developed
and co-constructed by the home–school liaison worker, the tutors and the
researchers. These sessions were critical to the further development of
tutoring competencies. This chapter focuses on two parents who used no
Mäori on their first tutoring audiotape, even though their children were
reading in Mäori. These parents received additional training using the
technique of sequential introduction of training components (Houghton &
Glynn, 1993) in an attempt to support greater use of Mäori in their tutoring.

Training
The parent tutors were trained to first of all preview and review the story

to be read. They were also trained to use three different and specific reading
prompts, depending on the type of error made by the reader:

• The first type of prompt, pänui tonu/whakahokia (read on/read again),
is used when the reader comes to a word that he/she does not know
and could not read meaningfully without assistance. It focuses the
reader on a search within the text for information about word meaning.
Tutors ask readers to read on to complete the sentence or, if the word
occurs near the end of the sentence, to go back and start again.

• The second type of prompt, kia ata titiro ai (look carefully at the word),
is used when the word the student reads makes sense, but is not the
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word used in the story (meaningful word substitute). The tutor
prompts the reader to make use of any letter-sound information avail-
able within the word.

• The third type of prompt, kia marama ai (to make meaningful), is used
when the word produced is a substitute that does not make sense in
the context of the sentence or story. The tutor prompts the reader to
think about what was happening in the text and to think of a more
meaningful word.

While the first two types of prompt require only short, repetitive phrases
that are easily learned, meaning prompts require greater language sophis-
tication and expertise. The tutor needs to understand what is happening in
the story in order to help the reader to make sense of what he/she is
reading. Effective meaning prompts need to be salient to the context of the
error and/or to the story itself. Although some formulaic phrases can be
used to introduce meaning prompts, they depend on the tutor being able to
highlight key ideas about the word, the sentence or the story, and to express
these ideas in language that is appropriate to the text and to the student.

The two mothers, who received the additive cue card training from the
researcher, also met weekly with the home–school liaison worker, Hiro,
who ensured that they were using books that were at appropriate levels for
their sons and that they themselves could read and understand all the
words in the books. Taped tutoring sessions provided the basis for specific
responsive and corrective feedback on their use of the Mäori language cue
cards supplied to support their tutoring. Feedback sessions also provided
opportunities to develop and co-construct the tutoring pathway ahead
(‘feed-forward’) for these two mothers and in turn for their sons’ learning.

After each feedback session, the next cue card was introduced, modelled
and practised. Cue cards were presented in order from the easiest to the
most difficult. The first two cue cards, given immediately prior to Tape 2,
provided examples of praise statements and read on or read again
prompts. The cue cards given before Tape 3 gave examples of visual letter
prompts and preview starters, and those given before Tape 4 gave exam-
ples of starters that could be used for meaning prompts. If tutors asked for
additional cues, assistance was given orally. The cue card training followed
the order given above so that the two parents had sufficient time and expe-
rience to build their confidence and language base before attempting the
more challenging meaning prompts. However, when parents were unable
to give a prompt in Mäori, they were encouraged to continue to prompt
using English. The audiotapes also provided evidence of the tutors’
increased efforts to introduce Mäori language into their tutoring sessions.
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After twelve tutoring weeks, all students (both in the home–school
programme and in the school programme) were assessed again using all
assessments.

Settings
Parents carried out all reading tutoring sessions in their own homes at

times that had been previously negotiated with their children. Tutoring
took place at least three times each week for 15–20 minutes. Each tutoring
pair taped one of their sessions every two to three weeks and feedback was
based on scoring the tapes. Tutors received written and oral feedback from
the home–school liaison worker in collaboration with the researchers.

Materials
This study used published Mäori texts that could be placed within the

framework of the Ngä Kete Körero (the kits of language) book levels (Ngä
Kete Körero Framework Team, 1996). Each parent was supplied with a box
of books selected at school by the home–school liaison worker at the appro-
priate level previously identified by researchers. During training, parents
learned how to recognise when a book was at an appropriate level of
instruction for tutoring by the simple method of pre-counting 50 words
before tutoring and then identifying the number of errors made by their
tutee. If the reader made between 3–5 errors within the 50 pre-counted
words, the book was considered to be at an appropriate level for tutoring.
Parents took increasing responsibility and control over which books were
selected and when they could be exchanged. If they chose to, they could
select new books themselves from the appropriate book level.

Measurement of tutors’ programme implementation
The measures of the tutors’ implementation of the programme were as

follows:

Preview/review
This was measured as the number of discrete verbal utterances (in either

Mäori or English) given by the tutor to introduce the story title, to name
characters, to explore the sequence of events, to link to the background of
the reader, to introduce difficult words prior to the reading, or to explore
the reader’s understanding of the text after reading. The percentage of
discrete verbal utterances that were given in Mäori was calculated.

Measures of prompts
These were the number of prompts contingent on reading error or omis-

sion given by the tutor after a 3–5 second delay (Houghton & Glynn, 1993).
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The number of prompts given in Mäori was expressed as a percentage of
the total number of prompts given in either language.

Measures were taken of three types of prompts: read on/read again,
visual (‘look carefully’), and meaning. The number of each prompt type
given in Mäori was expressed as a percentage of the total number of that
prompt type given in either language.

Successful prompts were defined as the number of tutor prompts given,
in either English or Mäori, that led to the student correcting the error. The
number of successful prompts given in Mäori was expressed as a
percentage of the total number of successful prompts given in either
English or Mäori, and the percentage of prompts given in Mäori was then
calculated.

Praise
This was the number of instances of specific verbal praise, given in either

English or Mäori, that followed reader self-corrections, prompted such
corrections, or was given as general praise. The percentage of all praise
statements given in Mäori was also calculated.

Reading behaviour and measures
Reading behaviours were also defined. Correct reading was the number

of words read that were identical to the words in the text. Words read that
were not identical to those in the text were errors. Self-corrections were
errors that were spontaneously and independently corrected by the reader,
while prompted corrections were errors that were corrected after appro-
priate tutor prompting:

• reading rate was measured as the rate of correct words per minute and
the rate of incorrect words per minute;

• reading accuracy was measured as the percentage of words read
correctly;

• comprehension accuracy was the percentage of oral cloze items and oral
comprehension recall questions responded to correctly;

• book level referred to the Ngä Kete Körero level assigned to a book that
the reader could read to reader accuracy criterion of 90% accuracy or
to a comprehension criterion of 40%.

A native Mäori speaker made a comparison analysis of each audiotaped
three-minute reading assessment and tutoring session so that inter-scorer
agreement with the researcher could be calculated.
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Results
Tutor implementation of procedures

Table 3.1 shows the percentage of reader errors that each parent tutor
(Tutor A and Tutor B) was able to prompt (following appropriate delays) to
successful correction, either in English or in Mäori. After the first basic
Tatari Tautoko Tauawhi programme training session provided for all
tutors, both tutors were able to use the delay-then-prompt technique to
help tutees correct their errors: Tutor A did this with all tutee errors, while
Tutor B did it with 33%. Following the first set of cue cards (read on/praise)
and feedback training immediately prior to Tape 2, Tutor A prompted 86%
of tutee errors to correction, while Tutor B improved her percentage to
100%. After the training sessions before Tape 3 (visual/preview) and also
after those prior to Tape 4 (meaning), each tutor was prompting 100% of
tutee errors to correction.

The percentage of errors that were taken to prompted correction using
Mäori language alone is shown in Table 3.2. After the first basic training
session provided for all tutors, neither tutor prompted in Mäori. However
following the cue card and feedback training session immediately prior to
Tape 2, Tutor A achieved 83% of successful prompted corrections in Mäori,
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Table 3.1 Percentage of successful prompted corrections in English or
Mäori

Tutor A Tutor B

Basic training 100% 33%

Read on/praise cue card 86% 100%

Visual/preview cue card 100% 100%

Meaning cue card 100% 100%

Table 3.2 Percentage of successful prompted corrections in Mäori

Tutor A Tutor B

Basic training 0% 0%

Read on/praise cue card 83% 88%

Visual/p review cue card 89% 90%

Meaning cue card 100% 100%
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and Tutor B achieved 88%. After the second session, Tutor A achieved 89%
of successful prompted corrections in Mäori and Tutor B achieved 90%, and
after the final session, both tutors achieved 100% of successful reader
corrections in Mäori.

Table 3.3 shows the overall distribution of the three prompt types given
by each tutor in either English or Mäori; they are shown in the order that
training was given. After the first basic training session provided to all
tutors, Tutor A used read on/read again prompts most frequently (75%)
and meaning prompts next (25%). Tutor B relied solely on read on or read
again prompts. Following the training session before Tape 2 (when the read
on cue card was provided) Tutor Aused a combination of all three prompts,
while Tutor B again used the read on/read again prompts most frequently
(79%) and also the visual prompts (21%), but no meaning prompts. After
the training session before Tape 3 (when the ‘look at the word’ cue card was
provided) Tutor A continued to use a combination of all three prompts,
while Tutor B again used the read on/read again prompts most frequently
(70%) and the visual prompts next (30%), but still no meaning prompts.
Following the final training session (when the ‘think about meaning’ cue
card was provided), Tutor A still used the read on/read again type prompt
for 75% of the prompts, but now used the meaning prompt for 25%. Tutor B
continued to use the read on/read again prompts most frequently (80%)
and the visual prompts next (20%), but still did not use meaning prompts.

Table 3.4 shows the percentages of each of the three different prompt
types given in Mäori. After the first basic training session, neither tutor
gave any prompts in Mäori. After the training session in which the read
on/read again prompt and praise cue cards were provided, Tutor A used a
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Table 3.3 Tutor use of each of the three prompt types

Tutor A Tutor B

Prompt types Prompt types

Read on Visual Meaning Read on Visual Meaning

Basic training 75% 0% 25% 100% 0% 0%

Read on/praise cue card 30% 30% 40% 79% 21% 0%

Visual/preview cue card 44% 44% 11% 70% 30% 0%

Meaning cue card 75% 0% 25% 80% 20% 0%
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combination of all three prompt types in Mäori. Tutor B used the read
on/read again and visual prompts in Mäori, but not the meaning prompts.

Following the training session when the ‘look carefully at the word’
prompt and preview cue cards were provided, both tutors used a combina-
tion of the read on/read again and the visual prompts in Mäori but not the
meaning prompt. After the final training session, when the ‘think about
meaning’ cue card was provided, Tutor Aused the read on/read again type
prompt in Mäori for 75% of the tutee errors and the meaning prompt for
25%. Tutor B continued to use a combination of read on/read again (67%)
and visual prompts (33%) in Mäori, but no meaning prompts.

Table 3.5 presents the percentage of different types of tutee errors along-
side the percentage of prompt types (following delayed attention) offered
by the tutors in either English or Mäori. There are four discrete sets of data,
one following each taped tutoring session (Tapes 1 to 4). The tutee error
data presented in the second column shows that, for Tape 1, all Tutee 1’s
errors were of the meaningful word substitute type that would best be
responded to with the visual delayed prompts (‘look carefully at the
word’). In contrast, all Tutee 2’s errors were of a type that would best be
responded to with prompts that helped the reader with meaning. After the
basic training, Tutor A responded to 75% of these errors with read on/read
again prompts and to 25% of them with meaning prompts. Tutor B
responded to all errors with read on /read again prompts.

After the next training session, both tutees displayed all three types of
error, and the tutors needed to use their full range of prompts if they were to
make the best tutoring response. Tutor Aused a fairly balanced range of the
three tutoring prompts, while Tutor B used only two of the three tutoring
prompts and relied mainly on the read on/read again prompt (79%).
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Table 3.4 Overall percentage of three prompt types given in Mäori

Tutor A Tutor B

Prompt types Prompt types

Read on Visual Meaning Read on Visual Meaning

Basic training 0% 0% 0% 0% 0% 0%

Read on/praise cue card 30% 30% 40% 79% 14% 0%

Visual/preview cue card 44% 44% 0% 70% 20% 0%

Meaning cue card 75% 0% 25% 67% 33% 0%
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In the third tutoring session (following training with the ‘look at the
word’ prompt and preview cue cards), all of Tutee 1’s errors required the
tutor to help with meaning, while Tutee 2 made all three types of error,
which required the full range of prompts. Tutor A, less appropriately this
time, continued to use all three prompt types, while Tutor B again used only
two of the three tutoring prompts and again relied mainly on the read
on/read again prompt (70%). On this occasion, neither tutor was matching
the type of prompt closely with the type of error.
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Table 3.5 Types of tutee error and types of tutor prompts (following
delayed attention) in either Mäori or English

Tutor A response Tutor B response

Error/prompt types Error Prompt Error Prompt

After basic training (Tape 1):

Read on 0% 75% 0% 100%

Visual 100% 0% 0% 0%

Meaning 0% 25% 100% 0%

After read on/praise cue cards (Tape 2):

Read on 17% 30% 38% 79%

Visual 50% 30% 25% 21%

Meaning 33% 40% 38% 0%

After visual/review cue cards (Tape 3):

Read on 0% 44% 50% 70%

Visual 0% 44% 38% 30%

Meaning 100% 11% 12% 0%

After meaning-prompt cue cards (Tape 4):

Read on 67% 75% 0% 80%

Visual 0% 0% 0% 20%

Meaning 33% 25% 100% 0%
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In the final session, Tutee 1 made two different types of errors (67% read
on; 33% meaning), while Tutee 2’s errors were mainly of a type that would
best be responded to with meaning prompts. Tutor Anow used a pattern of
prompts that best matched the pattern of errors of her tutee (75% read on,
25% meaning). Tutor B again used only two of the three tutoring prompts
(80% read on, 20% visual), and again relied mainly on the read on/read
again prompt, regardless of the types of error her tutee made.

Table 3.6 presents the percentage of discrete tutoring utterances given in
Mäori during the basic training (Tape 1) and during the additive compo-
nent cue card and feedback training phases of the study (Tapes 2, 3 and 4). It
shows four of the different tutoring components taught during training
(preview the story; delayed attention prompt to tutee errors; praise,
specific or general; review what has been read). After the basic training
sessions, Tutor A and Tutor B provided none of their tutoring responses in
Mäori.

After the second training session (when the read-on prompt component
and praise cue cards were provided), Tutor Agave 90% of her prompt state-
ments and 71% of her praise statements in Mäori, but none of her preview
or review statements. Tutor B gave 85% of her prompt statements and 5% of
her praise statements in Mäori, but also gave no preview or review state-
ments in Mäori. After the next training session (when the ‘look at the word’
prompt component and preview cue cards were provided), Tutor Agave all
her preview statements, and most of her prompt statements and her praise
statements in Mäori, but gave no review statements in Mäori. Tutor B gave
most of her preview statements, prompt statements and praise statements
in Mäori, and her use of Mäori had generalised to review statements (82%),
which were not specifically supported by cue cards at that time.
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Table 3.6 Percentage of discrete tutoring utterances given in Mäori made
by her tutee

Tutor A Tutor B

Tutoring procedure Tutoring procedure

Preview Prompt Praise Review Preview Prompt Praise Review

Basic training 0% 0% 0% 0% 0% 0% 0% 0%

Read on/praise 0% 90% 71% 0% 0% 85% 5% 0%

Visual/preview 100% 89% 89% 0% 70% 90% 75% 82%

Meaning 100% 100% 100% 80% 89% 100% 100% 60%
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Following the final training session (when the ‘look at the meaning’
prompt cue card was provided), Tutor A gave all her preview statements
and all her prompt and praise statements in Mäori. Her use of Mäori had
also generalised to review statements, 80% of which were given in Mäori.
Tutor B gave most of her preview statements and all her prompt and praise
statements in Mäori, and her use of Mäori once more generalised to 60% of
her review statements.

Student reading achievement
Assessment examples of the two tutees’ reading in Mäori are shown in

Table 3.7. Data for Tutee 1 and Tutee 2 appear on the table above the mean
data for the group of home–school programme students, who were tutored
at home by fluent Mäori-speaking family members. Immediately below the
mean data for the home–school group is the mean data for the school
group, who worked on the school programme alone, without input from
parent tutors.

Pre-programme and programme data are shown for four different
reading measures:

• book level – there are 11 different reading levels in the Ngä Kete Körero
framework ranging from early emergent (Level 1: Kete Harakeke A)
to fluency (Level 11: Miro);

• comprehension – the percentage of cloze and oral questions correct;
• correct rate – the number of words read correctly per minute:
• incorrect rate – the number of incorrect words per minute.

Reading rate improvement is shown both as increases in correct reading
rate and as decreases in incorrect reading rate.

Table 3.7 shows that Tutee 1 moved up four reading levels during the
programme. Even though he was reading texts at a much more difficult
level at the end the programme, he maintained his level of comprehension
(54%). His correct reading rate improved slightly (from 26 to 28 correct
words per minute) while his incorrect reading rate decreased slightly (from
4 to 3). Tutee 2 also moved up four reading levels during the programme
and also improved his comprehension score (from 89% to 95%). It is inter-
esting that he slowed down his rather rapid reading rate from 55 to 36
words per minute. However, his incorrect reading rate also went down
from seven errors per minute to two. Taken together, these data suggest
that this student was reading more difficult books with greater care, with
fewer errors and better comprehension.

The home–school group mean showed the same increase in book level
(from 6 to 10) as achieved by Tutee 1 and Tutee 2. However reading these
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more difficult texts resulted in a decrease in comprehension for the
home–school group (from 68 to 50), while both Tutee 1 and Tutee 2
increased their comprehension scores. The home–school group mean indi-
cated a decrease in correct rate (from 41 to 33 words per minute) and an
accompanying decrease in incorrect reading rate (from 6 to 3 errors per
minute).

The school group mean showed a smaller increase in book level (from
level 6 to level 8), which was less than that for Tutee 1, Tutee 2 or the
home–school group (from 6 to 10). On book level 8 the school group main-
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Table 3.7 Reading in Mäori

Pre-Programme Programme

Book level

Tutee 1 home–school 6 10

Tutee 2 home–school 6 10

Mean home–school group 6 10

Mean school group 6 8

Comprehension (%)

Tutee 1 home–school 54 54

Tutee 2 home–school 89 95

Mean home–school group 68 50

Mean school group 35 35

Correct rate (words per minute)

Tutee 1 home–school 26 28

Tutee 2 home–school 55 36

Mean home–school group 41 33

Mean school group 36 63

Incorrect rate (words per minute)

Tutee 1 home–school 4 3

Tutee 2 home–school 7 2

Mean home–school group 6 3

Mean school group 4 2
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tained comprehension at 35%, but almost doubled their speed of reading,
increasing their correct word rate (from 36 to 63) while decreasing their
incorrect word rate (from 4 to 2). Taken together, these data suggest that the
school group students were reading texts at a lower level of difficulty than
the home–school students, but at a much faster rate and with less compre-
hension.

Discussion
As reported in the previous Tatari Tautoko Tauawhi studies (Glynn et al.,

1993; Glynn et al., 1996), the concurrent training strategy, in which all three
tutoring components were taught concurrently, was an effective method
for training peer tutors to understand and implement the tutoring
procedures. These findings are consistent with those for English language
tutors trained in the English Pause Prompt Praise procedures (Glynn &
McNaughton, 1985; Wheldall & Mettem, 1985). However, in the present study
the sequential, rather than concurrent, introduction of each component
(Houghton & Glynn, 1993), together with specific feedback (Henderson &
Glynn 1986), enabled the two tutors who were less-proficient speakers of
Mäori to provide effective support to their own children who were learning
in Mäori.

The additional training component in this study meant that training
continued over a longer period of time than the general training compo-
nent used in previous studies. It involved more focused modelling of the
different types of prompts, and the use of five separate cue cards for the two
tutors. Corrective and responsive feedback on the tutors’ use of each type of
prompt, and on their use of Mäori language in their tutoring, took place
following each of the three consecutive taped tutoring sessions. The addi-
tional training component also provided more frequent and more intensive
meetings with the home–school liaison worker, who had a very strong
commitment to supporting parents from this community.

Both parent tutors reported increased enthusiasm and confidence in
their ability to support their children with the school reading programme.
In addition, they were increasingly able to provide this support in their
children’s language of instruction. These tutors both shared with the
researcher that Mäori was the language of instruction for their children at
school, and they strongly supported their children learning through the
medium of Mäori. However they acknowledged also that feelings of inse-
curity had prevented them from seeking opportunities to speak the
language themselves. They believed this additional training in Tatari
Tautoko Tauawhi helped to improve their confidence and self-efficacy.
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They began to believe that they could speak and understand some Mäori
and they could now provide better support for their children.

At first, owing to their heavy reliance on the cue cards, these tutors felt
that their tutoring in Mäori was a little contrived. Support and feedback
from the home–school liaison teacher and the researcher were systemati-
cally provided and, as the tutors’ confidence in the cue card examples grew,
so too did their confidence to experiment with their own phrases and with
combining these phrases. Each tutor began to more actively collect and
learn a few more new words in Mäori. Once they began using Mäori in their
tutoring, they began to receive positive feedback not only from the
home–school liaison worker and the researcher, but also from their own
children, who helped by providing new words. Both parents showed that
they were able to extend their use of Mäori to the unsupported review
component of their tutoring. Both tutors also reported that they were using
more Mäori in the home and in the community.

Data in Tables 3.1 to 3.6 show that the additional training procedures
developed to further support these two tutors resulted in an improved
quality of tutoring over the twelve week period. After the initial general
bilingual training session, tutors learned to provide delayed attention, and
were able to prompt all errors to correction (Table 3.1). However, none of
their prompts was given in Mäori (Table 3.2). Moreover, neither of the
tutors was using the full range of prompts that they had been trained to
give (Table 3.3), and the types of prompt they provided did not match
closely with the type of tutee error (Table 3.5). After the first cue card and
feedback training session (data from Tape 2 on Tables 1 to 5) there was
immediate evidence that tutors were prompting and praising in Mäori, and
that they were able to use a wider range of tutor prompts. The next two
taped tutoring sessions reveal that their tutoring skills continued to
improve. As well as using Mäori in their prompting and praising, they also
began to use it in their previewing and reviewing of the story (Table 3.6).

Prompts used by tutors (Table 3.4) confirm that the read on/read again
and visual prompts were the easiest prompts to learn, and that meaning
prompts were the most difficult to learn, especially in Mäori. The data in
Table 3.5 also show that, after additional training, these tutors began to
respond to their tutee errors with the most appropriate type of tutor
prompt. Tutor A managed to use a more balanced range of the three
different prompt types in Mäori, but Tutor B used no meaning prompts in
any of her taped tutoring sessions. Data in Table 3.2 show that both tutors
were able in Mäori to successfully prompt to correction all tutee errors.
Effective use of all three types of prompt enabled these parents to help their
children correct all errors.
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Table 3.7 shows how the reading behaviour of the two tutees improved
markedly over the 12 weeks of home tutoring. Both students progressed by
four reading levels to being able to read much more difficult texts. At this
higher text level, Tutee 1 maintained the same level of comprehension and
also maintained his correct and incorrect reading rates. Tutee 2 improved
his comprehension at the higher text level; he lowered his rapid reading rate
and decreased his incorrect rate, now reading with far fewer errors.

These gains compare very favourably with the mean gains of the rest of
the home–school students who were being tutored by family members
who spoke Mäori more fluently. The mean for the home–school students
shows an increase of four reading levels, but with a slight decrease in
comprehension accuracy and a further improvement in reading rate
(correct reading rate decreased, but students were reading with far fewer
errors). In contrast the mean for the school group (students who did not
have home tutors) showed an increase of only two reading levels. At this
level comprehension was maintained, correct reading rate had improved
and the incorrect rate had also improved (students were reading with far
fewer errors). Clearly, the student reading progress that resulted from the
support given to Tutee 1 and Tutee 2 by their less fluent mothers shows that
the home tutoring was helpful and effective.

Conclusion
Data in this study demonstrate that two parents who were less proficient

in Mäori than their children could nevertheless be supported to provide
effective reading tutoring for them. Presenting the training in more
manageable chunks, providing additional training support in the form of
cue cards and providing more focused and personalised feedback sessions
were effective strategies for assisting less fluent tutors. These sessions
proved critical to the further development of language competencies that
in turn supported the tutoring. Tutors were authentically focused on
furthering their own learning in order to improve their child’s learning.
This authentic parent-and-child learning context (Glynn, 1995) provided a
cultural context from which to view evidence of the interchangeable
learner/teacher roles (ako) throughout the tutoring process. Parents
supported their children to solve problems with their reading and, at the
same time, the children’s use of Mäori helped the parents to learn more
about the language. It also provided both parent and child with the confi-
dence and impetus to learn more Mäori and to use Mäori in settings other
than the home.

As well as the reciprocal development of Mäori language skills, impor-
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tant social and cultural learning was also taking place. Not only was there
responsive support within the parent–child tutoring relationship, the
responsive support relationship was also evident between the two tutors
and amongst the home–school tutors and the home–school liaison worker.
The crucial role played by this home–school liaison worker is described in
narrative form by Glynn and Berryman in Chapter 2. Participants learned
about this cultural relationship, as well as from it.

This study highlights the significance of the effective learning that can
take place when positive social relationships exist between tutor and tutee
and the task is seen as shared rather than imposed. The findings of this
study add to our understanding of the methods of training used in imple-
menting the Tatari Tautoko Tauawhi reading tutoring procedures.

The provision of additional structured feedback support for two parents
with limited proficiency in their heritage language, to enable them to be
effective tutors of their own children, has particular significance in the
context of language revitalisation (Glynn & McNaughton, 2002). Mäori
people in New Zealand, like indigenous peoples throughout the world,
have had their language systematically marginalised from mainstream
society, and from education in particular. Consequently, most Mäori
students need to learn their own language as a second language, embedded
within a dominant and monolingual (English) language environment, both
at school and in the wider community. However, most of these students
also lack access to a parent generation that speaks Mäori fluently. Such a
precarious situation calls for new and effective approaches to the
reclaiming of indigenous and other languages. The Tatari Tautoko Tauawhi
reading tutoring programme offers one such approach. The present study
suggests that Tatari Tautoko Tauawhi is able to scaffold the use of the target
language within regularly-occurring and naturalistic contexts, such as
parents helping their own children learn to read.
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Chapter 4

Samoan Children’s Bilingual
Language and Literacy
Development

JOHN MCCAFFERY AND PATISEPA TUAFUTI, IN ASSOCIATION WITH
SHIRLEY MAIHI, LESLEY ELIA, NORA IOAPO AND SAILI AUKUSO

A leai se gagana, ua leai se aganuu, a leai se aganuu ona po lea o le nuu.
When you lose your language, you lose your culture and when there is no
longer a living culture, darkness descends on the village. (Fanaafi, 1996: 1)

Introduction
The focus of this chapter extends beyond the case study of individual

bilingual children to present an ethnographic report of a cohort of Samoan
bilingual learners and the factors that, over time, have led to their
successful bilingual and biliteracy development.

The debate over whether or not to implement bilingual education for
language-minority students from low socio-economic backgrounds often
seems to revolve around ideological and political issues rather than around
issues of school and programme effectiveness. According to various
authorities (Schlesinger, 1992; Crawford, 1992; Cummins, 2000; May, 2000),
the US English Only movement appears unwilling to even consider, let
alone study, the substantial longitudinal research now available on the
clear benefits of bilingualism and biliteracy for many language-minority
learners. For example, in the United States, Thomas and Collier (1995, 1997,
2002) have shown clear academic advantages for long-term bilingual
education programmes over other forms of schooling and organisation. In
New Zealand, this research is not well known (see Coxen et al., 2002;
McCaffery & Tuafuti, 1998) and even the New Zealand Ministry of
Education has until recently advocated a Transitional Early Exit model at
around Year 3 as a possible solution to Pasifika students’ academic
underachievement (Ministry of Education, 2002a; 2002b). A familiar claim
from education officials here is that there is no research showing that
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bilingual education will work in New Zealand with Pacific Island
communities and students. ‘Consequently, an assimilationist imperative
and a subtractive view of bilingualism are clearly apparent in the majority
of language policies, and language education policies, aimed at ethnic
minority groups’ (May, 2001: 305).

This presentation of the research findings reviewed here again
challenges beliefs, both within New Zealand and internationally, that fail to
acknowledge the demonstrated academic benefits of long-term bilin-
gual/biliteracy education. We present a picture of what has been achieved
in one school and a vision of what can be done in many others. O le Taiala
(which means ‘the world of the navigator’) is the name of the Samoan bilin-
gual unit at Finlayson Park School in Manukau City, just south of Auckland
– a district often referred to in New Zealand as South Auckland. In 2003,
this Samoan bilingual unit had five classes and approximately 140 students
out of a total school roll of about 900. This chapter describes and analyses
the background, development and student outcomes of a ten-year project
to establish in New Zealand the first full ‘dual medium, dual literacy’ bilin-
gual unit, in which both English and Samoan are used as the medium of
instruction and for literacy teaching. O le Taiala provides for students from
Years 1 to 8. (In New Zealand schools, children are classified by year levels.
Children start school in Year 1 on their fifth birthday; thus, students in Year
8 are approximately twelve years old.)

The authors take a critical empowerment position (Apple, 1999; Bishop
& Glynn, 1999; Cummins, 1986, 1989; Freire, 1972; Giroux, 1997; Lankshear,
1998; May, 1999; Pennycook, 2001) and attribute the success of O le Taiala
students to the application of empowerment factors from Cummins’ (1996,
2000) model at all three levels: micro (child, family, classroom, teacher), meso
(syndicate/unit, school) and macro (education system and wider society
outside education).

Cummins (1989) argues that minority students are empowered or
disempowered by four major characteristics of the way schools operate.
These involve the extent to which:

• minority language students’ home language and culture are incorpo-
rated into the school curriculum;

• minority communities are encouraged to participate in their children’s
education;

• education promotes the inner desire for students to become active
seekers of knowledge, and not just passive receptacles;

• assessment of minority language students avoids locating problems
in the students and seeks, wherever possible, to find the root of the

Samoan Children’s Bilingual Development 81

87
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:31

Color profile: Disabled
Composite  Default screen



problem in the social and educational systems, including curriculum
and assessments.

Using the first language of our children for academic learning, and
working within a strong empowerment base, is in our view the quickest
and most efficient way to gain conceptual and academic knowledge.
Well-organised, theory-based and community-situated bilingual educa-
tion is now recognised as the most powerful empowerment approach in
minority education (Baker, 2001: Baker & Prys-Jones, 1998; Corson, 2001;
Cummins, 1996, 2000).

The Project Team and Critical Empowerment Philosophies
This chapter is jointly authored by two teacher educators from the

Auckland College of Education, and is written in partnership with the Prin-
cipal, Associate Principal, Senior Teacher and staff from O Le Taiala. We are
not all Samoan, but most of us are members or honorary members of
Ulimasao (the Samoan Bilingual Education Association). All have been
closely involved in the project, and have worked in partnership since its
inception. We began this journey years ago with a determination to
confront and address the issues of empowerment and disempowerment
that we believe lie at the heart of minority language underachievement and
which Samoan Bilingual Education in New Zealand seeks so determinedly
and passionately to address (McCaffery & Tuafuti, 1998).

The traditional relationship between researcher and researched has
never applied in our work. We have used a model of teaching and learning
as a group of colleagues engaged in reflective empowerment activity
(Cummins, 1989), and action research (Kincheloe, 2003). This chapter
explicitly reflects the cooperative style in which the project was developed.

The authors as researchers, however, seek to move beyond uncritical
action research into critical areas to question ‘whose constructions of reality
prevail and whose ought to prevail’ (Kincheloe, 2003). As a group, we
represent and present several views of that reality. We accept that this is
problematic, and is itself an important issue to address in the research as an
object of the study (Pennycook, 2001: 42). We seek to provide space and
opportunity for others to explore and express their own ‘lived realities’ as
members of the Samoan community in Auckland – a community whose
members have faced direct, personal and institutional racism and the exer-
cise of unequal power on a daily basis all their lives (Jones, 1991; Spoonley
et al., 2001).

Critical theorists (Foucault, 1980; Giroux, 1997; Kincheloe, 2003; May,
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1999; McLaren, 1997; Young, 1990) argue that power constructs and
controls all discourses. There is no neutrality, no equality. It dictates who
may speak and when; what are legitimate topics for discussion; what are
valid questions; what can or cannot be said; who are the voices of authority
and who must just listen; whose reality is valid and scientific, and whose is
unvalidated and unimportant. In New Zealand, as in many other Western
nations, ethnic and language minorities such as the Samoan community
therefore lack power and control over their own destinies (Bishop & Glynn,
1999). We argue that a major problem in having schools address issues of
recognition of cultural and linguistic difference is the entrenched New
Zealand hegemonic ideology that says, in essence, that sameness is the route
to equality. Such a view disempowers language-minority communities by
denying their right to exist as an ethnic group and denying them language
and cultural rights in their new homeland. As Stephen May observes:

the near universal response of conservatives and liberals has been one of
active hostility to minority rights ... schemes which single out minority
cultures for special measures ... appear immediately unjust, a disguise for
creating or maintaining ... ethnic privilege ... Any deviation from the strict
principles of universal political citizenship and individual rights is seen as
the first step down the road to apartheid. Or so it seems. (May, 1999: 15)

To challenge such structural racism, and to prepare students for the
future, we seek ways in which our processes of discussion and professional
development can be used to create a safe, supportive, but critically aware,
climate – a climate where staff, parents and children are encouraged to seek
the best of both Faasamoa (traditional Samoan knowledge) and the knowl-
edge and critical thinking of modern Western education. This includes
reflection and examination of their own situation as language minority
speakers.

This too is problematic as, traditionally, children in Samoan society are
to be seen but not heard: to listen and obey without question is the norm,
and discussion between children and adults is very rare. In addition,
literacy activities for Samoan children are often first introduced in a reli-
gious setting (Sunday School, Bible studies) where any form of questioning
of the text or the issues it raises is considered completely unacceptable and
not seen as Faasamoa. Such traditional perspectives challenge our view
that critical literacy skills, strategies and understanding are essential for
children in the modern world. Our belief is that an awareness and explora-
tion of this problem is essential to help individuals find a resolution, a
blend of both traditional and modern factors to help them achieve this goal.
As May (1999: 33) argues: ‘Critical Multiculturalism must foster, above all,
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students who can engage critically with all ethnic and cultural backgrounds,
including their own.’

To date, we have opted for the notion of ‘critical empowerment and
multiculturalism’ (Cummins, 1989; May, 1999; Walsh, 1991) as the best
pathway to this challenge: that is, the need to critically examine how each
culture operates, and to learn to operate successfully in each environment
while yet retaining a strong personal sense of Samoan identity. Further
work is needed in the next phase of the project at Finlayson Park school to
actively involve the children in exploring the process of how to better meet
their own and their families’ needs for the future. The end result of this
process will, we hope, be children with a quite different range of skills and
strategies, who will have redefined what it means to be Samoan young
people in the modern world. To encourage such young people to engage in
critical literacy, and to have their parents support that development,
requires us to take our communities with us on such a journey. Polynesians
have set out on many unknown journeys in the past; it is time to do so again.

Samoan Children and Bilingualism in New Zealand
Most Pacific Island communities are based in Auckland, with over 35%

of them in Manukau City. This is partly because it is where most Pacific
Island immigrants first settled in New Zealand; smaller but significant
Pacific communities live in Wellington, the capital city. With a population
at around 110,000 in 2003, Samoans comprised more than 50% of the entire
Pacific Island population in New Zealand, and two thirds of them live in
the Auckland region. Thus Samoan affairs dominate the New Zealand
Pacific scene. The New Zealand-born children of these communities
(referred to by the Ministry of Education as Pasifika students) account for
over one third of enrolments in all schools in Manukau City, and in some
schools in the western part of the district this figure is as high as 70%.

The bilingualism of Samoan children in New Zealand has become the
subject of considerable professional and community interest in recent
times. This is because a high level of Samoan language use continues in
homes and communities while the use of several other community
languages has declined over time (Lameta-Tufuga, 1994: Shameem, this
volume; Tuafuti, 2000). Data from the 1996 and 2000 national censuses and
from a local research project (Bell et al., 2000, 2001) show that the Samoan
language is currently still secure in the middle generations above 35 years of
age. Most Samoan children still come to school from Samoan-speaking homes
as native speakers of Samoan (Bell et al., 2000, 2001; Hunkin-Tuiletufuga,
2001; Lameta-Tufuga, 1994). However, several of these researchers have
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also reported a small but rapidly growing percentage (perhaps around 5%)
who understand Samoan but do not speak it well. As a group, these
students have poor vocabulary knowledge and engage significantly in
language mixing, and recently, even show evidence of using English
grammatical features translated into Samoan (Bell et al., 2000, 2001;
Lameta-Tufuga, 1994: Tuafuti, 2000). Thus Samoan and other Pacific
languages show early signs of serious erosion amongst the school-age
population. There are predictions based on this and other research data that
– unless bilingual education programmes are established within the next
few years – several languages (notably Cook Island Mäori and Niuean) will
cease to have another generation of speakers (McCaffery, 2002; McCaffery
& Fuatavai, 2002).

In the last five years, the comparatively low academic achievement of
Pacific Island children has finally begun to receive attention from both
research and intervention programmes (Coxon et al., 2002; Education
Review Office, 1994, 1995; Elley, 1992; Esera, 2001; Flockton & Crooks, 2000,
2001; McCaffery & Fuatavai, 2002; Ministry of Education 2000, 2001).
Historically, both here and in other countries (Cummins, 1989), the blame
for language-minority educational failure has been placed on the students
and their families, their languages and cultures, rather than on the failure of
the education system to cater adequately for them.

While Samoan appears more secure than other Pacific languages, the
Auckland Samoan community, as represented by Ulimasao, is not being
complacent. In 1995, it began to strategically plan and implement measures
to promote the continued use of Samoan as a medium both for Samoan
social and cultural life and for promoting academic learning among their
pre-school and school-age population. It is significant, however, that the
prime motivation for Samoan bilingual education in schools does not come
at present from concerns about language loss. Rather, it is driven by
powerful and deeply embedded desires in most Samoan families for their
children to succeed academically at school.

Finlayson Park School
In New Zealand terms, Finlayson Park School in Manukau City is a very

large multi-ethnic primary school, with more than 900 students and 35
classrooms. The ethnic composition of the school is:

63% Mäori 27% Pacific Islands (26% Samoan)

5% Palangi* 5% other immigrants and ethnic groups

* Palangi refers to New Zealanders of European descent
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The school is classified as decile 1a, the lowest socio-economic category
of the Ministry of Education’s indicators for equity funding and support. In
spite of this, the school has many special features not found in most New
Zealand schools, especially those serving low socio-economic communi-
ties. It has a large hall funded by the community, its own purpose-built
health centre, a parents and community meeting room, a computer suite, a
very well-stocked library, an Early Childhood Centre/Crèche (owned and
operated by the school) for the children of staff and parents working in the
school, and its own school bus. It also employs its own school counsellor
and social worker. The school has long-standing special programmes for
students in: Special Needs, Special Abilities, ESOL, Bilingual Education,
Behaviour Management, Choir, Music, Mäori and Pacific Cultural groups,
and a strong and highly successful team sports programme. The school’s
mission statement says the school strives to provide a safe and caring
educational environment, which is both culturally sensitive and education-
ally challenging.

Like all other state schools, Finlayson Park is funded centrally by the
Ministry of Education, but administered locally by an elected parent Board
of Trustees that is required to ensure that the school follows National
Administration and National Curriculum guidelines. Within these general
guidelines there is substantial scope for local initiatives, including the
teaching and use of community languages as media of instruction. This
allows the Board of Trustees to be responsive to local community
aspirations and to be accountable to the community for its decisions. To this
end, the five Trustees of Finlayson Park make a local commitment after
each election to co-opt four additional members to ensure that there is a
representative of the Mäori and Samoan bilingual units and each of the
main ethnic groups in the school community.

The school has 92 full time and part-time staff including 45 teachers and
other support professionals. Staff and children are organised into seven
teaching teams or syndicates. Among them are Te Huringa (the Mäori
immersion unit), which has seven classes. There is also a dual-medium
bilingual Mäori/English unit with four teachers. O le Taiala has five
classes, whose staff are appointed for their teaching expertise and knowl-
edge in both Samoan and English. Almost 40% of the school’s classroom
teaching staff are therefore directly involved in bilingual education. The
school’s policies strongly support bilingualism, and value all children’s
home languages and cultures. All staff are required to attend professional
development sessions and/or programmes on bilingualism and bilingual
education, and to model respect for the languages and cultures of parents
and children. There is a strong commitment to promoting tolerance, under-
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standing and respect between members of all cultures in the school
(Finlayson Park School Board of Trustees 2001). The role of the school’s
principal in developing a shared vision and collective commitment by all
groups in the school community cannot be overestimated.

By 2003, there were more than 20 Samoan bilingual units in New
Zealand schools. To the best of our knowledge, only two units had at that
time chosen to develop full dual-medium biliteracy as their major strategy
towards greater academic achievement for their students. None of them
had been established or operated with any additional funding from the
Ministry of Education as in 2003 there was no national policy in existence
for Pacific bilingual education. It is our hope that policy, funding and other
support measures will be in place shortly (McCaffery & Tuafuti, 1998;
McCaffery & Fuatavai, 2002; NZEI, 2002). O le Taiala, then, has been largely
resourced, operated and funded entirely through the hard work and deter-
mination of the Finlayson Park School community and this project team.

Empowerment and Partnership with Samoan Parents and
Community

As educators passionate for bilingual education and empowerment
programmes for parents and minority communities, we know from experi-
ence that it is impossible to isolate teaching from families (Bastiani &
Wolfendale, 2000; Shore, 1992). We cannot teach and learn in a vacuum. As
Tuafuti (2000: 12) says, ‘it is impossible to teach part of a language and
culture without understanding how that particular part fits into the whole
Samoan family and society’.

Samoan parents want the best education for their children, and this is
one of the main reasons why they migrate to New Zealand. However, when
failure occurs, teachers blame the parents and their language and culture.
Parents in turn blame their children. Some Samoan parents punish their
children when they fail their school subjects. The parents believe that
failure is the fault of the child, or themselves, and it brings shame on the
family and community (Jones, 1991). Many parents want to help their chil-
dren, but have no idea how to do so. Many have some ideas, but are not sure
of the best way they can help their children succeed (Tuafuti, 2000).
Finlayson Park School has used Cummins’ model, together with parent-
partnership models (Bastiani & Wolfendale, 2000; McAllister Swap, 1993;
Vopat, 1994; Wolfendale, 1989), to overcome the mismatch between school
culture and expectations, and Samoan culture and expectations, with a
view to empowering the school’s Samoan parents and community.

The same principles apply to teachers’ work with Samoan students.
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Teachers need to understand the place and role of the students’ first
language, their bilingualism, their conceptual and cultural experiences,
and how these aspects can be used in the second-language acquisition
process. Samoan students also have strong spiritual beliefs and need to
grow socially and emotionally. They need to see these holistically validated
at school. Without such understanding, schools treat students as partial
people and fail to recognise their full being.

The most important empowerment strategy has been the formation and
involvement of Ulimasao, the joint teacher and community, which since its
inception in 1995 has aimed to:

• promote the interests, rights and involvement of learners and their
parents from Pacific nations;

• provide a shared forum for parents, community and teachers to work
together;

• reaffirm and encourage the language maintenance of all Pacific Island
learners;

• promote bilingual education, bilingual biliteracy and academic
achievement;

• assist Pacific Island educators to undertake professional study and
research on bilingual education and language maintenance issues.

Ulimasao has been crucial in supporting Finlayson Park School in its
quest to raise the academic achievements of O le Taiala children, strengthen
their Faasamoa and assist them to be proud of being Samoan. Workshops,
seminars, large and small conferences for parents, staff and community
members have covered topics such as: understanding the New Zealand
education system and the school, its programme, policies, organisation and
operation; encouraging partnership with teachers; promoting empowerment
philosophies and beliefs; voicing community concerns and developing the
understanding that it is a right to ask questions and challenge the school;
promoting reading and writing and Samoan literacy in the home; making
first-language resources; implementing the Samoan language curriculum;
promoting excellence in English and in academic development; and
supporting the study of bilingual education (research, approaches, meth-
odology, case studies, learning and teaching strategies, etc.).

Cummins (1986) argues that parents must be central and full partners
with school in the education of children, not extras, left-overs, fill-ins. He
cites the success of partnership ‘Family Literacy’ reading schemes in Great
Britain as evidence of the power of teacher–parent partnership. A brief
examination follows of the home–school partnership at Finlayson Park,
which has drawn inspiration from the work of McAllister Swap’s (1993),
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‘new vision partnership model’. The model’s primary goal is for the ‘school
and community to work together to accomplish a common mission, gener-
ally for all children in school to achieve success’ (McAllister Swap, 1993:
49). This is the level at which Finlayson Park School is working.

Accomplishing the joint mission requires two things. First, it requires a
re-visioning of the school environment and a need to discover new policies
and practices, structures, roles, relationships, and attitudes in order to realise
the vision. Second, it requires collaboration among parents, community
representatives and educators. Because the task is very challenging and
requires many resources, none of these groups acting alone can accomplish it.

Thus a very powerful approach to achieving change has been estab-
lished at Finlayson Park – one that incorporates the community centrally in
the developments and encourages their vision and hopes and dreams to be
central to the project. Parents want their children to succeed in both worlds
– the mainstream world and their world as Samoans. In other words, they
want their children to be balanced bilingual learners: academically, socially,
culturally, physically and spiritually. O le Taiala therefore provides a
holistic approach to supporting Faasamoa that recognises and values all
aspects of the students’ lives. Many other New Zealand schools are
unaware, unable or unwilling to do this. The Samoan parents’ vision
became a shared vision among the school’s principal and senior manage-
ment team, the teachers, the Board of Trustees, Ulimasao, the students of O
le Taiala unit and the advisers supporting the project. As Vopat (1994: 8)
says, ‘parents, teachers and school need to honour the primary relationship
they all have in common: in learning and how to ensure its success’.

Communication between school and the O le Taiala parents is more
productive and meaningful because the school has made the move to meet
parents half way. Both languages, Samoan and English, have been used as
much as possible in meetings, discussions, notices, assemblies and official
functions and ceremonies. This strategy of bilingual communication also
supports literacy in both Samoan and English for children and parents.
Cultural understanding of both school culture and expectations, and the
Samoan culture and parents’ expectations has created broader empower-
ment rather than subtractive assimilation. It supports greater tolerance and
acceptance of the diversity of children’s backgrounds.

There are many personal development opportunities for teachers,
children and parents alike. When they are able to use their first language,
Samoan parents are more relaxed during workshops. They are also
proactive and readily question the teachers if they do not understand
notices or teachers’ comments regarding their children’s school reports.
Parents and teachers work well together in both formal and informal
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settings and situations. Vopat (1994: 9) notes that: ‘working together
sounds great, but is really only feasible when those who are expected to be
together know and feel comfortable with each other’. This comfort is
evident in the relationship and partnerships between the Samoan commu-
nity and O le Taiala and the whole school.

As experienced educators, we believe that children’s first teachers are
their parents. In the Samoan cultural context, parents – together with the
whole extended family – welcome their children into the world and take
them through a process of holistic learning where everyone in the extended
family is involved. This is now the reality in O le Taiala.

Reading Research Conducted on O le Taiala Students
In order to build a comprehensive picture of students’ achievements, we

have drawn on both quantitative and qualitative information on the work
of the unit and students’ development in reading. Preliminary quantitative
data are now available that confirm intuitions that reading levels in both
languages have been rising close to students’ chronological ages. The data
for this chapter came from three main sources. The first two sources are
research studies (Aukuso, 2002; Esera, 2001), and the third source is the
school’s own reading assessment data. Qualitative data came from inter-
views, observations and participant observation within an action research
paradigm. Because the focus of this review is on the students of O le Taiala,
we have placed greater emphasis on student issues and achievement in
English rather than on the many Samoan achievements and other related
factors that emerged from the rich sources of data we now have access to.

The Esera study
Esera (2001) describes his research as an exploratory comparative study

of the acquisition of English language proficiency. He sought to identify the
key language components (listening, speaking, reading and writing), poli-
cies and practices in both Samoan and English that appear to be effective in
raising children’s academic development. His study provides a rich source
of quantitative and qualitative information on reading assessment, and
many other issues.

Esera employed a Year 6 sample that comprised 20 students from
different types of bilingual education in two primary schools in the same
decile 1a category. School 1 described its programme as a Samoan bilingual
programme in which Samoan was used as the medium of instruction for
half a day a week and also intermittently when Samoan was needed to
support students’ learning. School 2 in Esera’s study was Finlayson Park.
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Unlike School 1, the O le Taiala students were in a full dual-medium
programme where English and Samoan were each used for 50% of the time
in all matters relating to the curriculum. For the purposes of the study, ten
children from the Year 6 class in each school were randomly selected. All
students (except for one student in School 1) were Samoan and came from
Samoan-speaking homes. According to Esera, this close matching of
students allowed valid comparisons of the effects of schooling and the
different programme variables examined. Esera assessed and interviewed
all the students, and also interviewed approximately 15 administrators,
teachers and parents in both schools. He also observed the Year 6 class-
rooms in operation at both schools over several days in the middle of the
school year.

The Aukuso study
Aukuso (2002) set out to describe and explore the long-term effects on

students’ reading progress of a seven-year dual medium, Samoan and
English, reading programme. To this end, she studied two groups of 20
students, all from Finlayson Park, but in different programmes; one was O
le Taiala, and the other was an English-medium programme. In order to
ensure that the long-term effects of continuous participation in the
biliteracy programme could be accurately assessed, only students who
began at school in Year 1 were admitted to the sample. All the students were
Samoan and came from Samoan-speaking homes.

Aukuso uses the term Samoan bilingual students (SBS) for the first
group of 20 students from O le Taiala: five each from Years 3, 4, 5 and 6. The
students’ reading proficiency levels in both languages, as currently
measured by New Zealand schools, were independently assessed and
documented by Aukuso through the use of the IRI reading assessment
measure. The IRI (Informal reading Inventory) is an informal diagnostic
reading instrument, similar to a ‘running record’, that gives diagnostic
information and a reading age or level.

The parallel group of 20 students came from the English-medium main-
stream part of Finlayson Park School; five each from Years 3, 4, 5 and 6:
Aukuso refers to these as Samoan mainstream students (SMS). They
formed a matched control group allowing a more accurate assessment of
the effects of the O le Taiala bilingual programme on English reading
achievements. As students are enrolled in either bilingual or English-
medium programmes by Samoan parental choice, the matched control
group was purely fortuitous and avoided the usual concerns associated
with assigning students to control groups.

Data from both groups of students were collected early in the school year
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by Aukuso. and discussed, compared, evaluated and verified in partner-
ship with the school’s senior staff member responsible for the school’s
student assessment processes. The data were then further analysed and
interpreted in the light of research from the work of Cummins and
Nichols-McNeely (1987) and Collier (1995).

The school’s own reading assessment data
The Finlayson Park School Project Team comprised the staff of the school

and the authors of this report. Standard school reading assessment data
were gathered from four participant O le Taiala. classes of approximately 25
students each. Data were collated from the beginning and end of the school
year, for students in Years, 5, 6, 7 and 8. Longitudinal data for these students
over several years were also available. However, only the end-of-year data
are reported in this chapter.

Findings
Findings from the Esera study

Esera (2001: 138–146) reported that the O le Taiala students at Finlayson
Park (School 2) were achieving significantly higher levels of oracy and
literacy in both languages than their counterparts in School 1. Esera states
that the achievement of students from O le Taiala in English ‘suggested that
average reading age for all classes was above the chronological age of the
children’ (Esera, 2001: 122).

In School 1, standardised English Reading Vocabulary scores from the
Progress and Achievement Tests (Reid & Elley, 1991) showed all Samoan-
speaking students achieving at less than the 40th percentile. In reading
comprehension, 70% of the students scored less than the 50th percentile.
‘Students’ reading levels were well below national norms’ (Esera, 2001: 84).
Concerning writing skills, Esera states: ‘In general the writing lacked form
and structure ... nearly all the students had difficulties putting their
thoughts into language’ (Esera, 2001: 92).

Esera argued that his study has identified key factors that can be used to
promote successful bilingual/biliteracy programmes. He attributed the
high level of success, including success in English reading and writing, in
Finlayson Park to the following factors (not ranked in any order of
priority), all of which were strongly in evidence in O le Taiala.

• The continued use of Samoan language and literacy throughout the
entire eight years of primary school as essential for facilitating and
maintaining the acquisition of high levels of English literacy;
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• The acknowledgement and valuing of the student’s first language in
the unit and in the wider school, which emphasised positive effects on
students’ academic performance, their behaviour and their sense of
self.

• High levels of teacher fluency and competence in Samoan, together
with teacher knowledge, teaching skill and ongoing professional
development involving continuing study about bilingual education.

• Regular discussion and reflection by all involved, together with
support from the Project Team’s Advisory and research staff.

• The organisation of a unit as a team, a separate syndicate from the
mainstream school, together with a close physical proximity of all the
classes; this allowed and encouraged teachers to work collaboratively.

• The high levels of professional interest, support and commitment
from the principal and senior staff to articulate and promote a
bilingual and biliteracy vision.

• Aclearly articulated school-wide bilingual policy, achieved by shared
understanding among students, parents, and teachers alike.

Esera also reports important benefits from having a clear policy on
language use that keeps the languages separated during instruction by
time, place, person or purpose (Cummins, 2000; McCaffery & Fuatavai,
2002). The random code switching between English and Samoan used in
School 1 proved to be unhelpful. Finally, the effective engagement and
empowerment of parents in and through the programme at Finlayson Park
school was found also to be an essential component.

Findings from the Aukuso study
The following three figures (4.1–4.3) from Aukuso (2002) present her

major data on reading development at Year 6 gathered during the first three
months of the New Zealand school year. They will be discussed in detail in
the summary section below.

In brief, the average scores of the Samoan Bilingual Students (SBS) in the
Aukuso study demonstrate reading proficiency to grade age norms and
chronological ages in both Samoan and English in Years 5 and 6. For the
purpose of clarity in the following discussion, the SBS will be referred to as
the O le Taiala students.

The programme appears to assist O le Taiala students to achieve higher
individual reading levels by Year 6 (as well as consistently higher average
reading levels) than the Samoan Mainstream Students (SMS). O le Taiala
students are therefore acquiring literacy in both Samoan and English, with
their biliteracy having a significant positive impact upon their acquisition
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Figure 4.1 A comparison of reading levels/ages in both Samoan and
English with chronological ages of five Year 6 Samoan bilingual students
(SBS) from O le Taiala

Source: Adapted from Table 6.8 (Aukuso, 2002: 54)

13
12
11
10

9
8
7
6
5
4
3
2
1
0

F G H I JA B C D E

Students

A
g

e
(y

e
a

rs
)

Actual age Mainstream reading age Bilingual reading age

Figure 4.2 A comparison of English reading levels of five Year 6 Samoan
Bilingual Students (SBS) and five matched Samoan Mainstream Students
(SMS)

Source: Adapted from Tables 6.15 and 6.16 (Aukuso, 2002: 60)
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of English. They had completed three years of intensive literacy instruction
in their first language, Samoan, before the introduction of English reading,
yet still managed to reach chronological age norms in English some two
years later. Aukuso argues that this is further evidence that the interdepen-
dence language transfer model proposed by Cummins & Nichols-McNeely
(1987) has validity as an explanation for the ability of O le Taiala students to
transfer deep structure cognitive strategies from their first to their second
language.

Sociocultural factors described in the study also appeared to be very
important in the students’ academic achievement. In spite of coming from
low socio-economic backgrounds, the empowerment approach adopted by
the school appears to have helped overcome the now familiar and often
reported low academic achievements of Pacific Students in New Zealand
Schools (Elley, 1992; Esera, 2001; Ministry of Education, 2002a; Smith &
Elley, 1997: 112).
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Figure 4.3 A comparison of mean reading levels in Years 3 to 6 between 20
Samoan mainstream students (SMS) and 20 Samoan bilingual students
(SBS)

Source: Adapted from Table 6.17 (Aukuso, 2002: 62)
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These conclusions affirm the effectiveness, identified in local and inter-
national research, of long-term, well-organised and sensitively operated
dual-medium biliteracy approaches and models.

Findings from the Finlayson Park Project Team
The third source of quantitative data is from Finlayson Park School itself.

For a number of years, the school has monitored all childrens’ progress
twice a year using an Informal Reading Inventory or IRI (Smith & Elley,
1997: 91–93). These results cover all students in Years 5 to 8 who have been
at Finlayson Park over the full school year, which in New Zealand is from
February to December. The school data therefore include students who are
relative newcomers to the school and to the bilingual programme. In spite
of the presence of these newcomers, the school data also show that O le
Taiala students by Years 6 to 8 consistently read at levels at or above their
English chronological reading ages and grade-age norms. The Project
Team’s data are shown in Figure 4.4 – note that the mainstream programme
runs only to Year 6, while the English programme for bilingual students
begins in Year 3 and runs until Year 8.
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reading in English at or above their chronological ages
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Summary and Interpretations
All sources of reading assessment data were compared and reviewed by

the School Project Team and the general conclusions that were drawn are
presented below.

Reading in Samoan
Bearing in mind the limitations of the current Samoan IRIs (see below),

the Aukuso study indicates that O le Taiala students, on average, reached
Samoan chronological reading ages around Year 3. By Year 6, the Samoan
reading levels for all students were approximately 1–1.5 years above their
chronological ages, and continuing to rise rapidly. Their Samoan reading
levels remained significantly ahead of their reading levels in English until
midway between Years 5 and 6: at this point, the gap closed rapidly. Esera’s
study draws similar conclusions. No Samoan reading data are available yet
for Years 7 and 8.

Reading in English
During Year 5, the mean English reading levels of O le Taiala students

showed significant improvement: an improvement of almost 2 years
reading level in one school year. According to the Aukuso data, they caught
up with the SMS (Samoan mainstream students) in March–April of Year 5.
They then overtook the SMS: their average reading level being 10 months
above their chronological age. The gap between bilingual and mainstream
students then appeared to accelerate as the students moved further into the
Year 5 programme. Towards the end of Year 5, the English reading levels of
the O le Taiala students caught up with their Samoan reading levels. These
findings are consistent with other international research on biliteracy
development showing that biliteracy success in the second language takes
five to seven years to achieve (Cummins, 2000; Thomas & Collier, 1997,
2002). Esera’s data show that chronological age/grade age norms were
reached around Year 5.

At the beginning of the school year in Year 6, according to the Aukuso
study, 100% of the O le Taiala students read above their chronological ages,
on average by 1.75 years (Figure 4.1). The bilingual students were all
younger than students in their matched mainstream Year 6 sample. Figure
4.2 also shows a consistent lift in the reading levels of Year 6 O le Taiala
students, whereas the spread of SMS levels was far wider, with some still
reading below their chronological ages. Esera’s (2001) data also demon-
strated that by Year 6 all of O le Taiala students were reading above their
chronological age.
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At the end of Year 6, according to the school reading assessment data
(Figure 4.4), 6% of O le Taiala students were reading in English at their chro-
nological age and 71% were reading above it: a total of 77%. Those children
who were not achieving these levels were all late transfers in to the
programme, either from Samoa or from English-medium schools. Among
the SMS, a total of 72% were reading at (45%) or above (27%) their chrono-
logical age. Esera’s comparative data for the other mainstream school,
School 1, showed that most students there were reading well below their
chronological ages (Esera, 2001: 84).

By Year 7, according to school data, all O le Taiala students were reading
above their chronological ages. Comparisons with SMS can be made only
up to Year 6, as mainstream students leave Finlayson Park at the end of Year
6 and attend an intermediate school for Years 7 and 8 before going on to
high schools. The results for this group of SMS from Year 3 onwards, are,
however, very good in comparison with nationwide average New Zealand
literacy results for Pasifika students (Elley, 1992).

In Year 8, according to school data, all O le Taiala students who have
been there for more than two years are reading in English at their chrono-
logical ages.

O le Taiala’s Year 1 foundation students, who began when the unit
started in 1996, complete the full eight years of the programme at the end of
2003: they constitute the Year 7 SBS reported above. According to the school
records, 100% of them read above their chronological age. At the time of
writing, more complete results for these foundation students at Year 8 were
not available, and the full effects of the biliteracy programme await our
further attention.

Additional comment
The focus of the above discussion has been on the O le Taiala students.

However, as earlier noted, the reading achievements at or above chrono-
logical ages for the mainstream Samoan students (the SMS group) at
Finlayson Park School were 82% in Year 4, 88% in Year 5, and 72% in Year 6.
These figures are significantly higher than School 1 in Esera’s (2001) study
and also significantly higher than the national data on mean Pasifika
literacy achievement (Elley,1992: Flockton & Crooks, 2000, 2001). We
believe the reasons for this need further investigation. Perhaps the true
effectiveness of the bilingual/biliteracy programme may be revealed by
further comparative work with similar students in programmes in the
many mainstream schools that do not have the school-wide empowering
approaches, policies and programmes that prevail at Finlayson Park.
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Sources and Limitations of Reading Assessment Data
The data on students’ reading levels or reading ages gathered from all

three sources relied heavily on the Informal Prose Inventory (IPI), now
called the Informal Reading Inventory (IRI) (Smith & Elley, 1997: 91–93).
These are running records taken on a series of passages of high-interest
material, graded in levels of difficulty and followed by comprehension
questions. Increasing numbers of commercial publishers now produce IRIs
for schools in New Zealand. Schools most frequently use the IRIs to place
students within a one-year band. An example is the graded reading mate-
rials from the New Zealand School Journal, a Year 4–8 reading resource
supplied by the Ministry of Education. These materials are graded using
the Elley Noun Frequency Count (Elley & Croft, 1989, cited in Smith &
Elley, 1997), which provides a reading age that is usually correct to within
one level. The ability of the IRI instrument to place students at appropriate
reading levels, and the additional usefulness of IRIs for diagnosis and
consequent teaching, mean that the reading progress of most school
students in Years 4 to 8 is recorded in the form of data from IRIs.

However, a number of factors limit the ability of researchers to compare
data gathered from schools that use different IRI instruments. Neither the
range of instruments nor the results have systematically been compared,
and many of the IRIs currently used may not adequately deal with compre-
hension issues and oral vs. silent reading for testing purposes. These
factors prevent most researchers from being confident about their concur-
rent and construct validity and their reliability in producing standardised
scores that can be used in comparative studies.

Furthermore, the development and use of IRIs in Samoan reading are in
their very early stages. To the best of our knowledge, the only complete set
of IRIs in use is that developed by Tuafuti and the O le Taiala staff, which
has been under trial since 2000 at Finlayson Park. These Samoan IRIs are
based on the school’s own English IRIs, which use seven comprehension
questions ranging from closed direct-reference questions to open-ended
inference items. However, the Samoan set, like the National Education
Monitoring Project (NEMP) tests, currently uses only four questions
covering both open and closed comprehension (Flockton & Crooks, 2000,
2001). The early development of a standardised Samoan reading test will
probably depend on cooperation and cost sharing between New Zealand
and Samoa, where there is also an urgent need for reliable literacy indicators.

Esera (2001) used his own self-selected reading material in Samoan and
English to assess students in both schools. School 1 also had standardised
Progressive Achievement Tests (PAT) data (Reid & Elley, 1991) available for
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the assessment of reading in English. However, many multicultural schools
in New Zealand with large numbers of bilingual/ESOL (English for
speakers of other languages) learners in formative years have been reluc-
tant to use PAT testing, believing that – rather than signal progress and
achievement – the PAT tests have norms that do not provide for such
learners and simply suggest failure.

Aukuso and the Finlayson Park School Project Team used data from
non-standardised IRI formats devised within the school. This material was,
however, extensively trialled and cross-checked against other standard-
ised IRI material used by the school, and found to be accurate and reliable.
When the school’s IRI results were further cross-checked with results from
the BURT word reading test (Gilmore et al., 1981), the BURT test consis-
tently gave a higher reading age. Finlayson Park also adjusted the age band
used in the beginning-of-the-year tests to reflect the increasing age of the
students at the end of the year. Both these factors suggest that the school’s
English IRIs provide a conservative assessment of reading levels.

In the next phase of the project, we look forward to further confirmation of
these early indications of solid academic success on a wider range of stand-
ardised reading measures. Among the instruments that have been applied
by the school from 2003 onwards is a new standardised reading test, STAR
(Elley, 2000). This is proving to be a very reliable measure and will be used
either to cross-check results or as the primary data collection instrument.

Other Positive Features of O le Taiala
The report on Finlayson Park School by the Education Review Office

(2002) speaks very highly of the school’s achievements and those of O le
Taiala and its students. Specific positive features noted by the school and
external researchers (Aukuso, 2002; Esera, 2001) as outcomes of the bilin-
gual programme relate to the students, their parents and the school staff.

Student attendance on a daily basis in the bilingual unit is considerably
higher than that of Samoan children in similar schools. Moreover, tran-
sience (moving from school to school) has decreased dramatically: 90% of
O le Taiala students have been at Finlayson Park since Year 1, compared
with only 20% of the mainstream students. Samoan families who leave the
school zone often travel long distances to return their children to O le Taiala
to continue their education. The children’s positive attitudes towards
school, schoolwork and education are noteworthy. The unit’s students
have made significant achievements in external competitions, such as the
Manukau district speech competitions and Australian Maths competitions.
The O le Taiala students do well in sports and other cultural competitions
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and events, and stand out from others in this respect. They carry a great
deal of responsibility both in the unit and in the wider school; many of them
play senior leadership roles as counsellors, peer mediators, role models
and tutors for others. Beyond the school context, these students are able to
maintain an active and valued membership of their family and community
organisations. Churches in particular report that bilingual children
continue to attend church and youth groups, and to adopt leadership roles
there too. They are able to operate biculturally, and interact confidently
with other children and adults from a range of cultures and backgrounds.
Support for O le Taiala from local churches and other Samoan organisations
is very strong.

When enrolling children at Finlayson Park, Samoan parents are now
able to observe the Samoan bilingual programme option and to discuss it
with staff, and they have a genuine choice. Most are choosing to enrol their
children in O le Taiala. Parent participation in and around the school has
increased dramatically. There is strong parental support for educational
trips and visits, fundraising and community events. Parents indicate that
they feel a real sense of ownership and control over their children’s educa-
tion. The requests to O le Taiala from other schools and organisations for
displays of bilingual work and cultural performances continue to grow.
This has helped build the students’ self-esteem and confidence. Finlayson
Park therefore enjoys the high levels of active and close scrutiny – and posi-
tive reporting – usually found only in New Zealand schools in high
socio-economic areas.

Relationships between children and their families, parents and teachers,
teachers and senior management are highly valued and positive. Senior
staff now find that Samoan parents have the confidence to approach the
school to ask questions and seek answers. The school attracts quality
teachers who want to share and participate in these bilingual values and
philosophy: they have a commitment both to the Samoan community’s
language, and to excellence in English literacy. The sick record of O le Taiala
teachers is very low in comparison with that of many other schools. Rela-
tionships within the unit are very good: the principal attributes this to
happy teachers and high levels of job satisfaction.

Where To From Here? Possible Developments at O le Taiala
Bilingual assessment measures need to be developed across the curric-

ulum at Finlayson Park. For example, formal Year 8 assessment across
several subject areas in both languages would provide useful summative
data on children’s achievement at graduation. The bilingual unit’s
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programme could also be evaluated by entering its students into a wider
range of external competitions, such as the Australian English and maths
competitions.

At the same time, work will continue on refining assessment procedures
in Samoan literacy and oracy, such as translating and adapting the SEKA
(School Entry Kit Assessment) and the Six Year Net diagnostic assessments
and using a standardised measure of reading assessment such as STAR
(Elley, 2000)

Official information for parents needs to be more readily available in
both Samoan and English: a regular bilingual school-wide newsletter
would be a start in this direction

The high degree of staff commitment to the school and the fostering of
positive relationships among teachers, and between teachers and the
parents and community, need to be continued, as should networking
through Ulimasao. Qualified bilingual teaching staff and teacher aides
should continue to be recruited, and one of these could be detailed to
produce more bilingual resource materials in various subject areas. A
booklet on O le Taiala orientation and professional competencies could also
be written as a first step towards the development of a Bilingual Teacher
Certificate. This certificate could then be accredited by the school, as there
are currently no national professional certification standards in New
Zealand for teachers in bilingual education.

There is also a need to continue to develop the links between O le Taiala
and the rest of the school. The school already runs ‘buddy classes’ and other
initiatives to encourage cross-unit and cross-ethnic friendships and to
assist relationships across the school.

A broad-based critical review of the work of the unit since 1996 could be
undertaken: the first Year 1 students enrolled at that time graduated at the
end of 2003. Such a review could identify the strengths and weaknesses of
the programme and identify issues that can be addressed over the next
eight years. In addition, the authors of this chapter plan to undertake a
longitudinal study of biliteracy development in O le Taiala using a combi-
nation of critical literacy philosophies and strategies derived from critical
pedagogies.

Planning for bilingual education provision in the secondary sector needs
to begin in earnest. There is currently no surrounding secondary/high
school that is willing, or able, to provide for the children’s continued bilin-
gual development. Recent research by Thomas and Collier (2002) shows
that continued bilingual education provision into secondary school is
essential for high levels of academic success in that sector.
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Conclusion
The students of O le Taiala are unique. They come from low-income,

Samoan-speaking homes – a background usually associated in New
Zealand with low levels of overall academic achievement. They have had
eight years of bilingual education, and have learned to listen, speak, read
and write in both Samoan and in English – the latter to levels that appear to
equate with their native English-speaking peers. They demonstrate an
ability to move easily and bi-culturally between the worlds of school, home
and the wider community. In the opinion of the school, they are
well-balanced creative, enthusiastic outgoing young people who play lead-
ership roles both inside the school and in the local churches and commu-
nity. They, their school, their parents and teachers all seek to model the
principles of empowerment that the project set out as essential minimum
criteria for the success of minority-language students. These principles
(Cummins 1989, 1996) are restated below:

• The students’ home language and culture are incorporated into the
school curriculum.

• The students, parents and community are able to participate in their
children’s education.

• The assessment policies and measures avoid locating problems in the
students and seek, wherever possible, to identify causes and explana-
tions in the structure and operation of schools and society.

There is still much work to be done. However, the vaa (canoe) of O le
Taiala that carries us on our journey has made great progress. O le Taiala
students came to school as five year olds in 1996. In 2003, they graduated
from eight years in the programme and left the school for the next part of
their voyage of discovery.

It is appropriate that we conclude our case study with some of their
voices:

Being an O le Taiala student is very special. It feels like a family.

I like knowing how to speak my own language so I can speak to people who can
speak Samoan.

I feel comfortable speaking in two languages because all my friends speak in two
languages and we all can understand what each of us is saying.

I progressed a lot in O le Taiala and I thank the teachers for it.

When I left and went to high school, I only got to speak Samoan when we were in
cultural groups or when we were with a group of Samoans.
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You can go to two speech competitions – Samoan and English.

I like to read and write in both languages. I would not go to mainstream because
they only speak one language.

You learn how to respect your own language and culture.

My first time at O le Taiala, I didn’t know that they were all Samoan. When the
teacher talked in Samoan, I was kind of happy.

I consider O le Taiala a very special place because we all act as one big family;
even though we do fight sometimes.

I consider myself very lucky to be in O le Taiala and I am proud to be a Samoan.
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Chapter 5

A Five-Year-Old Samoan Boy
Interacts with his Teacher in a New
Zealand Classroom

ELAINE W. VINE

Immigrant Children Learning English in Primary School
Mainstream Classes

In the USA, Carrasquillo and Rodriguez (2002) take the position that
immigrant children learning English should be in bilingual or ESL (English
as a second language) programmes. However, they acknowledge that such
students are often placed in mainstream classes, and they argue that, in
their class programmes, teachers need to address the students’ English
language development as well as their development in subject matter
content and skills.

In the UK, policy and practice have moved from placing immigrant
students who speak languages other than English in ‘special English’ classes
or centres, to including them in mainstream classes where class teachers
and special English teachers teach in ‘partnership’ to meet the needs of all
learners (Levine, 1990; Mohan et al., 2001) and/or with bilingual assistants
in a ‘support’ role (Martin-Jones & Saxena, 2001). Both English language
learning and curriculum learning take place in the mainstream. In practice,
the role of the language specialist is more often ‘support’ role than partner-
ship’ role both in primary (Martin-Jones & Saxena, 2001) and in secondary
(Creese, 2000) schools.

In Australia, as in the UK, policy and practice have moved from
providing separate specialist ESL classes, to ESL teachers providing
language support and team teaching in the mainstream (Mohan et al.,
2001). Clegg (1996) documents case studies of Australian, UK, USA and
Canadian primary school classrooms where ESL and class teachers work
together in mainstream classes.

In New Zealand, immigrant students are usually referred to as NESB
(non-English-speaking background) students, and the programmes that
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are provided for them as ESOL (English for speakers of other languages)
programmes (Kennedy & Dewar, 1997: 300). Although the importance of
first language maintenance is recognised by many staff working with
NESB students (Kennedy & Dewar, 1997: 244–247), it is not recognised in
The New Zealand Curriculum Framework (Ministry of Education, 1993), and
bilingual programmes for NESB students are very rare in New Zealand. As
in the USA, not even ESOL programmes or specialist ESOL support are
available to many NESB students. They are placed in mainstream classes,
and the mainstream class teachers have to cope as best they can. In many
cases, mainstream class teachers will have had little or no access to any
training in how to address the needs of NESB students. McCloskey (2002: 3)
reports an estimate that 45% of teachers in the USAhave English learners in
their classes, but only 12% of them have any training to work with such
students.

Language learning and content area learning are interdependent. The
following statement appears under ‘Language and Languages’ in ‘The
Essential Learning Areas’ section of The New Zealand Curriculum Frame-
work:

Language development is essential to intellectual growth. It enables us
to make sense of the world around us. The ability to use spoken and
written language effectively, to read and to listen, and to discern criti-
cally messages from television, film, the computer, and other visual
media is fundamental both to learning and to effective participation in
society and the workforce. (Ministry of Education, 1993: 10)

This ‘Language and Languages’ section links directly to the English and
te reo Mäori (Mäori language) curriculum documents, which dilutes the
strength of the statement. The statement should have been included in ‘The
Principles’ section of the document, where it would apply across the curric-
ulum. In an analysis of the New Zealand national curriculum statements,
Penton (1996) found extensive language expectations, both explicit and
implicit, across all curriculum areas.

The Curriculum Framework focuses on language as communication by
including ‘communication skills’ as an ‘essential skill’. However, Mercer
argues that:

Language is designed for doing something much more interesting than
transmitting information accurately from one brain to another: it allows
the mental resources of individuals to combine in a collective, communi-
cative intelligence which enables people to make better sense of the
world and to devise practical ways of dealing with it. (Mercer, 2000: 6)
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In the Curriculum Framework, the link between language and thinking
and learning is at best implicit, and at worst lost. Language in the curric-
ulum should be seen not just as the means by which students communicate
what they are doing, but also as the means by which they develop their
thinking and learning.

The English that NESB students need to participate effectively in social,
conversational situations is not the same as the English they need to partici-
pate effectively in academic situations (Cummins, 1994). Teachers need to
ensure that NESB students are supported as they develop the proficiency to
participate effectively in both types of situation.

English is used differently in different curriculum contexts (Carrasquillo
& Rodriguez, 2002; Forman et al., 1997; Gillham, 1986; Lemke, 1990; Mohan,
1986; Vine, 1984, 1985, 1997). Students need to learn how to use language
effectively to do social studies or maths, or any other subject. Mainstream
teachers need to provide for teaching and learning the language of curric-
ulum areas for all students, but particularly for NESB students.

Learning a language takes a long time. Studies in the USA (Collier, 1987,
1989) and Canada (Cummins, 1981) indicate that, while immigrant chil-
dren can develop appropriate conversational skills in two years or so, they
can take four to nine years to reach an adequate level of academic English
proficiency. Even where ESOL programmes and/or specialist ESOL
support is available in New Zealand schools, it is not provided over such a
long time period. Thus mainstream teachers need to take responsibility for
supporting language learning over the long period needed to develop
proficiency in using English in academic situations.

Fa’afetai
At the time of the study, Fa’afetai was five years old. His family had

immigrated to New Zealand from Samoa. At least three languages were in
use in his home among members of his extended family: Samoan, Niuean
and English. Fa’afetai had been attending a mainstream class at school for
about six weeks. English was the main medium of instruction at school,
and Fa’afetai was in the early stages of learning English.

The Case Study
This study investigates opportunities for learning available to Fa’afetai

in a mainstream class. Following the ideas of Vygotsky (1978) and others
such as Lave and Wenger (1991), Rogoff (1990, 1995), Wells (1999) and
Wertsch (1991), learning is viewed as a sociocultural process that is
constructed between and among people, and occurs through joint activity.
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Language is seen as the main tool that mediates learning. Thus, this study
focuses on interactions in the classroom as possible opportunities for
learning.

The study has drawn on the work of the Santa Barbara Classroom
Discourse Group (see, for example, Santa Barbara Classroom Discourse
Group, 1992a, 1992b; Green & Dixon, 1993; Tuyay et al., 1995; Crawford et
al., 1997). This takes an ethnographic perspective on understanding:

... how everyday life in classrooms is constructed by members through their
interactions, verbal and other, and how these constructions influence what
students have opportunities to access, accomplish, and thus ‘learn’ in
schools. (Green & Dixon, 1993: 231)

I examine how Fa’afetai and his teacher constructed opportunities for
learning the languaculture (Agar, 1994) of the class. Agar coined the term
‘languaculture’ to encapsulate what he sees as the necessary link between
language and culture. Furthermore, I situate Fa’afetai’s case study within
the context of a social studies curriculum unit in a mainstream class at
Roadrunner School, a primary school in New Zealand, taking account of
the view that in order to understand what is going on in a classroom, we
also need to look at the institutional context (Gebhard, 1999).

The data come from a collaborative research programme, called
Educational Research Underpinning Development in Teacher Education
(ERUDITE) (Alton-Lee, 1999; Alton-Lee et al., 2001). ERUDITE used a
microethnographic data collection process developed by Alton-Lee and
Nuthall (1992) in their classroom research methodology. This study follows
very closely the events and discourse of one curriculum unit of study in a
class. Multiple video, audio, and observational records of classroom life
during the unit allow for a close analysis of the experiences of the children
and the teacher, and their use of language during the unit. Information
beyond the classroom comes primarily from interviews with the class
teacher and with other members of the school staff.

Roadrunner School
Roadrunner School (a pseudonym) is a state primary school on the

outskirts of a metropolitan area adjoining the capital city, Wellington.
Roadrunner’s mission statement from its school charter is ‘To provide a
learning environment that will develop positive self-esteem and guide
children towards attaining their full potential.’

At the time of this study, Roadrunner catered for five to eleven year olds
and had six classes, six full-time teachers, a non-teaching principal, and
two teacher aides. There were 125 children enrolled at the school, of whom
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64% were Pakeha (New Zealanders of European descent), 26% Mäori, 6%
Samoan, 2% Tokelauan and 2% Rarotongan. The ethnicities reported here
are those entered by the children’s parents in the school’s enrolment
records.

The Ministry of Education had assessed Roadrunner School as a decile 3
school on its socio-economic indicator for schools (a 1–10 scale on which a
decile 1 school is judged to draw on a community of the lowest socio-
economic mix). Deciles 1–3 are classified in the low socio-economic band.

Ms Nikora’s class
The data reported here were collected during a social studies curriculum

unit in Fa’afetai’s Year 0/1 class of five-year-old school beginners. There
were 18 children in the class, eight girls and ten boys. The class teacher was
Ms Nikora, who was Mäori and spoke Mäori but not Samoan. Almost half
the children in the class were Mäori; some of them spoke Mäori, but others
spoke little or none. There was one Samoan child in the class other than
Fa’afetai; she spoke English but not Samoan. The rest of the children were
English-speaking European New Zealanders. The names of all participants
are pseudonyms.

For Ms Nikora and all the children except Fa’afetai, English was their
main language of use. English was the main medium of instruction at
school, and Mäori was also used in the class.

Having a new class member was not unusual, because New Zealand has
a policy of continuous entry to school. Children begin school at any time
during the year, as they turn five. At the time of the study, Fa’afetai was the
most recent entrant in the class, but three other children had entered in the
month before him, and two in the month before that. What was unusual for
the class was that Fa’afetai was a beginner at learning English. This was
also new for Ms Nikora. She was an experienced teacher and the Deputy
Principal of the school, but she had never before had an English beginner
join her class. It was also unusual for this school, and the school had no
ESOL policy or programme.

Ms Nikora’s classroom had a large mat on the floor in a very central posi-
tion right in front of the board. Almost all whole-class activities took place
on the mat, and a lot of pair and small group work took place there as well.
The children were grouped together, the teacher explained what was to
happen, and then they worked together in pairs or small groups on the mat.
There were also some small tables and chairs in the classroom and other
designated zones for activities such as painting and library work.
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The social studies curriculum unit
The study focused on a social studies curriculum unit entitled

‘Christmas in Hospital’. This was designed by Ms Nikora, who wanted to
focus on what Christmas means to different people and the different ways
that people experience it in the diverse community she was working in. She
also wanted to address physical disability, which was relevant and real to
the children because they all knew Zack, an older boy at the school who had
spina bifida and used a wheelchair. Ms Nikora found a teaching resource
that connected the two issues: a set of pictures and accompanying story
about Tyler, a boy who had spina bifida and had to spend a Christmas in
hospital (Smythe, 1996). Through the unit of study, Ms Nikora connected
Tyler’s story, Zack’s experience, the children’s experiences with Zack, the
experience of classroom visitors from community health institutions, the
children’s personal experiences of hospitals, and the children’s personal
experiences of Christmas (Alton-Lee et al., 2000; Alton-Lee et al., 2001; Vine
et al., 2000).

Ms Nikora chose to work intensively on the ‘Christmas in Hospital’ unit
with her class over three school days in one week towards the end of the
school year, which in New Zealand is December. The class worked on the
unit for three sessions of about an hour each on each of the three days, for a
total of nine hours and eighteen minutes of class time. The first session each
day was in the first half of the morning, about 9.30 am to 10.30 am, followed
by a morning tea break. The second session was in the second half of the
morning, about 11.00 am to noon. The third session was after the lunch
break, about 1.30pm to 2.30pm.

Interactions between Fa’afetai and Ms Nikora
I have chosen to explore one-to-one spoken interactions between

Fa’afetai and Ms Nikora during the social studies unit as a site for learning.
New Zealand teachers who work with NESB students believe that
one-to-one interaction is important in fostering their learning (Kennedy &
Dewar, 1997: 221–224). I define ‘one-to-one’ not by who is present, but by
who is addressing whom. Other children, or indeed the whole class, may
have been immediately present but, if Ms Nikora directly addressed
Fa’afetai, or if Fa’afetai directly addressed Ms Nikora, I have included the
interaction as ‘one-to-one’. I have examined the opportunities those inter-
actions provided for Fa’afetai’s learning of English, social studies content,
and the practices he needed to participate in the curriculum unit. I explore
how they jointly searched for shared contextual understanding to underpin
their sense-making processes (Mercer, 2000).

A Samoan Boy in a New Zealand Classroom 113

119
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:37

Color profile: Disabled
Composite  Default screen



I focus on interactions in which Fa’afetai and Ms Nikora were
addressing aspects of the social studies content of the curriculum unit.
Wells (1996) identifies two levels, macro and micro, at which teachers
realise in practice their responsibilities to their students:

At the macro level, the teacher is the chief initiator and is responsible,
among other things, for selecting the themes for curricular units and the
activities through which they are to be addressed ...

At the micro level, by contrast, teaching can be characterised much more
in terms of response. Having created the setting and provided the chal-
lenge, the teacher observes how students take it up, both individually
and collectively, and acts to assist them in whatever way seems most
appropriate to enable them to achieve the goals that have been negoti-
ated. (Wells, 1996: 83)

The focus in this study is at the micro level of one-to-one spoken interac-
tions between Fa’afetai and Ms Nikora. These were the times when
Fa’afetai and Ms Nikora were orienting specifically to each other, so they
were likely to be attending to the languaculture of the class (since Fa’afetai
was a beginner at learning English and Ms Nikora did not speak Samoan).

While the focus is at the micro level, this account also situates interac-
tions at the macro level. Clearly these were not all the opportunities for
learning available to Fa’afetai. However, my concern in this instance is to
explore how their interactions might have mediated Fa’afetai’s learning
through examining what opportunities Ms Nikora and Fa’afetai con-
structed for learning aspects of the languaculture of the class, and how they
constructed the opportunities.

Transcripts as Representations of Interactions
The research team transcribed video and audio data from the three days

of the curriculum unit. Research assistants transcribed all of the data, and
researchers transcribed some sections in parallel with the research assis-
tants and checked other sections of their transcriptions.

When transcribing, we tried to represent what we could see and hear
from the audio and videotapes, that is, the participants’ utterances and acts.
In this process, we attempted to minimise interpretation, while recognising
that it is impossible to avoid it entirely (Ochs, 1979; Green et al., 1997; Baker,
1997). We took this approach for two reasons. Erickson (1986) calls qualita-
tive research ‘interpretive’, because interpretation is at the centre of the
research process. It is important to make the nature of that interpretation as
evident as possible. The second reason is that the whole project was a
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collaborative one, with different members of the research team drawing on
the data to follow their own research questions. We found that the
approach we took allowed us to recognise explicitly that interpretations are
contestable, and helped to ensure that we held each other accountable for
supporting our interpretations from the available evidence.

Transcript conventions
In the transcripts included in this chapter, the first column shows real

time (in hour, minutes and 15 second intervals, e.g. 09:33:45). The second
column shows speaker and addressee, e.g. MsN/F indicates that Ms
Nikora is speaking and she appears to be addressing Fa’afetai. The third
column shows the speakers’ utterances.

? rising intonation

underline part of an utterance that occurred at the same time as
another utterance

(softly) brief description of how the utterance was said

[F smiles] brief description of what participants were doing, on the
same line if utterance and action were simultaneous, on a
new line if theywere sequential

{MsN continues} brief description of interruptions to or continuations of
transcribed interactions

The transcripts have allowed us to search for and identify key events
relating to participants in the ongoing life of the classroom. Identification of
key events has then been checked by reference to the actual data, the video-
tapes and audiotapes. Description, analysis and discussion of the data
draw not only on the transcripts but also on the videotapes and audiotapes
on which the transcripts are based.

Managing Fa’afetai’s access to the floor in whole class situations
In early work on classroom interaction, Sinclair and Coulthard (1975) in

the UK and Mehan (1979) in the USAshowed how teachers control the floor
in their classrooms. Recently, Martin-Jones and Saxena (2001) have shown
how class teachers even control the access of other teachers and teaching
assistants to the floor in their classrooms. Control of access to the floor is
thus an important aspect of classroom life. Let us consider how Ms Nikora
and Fa’afetai managed his access to the floor in class, thus affording oppor-
tunities for them to talk about curriculum content-related material.

Ms Nikora began the social studies curriculum unit with an activity in
which the children worked in pairs to solve and talk about a Father
Christmas jigsaw puzzle. After the puzzle activity, and packing up and
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putting away the puzzles, Ms Nikora began a whole class activity. She had
the class sit in a circle and she said to them, ‘We’re going to go round in a
circle and I’m going to ask you what you think our study might be about
from the jigsaw puzzle.’ Huhana was sitting next to Fa’afetai in the circle.
Ms Nikora called on Huhana first to ask what she thought it (the study)
might be about. Huhana said ‘Father Christmas’. Ms Nikora then went
around the circle away from Fa’afetai, which meant that she called on him
last. Other responses were: puzzles, sleigh, presents, parrot, Christmas
‘contation’, Christmas tree, Christmas decorations, hospitals. For all this
time, Fa’afetai had been looking at Ms Nikora or at the large sheet of paper
on a display easel on which she was writing the children’s responses, or
briefly from time to time, at Huhana who was sitting next to him. Finally,
Ms Nikora called on Fa’afetai:

Example 1: Interaction 1.4 – Talking about the study

09:40:30 [F is watching MsN]
MsN/F: Fa’afetai what do you think it’s going to be about?
F/MsN: Christmas tree

[F smiles and rocks back]
MsN/F: a Christmas tree

that’s great
MsN/class: ok stand up please

[F stands up]

Ms Nikora allowed Fa’afetai access to the floor in this whole class
activity by allocating him a turn by nominating him. Furthermore, Ms
Nikora had already noted some shared contextual understanding with
Fa’afetai in her interaction with him during the previous jigsaw activity in
pairs. She heard him say the words ‘Christmas’ and ‘Christmas tree’,
although she acknowledged only one of his utterances at that time.

By leaving Fa’afetai till last in this circle activity, Ms Nikora gave him
many opportunities to see and hear other children responding. She was
establishing further shared contextual understanding here of what the
activity was and how to participate in it appropriately. Fa’afetai was
supported by the predictable (taking turns around the circle) and repetitive
(asking and answering the same question) nature of the activity.

When it was his turn, Fa’afetai responded appropriately, both in terms of
curriculum content and in terms of English, thus demonstrating to himself
and others that he was a legitimate participant in this particular class
activity. Ms Nikora gave Fa’afetai access to the floor by nominating him,
drawing on their shared contextual understanding to create an opportunity
for him. Fa’afetai drew on this understanding to take up that opportunity.
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Alittle later in Session 1, Ms Nikora had asked the children to talk with a
partner about ‘what you think is happening in this picture’. The picture
was a close-up of a sleeping face, Tyler sleeping with his head on a pillow
and the bed covers up to his shoulders. After the partner activity, Ms
Nikora gained the attention of the class by clapping, and as she spoke the
children moved closer to her to form a class group.

Example 2: Interaction 1.8 – Tyler might die

09:46:00 MsN/class: hands up if you can tell me what you think is
happening in the picture [F and William are sitting
outside the class group]

MsN/F: um Fa’afetai what do you think is happening in
there [F turns his head to MsN when he hears his
name]

M/MsN: he might die
MsN/F: pardon Fa’afetai
F/MsN: might die (very softly)

he might die (very softly)
MsN/F: he’s going to sleep

09:46:15 yes that’s right you told me that he was going to
sleep [F is looking at MsN, he leans away from
William
and sits up straight]

MsN/Ba: what do you think Barry

This time in the class group, Ms Nikora called on Fa’afetai first. When
she nominated him, he transferred his attention from William to her. He
had just given her an appropriate response to this question in a one-to-one
interaction during the previous partner activity. Monique usurped
Fa’afetai’s turn with her unsolicited response. But Ms Nikora did not
acknowledge Monique’s turn. Instead, she re-established Fa’afetai’s turn
by nominating him again. Fa’afetai responded by copying Monique’s
unsolicited response but he did this so quietly that Ms Nikora could not
hear him. She responded to him as if he had given the same response as in
their previous interaction and she used the same sentence in confirming his
contribution, linking it explicitly to the shared understanding they had
arrived at then: ‘you told me that he was going to sleep’ (09:46:15).

In both these interactions with Fa’afetai, 1.4 (Example 1) and 1.8
(Example 2), Ms Nikora drew directly on the previous partner activities as a
basis for class discussion. In the previous interactions she noticed or estab-
lished a shared contextual understanding with him, and she drew on that
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to include him as a legitimate participant in the subsequent whole class
activity. Furthermore, in 1.8, she included Fa’afetai in the class activity by
keeping the floor open for him, in spite of Monique’s unsolicited response
to her question.

There are differences, though, between 1.4 and 1.8. In 1.4, Ms Nikora
used a ‘round the circle’ format to allocate turns. This meant that she could
provide repeated opportunities for Fa’afetai to observe others answering
the same question within a predictable turn allocation process. At the
beginning of this process and throughout it, Fa’afetai focused his attention
on Ms Nikora and on the paper she was recording the children’s responses
on. However, in 1.8, Ms Nikora opted for a ‘hands up’ process of bidding
for a turn. At the beginning of this process, Fa’afetai was sitting outside the
class group, and his attention was not focused on Ms Nikora. In this case,
she called on him first, even though he had not made a bid for a turn,
perhaps to draw him into the class group.

Fa’afetai also played his part in gaining access to the floor in whole class
situations. At the beginning of Session 4, the children were sitting in a
group on the mat in front of Ms Nikora. Ms Nikora had asked the class to
remember what they had learned on the previous day. William, who was
sitting next to Fa’afetai, had contributed ‘spina bifida’:

Example 3: Interaction 4.1 – Spina bifida

09:30:45 MsN/class: can we all say that
class/MsN: spina bifida
MsN/class: can anyone remember
F/MsN spina bifida (loudly)
MsN/class: anyone remember what spina bifida is [F covers

his mouth with his hands, rocks slightly and smiles]
can anyone remember [W puts his hand up]
ok William [F puts his hand straight up in the air]

09:31:00 would you like to explain [W puts his hand down,
F looks at W and puts his hand down]

F/?: oh (softly)
W/MsN: you have a bend in your backbone
MsN/W: mmhm
MsN/class: is there anything else that anyone else would like

to add [F looks at the board, then MsN, he puts his
hand up]

MsN/F: Fa’afetai [F puts his hand down to his mouth]
F/MsN: uh [F smiles]
MsN/class: ok [F shakes his head]
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{Ms Nikora goes on to take contributions from
other children}

Fa’afetai used a strategy here of copying what other children were
doing. He was searching for an understanding of how to participate effec-
tively in this context. The other children all said ‘spina bifida’ out loud
(09:30:45) and Fa’afetai did too, but just after the others so he overlapped
with Ms Nikora’s next turn. Covering his mouth with his hand, rocking and
smiling, all suggest that he realised that he had got the timing wrong.

When Ms Nikora asked her question, William put his hand up, the only
child to do so (09:30:45). Fa’afetai then put his hand up too, just as Ms
Nikora was nominating William. Fa’afetai showed his understanding of
the nominating practice by putting his hand down when William was
nominated. Evidence that he understood the practice, and was not simply
copying William again is that Fa’afetai said ‘oh’ softly.

When Ms Nikora solicited bids again by saying ‘is there anything else
that anyone else would like to add?’ (09:31:00), Fa’afetai put his hand up
again. This time he was not copying anyone else because he was the only
one to put his hand up. Ms Nikora nominated him. He had made a
successful bid for the floor this time, but then he did not take his turn,
though he showed that he understood he was supposed to by putting his
hand down to his mouth, saying ‘uh’ and smiling. As Ms Nikora moved to
go on with the lesson, saying ‘ok’, Fa’afetai shook his head, again signalling
that he realised he had not yet got his participation in this practice quite
right. Mehan (1979: 139) claims that ‘effective participation in classroom
lessons involves the integration of interactional skills and academic knowl-
edge’, and he describes what Fa’afetai did here as ‘form without content’
(Mehan, 1979: 137). In this instance, Fa’afetai showed that he knew how to
gain access to the floor, but he did not know what to do with it once he had it.

Throughout this interaction, Ms Nikora was focusing on the content of
the social studies curriculum unit, while Fa’afetai was focusing on how to
participate in the ongoing activity. Fa’afetai was searching for under-
standing of the choral-response practice and the turn-bidding practice as
ways of gaining access to the floor, while Ms Nikora and the other children
were treating these as taken-for-granted aspects of their shared contextual
understanding.

Managing Fa’afetai’s access to the floor in small group situations
In Session 7, Ms Nikora had a discussion with the class about pictures in

the Tyler series. Then she spread the pictures around on the floor and asked
the children to walk around and talk about the pictures with a partner. She
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bent down beside Fa’afetai, who was looking at a picture. The picture
showed Tyler sitting up in a hospital bed, a tray of toys on the bed, and
Tyler’s mother standing beside the bed holding a helicopter bubble
machine for Tyler to make bubbles. Ms Nikora initiated an interaction with
Fa’afetai:

Example 4: Interaction 7.13 – Blowing bubbles

09:56:15 MsN/F: Fa’afetai
what’s happening in this picture?
what’s Tyler doing in this picture?

F/MsN: uuhh
09:56:30 Ba/MsN: blowing bubbles

MsN/F: have we blown bubbles before? [F is looking at the
picture]

F/MsN: blow bubbles
MsN/F: blow bubbles
F/MsN: ooh nooo [F points to helicopter bubble machine

in picture]
MsN/F: yes

that’s a special one that makes bubbles
how did we blow the bubbles

F/MsN: weeee [shakes head]
MsN/F: how did we blow the bubbles [F looks up at MsN]

09:56:45 we went
[MsN makes a circle with thumb and forefinger
and blows, puts her arm up then shakes her
fingers down]
[F makes a circle with his thumb and forefinger
and blows through it]
[MsN blows twice]
yes that’s right and they went up in the air didn’t
they?
they went right up
right up to the roof and right down
[F blows hard]

Ms Nikora gave Fa’afetai access to the floor by nominating him and
asking a question, ‘what’s happening in the picture?’ In this first question
to Fa’afetai, she focused him on the activity (responding to the picture) and
the curriculum content (what is happening in the picture). Wertsch (1985)
calls this ‘introducing a referential perspective’. When people refer to
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things, they have a choice of ways to do so. These range from using expres-
sions that involve strategy-based referential perspectives, where their
communicative partner needs to understand the purpose of the task they
are engaged in to understand the expressions, to using deictic expressions
(such as non-verbal or verbal pointing) that allow their communicative
partner to understand what they are talking about without necessarily
understanding the nature or purpose of the task. In order to understand
what Ms Nikora means by ‘what do you think is happening in the picture?’,
Fa’afetai needs to understand the purpose of the task they are engaged in
and be aware of appropriate strategies for completing the task.

Ms Nikora then held the floor open for him by rephrasing her question,
using a specific reference that related more closely to the picture, ‘what’s
Tyler doing in this picture?’ (09:56:15). When a child appears not to under-
stand, an adult often responds by referring to other shared knowledge, in
this case, identifying Tyler in the picture. Ms Nikora was attempting to
build a shared contextual frame of reference with Fa’afetai, drawing on
their shared ‘common knowledge’ (Edwards & Mercer, 1987) that the boy
in the picture was Tyler.

After her second question, Fa’afetai signalled that he understood that it
was his turn to speak by saying ‘uuhh’. Barry usurped Fa’afetai’s turn and
answered Ms Nikora’s question. Ms Nikora drew on Barry’s answer, but
continued speaking to Fa’afetai. She made a link with their previous shared
experience when they had blown bubbles in class: ‘have we blown bubbles
before?’ (09:56:30). Fa’afetai’s response named the action, ‘blow bubbles’.
He repeated words from her turn, but in this case, he was not just repeating
the last words she said, as he did on other occasions (e.g. in Interaction 6.8,
see Example 8 below), so it seems that the words ‘blow bubbles’ had partic-
ular salience for him.

Ms Nikora confirmed Fa’afetai’s ‘blow bubbles’ response by repeating
it. Fa’afetai then noticed the helicopter bubble machine in the picture. Ms
Nikora again made a link with their previous shared experience through
her question, ‘how did we blow the bubbles?’ Fa’afetai looked at Ms
Nikora, but did not respond. She then answered her own question, demon-
strating their previous shared experience non-verbally for Fa’afetai, then
commenting on it verbally (09:56:45). Ms Nikora often used gesture and
actions to support the development of shared understanding with
Fa’afetai. He copied her non-verbal demonstration.

Ms Nikora kept the floor open for Fa’afetai in spite of Barry’s response to
her question. She focused their joint attention both verbally and non-
verbally on curriculum-relevant concepts.

A little later, Fa’afetai, Barry and Ms Nikora were looking at a picture
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that showed Tyler in his wheelchair with a Christmas tree nearby. Ms
Nikora initiated an interaction with Fa’afetai:

Example 5: Interaction 7.14 – Wheelchair

09:58:00 MsN/F: what’s this?
can you remember what this was called? [F leans
over and wipes his hand over the picture]

F/MsN: Christmas tree
MsN/F: there’s the Christmas tree in the back

but what’s this?
09:58:15 F/MsN: car [F is obscured]

Ba/MsN: wheelchair
MsN/F: it’s like a car

it’s a wheelchair [F is looking at picture]
that’s right

F/MsN: wheelchair
MsN/F: yes

who’s got a wheelchair at school [F picks up
picture]

?/MsN: Zack
MsN/?: Zack

09:58:30 Si/MsN: I saw a big one
MsN/Si: you saw?
Si/MsN: a big one

Ms Nikora gave Fa’afetai the floor by asking him to name the wheel-
chair. Fa’afetai had been more interested in Christmas trees than almost
anything else during the three days – he kept coming back to them, and in
this case named the Christmas tree that was in the picture. Ms Nikora
acknowledged his response by reformulating it, relating it in a more
specific way to the picture: the Christmas tree is ‘in the back’ (09:58:00). She
then drew his attention to the wheelchair and he named it ‘car’.

In Session 2, the class watched a video, Curious George goes to hospital, in
which George (a monkey) got into a wheelchair and ran amok crashing into
things. The narrator and a character in the video both referred to the wheel-
chair as a ‘go-cart’. Fa’afetai watched the video intently. When the character
referred to the wheelchair as a go-cart, Fa’afetai said ‘go car’ to himself. It is
possible that in his response to Ms Nikora’s question here in Session 7,
Fa’afetai drew on his previous experience of watching the video when he
called the wheelchair ‘car’.

Barry corrected Fa’afetai’s response by saying ‘wheelchair’. Ms Nikora
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took up Fa’afetai’s response ‘car’, even though it seemed not to answer her
question. She searched for shared contextual understanding by reformu-
lating his response as ‘like a car’, and only then confirmed Barry’s naming
of it as ‘wheelchair’. Again, in this interaction, she kept the floor open for
Fa’afetai in spite of another child contributing to the interaction.

Wheelchairs were a curriculum focus, and she extended that to Zack,
another curriculum focus, holding the floor open for Fa’afetai by asking
him another question, ‘who’s got a wheelchair at school?’ (09:58:15). As she
asked the question, Fa’afetai picked up the picture, and by doing so indi-
cated to Ms Nikora that they no longer shared joint attention. At that point,
Ms Nikora no longer kept the floor open for Fa’afetai. She allowed other
children the floor to contribute curriculum content-related comments.

Fa’afetai takes his turn
As we have seen, there were occasions when Fa’afetai did not take the

floor when Ms Nikora offered it to him. However, on other occasions he
showed that he did know when it was his turn to speak, and took his turn in
responding to Ms Nikora by using single words or short phrases. On yet
other occasions he used other strategies in order to take up his turn.

Near the end of Session 2, after a brief class discussion, Ms Nikora asked
the children to ‘draw what would make you feel happier if you went into
hospital or what if you went to visit someone you might take them to make
them feel happier’. She then handed out their thinking books – blank books
that she had given the children in Session 1. Several times during the unit,
she asked the children to think about some aspect of the curriculum content
and draw about it in their thinking books. She adapted the thinking book
concept for young children from Swan and White’s (1990, 1994) work with
older children which requires students to record what they have learnt, to
make links with their prior experiences and knowledge, and to generate
questions.

After she had handed out the thinking books, Ms Nikora initiated an
interaction with Fa’afetai:

Example 6: Interaction 2.27 – Feel happy in hospital

12:01:15 [F is looking at MsN handing out thinking books]
MsN/F: Fa’afetai
F/MsN: oo
MsN/F: on this page Fa’afetai

what would make you feel happy in hospital
F/MsN: umm

[F stands up, moves and touches TV]
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MsN/F: yes watching TV
[F takes thinking book and begins to move away]

12:01:30 F/MsN: watching TV
bye bye

Ms Nikora gave Fa’afetai access to the floor by asking him a question.
Fa’afetai responded first with ‘umm’, a filler that allowed him to signal that
he knew it was his turn to speak. He then used a non-verbal gesture,
touching the TV. Ms Nikora took that as a response and reformulated
Fa’afetai’s gesture as a verbal utterance to acknowledge and confirm it: ‘yes
watching TV’. In her confirming response, Ms Nikora modelled for
Fa’afetai how he could have responded verbally. What Fa’afetai’s gesture
did was move the interaction on, because Ms Nikora then had the opportu-
nity to accommodate to his response.

In an interview, Ms Nikora commented on the importance of non-verbal
acts and shared experience as a basis for participating in class discussion
activities. She gave the example of a class trip to the swimming pool that
occurred after the ‘Christmas in Hospital’ unit:

Fa’afetai enjoyed the trip, and he found ways of joining in class discus-
sion afterwards. The class was brainstorming, ‘We went to the pool and
what did we do?’ Fa’afetai couldn’t say ‘hydroslide’, but he acted it out
with a ‘whomph!’

In Session 9, Fa’afetai was drawing. Ms Nikora asked him a question,
then reformulated it in more specific terms:

Example 7: Interaction 9.6 – Skipping rope

13:54:00 MsN/F: what’s this one Fa’afetai?
can you do the skipping rope?
[F glances at MsN]

F/MsN: mm?
MsN/F: can you do the skipping rope [makes a circling

motion with her hand]
F/MsN: yip [F jumps out of his chair and pretends to skip]
MsN/F: can you draw the skipping rope? [makes a

drawing motion with her hand]
[F moves back to his picture]

13:54:15 [F begins drawing a big semi-circle]
MsN/F: ohh that’s good

[MsN points to the part F has just drawn]
skipping rope
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[F nods]
yes
[F changes crayons]

13:54:30 [MsN points to F’s picture]
MsN/F: where’s the handles?

what colour are the handles?
F/MsN: (unclear)
MsN/F: they’re green aren’t they

[F draws]
the green bits
{F changes crayons, MsN speaks to another child}

Fa’afetai took up his turn by responding ‘mm?’, seeking clarification.
When she repeated her question, Ms Nikora used gesture to support
Fa’afetai’s understanding. Fa’afetai interpreted Ms Nikora’s question as
being about skipping rather than about drawing. He responded verbally
‘yip’ and nonverbally by showing her that he knew how to skip. Ms Nikora
asked her question again, this time substituting the more specific verb
‘draw’ for the general verb ‘do’ and using a drawing gesture to support
Fa’afetai’s understanding.

Fa’afetai responded nonverbally by beginning to draw, and Ms Nikora
named what he was drawing ‘skipping rope’. Fa’afetai took his turn by
acknowledging her comment nonverbally with a nod. Ms Nikora then
went on to ask about the handles. Again, Fa’afetai’s nonverbal responses
served to move the interaction on. He also showed his understanding of the
turn-taking process when he did not take a turn when Ms Nikora asked
‘they’re green aren’t they’ (13:54:30). Ms Nikora showed that she inter-
preted this as indicating that he did not wish to continue with the interac-
tion by initiating an interaction with another child.

In Session 6, Ms Nikora was reading to the class from a picture book, Rita
Goes to Hospital. The picture showed Rita in a hospital bed breathing into a
mask and the doctor breathing into a mask:

Example 8: Interaction 6.8 – Doctor

13:46:30 MsN/class: then the doctor came in [reading aloud, F is
touching E’s leg]
hi Rita [reading aloud, F runs his fingers along E’s
leg]
let’s put on our masks and do a little breathing he
said [reading aloud]
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MsN/F: Fa’afetai
[F looks at E then at MsN, he is smiling]

13:46:45 can you see the doctor [points to the picture in the
book]

F/MsN: doctor [looks at the book]
{MsN continues reading from the picture book, F
continues looking at the book for a few seconds,
then looks at E and touches his leg again}

Fa’afetai was making playful physical contact with a classmate, rather
than paying attention to the class activity (see Vine, 2003, regarding
Fa’afetai reconstructing teacher-assigned activities as joint physical play
activities). Ms Nikora got his attention by saying his name, and then
reminded him that he should be engaged in listening to the story by asking
him a question about it. Fa’afetai signalled that he shared her understanding
of the ‘listen to a story’ practice, by looking at the book, responding to her
question (repeating ‘doctor’) and continuing to look at the book, at least for a
short while, when Ms Nikora started reading aloud again.

A strategy that Fa’afetai used to take up his turn in interactions with Ms
Nikora was to repeat the last word in her preceding turn. Their interaction
is ‘dialogic’ (Bakhtin, 1981, 1986; Maybin, 1994: 132), not just in the sense
that they are taking turns in a conversation, but in the sense that their mean-
ings, intentions and responses are closely interwoven and interdependent.
Bakhtin argues that:

We know our native language – its lexical composition and grammatical
structure – not from dictionaries and grammars but from concrete utter-
ances that we hear and that we ourselves reproduce in live speech
communication with people around us. (Bakhtin, 1986: 78)

We can see Fa’afetai here reproducing part of Ms Nikora’s utterance as
he endeavoured to participate in speech communication in a second
language. As Bakhtin also wrote:

When we select words in the process of constructing an utterance ... We
usually take them from other utterances’. (Bakhtin, 1986: 87)

Fa’afetai has taken his word very directly from Ms Nikora’s utterance, but
he has not simply taken her meaning. Bakhtin further claims that:

The word in language is half someone else’s. It becomes ‘one’s own’ only
when the speaker populates it with his own intention, his own accent,
when he appropriates the word, adapting it to his own semantic and
expressive intention. (Bakhtin, 1981: 293)
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Fa’afetai adapted Ms Nikora’s word to his own intention. His strategy
meant that he did not actually answer her question. He may not even have
intended to say anything about the doctor, but we can see from his word
and his associated actions (looking at the book and continuing to look at it
as Ms Nikora continued to read from it) that he indicated that he was
paying attention and making an effort to participate appropriately in the
turn-taking process.

Fa’afetai took his words from other children, as well as from Ms Nikora.
In Interaction 1.8 (Example 2 above), he used this strategy of repeating
someone else’s words to take his turn when he copied Monique’s unsolic-
ited response ‘he might die’ in his response to Ms Nikora’s question.

It was usually Ms Nikora who initiated one-to-one interactions with
Fa’afetai, but Fa’afetai did initiate on a few occasions when he had come
across something that interested him.

In Session 8, Ms Nikora was explaining the next activity to the class.
They were going to make cards for the children that have to spend their
Christmas in hospital. Ms Nikora had some old Christmas cards for them to
look at to get ideas. Fa’afetai leaned across the table and picked up a
Christmas card:

Example 9: Interaction 8.16 – Santa

11:17:30 F/MsN: look the kismas tree [holds card up to MsN]
MsN/F: yes

that is santa [points at the card F is holding]
MsN/class: ok [F looks around the table at the cards]

{MsN continues giving instructions to the class}

Although he had interrupted her explanation to the class, Ms Nikora
acknowledged and accepted Fa’afetai’s comment. She then expanded on it
by identifying Santa on the card. She acknowledged Fa’afetai as a legiti-
mate participant, and built on their shared contextual understanding of
‘Christmas’ by adding the identification of ‘Santa’.

How Ms Nikora and Fa’afetai worked together to further his
learning

Ms Nikora’s way of organising her class facilitated one-to-one interac-
tions. She planned a range of activities for the children to do either individ-
ually, with a partner, or in small groups. She explained a task to the class,
then the children worked on it and she moved around the room talking to
individuals or small groups about what they were doing. The one-to-one
interactions between Fa’afetai and Ms Nikora that I have analysed here
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occurred either as part of class discussions or as she moved among the chil-
dren in this way.

Ms Nikora gave Fa’afetai access to the floor, both in whole class and in
small group situations, often drawing on their shared contextual under-
standing to create opportunities for him. He drew on this shared under-
standing to take up such opportunities. Once Ms Nikora and Fa’afetai had
begun an interaction, she kept the floor open for him in spite of incursions
by other children. She allowed another child the floor during an interaction
with Fa’afetai only if that child asked a legitimate question about the
activity they were engaged in, or if Fa’afetai indicated that they no longer
shared joint attention.

Ms Nikora observed what Fa’afetai said and did in classroom activities,
so that she extended her understanding of what he knew. She then drew on
that shared contextual understanding from previous classroom activities to
create opportunities for Fa’afetai to participate in classroom activities. She
linked past activities to present ones and thus emphasised the value of past
experience.

She provided opportunities for Fa’afetai to observe other children
participating in activities. Fa’afetai’s participation in activities and his
demonstration of knowledge of relevant curriculum content were thus
supported by predictability and repetition. For his part, Fa’afetai observed
other children as a basis for having a go at participating himself.

At times Fa’afetai was searching for understanding of classroom prac-
tices that were taken for granted by Ms Nikora and other children in the
class as they focused on curriculum content. Ms Nikora accepted and
confirmed his efforts to participate in the classroom practices, even when
he did not quite ‘get it right’ in terms of either the practice or the curriculum
content.

Fa’afetai and Ms Nikora shared an understanding of some of what
Mercer (2000: 28) calls the ‘conversational ground rules’. Fa’afetai knew
when it was his turn to speak in their interactions. He contributed to the
interactions by answering questions with one or two words, or using a
‘filler’ that could be interpreted as indicating that he was paying attention
and knew it was his turn to speak, but he was thinking or was not sure how
to respond. Sometimes Fa’afetai used a non-verbal response to take his turn
in an interaction. By doing so, he continued the interaction, demonstrated
his understanding, and made it possible for Ms Nikora to reformulate his
response verbally, thus modelling curriculum-related use of English. He
also kept the interaction going on occasions by repeating a word or words
from Ms Nikora’s previous turn (or from another child’s turn). These were
not always the final words in Ms Nikora’s turns, so it seems that Fa’afetai
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was constructing them as in some way salient for him. Fa’afetai also drew
on his previous experience to take his turn in interactions. Ms Nikora then
searched for a basis for shared contextual understanding so that she could
take up his contribution and relate it to relevant curriculum content. Some-
times Fa’afetai’s response was inappropriate. For her part, Ms Nikora
incorporated his responses into the ongoing interaction as best she could.
Thus they were co-constructing meaning, both through interactional
procedures and through engaging with curriculum content.

Ms Nikora usually initiated their interactions on curriculum-related
matters, but Fa’afetai initiated at times, when something particularly inter-
ested him. Thus, both took responsibility for initiating interactions, as well
as for keeping them going.

A focus on naming was common in Ms Nikora and Fa’afetai’s interac-
tions on a range of topics related to the content of the curriculum unit. Hajer
(2000) has shown the importance of directly addressing vocabulary in
secondary school mainstream classrooms with advanced second language
learners. It is equally important for Fa’afetai in his early experiences at
school. We could construct a very narrow interpretation of what Ms Nikora
and Fa’afetai were doing in these interactions. However, constructing this
as ‘just naming’, or as in some way limiting Fa’afetai’s opportunities for
learning, does not take account of the following.

Ms Nikora made it clear in her interviews with us that she believed that
what Fa’afetai knew was likely to be more than what he could say in
English, and indeed more than he could understand in English. So she facil-
itated the establishment of shared contextual understanding by ensuring
that non-verbal resources (such as people, pictures, picture story books and
Fa’afetai’s drawings) and shared experiences with them mediated her
one-to-one interactions with Fa’afetai.

Fa’afetai and other members of the class had opportunities to construct
concepts in many ways, mediated by these non-verbal resources as well as
by spoken and written texts. Thus in the languaculture of this classroom,
words and phrases such as ‘Christmas’, ‘blow bubbles’ and ‘wheelchair’
were not just names, they had the potential to connect with complex
jointly-constructed meanings. Fa’afetai may have been limited in the use he
could make of verbal aspects of the languaculture, but this did not mean
that he was excluded from all the jointly-constructed meanings.

In secondary school mainstream classrooms, Hajer (2000) has shown
that, to support language and content learning for advanced second
language learners, it is important for the structure of the lesson activities
and the frameworks for student participation to be clear and recognisable.
At the beginning of his school experience, Fa’afetai had to learn the struc-
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tures and practices of his classroom. When Ms Nikora constructed experi-
ences of using English with Fa’afetai to mediate their joint understanding
of curriculum concepts, she was not just helping him to learn relevant
English, she was also helping him to understand part of what ‘doing
school’ is about – showing what you know by saying it. Bloome et al. (1989:
272) use the term ‘procedural display’ for the ‘interactional and academic
procedures that count as doing a lesson and the cultural meanings and
values associated with doing a lesson’. They showed how teacher–student
interactions could be oriented towards completing lessons rather than
academic aims. However, Bloome notes that:

procedural display and substantive engagement in academic knowl-
edge are not mutually exclusive, nor are they necessarily opposite ends
of a continuum of cultural action. (Bloome, 1990:72)

As Gallego et al. point out:

Although some cultural knowledge is acquired through explicit instruc-
tion, a great deal is acquired implicitly and often occurs outside of
participants’ conscious awareness. Whether cultural knowledge is
conscious or not, the data are clear: Children learn to behave in terms of
their local classroom cultures. (Gallego et al., 2001: 970)

Throughout their interactions, Ms Nikora was scaffolding (Bruner, 1975;
Wood et al., 1976) Fa’afetai towards an understanding of what were appro-
priate academic responses in this classroom situation, both in substance
and procedurally.

Ms Nikora introduced a referential perspective in many of her utter-
ances, assuming and/or working towards a shared understanding of the
purpose of the activity they were engaged in. She used verbal and
non-verbal deictic expressions, and other gestures and actions, to support
Fa’afetai’s understanding of what she said, often supporting links with
previous shared experience. When he did not share her referential perspec-
tive, she sometimes drew on knowledge of curriculum content that they
did share to provide a more specific reference that he understood. They
could then build from that shared understanding.

Ms Nikora addressed social studies curriculum content in one-to-one
spoken interactions with Fa’afetai in every session of the unit, constructing
with him repeated opportunities for engaging with the languaculture of
the class with respect to aspects of curriculum content. Platt and Troudi
(1997) expressed concern that the teacher in their case study of a child in a
Florida third grade mainstream class was not providing the sort of support
the child needed to learn the academic content and language aspects of the
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curriculum. This case study of interactions between Fa’afetai and Ms
Nikora during a social studies curriculum unit shows that a mainstream
class teacher can provide appropriate support. Fa’afetai may have been a
very young child, and a beginner at learning English but Ms Nikora had
many one-to-one interactions with him during this three-day unit.
Together they worked on his learning of English, his learning of curriculum
content, and his learning of school procedures that accompany the curric-
ulum content.

Closing Comment
Ms Nikora had no previous experience of working with English begin-

ners, nor had she had any training that was directed towards dealing with
immigrant children. She made it clear in interviews during the study that
she felt inadequately prepared to deal with the situation she was faced
with, and that she did not feel at all confident about handling the situation.

I believe the analysis presented here shows that, as an experienced and
reflective teacher, Ms Nikora was in fact able to provide Fa’afetai with effec-
tive opportunities for learning. This does not, however, obviate the need for
all New Zealand teachers to have access to appropriate teacher education
opportunities that would enable them to deal not just effectively but also
confidently with immigrant children in their classes (Kennedy & Dewar,
1997: 181–187).

Members of the ERUDITE (Educational Research Underpinning Devel-
opment In Teacher Education) programme have shown elsewhere
(Alton-Lee et al., 2001; Vine et al., 2000) how classroom-based research such
as that described here can be drawn on to provide teacher education experi-
ences. We believe there is a need for more research like this, and for much
more use of the sort of micro-analysis it allows for in teacher education.
Such material has the potential to take pre- and in-service teachers ‘inside’
the processes and interactions that occur daily in classrooms so that they
can analyse and understand how they can best participate in teaching and
learning.
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Chapter 6

Students from Diverse Language
Backgrounds in the Primary
Classroom

PENNY HAWORTH

Introduction
In recent years, New Zealand schools have faced rapid increases in the

numbers of students from diverse language and cultural backgrounds
(Ministry of Education, 1999). The Ministry of Education refers to these
students as non-English speaking background (NESB) students and this is
the term used within this chapter to ensure consistency with other chapters
in the book. However, I personally prefer to use the more positive term of
students from diverse language backgrounds, as this promotes the idea that
these students have already acquired a first language and culture. NESB
students do not have a first-language deficit; nonetheless, many of them
struggle to stay afloat in the English medium of the school, in what
Cummins (1984) refers to as submersion rather than immersion classrooms.
Rapid changes in school demographic characteristics may also result in
teachers feeling as though they are continually swimming against the
currents of change, or even being swept along out of control (Hargreaves,
1994). On the other hand, change may positively stimulate the growth of
sound policies, useful resources, and effective classroom practices, and
contribute to the enhancement of NESB students’ bilingual development
and curriculum competency. The realities could, of course, be expected to
fall somewhere along this continuum.

The study described in this chapter looks at two teachers and the NESB
students in their classroom, which could be best described as a regular class-
room. This term has its origins in Penfield’s (1987) work, and has also been
used in other recent New Zealand studies (Barnard et al., 2001; Johnston,
1999). Penfield (1987: 21) defines a regular classroom as ‘a setting in which
the subject matter and literacy skills are taught entirely in English and the
majority of the students are native speakers of English.’ She also notes that,
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in most cases, the teachers in regular classrooms have had no training in
how to deal with NESB students. The term regular is preferred to the term
mainstream, as the latter is often associated with learners in a classroom
setting with special learning or behavioural difficulties, and may therefore
have negative connotations for NESB students. In this chapter, however, I
have chosen to simply use the terms classroom and classroom teachers, as
these are more straightforward and generic.

The need for more research into the planning and evaluation of
programmes for NESB students in schools has been recognised for some
time (Barnard, 1998: 108; Richards & Hurley, 1988:52). However, much of
the literature so far has focused on the intensive English teaching situation,
or the English for Speakers of Other Languages (ESOL) Programme. Only a
few studies, either internationally or in New Zealand, have focused on the
classroom setting, although this is where NESB students spend most of
their school day and week.

NESB students have been in New Zealand schools for many years now,
but recently there has been increased research interest in this area. In 1997,
the Ministry of Education funded a national investigation into the provisions
for NESB students in schools (Kennedy & Dewar, 1997). This resulted in
identifying a range of effective policies and practices. Funding and
resources have also been surveyed in Hamilton primary schools (Barnard
& Rauf, 1999). Of late, however, research attention seems to have shifted to
classroom teachers and their responses to the NESB students in their class-
rooms. For example, studies have looked at the classroom interactions of
NESB learners and the influences on their cognitive and language develop-
ment (Barnard, 2000, 2002; Haworth & Haddock, 1999; Vine, 1998). These
studies generally build on the work of Gibbons (1991) in Australia. The
attitudes of teachers to the NESB students in their classrooms have been
surveyed (Penfield, 1987) in the United States, and a study has been carried
out in the UK to investigate the attitudes and feelings of a small number of
teachers who had NESB students in their classrooms (Franson, 1999). In
New Zealand too, the attitudes of secondary school teachers to the NESB
students in their classrooms have also been surveyed (Johnston, 1999) and,
more recently, Barnard et al. (2001) surveyed secondary school teachers’
perceptions of NESB students and the role of the ESOL support teachers in
their school. The latter study was carried out in the city of Hamilton and
was followed by a comparative study in Auckland (Cameron & Simpson,
2002) that looked at secondary school teachers’ perceptions of what would
help them most with the NESB students in their classrooms (such as more
planning time, better resources, more assistance in class, or more profes-
sional development).
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It needs to be recognised that, not only are studies like those noted above
relatively scarce, but researchers who have ventured inside the classroom
have tended to take a unilateral perspective on the situation, examining
either the children’s interactions, or the teachers’ reactions. This chapter
describes a broader exploratory study that aimed to find out more about
the daily realities in two primary school classrooms. In addition to
individual semi-structured interviews with the classroom and ESOL
support teachers in the school, the study included about fifteen hours of
in-class observation time in each of the two participating classes. The
findings from this preliminary study provide some useful insights into the
classroom teachers’ perceptions of the NESB students in their classes, their
perceptions of their roles in relation to these students, and how they and
their students coped in everyday learning and teaching situations. Before
going on to describe this study, however, I will briefly describe the three
critical professional tensions that impacted on teachers at the time of the
study (November 2000). These tensions are commonly reported in both the
New Zealand and the international literature, and relate to the amount of
relevant professional knowledge that classroom teachers have about
teaching, assessing, and organising programmes for NESB learners.

The first critical tension that can be identified in the literature is the
paucity of relevant professional training for classroom teachers of NESB
students. Classroom teachers are often described as professionally ill
equipped to meet the needs of NESB students, both overseas (Andrews,
1999; Brumfit, 1991; Scollon & Scollon, 1995) and in New Zealand
(Cameron & Simpson, 2002; Haworth & Haddock, 1999; Kennedy &
Dewar, 1997). Interestingly, Cameron and Simpson (2002) found that,
although teachers in both Hamilton and Auckland felt under pressure from
the influx of NESB students, those in Auckland, where numbers of NESB
students are greater, seemed to be coping better. They put this down to the
greater opportunities for professional development that were provided for
the classroom teachers in Auckland (Cameron & Simpson, 2002: 22–23).

In a large-scale study of teachers of NESB students in New Zealand,
Kennedy and Dewar (1997) found that classroom teachers generally learn
how to cope with NESB students through ‘trial and error’. As this takes
time, it may offer a plausible explanation for why the descriptor frustrated is
often associated with these teachers’ feelings. For example, Franson (1999:
63), who interviewed three such teachers just outside London, found that
they reported feeling ‘frustrated’ and ‘overwhelmed’. Similarly, Penfield
(1987), in her New Jersey survey of 179 classroom teachers, noted that
many teachers said that they were frustrated. She found that this resulted in
them being unwilling to deal with the additional burden of NESB students
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in their classrooms. Johnston (1999), who surveyed 59 classroom teachers
in New Zealand, also found that teachers felt frustrated, and connected this
to their inability to effectively teach and communicate with the NESB
students in their classes. Further to this, Barnard et al. (2001: 24) found that
classroom teachers were frustrated by the ‘amount of time the NESB
students demanded due to problems with the English language’. From these
reports, it seems that, while classroom teachers’ frustrations may arise from
professional inadequacy, this may in turn lead to negative feelings being
generated about the presence of NESB students in their classes.

The literature also reveals that teachers lack knowledge about assessing
NESB students. Teachers in Franson’s (1999) London-based study reported
having difficulty in assessing their NESB students. In New Zealand, too,
teachers have reported struggling to assess NESB students accurately. For
example, Haworth and Haddock (1999) found that limited teacher knowl-
edge could contribute to the English proficiency of NESB students being
over-rated, resulting in schools missing out on crucial funding. Haworth
and Haddock suggest that teachers may over-rate the English proficiency
of NESB students because they may observe only the children’s general
ability to converse socially, rather than examining their specific ability to
cope with the language demands of the curriculum. Further support for
this interpretation is found in the work of Cummins (1984) and Baker
(1996), who note the differentiation between BICS (basic interpersonal
communication skills) and CALP (cognitive academic language profi-
ciency). BICS has been described as ‘surface fluency’ (Baker, 1996: 151),
while CALP relates to more abstract, context-reduced language, such as
that required in the school context. Language utilising CALP lacks the
contextual support and the familiarity of shared topics usually found in
everyday conversation.

A third tension centres on how teachers define and organise the
programme for NESB students. Mohan, Leung and Davison (2001) note
that the content of the programme for NESB students has been a source of
dispute in many countries. In New Zealand, this discussion has centred
around three key dilemmas:

(1) whether to establish a separate curriculum for ESOL (Lawson, 2001;
Syme, 1999), or to use the existing English curriculum with a
supporting set of teacher strategies/guidelines (Bedford, 2001;
Middleton, 1999);

(2) whether to focus on classroom curriculum areas and provide cultural
connections (Barnard, 1998), or to emphasise issues of English language
such as vocabulary, grammar and text structure (Davison, 2001);
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(3) whether to withdraw NESB students for intensive ESOL classes, or to
cater for these students in their classroom programme (e.g. Millett &
Vine, 2000; Syme, 1995).

Related to the issue of teacher knowledge is the that of teacher profes-
sionalism. This is a matter that has recently been debated internationally.
For example, Johnston (1997) and Scollon and Scollon (1995) both refer to the
traditionally haphazard career pathways for teachers of NESB students. In
New Zealand too, there has been interest in trying to develop professional
standards in the field (White, 1997). However, in New Zealand schools it is
even more complex, as the vast majority of support teachers of NESB
students are teacher aides or part-time teachers with limited tenure
(Cameron & Simpson, 2002; Barnard & Rauf, 1999; Haworth & Haddock,
1999; Haddock, 1998). Furthermore, regular teachers – particularly if there
are just small numbers of NESB students in a school or class – do not always
prioritise professional development in this area. Becoming more expert in
teaching NESB students is often not seen as enhancing the career pathways
of these teachers, as they are usually more interested in professional
courses that focus on teaching in specific curriculum areas.

In the United States of America, legal civil rights cases have been won on
the grounds of inequitable educational support for minority students
(Zephir, 1999). Although in New Zealand there have as yet been no such
legal cases documented, the fact remains that NESB children are in the
classroom for most of their day. While many of them cope and cope well, a
large number have insufficient English language to cope with the
curriculum optimally and independently, and many of their teachers are
ill-equipped to adequately meet their needs. So, the context for teaching
NESB students in New Zealand schools is one with many professional
uncertainties. The study that I am about to describe aimed at finding out
more about how teachers and the NESB students in their classes go about
coping in this situation, in the hope that the findings would enhance the
effectiveness of teacher education programmes in this area.

The Setting and the Participants
The primary school where this study was carried out was decile 3 (at the

lower end of a 10-point scale related to the socio-economic status of the
parent community), and is located in the centre of a medium-sized city in
the North Island of New Zealand. It is typical of a number of schools in this
broad geographic area, in that it has small numbers of NESB students
(around 10% of the total population), from a mix of backgrounds. In this
case, the NESB children were mainly from Asian and Pacific Island origins.
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Two classes were involved in the study: a Year 3–4 class of 31 students about
7–8 years old, including four NESB students (from China, Samoa, Tonga
and Korea); and a Year 5–6 class of 25 students about 9–10 years old,
including three NESB students (from Cambodia, China and Tonga).

The school employed two support teachers (a teacher and a teacher aide)
who were interviewed at the start of the study to provide some background
to the programme. Both support teachers were employed part-time in a
number of different roles in the school. The lead NESB students’ support
teacher had had experience as a classroom teacher, and had also completed
an advanced level undergraduate Certificate in Teaching English to
Speakers of Other Languages (TESOL). The teacher aide had partially
completed the same certificate programme at the time of the study. The
support teachers worked mainly in a withdrawal situation; however, the
teacher aide reported that at times she also worked in the classroom. In
withdrawal times, the teacher aide generally used word games and activities
to build basic English vocabulary and initial sight words with younger
learners in the school. The lead support teacher worked with those NESB
students in the upper part of the primary school who had been identified as
having the highest level of English-language needs. She acknowledged that
other NESB students in the school also needed additional help, but that her
programme was necessarily constrained by time and budget limitations.

The two classroom teachers who participated in the study, Alice and
Brenda (both pseudonyms) could both be described as ‘experienced’. Alice,
the teacher in the Year 3–4 class, had more than 20 years of teaching experi-
ence. Brenda, the teacher in the Year 5–6 class, was in her tenth year of
teaching. Both had taught NESB students in previous classes, and Alice had
also had a short stint working as a support teacher for NESB students some
years back, although she was quick to point out that she had never under-
taken any professional development relevant to this area. The school had
recently participated in a Ministry of Education professional development
contract aimed at teachers of NESB students. The support teachers had
been involved with this, but neither of the classroom teachers in the study
had participated in the programme.

The Case Study
This is an initial exploratory study. As the focus is on just one school, the

findings are by no means exhaustive and may indeed be later reinterpreted
in the light of findings from the main phase of the study, which examines a
larger sample of schools and classroom teachers. However, the preliminary
findings do provide a number of stepping-off points for future research.
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The case study approach, as a qualitative approach, follows a tradition of
being essentially evolutionary in nature, with the focus on gathering rich
insights from multiple perspectives rather than relying entirely on quanti-
tative data and statistical analysis (Strauss & Corbin, 1998).

As noted earlier, the literature to date has provided little in-depth insight
into the everyday realities for primary teachers with NESB students in their
classrooms. It was therefore decided, for the preliminary phase of this
study, to take a number of ‘snapshots’ of the classroom situation from the
different perspectives of the researcher, the ESOL teachers, the classroom
teachers, and the students. Collegial interactions between the support
teachers and the classroom teachers were also examined. In the interests of
providing a coherent chapter within the present volume, however, only the
perspectives of the researcher and the teachers are covered here. The names
of all participants – teachers and students – are pseudonyms.

The study began with individual interviews with the support teachers.
This provided background information about the programme for the NESB
students in the school and the role the support teachers and the classroom
teachers played in this. Next, three continuous days of classroom observa-
tion were carried out in each of the two classrooms participating in the
study. Observations of classroom interactions involving NESB students
were recorded using a narrative-style of report (similar to the naturalistic
reports of children at play compiled by Cullen and Allsop, 1999). In our
study, the researcher was an ‘engaged spectator’ or an interested
non-participant (Brown & Canter, 1985: 225). The observation period in
each classroom was followed by an hour-long semi-structured individual
interview with the classroom teacher. This interview was divided into two
main parts. In the first section of the interview, the focus was on gathering
background information about each teacher’s professional experiences
and her self-perceived roles in relation to the NESB students. In the second
part of the interview, we reflected on specific mini-episodes from the
preceding observation period. The value of such critical incidents in
provoking effective teacher reflection is well recognised in studies that inves-
tigate teachers’ practices and explore how teachers’ theories and beliefs are
inherent in these practices (e.g. Richards & Lockhart, 1994; Wragg, 1994).

The NESB Student Support Programme
In their interviews, the support teachers identified issues related to

assessment of NESB students, the employment of teacher aides, and the
balancing of roles between the support teachers and the regular classroom
teachers.
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In her interview, the lead support teacher, who was also responsible for
the assessment of NESB students for funding purposes, raised a number of
concerns about the validity of the national assessment process used to
determine funding levels for NESB students. She stated, for example, that it
was not realistic to place a 5-year-old NESB student in the ‘below cohort
level’ for written language, since others at that age were also non-writers.
However, she felt that to describe the child as being ‘at cohort level’ might
deprive the child of much-needed funding and learning support. She also
noted that the reading level tests used with native speakers often did not give
accurate results, as some NESB children had very good ‘technical skills’ in
reading while their overall comprehension levels could be quite low.

The lead support teacher also expressed some concerns regarding
teacher aides in ESOL support positions being responsible for assessing
NESB students:

It really worries me when I find that, in other schools, teacher aides are
totally responsible for all this stuff. How can they possibly assess kids
against cohorts in classrooms when they don’t exactly know – haven’t
got the experience of what should or shouldn’t be happening – what
benchmarks are for written [or] oral. All they see is the children who are
with them. They don’t see the bigger picture and they’re expected to put
assessment labels on them.

Both support teachers said that they tried to include class topics and the
individual interests of the students in their programmes. This was seen as
crucial to the ultimate effectiveness of the programme, and appeared to
contribute to overall teacher satisfaction. However, when interviewed
later, the classroom teachers saw this as less than ideal. They expressed
concerns over how to ensure that their programme was linked to the
support programme.

If knowledge is power, the school setting is no exception. In the inter-
views, differences of opinion surfaced between the support teachers and
the classroom teachers regarding the location of the files on the NESB
students in the school. These files were kept in the teaching space used by
the lead support teacher who commented:

because it’s cross school, you have to have systems in place to make it
actually easier for yourself, because if I’ve got all my paper work here
safely in my room, when I want something I don’t have to go all over the
school to find it. I copy things; I keep things. And classroom teachers will
also know that – ESOL paperwork – they know I have it. They don’t actu-
ally need it. I need to have it here. They don’t need it.
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While this sounded very practical and straightforward at the time, the
later interview with Alice, the classroom teacher in the Year 3–4 class,
revealed some conflicting views about this. She related an incident in
which a student teacher in the classroom asked her how long the NESB
children had been in New Zealand. She reported that she was unable to
give that information, as she did not have it on her records for the children:

Alice: ... but that data, how long the children have been in the
country, is often not given to us

Penny:1 I think that’s held with [the lead Support Teacher], isn’t it?”

Alice: [The Lead Support Teacher] may have it, I don’t know, but I
would not be able to tell you if [a particular NESB child] was
born in the country [New Zealand] ... I have to go back to their
enrolment slip to see what [language] was spoken at home.

The classroom teachers were not always clear about what the support
teacher could, or did, do with the NESB students. For example, although
the lead support teacher ran a programme focused on reading skills, with
one day for writing in first language, Alice thought that the senior school
support programme dealt with only writing. She also felt there was insuffi-
cient reading or maths support for NESB students. In addition, while Alice
was able to see the potential benefits of greater collaboration with the
support teachers, she was unsure about who should action this:

Alice: It would be good for the children to be writing about the
experiences they are having [in the regular classroom] ...
supermarket ... we’ve been to the Science Centre ... what
we’re studying in class ... it would be good to, but umm, I
don’t know if I should initiate that or not.

Some of these gaps in communication between the support teachers and
the classroom teachers were later addressed by the school – perhaps as a
result of feedback from the study.

The NESB Students in the Classroom
In line with the qualitative nature of the study, no prior categories were

established before undertaking the observations of the NESB students in
their classrooms. Of course, it has to be acknowledged that the researcher’s
focus and insights will inevitably be influenced by her background knowl-
edge as a teacher educator and a researcher in this field. Saville-Troike
(1989) notes that, although the world is filled with many things, we actually
see only those that have meaning for us.
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Although a qualified teacher, I had not worked as a classroom teacher for
many years, so the aim of the classroom observations was initially to gain
familiarity with the context, and then subsequently to identify interesting
scenarios for later discussion. After collection and analysis, data were
found to fit into three major categories related to the NESB students’ inter-
action zones, their participation in directed teaching sessions, and their
actions in independent learning situations.

NESB students’ interaction zones
The NESB students’ interactions with other students in the classroom

tended to be relatively stable over the time of the study, and could also be
described as being somewhat limited in range. Larger groups that these
students were part of (usually up to four students in total) often included
another NESB student; but pairing with a non-NESB student was more
often the norm. The latter finding appears to contrast with the findings of
earlier studies by Barnard et al. (2001), Johnson (1999) and Penfield (1987),
which identify NESB students as socially isolated in the classroom.
Penfield notes that this isolation may be due to classroom teachers’ lack of
expertise in creating dynamic in-class interaction for these students. It may
be that the two classes in the current study were particularly successful
in integrating NESB students with others as part of their learning
programme. It may also be significant that both Penfield and Barnard et al.
looked at secondary school classrooms – perhaps primary school class-
rooms are more interactive learning environments. However, Cameron
and Simpson (2002) report the efforts of secondary school teachers to
encourage interaction between NESB students and others. In the light of
such disparities, it is worth considering that the concept of ‘socially isolated’
could be interpreted on many levels. Does it follow, for instance, that NESB
students are socially isolated if their interactions are restricted to the same
few children? The work of Barnard (2002) suggests that the level of the
students’ English proficiency and the presence or absence of peers from the
same first language background may be key influences on the nature of the
interaction in a class. This may be relevant in the school where the current
study was located, as parents there often asked for their children to be
placed in classrooms apart from their own linguistic group so they would
be obliged to use English. Although this was sometimes not possible, in
classes where there were two or more NESB children from the same
linguistic background they tended not to talk with each other during
learning tasks, and were often seated in different parts of the classroom.

Although the NESB children in the classes observed did not appear to
interact extensively with each other, the seating position that these children
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took up on the mat area (where direct teaching was generally carried out)
was suggestive of a closer association. The NESB students in the Year 5–6
class tended to seat themselves within touching zone of other NESB students,
towards the front of the mat area. In the Year 3–4 class, most of the NESB
students also sat within touching zone of each other, but more towards the
centre of the mat. However, one NESB student in this class would regularly
sit close to the teacher’s chair. She was constantly out of the touching zone
of other NESB students, but maintained visual and verbal contact with a
non-NESB peer whom she often worked with in the class. Although the
NESB children, it seemed, often said little, their close proximity in the mat
area appeared to perform a positive supportive function. It is possible that
having other NESB students nearby provides reliable reference points
where individuals can check on their interpretations of events (such as
teacher instructions). Barnard’s (2000) study also reinforces the value of the
support group in enhancing understanding. The importance of such a
reference group, within an environment that constantly offers uncertainty
and challenge for these students, should certainly not be underestimated.

In each class, one NESB student appeared to be more extroverted and
seemed to be regarded as a sort of ‘social leader’ by others at their group
table. This student would often be seen engaging in mischievous interac-
tions with one or more non-NESB students at their table (e.g. repeatedly
engaging in playful kicking games under the table) while the teacher was
not looking. At the time when the social leader NESB student was off task
and distracting other students, all the other NESB students in the class were
usually found to be quietly working away on the set task. It is interesting to
note that such mischievous interactions were never observed to involve
two or more NESB students. Nonetheless, the social leader NESB student
was always the initiator. Such behaviour raises the question of whether
these particular NESB students perceived their actions as socially accept-
able, or whether this sort of behaviour was perceived as necessary for initi-
ating positive social interaction with their non-NESB peers. Then again, it
may be that these children were just naturally more boisterous than some of
their NESB peers.

Over the time of the study, one NESB student in the Year 5–6 class was
never observed to interact with anyone else at her group table (which
happened to contain the social leader NESB student for that class). These
two NESB students were from different ethnic backgrounds and were
different genders. However, the quieter student did appear to be part of a
very stable pair with a non-NESB student, and sometimes interacted with
another NESB/non-NESB pair of students at another table. In her inter-
view Brenda later remarked that she had consciously tried to add more
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diversity to this child’s interaction patterns by seating her at a different table.
She felt that in the new grouping this child would encounter greater
language extension and more cognitive stimulation. However, the seating
change did not appear to have motivated this child to extend her interac-
tions. It is not known, of course, whether the child was in fact gaining
maximal input, but was not yet feeling competent or confident enough to
interact in this setting. On the other hand, it is possible that the other children
in the new group discouraged the interaction. For example, in an earlier
study (Haworth & Haddock, 1999) Year 5–6 students, working in groups,
were observed to be actively avoiding interaction with the NESB students in
the group when the teacher was not nearby. This effect disappeared however,
when the teacher changed to pairing the NESB children with native speakers.
It is likely that mixed pair work (NESB students with native-speaking
students) may reduce the pressure of negative peer expectations placed on
native-speaking children of this age level when working in larger groups.

NESB students in directed teaching sessions
In directed teaching sessions on the mat, the NESB students were never

seen to ask direct questions. They were on several occasions, however,
observed raising their hands and answering questions put by the teacher, as
well as interacting freely with their nearby peers. During these teaching
sessions, the NESB students were observed to respond only to questions
that required recall and specific knowledge. They were not seen to raise their
hands in response to questions about word meanings, or more global ques-
tions such as (during reading by the teacher): ‘What’s happened so far?’
These questions may have been too challenging to those students with
limited English proficiency.

Although the NESB children generally appeared attentive while on the
mat, their attention was sometimes observed to wander, but the classroom
teacher either did not notice this or decided not to draw attention to it. One
such occasion is illustrated below. The incident involved a Samoan girl and
a Chinese boy in the Year 3–4 class, both of whom could be described as
being below cohort level in English language proficiency. The teacher had
been introducing the idea of temperature to the class, who were all sitting in
the mat area at the front of the class. The teacher had held up a copy of a
book entitled Temperature, asked the children how to say the word, and
discussed what the word temperature could mean. A number of children
(including some NESB children) had reported their experiences with ther-
mometers and temperatures when they had been sick. However, they did
not seem to have had experience with recording the temperature in
different physical zones (which the teacher planned to do later). They were
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now going to work in pairs with the teacher’s help to read the small book
about temperature. The example below begins at 11.20 am and lasts about
five minutes. All names used are pseudonyms.

Example 1

11.20 Jon (a Chinese child) and his partner don’t get a book. Jon says,
‘Mrs Woods, me,’ and holds out his hand. This interaction with
the teacher, although not strictly accurate or complete, is
successful in obtaining the required book.

11.21 The teacher asks the children to look in the back of the book
for the word ‘temperature’ in the index, then in the contents
at the front of the book. Jon takes a while to do this, but his
partner helps him. While this is happening, Rebecca (a
Samoan child) reads a different page from the one being
discussed by the teacher. She holds her book up so that the
teacher can’t see what she is doing and flicks through the
pages ahead, apparently looking at the pictures.

11.24 The teacher asks the children to put their hands up if they
can see that the temperature on the thermometer diagram in
the book goes up in 5s. Rebecca puts up her hand with all
the others although she is still not looking at the right page.
After this, however, she turns back to the correct page and
continues the lesson, sharing her book with her partner.

On the occasion illustrated above, Rebecca may have been previewing
the book in order to gain a better understanding of the topic being
discussed and read about. In fact, this may not have been ‘attention
wandering’, but a positive strategy to cope with a complex new concept
being introduced by the teacher. Occasions when NESB children show
off-task behaviour in class may perhaps be cues to teachers that the students
do not understand, or need more time or help to process an idea. However,
the teacher stated in her later interview that she had not noticed the incident
on this occasion. This reflects the difficulty that regular teachers may have in
picking up such cues when they are working to meet the needs of many
diverse learners in a large teaching situation. Even if she correctly identifies
the cues, the teacher still has to weigh the benefits of changing her planned
course of action for just one or two children in a class group.

Another episode when an NESB child was observed off-task was
recorded during a ten-minute long story-reading session in the library. As
the teacher, Brenda, read to her Year 5–6 class, two of the NESB students
moved off to one side near the front of the group. There, unseen by the
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teacher, they quietly read an easier reading book while Brenda continued
reading to her class. When Brenda and I reflected on this incident later, we
realised that her book needed to be read at a fast colloquial pace to capture
the mood of the story. It may be that, when the class activities become too
fast or too complex to follow, the NESB students find alternative activities
to occupy themselves quietly. Lack of focus on the task could, however, also
be related to interest and motivation levels of the student in relation to the
topic. The book that the two NESB students were observed reading on the
occasion above was in fact one they had begun to read before the teacher
commenced reading to the class.

NESB students with lower English levels were often observed looking
down when the teacher was talking to the class. However, this changed in
response to certain teaching actions, as seen below in the introduction to a
writing session in the Year 5–6 class. The child involved is Somai, a
Cambodian girl with English proficiency at about cohort level.

Example 2

9.44 As usual the NESB students are sitting within touching zone
on the mat. You could draw a diagonal line across the front
grouping and join all four of them together.

9.45 Somai is looking down at her feet as the teacher introduces
the writing task. The teacher begins to write what to do on
the board. Immediately Somai looks up and watches.

9.46 Somai looks back down again while the teacher talks to the
class about what they could include in their writing.

9.47 Somai looks up again as the teacher asks a question.

The NESB students in both classes were often observed to look up, and
seemed to attend more closely if the teacher wrote on the board. Both class-
room teachers did this regularly. For instance, in the Year 5–6 class, Brenda
usually outlined the steps in the writing task and wrote these on the board.
In the Year 3–4 class, Alice always put key words on the board when intro-
ducing a new writing topic. When sitting on the mat while the teacher was
teaching the class, the NESB children were observed to look up and seemed
to attend more closely at the following times:

• if the teacher wrote on the board (as seen in the example above);
• if a pointer was used (as in Year 3–4 shared reading);
• if a question was asked by the teacher (as seen in the example above);
• if a peer answered a teacher-initiated question;
• if concrete objects or physical actions were used as part of the explana-
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tions (e.g. Alice introduced the idea of contrasting colours in a Year
3–4 art class by asking various children to stand side by side and then
drawing attention to the colours in their clothes).

While looking down may be a mark of respect for superiors in some
cultures, the change in physical stance of NESB students at particular
points in the lesson would seem to have important implications for the
selection of teaching strategies when there are NESB students in the class. It
is likely that the NESB children looked up and attended when the teaching
strategy used was helpful in conveying meaning.

NESB students in independent learning situations
NESB students were often observed to make use of prior learning expe-

riences to support their independent learning. For example, on one occa-
sion the Year 5–6 class was set a task to select a newspaper article, research
facts in the article on who, what, when and where, and write about this. Somai
and her non-NESB peer, decided to look through the newspapers for an
article on ‘Children’s Day’ that the teacher had used with them in a recent
lesson. This took some time, but they pursued their mission in the apparent
belief that the task would be made easier if they selected an article that they
had already read and understood. Their search was eventually rewarded,
and they subsequently completed the set task successfully.

Despite the presence of a more socially interactive NESB student in each
class, the NESB students generally appeared to be quiet and compliant in
the classroom, as their teachers later observed when interviewed. The
selection of non-confrontational responses may enable NESB students to
maintain their image as quiet cooperative students. This is in keeping with
non-Western philosophies that reinforce the importance of maintaining
harmonious relationships and saving face for the teacher (Gudykunst &
Kim, 1997; Haworth 1996; Haworth, 1998). However, this ‘model’ behav-
iour may have other causes. It is possible that NESB students may simply
be endeavouring to behave like everyone else, even when not able to fully
participate in classroom learning. I refer to this as imitating learning. For
example, Rebecca from Samoa was observed during free reading time one
afternoon. She was turning the pages of a book but, on closer observation,
the pages were being turned in a haphazard order, and her eyes did not
appear to be focused on the print. She also frequently tried to draw others at
her table into conversation with her, when the teacher was not looking. The
event is captured in the following example during silent reading in the Year
3–4 class at 1.45 pm, when Alice the teacher was involved in sorting out an
incident that had upset another child during lunchtime.
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Example 3

1.45 It’s silent reading time. The children need to select books
from the pile on the table in front of them. Rebecca’s group
has already settled to read quietly, but Rebecca is late. She
arrives, sits down, places a book in front of her and opens it,
then starts to put on her socks. Once this is done, she looks
at others at her table and talks to a child alongside, inter-
rupting her reading.

1.48 Rebecca flicks the pages of her book, sometimes forwards
and sometimes backwards in no apparent order. She stops
and interrupts her neighbour again. She persists although
her neighbour ignores her.

1.50 Rebecca reads for a brief moment, then she watches the child
across from her. She stretches out across the table, and the
non-NESB child beside her says, ‘Stop it. Shsh!’ with a finger
to her lips. Rebecca yawns and lolls across her desk briefly
before she goes back to aimlessly flicking pages in her book.

It is interesting that Rebecca, the NESB student described in the above
incident, was the same student who was observed to be looking at a
different page during a reading group session with the teacher on tempera-
ture (Example 1). The classroom teacher, Alice, also later mentioned this
child as a concern, saying that she had made less-than-average progress in
reading this year. As NESB children with low English proficiency need to
make faster-than-average progress so they can catch up with their cohort’s
English language development, this was even more concerning.

In contrast to the imitating learning strategy illustrated above, the NESB
children sometimes used imitation in a positive way, as a strategy for
learning. For example, when Year 5–6 students were working on computers
or with calculators, two NESB students with low English levels were
observed to be watching and shadowing the actions of a non-NESB student
peer. This apparently helped them to keep up with the class and to
complete the set tasks. A further example occurred when children in the
Year 3–4 class were set the task of writing a summary of the latest part of a
continuing story that the teacher had been reading to the class. Jon, an
NESB student with low English proficiency, returned to his desk but did
not immediately begin to work. From time to time he would surreptitiously
take a peek at the writing of two non-NESB children at his table, Alan and
Tracey. The following is an excerpt from the observation notes for the first
12 minutes of the writing time.
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Example 4

9.23 The children return to their tables. Jon (a Chinese student)
puts his name on his work, then looks across at Tracey, the
girl who sits opposite him.

9.24 Jon plays with his pen then watches Tracey intently for a few
moments. I wonder what use this will be. Since Tracey sits
on the other side of the table her work will upside down to
Jon.

9.25 Jon shuffles his body across to the left and watches Alan, the
boy on the other side of him. Jon fiddles with his pen again
and keeps looking around.

9.26 Alan sits back to think and Jon copies from Alan’s paper.

9.27 Jon keeps leaning over his paper as though he is writing, but
nothing is being written.

9.28 Jon twiddles with his pen and writes a couple of letters.

9.29 The teacher comes to answer a question from Rebecca (a
Samoan student at the far end of the table). As she passes
she looks over at Jon who appears to be writing. She pauses
briefly beside him and says, ‘Good’, then goes to work with
children at other nearby tables.

9.35 Jon is now writing independently, and has been doing so for
5–6 minutes. He has produced about eight lines of text on
his page.

After the teacher came to Jon’s group table and praised what he had
done, Jon continued working independently on his writing, apparently
reassured that he was on the right track. Overhearing the teacher’s
comments to other children in the vicinity of his table may have further
supported this. It is worth considering that newly arrived NESB students in
the regular classroom may need constant reassurance related to their
understanding of set tasks. Barnard (2000) also identifies this need.

On the whole, classroom peers did seem to be helpful in providing
support to NESB students in the learning situation. However, it was some-
times difficult to confirm this without being able to hear extended stretches
of verbal interaction. For example, a native-speaking student was observed
to overtly correct Somai in the Year 5–6 computing class; but it was not
possible to determine whether this was a grammatical correction or a
reflection on the fact that the NESB student had received help to complete
the task:
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Somai: We done it!
Ruth: No, I did it!

Although NESB students did, at times, rely on others to help them to
cope with class learning tasks, some with greater English proficiency were
also observed on a number of occasions to stand up for themselves and to
hold their own point of view. For instance, a Year 5–6 NESB child was seen
to walk away and leave her partner (with whom she normally did every-
thing) during a problem-solving session. This occurred after her partner
(who was a native English speaker) stated that she wanted to do a task that
the NESB student had previously completed. In the Year 3–4 class an able
NESB child was overheard reprimanding another child: ‘Stop making fun
of her name’. On another occasion, concerning where to record a question
from the reading worksheet, the child said: ‘No, it has to be in here’. Such
incidents suggest that NESB students, as they increase in confidence, are
capable of exerting their own personalities, making their own decisions,
and being more than followers of their more fluent English-speaking peers.

Perceptions and Practices of the Regular Classroom
Teachers

The interviews with the two participating classroom teachers provided
insights into their experiential knowledge, their perceptions of the NESB
students, and their perceived roles and confidence in teaching these
students.

Teacher experiential knowledge
The two classroom teachers in the study drew extensively on their indi-

vidual professional knowledge and experiences to devise ways of dealing
with the NESB students in their classes. Each teacher had therefore devel-
oped her own practices to meet the challenge of teaching these students in
her class. Interestingly, Barnard and his colleagues (Barnard et al., 2001)
found that social science teachers in secondary schools were more aware of
the cultural contributions that students bring to their classes, and inferred
that the background experiences and knowledge of these teachers contrib-
uted to their practice.

When asked how she went about teaching the NESB students in her Year
5–6 class, Brenda (the teacher with the lesser prior experience with NESB
students) linked the needs of these students to those of students with
special learning needs – a student category for which she had already
developed effective and explicit teaching strategies:
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Brenda: It was pretty much like a special needs person who had that
level for reading.

Failure to distinguish the specific needs of NESB students from the
needs of those students with limited learning abilities devalues the abilities
and knowledge that bilingual children bring with them to the learning situ-
ation. NESB children who are literate in their first language have learnt
useful skills that they can transfer to the reading of subsequent languages.

In contrast with Brenda, Alice (the more experienced classroom teacher)
was able to describe specific pre-planned teaching strategies that she used
with NESB students. For instance, she regularly included use of head-
phones with audio-taped reading texts, and shared books and poems. She
also enhanced the learning of these children in her classroom by acknowl-
edging their children’s linguistic and cultural backgrounds. She was able to
give several examples of this in her interview, such as using a variety of
languages for the greetings at the start of the day, and using various
languages to count the claps given to children on their birthdays. This class
had also prepared a Chinese meal when a Chinese-speaking student teacher
was in the class. It is worth acknowledging that, for more challenging
cultural activities, teachers from a monocultural background will almost
certainly require the support of an informed resource person – at least for
the first time.

During the interviews, both classroom teachers reported that they drew
on professional intuitions, derived from their years of teaching experience,
to enable them to respond on the spot to the perceived needs of their
learners. They reported that they usually did not consider these actions as
part of their written planning for particular lessons. Agood example of this
occurred in an art lesson in the Year 3–4 class. Alice had already demon-
strated the concept of contrast by using examples of children’s clothing in
the introduction to the lesson. However, as the children began their work,
she realised that some students needed more help. She then brought
around a box of coloured crayons to each group table and helped the chil-
dren to select objects with contrasting colours. Alice reflected about this
episode in the interview after the lesson:

Alice: ... going around with the contrasting colours was not some-
thing that I, when I did the planning at home, I had actually
written down. But once I was actually in that situation and
saw, [I] just thought that was the necessary thing to do and
picked up on it ... it was reinforcing the verbal with the visual.

It is interesting, however, that Alice did not specifically consider the
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NESB students’ needs when her in-action reflections caused her to take
steps to clarify the concept of contrast. Alice explained her actions more as a
global response to the perceived needs of a number of children in the class
who had learning needs.

In contrast to this type of global strategy, Brenda consciously chose to
work alongside some NESB students who she thought might have diffi-
culty with the problem-solving concepts that were central to a particular
lesson. These students were often attended to earliest. It is possible, of
course, that Brenda was more consciously aware of these students in the
class because of the research that was taking place. In her later interview,
when talking about her efforts to meet the needs of the NESB children in the
course of a lesson, Brenda explained:

Brenda: It’s probably more luck and off the cuff than pre-planned.

Some teaching strategies do however appear to be pre-planned as an
integrated part of the regular teaching routine. For instance, the classroom
teachers in this study were aware that learning presented difficulties for a
large number of students in the class. They therefore both made conscious
use of the whiteboard to record key words, to provide structures for
writing, and to clarify instructions during teaching sessions. Brenda noted
that these were strategies that benefited a number of students who needed
to be ‘kept on track’, not only the NESB students. In the quote that follows,
Brenda also reveals some anomalies in her perceptions about the level of
English that the NESB children in her regular class will have. Furthermore,
her final statement raises the possibility that she may have been reacting
defensively to any possible perceptions of her having low expectations for
these children.

Penny: In terms of your planning, do you consciously think of
teaching strategies that you put in place for those children?

Brenda: I, no, I don’t suppose I do, umm, I suppose I’m assuming
they’ve got enough of the language to actually get them
through that stage.

Penny: You actually wrote the steps on the board [in the
problem-solving lesson].

Brenda: Again that’s not for some of those kids with language difficul-
ties. It’s not purely for them, it’s sort of the ones who are ...

The knowledge of both classroom teachers, with regard to teaching
NESB students, frequently appeared to be more implicit than explicit, and
was therefore not always easy to articulate. For example, when describing
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how she tells student teachers about what to do with NESB children in the
class, Alice referred to these children as part of a wider category of children
who require special attention in the class. On further probing on whether a
special type of attention might be required for the NESB children, Alice still
could not give any specific advice that would help student teachers to teach
these students in the class. Alice could, however, easily see that including
first language and culture may benefit the NESB students, although neither
teacher had previously been confident that many the teaching strategies
they regularly used might benefit these students in their classes. As both
teachers work regularly with student teachers in their classes, a more
conscious awareness of explicit teaching knowledge would seem to be
vitally important.

Teachers’ perceptions of NESB students
As also found by Barnard et al. (2001), the classroom teachers in this

study generally identified NESB students as quiet and cooperative. This
was interesting in the light of some of the examples illustrated and
discussed above, such as inattention and the behaviour of a ‘social leader’
NESB child in each class. Therefore, the teachers’ attitudes may have been
based on positive stereotypes. Despite the tendency by Brenda to try to deal
with NESB children by including them in the more familiar grouping of
‘special needs’, both classroom teachers seemed to have some awareness of
the different needs of NESB children. For instance, when talking about the
use of Burt word recognition tests (which are designed for native English
speakers) with students, Alice understood there could be some discrepan-
cies in the interpretation of the results:

Alice: This is only a measure of vocabulary of course, it’s not a
measure of comprehension.

Brenda also talked about the social leader NESB child in her class. She
mentioned his excellent intellectual abilities and the need to keep him chal-
lenged. Interestingly, Brenda saw his more social attributes in terms of
‘popularity’:

Brenda: They flock to him because he’s got the answers – [he’s] very
sure of himself and he knows what he’s doing.

Brenda also noticed that, while one NESB child regularly came up close
and seemed to need physical contact with the teacher, another kept her
distance from the teacher:

Brenda: She seldom talks to me.

156 Bilingual Children's Language and Literacy Development

162
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:40

Color profile: Disabled
Composite  Default screen



Brenda noted that this child’s reluctance to interact with her was like the
behaviour of a number of other NESB students she had worked with. It was
positive, too, that she had considered that personality as well as culture
could be involved in the student’s silence:

Brenda: I’m not sure if it’s a shy thing or a cultural thing.

Teachers’ perceived roles and confidence with NESB students
As these teachers had not received any explicit professional input on

how to teach NESB students, it is not surprising that they were often found
to have low self-efficacy in this task. Bandura (1997: 3) says: ‘Perceived self
efficacy refers to belief in one’s capabilities to organise and execute the
courses of action required to produce given attainments.’

It is possible that the classroom teachers in this study may have been
hesitant to assert their knowledge in the face of the perceived expertise of
the researcher.

When asked about what would most help these students in her class,
Brenda (the less experienced teacher), identified that more teacher aide time
would be useful. She revealed her lack of self-efficacy when subsequently
asked whether the teacher aide could be used for other tasks, allowing her
to work more with these students. She responded that the teacher aide in
the school would be better for this job because she undertaken some profes-
sional development in this area. Brenda also overtly expressed doubts
about how effective she herself could be, faced with her perception of the
enormity of the task:

Brenda: The biggest issue is am I doing as much as I can to get this
child to be able to live and survive in our society.

Of the two teachers, Alice had greater self-efficacy in relation to teaching
the NESB students in her class. In response to being asked what would help
her most with these students, Alice said that she wanted to have fewer
students in the class so that she could spend more time meeting the needs of
the NESB students. However, even Alice, who had previously worked in an
ESOL support position, when asked about providing input into this
programme in the school, was unsure about the value of her contribution:

Alice: I wouldn’t know what sorts of things to do with the children.

Alice’s comments also reflect the burden of responsibility that she felt as
the classroom teacher. The NESB children were in her classroom, therefore
she was ultimately responsible for their learning:

Alice: I still think the classroom teacher’s very important – for you
to build up the relationship with that child. And they need
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you to do the teaching when they don’t have specialist help.
And when it comes down to the nitty gritty, let’s face it, I’m
the one who writes the report. I’m the one who is account-
able for the learning objectives. I’m the one who’s account-
able to the boss [the Principal] and to ERO [the Education
Review Office]. Not the teacher aides and not the, not the,
not the, well [names the lead support teacher] to a certain
extent. Ultimately I’m the one who writes the report,
because when I write these children’s reports I don’t get any
input from [the lead support teacher].

The low levels of teacher self-efficacy may relate to the ambivalence that
these teachers expressed about whether the classroom teacher or the
support teacher held the major responsibility for the NESB students. This
ambivalence is also reported in Barnard et al. (2001: 24). Clarifying the
separate yet interdependent roles of classroom and support teachers, and
finding ways to share the responsibility for planning the programme for
NESB students, would seem to be important on-going tasks for schools to
undertake.

The current study shows that it may be possible that teachers build more
self-efficacy with the NESB students by simply spending more time
teaching them. Although lacking in formal training in the teaching of these
students, Alice may have acquired higher self-efficacy through the time she
had spent as an ESOL support teacher. She also had more teaching
experience overall, as well as more experience with students from diverse
cultural and linguistic backgrounds. If we expect teachers to build skills on
the job with NESB students, then time in that job becomes a vital factor.

Balancing various needs
When there are many students with many different needs, the NESB

students’ needs have to be balanced against other priorities in the class-
room. The following comments from the interviews with classroom
teachers reveal some of the stresses that these teachers were under in trying
to meet all of the needs presented by learners in their classroom:

Alice: ... there’s one child with an IEP (individualised educational
programme – for children with identified learning difficul-
ties), two with quite severe behaviour problems, emotional
problems, umm, and you just have little time to actually
focus on the needs of the NESB children.
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Brenda: In my class this year I had eight reading below their chrono-
logical age.

Alice: It’s so difficult to monitor thirty one children on three
different learning objectives – I try to put them in clusters.

Alice: It’s very hard to divide yourself into 31 pieces each day and
provide the specific learning needs that every child needs.

Similar time and workload issues were also mentioned in studies of the
perceptions of secondary school teachers (Barnard et al., 2001; Cameron &
Simpson, 2002; Penfield, 1987).

The classroom teachers in the present study were aware that the needs of
the NESB students could be easily overlooked. They reported that this was
most likely to happen when other needs, such as those of learners with
challenging behaviours, were visibly present in the class:

Alice: ... a lot of the time its those who are making the most noise
and then its those who I sort of try to think about – certain
ones like you don’t hear anything from and think, ‘I haven’t
seen anything you’ve done ... I haven’t actually talked to
you’.

Brenda: It’s sad in a way, they’re not so demanding or disruptive, so
they get less of your time ... If you’re being honest they are
usually quiet and most are willing to learn.

Conclusions
This final section summarises the key findings from the study, notes

some possible avenues for future research, looks at possible implications
for teachers and teacher educators, and offers suggestions for ways
forward.

This study has provided some initial insights into what it’s like for two
teachers and the NESB learners in their classes. If nothing else, the study
highlights the enormous complexity of the teaching task. Classroom
teachers are constantly challenged to try to meet the many diverse needs of
learners in their classes. As it was not possible to meet all the students’
needs all of the time, teachers in this study had developed whole-class
strategies that were feasible within the class programme. These strategies
included the use of diverse greetings in roll checks; class themes related to
students’ home cultures; writing up key vocabulary on the board;
providing writing outlines; and the use of technology, such as tapes with
headphones. These strategies were described as ‘not just benefiting the
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NESB students’ and were thus more easily implemented within the class-
room.

Although there was constant pressure on teachers to control the whole
class, both teachers in the study saw that they had a responsibility to meet
individual learning needs as part of their teaching role. However, the study
shows that when classroom teachers are faced with multiple demands on
their attention, and lack prior knowledge about teaching NESB students,
they may be unable to isolate and productively discuss strategies geared
specifically for this one small group of students. These difficulties may be
further exaggerated when the NESB students are not homogeneous in
terms of ethnicity, culture, first language, intellectual ability, or English
proficiency. The teachers in the present study therefore found it necessary
to simplify the situation by classifying students in ways that related to their
own prior professional knowledge. In this study, at least one of the class-
room teachers perceived the NESB students in the same category as those
students with special learning needs. Both teachers had already received
professional input and generated explicit strategies on how to teach these
students. Categorising students in this way appeared to simplify the
in-action processing of the teachers so that the class learning and teaching
could proceed smoothly. Despite there being some teaching strategies
common to both groups, inappropriate grouping with students who are
native speakers of English may result in some of the NESB students’
specific needs being overlooked. Further training on how to meet the needs
of NESB students would expand teachers’ skills and enhance their explicit
knowledge in this area. Cameron and Simpson (2002: 21) note an increase in
the number of regular teachers in Auckland secondary schools gaining
qualifications in ESOL. However, this change may take longer to impact on
primary school teachers – especially those in provincial areas – as there are
fewer NESB students in many of these schools. However, it does provide a
reason to be optimistic about the future.

Scollon and Scollon (1995) note that most classroom teachers are part of
the dominant English-speaking culture; so, crossing into unfamiliar
cultural and linguistic territories is likely to be a challenge for these
teachers. The classroom teachers’ tendency to place a low priority on
professional input related to teaching NESB students may reflect the
surrounding sociopolitical context. It is possible that seeing differences is
somehow uncomfortable when people purport to belong to an egalitarian
society in which difference is de-emphasised. Rajen Prasad, a former Race
Relations Conciliator has suggested that there is an atmosphere of timidity
regarding discussing and addressing racial matters in New Zealand (cited
in Panny, 1997). This creates a dilemma for teachers. On one hand, teachers
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may not want to be seen to focus on the NESB students’ English language
limitations, wishing instead to focus on the children’s other positive attrib-
utes. On the other hand, if teachers do not take account of the English
language needs of these learners, they may fail to convey knowledge in a
way that is comprehensible to the child, or to extend the child’s language in
constructive ways. As Gibbons (1991: 119) puts it: ‘The limits of my
language are the limits of my life’.

An initial exploratory study is perhaps a bit like a bus tour. As we travel
along the main route, we get a glimpse of many interesting side routes that
we don’t have time to go down, but which might yield constructive
outcomes. One such side route is the interaction between teachers’ strate-
gies and learners’ responses. It would be interesting, for instance, to know
more about the physical positioning and non-verbal responses of students,
and to explore how this relates to the learners’ understanding and to partic-
ular teaching strategies. Once teachers become more adept at interpreting
NESB students’ responses in their classes they may feel more confident
about generating teaching strategies to meet their needs. Research that
extends the list of strategies for teaching these students, with a particular
focus on those that teachers can implement easily in a whole class situation,
would also be helpful

Another interesting avenue for more in-depth investigation is the way in
which NESB learners’ social interactions with others in the classroom
combine with more academically-oriented interactions to promote
learning. Are BICS and CALP really as separate as Cummins would have
us believe, or are these aspects mutually supportive in building generic
language proficiency for the NESB students in the regular classroom?
Effective group dynamics undoubtedly play a part in this. The social
leaders identified in each classroom in this study were certainly also the
more able NESB scholars.

The findings of this study may imply that the odds are stacked against
teachers being able to implement effective classroom programmes that
include rather than exclude NESB students. However, the literature on
teacher reflection in this field (Richards & Lockhart, 1994; Richards &
Nunan, 1990), and more recent studies on teacher autonomy (Sinclair et al.,
2000), would suggest that this is not the case. Although teachers in many
cases have had to learn by trial and error, it seems that they are extremely
resourceful, and do indeed cope with all sorts of challenges. This is further
supported in Haworth and Haddock (1999). Kennedy and Dewar (1997)
also found that classroom teachers did improve their skills with NESB
students – but after some time. The case of Alice, in this study, illustrates the
advantages of longer time and reflection on the needs of NESB students.
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However, the amount of time required to develop effective teaching strate-
gies without professional input may be impracticable. After substantial
teaching experience (10 and 20 years respectively) and having had NESB
students in their classes all year, neither teacher in this study was found to
have high levels of self-efficacy with these students. Nonetheless, Alice,
while not having high self-efficacy with these students, did appear to have
more than Brenda (the less experienced teacher). Alice, it may be remem-
bered, had worked for a short time as a support teacher of NESB students.
Although Alice had not received any formal training in this area, the oppor-
tunity for focused practice may have been useful. It is worth considering
that, while classroom teachers are sometimes given time out of the class for
professional development, few have had the opportunity to work inten-
sively with NESB students. Professional input can be expected to provide
teachers with more confidence, but the addition of focused practical experi-
ence with NESB students may also be helpful in accelerating the generation
of effective teaching strategies that can later be selectively transferred to
classroom situations.

In the primary school classroom, while teachers are expected to teach
classes or groups en masse, they are also expected to respond to the needs of
individuals in their classes. One outcome of this dichotomy is that particular
needs of individual NESB children may constantly linger at the periphery
of a teacher’s awareness, giving rise to on-going reflection on unresolved
issues. However, if the numbers of these students in a class are small, and
the students are generally regarded as cooperative, it is likely that their
needs will not naturally float into the foreground of teachers’ reflections on
their practices. It is therefore vital that teacher educators find effective ways
to direct and increase teachers’ conscious attention to the challenge of the
NESB students in their classrooms.
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Chapter 7

Private Speech in the Primary
Classroom: Jack, A Korean Learner

ROGER BARNARD

Introduction
As a result of the significant change in immigration policy in 1987 (noted

by Peddie in Chapter 1), the number of NESB (non-English-speaking
background) learners in New Zealand schools has rapidly increased. Many
have limited proficiency in English language and, when they arrive in their
new country, they are placed in regular classrooms where they often find
themselves isolated from other children who speak the same first language.
Typically, except for a few hours a week in withdrawal English language
classrooms (Barnard & Rauf, 1998), they are immersed in a learning
environment which, although perhaps superficially similar to classrooms
in their home country, is founded upon very different educational beliefs,
attitudes and practices. Thus, these children have to come to terms, not
merely with issues relating to second language acquisition, but also to the
challenge of an alien learning culture in their new schools and classrooms.
This is especially true in the less formal primary classrooms in New
Zealand, where there is great emphasis on the socialisation of young
children and the development of appropriate learning and communication
skills rather than on the transmission of information. Immigrant learners
have to re-recreate themselves as individuals by participating in the
activities of those around them – their peers and their teachers. Their ability
to fully participate, and be valorised as members of the learning community,
is constrained by their limited proficiency in English and by their cultural
unfamiliarity.

A number of studies have been carried out into immigrant learners in
primary schools in North America (Poole, 1992; Willett, 1995), the UK
(Bourne, 1992; Fisher, 1993) and Australia (Gibbons, 1998), as well as in
New Zealand (Barnard, 2002; Haworth, this volume; McNaughton, 1995;
Vine, this volume). Many of these studies have focused on the social speech
of these learners in interaction with their teachers and peers. There have,
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however, been relatively few studies carried out into the area of the private
speech of young second-language learners in immersion situations. As
Ellis (1999: 238) has said, ‘researchers have focused almost entirely on social
interaction, paying little attention to the interactions that learners engage in
inside their heads’. It is felt that an examination of private speech can serve
to illuminate aspects of the cognitive, cultural and affective development of
young immigrant learners in a new culture of learning. This chapter
discusses this issue with specific reference to an eleven-year old Asian
immigrant learner in his first year at a primary classroom in a provincial
town in New Zealand. It will do so from a sociocultural perspective.

Appropriation by Inner and Private Speech
A sociocultural perspective is based on Vygotsky’s general genetic law

of cultural development (Vygotsky, 1978: 57). This posits that, while innate
biological factors play an important part in development, any learning of
cognitive and cultural concepts is primarily stimulated by, and realised
through, the interactive use of cultural tools, chief among which is language.
There is, therefore, an inextricable causal relationship in Vygotsky’s thinking
between cognitive and cultural development and interpersonal language.
The process that transmutes meaning co-constructed on the social plane to a
more personal understanding on the intrapsychological plane has been
termed ‘appropriation’ (Bakhtin, 1981: 293). How this occurs has been
explained by Ushakova, a Russian researcher working in the Vygotskian
tradition:

Speech as a means of communication is a two-way process. Two part-
ners speak at the same time, except that one speaks aloud and the other
speaks to the self ... Thought, along with internal and external speech,
develops simultaneously. (Ushakova, 1994: 140)

Understanding is appropriated when the meaning and use of the
concept shifts from the external (social) plane to the internal (personal).
Thus, in social interaction three conversations occur at the same time: one
between the two social partners, and the other two within each of the
interlocutors. It has been suggested (Lantolf, 2002, private communication)
that private speech is, in essence, a form of social speech, in which ‘I’ is
conversing with ‘me’, and the dialogue that occurs is a form of self-
regulation.

The silent conversation with the self suggested by Ushakova was called
‘inner speech’ by Vygotsky (1986/1934), who developed his thinking about
inner speech from Piaget’s (1926) discussion of egocentric speech in young
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children. Although Vygotsky shared some of Piaget’s assumptions in this
area, there were important differences. Piaget considered that egocentric
speech had no communicative or cognitive function, but was merely an
accompaniment to action and would wither away with increasing maturation.
By contrast, Vygotsky considered that inner speech, far from being a mere
accompaniment to thought, serves a crucial role in cognitive development,
and functions at all levels of maturation, serving as a ‘transitional
mechanism’ (Vygotsky, 1986: 218), through which thought can be formed,
developed and expressed before emerging on the social plane. But inner
speech does not merely transmit data from the external to the internal plane:
it re-creates meaning. By turning the speech data inward, and applying it to
the individual’s own mental frame of reference and value system, the
appropriated meaning is bound to be, to a greater or lesser degree, different
from that reached on the social plane.

Neurological evidence of inner speech has been established by experi-
mental research. For example, Ushakova (1994) reported various laboratory
studies conducted in the Soviet Union, and in particular referred to the work
of Sokolov (1968), who managed to identify concrete relationships between
inner speech and thinking processes. During a series of experiments,
Sokolov detected hidden movements of the articulatory organs; this
suggests that under cognitive stress the speech organs are articulated – even
though there may be no audible representation. Based on such work,
Ushakova herself (1994: 145) developed a general ‘mechanismic’ descrip-
tion of inner speech, which comprises a hierarchy of functional levels, each
of which comprises separate linguistic components working in harmony.
Ushakova and her colleagues (Ushakova, 1994: 148) proceeded to test the
model in a range of experiments that focused on the mechanics of inner
speech in both first and second languages. The lowest level is that of
self-stimulating language use (such as singing or repeating words),
followed by commentary and descriptive language (accompanying or
describing one’s own activity, or describing objects and others in the
immediate environment). The highest level is self-guiding language, which
is intended to gain control over the mental processes (Saville-Troike, 1988:
569).

However, while such experimental research is helpful in identifying the
basic mechanisms of inner speech, the artificiality of laboratory conditions
does not permit a clear understanding of the circumstances in which
private speech might occur in natural settings. A problem that arises in
investigating inner speech is that, by its nature, it is inaccessible to anybody
but the most introspective thinker – and even then, once inner speech is
consciously formulated, it loses its pristine quality and ceases to be pure
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thought. Sometimes, however, the inner conversation between ‘I’ and ‘me’
emerges onto the audible plane as private speech. The relationship
between inner and private speech has been described thus:

Inner speech functions to organise and make sense of a person’s experi-
ence of the world. Just as social speech mediates the individual’s
relationship to the world of others and objects, private speech, its deriva-
tive, mediates the relationship between the person and his or her inner
mental order, or what Vygotsky called consciousness. (Pavlenko &
Lantolf, 2000: 165)

When self-directed private speech does surface on the audible plane, it
often retains some of the same truncated syntactic and phonological
characteristics that Vygotsky (1986: 234) posited for inner speech. Inner
speech has an abbreviated syntax, where predicativity predominates. The
simple explanation for this phenomenon is that the individual has a clear
mental idea of the topic, or theme, of what s/he is thinking about, but might
need to articulate the new information contained in the predicate as a way
of processing, or appropriating, new ideas. With regard to the sound
system, in the individual’s mind words and their meanings are inextricably
bound together; thus separate words often undergo phonological abbrevi-
ation, and then become agglutinated. What emerges on the external and
audible surface, therefore, is entirely meaningful to the speaker – indeed is
saturated with meaning – but often, and as a direct consequence, is far from
comprehensible to the listener. Lantolf & Appel (1994: 15) argue that, the
more difficult the task, the more fully structured (social-like) private speech
becomes. Even here, private speech is usually quieter than speech intended
for social communication. Therefore, until audio technology was suffi-
ciently sensitive – and unobtrusive – to capture private speech in natu-
rally-occurring situations, research into this area was thwarted.

Private Speech in Second Language Learning
Various studies have investigated the use of private speech by adult

second-language learners to facilitate the process of learning (De Guerrerro
1987, 1994, 1999; Lantolf 1997; Lantolf & Frawley, 1984; Ohta, 1995).
Frawley and Lantolf (1985) provided confirmation for Sokolov’s (1968)
experiments: when put in challenging situations, the language learners
they studied relied a great deal on private speech to maintain control of the
task. More than 90% of the adult learners in De Guerrerro’s 1994 study
reported that inner or private speech helped them to clarify thoughts,
assisted them to store and retrieve language items, imitate pronunciation,
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and ask and answer self-directed questions. These studies indicate that
private speech ‘is of utmost importance for the long-term retention of L2
input and consequently for the permanent and successful learning of the
L2’ (De Guerrerro, 1994: 102). In his 1997 study of adult learners of Spanish,
Lantolf reported the use of playful private language as:

Talking out loud to yourself in Spanish; repeating phrases to yourself
silently; making up sentences or words in Spanish; imitating to yourself
sounds in Spanish; having random snatches of Spanish pop into your
head. (Lantolf, 1997: 11)

Working from his view that ‘for Vygotsky, play is not a means for the
child to have fun’, Lantolf (1997: 4) argued that, although there is some
sense of satisfaction in engaging in this sort of language play, the need for it
diminishes or is eliminated altogether as the learner becomes more profi-
cient (Lantolf, 1997: 17). In contrast, Cook (1997) took another view of
language play: that it is fun, and he refers to it as ‘ludic’ language play.
Taking his cue from Bakhtin’s (1981) notion of ‘carnivality’, Cook distin-
guished two sorts of ludic language play. There is playing with the form of
the language (rhyme, rhythm, alliteration, punning, etc.) and playing with
the meaning of language (using semantic units to create a fictional world
against which to match, perhaps parody, the real world). In contrast to
Lantolf, Cook argued that such second language play, far from dimin-
ishing, actually becomes richer and more complex with cognitive and
cultural maturation.

Early work on the private speech of younger, school-aged second
language learners was conducted in the United States by Saville-Troike
(1988), who used radio microphones to collect the private speech of nine
young Asian children (aged between 3 and 8 years) in nursery and elemen-
tary classrooms. Saville-Troike reported that the children in her study used
both English and their first language in their private speech. English
tended to be used when the learners were focusing on the language or
language-related activities, and the first language was used to describe or
refer to objects or events in the environment rather than language itself.
Saville-Troike suggested that her data ‘offer support for the qualitative
hierarchy of self-stimulating, commentative, and self-regulatory speech
functions which have been posited by Vygotsky (1962) and others’
(Saville-Troike, 1988: 586). Anticipating Cook’s argument, she found that,
when the children were focusing on the form of the second language, they
used private speech for rehearsal, experimentation or creativity. By
contrast, when the children were focusing on the sound of the second
language, their private speech was used mostly for play and ‘the apparent
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kinaesthetic pleasure of repeating words and phrases’ (Saville-Troike, 1988:
587). Interestingly, it did not appear to matter to these children whether
they understood what they were saying in second-language private
speech, whether as rehearsal or as play.

Later research by Broner and Tarone (2001) found that young children in
Spanish immersion classes, like Saville-Troike’s Asian learners, used
playful private speech for rehearsal purposes (Lantolf, 1997) as well as for
amusement (Cook, 1997). Both types of language serve the process of
language acquisition, but in somewhat different ways. The rehearsal
function facilitates language learning as the speaker seeks to memorise
lexical, phonological and syntactic structures in order to approximate to
these norms. Ludic language play, on the other hand, may facilitate
language learning in two ways. First, raising the emotional engagement with
the discourse may make it more noticeable, and thus more memorable.
Second, playing with meaning allows the learner to appropriate the language
to his or her own semantic frame of reference. Broner & Tarone (2001: 376)
distinguished the two types by referring to the following five cues:

• whether laughter is present or absent;
• whether the private speech was marked by shifts in voice quality and

pitch rather than shifts in volume;
• whether the language items that used were well known or new;
• whether or not there is a fictional world of reference; and
• whether there is an audience other than the self.

The authors point out that the two forms of language play intermingle
within any stretch of discourse. They also point to the importance of indi-
vidual differences: some learners are less playful than others.

Functions of Private Speech: A Summary
The research into this area suggests that private speech may serve at least

three distinct functions: metacognitive, rehearsal and creative amusement.

(1) Metacognitive – as indicated above by Sokolov’s experiments, private
speech may occur when a learner talks him/herself through a task of
enhanced difficulty in an attempt to retain control over the situation.
This may be termed the metacognitive function, and may be realised
by instructions, or questions, or evaluatory comments directed to the
self (Lantolf, 2000) in order to promote understanding.

(2) Rehearsal – the inner preparation for subsequent verbal activity on the
social plane. Some of that rehearsal may be considered simply as
imitation: privately repeating another person’s lexical, syntactic and
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prosodic patterns may allow the learner time and opportunity to
reflect internally on the meanings ascribed by that person. Alterna-
tively, the learner may recast the ideas and opinions of more ‘expert’
interlocutors into slightly different lexical, syntactic or phonological
patterns. Much more clearly than mere parroting, such reformulation
reveals the process of appropriation in action.

(3) Language play, in which the form or meaning of the language is used
primarily for self-amusement and fun. This sort of private speech can
also assist in the development of manipulative and creative use of the
second language.

Thus, there have been several studies into the positive use of private
speech by second language learners. However, there has been little
research that indicates how private speech may reveal negative feelings
associated with the process of language and cultural acquisition. In the case
study that follows, this issue will be explored by the presentation and
discussion of transcript data.

The Case Study
The setting for the study was an intermediate (upper primary school,

Years 7 and 8) in New Zealand with some 450 eleven- to thirteen-year old
students in the school. A Ministry of Education audit report carried out the
previous year indicated that the ethnic composition of the school was as
follows:

Pakeha* 54% Mäori 22% Pacific Islands 4%

Asian 14% Somali 2% Other 4%

* Pakeha refers to New Zealanders of European descent

The Ministry of Education provides funding to schools to support the
English language development of some of the NESB learners. In order to
apply for funding, a school is required to assess the language competence
of every NESB student both on arrival and periodically afterwards. If a
child is unable to understand or communicate more than a few words of
English, he or she is deemed ‘minimally competent’. According to the
school’s records, 47 students were identified as needing English language
support: 31 of these had been at school in the previous year; 16 arrived at
various times during the year in which the research was conducted. The
major provision of English support to NESB learners in the school was by
withdrawing them from their regular classes for language lessons in the
ESOL (English to Speakers of Other Languages) unit. This unit was run by
an ESOL-trained teacher, supported by two part-time teaching assistants.
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For those students deemed to have ‘minimal English’, this tuition
amounted to some four or five hours a week; for those above that level, the
withdrawal provision was rather less, perhaps one and a half hours a week.

Over the course of a school year, from January to December, I was a
participant observer in a Year 7 classroom – ‘Room 7’. Most of the 30 or so
students were Pakeha, with four Mäori and two of mixed Mäori and
Pakeha descent. There were also eight NESB students, and five others
subsequently joined the class at various times during the year. Particular
attention was paid to interactions between these new learners and their
classmates. These interactions were recorded by lapel microphones
attached to small cassette recorders that the students kept in pockets or
pencil cases. At the beginning of the year, the broad aims of the project were
explained to the students in the class and this was followed by a letter of
information and a consent form, which was signed by each child and a
parent or caregiver.

The immigrant children who were the focus of the main study (Barnard,
2000) arrived in the country at various times during the year. As each one
was enrolled in school, the mother and child were interviewed together by
myself and a research assistant who was a native speaker of their first
language; they were then given a letter and consent form in their first
language to sign. By this time, the mainstream teacher had inducted the
class into the ‘ground rules’ for classroom interaction. These conventions
included matters such as bidding for turn, individual deskwork, modes of
group work, and criteria for good performance – standards for written
work, ‘research’ projects, self-evaluation, etc.

When these new students joined the class, the use of the cassette
recorders to capture students’ interactions was a well-established practice
in the classroom. Like their classmates, they very soon ignored the presence
of the microphones, and the interactions that were recorded were natural
and spontaneous. Sometimes as many as four cassette recorders were in
operation in a class at any one time, and many thousands of interactions
were thus recorded over the year. These interactions were transcribed
verbatim and, through a process of constant comparative analysis, patterns
emerged that indicated ways in which students interacted.

However, there were many occasions when private speech was audible,
and a key issue that arose was the way that the private speech of the NESB
learners reflected the extent of their understanding of, and ability to inte-
grate into, the culture of learning of the New Zealand primary classroom.
In contrast to the reports reviewed earlier (Broner & Tarone, 2001;
Saville-Troike, 1988), the present study investigated the occurrence of
private speech over a longer time frame – a period of months. Much of the
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recorded data indicated that the private speech of the students, both NESB
and otherwise, was used for the metacognitive, rehearsal and ludic func-
tions suggested by the earlier research.

One of the difficulties identified in the published research is how to
distinguish clearly between private speech and speech intended for social
interaction (Wells, 1999). The criteria provided by Broner and Tarone (2001)
have proved very useful in making reasonable inferences about the occur-
rence of private speech in the present study, but nevertheless some ambigu-
ities arose. Elaine Vine (2002, private communication) has suggested that
the tape recorder might itself function as a ‘hearer’ – that is, the apparently
private speech that is recorded might in some sense be (intentionally?)
addressed to the eventual listener of the tape. I felt that, initially at least,
there was an element of this among some of the students in Room 7.
However, Jack – the subject of this chapter – was the only Korean speaker in
the class, and he was not aware that a Korean speaker would eventually
listen to the tape. It is, therefore, reasonable to assume that any utterance he
made in Korean was directed at himself, rather than intentionally for an
external audience.

Jack
Jack (a pseudonym) was an 11-year-old Korean boy who arrived in

Hamilton in the middle of March with his mother and younger sister; his
father continued to work in Korea. Jack joined his new school and class on
his third day in New Zealand – six weeks after the start of the school year.

Jack was enrolled at school along with another Korean boy who had
arrived in Hamilton with him. The other boy, a 12-year-old, was staying
with Jack’s uncle, who had been resident in Hamilton for a few weeks. The
uncle spoke a little English, but his sister (Jack’s mother) knew none. On
account of their age, the boys were placed in different year forms.

On entry to the school, Jack was interviewed by the ESOL teacher, who
judged that his English was ‘minimal’: he knew the alphabet and some
basic words, and could count up to 20 (after 16, only with some prompting).
Jack was provided with about four hours a week of withdrawal ESOL
tuition, but for the other thirty or so classroom hours each week, he was in a
context largely of incomprehensible input.

In the mainstream, Jack was allocated a place right at the back of Room 7,
where he stayed for the rest of the year. For several weeks, his immediate
neighbours included three very pleasant boys who were considered by the
teacher to be below average in terms of academic achievement, and tended
in various ways (for example, by two of them constantly drumming their
fingers on their desks) to be somewhat disruptive. Jack’s verbal participa-
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tion with both the teacher and his classmates remained minimal – the main
reason being his lack of communicative competence in English. He was,
however, usually attentive during the teacher’s instructions and dialogues,
and closely observant of his classmates’ actions – in an effort to understand,
and perhaps imitate, what was required. While his attention sometimes
wavered, and he gazed around the room, he seemed to do so much less
frequently than some of the other NESB learners. He tried to participate to
the best of his ability in many of the classroom activities – most successfully
in the written computation tasks in maths lessons, for which he was
working well within his cognitive competence.

It is very significant that a few days after Jack’s arrival, the class attended
a three-day annual camp in the bush with other classes. The school placed
considerable emphasis on this event as a way of social bonding among the
students, and between students and teachers. Jack was unable to attend the
camp owing to his late enrolment; instead, while his peers were at camp he
was given a few extra ESOL lessons in the mornings, and he went home in
the afternoons. The two-week Easter vacation occurred a few days after the
class returned from camp. The implications of Jack’s being unable to
develop his social relationships at this critical moment after his arrival,
while incalculable, were probably considerable.

Transcript conventions
NB the names of all participants are pseudonyms.

01, 02, 03, etc. the sequence of utterances in an exchange

Ro, Ja, Pe, etc. first letters of a student’s name (e.g. Ja = Jack)

T the teacher (‘Mrs Martin’)

[in square brackets] comments from field notes

word underlined given emphasis by the speaker

xxxxx inaudible/unintelligible utterances

... short pauses

> speech overlapping with next utterance

utterances in # ... # private speech in English

utterances in # italic # private speech in the first language (Korean)

(utterances in round brackets) English version of previous Korean utterance

Note: In spoken Korean, it is very common to omit subject pronouns,
and even object pronouns, where the context makes the meaning unambig-
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uous. There are no impersonal pronouns corresponding to ‘it’ and ‘they’,
and possessive pronouns are not used where the context makes it clear to
whom something belongs. In the transcriptions of private speech which
follow, personal pronouns are given in the English versions (especially ‘I’
me, ‘it’, etc.) so as to make the meaning clear.

Jack’s Private Speech
After the Easter recess, Jack would typically enter Room 7 before the due

time and eventually learned to respond to casual greetings with ‘Fine,
thank you’, usually spoken very quietly. He might smile a greeting, but
rarely initiated a spoken interaction, even briefly. At his desk, before a
lesson commenced, he might riffle through a Korean magazine or a
dictionary; often, he would wait pensively for the lesson to begin. Like
other children, he was not always enthusiastic when the teacher called the
class to order. For example,

Example A: 12 May 8.59 – Exploring language

01 T: Is Abdul here? Right. You and xxxxx Good morning
everyone

02 Ps: Good morning Mrs Martin>
03 Ja: Good morning Mrs Mart ... [mutters in a low, complaining

tone] # Igo kajigo ochuliogo krae? (What are you going to do
with this?) #

Jack had been told to bring a bilingual dictionary to class, and he had
done so. His self-questioning is similar to that reported in other studies
(Broner & Tarone, 2001; De Guerrerro, 1994; Lantolf, 2000). As well as
indicating a metacognitive function in process, the interrogative form of
the utterance suggests very strongly the social nature of private speech – a
conversation, or at least the start of one, between ‘I’ and ‘me’.

Example B: 8 May 9.44 – Spelling

01 T: Right. In five minutes time we’re going to share those
sentences

02 Ja: (sighs wearily) # ah, nado igol heyaman tuena (Oh, do I have to
do this?) kwerobta kwerobta kwerobta! ... (I’m suffering!
suffering, suffering!) ahh ... haaa # [fidgets with exasperation]

Here, too, Jack’s self-questioning shows both a metacognitive function
and a social aspect. Many of his classmates had a similar reaction at the start
of a lesson or new activity, although others showed a more positive
attitude. At other times, his private speech was more laconic.
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Example C: 15 May 9.22 – Spelling

01 T: I’d like you to get ready for your spelling tests – draft books
02 Ja: [drawing in breath] # ah, itta! (Whew, I’ve got it!) #

This suggests that Jack was learning to understand some routine class-
room instructions, and his private speech (02) may be seen as indicating his
readiness to participate in the lesson. Some of the captured private speech
of his classmates in Room 7 revealed the children playing with language
not only for rehearsal purposes but also for amusement, in the same way as
the children studied by Saville-Troike (1988) and Broner and Tarone (2001).
However, it may be noted that Jack did not seem to use private speech for
ludic purposes. The following interaction, which occurred a few minutes
later in the same lesson, is significant

Example D: 15 May 9.30 – Spelling

01 T: Right. Tongues are away. Carlin xxx>
02 Ri: What’s this? >
03 Ja: xxx children ... pencil case ... Walkman xxx [mutters unintel-

ligibly]
04 T: Jack. Here’s a gold card for you. Right. [gives it to him] Gold

card. Really good. No, that’s all right. What you’ve got to do,
and one of the boys will go with you, is to go to Room 1 at
some stage and get it filled in – all right – from Mrs Smith

05 Na: Mrs, Mrs?
06 T: Mrs Smith – yes>
07 Ri: It’s got a line in it, bu>
08 T: [to Jack] That’s OK. Yeah, but you still need that filled in,

OK. So that. It can go into his clear file, cos at the moment all
it’s got is, Jack Room 7. All right? It’s good that he knows
why he’s got it. All right? And then he can go and work it
out [walks away]

09 Ja: [silence]

Despite the teacher’s instruction (01) for the class to be quiet, Richard
took the opportunity, while Mrs Martin was talking to another student, to
initiate an informal interaction with Jack. The point of his question (02) is
obscure; he may have been eliciting some language practice from Jack, as
the latter recited (03) a number of words in English. While he was doing so,
the teacher approached and gave him a gold card for some previous
excellent work. It is very unlikely that Jack understood much of what the
teacher said (04, 08), but the physical presence of a gold card might have
indicated that he had done something praiseworthy. Mrs Martin did not
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explain precisely what, and Jack did not enquire: presumably, he lacked
confidence in his ability to ask for, or understand, information of this nature
– either from the teacher or from his classmates. The significant point is
that, after the teacher left, Jack made no comment to himself indicating
either puzzlement or pleasure at this honour. It would be surprising if
questions did not arise in his mind, but he did not verbalise them. In itself,
this underlines the tentativeness of making any assumptions from audible
private speech. Nevertheless, it is also interesting that Jack was never heard
to express in his private speech any sort of pleasure or enthusiasm.

The following extract occurred during a lesson in late June – several
weeks after Jack’s arrival. The teacher told the class that they had two
minutes to finish their work, an instruction that Jack appeared to under-
stand. He sighed, perhaps with exasperation, and continued checking in
his dictionary, muttering occasionally and unintelligibly in Korean, and
humming to himself. He then turned to his neighbour Michael and wrote
with his finger on the desk.

Example E: 26 June 10.32 – Language arts

01 Ja: [writing with his finger on desk] Today?
02 Mi: Tell?
03 Ja: Today
04 Mi: Today. Do you want me to spell it?
05 Ja: Er – yes. Uhh
06 Mi: OK, erm. Here [writes ‘today’ for Jack]
07 Ja: Wah?
08 Mi: What do you want?
09 Ja: want? What xxx
10 Mi: Yeah
11 Ja: Waa
12 Mi: What – do – you – want, from me? Do you want me to tell

you something?
13 Ja: xxx
14 Mi: Tell
15 Ja: Aaa
16 Mi: Tell.
17 Ja: [sighs, apparently in exasperation] # itaekaji (Up to now / so

far) # ... [starts to write with his finger]
18 Mi: When ... Tell ... How>
19 Ja: # ah, ahu. (Ah) # [as he writes with his finger on the desk]
20 Mi: Ah, get it finished! Get it – You’ve got to get it finished
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today, or you’ve probably got to go home and do it for
homework

21 Ja: xxx [appears to understand]

This was the first time that Jack had been recorded as having initiated a
verbal task-related interaction with a classmate, and illustrates his lack of
communicative competence (or confidence) even after several weeks in the
class. At first, Michael did not understand what Jack wanted, nor did he
clearly see what he was writing on the desk. Through such miscompre-
hension, Jack’s need for clarification about when the task had to be
completed was in danger of being sidetracked into a matter of spelling.
Jack, however, persisted in using all linguistic and non-linguistic resources
he could muster and Michael (showing great patience) eventually under-
stood (20) what Jack wanted. It is difficult to interpret Jack’s Korean utter-
ance (17): it may have been an impatient indication of the time it had taken
to get his message across, but it also seems to be the climax of the interaction
between the boys: thereafter, comprehension appeared to come more easily.

The following examples (Fa, Fb and Fc) occurred in a lesson in mid-
October. The class had been given sets of vocabulary tasks, the level of
which varied according to their performance in a pre-test. Jack was in the
lowest group. The first task he had to do was to put a set of words in alpha-
betical order

Example Fa: 16 October 9.50 – Vocabulary

01 Ja: [vocalising the rubric] # Write out ... Write out, er ... twelvu
worduz ... al,pha,betical order ... ‘ask’ ... What? # [touching
Peter, pointing, rising volume] What?

02 Pe: Yeah – Alphabetical order
03 Ja: Order? [flicking through dictionary]
04 Pe: Yeah – ABCDEFG [singing ditty] Alphabetical, order
05 Ja: Order? [Ja checks in dictionary] # Order? Order #
06 Pe: Order
07 Ja: [saying quickly to himself] # A B C D E F G #
08 Pe: OK – ‘ask’ [putting his finger on a word on the list]
09 Ja: A K S
10 Pe: Yeah [points to Jack’s worksheet] and ‘ask’, is first >
11 T: Put up your hand if you have not received your worksheet>
12 Pe: And then, B C D E >
13 Ja: Ah! I know. [looks through dictionary, muttering] #

eoryoukutkatundae (This seems difficult) Order ... Order? ... G
... H I J # [finds the entry] # aah, yogitta! (Ah – here it is!) #
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This extract, like the one above, shows the interface between social and
private speech, and also the continuing limits of Jack’s communicative
competence. Jack externalised his metacognitive processing while reading
through the task rubric (01): verbalising (in English) only the key elements.
It may be inferred that the repetition aloud of parts of the task rubric was a
form of self-regulation, focusing his attention so as to appropriate the task
requirements; he appeared not to understand the meaning of ‘order’, and
his first ‘What?’ (01) appears to be private speech addressed to himself,
even possibly a rehearsal for his intended interaction with Peter. The
second, slightly louder and accompanied by tugging Peter’s sleeve and
pointing to the worksheet, was sufficient to enable the other boy to recog-
nise his need. Peter’s laconic response (02) was inadequate: Jack echoed
Peter’s response, with a rising intonation (03), which suggests that he had
received the correct word, but could not attribute meaning. Noting Jack
riffling through his bilingual dictionary, Peter expanded his explanation by
quietly chanting an alphabet song. The following five brief exchanges (03 to
07) occurred while Jack was looking through his dictionary, and it is clear
that he was beginning to appropriate some elements of meaning, evidenced
by repeating ‘order’ and saying (not singing) the ditty that Peter had just
chanted. (Here the interface between private and social speech is far from
clearly demarcated.) Peter built on this evidence of Jack’s burgeoning
understanding by indicating the first word on the list; Jack again showed
(09) some understanding, which Peter confirmed (10) by telling and
showing Jack what to do, and then elaborating (12). Jack (13) explicitly –
and in English – marked his understanding of what he had to do – which he
sought to consolidate by further reference to his dictionary. Although he
now understood what to do, he found the task difficult – as he said to
himself in Korean (13). His private speech indicated his developing mental
activity: he kept the English word at the forefront of his mind while using
Korean to comment on his activity, culminating in his final utterance –
further indication of appropriation having occurred. He then got on with
the task with no apparent need for further assistance, writing the words in
alphabetical order and repeating in private speech key lexical elements of
the task.

The following exchanges followed shortly after the previous one. By
now Jack had completed the first task, and was about to start the second
task, the rubric of which was:
Identify which words in the list are nouns. There should be eight of them.

Example Fb: 16 October 9.58 – Vocabulary

14 T: [approaching] How’re ye going Jack?
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15 Ja: [checking his dictionary] Yeah ... # hal-gut-ee-da ...
hal-gut-ee-da, hal-gut-ee-da (Going to ... going to, going to) #

16 T: [looking at Ja’s work] Good. Yes [T leaves]
17 Ja: [reads through the rubric for the task, and identifying a key

word, then] # shouldn’t should, shouldn’t, should # [looking
though dictionary, then mutters] # ige muoya? (What is it?) #

The teacher’s enquiry received a very short response, Jack keeping his
eyes on his work. His following utterance in Korean (15) suggests a
self-direction to get on with the work; it is also possible to suggest that he
had appropriated the sense of the teacher’s ‘going’ (14). It is interesting that
he did not seek help from the teacher at this point, but tried to work out (17)
the task instructions for himself, repeating the word ‘should’ as he
consulted the dictionary. His question in Korean, clearly addressed to
himself, is a typical form of metacognitive self-regulation, similar to those
reported by Lantolf (2000: 88). Jack soon became stuck and sought help
from Peter, who was working on another set of tasks:

Example Fc 16 October 10.01 – Vocabulary

18 Ja: # What ... what ... what? # [tugs Peter’s shirt to catch his
attention, pointing to his worksheet]. What?

19 Pe: Well, I’m not sure
20 Ja: Not sure?
21 Pe: Well, I don’t know
22 Ja: # ahh, huehanhada iguh! (Ah, this is so strange!) # [checks

through his dictionary for each word in the rubric] # nun
iguh aruh? (Do you know what this is?) ... aruh? (Do you?) ...
naega igul uttuke aruh? (How can I know all this?) ... jae-gil!
(Bloody hell!) # [searches for the meaning of words he finds,
reciting the alphabet] # A B C D E G H I K ... ahu, jae-gil ahh
duh-rub-da jeongmal! (Ah, really, bloody hell!) ... naming
word, er na-ming word, naa-ming wor-oh, naam-ing word #
[finds ‘naming’ in dictionary and reads the entry] #Eerumul
bootchida? (To name?) jimyunghada? (To name?) myungsa ...
myungsa (Noun, noun) ... jaegil, jaegil erun! (Bloody, bloody
hell!) ... ahniya (Not sensible) ... Name the ... igae moounji
ahseyo? (Do you know what this is?) #

After checking his dictionary, Jack waited for an opportunity (18) to
interrupt his classmate, which he did with a typically minimal verbal cue,
and pointing at his worksheet. Peter read the instructions, but – to Jack’s
evident disappointment – said he was not sure (19). Perhaps Peter did not
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want to engage with Jack, preferring to get on with his own work. Jack
echoed his response (20), the rising terminal tone suggesting that he
wanted to continue the exchange. After a brief rejoinder (21), Peter
returned to his own work. Jack spent the next four minutes (22) carefully
checking the words of the task rubric in his dictionary, repeating the key
words in English to himself, together with a running commentary in
Korean. This self-directed talk may have assisted Jack to monitor his
control over the task by keeping the key words in the forefront of his mind.
Unlike the private speech reported by Villamil and de Guerrerro (1996: 63),
he was evaluating less his own performance than the difficulty or obtuse-
ness of the task. As he did so, his annoyance palpably grew – giving rise to
expletives and other expressions of anger. It is worth remarking at this
point that Jack’s outward demeanour gave no indication of his inner feel-
ings; he sat quietly, and his mutterings did not attract the attention of his
classmates or his teacher.

His private speech is realised in full sentences (apart from the omission
of pronouns, typical of spoken Korean) and – with few exceptions –
phonologically complete. What is interesting here is his register: the utter-
ances ‘Do you know what this is? ... Do you?) and ‘How can I know all this?’
are in an informal register, as indicated by the (repeated) use of ‘aruh’. This
marker would suggest an addressee who is Jack’s peer, or – more likely –
Jack himself. However, his final utterance ‘Do you know what this is?’
appears as if spoken to an adult or to the teacher, indicated by his use of
‘ahseyo’ a marker of social respect. In both cases, a possible interpretation is
that this private speech might be intended as a rehearsal for social speech –
except, or course, that no one else in the room spoke Korean. Alternatively,
it could be an example of the sort of ‘double voicing’ suggested by Broner
and Tarone (2001: 375). It may be speculated that, having received no
satisfactory answer from himself-as-peer, addressing the latter question as
if to a teacher was an attempt at self-regulation through a subtle sort of
private role-play.

The extracts below (example G) occurred during a mathematics lesson
one hot and sunny day in November. In class, the students had been
identifying patterns in a series of triangles. The teacher then took the class
outside to sit on the grass while she went over the work they had done. As
the class settled down, Jack muttered to himself, showing some resentment
at having to sit on the grass in the afternoon heat:

Example G 6 November 11.49 – Mathematics Lesson
01 Ja: # aah ... salgishiiruh (I don’t want to live) aah ... yogisuh

kkomjirak daemyun suh itt-uh-ya hana! (I can’t believe I have to
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be here! They are so slow – stupid!) # [mockingly, about the
other students] # ahh ... moouh chojiraleeya iguh ... igun
chojirraleeya iguh ... igun chojiraleeda (F***! ... F***!) # [taking
pens etc out of his pencil case] ... # salgishiiruh ... ahu (I don’t
want to live ... aah) ... jon-na salgishiltta! (I bloody well don’t
want to live!) #

The above monologue occurred over a two-minute period, while the
teacher got the class settled. Jack’s private speech, especially his use of
strong swear swords, indicates a surprising degree of vented frustration,
which increased as the lesson proceeded. The teacher then started the first
of a series of assisted performances by asking some students to go through
the task sheet with her for the benefit of the class as a whole.

02 T: OK, if I said to you one, three, five, seven, nine – what’s the
next number. Can you tell me what’s the pattern?

03 P: Erm, in twos. It’s going up in twos
04 T: Good, going up in twos. OK. Now, listen to these ones. Two,

four, eight, sixteen. Jack, What’s happening there? What’s
that pattern?

05 Ja: [promptly] Time two [more slowly] Times two?
06 T: Good. Times two. Well done! Who can give me another

word that means the same as times two?
07 P: Doubling.

Despite his dissatisfaction with the setting, Jack was ready and able to
respond (05) to the teacher’s (rare) elicitation. A few moments later, while
the teacher was interacting with others, Jack’s private speech again
revealed his intense boredom and annoyance:

08 St: I don’t understand the next part.
09 T: [to class] ... Well, think about it [tells students to read

through their worksheets
10 St: Mrs Martin, could you xxx...
11 Ja: # jaegil (Bloody hell) ... jon-na jaemitda! (Bloody interesting!)

... jon-na jaemituhsuh jookgetuh (This is so bloody interesting
that I wanna die) # ... [ironically] # sal gi shiltta (I don’t
wanna live) ... jon-na jaemituhsuh jookgetuh (This is so bloody
interesting that I wanna die) ... jookgoshipda! (F***! I wanna
kill myself) ... jookjimothae saruh!! (F***! If only I could die) ...
jon-na salgishiltta (This is bloody killing me) ... mooseon
jaemiga it-uh-ya-ji (This is so bloody far from being fun) ...
moonjaegatjido anun gul (It’s so easy that it doesn’t seem to be
a question at all) ... jon-na jaemitda (Bloody interesting) ...
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jaemmieetuhsuh duejigetta (This is so bloody interesting I
might as well kill myself) ... mak michyu jookgetdah (It’s
driving me mad) ... hankukeesuh eettangun mak ttaryu
jookeenunde (If I were in Korea, I’d beat all these up) # [refer-
ring to a group of students who are off task] ... # naega
jyeneboda mul mothae (It’s not like I’m heaps worse than
them) ... ahu, jangnanhanya aedul jikum jangnanhanda (Ah – it’s
not playtime – these kiddies are mucking around) aedul
jangnanhanda, jangnanhae! (They’re mucking around, just
mucking around!) ... ah, jotta jaemitda (Bloody interesting) ...
jugido jaemitgae hane (They’re enjoying themselves over
there) ... mak joogul jiyungeeda (I’m nearly dying) ... ahh, mak
jaemituhsuh duejigetdah (I’m bloody dying here) ... aah, jon-na
jaemitdah (It’s just too interesting) ... jaemituhsuh mak oolgetuh
(So bloody interesting that I’m almost about to cry) ... jon-na
chajeungna – ah, XX! (Bloody annoying – ah, F***!) #

This stream of consciousness over a period of five and a half minutes –
crude, ironic, impatient, and accompanied by constant clicking of his ball-
point pen – was most probably provoked by the uncomfortable setting and
by the simplicity of the tasks the teacher was reviewing. After the teacher
had called upon another student to work on an assisted performance, she
asked Jack to come to her side:

12 T: OK. I’ve had a little chat with Areal, and she’s got it all
correct ... Jack>

13 Ja: Yes>
14 T: come and stand here and tell me about it. [Jack moves to her;

then she addresses the class] Listen to Jack, please>
15 Ja: [looking at his paper with triangles] # iruke hanunko gatundae

(I think it might work like this) #
16. T: OK. We’re looking at our first triangle. How many sides?
17 Ja: Three side
18 T: Good. Two triangles – how many sides?
19 Ja: Four side
20 T: Check. One >
21 Ja: One, tw>
22 T: two three, four>
23 Ja: # eegutman hanungo aani yeyo? (Is this all we’re going to do?) #
24 T: five. Yeah, one, two, three, four, five – OK?
25 Ja: Yeah
26 T: Yeah. Three triangles?
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27 Ja: # hana, dul set net dasut (one, two three four five) # six ...

This was the start of the second longest recorded interaction between the
teacher and Jack in the seven months he had been in the class. The required
task information was simple – too simple, according to Jack’s ironic private
utterance (23) – and although his understanding of the required information
is evident, it seemed necessary or helpful for him to count first in Korean
(27) before providing the correct answer in English. The interaction
continued:
28 T: Good. So – are you listening there, Yorin? Jack’s just told us

that the first one’s got three sides, the second one has got
five sides, the third one’s got seven sides. If we put a fourth
one in Jack, how many sides would it have?

29 Ja: # jamkanmanyo (Just a moment please) # [looking at the
teacher, then to self, lower pitch and volume] ... # sam, sa,
eelgop (three, four, seven) #

30 T: You wanna write it for me? >
31 Ja: mm>
32 T: if you can’t say the word, the number?
33 Ja: # jamkanmanyo (Just a moment, please) # [draws the triangles

on a piece of paper]
34 T: That’s the idea. Good. Yes
35 Ja: # xxx # [counting in Korean?] Eleven?
36 T: Good man. So each time, it’s going up by how many

numbers? ...

Jack’s reaction (30) to the teacher’s question is interesting. Asking her in
Korean to wait a moment, he used a polite tone, as he would do to a Korean
teacher – although, of course, Mrs Martin would not have understood.
Again (as in Example Fc), this might be an example of a private role-play.
His private speech alerted the teacher to his presumed inability to express
his understanding in English, and he readily followed her suggestion (31),
once again making use of respectful private speech (33) to regulate his
activity. He then showed his appropriation of the concept, first visually (33)
and then verbally (35), which was confirmed by the teacher. The interaction
continued:

37 T: ... it’s going up by how many numbers?
38 Ja: [3 seconds] Four?
39 T: No – one>
40 Ja: one, one>
41 T: Er – sorry sorry, three, five –
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42 Ja: [two seconds] Seven
43 T: Yes. Next one’d be – ?
44 Ja: Eleven
45 T: Nine. Then eleven>
46 Ja: Oh>
47 T: After eleven there’d be – ? Keep drawing your pattern
48 Ja: [to himself] # yogi hana du (You need to add one here) #
49 T: Each time it goes, you see you’ve made another one. How

many sides?
50 Ja: # xxx #
51 T: You’ve already got that>
52 Ja: Two
53 T: Two. Good man. So each time it goes up by – ?
54 Ja: ... [2 seconds] Two
55 T: Yeah. Good. Well done. [addresses class] Now ...
56 Ja: Aah! ...

Jack’s initial utterances in this exchange (38, 40, 42, 44) indicate perhaps a
growing confidence to respond in English, albeit minimally and with some
hesitation, without recourse to mental or private verbal activity in Korean.
However, he reverted to private speech in Korean (48) – most likely a form
of self-regulation – although what he actually said afterwards (50) was
unintelligible. The teacher’s final questions were intended as a concept
check, and Jack’s prompt and correct answers in English informed the
teacher of his understanding.

Despite his relative success in the assisted performance, Jack expressed
annoyance as he resumed his seat, and in fact continued to curse and swear
volubly:

57 Ja: [sighs as he sits on grass] # Aah! jon-na salgishiltta! (F***! I
don’t want to live!) ... shiganee jom ppali galsuneun upna! (I
want the time to pass quickly!) ... jon-na monjiral haneunji
(Bloody hell, I don’t understand) ... ah, gamyun malee andoeji! (I
can’t communicate, dammit!) ... gunyang, dolaburigetne (Hell,
I’m going crazy) ... sonsangnimhante gamyun aju maleul
mothagetne (I wonder why I can’t say anything whenever I
stand in front of the teacher) ... jon-na chajeongnage (It’s bloody
pissing me off!) ahu, ahu, moreumyun byungshiniji igo! (If you
didn’t know this you’d be an idiot!) # [addressing himself] ...

58 T: Now we’re going to stop here and go inside.

Jack’s frustration with his inability to communicate even simple

186 Bilingual Children's Language and Literacy Development

192
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:43

Color profile: Disabled
Composite  Default screen



concepts in English is poignantly evident, adding to the general frustration
he expressed at the start of the alfresco lesson. As in all of his private speech,
there was none of the syntactical abbreviation or phonological agglutina-
tion normally assumed to be features of private speech. This is perhaps
surprising, given the intensely personal feelings he was venting. He
continued talking to himself after the teacher told the class to go back
inside. So voluble was he that it came to the notice of some of his classmates:

59 Ja: # ah, jookeun moksoomeeda (Ah, I’m a dead man) ... hagi
shireunguh (I don’t wanna do this) ... jookeunmoksoomeda (I’m
a dead man) ... hangido shirutdunghu (I didn’t even wanna do
this) ... salgido shillta (I don’t wanna live) ... jookgishirusuh
hananunguhda (I don’t want to die – that’s the only reason
I’m doing this) ... jon-na chajeoungna, haesuh jiral
balkwangeeda!! (This is bloody annoying – F***ing hell!) #

60 Ca: What’s the matter? Jack, What’s the matter?
61 Ja: # jon-na jaemitda – moouhya, kkujuh! (Bloody interesting – hey,

f*** off!) #
62 St: Is he swearing?
63 Ja: # youngguhga shillta, younguhga shiruh! (I hate English, I hate

English) # [putting his pens etc into his pencil case]
64 Ca: [whispering] Jack’s swearing! He’s swearing!

Although Jack was unable to express the cause of his annoyance to his
classmates, they understood he was upset, and Calvin tried to help him
(60). Not understanding, or perhaps not caring about, Calvin’s motive in
speaking to him, Jack told him to go away (61). Although of course Calvin
did not understand Korean, he was left in no doubt about the underlying
intention of Jack’s utterances. Jack’s final comment as the class broke for
lunch (63) indicates his utter dejection.

What the above lesson shows is the level of frustration and anger that
Jack felt at times, and perhaps increasingly over the year. The precise cause
of his mood cannot be stated, although the combination of the weather, the
triviality of the task and his communicative incompetence were evidently
contributing factors. There may, of course, have been external causes on
this particular occasion. It was certainly unusual for Jack to manifest
annoyance so vocally.

Conclusion
Jack’s competence in English was judged to be still at the level of ‘mini-

mal’ after seven months in Room 7. There is evidence to suggest that his
receptive competence in both listening and reading improved, but his
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verbal response to elicitations, and his ability to initiate interactions,
remained at most monosyllabic. Only very occasionally was he observed
bidding for turns by raising his hand, and the teacher rarely nominated
him. Although he occasionally sought to interact with his peers, he was
never seen to initiate a verbal interaction with the teacher, even when it was
apparent that he needed help.

His ability to interact in the classroom was further impaired by ambient
social factors. He was seated right at the back of the class for the entire time
he was in Room 7. His first neighbours were friendly but not very helpful.
In the latter part of the year, he tried very hard to initiate and sustain inter-
actions – mostly non-verbal – with two other boys, Peter and Gene.
However, he had absolutely no social contact with these, or any English-
speaking friends, outside school. He took no part in social or cultural
activities, whether school-related or otherwise, that involved English
speakers. For example, his interest in soccer became known in April, and
both he and his mother were advised that he should join one of the school’s
teams. He did not do so; neither did he watch with his classmates the exten-
sively televised FIFA World Cup that year.

Despite the good intentions of Jack’s classmates and their sometimes
strenuous efforts to help him, they were unable to provide more than very
basic help, even towards the end of the year. The official curriculum
document states that ‘learners from language backgrounds other than
English should work towards the same objectives as native speakers’
although it adds ‘they will approach the objectives differently, and may at
times be working at different levels from most of the class’ (Ministry of
Education, 1994: 15). In fact, Jack was largely unable even to work towards
– let alone achieve – the same curricular objectives as his peers. His ability
to do arithmetical tasks involving little or no verbal language was evident,
but no attempt was made to develop his outstanding ability in this area –
for example, by providing calculation tasks more suited to his limited
English proficiency. He was also eventually able, sometimes with much
effort and great difficulty, to carry out routine tasks, such as handwriting,
spelling, and vocabulary. The only time he was engaged in a task-related
dialogue with the teacher – which occurred in November (Example G) – he
felt the task was utterly trivial and boring.

Unable to communicate any but his most basic needs in English, Jack
was certainly unable to demonstrate any significant development in such
cognitive areas as reasoning skills or logical thinking. In the absence of
Korean classmates, he had no one who could stimulate his higher mental
functioning in his first language. Although he often appeared attentive to
the ambient discourse of learning, it is evident that most of it was
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conducted well beyond his level of understanding. Transcriptions of his
private speech in English as well as, to a lesser extent, in Korean, show his
application of intelligence and perseverance in an attempt to appropriate –
often mediated by a bilingual dictionary – the meaning of key terminology.
His efforts in this direction were hindered by the fact that many key items of
vocabulary were presented to him orally rather than in writing. His own
written work – other than copying – remained firmly at the word level, as
did his oral communication.

Behaving very much according to Korean classroom conventions, Jack
was quiet, attentive and ostensibly polite in class, causing no disturbance
or disruption to the discourse of learning in Room 7 – with the one excep-
tion illustrated above. Underlying his outward behaviour were aspects of
his personality that remained largely inaccessible, although his loneliness,
lack of confidence and a sense of helplessness – almost of despair –
emerged at times in his private speech. Unlike the children in Broner and
Tarone’s (2001) study, he was certainly not having fun. In short, without
effective assistance, Jack was unable to appropriate key cultural and
conceptual aspects of the curriculum.

Implications for Pedagogy
The child’s distress illustrated above throws into question the issue of

placing NESB learners in unsupported regular classrooms before they are
linguistically competent to understand the content and processes of the
curriculum. Evidently, Jack needed more than the four or five hours of
withdrawal ESOL tuition that the school was able to provide. One possible
solution, or addition, would have been to provide a Korean-speaking
teaching assistant to guide him in the regular classroom. This would have
presented some practical, as well as financial, problems because the Korean
community was, and still remains, very small in provincial New Zealand. In
any event, to place children in a content of incomprehensible input for most
of the school week is to effectively deny them access to the curriculum.

Even had Jack’s English competence been higher, he would still have
faced cultural and conceptual challenges. It would have been helpful to
have ensured that there was a Korean classmate in Room 7. At the very
least, Jack would then have had moral support, and perhaps the two might
have assisted each other’s cultural and conceptual development by sharing
their burgeoning understanding, or discussing the possible reasons for the
lack of it. As it was, Jack was forced to rely on inner resources alone, and the
stress that this occasioned was at times intolerable.

It is not feasible to suggest that regular primary teachers should have
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linguistic competence in all the various languages that are represented in
the school, but some experience of learning another language would help
teachers to appreciate the linguistic – and cultural – problems faced by
NESB learners. Also, both pre-service and post-experience teaching
programmes should focus on the needs of learners from non-English
speaking backgrounds rather more than they have done in the past. At the
very least, teachers need to be sensitive to the strangeness of New Zealand
classrooms to immigrant children, who are unfamiliar with much of the
background knowledge assumed of students educated here, and are
unaware of the conventions and rationale of classroom discourse. Teachers
also need to develop a repertoire of strategies for coping with, rather than
avoiding, the challenges presented by NESB learners. Such strategies
might involve simplifying the linguistic demands of tasks, or designing
tasks specially tailored to meet the resources of the learners – for example,
by reducing cultural assumptions. They might also include ways of
reformulating oral instructions and explanations in such a way as to be
comprehensible to learners with limited English. They could increase the
verbal participation of NESB learners by soliciting responses from them
after other students had provided models (for further suggestions see
Chapters 5 and 6 of this volume).

Another strategy might be to identify train, and monitor suitable
students to act as peer tutors. Such mentors might complement the efforts
of the teacher – as they are likely to be physically and psychologically more
accessible to the newcomers than teachers at times when help is most
needed. Being themselves engaged in classroom activities, peer tutors may
act as interpreters of the learning context – for example, by explaining the
rules and standard of conduct inside and outside the classroom, the
rationale and requirements of various learning tasks and also by clarifying
areas within the academic/cognitive dimension (Barnard, 2002). They
might also be encouraged, both inside and outside the classroom context, to
share common interests with their NESB fellows. It is reasonable to suggest
that it could be more effective to use the limited ESOL support on training
peer tutors rather than on withdrawal tuition.

Implications for Research
One important corollary of the above is the need for action research

projects in schools to identify and, if possible, to remedy practical difficul-
ties faced by NESB learners and their teachers. Such projects are already
under way in New Zealand in the LTL (Learning Through Language)
programme promoted by the Ministry of Education and, of course,
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elsewhere. As Penton (2002) has reported, such schemes need school-wide
commitment, and appropriate resources, if they are to be successful.

The illustration of private speech in Korean has raised questions about
the formal features of private speech. With regard to syntax, other than the
omission of pronouns, Jack’s syntax was far from abbreviated. It was fully
formed; moreover, it often consisted of complex and even compound-
complex sentences. It was also, with very few exceptions, clearly and fully
articulated with little of the phonological agglutination and external
ambiguity that Vygotsky and others have suggested. Of course, further
investigation might reveal whether this is a matter of individual variation,
or indeed a language-specific phenomenon.

Ushakova (1994) reported the increased evidence for inner speech under
cognitive stress, and Lantolf and Appel (1994) argue that, the more difficult
the task, the more fully structured (social-like) private speech becomes. It
seems likely that difficulty can be measured not merely in terms of cogni-
tive challenge, but also in terms of emotional response. If this is the case, it
strengthens the notion that private speech is a form of dialectic between
interior interlocutors – a form of social, rather than inner, speech. This too
requires further investigation.

This case study (and other studies investigating private speech), provide
a sharp insight into the learning process – ‘cognition in flight’, as Vygotsky
(1978: 68) called it. Thus, future studies of private speech would assist our
understanding of the challenges faced by immigrant students and minority
language learners, and ways by which they seek to cope with these
challenges. Attention might focus on the affective domain, and the extent to
which emotional factors facilitate or hinder cultural and conceptual
development. In particular, research could attend to private speech
revealing negative feelings. Further investigation would also reveal
whether the use of private speech for the regulation of affective factors
atrophies, maintains or increases with maturation.
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Chapter 8

The Construction of Learning
Contexts for Deaf Bilingual Learners

RACHEL LOCKER MCKEE AND YAEL BIEDERMAN

Introduction
The ability to verbalise experience and to engage in social interaction

through language is central to the human processes of thinking and
learning. Deaf1 children face the predicament of acquiring a primary
language, forming social relationships, and understanding the world
within a communication environment that is largely inaccessible to them,
as most of them are raised in families who hear and speak.2 The small
percentage of deaf children born to deaf parents usually acquire sign
language as a home language, while most deaf children develop sign
language fluency from peers at school or later in life when they establish
contact with other deaf people. Signed languages have evolved naturally in
deaf communities throughout history in response to the physiological and
cultural need for communication that is comprehensible through the eyes.
The use of sign language and common social experiences bond deaf people
in communities and formal organisations that have distinctive cultural and
sociolinguistic characteristics (Baker & Battison, 1980; Higgins, 1980; Lane
et al., 1996; McKee, 2001, Monaghan; 1996; Padden & Humphries, 1988;
Penman, 1999).

From its inception in 1880 until at least 1980, deaf education in New
Zealand centred almost exclusively on the ‘problem’ of learning to
articulate and understand spoken and written English. Sign language
transmission was seen as an undesirable by-product of contact between
children who attended deaf residential schools (Collins-Ahlgren, 1989;
Forman, 2000). This pedagogical approach, known as oralism, produced
few deaf people who successfully acquired intelligible speech or achieved
academically (Allen, 1986; Dugdale, 2000; Johnson et al., 1989; Paul, 1998;
Pritchett, 1998; Townshend, 1993; VandenBerg, 1971).

Since the 1990s in New Zealand (and earlier elsewhere), rhetoric and
practice in deaf education have been altered by a paradigm shift from a
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deficit/curative view of deafness to a recognition of deaf people as a
community with an autonomous language, New Zealand Sign Language
(NZSL). In response, policy in the two Deaf Education Centres3 has
endorsed a bilingual–bicultural option that utilises NZSL and written
English and facilitates children’s contact with deaf adults as social role
models. Paradoxically, growing acceptance of the pedagogical and cultural
value of a bilingual approach is paralleled by the increasing prevalence of
mainstream placement of deaf students since the 1970s. Some 85% of deaf
and hearing-impaired children are now enrolled in mainstream classes as
compared with 8% in a Deaf Education Centre, and 5% in deaf unit classes
in regular schools (AC Nielsen, 2000). A proportion of deaf children who
are mainstreamed use some form of sign language as their primary
language, usually with a teacher aide who signs spoken communication4

and with some a visiting teacher of the deaf who may or may not be profi-
cient in NZSL. Deaf children in this situation may be either recognised or
‘de facto’ bilingual learners (Krashen, 1996) – mostly the latter, since in
general, mainstream schools do not perceive deaf children’s use of sign
language in terms of bilingual status.

This chapter focuses on the construction of educational contexts for deaf
children by examining how NZSLand English are used to mediate learning
and interaction for two children whose primary language is NZSL: one in a
bilingual class at a Deaf Education Centre and one in a mainstream school.
The research questions we address include:

(1) How do interaction and instruction in the bilingual classroom and the
mainstream classroom respectively support the development of first
language competence in NZSL, the acquisition of world knowledge,
and the linking of NZSL and written English?

(2) How do learning activities in the bilingual classroom and the main-
stream classroom respectively enable deaf students to participate in a
community of learners and to establish their identity as deaf bilinguals?

In the bilingual class, we identify ways in which participation in a
community of signing peers and a signing teacher contributes to the child’s
ability to develop NZSL and an understanding of written English as a
second language and to establish her identity as a deaf bilingual. For the
mainstreamed child, who does not share a primary social language with
class members, access to comprehensible interaction is examined with
respect to how effectively the child can engage with the content and
interactional form of learning activities at school. This chapter adds to a
growing body of research that investigates linguistic and social dimensions
(amongst others) of the inclusion of deaf students in mainstream schools
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(e.g. Antia 1982; Cawthon, 2001; Cocks 1988; Higgins, 1990; Hopwood &
Gallaway, 1999; Kluwin & Stinson 1993; Schein et al., 1991; Stinson & Antia,
1999; Stinson & Lang, 1994; Ramsey, 1997; Winston, 2001).

Our discussion is framed within the sociocultural perspective that
school learning is mediated by participation in culturally and linguistically
organised social interaction (Vygotsky, 1978). In examining contexts for
children’s learning from this framework, we adopt the view that ‘context’ is
the product of participants, actions, and language use rather than a
pre-existing set of institutional circumstances that enclose interaction
(Heritage, 1997). Similarly, language is seen as bound to the social and
cultural contexts within which it is produced and understood, and as such
is closely tied to the construction of an individual’s personal, social, and
cultural identity (Drasgow, 1993; Dyson, 1997). In light of the central tenet
of mainstreaming that ‘through educational integration, the deaf child will
be helped to acquire oral language, come to understand the nuances of
everyday social life, and develop a self-concept that he is “normal”’ (Lynas,
1984: 129), we focus on how the linguistic interactions in which deaf
children participate in class construct their role as participants and define
opportunities for cognitive engagement with learning activities. Consider-
ation of educational situations from this perspective potentially deepens
our understanding of what is usually referred to in special education
parlance as school ‘placement’ or ‘setting’. As Ramsey (1997: 12) points out
in relation to deaf learners, close analysis of classroom interaction is
necessary ‘to distinguish between arrangements of people and activities
that are truly contexts for learning and those that are not.’

Methods
The case studies we consider in this article – ‘Malia’ (Case 1) and ‘Hemi’

(Case 2) – are drawn from two research projects conducted separately by
the present authors during 2000–2001. Biederman examined the role of
New Zealand Sign Language (NZSL) in English literacy development in a
group of deaf children in a bilingual class at a Deaf Education Centre.
McKee investigated the learning context and communication access of deaf
children in mainstream classrooms through a set of six case studies. Both
studies are concerned with understanding and describing the ways that
deaf bilingual children develop and use their two languages to participate
in classroom life and to access the curriculum. The studies are complemen-
tary in that they examine learning opportunities within types of school
settings that are associated with contrasting perspectives on the meaning of
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‘inclusion’ (McCracken, 2001) – i.e. assimilation into the majority group, or
separate provision within a minority cultural-linguistic framework.

Data for both case studies were collected using methods of ethnographic
field research, as this approach provides a profitable way of coming to know
and interpret behaviour and experience (Bogdan & Biklen, 1992). In both
studies, the researchers chose to take a more ‘passive’ than ‘participant’
observer role (Stake, 1995) while gathering classroom data, although
Biederman’s year-long bilingual class study entailed more extensive inter-
action and relationships between the researcher and participants than the
McKee study did. Both the researchers are non-deaf but fluent in sign
language and have worked previously with deaf children and adults.
These identity and language characteristics, coupled with a video camera,
made it impossible to blend into the background, particularly since new
interlocutors who can converse in sign language are a relatively scarce and
interesting commodity for deaf children in New Zealand schools.
However, both researchers chose not to actively participate in class activi-
ties except as observers, in the hope of minimising the impact of an extra
adult on interactions between students and teachers.

Data collection: Bilingual class
In Case 1, the researcher visited the bilingual classroom during literacy

activities three times each week throughout the school year. The types of
literacy events observed include shared book reading, free reading, group
writing and independent writing. A digital video camera was used to
record interactions and dialogue, and all relevant materials (including
books read and written work produced) were photocopied. The researcher
used the videotapes and classroom notes to compose detailed field notes,
which included transcription of sign language dialogue using the Berkeley
Transcription System (Slobin et al., 2000). Analysis of field notes focused on
how students used NZSL and other language resources to participate in
classroom culture and more specifically in literacy events.

Data collection: Mainstream class
In Case 2, the researcher spent one week in the mainstream school and

observed all class activities, assembly and some playground interaction in
order to gain an overview of the child’s participation across the range of
events at school. Field notes were made on the visual and linguistic
accessibility of communication events, on the behavioural and linguistic
aspects of the deaf child’s interaction with peers, adults and learning
materials, and on the responses of others to the deaf child. Samples of key
recurring events, including morning news on the mat, story reading, maths
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instruction, whole-class instruction on topic studies, and reading sessions
were recorded on digital video. Selection of video data for transcription
and analysis focused on typical episodes in which the teacher aide
facilitated communication (such as interpreting teacher-fronted instruc-
tion or group work), and situations in which the child had the opportunity
for independent interaction with peers and teacher (such as desk work or
maths games).

In both studies, classroom teacher, parents, and other school personnel
connected with the child were interviewed in order to triangulate informa-
tion and perspectives about the child’s learning situation and to explore
beliefs about language use and teaching practices. Documentary evidence
of the children’s writing samples, recorded achievement levels, and
individual educational goals was also collected.

Our interpretation of data is informed by the paradigm of qualitative
analysis of classroom interaction and discourse (e.g. Cazden, 1988; Green &
Dixon, 1993; Green & Wallat, 1981). Claims surrounding the examples used
in this article are also supported by observation of other similar instances
occurring in our larger data sets.

Case Descriptions
Bilingual class

The study took place at a Deaf Education Centre that provides services
and educational programs to deaf and hard-of-hearing students through-
out half of New Zealand. The school’s philosophy, as stated in the school
brochure, is ‘to develop the potential of Deaf and hard-of-hearing students
so that they may grow into responsible citizens who respect themselves
and others. The school strives to foster in each student a positive self-image
and an appreciation of Deaf Culture.’ The school is committed to the
bilingual–bicultural model of education in which both NZSL and English
are regarded as equal in status as languages and are recognised for their
important yet distinct roles in the lives of deaf individuals.

One classroom at the school was chosen as the focus of careful
observation. The classroom consisted of eight deaf students, one hearing
teacher who was fluent in NZSL, one deaf language assistant, and one deaf
teaching assistant. All the students had hearing parents, were prelingually
deaf, ranged in age from five to nine years, and used sign language as their
primary means of communication. One student, Malia, was chosen as the
focus for this chapter.
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Participant: Malia
Malia was a seven-year-old girl whose family was from the island of

Niue. Malia’s family moved to New Zealand so that Malia could attend a
school for the deaf, an option not available in Niue. Malia was brought to
New Zealand around the age of two to have her hearing tested and was
found to be profoundly deaf in both ears. She was fitted with two hearing
aids, which she wore regularly. Communication at home consisted of a mix
of NZSL, spoken English, spoken Niuean and written English. Malia
predominantly used NZSL and occasionally used written English5 to
communicate with her family. Malia’s mother explained in an interview
that the family chose to learn NZSL after discovering Malia’s deafness,
because they wanted Malia to be able to express herself and because they
could see her frustration at not being able to communicate without sign
language. Using videotapes, they began learning NZSL.

In the three years following Malia’s diagnosis, she moved back and forth
between New Zealand and Niue attending the Deaf Education Centre in
New Zealand and the primary school in Niue. Since the age of five, Malia
has attended the Deaf Education Centre full time, living with her parents
and three sisters, who are all hearing. As her family did not have contact
either with deaf adults or with other families with deaf children, Malia’s
primary access to other deaf children and to deaf adults was at school.

Malia was an attentive and well-behaved student and a leader in her
classroom community. She regularly sought ways to help the teacher and
her classmates. For example, every morning when Malia arrived at school
she rushed to the board to write the date and to reorganise the day’s
schedule. During group reading and writing activities, Malia was eager to
respond to the teacher’s questions and to display her ability to translate
NZSL signs into written English, and vice versa.

Mainstream class
The second study took place in a primary school in a small provincial

town that serves a rural area. Asignificant proportion of children attending
the school were Mäori, and Mäori language was incorporated into signage
around the school and into daily communication routines such as greetings
and marking the roll. The site of research was a Year 2–3 class consisting of
24 hearing children (aged approximately six to eight years) and one deaf
boy, Hemi, who was the focus of this study. Hemi had been with the same
group of children since entering school and had known some of them since
pre-school. Most of the children knew a small vocabulary of signs, which
they used in combination with gesture, speech or mime to communicate
with Hemi. The teacher had previously taught Hemi’s deaf cousin who is
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two years older, and the teacher aide working with Hemi had also worked
with his cousin. Hemi’s teacher had earlier taken a short course in NZSL
with a deaf tutor but found it a difficult experience. Beyond greetings and a
few signs for giving routine directions, the teacher relied on the teacher
aide to interpret any communication with Hemi.

Participant: Hemi
Hemi was a seven-year-old Mäori boy who has been profoundly deaf

since birth. Hemi’s mother is deaf and uses NZSL, which is Hemi’s first
language. Hemi was learning speech and could say some recognisable
words but did not spontaneously use speech alone for conversation. His
father and teenage sister are hearing; his sister signs proficiently and can
communicate easily with deaf people outside the immediate family, which
includes a deaf uncle (the mother’s brother) and deaf cousin living locally,
and other deaf relatives living elsewhere. Hemi’s father signs and under-
stands enough signing for basic communication within the family but
could not be described as a proficient signer outside this context. Both of
Hemi’s parents grew up in the area, and neither achieved school qualifica-
tions. They did not have a great deal of contact with Hemi’s school and,
apart from attending IEP (individualised education plan) meetings, most
of their communication was via the teacher aide whom they saw as a key
person in Hemi’s education.

Hemi’s parents chose to enroll him at this school rather than another one
closer to his home, because the school had already experienced teaching his
older deaf cousin, who could also provide company for Hemi outside of
class. The younger sister of this deaf cousin was also in Hemi’s class. There
was no longer a specialist deaf resource class in the region, and the nearest
Deaf Education Centre was in a city two hours drive away. Although his
mother felt that Hemi would be better off educationally at the Deaf
Education Centre where she herself boarded throughout her schooling, the
current policy meant that Hemi was too young to be accepted there as a
residential student. His mother hoped that he would transfer there when
he was older, while his father believed Hemi was doing well academically
with effective support at school and did not want him to leave the family.

Hemi had been assessed as a ‘very high needs’ student by Specialist
Education Services, and had full-time teacher aide support in class from a
woman whose main responsibilities were interpreting communication in
the classroom and during other school activities, adapting lessons and
assisting him with his work, following up speech training, and supervising
Hemi’s behaviour and use of hearing aids. As is typical of many teacher
aides, this woman was largely untrained for these roles (McKee, 2002). She
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had learned Australasian Signed English locally when Hemi was a
pre-schooler, and had known him since that time. She had taken up all
available opportunities to learn NZSL at workshops that were offered once
or twice a year in the region, and she desired further training.

Two or three times a week Hemi was visited at school by an itinerant
teacher of the deaf (a hearing woman) together with a deaf resource tutor (a
deaf woman employed as a paraprofessional language/culture model and
teaching assistant), and by a speech therapist approximately once a week.
The itinerant teacher of the deaf mostly used Australasian Signed English
with Hemi, but was trying to learn and use NZSL. She was enthusiastic
about working with the deaf resource tutor (a recent innovation), from
whom she said she was learning NZSL, and she was also learning about
managing teaching interactions with a bilingual deaf child by observing
her instinctive teaching strategies. During their visits, Hemi was usually
withdrawn from class to work individually on reading and maths,
although sometimes the deaf tutor would lead an activity for his class, such
as signing a storybook. In his third year of school, Hemi was struggling
with new entrant reading books and working on maths concepts at the
beginning level of the curriculum. The bulk of Hemi’s learning time at
school was managed with the support of the teacher aide. On days when
this teacher aide was absent, Hemi stayed at home, since the teacher could
not manage his participation in class without assistance, and relief staffing
was not available.

The following sections will examine data from these two case studies in
relation to theoretical claims about interaction and learning.

Mediating Knowledge through a Shared Language
Language is one of the most important symbolic tools for mediating

learning through interaction (Vygotsky, 1978). As young deaf children of
hearing parents usually do not acquire their family’s language naturally,
they lack a medium for acquiring world knowledge through situated talk,
and most enter school without the same language foundation and store of
background knowledge that is expected of hearing children. Deaf children’s
education therefore must be designed to develop first-language competence
and to build a basis of concepts and information about the world. The first
question we address in our data is thus: how do communication and instruc-
tion in a bilingual class and a mainstream class support the development of
first language competence in NZSLand the acquisition of world knowledge?

In addition, learning activities must be organised to facilitate deaf
children’s acquisition of a second language: the written form of a spoken
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language (in these cases English). Hearing bilingual students have demon-
strated academic and social advantages from native language instruction,
showing that skills acquired in a first language can be transferred to a
second language (Cummins, 1979, 1981; Greene, 1998; Skutnabb-Kangas &
Tuokomaa, 1976; Willig, 1985). Recent studies examining the relationship
between deaf students’ sign language proficiency and their written
language skills also indicate a positive relationship between their abilities
in the two languages (Hoffmeister, 2000; Padden & Ramsey, 1998, 2000;
Prinz & Strong, 1997; Strong & Prinz, 2000). Such findings have been used
in support of a bilingual model in which a natural sign language is used for
‘native language’ instruction, and written English is learned as a second
language, positing that academic skills can be developed in and subse-
quently transferred from a first to a second language. Theoretical and
empirical questions remain about exactly how deaf learners bridge the gap
between an internal representation of a signed language and an external
(written) representation of a spoken language without direct access to the
spoken form (see Akamatsu 1998; Mayer & Akamatsu, 1999; Mayer &
Wells, 1996; Padden & Hanson, 2000). However, it is hoped that with
appropriate scaffolding (such as developing children’s metalinguistic
awareness and utilising consistent linguistic strategies for moving between
languages) new concepts made comprehensible in sign language can
contribute to the development of print literacy (Akamatsu et al., 2002;
Bailes 2001; Biederman, 2003; Swanwick, 1998; Wilbur, 2000). Our discus-
sion of data also addresses the question – how do the learning contexts
created in bilingual and mainstream classrooms support the linking of
first-language communication in NZSL to the development of English
literacy?

Example 1: Bilingual class
In the bilingual classroom, the teacher organised learning activities with

consideration to students’ background knowledge and to their prior
language experiences, and she employed specialised strategies for
supporting the students’ written English development. In the following
event, Malia and her classmate, Calvin, were engaged in a small group
reading activity with their teacher. The teacher introduced a new book
called Spider’s Web (Eggleton, 1999), and spent several minutes discussing
and expanding the students’ understanding of spiders and webs. While the
dialogue was in NZSL, the teacher explicitly taught Malia and Calvin the
English vocabulary associated with the new ideas they were discussing. In
the following excerpt from this introductory discussion (and all subse-
quent examples), signed dialogue is presented in upper-case English

202 Bilingual Children's Language and Literacy Development

208
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:44

Color profile: Disabled
Composite  Default screen



glosses that represent sign forms, followed by an English translation in
parentheses:

The teacher shows Malia and Calvin the book, Spider’s Web. Malia
reads the title by signing, ‘TITLE SPIDER’ and then pausing (The title is
spider… hmm). Calvin copies Malia signing, ‘SPIDER.’ The teacher
points to the word ‘web,’ and both students look up at her questioningly,
as they do not know the word. The teacher points to the word and shows
the students the sign, ‘WEB.’ She traces the picture of the web on the
cover of the book and repeats the sign, ‘WEB.’ Malia’s eyes dart back and
forth between the picture and the teacher. Her face lights up with under-
standing as she makes the connection between the sign and the picture
and produces the sign, ‘WEB.’ The teacher fingerspells and repeats the
sign, ‘W-E-B WEB’ (It’s spelled w-e-b, web).

In this example, the teacher introduced the new concept of a web by
pointing to the written word and the picture and showing the students the
word for web in NZSL. When Malia conveyed her understanding of the
new concept by producing the sign, the teacher linked this to the
corresponding English word through fingerspelling. The techniques of
‘chaining’ multiple forms of a word through sign and print (Padden &
Hanson 2000; Padden & Ramsey, 1998) and ‘sandwiching’ the signed and
fingerspelled forms (Kelly, 1995) supported Malia in building associations
between the picture, the sign, the written word, and its orthographic
representation in fingerspelling – associations central to her ability to nego-
tiate two forms of language.

Next, the teacher built on the students’ understanding of spiders and
webs. A selection from that dialogue follows:

The teacher asks Malia and Calvin, ‘WEB, SEE BEFORE WEB (location of
the sign indicates the upper corner of the room)?’ (Have you seen a web
before, the netting that is in a corner?) The teacher gets up from her seat and
locates spider webs outside the classroom. She calls Malia and Calvin
outside, and the two students go excitedly to look at the webs. They
return to their seats, and the teacher asks, ‘SPIDER MAKE WEB WHY?’
(Do you know why spiders make webs?) The teacher waits several seconds,
but neither Malia nor Calvin answer, so she provides an explanation.
She signs, ‘SPIDER WEB MAKE WHY? WEB (held on left hand) FLY
FLYING (right hand ‘flying’ sign stops at web hand). STUCK. CANT
FLY-OFF. SPIDER COME-ALONG GOBBLE-UP. WHY.’ (Why does a
spider make a web? Well if a spider has a web and a fly comes along, the fly will
get stuck in the web. It won’t be able to fly off. Then the spider can come along
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and eat it up. That’s why spiders make webs). Malia responds to this new
information by declaring, ‘IF HUGE WEB – mimes walking (with arms
swinging) then getting stuck in a big web. CAN’T.’ (If there were a really
big web and I walked into it, I would get stuck too and I wouldn’t be able to get
away).

The teacher recognised that Malia and Calvin were not familiar with
webs, so she first showed them real-life webs and then discussed why
spiders make webs. Her example made background knowledge explicit and
provided conceptual support for the students to understand the story when
they read it (Andrews et al., 1994). Malia then likewise re-contextualised the
ideas for herself, using the new information in an imaginary story about a
giant web expressed in her developing first language.

Following the exchange presented above, the teacher directed the
students’ attention to the book and its printed text. Together, the students
and teacher looked through the pictures and, in NZSL, discussed the story
of a spider making a web in the kitchen, the bathroom and the garden. The
teacher asked her students to identify each setting pictured and then taught
them the English word from the text that corresponded to their signs for
each setting. In order to create an additional link between the signed and
written forms, students were instructed to fingerspell new vocabulary
words, an ability that has been shown to be positively correlated with deaf
children’s ability to decode printed words (Biederman, 2000; Hirsch-Pasek,
1986; Padden & Hanson, 2000). The teacher continued to extend the
students’ background knowledge by explaining that, like the book char-
acter who was angry about the spider webs in his kitchen and bathroom,
she too did not like to have webs in her house. In this instance, she related a
new concept through a personal narrative, in keeping with a learning style
that is characteristic of other minority language students (Cazden, 1988)
and is also typical of explanatory discourse in the deaf community. The
students looked through the remainder of the book, learning new vocabu-
lary and discussing the story with their teacher. Subsequently, they read the
text integrating the new signs and knowledge they had acquired in the
preceding discussion.

This episode illustrates how the teacher used real-world experience and
specialised instruction tailored to the students’ level of understanding and
developing bilingualism in order to expand their world knowledge,
increase their communicative competence, and forge associations between
their first and second languages. Malia and Calvin were not familiar with
spider webs until the teacher showed them actual webs and explained to
them in NZSL why spiders create webs. The language and content of the
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lesson were accessible and comprehensible to the students, thereby
providing the opportunity to construct an understanding of the book’s
content and to acquire vocabulary for the new ideas in both NZSL and
English.

Example 2: Mainstream class
In the mainstream classroom, the teacher based instruction and learning

tasks on the assumed knowledge and communication experiences of
hearing children. The teacher aide tried to adjust instruction to account for
the deaf child’s different linguistic experience by reducing or expanding
information. This adaptation was generally made ad hoc rather than as part
of instructional design and was juggled with the responsibility for
interpreting ongoing talk in class. The flow of turns in teaching dialogue
rarely allowed time for sufficient expansion of concepts or translation of
written words that may have been unfamiliar to a deaf student. The
characteristics of Hemi’s access to new ideas and language during whole
class instruction are illustrated in the following description of a session on
the topic ‘Food for energy’.

The teacher was seated beside a whiteboard easel ruled into three
columns headed ‘Eat a lot’, ‘Eat some’, ‘Eat now and then’, while the
teacher aide sat at the other end of the whiteboard, also facing the children.
The children sat on the mat, facing the board. Hemi sat in front of the aide’s
feet, so close that when he looked up at her and the board he had to tilt his
head backwards. From a deaf perspective, this is an abnormal spatial
arrangement for conducting signed communication. The distance between
two signers must be sufficient to allow a wide view that takes in the signer’s
face, body, and any other visual reference points, such as the board and the
teacher in a classroom. Hemi was seated in this position in order for the aide
to have physical access to ‘managing’ his behaviour, such as touching him
to regain his eyegaze when it wandered. In this case, the teacher aide
frequently touched Hemi’s head or face to gain his visual attention,
apparently unaware that this violated communication norms in deaf
culture as well as cultural taboos for Mäori. This placement of Hemi also
illustrated the teacher’s observation that the deaf child and the teacher aide
function in a one-to-one learning relationship in the class, in contrast to the
one-to-many relationship of the teacher with other students.

The teacher explained that they were going to think of different kinds of
food that provide energy and asked for suggestions of ‘foods that we
should eat a lot of’. As children named particular foods, she prompted
them to classify these foods, for example, as vegetable or cereal. This task
required students to contrast, categorise and evaluate known food items.

Learning Contexts for Deaf Bilingual Learners 205

211
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:45

Color profile: Disabled
Composite  Default screen



The lesson presupposed awareness that food has an impact on the body’s
health, an understanding that foods can be grouped into types, and the
knowledge that foods have different nutritional value and should be eaten
in differing proportions. Hemi was not as familiar with the information
underlying this task as most of his classmates to whom the activity was
targeted. During this session, the teacher aide signed a very limited portion
of what was said, and Hemi’s gaze wandered away from her for much of
the time, as usual.

In the following extract of transcript, the teacher aide’s utterances and
Hemi’s actions are placed where they occurred parallel to the dialogue.

Spoken dialogue: Signed dialogue:

Note: Unclear utterances are
transcribed as (xxx).

(T is the teacher)

Signs are represented in CAPITAL
LETTERS followed by translation in
lower case italic. Video time codes
appear at intervals to give an
indication of the relation between
speech and signs. Hemi has his back
partially to the camera; unclear signs
are transcribed as (XXX). (TA is the
teacher aide)

Lee: sandwiches (00:07)

T: [writes ‘sandwiches’ on board] Anna

Anna: (xxx)

T: pardon? (00:09)

Anna: fruit
T: Fred?
Fred: (xxx)
T: Was that your idea or was that (xxx)
– were you going to say that one? Or
was that one that you actually– ‘cos I
heard it whispered just about the time
you were going to say it. Do you have
another idea or was that yours?

TA: SANDWICH (Sandwich). [Hemi is
looking at the floor. TA taps him].
SANDWICH (Hey – sandwich) FRUIT
(Fruit). [TA moves Hemi’s head to
look up]. HEMI, FRUIT SHE,
CORRECT SHE, FRUIT (Hemi – hey
look at me – she said fruit and she’s right.)
[Children raise their hands while
teacher speaks. TA looks over at T.
Hemi follows her gaze and also puts
his hand up. TA looks at him.]

Fred: carrots TA: [to Hemi] WHAT? (What?)

T: do you think we should eat a lot of
that or do you think we should eat
some of it? (00:33)

Hemi: [lowers his hand] (XXX XXX)

(00:33)
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Fred: (xxx)

T: well we’ll leave it to come back to
that one. This is things that we should
eat a lot of. Robert?

TA: CARROT, CARROT (Carrot,
carrot)

Hemi: (XXX XXX)

Robert: dinner?

T: A lot of dinner? Oh yes, now what
can you tell me what’s something you
should eat a lot of when you have
dinner?

TA: [nods. Hemi looks down to floor.
TA looks away and moves some loose
papers off the whiteboard easel. Hemi
looks up at TA briefly and then down
again].

Lisa: (xxx)

T: That comes under vegetables.
Vegetables can include any sort of
vegetables. They could all come into
this part. Tom.

Tom: Nutrigrain

T: say that again

Tom: Nutrigrain

T: is that a breakfast cereal?

Tom: yeah

T: right so we’ll put it under cereal.
Any more for ‘a lot of’? Kahu?

Kahu: apples

T: comes under fruit. Robert?

Robert: (xxx) TA: [reaches for a marker]

T: Is that – what is that –‘ cos when
you say the name of some of these
things – I don’t know what they are so
you need to tell me where they come
under – is it cereal?

Hemi: [watches TA while she draws
an apple, then looks down at the
floor].

Diane: (xxx)

T: it’s a cereal,

TA: [draws something that could be a
carrot. Hemi looks up to board, then at
TA, then looks down].
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Children: (xxx)

T: Right. I’m going to jump to the
other end now. Leave this [points to
left column on the board] for a little
while and I want you to tell me some
of the foods that we should just eat
now and then. That means we’re not
going to have them all the time.
Sharon?

TA: [draws another object, Hemi
looks up at board]

Sharon: umm like lollies. (01:53)

T: lollies [writes on board] Sarah?

(01:53)

Sharon: (xxx)

T: Now and then food

Sharon: (xxx)

T: [writes on board] umm, Kate?
(02:18)

Kate: Chocolate

T: [writes on board; points to child

TA: [pointing to apple on board] EAT
LOTS LOTS (Eat lots of apples). [Hemi
shakes his head. TA points to all
objects just drawn on board]. CAN
[points to pictures] CAN (Those ones
you can, those ones you can). [Hemi
looks down. TA draws a line under the
objects. Above the objects she writes
‘lots’ then underneath them writes
‘little’. Hemi looks up at board as TA
writes ‘little’.] (02:19)

Child: (xxx) TA: LITTLE , EAT LITTLE (Eat a little
bit) [Hemi nods. TA draws an icecream
in a cone]

T: It would come under here won’t it.
Tina?

Hemi: ME ICECREAM ‘small-scoop’,
‘two-scoops’ NEG (I have small
icecreams, not big double ones)

Following this session, the teacher aide commented that the topic was
conceptually so far beyond Hemi that she considered it futile to try to inter-
pret fully. As evidenced in the transcript, the few lexical items that were
signed were not linked to the preceding talk or to the concepts framing the
lesson.

Characteristically of teacher talk (Cazden, 1988), the teacher often
restated children’s specific or context-embedded examples as more general
or abstract categories. For instance, she responded to the answer ‘Nutri-
grain’ by saying ‘when you say the name of some of these things I don’t
know what they are, so you need to tell me where they come under – is it
cereal?’ The teacher aide interpreted information in the opposite direction,
omitting mention of larger categories and re-framing some examples in
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relation to Hemi’s personal experience. For instance, when the teacher later
listed chocolate under ‘eat now and then’, the teacher aide said (in
translation) ‘If you eat a lot [of chocolate] it will make you sick – have you
(done that)?’ Hemi apparently expected classroom talk to be personalised,
as indicated when the aide signed ‘EAT LOTS LOTS’ (Eat lots of apples), and
he responded by shaking his head in disagreement, interpreting this as the
aides’ wrong description of his own eating habits or perhaps as an impera-
tive, rather than as the teacher’s generalised statement about healthy foods.
Although the teacher aide’s intent in personalising the information was to
elicit recognition, this kind of departure from the spoken text points to
Hemi’s inequivalent exposure to ways of talking and thinking about infor-
mation that are designed to initiate students into academic discourse.

Hemi’s limited access to the dialogue also hampered his comprehension
of the written English vocabulary since the teacher’s talk, which was not
interpreted or was interpreted after a delay, related written words to the
discussion (e.g. ‘Nutrigrain’ – spoken, and ‘cereal’ – written on the board),
or contained deictic reference to information written on the board (e.g. ‘this
part’, or ‘Leave this”). During this session, the aide did not use
fingerspelling to systematically link meanings, signs and print, as occurred
in Malia’s class. The aide’s decision to draw pictures instead of using signs
for basic food vocabulary suggests that she considered Hemi unable to
mediate concepts by language alone (in the form of sign or print), even
though items drawn (apple, carrot, chocolate) were easily within his
productive vocabulary. The aide commented later that she wished she had
prepared by bringing pictures of food, reinforcing the impression that her
focus was on conveying meaning at a lexical level. Her judgement about
Hemi’s comprehension was partly conditioned by Hemi’s non-attending
behaviour, such as fiddling with her skirt and shoelaces and looking at the
floor (which she described as a chronic problem). This, in turn, clearly
reflected his lack of comprehensible access to the talk of his classmates and
teacher, which precluded him from meaningful participation in the activity.

Unlike instruction in the bilingual classroom, which was framed with
consideration to Malia’s linguistic and world knowledge, this teaching
interaction could be described as outside Hemi’s ‘zone of proximal
development’ (Vygotsky, 1978). The pedagogical practices employed did
not engage him in an activity that could scaffold his knowledge or support
meaningful links between NZSL and English.

The teacher was partially aware that Hemi did not understand every-
thing but, since she could not teach in Hemi’s language nor fully monitor
the extent of his engagement with the activity, she was reliant on the facili-
tation of the teacher aide. Her perspective was expressed in the following
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response to an interview question: ‘When you’re presenting something to
the class, how much do you expect the teacher aide to interpret?’ (Italics
have been added to highlight points arising in the discussion.)

Probably the basic idea not everything word-for-word, but the general
idea ... what it is we’re looking at – ‘food gives you energy’. Not all the
little intricate bits, but just so that he’s got the overall understanding. And
[the aide] has got more of an idea of where his level of understanding is
because she’s working closely with him. So if it’s just too difficult for
him, then she’ll just leave that part of it ( ... ) Sometimes I feel that he loses
concentration very quickly and ... maybe the teacher aide gets to a certain
point and then leaves it, whereas I feel the input needs to keep going. And he
needs to be brought back onto task a lot more. I think, with any child, and
he’s no different, if they’re not paying attention or they’re not focusing ...
then you’re going to keep saying: ‘I’d like you to listen to me now. Can
you follow this please’. If you know it’s geared at their level, and to me Hemi is
no different from all the other children in here as far as that goes – I think he can
concentrate if he’s made to for as long as they can – then it’s just a matter of
bringing him back on task, all the time – which is something that I don’t have
time to do, to keep stopping for him.

The teacher saw the aide as responsible for bridging the language gap,
providing modified instruction, and managing Hemi’s attention and
participation. With regard to content, she hoped that Hemi was getting at
least the main ideas, if not the detail, when in fact the reverse was
happening: fragments of detail were conveyed that did not amount to ‘the
general idea’. In viewing Hemi as ‘no different from all the other children,’
the teacher was articulating her intent to treat him as an ‘equal’ to his peers.
But in doing so, she did not acknowledge his very different exposure to
English (such as knowledge of food names in English), his access to prior
conceptual knowledge, his experience with question–answer discourse in
a group, or the difficulty of maintaining visual attention and displaying
relevant responses to a delayed rendition of dialogue.

The teacher observed Hemi to be ‘off-task’ much of the time in class, and
correctly identified that this was partly related to the way the aide
functioned (which was quite typical of teacher aides observed working in
such situations). In emphasising the need to ‘bring him back on task’ and
‘being made to concentrate’, she located the problem in his behaviour
rather than in the nature of the interaction he experienced. A more accurate
description of Hemi is ‘outside of’ rather than ‘off’ task, since he was
unable to access the language and the conceptual framework that
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constructed the content and form of the activity and as such, could only
play the role of a marginal participant.

Mediation of Learning and Membership through Social
Interaction

An educational context where students have opportunities to interact in
learning tasks without adult intervention supports linguistic, academic
and social development (Cazden, 1988; Green & Dixon, 1993). Hudelson
(1994: 141) notes that, when teachers encourage students to use talk and to
use one another as resources in learning, ‘children experience a sense of
belonging and well-being in the classroom setting and a sense of responsi-
bility for each other.’ The importance of a classroom community and the
central role of children’s talk in supporting their literacy development have
been revealed through classroom ethnographies. Work such as Dyson’s
(1989, 1993, 1997) in urban schools shows African-American students using
talk to share imaginary stories that become the focus of written composi-
tions, to provide assistance with spelling and correcting mistakes, and to
accomplish social work. In a parallel study of deaf students in a
self-contained classroom,6 Ramsey (1997) observed them using American
Sign Language to talk about written English tasks and to support one
another’s developing competence in reading and writing. Ramsey also
observed the same students during regular sessions in mainstream classes,
and concluded that this setting gave deaf students physical proximity to
their hearing peers but did not provide a context in which deaf and hearing
students could interact, communicate and support each other’s learning.

Access to interlocutors who share a language and similar experiences
allows for learning that is naturally embedded in social interaction and
dialogue and enables students to establish their identities as members of a
community of learners. Examples 3 and 4 illustrate the extent to which this
occurs in each of the two settings.

Example 3: Bilingual class
In the bilingual classroom, Malia and her peers communicated easily

with each other and their teacher in NZSL. The teacher created an active
language environment7 in which students had ample opportunity to talk
and practice using their developing sign language. Students regularly
engaged in tasks that were student-directed and in which they were
encouraged to use one another as resources for learning. One such activity
was independent writing in which students were seated together at
circular tables to write in their journals. They were instructed to use

Learning Contexts for Deaf Bilingual Learners 211

217
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:45

Color profile: Disabled
Composite  Default screen



available resources including word lists and environmental print and to
talk to their peers about story ideas and to ask for help. In the following
example, Malia and Bethany were able to support one another’s devel-
oping writing skills as they wrote about a forthcoming field trip on a train.

Malia is drawing a train in her notebook. When she is finished, she
begins to compose her story, first writing the word ‘Tomorrow.’ Bethany
spends a great deal of time on her drawing using various colours and
details to depict the train. When she is ready to begin writing, she is
unsure what to do, so she looks over at Malia for guidance. Bethany asks
Malia, ‘WHY? DON’T-KNOW?’ (What should I write? I don’t know what to
do.) Malia is focused on her own writing, so she just shrugs and does not
offer assistance. Bethany repeats her pleas to Malia explaining that she is
struggling and does not know what to write. Malia decides to help
Bethany and tells her how to begin her story. She signs, ‘TOMORROW’
and points to the word ‘tomorrow’ on the word list telling Bethany she
should copy the word. While Bethany is copying the word ‘tomorrow’,
Malia turns back to her own writing. Malia wants to write the word
‘train,’ but she cannot remember how to spell it. She looks to Bethany for
help and asks, ‘KNOW TRAIN? DON’T-KNOW ME.’ (Do you know the
word train? I don’t know how to write it.) Malia looks down at Bethany’s
paper and notices that Bethany has already written the word ‘train’ next
to her drawing, so she studies the word and then begins to copy it on her
own paper.

When Bethany was unsure what to write, she turned to her classmate
Malia for assistance. Although Malia was initially reluctant to help, she
eventually decided to help Bethany begin her story by telling her what
word to write and directing her to the word list from which she could copy
the spelling. The girls’ roles were then reversed when Malia did not
remember how to spell the word ‘train.’ Hoping Bethany could help her,
Malia asked for assistance and was fortunate to find it in Bethany’s
composition. The exchange continued with both girls continuing to
provide support to one another as follows:

Bethany watches as Malia writes the word ‘train’. She reads Malia’s
sentence, which reads, ‘Tomorrow we go tr’ and realises that a word is
missing. Bethany quickly notifies Malia signing, ‘WILL!’ (Hey, you forgot
the word ‘will’.) Malia realises that Bethany is right and gestures, ‘oops!’
She crosses out the beginning of the word ‘train’ and writes, ‘will’.
Bethany watches as Malia corrects her sentence and smiles, proud that
she was able to help Malia avoid a mistake. Bethany turns back to her
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own work and continues copying the word ‘tomorrow’ from the list. For
the remainder of the writing period, Bethany uses Malia’s story as a
model for her own composition.

Bethany was able to help Malia with the English construction of future
tense, a grammatical form the girls were learning to use. Temporality is
marked differently in NZSL and English: NZSL uses a time word to
establish a time frame in the discourse rather than marking verbs for
grammatical tense. Malia’s written sentence initially followed NZSL
grammar until Bethany reminded her of the need to include the word ‘will’
to indicate future tense appropriately in English. With Bethany’s support,
Malia realised her mistake and was able to modify her sentence.

Through their shared first language, the two girls requested and
provided assistance to each other as they grappled with expressing ideas in
their second language, English. By serving as learning resources for one
another, the deaf peers were also constructing their identities as competent
learners and partners in the classroom community.

Example 4: Mainstream class
An important argument advanced for mainstreaming deaf children is

enriched opportunities for social and academic learning from a range of
‘normal’ peers. In reality, signing deaf children have restricted access to
hearing peers in both sign and spoken language, which impoverishes
rather than enriches the social resources available for learning (Cawthon,
2001; Cocks, 1988; Hopwood & Galloway, 1999; Ramsey, 1997). The lack of
shared language between Hemi and his peers in class limited his relation-
ship with them as learning partners. This is shown in the following scenario
in which Hemi and his classmates sat together while making individual
title pages on the theme ‘Food for Energy.’ They were instructed to write a
heading and illustrate the page based on ideas from the preceding
discussion on the mat:

Hemi sits at his usual table with two other boys, a girl, and the teacher
aide next to him. There is a busy, controlled hum of talk around the room
as the children work. Hemi’s group works quietly, with little interaction
– possibly constrained by the presence of the adult teacher aide at their
table. Children at other tables converse about what they are writing or
drawing, ask to borrow each other’s stationery, and compare their work.
Hemi initially spends five minutes laboriously covering his paper with
glue and sticking it into his book, while the others at his table work on
their headings. The aide looks on and reminds him to ask his mother to
buy a new glue stick. When the page is stuck down, the aide tells Hemi to
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write the heading, pointing to the words on the whiteboard. After scan-
ning a word list on the table with furrowed brow, Hemi looks over at the
work of the boy sitting nearest to him. He attracts his attention by
waving his pencil near his book and grinning when he looks up. The
boys exchange a couple of gestures. Hemi starts to copy the other boy’s
heading, one letter at a time, then he switches to copying the words from
the whiteboard. He looks up between writing each letter suggesting that
the words ‘food’ and ‘for’ are not familiar enough to write independently.
During the session the teacher walks around the room, giving children
feedback and direction on their work. Twice she stops at Hemi’s table,
speaking to two of the children about their work. She glances at Hemi’s
work, but he is not addressed.

In this 15-minute period, Hemi and his peers did not converse verbally.
Instead, Hemi initiated non-verbal exchanges of an eraser and ruler, looked
at and copied another child’s work, and occasionally pointed to a drawing
on a peer’s page and laughed or gestured by way of comment. Other
children did not initiate interaction with him. Unlike his classmates who
were actively conversing and unlike Malia with her peers in the bilingual
classroom, Hemi was not able to maintain dialogue with other children
about the task (or anything else). Gumperz (1981: 11) claims that ‘(t)o the
extent that learning is a function of the ability to sustain interaction, the
child’s ability to control and utilise these conventions is an important
determinant of educational success.’ Without control of discourse skills
and shared expectations as to where a conversational exchange is going,
‘interactants are likely to lose interest, interactions tend to be brief or
perfunctory, and productive exchanges are unlikely to result’ (Gumperz,
1981: 12). This precisely appeared to characterise most of Hemi’s observed
interactions with hearing peers at school. Most of his dialogue in group
activities in class occurred within the dyad of the teacher aide and himself;
whether the talk was task-related, disciplinary or conversational, she was
his essential social and instructional resource.

In fact, Hemi did not seem to be aware that many of the teacher aide’s
utterances relayed the speech of others. This was partly because the
distinction between other people’s voices and the aide’s own was not
consistently framed, and partly because the roles the teacher aide assumed
at various times were not made explicit to him. His expectation of
communication with the aide appeared to be more in the nature of a
personal dialogue running parallel to what others were doing, rather than
communication with peers and teacher through an intermediary. This is an
understandable assumption for a child of seven, given the unnaturalness of
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mediated communication even for adults. The aide speculated that Hemi
did not fully understand her role as his interpreter, nor his own identity and
role in the classroom. She commented: ‘He knows that I’m there to help him
in whatever way I do that, but I don’t think he realises that I am actually
interpreting. I’m not convinced that he even understands that he’s deaf and
everybody else isn’t’. Her comment encapsulates two key aspects of Hemi’s
learning context. Firstly, his participation was always contingent upon
adult help, which cast him as disabled or infantile, rather than bilingual.
Secondly, Hemi’s social environment did not hold up a mirror to his
developing identity as a deaf person, which could help him to define
himself in relation to others and to demystify some of his unsatisfactory
communication experiences. In the bilingual classroom, Malia’s identity as
a deaf bilingual learner was developed jointly through interaction with her
classmates who shared common experiences and challenges with her, and
it was acknowledged explicitly as a feature of membership in the classroom
and school community.

Competence in Classroom Discourse as a Marker of
Membership

Social competence in the classroom, as Mehan (1974) defines it, requires
the child to integrate interactional form with academic content, and to
synchronise their behaviour with the changing demands of the context
from moment to moment. Our data echo Ramsey’s (2001) observation that
many deaf students enter school without the specific communicative
competencies and knowledge underlying performance of the ‘student role’
in a classroom, and that this competence cannot be developed by young
children through interpreted interaction. Our data also indicate that
classroom interaction mediated across languages by an adult (ineptly, in this
case) tends to marginalise deaf students, despite best intentions to include
them. For Hemi, it was nearly impossible to access the communicative
processes and norms that construct membership of a hearing class.

One such norm that rendered Hemi’s participation as less than compe-
tent in this learning context was the constraint of ‘relevant contributions’
that operates in classrooms (Cazden, 1988). When the teacher addressed
questions to the class, Hemi would often display what he perceived to be
expected behaviour by raising his hand enthusiastically when other
children did so, usually before the question had been completely signed to
him. Before the teacher could call on him, the teacher aide often looked at
him and signed, ‘WHAT?’ or looked away from him, with the effect that
Hemi tended to address his comment to the aide or lower his hand. These
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were apparently the aide’s strategies for intercepting responses that might
be off-track (as a result of incomprehension or different background
knowledge) or untimely, and thus potentially disruptive to the teacher’s
management of discussion. The teacher aide described Hemi as an
imaginative and ‘divergent’ thinker in explaining his tendency to express
ideas that were apparently unrelated to what he was supposed to be
working on or unrelated to a topic of talk that had been introduced by an
adult. A desire to help deaf children meet the implicit academic goal of
generating relevant answers at the right time (Bloome & Thoreau, 1988) – or
rather, a wish to avoid demonstrating to the group that they cannot – may
explain why a large proportion of deaf children’s dialogue in mainstream
classes stops at the teacher aide rather than connecting with the teacher or
other children.

Hemi’s contributions, when called upon, sometimes demonstrated
inexperience with hearing audience considerations: the unstated expecta-
tions about what to say, when, to whom, and how (Cazden, 1988). This was
apparent during a session with a visiting ‘Bible in Schools’ volunteer, who
invited children to share personal news. Hemi raised his hand and was
chosen to come to the front and talk. Obviously pleased at getting the floor,
he reported (in NZSL) that one night at his house there was a lot of
drinking, and Dad and other people got drunk while he was in bed. The
teacher aide voiced uncertainty (directed to the adults present) as to
whether she had understood his reference to ‘drunk’ and ‘Dad’ correctly.
Instead of translating the story to the class, the aide tried to divert him to a
‘better’ topic, signing, ‘Tell them about the calves’, knowing that he had
recently seen some new calves on the farm where his father worked. Hemi
obliged by telling that he saw a calf come out the back end of a cow and it
was bloody and dead! This story was translated by the aide, with just a
slight overlay of amusement at his graphic description. The Bible teacher
smiled, thanked him, and called on the next child who talked demurely
about going to her friend’s house to play.

While Hemi’s classmates appeared attentive to his animated signing, it
was not evident from their response how much they understood of what he
signed in class. The filtering of Hemi’s contributions through the reaction
and footing of an adult voice was typical of his participation in discussions.
Whereas his peers were beginning to discriminate audiences and situations
for different content and styles, Hemi could not really test ideas on his peers
outside of class because they did not share enough language to communi-
cate beyond the immediate context. Without this experience of informal
talk with peers and without accessible feedback from his audiences in class,
he could not develop a sense of where he stood in relation to communica-
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tion norms. Although accepted with apparent respect by his teachers and
peers, the delivery and content of Hemi’s contributions tended to mark him
as a cultural and linguistic outsider. Hemi’s exclusion from the subtle
conventions of interaction in class means that his chance of educational
success in this context will differ significantly from that of his classmates and
that of deaf students such as Malia in a learning context where interaction is
controlled by norms that are shaped by visual communication and deaf
experience (see Erting, 1988 for an account of deaf classroom interaction
norms).

Conclusions
For Malia and her classmates in a bilingual class, the sensory and cultural

experience of being deaf informed the design and facilitation of learning
activities. English language and curriculum content were approached
through the lens of how the children, as NZSL users, experienced the world
and what they knew about the languages being learned in their school envi-
ronment. Having direct linguistic access to their teacher and peers allowed
for learning that was naturally mediated by meaningful social interaction
and dialogue. Participating in a language-sharing classroom community
also enabled children to see reflections of themselves in the language and
ways of other people around them, and thereby to establish personal identity
as competent learners and group members who could look to each other for
support and extension in their learning.

For deaf children like Hemi in the mainstream, NZSLmay be viewed as a
pedagogical tool or conduit for providing the child with ‘communication
access’ to learning activities conducted in English. The use of NZSL by a
student in a mainstream school is officially framed as a response to an
‘individualised special need’, and is less likely to be perceived as central to
personal identity (except that signing marks the child as different from
others) and potential cultural membership of an adult deaf community. In
Hemi’s case, his school acknowledged NZSL as his main channel to
learning and as part of his social identity, since – unlike most deaf children –
he had deaf family members. Nevertheless, Hemi’s observed interaction
inside and outside the classroom revealed that there was little authentic
social context for his acquisition of NZSL at school and minimal shared
cultural or pedagogical understanding about how to accomplish academic
and social tasks in this language.

Exposure to sign language and personal encounters with disability are
valued by mainstream schools as an enriching experience for the hearing
students, adding, in the words of Hemi’s principal, a ‘wonderful dimen-
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sion to the school’. But when the main exponent of the deaf child’s primary
language of communication in class (the teacher aide) and the child’s peers
are less proficient in this language than the child is, it is difficult to show
that he benefits equally from the experience. Although Hemi had several
hours per week of individual instruction with a visiting teacher who is also
a deaf NZSL user, his day-to-day school experience did not nourish his
basic communicative competence in NZSL through natural conversations
with children and adults for multiple purposes. Nor did this context – that
is, the participants and their particular interactions – enable NZSL to be
skilfully utilised as a platform for developing second-language skills in the
academic domain.

These observations were somewhat apparent to those involved. Hemi’s
principal, teacher, and teacher aide all independently expressed the view
that the only justification for mainstream placement of a deaf child such as
Hemi was social/ideological (or, more pragmatically, economic) rather
than educational. The principal explained the social rationale as follows:
‘When he’s a man, he’ll be able to go up to the local bar and have a beer and
communicate with the person next to him – with his mates.’ The individual
members of staff involved acknowledged realistic doubts about the
capacity of the mainstream situation to provide a context in which Hemi
could learn successfully. However, they attributed the difficulty less to the
nature of classroom interaction and more to external sources such as lack of
special technology (which they imagined deaf schools to use), insufficient
time for adapted teaching, Hemi’s behaviour, inadequate funding for staff
training, and a need for special teaching and assessment techniques. In
contrast, Malia’s teacher articulated and conveyed through her teaching
practice the goal that Malia and her classmates should become capable,
literate bilinguals – they should develop their NZSL abilities ‘to have an
everyday conversation about something that happened at home’ and ‘to be
able to understand each other,’ and to learn written English in order to
‘enjoy reading and writing.’ Malia was expected and encouraged to
achieve academically, and her teacher expressed a commitment to finding
culturally and linguistically effective pedagogical practices to support her
in doing so.

We acknowledge that teaching staff in mainstreaming situations often
make significant efforts to adapt their teaching programme to accommodate
a deaf student. While these adaptations may appear to enhance deaf
students’ inclusion, the data presented above suggest that in reality these
may not provide a sign language user with adequate linguistic, academic,
and social participation in a learning context configured for hearing
students. Practices in a bilingual class where instruction and expectations
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about interaction are specially designed for deaf students developing
competence in NZSL and English can indeed foster such participation.

Hemi’s principal summed up the mainstream school’s quandary,
saying:

Schools don’t say ‘no’ to people – we like to say ‘yes’ and to include
everybody ... and not to be critical of anything ... Teachers, as a breed, try
to find ways of making things work. Whereas if we were engineers, we
might just say, ‘Nah, can’t be done!’ And find another way of doing it.

His comparison with engineers alludes to the need to clearly identify
components and their interrelationship in designing an educational setting
that functions for its intended purpose. This article has highlighted some of
the components of interaction in classrooms that are engineered – or not –
for learning through NZSLand English together. Hearing parents today are
more likely to understand that a deaf child will develop a bilin-
gual/bicultural adult identity, and some therefore make the decision to
incorporate NZSL in their child’s schooling and social experience.

The glimpses of interaction in contrasting school settings presented in
this chapter suggest that the choice of communication mode and school
placement needs to be guided by consideration of actual, rather than
presumed, access to communication, to curriculum learning, and to social
interaction. The combination of language choice and social grouping with
other language users by dint of school placement results in a particular type
of learning context shaped by patterns of interaction that are complex and
largely unconscious. While the context created for the bilingual deaf child
in the bilingual/bicultural setting included the cultural and linguistic tools
needed to mediate the social and academic curriculum of schooling, the
mainstream context did not. Further examination of discourse in the
contexts in which deaf children are learners can contribute to making more
explicit the educational implications of professional advice and parental
choices about language use and school placement.

Postscript
Hemi was recently re-observed by a research associate in the same

school at the age of nine, two years after the data presented in this article
were collected. He is exponentially further behind his hearing peers, and
still learning to read new-entrant books. His behaviour is reported to be
attention-seeking, and often difficult to manage. Even with his visiting itin-
erant teacher who is deaf and a fluent NZSL signer, he is generally reluctant
or unable to engage in structured learning tasks, either one-to-one or in a
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group. It appears likely that when he has completed primary school, he will
transfer to a residential Deaf Education Centre where the remainder of his
education is destined to be remedial.
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Notes
1. By ‘deaf’ here we mean individuals with congenital or early onset of deafness and

who are profoundly or severely deaf to the extent that spoken language is not
easily comprehensible; this group is often referred to as ‘prelingually deaf’.
People in this category tend to identify socially and linguistically with other deaf
people, and call themselves ‘deaf’ as opposed to ‘hearing impaired’ or ‘hard of
hearing,’ which are labels perceived as originating in the hearing world. In this
article we have chosen not to observe a convention of using upper case ‘D’ to
denote deaf cultural identity, since in the case of deaf children particularly,
attribution of cultural identity can be ambiguous.

2. In New Zealand, 24% of children with a hearing impairment are reported to have
a familial history of deafness (National Audiology Centre, 2000). This does not
always imply having deaf parents: in general, approximately 90% of deaf people
have hearing parents, while only about 10% have deaf parents.

3. Kelston Deaf Education Centre (KDEC), in Auckland and van Asch Deaf
Education Centre (VADEC) in Christchurch.

4. In some other countries (notably, the USA) this role would be fulfilled by a
trained interpreter, but in New Zealand trained interpreters are generally not
available to schools for reasons of inadequate supply, funding and lack of
recognition of the nature of the task of teacher aides.

5. Malia’s mother told us that Malia uses print to communicate with her family. For
example, when she wants to eat Weetbix, she’ll write ‘weetbix’ on a piece of
paper and show it to her mother.

6. A self-contained classroom is a special class for deaf students within a regular
school, equivalent to the New Zealand terms ‘unit’ or ‘resource class’.

7. The terminology ‘active language environment’ is used in contrast to what
Garcia (1999: 191) describes as a ‘passive language environment’ in which
minority-language students rarely have opportunities to talk and to produce
original statements. In such settings, students typically simply answer teacher’s
questions or respond with non-verbal gestures or actions (Ramirez et al., 1991).
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Chapter 9

Community Language Teacher
Education Needs in New Zealand

NIKHAT SHAMEEM

Introduction
The role that immigrants play in a nation and the degree of support they

receive from government agencies are most clearly seen in the specific
provisions made for new immigrants to learn about and adapt to the host
culture while maintaining and strengthening their own culture and
languages. The trend in New Zealand, as in the West, tends to be for the
medium of instruction to be the majority language. While this promotes the
learning of dominant languages such as English, it also encourages the shift
away from the mother tongues of immigrants by the third generation
(Holmes & Harlow, 1991; Shameem, 1997, 2000). The teaching and learning
of minority languages is generally considered the responsibility of the
parents and community. This is despite any awareness there might be in the
wider society of the benefits of mother-tongue maintenance. In New
Zealand, the revival and development of te reo Mäori (the Mäori language),
has raised awareness of the issues of language death and the repercussions
of this for Mäori culture, identity and self-esteem. Despite this awareness,
classes for other community languages continue to be provided in an ad
hoc way by parents and other volunteers in the community. Members of
most minority communities may have only sketchy knowledge of the -
existence of these classes, and this knowledge is mainly disseminated
through networking and personal contacts. There is no national language
policy in New Zealand to safeguard the linguistic interests of minority
communities, or to ensure the continuity of the language and culture of the
40 or so minority speech communities now living in the country (Holt, 1999).

This chapter reports on the nature of community language teaching in
New Zealand, specifically identifies the training needs of teachers in
Auckland, and presents the outline of a possible professional development
programme for them. The participants in this survey, conducted in 2000,
were community leaders, teachers, language students (both adults and
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children) and the parents of children under sixteen. However, data from the
community leaders and teachers are the main focus of this chapter.

Community Languages in New Zealand
The term ‘community language’ has been used in Britain and Australia

since the mid-1970s to represent a language other than English or the
indigenous languages. In New Zealand, Waite offers the following meaning:

community languages are associated with communities, which have
a primarily ethnic basis. The classical forms of some community
languages, in addition to being ethnically based, are strongly associated
with particular religions. (Waite, 1992: 56)

The diverse meanings contained in the term ‘community language’ in New
Zealand can be illustrated by the example of Muslim children from a
number of minority groups attending Arabic and Urdu language classes.
Their mother tongues could be Oromo, Hindustani, Fiji Hindi, Cantonese,
Amharic, Pushto, Somali or English. They learn Arabic and Urdu in order
to access religious literature, to understand oral sermons, or to show
religious affiliation and loyalty towards fellow Muslims. They may also
attend community language classes to maintain and learn their mother
tongues. Many users of community languages, especially new immigrants,
are in reality multilinguals who speak several languages.

A community language can be revered by a minority community as its
mother tongue even if members do not speak this language as their first
language. This distinction is particularly important among second and
third generation immigrants who would have acquired the host language
from the environment, but have varying degrees of proficiency in their
mother tongue.

The continuing and increasing demand for self-determination by New
Zealand Mäori has led to increased concern for the maintenance and the
revival of te reo Mäori, particularly during the latter half of the last century.
This concern for Mäori bilingualism and biculturalism has encouraged some
interest in language and culture maintenance among other minority groups.
However, interest has been community-based and often sporadic; little insti-
tutional support has been made available for learning programmes designed
to encourage multilingualism and multiculturalism (see Abbott, 1989; Kasanji,
1994; Shameem, 2000; Smith, 1994).

Holmes (1996) and Chrisp (1997) both claim that the extent of the
support that a community language can expect from the host government
depends on how important economically or politically the government

226 Bilingual Children's Language and Literacy Development

232
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:47

Color profile: Disabled
Composite  Default screen



perceives such support to be. According to Holmes (1996), the New Zealand
government gives greater support to certain Pacific Island language
groups such as those from the Cook Islands, Tokelau, Niue and Samoa. This
is because the New Zealand government regards itself as having greater
responsibilities towards these groups since they form part of its adminis-
trative responsibilities in the Pacific. At the interface, the Ethnic Affairs
Service in the Department of Internal Affairs has operated an ethnic desk in
Wellington since 1992 (Waite, 1992) and has recently opened an office in
Auckland. Among other things, the Service prints a regular newsletter with
information on educational, linguistic and cultural matters. Its current focus is
the development of a strategic plan for the department, which would include
specific statements about community languages (Hoffman, 2001).

For adequate language planning, it is imperative that specific knowledge of
each speech community is gathered, over and above that available from
census data and community language studies carried out to date. Only then
will decisions on the nature of necessary support for minority language educa-
tion be made in a fair and equitable way.

In the last fifteen years sociolinguistic research in New Zealand (e.g.
Shameem et al., 2002; Starks, 1997; White et al., 2001) shows that some
communities demonstrate a greater degree of language shift than others.
Some have shifted in their use of the mother tongue over three generations,
while others have shifted much more rapidly. For example, Tongan,
Samoan, Cantonese, Greek and Gujarati are reasonably well maintained,
while many European languages such as Dutch, Polish and Serbo-Croatian,
and the Pacific Island languages (Tokelauan, Cook Island Mäori, Niuean and
Fiji Hindi) are shifting or have shifted very rapidly, even in the last bastion of
mother-tongue use – the home (Bell et al., 2000; Davis, 1998; Holmes, 1996;
Meanger, 1989; Neazor, 1991; Roberts, 1999; Shameem, 1995).

However, even those communities that have experienced an almost total
shift in language use report a persisting ethnic and cultural consciousness.
This suggests that in some communities culture is a strong bond,
promoting retention of ethnic identity and pride. Individuals and commu-
nities may make a greater effort to retain their culture than their language.
This is particularly so in communities such as the Indo-Fijian where the
mother tongue has low status and is used only for informal communication
(Shameem, 1995).

Community Language Teaching in New Zealand
The need for a national languages policy is perhaps the most important

factor influencing the teaching of community languages in New Zealand (see
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Hoffman, 1995, 2001; Kaplan, 1993; Peddie, this volume; Shackleford, 1997;
Shameem, 2001). Moreover, Hamel (1997) and Corson (1999) claim that
policy efforts by the government to support community language mainte-
nance must be specific, and any language teacher education programme
should take into consideration the differing needs of each community
language. Reflecting the absence of such a policy in New Zealand, little
progress has been made by successive governments to identify, locate and
support community language schools. Most of these are community-
funded or self-funded and are held in a range of formal and informal
venues: school rooms, religious and community halls, sitting rooms and
garages. Data on the number of schools operating, languages taught,
nature of teaching and availability of materials continue to be held at
community level only and – as this current research shows – even commu-
nity leaders were unaware of schools and classes operating within their
own communities.

Roberts’ (1999) work with three New Zealand language communities
showed that they had differing priorities. For example, the Gujaratis
preferred to have funding for their own language school rather than have
their language taught in a state school; the Samoans wanted support for
both; and the Dutch did not give language maintenance classes such a high
priority. Bell et al. (2000: 27) identify the greatest need in community language
education to be for human, rather than material, resources. There is a very
limited availability of qualified teachers who are well versed in the theory and
practice of language teaching. In fact, teacher education programmes in New
Zealand have a history of neglect in their training of bilingual teachers – even
for Mäori and English (Benton, 1996; Corson, 1999). Kasanji (1994) and Waite
(1992) voice their concerns about the lack of teacher education provisions for
teachers of community languages, and list a number of points suggested by
the speech communities themselves. These include: recognising teaching
qualifications acquired overseas by first-language speakers of community
languages; offering short-term and mid-term courses for overseas qualified
teachers to familiarise them with the local and national education environ-
ment in order to allow them to work in a range of language-maintenance
settings; recruiting first language speakers of community languages into
regular teacher education programmes, in order that primary and secondary
schools have access to bilingual teachers; and extending international teacher
exchange programmes to include teachers capable of teaching in community
languages.

Efforts to revive and maintain community languages need to be regular
and on-going. Many community language schools fold up because of
problems with funding, insufficient materials and resources, sporadic
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community support, erratic student attendance, and shortage of suitable
teachers (see Kasanji, 1994). Chrisp (1997: 15) suggests four ways of encour-
aging motivation to learn a community language:

(1) offering incentives so that there is an economic benefit in knowing a
community language;

(2) promoting information on the long-term benefits of bilingualism;
(3) installing community information and advisory services to target ordi-

nary people and provide information to parents at the right time – before
language shift sets in. Chrisp gives examples on how this is already being
done in education and health in New Zealand;

(4) providing language-awareness programmes for secondary and tertiary
students, who form a captive audience. Such programmes can be readily
managed and influenced by language planners.

Following her interviews with members of five New Zealand speech
communities, Kasanji (1994: 14) identified the areas in which support was
needed: affordable, suitable and generic training of teachers of any language; a
multi-faceted, multi-level curriculum that allows for the teaching of culture;
the use of up-to-date, authentic resources. Resources would include the
appointment of a person in a Government agency who would support
teachers and help with the development of teaching materials. Kasanji
believes that the payment of community language teachers is also important.

Kasanji (1994) writes that two levels of support are crucial for the way
forward for community language teaching: the formation of an Ethnic Schools
Association whose work is similar to Australia’s National Languages Institute
(see Clyne, 1991: 241); and the provision by a recognised teacher education
institution of teacher education programmes for teachers of community
languages. She argues that a comprehensive and institutionalised teacher
education programme would produce better-trained teachers of community
languages, who are well versed in teaching in the local context and who
understand the principles of language teaching and learning. She further
suggests that such a training programme be part of the New Zealand Quali-
fications Authority’s Unit Standards, which would mean that those taking
the course could be cross-credited for a teacher education course and
possibly other related training.

Despite the absence of a comprehensive list of New Zealand community
language schools and student enrolment numbers, several inferences can
be drawn from research studies to date. Community schools are mainly held
at weekends, and have varied functions. Most importantly they provide an
additional domain for language use. Some schools teach the mother tongue of
community members, while others teach a religious language to students who
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may not all share the same mother tongue. The programmes vary in their
emphases on oral and literacy skills; for example, among the Wellington
Gujaratis, although conversational Gujarati is most important, literacy skills
are also in demand for possible visits ‘home’.

The success rates of maintenance classes vary. In her study, Roberts (1999)
found that attendance at language school related positively to literacy skills,
and less strongly to greater oral proficiency among Samoans and Gujaratis.
Zheng (1998) found that students who attended language-maintenance
classes in Mandarin Chinese were able to maintain and use their mother
tongue at home more readily and with greater fluency. She found, however,
that home tutoring of children was also effective. Shameem (1995), on the
other hand, found that Indo-Fijian children, if they were Muslim, were
attending either Koran schools (where Arabic and Urdu were taught) or, if
they were Hindu, Ramayan schools (Standard Hindi and Sanskrit were
taught). Any exposure to Fiji Hindi, their mother tongue, was incidental and
often did not occur at all because of the ethnic mix of students.

The degree to which a language school is important in the community
can be demonstrated by the strength of enrolments and retention power of
students. Samoan, Greek, Gujarati, Arabic and Cantonese schools have
been operating for several decades in Wellington and Auckland. As
Roberts (1999: 143) points out, other schools are in a state of flux. In the
more recently immigrant Korean community in Auckland, language
schools perform a crucial unifying function, with the whole community
being involved and a high level of social and linguistic participation (Starks
& Youn, 1998). In Meanger’s (1989) Wellington study, 79% of his second-
generation interviewees, and in Roberts’ study, 85% of all respondents, had
attended the Gujarati language school. Some 60% of Meanger’s respon-
dents felt the classes were of some benefit, although several of them
complained about the non-bilingual (non-English speaking) teacher, the
boring teaching methods and some felt resentful at being forced to attend
by parents.

Summary
This review of published research has addressed the issues surrounding

the teaching and learning of community languages. So long as New
Zealand does not have a national languages policy, including a specific goal
of community language maintenance, a comprehensive teacher education
programme for community language teachers is not likely to be an
educational priority.

Although research indicates the importance of home language use for
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maintenance purposes, attending a language-maintenance school is also
helpful in allowing a broadening of domains and uses for a community
language and for the development of literacy skills. This in turn will
support home and community language use and increase the chances of a
community language being maintained beyond the third generation.

Case Study: Community Language Teaching Needs in
Auckland
Research questions

A survey was undertaken to determine whether teacher education for
community languages is desired and needed in Auckland, and to identify
the possible content for such a programme. The following were the primary
research questions:

(1) Are current community language teachers trained and qualified? In
what areas?

(2) Is further teacher education needed and wanted?
(3) What current needs in language schools would a teacher education

programme address?
(4) How would a teacher education programme be delivered?
(5) What would a teacher education programme include?

Participants and networking
Contact with community language schools and teachers was made prin-

cipally through networking. Social networking has been used internation-
ally and in New Zealand for differing purposes (Boyce, 1992; Milroy &
Milroy, 1992; Roberts, 1990; 1999; Shameem, 1995; Smith, 1994; Walker,
1996). It is most useful when there are no comprehensive community lists,
or ‘sampling frames’, such as lists of regular church or mosque attendees.
For example, because of the difficulty of differentiating Indo-Fijians from
other Indians in lists such as phone books and the ethnic communities
directory, Shameem (1995) used personal, social and religious contacts
from the first-order zone to contact people in the second-order zone. Zones
can be extended to further orders, depending on the depth of penetration
needed in the group to be studied. Each person is viewed as a focus with
links to other people in the community with whom he or she is in contact.
This type of sampling is known as ‘non-probability’ sampling, where ‘there
is no way to estimate the probability each element has of being included in
the sample and no assurance that every element has some chance of being
included’ (Kidder & Judd, 1986: 149). The benefits of using this technique
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are economy and convenience – both were important considerations in the
current study. Moreover, such samples also yield excellent descriptive data.

It was hoped that the community leaders contacted would be able to
provide further addresses of community language teachers, and that these
teachers in turn would be able to provide contact with two students in their
class and, if these students were under 16, that the teachers would provide
contact with their parents as well. Networking proved to be more difficult
than anticipated, mainly because in many cases the community leaders did
not have contact with language schools and teachers even within their
community. Moreover, without face-to-face or telephone contact, the
response rate of postal questionnaire returns is substantially reduced.
Subsequently, the highest number of returns came from community
leaders, with a smaller rate of return from teachers, students and parents.

Questionnaires
A questionnaire was chosen as the most suitable research instrument as

it could be sent to as many community leaders as possible within a short
time span. Postal questionnaires also allow respondents to take their time
to respond, and to retain their anonymity. These are important consider-
ations in immigrant and refugee populations. However, a drawback of the
postal questionnaire, compared with interviews, is the inability to control
responses and to probe incomplete answers or any misunderstanding of
the questions. For example, three of the community leaders who responded
gave addresses of teachers of ESOL (English for speakers of other
languages) rather than community language teachers, in their community.

Kidder and Judd (1986) and Oppenheim (1992) suggest that a postal
questionnaire needs to be reasonably short and easy to answer although
Roberts, in her 1999 study, did not find a difference in response rate with a
trial run of long and short questionnaires. A short questionnaire limits the
researcher’s ability to check on the accuracy of response, particularly with
attitudinal and sensitive questions, by re-asking the question in another
way and co-relating the results. Short questionnaires are, however, easy
and less time consuming to code and analyse.

The postal questionnaires in this current survey were short, would have
taken no longer than 20 minutes to complete, and were written in simple
English. In designing the questionnaire, it was understood that not all
respondents would be fluent English users. Hence the questions were
simple and had easy answering methods – circling, ticking boxes, and
writing one-word responses. Translating the questionnaire into various
languages was not an option because of budgetary and time constraints.

The design of the questionnaire was influenced by the main aim of the
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study, the available time span, the respondents’ backgrounds, and the
research questions. The four questionnaires used in the survey asked
similar questions but from the different perspectives of the various
respondents: the community leaders, the teachers, the students and their
parents. Survey participants were provided with an addressed, pre-paid
envelope for return of the completed questionnaires.

Some 95 eligible questionnaires were returned, which is quite a large
number of responses from ethnic minorities, who tend to be reticent about
coming forward with their concerns. Of those who responded, 41
responses were community leaders, who may not have been directly
involved in community language teaching, 15 were language teachers, 17
were students and 22 were parents. All participants were involved in some
way with a minority community and they included people from both
refugee and immigrant backgrounds. (The response rates in the four
categories were: community leaders 26.9%, teachers 31.9%, students 15.4%
and parents 12.1%. The last two categories are estimates only, as the teachers
were responsible for giving the questionnaires out to students and parents,
and there was no way of knowing how many were actually distributed.)

Analysis of the data was quite straightforward, with descriptive statis-
tics and frequency tables providing sufficient information on key research
questions.

Presentation and Discussion of Findings
This section looks first at background factors pertinent to this study,

including the languages covered by the study and the reasons why the
study of the community language is regarded as important. This is
followed by a presentation of the backgrounds of the teachers who
responded to this survey in terms of their educational levels, qualifications,
fields of expertise and language-teaching qualifications. Teachers, commu-
nity leaders and parents then gave their opinions on why they thought
community language teachers needed to participate in a teacher education
programme. All three groups were also asked what qualifications might be
most appropriate for these teachers. The final section examines the nature
and logistics of the programme required: time for classes, instructional
type, and possible content of a course on community language teaching.

First languages
In the current survey (see Table 9.1), community leaders, parents and

students reported having 29 different first languages, which represents
90.6% of the 32 languages reported in the 1996 census of languages spoken
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in Auckland (Holt, 1999). The first languages reported were not the same as
the languages taught, which included mother tongues, religious languages
and smaller ethnic or regional group lingua franca. Fifteen respondents
identified English as their first language although their mother tongue,
with which their identity was linked, might have been different.

Most of the 95 respondents had very clear reasons why they or their
children/students were learning or should be learning the community
language. Respondents were provided with a list of possible reasons for
learning the community language, and asked to indicate whether this was
very important, important or unimportant for them. Table 9.2 ranks these
responses in order of the reasons felt to be of particular importance. More
than three-quarters of all respondents said that the language was very
important, as it was integrally related to their culture and identity.
Two-thirds of them said it was very important that they or the children in
their community were able to use the language in order to communicate
with their grandparents and other family members. A similar number also
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Table 9.1 Reported first languages: Community leaders, teachers, parents

First language Frequency

Amharic 5

Assyrian 1

Cambodian 1

Cantonese 2

Chinese 1

Congolese 1

Croatian 2

Dutch 3

English 15

Fiji Hindi/Urdu 1

Fijian 1

Greek 2

Gujarati 2

Hindi 3

Lao 1

Korean 1

First language Frequency

Niuean 1

Oromifa 1

Oromo 4

Polish 1

Punjabi 1

Samoan 12

Singhalese 6

Spanish 1

Taiwanese 1

Tamil 1

Thai 4

Tongan 3

Urdu 1

Total
(29 languages) 79
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said literacy in the community language was very important. Only a third
thought it was most important to learn the language for religious purposes
or for visits home.

Teachers and students (32 respondents) were asked how important they
felt parental pressure to be in the rate of attendance at community language
classes, and of 8 of the 17 students and 9 of the 15 teachers believed it to be a
very important factor. Only half the respondents felt that parental pressure
was the most important reason for attendance at community language
school.

Teacher education and language teaching needs
Contacts that community leaders provided were carefully followed up

in order to locate any language teachers, particularly to canvas their
attitude towards teacher education. Fifteen of the 47 community language
teachers to whom questionnaires were sent returned them.

Teacher profiles
Of the 15 teachers who responded, 80% were women, and half of these

were in the 40–50 year age group. The others were almost equally spread in
the other 10-year age groups between 20 and 70 years specified in the ques-
tionnaires. Those over 50 years were generally retired teachers. All the
teachers were well-qualified and held certificates, diplomas and degrees
(see Table 9.3). Eight of them – just over half – had more than one qualifica-
tion. Only one teacher said she had an ‘informal’ qualification, and this was
in addition to a certificate in teacher education.

When asked specifically about their field of teaching expertise, teachers
said they were qualified in a wide range of areas with a leaning towards a
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Table 9.2 Most important reasons for community language learning

Reason Respondents classifying
as most important

Total no. of
respondents

Identity and cultural
maintenance

77.5% 95

Communication with
grandparents and family

63.2% 95

Literacy 62.1% 95

Religion 35.8% 95

Return home 32.6% 95

Parental pressure 53.1% 32
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background of arts and education. Two-thirds (10) of the responding
teachers reported backgrounds in either teaching or education (see Table
9.4). Besides their advanced level of education and qualifications, 11
teachers also indicated that they already had some form of training in
language teaching.

Several teachers indicated their wish that, rather than concentrating
solely on community languages or first-language teaching, further training
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Table 9.3 Current teacher qualifications

Qualifications of language teachers Frequency

Informal qualification &  certificate 1

Certificate 1

Certificate & diploma 1

Certificate, diploma & degree 1

Certificate & degree 3

Diploma 1

Diploma & degree 2

Degree 5

Total 15

Table 9.4 Teacher expertise

Area of expertise Frequency

Arts, Business 1

Arts 1

Education 3

Education, Business 1

Engineering 1

History 1

Languages 1

Teaching 3

Teaching, Anthropology 1

Teaching, Arts 1

Tutor, Geography 1

Total 15
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courses might include bilingual education and ESOL teaching. Were this to
be done, they believed their employment prospects would be enhanced.

Interest in teacher education
Despite most of the 15 responding teachers saying they had already

undergone some language teaching training, 12 of them indicated strongly
that they would like to study further in this area. Nearly two-thirds of the
41 community leaders and all 22 parents in the survey were also in favour
of teachers participating in a language-teaching education programme.

The responses to an open-ended question about the reasons for partici-
pation in such a programme were broadly coded into the categories shown
in Figure 9.1. On-going professional development was clearly the most
important reason for both community leaders and parents. Six teachers and
two parents felt that community language teachers needed to know more
about New Zealand systems and methods. The teachers also felt that their
current qualifications and experience need to be recognised, valued and
factored into the equation in some way. Other issues, such as the possibility
of getting paid and to learn more about how to motivate students, did not
seem as important to these respondents.

There seemed to be general satisfaction with teachers and teaching in
community language programmes. It appeared that any suggestions for
further professional development of language teachers were genuinely

Community Language Teacher Education Needs 237

16

12

10

14

8

6

4

2

0

Reasons given

F
re

q
u
e
n
c
y

To get
paid

To motivate
students

Professional
development

To learn more
about NZ

system/methods

Already
qualified

No response

Community leaders Parents

Figure 9.1 Reasons for participation in language teacher education:
Parents, community leaders

243
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:48

Color profile: Disabled
Composite  Default screen



concerned with helping them become better rather than helping them
become good. Several teachers in fact indicated their wish to have training in
bilingual and ESOL teaching, rather than a programme that concentrated
solely on community language, mother-tongue or first-language teaching.
With such training, they would have greater prospects for employment.

Responses strongly indicated a general appreciation by the community
of the task that language teachers were performing in their spare time
often, with very little remuneration. An in-service programme, which
enhanced and expanded their existing skill repertoire, would benefit the
whole community.

Education Needs of Community Language Teachers
Qualifications and timing

Research participants indicated that qualifications in community
language teaching should span the full range included in the question
options (see Figure 9.2). Two thirds of the respondents indicated the
desirability of formal qualifications – a certificate, diploma or degree in
language teaching – while the others felt that an informal qualification or a
certificate was adequate. Teachers seemed to favour the award of a certifi-
cate or diploma in language teaching following the completion of training.

When asked to nominate the best time of the week for possible
attendance at classes, seven of the teachers said they preferred evening
classes, with the second preference (four) being weekend classes. As
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teachers pointed out, most of them were teaching the community language
at the weekends and wished to continue with this pattern – hence their first
preference for evening classes. Daytime classes were preferred by only two
teachers, confirming current occupational data that teachers worked
elsewhere and taught the community language part-time. One teacher was
happy to attend classes at anytime.

Instructional styles
Teachers expressed a preference for learning through a range of interac-

tive and informal teaching styles (see Figure 9.3). Assignments were the
least popular, and there may be a perception among these teachers that
assignments are long, theoretically-based academic essays that would not
be suitable in community language teaching. Teachers seem to want useful
and practical assessment methods and tasks that are directly related to their
language-teaching demands and needs. A majority clearly preferred
workshops and group discussions. Four teachers said they would prefer
seminars, and three would prefer lectures; of these, six also said these could
be combined with other instructional methods. Interestingly, those who
preferred seminars did not favour tutorials or lectures in their preferred
style. Three teachers preferred an on-line course and only two said they
wanted tutorials.

The results indicated a clear shift away from the more ‘traditional’
methods of learning to more challenging, demanding, practical and func-
tional methods, which multilingual teachers could adapt to suit their
particular purposes, needs and contexts. The results also demonstrated
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that teachers want greater autonomy in selecting the learning styles: even if
they had trained originally using more traditional methods, they were clear
in their minds as to what suited them best now. It may therefore be more
appropriate to use alternative assessment procedures such as group
projects, portfolio presentations, student-led seminars and workshops,
and observation of teaching practice in a teacher education programme for
community language teachers.

Activities in a language curriculum
In order to identify those classroom activities that are thought helpful to

include in a language curriculum, teachers and community leaders were
given a list of activities to be placed on a scale of very important, important
and unimportant for language learning. Teacher preferences may indicate
activities they currently offer in their language programmes. Figure 9.4
demonstrates the activities that teachers and community leaders felt were
very important and shows a definite preference for more traditional
activities.

Some 80% of the teachers and community leaders gave a very important
rating to word study and pronunciation. More than 80% (32) of community
leaders and three-quarters of the teachers also felt that conversational practice
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was very important. Generally the community leaders’ responses showed
a desire for a greater range of activities than the teachers’ responses did.
While teachers felt that traditional productive oral activities should
continue to be targeted in the language classroom, community leaders
clearly felt that more communicative methods of learning (group discus-
sion, field trips, watching videos) should be included. Community leaders
also showed greater support for more listening activities and the teaching
of a wider range of literacy functions. Interestingly, despite the presence of
strong Pacific Island rhetorical cultures in the survey, formal speech
making and drama were not favoured types of activity. There was clearly
more support (almost double) for culture study from community leaders
than there was from teachers. Less than half the teachers and community
leaders supported the study of religious literature in the language classes.
(None of the teacher participants in this study was teaching a religious
language.) Generally, the results to this question on activities to be included
in a language class indicates a desire for a diversity of activity types
covering a wide range of language functions and cognitively demanding
uses of language.

Subjects of study in teacher education programmes
Respondents indicated their desire for a programme that would include

instruction in dealing with several language-teaching scenarios such as
teaching bilingually, teaching ESOL, teaching two languages for different
purposes (for example, a religious language and a group lingua franca) and
teaching in mixed needs classes.

The data also showed some sharing of teacher and community attitudes
towards the possible subject composition of a language-teaching
programme, and priorities for both groups are shown in Table 9.5. As in the
earlier question on activities to be included in a language-teaching
curriculum, teachers and community leaders were asked to rank by level of
importance possible subjects for study that would contribute to greater
effectiveness in teaching. This would help in devising a programme that
teachers saw as useful and practicable.

Teacher rankings differed only slightly from community rankings, and
both would need to be taken into consideration in the design and delivery
of a language-teaching course. Teaching methodology was identified by
80% (12) of the teachers and 70% (27) of community leaders as possibly the
most important part of a programme (see Figure 9.5). Nearly three-quarters
(42) of both teachers and community leaders also recognised the impor-
tance of a communicative approach to language teaching and learning, and
wanted this included in the curriculum. Two-thirds (27) of community
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leaders and half (8) the teachers felt that techniques in teaching literacy and
encouraging student motivation should also be included. Teachers seemed
more interested in learning about assessment than community leaders felt
was necessary. Classroom management, curriculum design and using
materials were supported by approximately half the teachers and commu-
nity leaders. In a response to an earlier question, a third (6) of the students
had felt the teaching curriculum needed revision.
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Table 9.5 Ranking of subjects requested in teacher education

Ranking Teachers Community leaders

1 Teaching methods Communicative approach

2 Communicative approach Teaching methods

3 Assessment Literacy teaching

4 Curriculum,
Literacy teaching,
Motivation

Motivation

5 Management Curriculum,
Management

6 Make and use materials Make and use materials

7 Assessment

Note: 1 = Most important

Teachers Community leaders
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The results show the difficulty in designing a programme for community
language teachers because of their varying and sometimes contradictory
needs. The following points can be established by the course leader at the
start of the programme: the ages of the students, their time of immigration,
the generation they tend to belong to, their length of residence, their
reasons for learning the language, whether they want to learn both
language and culture, the skills they wish to learn (passive or active), and
practical demands and consideration (such as the availability of human
and material resources). For this reason it is important that trainees should
be autonomous learners so that they are able to apply the methodologies
and content to their own contexts (see Shameem, 2000 and Shameem et al.,
2002 for possible needs-analysis questionnaires used in minority language
contexts).

Conclusion
This chapter began by surveying the need for urgent action to maintain

and develop community languages and avoid an irreversible shift towards
exclusive use of the dominant language by second- and third-generation
immigrants. Given the lack of official provision for, and even interest in,
this matter, whether in New Zealand or elsewhere, the impetus must come
from the language communities themselves and their representatives in
educational organisations. The case study of survey research discussed
above has illustrated some of the issues that arise when seeking to identify
community language teaching needs and ways of meeting them. Above all,
the study has pointed to the need to involve as many of the members of the
community as possible – leaders, teachers, parents and students – and to
have on-going consultations with communities. The present study has
indicated some of the difficulties involved in the identification of potential
respondents and the limitations of the chosen means of data collection. It
has also pointed to the diversity of needs that emerge from solicited views.
These difficulties and diversities reflect the confusion that emerges from
the lack of a coherent national languages policy.

The data in this study indicate strong teacher and community support
for the development of a language teacher education programme.
However, the specifics of content (methodologies and theories, as well as
practical emphases) await further development work by teaching teams
within the institution that will deliver the programme. The development of
the programme will also require another round of community consultation,
in which interested community members are shown possible pedagogical
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approaches, and their rationales. Community members and teaching staff
can then make informed decisions about the details of course content.

Despite the evident need for further development, enough useful infor-
mation was provided by this study to form the basis of a programme specif-
ically aimed at community language teachers. For example, the best times
for delivery of the programme would be in the evenings or at weekends,
and the method of delivery would be a practical one, through interactive
workshops and seminars. It is important that programme participants also
observe the delivery of a number of community language classes so that
self-reflection, observation and peer review contribute positively to profes-
sional development.

While it is envisaged that trainee teachers will study towards a certificate, it
is also possible that these courses will be cross-creditable towards a higher
qualification. Although still in its draft stages, following the path where
communities have their own input in the development of courses that
comprise the certificate programme is a challenging but worthwhile task.
Such a process can have only positive ramifications for community language
teaching and the maintenance of community languages beyond the third
generation in New Zealand.
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Chapter 10

Students as Fact Gatherers in
Language-in-Education Planning

DONNA STARKS AND GARY BARKHUIZEN

Introduction
Takala and Sajavaara (2000) point out that language planning can take

many forms and can take place in a variety of settings. It can also have a
variety of goals: political, economic, educational, or sociocultural. In South
Africa, for example, the language-related clauses in the constitution of the
country (Republic of South Africa, 1996) not only list the official languages
of the country, they also call for the promotion of multilingualism and the
development of African languages in order to redress undemocratic
language practices characteristic of the previous ruling government. These
clauses, together with their associated political ideologies and aims, are
translated into statements in a national language policy. This policy, in turn,
determines the nature of both regional language policies (in the various
provinces, each with their own combination of languages) and policies for
domains such as education. Although not always efficiently implemented
or accurately interpreted (Barkhuizen & Gough, 1996), the policies provide
a useful set of guidelines for the preparation, implementation and
evaluation of language-planning activities. A similar planning structure
exists in Australia where the country’s first national language policy in
1987 has been used ‘as a model by most states for complementary policies’
(Lo Bianco, 1997: 111).

New Zealand does not have a national languages policy. The reasons for
this, both historical and current, have been pointed out by a number of
commentators and researchers, including Benton (1994; 1996), Kaplan
(1994) and Peddie (1997, and this volume). They include lack of government
support (in terms of both financial and human resources), changing
governments, uncoordinated language planning initiatives, apathy, and
priority given to more pressing socio-economic concerns. This means that
the various sectors requiring language policies of their own (e.g. tourism,
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the media and education) have no official guidance in the form of national
policy statements to steer their own language-planning activities.

This situation has not prevented language-planning activities from
taking place in New Zealand. A number of very significant initiatives over
the past decade or so have contributed to our thinking about languages in
the country. Although this thinking has not always been translated into
action, New Zealand society has become more aware of its increasingly
multilingual nature, of the shifts in language use of various sections of the
population, and of the necessity for appropriate language planning in
order to accommodate these changes. One such initiative was the Mäori
Language Act of 1987, which recognised Mäori as an official language and
established the Mäori Language Commission, the core focus of its work
being the maintenance of te reo Mäori (the Mäori language). The Commission
also produced its own blueprint for a languages policy (Mäori Language
Commission, 1994), which included commentary and recommendations
concerning the role and status of community languages, foreign languages
and, of course, English and Mäori (see Benton, 1996, for a summary of the
work of the Mäori Language Commission).

A second major initiative was the Ministry of Education’s discussion
document on a possible national languages policy for New Zealand. The
report, Aoteareo: Speaking for Ourselves (Waite, 1992), identified six priority
areas: revitalisation of the Mäori language, second-chance adult literacy,
children’s English as a second language (ESL) and first-language mainte-
nance, adult ESL, national capabilities in international languages, and
provision of services in languages other than English and Mäori. The report
received mixed reviews, and Peddie (1997; and this volume), who provides
a useful background to the report, remarks that it is unclear what planning
moves relating to the report have been made since its release.

Further Ministry of Education guidance for language planning and
policy comes in the form of curriculum documents such as The New Zealand
Curriculum Framework (Ministry of Education, 1993) which, in showing ‘an
openness to linguistic diversity’ (Benton, 1996: 75), makes statements
about, inter alia, choice of medium of instruction, second-language learning,
and gender and cultural inclusiveness in language and resources. The
framework, which allows for a good deal of flexibility in its interpretation,
openly promotes its adaptation to suit the various local conditions and the
needs of schools. This is precisely what has happened. McCaffery and
Tuafuti (1998), for example, provide an overview of bilingual programmes
that have been implemented in schools. Bell et al. (2000) report on a study
that revealed numerous language-maintenance activities for Mäori and
Pasifika languages in the Manukau region, especially at the Early

248 Bilingual Children's Language and Literacy Development

254
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:53

Color profile: Disabled
Composite  Default screen



Childhood Development levels. Language planning, therefore, does take
place in New Zealand, and language policies do exist. The point is, though,
that the planning is not always systematic and the policies are not always
explicit.

In this chapter we consider the possibility and the potential of proactive
language-in-education planning in schools and classrooms. An essential
aspect of language planning is the data-gathering process, a part of which is
to understand the language situation that prevails in schools, including the
needs of the students, the languages they speak, the language awareness of
all school members, and their attitudes towards these languages and
towards their use in various domains (Corson, 1999). This chapter reports
on a research project that attempted to gather some of these facts from
intermediate (i.e. upper primary) and secondary school students in
Auckland. The participants are not only members of particular school
communities, they are obviously also members of the wider Auckland
community: they have lives outside of school, within their families, circles
of friends, and church and recreational groups. They are observers,
therefore, of language practices in a number of different contexts. The
study contributes to language-in-education planning by gathering data
that should be useful to those making decisions for effective language
provision in schools. Since the data has been collected from a number of
schools within one region, the implications of the study will be most rele-
vant to those involved in language planning within and across schools in
this region. We argue that researchers could play a very useful role in
data-gathering for language planning by working closely with schools and
the Ministry of Education, possibly in a linking, mediating role. And we
stress the importance of including students in the fact-gathering process.

Figure 10.1 represents a simple model of language-in-education plan-
ning for schools that we found useful for framing our discussion of the
study and its implications. It starts off with the identification of a language
problem. Information is then gathered to help schools understand the
problem more clearly and to enable them to make decisions about how to
address the problem. These decisions are written up in the form of policy
statements in a language-policy document. Next, the policy statements are
put into action. The model could be implemented within any one school or
across schools. The latter method is appropriate where there are a number
of schools within the same region that experience similar sociolinguistic
conditions. Participants in the various schools would need to collaborate to
coordinate their planning activities at each stage. However, although
schools may be similar in some respects, they also have unique characteris-
tics. Policy implementation would, therefore, be adapted to suit the local
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conditions of each school. It would be necessary also to ‘fit the context’ at
the other stages of planning, for example, when collecting data. During the
implementation phase the results of the action are carefully monitored and
evaluated. In a cyclical manner, the evaluation may identify further
problems, or require:

(1) further information to be collected;

(2) refining of the policy document; and/or

(3) changing strategies for implementation.

Although students could actively participate in a number of stages in this
model (e.g. feedback during evaluation of a policy), their particular role in
data-gathering interests us here.

Language-in-Education Planning in Schools and Classrooms
Language-in-education planning is part of the implementation stage of

a wider policymaking process, including language-planning initiatives of
more powerful groups, such as regional or national governments. Kaplan
and Baldauf (1997: 113) warn, however, that ‘it is unwise (though it is
frequently the case) to assign the entire implementation activity to the
schools’. Language-in-education planning operates within a different set of
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Implementation

Across schoolsWithin a school

EvaluationEvaluation

Identify language problems

Fact gathering

Policy writing

Figure 10.1 Basic model of language planning
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constraints, and has a different set of objectives. Decisions concerning these
objectives are seldom written in policy documents. Corson (1999: 1) defines
this format of policy statement as a ‘document complied by the staff of a
school, often assisted by other members of the school community, to which
the staff members give their consent and commitment’. Implicit policies for
language and learning, on the other hand, already exist in schools, ‘in the
tacit practices of its teachers and administrators, and it can be inferred from
their interactions with students’ (Corson, 1999: 3). Members of the school
community often participate in these practices on a subconscious level, so
their monitoring, evaluation and revision are either neglected or somewhat
haphazard.

Language planning, therefore, takes place at various levels, from
government departments to individual teachers. The former could be
considered macro language planning. Typically, this would include
decisions about which languages should be promoted and developed in
the educational system (Eastman, 1990). But, as Corson (1999) points out,
macro planning could mean that higher bureaucratic authorities devolve
language planning activities to lower level structures such as the educa-
tional institutions themselves. Although this creates a number of problems
for those working in schools (such as whether or not they have the
appropriate expertise, motivation and resources to institute language
planning as part of their workloads), it allows them the opportunity to
make a contribution to solving language problems in their schools. Further,
by reporting on their own successes and failures, they are able to feed back
information to those making language planning decisions at higher levels
outside the school. School-based language planning activities, relative to
the broader picture, are at the micro level. Schools could, for example, make
decisions about the following (see Corson, 1999; Kaplan & Baldauf, 1997;
Paulston & McLaughlin, 1994):

• the language(s) to be taught;
• the medium(s) of instruction;
• the need for a bilingual programme;
• the writing of a language policy document;
• financial, human and physical resources required for any changes or

innovations.

Even more micro planning could be any one teacher’s policymaking
decisions within his or her classroom. For example, in the New Zealand
context: Do teachers have an English-only policy in their classrooms? Are
international students in ESOL classes given the opportunity to talk about
and express their own ethnolinguistic backgrounds?
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Figure 10.2 illustrates the relationship between macro and micro
language-in-education planning. The diagonal line shows a continuum
between the two. The macro is at the higher end of the continuum, and
represents larger, bureaucratic structures (such as language boards and
government ministries of education) whereas the micro or lower end of the
continuum represents schools, departments and classrooms within
schools, and individual teachers and students making decisions about
practice in their own classrooms. The continuum also represents differing
positions of power with regard to making significant policy decisions. Indi-
vidual school policies, for instance, are by necessity local policies, whereas
government-level policies are designed to be implemented in a number of
schools within any one jurisdiction.

Figure 10.2 also illustrates opposing forces that determine the language
planning process. At both macro and micro levels, language planning can
take place from the top down or from the bottom up. Top-down language
planning would entail decisions being made by those with more power:
governments over the education sector, ministries of education over
schools, schools over teachers, and teachers over students. In other words,
policies designed by those in power are imposed on those with less power.
On the other hand, bottom-up language planning starts ‘on the ground’:
language problems within communities are identified, data are collected –
Corson (1999) calls this ‘fact gathering’ – to assess the extent of the
problems, the level of language awareness of members of the community,
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Figure 10.2 A framework for language-in-education planning
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their language attitudes, and their language needs. The essence of
bottom-up language planning is the identification and understanding of
language problems through research, consultation and observation; that is,
‘both empirical and conceptual analyses’ (Takala & Sajavaara, 2000: 133).

The present research project, then, forms one component of bottom-up
language planning: its main purpose is to gather data for use in systematic
language-in-education planning in classrooms and schools. In his discus-
sion of school language policies, Corson (1999) distinguishes between
large-scale and small-scale data gathering. Large-scale data gathering
involves investigating which languages are used by all those in the school,
the attitudes of the community and staff towards those languages and their
attitudes towards changing the situation. Small-scale data gathering
involves more specific focus on teacher attitudes to languages and
language varieties within the school and classroom, teachers’ views about
staff development, and their current practice relating to language use in the
classroom. It also involves investigating students’ language behaviour,
awareness and attitudes. Corson (1999: 45) warns, however, that this is not
always easy since ‘schools are in competition with all the other demands
made on students’ time. For many students the serious work of schools lies
at the distant margins of their lives’. Involving students, in other words,
either as the participants in their teachers’ research or as researchers of their
own language practices, is difficult and time-consuming, and this is
perhaps the reason that students are often left out of fact-gathering
activities. Our study is large-scale in that the sample is relatively large and
is spread across a number of schools in one region – the city of Auckland. It
is located therefore about mid-way on the macro–micro continuum. It is
bottom-up in that it focuses on the language awareness and language
attitudes of school students.

School Students’ Beliefs and Attitudes
Students in schools are an integral part of the learning/teaching process:

they are the ones who sit in classes day after day, typically on the receiving
end of decisions made about what is to be taught, how it is to be taught and
why it should be taught in the first place. Although they have an insider’s
view of what is going on, their perceptions of what they observe and expe-
rience are seldom taken into account. Studies on student perceptions
(Barkhuizen, 1998), their beliefs (Cotterall, 1999), their learning strategies
(Chamot, 2001) and their attitudes (Gardner & MacIntyre, 1993) make it
clear that language learners do have valid beliefs about their experiences in
classrooms and schools, and that, given the opportunity, they will articu-
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late them. Kumaravadivelu (1991: 107) says that ‘the more we know about
the learner’s personal approaches and personal concepts, the better and
more productive our intervention will be’. By this he means that, if
teachers, language planners and administrators are aware of where
students are coming from (how they approach language learning, their atti-
tudes to the languages they learn, what they feel about their language
learning experiences, and how they act upon these feelings), they will be
better able to make decisions that facilitate desired learning outcomes.
School students, however, do not live their lives only in schools. They live
in the wider community too, and thus their lives intersect with language
conditions that may or may not be typical of their school experiences.

In Figure 10.3 the micro–macro continuum illustrated in Figure 10.2 is
shown from another dimension: the student is a member of the school
community as well as the community outside school, and both communi-
ties are located within the broader sociopolitical context of New Zealand
society.
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Figure 10.3 The student as a member of the school and the community
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The Study
This study is an initial investigation into the suitability of intermediate

and secondary students as fact data-gatherers on issues relating to
language policy. It uses a short self-report questionnaire to focus on
language awareness and language attitudes of students in and out of the
classroom. This method was selected in order to canvas a relatively large
number of students from a wide range of social, ethnic and regional back-
grounds within the greater Auckland area. The questionnaire contained
four sections consisting of closed (e.g. yes/no) and short-answer questions
(e.g. which languages? father’s occupation?). These types of questions
were selected to simplify participation by younger adolescents, and to
facilitate the administration of the questionnaire. This was particularly
important as teachers were given the choice as to who should administer
the questionnaire.

The first section of the questionnaire concentrates on language aware-
ness, and includes questions concerning Mäori, Pacific Island, and other
languages. It considers the students’ own basic awareness (e.g. knowledge
of greetings, communities and dialects) as well as their awareness of others’
language use (e.g. occasions and frequency of exposure to languages other
than English). The latter was an attempt to evaluate the place of schools in
students’ overall language awareness. The section on language attitudes
consists of a series of five yes/no questions on attitudes towards diverse
linguistic issues: the use of English, bilingualism, comprehension skills in
Mäori, and community language use. It also includes one open question
concerning personal language-learning preferences (‘What languages
would you like to be able to speak well?’). The third section introduces
questions of language policy. It consists of six questions, five yes/no and
one open-ended. The five yes/no questions consider Mäori and Pacific
Island language education, and ESL and community language use. The
open-ended question focuses on languages for official purposes. The final
section covers basic demographic information (sex, age, education, resi-
dence history, parents’ education/occupation, ethnicity), students’ social
networks (their friends, frequency of visits to homes of different ethnic
groups), language proficiency, and language use. The language proficiency
question, identical to the language question in the 2001 national census
(Statistics New Zealand, 2002) focuses on the languages in which one could
have a conversation about a lot of everyday things. The question on
language use, identical to the language question in the Australian national
census, considers language use in the home. The Australian question
proved to be less problematic for these adolescents.
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The questionnaire was trialled with 13 students aged between 13–18
years. Students filled out the questionnaire, recorded the length of time it
took them to complete it, and commented on any difficulties they
encountered. All students who trialled preliminary versions of the
questionnaire attended West Auckland schools.1

Between October 2000 and April 2001, 29 school principals were
contacted in South Auckland, in Central/Eastern Auckland and on the
North Shore and asked if they would allow their students to participate in a
research project on language awareness. These schools were selected on the
basis of region, decile ranking, school type (private, Catholic, public), and
ethnic composition. Selection was based on Education Review Office
(ERO) reports (Ministry of Education, 2001) and on information gathered
from school principals with first-hand experience of the diverse nature of
their local schools. The research aim was explained, and the principal was
given a copy of the questionnaire. The principal (or his/her delegate) was
asked one week later if the school would be willing to participate. Thirteen
principals agreed, and signed the necessary consent forms. Schools
reported back on the potential number of students who could complete the
questionnaire, and copies were delivered to the schools.2 Although the
target was one or two classes per school, teachers were given the option as
to how many and which classes they wished to survey. Most schools opted
for all classes in a particular age group so as not to exclude any particular
class. Teachers were given one month to complete the questionnaires, and a
telephone number to call when the research was complete. Teachers in all
but one of the schools selected to self-administer the questionnaires and to
report back any difficulties with the research. The data from each partici-
pating school was coded and analysed using a Microsoft Excel package.

Participating schools received a summary of their school’s responses
and were offered a copy of the final report, once completed. On request,
schools were given a copy of the Excel spreadsheet containing their own
data. This feedback aimed to raise awareness of the language situation in
individual schools, and to show the value of students as fact-gatherers on
language policy issues.

The questionnaires were completed by 979 students from 13 schools.
The research was conducted in six full primary schools (Years 1 to 8), two
intermediate schools (Years 7 and 8), two mixed intermediate/secondary
schools and two secondary schools. Twelve of the schools were public, one
was Catholic. The Catholic school was a single-sex boys’ school; all the
other schools were co-educational. Four schools were located in South
Auckland/Manukau, two were on the North Shore, and seven were in
Central/Eastern Auckland. Decile rankings ranged from 1 to 9 (these
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numbers broadly correlate with the socioeconomic status of the student
population). The ethnic composition of the schools varied considerably,
often in direct proportion with the school’s decile ranking. For example,
schools with low decile rankings had a higher proportion of Mäori and
Pacific Island students.

Table 10.1 shows the range of variability in the ethnic composition of the
schools. The European student population across the schools ranged from
0– 67%. The Asian student population varied from 0–30%. One school roll
did not have any New Zealand European students; four did not have any
Asian students. These were all decile 1 schools. Mäori and Pacific Island
students also varied in their numbers, but all school rolls listed some Mäori
and Pacific Island students. Many of the schools had a residual ‘Other’ cate-
gory in their ERO reports (see Table 10.1). In three schools, this was further
specified as Middle Eastern, European and Filipino. In most instances, it
was left undefined.

In Table 10.1 the students are classified into pan-ethnic categories.
Pan-ethnic labels for New Zealand Europeans are listed in all ERO reports,
and they are also common for Asian groups. Only four of the nine schools
with Asian students provided details on their specific ethnic group, and
these tend to be, but are not exclusive to, schools with higher percentages of
Asian students. Ethnic group membership, if divided, tends to be general
(e.g. Asian, Indian, Chinese) rather than specific (e.g. Taiwanese, Japanese),
with one exception. Nine schools indicated the cultural background of their
Pacific Island students (e.g. Samoan, Tongan). This reporting is not directly
related to the overall percentage of Pacific Island students in the schools, as
some schools with small percentages of students divide their roll on the
basis of ethnic group membership. The number of Samoan, Tongan, Cook
Islands and Niuean students correlate approximately with community
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Table 10.1 Percentage of ethnic groups across schools

European 0–67%

Mäori 5–45%

Pacific Languages 2–63%

Asian 0–30%

Other 0–17%

Source: Latest Education Review Office reports, as on 15 February, 2001 (Ministry of
Education, 2001)

263
W:\Clients\MLM\barnard&glynn\prep\barnard&glynn.vp Proof 3
31 July 2003 13:49:55

Color profile: Disabled
Composite  Default screen



size. In 11 of the schools, Samoan students are the most represented,
followed by either Tongan or Cook Islands students.

There was a high degree of consistency between the figures reported by the
school, included in ERO reports, and those reported in the current research
project. The ethnic composition of the student responses corresponds to the
ethnic composition of the school as a whole, with one exception. In this
case, the overall rank ordering of the Mäori and Pakeha (New Zealanders of
European descent) students in the school is reversed. Our research focused
on specific classrooms rather than the school as a whole, and this may have
been responsible for some of the discrepancy. Another possible reason is
that the pan-ethnic categories in the present study differed from those in
the ERO reports. Students in the present study were divided into New
Zealand-born and New Zealand immigrants. This had an effect on our
percentages of Pacific Island and Asian students because students were
divided into two categories in the present study but presented as one
category in the ERO reports. Other differences could have arisen because of
the way in which the figures are calculated. In this survey, students could
elect more than one ethnicity. These students were counted more than once
for ethnic identification purposes. The degree of agreement, although
unexpected, shows the participants in the study to be typical of their
schools as reflected in their school rolls.

Table 10.2 presents an analysis of the ethnic background of the students
who participated in this research project. The totals in Table 10.2 exceed the
actual number of students because some students chose to self-identify
with more than one ethnic group. However, the total number of responses
(998) is only slightly greater than the total number of students surveyed.
Most of the participants are Pakeha and New Zealand-born Pacific Island
students. Another large group, perhaps peculiar to the Auckland area, are
those who identify as New Zealand immigrants (18%). Mäori are slightly
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Table 10.2 Background of students in the language awareness survey

New Zealand European 320 32%

New Zealand-born Pacific Island 227 23%

New Zealand immigrant 182 18%

Mäori 124 12%

New Zealand-Asian 28 3%

Other stated New Zealand ethnicities 43 4%

Did not answer/Did not know 74 7%
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less represented (12%). The gender balance of the students is slightly
skewed: 43% of the respondents are female, 54% male.3 This is due to the
inclusion of one all-boys school. Students were aged between 11–19 years.
However, the higher rate of participation amongst primary/intermediate
schools meant that the majority of the students were aged between 11 and
12 years.

Preliminary comparisons of region, decile ranking and ethnic composi-
tion of the schools revealed few systematic differences on the basis of any of
these factors. The major differences were between individual schools;
suggesting that, for young adolescents, factors within schools may be more
important than many other factors. The following section presents a
summary of findings based on overall student responses. Where regional
differences exist, they are noted.

Results
Three questions served to provide a benchmark for evaluating the

importance of the school in the study of language attitudes:

• Are students aware of the languages spoken around them?
• Where do they hear languages spoken?
• How often do they hear them?

These are important issues as most language attitude studies, including
those conducted by Te Puni Kokiri (the Ministry of Mäori Affairs), focus on
groups older than the students in the present study. Students under the age
of 16 are seldom considered as participants because of concerns about their
ability to reflect on their language use (Te Puni Kokiri, 1998). When younger
students are included in studies, details about them are often sought from
teachers or parents (Nakanishi, 2000; Roberts, 1999; Verivaki, 1991).

Most of the students who responded were aware of languages other than
English being spoken in their presence; 875 (89.5%) claimed that they heard
languages other than English being spoken in Auckland. Only 66 students
(6.8 %) said they never heard languages other than English. The remainder
(37 students, 3.7%) either did not know, or did not answer. Auckland is, for
most of these students, a bilingual/multilingual community. Students
reported hearing more than one language; averaging 2.7 languages per
student.4 Of particular interest is the naming of the languages. Students not
only referred to multiple languages by name, but in many instances they
were very specific (e.g. Mandarin, Cantonese, Niuean). Languages heard
by more than 10 students are reported in Table 10.3.

The most common language cited in Table 10.3 is Chinese: more than
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41% of the students cited Cantonese, Mandarin or Chinese as a language
currently heard in their midst. This is likely to reflect the recent surge in
Asian immigrants. According to the national census (Statistics New
Zealand, 2002), Asians now represent the third largest ethnic group in New
Zealand. A sudden increase in the population of a minority group often
affects others’ perception of the ethno-linguistic vitality of the minority
group (Giles et al., 1985). In other words, a rapid increase in a population
could give the impression that a group is larger than it actually is (or, in the
case of languages, that languages are spoken more often than they actually
are). This could be part of the reason for the high number of respondents
citing Chinese. The appearance of other Asian community languages
(Korean, Thai, Vietnamese) and of the lesser-spoken languages of recent
immigrant communities (e.g. Russian, Spanish, Indian) might also be due
to this factor. These languages are spoken by relatively new communities
and their presence impacts on these New Zealand students. The second
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Table 10.3 Languages that students hear in Auckland

N %

Cantonese/Mandarin/Chinese 361 41.2

Samoan 359 41.0

Tongan 307 35.0

Mäori 286 32.6

Cook Island Mäori 163 18.6

Indian 135 15.4

Japanese 130 14.8

Korean 116 13.2

German 94 10.7

Niuean 76 8.6

French 63 7.2

Russian 35 4.0

Fijian 34 3.8

Spanish 34 3.8

Thai 16 1.8

Vietnamese 12 1.3
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and third most frequent responses are Samoan and Tongan, respectively.
These exceed Mäori in Table 10.3, even though the 2001 census reports
more speakers of Mäori than of Samoan or Tongan. The greater number of
Pacific Island students in the study undoubtedly accounts for some of this
discrepancy. The relative rankings of the Pacific languages by the students
appear to be a close reflection of community language use. Samoan and
Tongan are the healthiest of New Zealand’s Pasifika languages (Bell et. al.,
2000; Holmes & ‘Aipolo, 1991). Bell et al. report that, in Manukau City,
82.7% of Samoan and 80.3% of Tongan five year olds are proficient in their
community language. This contrasts with Mäori, where proficiency levels
are as low as 27.9%. Low proficiency of Mäori may mean that it is spoken
less often in non-Mäori contexts than either Samoan or Tongan, languages
that continue to be spoken both in and outside the home. The National
Mäori Language Survey claims that only 8% of their Mäori respondents
‘profess to be highly fluent in the language’ (Te Puni Kokiri, 1998: 108), and
notes that the main use of Mäori is on the marae (traditional Mäori site).
Stubbe and Holmes (2000: 250) also note that ‘there are remarkably few
contexts in which the Mäori language can currently be heard’. Hence the
more frequent mention of Samoan and Tongan may be a reflection of actual
language use.

Similar reasoning undoubtedly accounts for the position of Cook
Islands Mäori in Table 10.3. The Cook Islands community is numerically
larger in size than its Tongan counterpart in Manukau and throughout the
country (Bell et al., 2000), yet fewer students report hearing Cook Islands
Mäori. Taumoefolau et al. (2002) report that Cook Islanders have a lower
proficiency in their community language(s) than do Samoans or Tongans.
Other smaller Pacific languages, such as Niuean and Fijian, which are
undergoing rapid language attrition, are also much further down the table.
Student awareness of the Pacific languages appears to be a direct reflection
of the relative state of those languages in their community.

There are also regional differences in the ranking of the Pacific Island
languages that reflect actual regional differences in language use. Pacific
Island languages are mentioned by students in South Auckland more
frequently than by students in other parts of the city. A similar situation
exists on the North Shore with respect to Korean: there are more Koreans on
the North Shore, and the Korean language is more prominent in North
Shore student responses.

Another category of languages is those that are taught in the curriculum:
namely Japanese, German, and French. These may be more salient than
many others owing to their privileged status in the schools. The selection of
a language as part of the school curriculum may have a profound effect on
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student awareness of these languages, and of student interest in the
learning of these languages. When the responses of individual schools are
examined, they correlate with the languages taught in schools on a range of
questions dealing with language awareness and language attitudes.

To examine the effect of the school on language awareness, students
were asked to indicate where they heard the languages spoken. If the
languages are heard only in homes and other semi-private domains, then
New Zealand may be considered a largely monolingual community. The
answers to this open-ended question yielded interesting insights into
young New Zealand society. Students gave an average of three locations
where they heard languages other than English.

Table 10.4 lists the places where students heard each language spoken:
849 students responded to this question, providing 2510 responses with an
average of 3 responses per student. The place of the school stands out in
their responses. The most frequent place where languages are heard is the
school, which represented 44.8% of the student responses. School was
mentioned almost four times more frequently than the next most common
place – the home. This is a surprising finding, and may be due to the
research project having taken place in the school. This may have raised
awareness of language use in this domain. As stated earlier, most studies of
language use are located in the home. Another factor may be the partici-
pants themselves: because students filled in their own questionnaires, they
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Table 10.4 Places where languages are heard

N %

At school 1126 44.8

At home 298 11.8

Shops 228 9.0

In the streets 161 6.4

In the playground 127 5.0

Everywhere 116 4.6

Church 111 4.4

When joking around 45 1.7

Marae 27 1.0

Special occasions 22 0.8

Relatives’ homes 14 0.5
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may have placed more emphasis on their school life than parents or
teachers would (see Eckert 1997 for the importance of peers on language
use). Many parents believe that English should be the language of school
activities, and their responses may be conditioned by this belief. In most
studies, the school is considered a public domain, one where the commu-
nity language is less likely to be spoken, and where the dominant language
(English) is encouraged. The one exception to this is the Mäori language
survey (Te Puni Kokiri, 1998: 120) which mentions the school as a frequent
domain of language use for younger Mäori speakers.

While it is undoubtedly the case that English is the language of instruc-
tion (and possibly the classroom), English is not the language of the school.
School is a social milieu in which students interact, establish friendships,
learn to negotiate for goods and services, and develop as individuals in
whatever languages they choose to do so. It is also a place where students
spend a considerable percentage of their time. In addition to classes, breaks
and lunch activities, many students spend time in after-school activities. In
these instances, the languages around them often include languages other
than English. The relatively frequent reference to the playground as a
multilinguistic location (see Table 10.4) may be a reflection of this. Because
our questions could not be followed up, it is possible that many students
who mentioned ‘playground’ were in fact referring to time spent in the
school playground. Shops and streets rank third and fourth on the list of
‘places where languages are heard’ – locations that highlight the increas-
ingly multilingual status of the community. This is supported by the sixth
most common response: ‘everywhere’. Also noteworthy, are the relatively
low mention of church (perhaps because fewer younger people attend
church), relatives’ homes, and the marae. With the exception of the home,
private and semi-private domains (where community languages are
thought to be spoken) are the places reported least in this research.
Community languages are reported as heard in public locations, where
English is traditionally considered the dominant language. Perhaps this is
an indication of New Zealand’s changing sociolinguistic landscape.

As an aside, the eighth most frequent response is ‘when joking around’.
This context is not normally considered as a typical location. The relatively
large number of responses may shed some light on the use of languages
other than English in the lives of New Zealand’s young people. It is quite
common for community languages to take on an informal role. Kuiper
(forthcoming) notes that Dutch is used in casual asides in meetings of the
Dutch society, but it is not used as the language of business. Community
languages are often used as a sign of ethnic identity and in-group solidarity.
‘Aipolo and Holmes (1991: 11), for example, found that Tongans ‘in their
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teens and early twenties’ switch freely between Tongan and English as a
signal of in-group identity. Students’ responses may signal a general
pattern of community language use in informal in-group interactions.

In order to evaluate the responses, we need to know the overall
frequency with which languages are heard. We asked the students to
indicate the frequency with which they heard languages other than English
on a scale from 1 (all the time) to 4 (only occasionally) for each language
they noted as being heard in their midst. A total of 2215 responses were
provided by 788 students.5

Table 10.5 shows that 25% of the students indicate that languages other
than English are heard all of the time, while only 17% indicate that the
languages are heard only occasionally. This is one of the few questions with
a strong regional bias. Students in Manukau were more likely to report that
they heard languages all the time (33% of all responses), and this is likely to
be a reflection of the greater multilingual status of this community. There
are more languages spoken in South Auckland than in any other part of the
country (see Bell et al., 2000).

In sum, students are aware of the languages spoken around them, and
they are able to articulate this awareness. Their views are similar to
information presented in the census on language use. Students are in the
heart of a changing society; they are not segregated into traditional groups
aligned on the basis of family, neighbourhood or friendship in the same
way that older members of the community may be. Perhaps they are the
most aware members of our changing society, and they form an integral
part of it. By 2051, it is expected that a third of all children will be Pakeha,
one third Mäori, and Pacific and Asian children will make up the rest
(Ministry of Education, 2002). It is vitally important that we tap into
students’ language awareness and language attitudes. One way to do this
is to use students as data-gatherers.

So what are student views and expectations concerning languages? Our
research asked students the following yes/no questions on English
language use, bilingualism, Mäori and community language use. The
response rate to these questions was high, indicating the suitability of
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Table 10.5 How often do students hear languages other than English?

All the time 25%

Most of the time 21%

Some of the time 37%

Only occasionally 17%
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yes/no questions (rather than open-ended questions) in school contexts.
The non-response rate varied from 2 to 4%. The five questions were:

• Do you think all New Zealanders should be able to speak English?
• Do you think all New Zealanders should be able to understand some

Mäori?
• Should the children of non-English speaking immigrants be expected

to speak the language of their parents well?
• Should the grandchildren of non-English speaking immigrants be

expected to speak the language of their grandparents well?
• Do you think all New Zealanders should be able to speak more than

one language well?

Our first question addressed the issue of whether students feel all New
Zealanders should have English skills. Their views reflected not only class-
room performance, but also English language for social interaction. This
type of information needs to be collected from students, as teachers are
often not aware of student interactions outside the classroom.6 Table 10.6
shows that 79.4% of the students believe that ‘all New Zealanders should
be able to speak English’. A further study would be needed to understand
why 19.6% did not view English as a necessity for life in New Zealand.

The second question focuses on New Zealand’s indigenous language.
Here, our question concerned language understanding rather than
language proficiency. Recent studies by Te Puni Kokiri (2001: 7) suggest
there are still many people who believe that Mäori language and culture
should be for Mäori only. Given the varying opinions on speaking the
Mäori language, it was thought that an understanding of Mäori may be a
more useful indicator of language attitudes. The results here were less
decisive. Although a majority still responded positively, the percentage for
positive responses for understanding some Mäori (61.0%) is lower than the
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Table 10.6 Student attitudes towards language use

All should be able to speak English 79.4%

All should understand some Mäori 61.0%

Children of immigrants should be expected to speak their
community language

72.6%

Grandchildren of immigrants should be expected to speak their
community language

46.6%

All should be able to speak more than one language well 50.3%
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positive responses for speaking English (79.4%). This may well be a
reflection of the use of the language, perhaps based on the fact that Mäori is
not as commonly heard in these communities as many of the Asian and
Pacific languages (see Table 10.3).

Our third and fourth questions consider the importance of maintaining
community languages. The results again show that the students are
positive towards the maintenance of community languages by community
groups, but see the need for language maintenance as short-term rather
than long-term. While 72.6% believe that children of non-English speaking
immigrants should be expected to speak the language of their parents well,
only 46.6% believe that they should be able to speak the languages of their
grandparents well. Whether this is because they believe languages cannot
be maintained over time or because they believe that it is a difficult and
unnecessary expectation that grandchildren should learn the language of
their grandparents is a topic beyond this present study. What is clear,
however, is that students generally favour the preservation of community
languages.

The final question focuses on attitudes towards bilingualism. It may be
acceptable for others to speak languages other than English, but do today’s
students believe that all New Zealanders should be bilingual? The results
were ambiguous. Just over half (50.3%) indicated that they believed all
New Zealanders should be bilingual, while others responded (46.7%) that
they did not believe bilingualism was necessary.7 This is not surprising, as
the 2001 national census revealed that 77% of the New Zealand population
report themselves as monolingual English speakers (Statistics New
Zealand, 2002). It is likely that the responses to the question on bilingualism
as a desired outcome of all New Zealanders reflected students’ views about
bilingualism for others, perhaps their parents. When asked elsewhere what
languages they would like to speak well, 825 students listed languages other
than English. While this study does not provide all the answers, it shows that
students see themselves as part of a multilingual New Zealand. We also
believe that it adds to the case for students as data-gatherers in the develop-
ment of a successful bottom-up language policy for future generations in
New Zealand – and elsewhere.

Conclusion
This study has shown clearly that school students are aware of the

languages that they hear around them in their school lives and within the
broader community; 89.5% of the respondents, for instance, indicated that
they hear languages other than English spoken in Auckland. This surely
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raises questions in their minds about the place of these languages in New
Zealand society: What role should these languages play? How important
are they in relation to English? Who should learn these other languages,
and why? Do the speakers of these languages also speak English, and if not,
do they need to learn English? Is Mäori a growing language? Questions of
this nature need to be put to young people who are members of both the
Auckland community and the school system in the city. As such, these
young people form a vital link between the multilingual world in which
languages intersect (and in which students live their non-school lives) and
the world of school. It has often been pointed out that schools, and the
education system more generally, are the nurseries for language change
(Kennedy, 1989; Wiley, 1996). They either nurture the seeds planted by
those at macro levels of language planning (i.e. localise and then
implement the policies) or they plant the seeds themselves. The latter is
referred to as acquisition planning by Cooper (1989), and implies a process
independent of wider language-planning activities.

In either case, students are part of a multilingual community, and as such
they deserve to be participants in the language-planning process. Their
input provides valuable data for those responsible for devising language
policies for education. The findings generated by this study are evidence of
that. The difficult question is: how are the data to be translated into policy?
In order to do this appropriately and effectively, planners need to ensure
that the data collected matches the language problem. We need to ask how
the problems are identified, how they are articulated, and how they are
examined. Teachers and students in schools recognise language-related
problems all the time. It may be easy to notice the symptoms, but it is often
much more difficult to identify the causes. Teachers and students live busy
lives in schools, and so language issues are not always on top of their work
agendas. Teachers do not have time to dwell constantly on the possible
causes of the language problems that they observe in their classrooms.
Identifying the symptoms and causes of problems, and then clearly stating
what they are, are activities that happen haphazardly, intermittently or not
at all. Gathering language data in order to understand problems more thor-
oughly so that policy statements could be made about them, requires even
more consideration.

We suggest, therefore, that the role of problem identifier, and especially of
data gatherer, should be shared with researchers. Researchers in universities
or other research institutions could collaborate with schools and ministries
of education to coordinate research projects useful to all parties. To a certain
extent, this is already happening in New Zealand. The Ministry of
Education is currently funding research projects on, amongst others,
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literacy provision, the teaching of foreign languages, and the education of
international students (Ministry of Education, 2003). Researchers are
involved in these projects: the Ministry issues requests for proposals, then
researchers submit their proposals to the Ministry, conduct the research
and report their findings to the Ministry. Schools seem to have a less
influential role in proceedings. These projects are fairly large scale, with
little immediate relevance to specific language problems in specific schools.
In addition, they are aimed at solving particular problems (e.g. literacy
provision), and are not specifically focused on language-in-education
planning and policy.

In their proposed mediating role, researchers would work both with the
Ministry and with schools. When problems are identified by schools (with
the support of researchers), the Ministry could post these on its web page or
publicise them through some other means such as a newsletter. These
topics for research could then be taken up by researchers, possibly with
funding from the Ministry. If a concern has been raised by a specific school,
contact details of the school could be posted so that researchers could
directly contact the school. If different schools identify similar concerns,
researchers might be able to work across schools. The Ministry of Educa-
tion’s web page might also be expanded to include details of contracted
researchers and participating schools, together with details of research
projects in progress. In this way, improved reciprocal communication
between researchers, the Ministry and schools could be achieved.

The aim of all this activity, of course, is to improve language-in-education
planning and policy writing. Conducting independent research projects on
a range of different, unrelated language issues is very much like collecting
butterflies: it accumulates lots of interesting bits of information. What is
needed for language policy, however, is the coordination of this information.
This is where the problem and the challenge lies in New Zealand. Who
should be responsible for this coordination? Where should the activity be
located? How should it be funded, and by whom? One option is that it be
confined to the local, micro level within a particular school or collabor-
atively between schools. Another option is that the Ministry of Education
should be integrally involved in these activities. If this were the case, our
proposal regarding a Ministry-researcher-schools partnership would be a
reasonable one.

Starting with school-generated language concerns and establishing
collaborative working relationships between students, teachers and
independent researchers in order to investigate these concerns is true
bottom-up language planning at work. Corson’s (1999) book on policy in
schools describes and endorses a critical approach to language planning
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whereby planners approach their work with a critical eye, always on the
look-out for practices and policies that repress, dominate and disempower
diverse groups whose practices differ from the norms that they (the plan-
ners) establish. In his book, Corson provides a thorough overview of what
might comprise a language policy for schools. Asummary of Corson’s table
is presented in Table 10.7.

Corson recommends that schools ‘focus on areas that are most relevant
to the needs of students and to the language problems that most affect the
school and its social context’ (1999: 216). Our study has provided informa-
tion that could feed into the decision-making process at various points
within Corson’s policy framework, particularly those concerned with
language awareness and attitudes. Our data, of course, were collected from
school students. To obtain a fuller, broader picture, data should also be
collected from teachers, parents and other community members.

Notes
1. The study was granted Ethics Approval by the University of Auckland Research

Committee (UARC Ref#2000/014).
2. Schools that elected not to participate either did not specify their reasons or

refused because of concerns about it taking up class time.
3. 3% of the students failed to indicate their gender.
4. This number was calculated by dividing the total number of students who

provided responses (881) by the total number of language responses given (2436
responses). In 98 instances, students did not know, or did not list any languages
for this question.

5. 185 did not answer, 6 responded that they didn’t know. These student responses
were not included in the percentage figures.

6. The question was worded to refer to all New Zealanders, not just students,
although in hindsight, the latter may have been a more telling question.

7. 3% did not respond to this question.
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Table 10.7 What a school language policy might contain

ORGANIZATION AND MANAGEMENT OF THE SCHOOL:

Staffing matters

Staff development
Language Policy Coordinator

Policymaking, records, and evaluation

School-based research
Policy implementation and evaluation

The community

The role of parents
School attitudes towards local cultures
Participation of diverse cultures in school governance

Minority-language students

Teacher and school attitudes towards minority languages
Bilingualism and first-language maintenance

Bilingual and ESL teaching

School planning to support bilingual education
Resources and materials for ESL teaching
Teacher development for ESL education
Supporting minority first-language use and development

TEACHER APPROACHES TO LANGUAGE USE:

Critical awareness

Critical awareness
Teacher attitudes towards language and languages

THE CURRICULUM:

Pedagogy

Marking policy
Reading, writing and oral language
Approaches to teaching ESL

Curriculum Content

Language awareness
Critical language awareness

Source: Adapted from Corson, 1999.
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Chapter 11

Responding to Language Diversity:
A Way Forward for New Zealand
Education

TED GLYNN

The ten chapters in this book present a variety of cultural perspectives, data
and commentary on the status of policy and practice for bilingual learners
in New Zealand. They include an analysis of the rapidly changing ethnic
composition of the country’s population, case studies providing intensive
observation of the experiences of bilingual students in culturally different
educational contexts, and research studies that demonstrate the strength of
both Mäori and migrant communities to collaborate in researching their
own language-learning needs and contribute to effective solutions. Each
chapter tells its own distinctive story, from its own unique position within
contemporary New Zealand education. However the stories intersect and
interweave in ways that provide a whariki (mat) in which three important
and repeating patterns emerge. These patterns reflect the need to develop
more effective school and community partnerships, more responsive and
inclusive learning and teaching strategies in mainstream schools, and more
focused and integrated policy development, particularly with respect to
national language priorities, teacher education and research.

The Need for More Effective School and Community
Partnerships

Without doubt, as Peddie demonstrates in Chapter 1, the ethnic
composition of New Zealand has been undergoing a process of rapid
diversification. In the 1970s there was a major increase in migrants from
Pacific Island nations, and from the 1980s to the present there has been a
continuing increase in migrants from Asian countries. From the 1970s
onwards there has also been vigorous and sustained effort by Mäori to
demand the revitalisation of their language and culture. This has been
addressed through the development of kohanga reo (pre-school language
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nests), and kura kaupapa Mäori (schools that teach the national curriculum
through the medium of Mäori language, and in accord with a Mäori world
view). More recently it is being addressed through attempts to introduce
more culturally inclusive teaching strategies in mainstream schooling
(Glynn et al., 2001).

However, educational policy makers, providers of pre-service teacher
education, and providers of continuing professional development of
teachers do not appear to have caught up fully with the implications of this
diversification. There is widespread concern about the long-standing
underachievement in mainstream schools of students from ethnic
communities, such as Mäori and some Pacific Island communities. This has
often been paralleled by widespread deficit theorising – attributing this
underachievement to deficiencies within the students themselves or in
their languages and cultures. There is also widespread concern at the
paucity of trained and trainee teachers from Mäori and from migrant ethnic
communities. Yet little effort seems to have been made to draw on the depth
of language and cultural expertise that resides within these communities,
and to learn how to work in partnership with them to address the problems
their children face (McNaughton & Glynn, 1998).

Chapter 2 (Glynn and Berryman), Chapter 3 (Berryman and Glynn) and
Chapter 4 (McCaffery and Tuafuti) all demonstrate the power of working
partnerships between schools and their ethnic communities for improving
literacy outcomes for their students.

The mainstream school reported on in Chapters 2 and 3, Rotorua
Primary School, was able to represent and affirm the language and cultural
identity of its Mäori students through its teaching practices, as well as
through its intensive consultation and collaboration with its Mäori
community. The school’s principal and many staff shared common tribal
descent with most of the parents in the school community, and so the inter-
connectedness with and commitment to the school’s children and their
whänau (extended families) was especially strong. This was heightened
further by the expertise and standing within the community of the
home-and-school liaison teacher, who shared responsibility with the
researchers for implementing the home-and-school reading and writing
programmes. Through the mediation of this liaison teacher, Mäori parents
and community were able to participate both in defining the nature of the
problem and in negotiating solutions that required changes on the part of
the school and its teachers. These parents and whänau were not merely on
the receiving end of school-devised plans to improve students’ literacy
through requiring parents to implement additional activities at home. Not
only were the reading and writing programmes particularly successful in
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improving students’ reading and writing in English and Mäori at school,
they also improved the Mäori language use of two parents who partici-
pated on the basis of very limited oral Mäori. Acritical element of success of
both Mäori and English reading and writing in this school was explaining
and understanding the implementation and outcomes of the programme
using metaphors and concepts that made sense within a Mäori cultural
world view. Success was also reflected through the parents and whänau
assuming a far greater degree of collective responsibility for programme
implementation than seen in other schools in the project.

In Chapter 4, McCaffery and Tuafuti draw on three different studies to
monitor the English reading outcomes for Samoan students at one
mainstream primary school, Finlayson Park. They compared data from
Samoan students attending the school’s bilingual unit (O le Taiala) with
data from similar Samoan students attending mainstream English medium
classes at Finlayson Park and at a primary school elsewhere. Data
presented in this chapter demonstrate a clear advantage for students in the
bilingual unit in terms of English reading achievement. Almost all the
students in both settings began schooling with English reading levels well
below chronological age, but by Year 6, 71% of O le Taiala bilingual students
were reading above their chronological age, compared with 27 % of
students in mainstream English-medium classes. McCaffery and Tuafuti
(like Berryman and Glynn with respect to Mäori) attribute much of this
success to the fact that the school and the unit affirm and validate the
Samoan language and culture through their curriculum and teaching
practices, represented through the employment of Samoan teachers and
professional support personnel. Both the school and the bilingual unit
receive strong support and guidance from parents and other members of
the Samoan community. This enables Samoan students to maintain their
standing and full participation in the cultural activities of the Samoan
community outside the school, while at the same time making effective
progress in reading and writing in English. Samoan parents are able to
discuss and observe the O le Taiala bilingual programme option, and most
are choosing to enrol their children in it.

Both the schools reported on in Chapters 2, 3 and 4 valued the languages
and cultural practices of their student communities, and regarded them as
central to their students’ progress in English literacy, as well as to the
students’ well-being and cultural identity. The schools were embedded in
their local communities and regarded their language and cultural
differences as assets rather than as liabilities. The school and community
partnerships were successful because the school acknowledged and acti-
vated the language and cultural resources located within their communities,
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allowing themselves to be advised and guided by these communities.
Success at school for these Mäori and Samoan students did not come at the
cost of leaving their language and culture at home.

The Need for More Inclusive Pedagogies and Bilingual
Competence in Mainstream Schools

Elsewhere in this book, Vine (Chapter 5), Haworth (Chapter 6), Barnard
(Chapter 7) and McKee and Biederman (Chapter 8) all address the central
importance of the day-to-day classroom interaction experienced by
individual bilingual students in determining the amount and quality of
their learning. These chapters present detailed and intensive data that
focus on both the cognitive and the social (interpersonal) elements of
teaching and learning interactions, exchanges or conversations in different
classroom contexts. These interactions occur between bilingual students
and their teachers, their classmates, teacher aides and other classroom
support personnel. Considered together, these four chapters sharply
illuminate the difficulties that can arise when classroom teachers have
insufficient bilingual competence to connect with the bilingual student,
both at an interpersonal level and at the level of shared experiences within a
shared world view of a particular language and culture.

These chapters also challenge our understanding of what it means to
have an ‘inclusive’ classroom, and challenge us to develop pedagogies that
include students whose language and culture differs from that of their
mainstream teachers and classmates.

In Chapter 7, Barnard presents data that shock us with the painful and
alienating experiences of an eleven-year-old Korean boy placed in a regular
mainstream urban classroom. Although provided with four hours per
week of ESOL tuition in a withdrawal setting, this boy spent the remaining
30 hours per week in ‘a context of largely incomprehensible input’. With the
aid of a lapel microphone and a Korean translator, we are privileged to hear
the private speech of this boy, sampled over an eight-month period.
Samples from transcripts of his largely self-directed speech allow us to
experience for ourselves the depths of confusion, anxiety, alienation and
fear generated for him in this classroom context, as expressed through his
first language. The messages in these transcripts provide compelling
evidence of the need for more in-school support for students whose first
language is not English. They also underscore the urgent need for more
competent home-and-school collaboration and for better pre-service
preparation and ongoing professional support for mainstream teachers in
working with students whose first language is not English.
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In Chapter 5, Vine describes the extraordinary length that one Mäori
teacher went to in order to connect herself with a five-year-old Samoan new
arrival who was not a speaker of English. The teacher was not a speaker of
Samoan, but was able to modify particular curriculum tasks so that she and
the student were able to create space and construct opportunities for him to
engage with the curriculum topic on the basis of his own first language.
This facilitated his learning of English. She was able to do this on the basis
of her considerable teaching expertise and experience, and her apprecia-
tion of the student’s position as a competent speaker of his first language.
However, even this supportive classroom context seems likely to promote
his learning of English at the expense of his first language.

This issue is developed further by Haworth in Chapter 6. Her study
includes interviews with two ESOL support teachers, and with two
classroom teachers of NESB (non-English speaking background) students,
as well as direct observation of NESB students in their classroom contexts.
Haworth observed a number of effective strategies used by the two
teachers, including modifying curriculum tasks by selecting classroom
themes that call on students’ home cultures (allowing NESB students to
engage on the basis of their expertise and experience). Other strategies
included providing key vocabulary items and writing outlines. These
strategies were preferred because they could be implemented with a whole
class, and were likely to benefit all students. However, while these
strategies were likely to succeed in engaging NESB students more
effectively in classroom lessons, they may result in the specific language
and cultural needs of individual students being overlooked. Haworth’s
classroom teachers were well aware of this danger.

There is a parallel dilemma facing special educators (Moore et al., 1999).
Powerful ‘inclusive’ teaching strategies that maximise the engagement of
students with special needs in regular classroom lessons are readily
adopted by mainstream teachers because they clearly benefit all students,
and can be applied class-wide. However, for students whose special needs
arise from their language and cultural differences, such inclusive teaching
may submerse or marginalise first language and cultural practices. Such
strategies may promote second language learning at the expense of
maintaining students’ first language and culture.

McKee and Biederman address this issue in Chapter 8, in their compar-
ison of two different educational contexts provided for two deaf children
whose first language is NZSL (New Zealand Sign Language). One student
attended a bilingual (NZSL and English) class at a deaf education centre,
and the other attended a regular class in a mainstream school. The authors
asked two questions of each learning context:
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(1) How well does this context support the student’s development of the
first language (NZSL), and how well does the context connect NZSL
with written English, so as to improve the student’s writing?

(2) How well does this context enable the deaf student to participate in a
community of learners and establish their identify as bilingual learners?

To answer each of these questions, the authors carried out a careful exami-
nation of cognitive as well as interpersonal aspects of student–teacher and
student–student narratives in each context. The results reported in this
chapter help us to appreciate the importance of both shared first language
knowledge and shared life experiences for the full inclusion of deaf
learners in classroom learning contexts, and for learners’ continued
cognitive development. This study also points up some real dangers in
enlisting third parties, such as teacher aides, to mediate the cognitive and
social interaction between teacher and student, even when they are
competent in the bilingual student’s first language. Without appropriate
pedagogical knowledge and expertise, third parties may minimise, or even
trivialise, the learning task though providing the learner with inappropri-
ately simplified translations.

Finally, these chapters suggest a range of examples of culturally
inclusive pedagogies that support the inclusion of students from different
language and cultural backgrounds from their mainstream teachers and
classmates. Briefly, these pedagogies are those that successfully address the
balance of power within learning interactions (Bishop & Glynn, 1999).
They involve generating tasks that the bilingual learner can engage in on
the basis of cultural familiarity and first-language strengths. They include
generating tasks that call for integration across separate curriculum areas.
They involve teaching and learning processes that promote reciprocity and
shared control between teacher and learner, such as peer tutoring, coopera-
tive learning, and narrative approaches to problem solving.

The Need for More Focused and Integrated Policy
Development

The most pervasive theme emerging across all chapters is the call for a
New Zealand languages policy. As Peddie notes in Chapter 1, New
Zealand does not have, nor has it ever had, a national policy on languages,
despite concerted attempts to develop such a policy in the late 1980s and
early 1990s, and despite the passing of the Mäori Language Act, 1987.
Policies of successive governments in the 1990s devolved governance and
management powers to individual schools and their communities, leaving
schools to makes decisions on which languages they would offer their
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students, and leaving ethnic communities to make decisions on whether
and how they would strive to maintain their heritage languages.

During this period there was steady growth in the number of Mäori-
medium education initiatives, from pre-school to tertiary level, as well as
rapidly increasing language diversity among the student populations in
New Zealand schools and communities. However, during this period there
has been surprisingly little comprehensive policy development from the
Ministry of Education on languages and language use in New Zealand.
There has been a commitment to continue to support the development of
Mäori-medium education through Mäori-medium teacher education and
continuing development of assessment and teaching resources. This
commitment is a response to Mäori insistence that the Crown should
honour the principles of the 1840 Treaty of Waitangi . In terms of the Treaty,
Mäori have long claimed their rights to define and protect all their
language and cultural resources, and to have their language and culture
restored and equitably represented and affirmed within New Zealand state
education (Glynn, 1998).

However, while Mäori-medium pre-schools and schools have been
regarded as critical sites for Mäori language revitalisation and mainte-
nance, there has been a lack of clear policy direction and goal setting for
NESB students and students learning Mäori as a second language in main-
stream schools. It appears that most second-language support and provi-
sion within schools has generally amounted to first-language submersion,
or subtractive bilingualism. Such initiatives have the general aim of
promoting student acquisition of English as soon as possible, at the
expense of maintaining first-language competence. Examples of second-
language learning initiatives that aim to develop students who are compe-
tent bilinguals and who are literate in two languages are rare in New
Zealand, outside of kohanga reo and kura kaupapa Mäori (McCaffery and
Tuafuti provide one such example in Chapter 4).

Both Shameem (Chapter 9) and Starks and Barkhuizen (Chapter 10)
offer a way forward, or a way out of this policy vacuum. Shameem laments
the lack of a comprehensive teacher education policy for recruiting and
training bilingual teachers who are fluent speakers of English and fluent
speakers of their community language. Shameem sees these teachers as
establishing and staffing community language classes taught either in
schools located in community sites or in mainstream schools out of official
school time. Perhaps these are also the kind of professionals who are also
needed within schools to work alongside largely monolingual support
teachers, to promote the achievement of bilingual and biliteracy educational
goals? Shameem carried out a survey of a sample of 95 community leaders,
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language teachers, parents and students from a wide range of ethnic
communities. She found strong support for the recruitment and training of
community members as bilingual teachers to work to strengthen the
heritage language within each community. Survey respondents were able to
identify specific components that such a teacher education programme
should include.

The chapters by Shameem and Starks and Barkhuizen both argue the
importance of the resources of experience and expertise that exist within
each migrant community. However, Starks and Barkhuizen point to the
existence of another extremely important and untapped resource – the day-
-to-day experiences of all the students in our large multicultural secondary
schools. These schools are authentic sites where different languages and
cultures converge. Data in this chapter from 939 students from 13 schools
show that schools are indeed multicultural and multilingual sites. Students
reported hearing many languages spoken at school, and interacting with
others from wide ranging language and cultural groups, even more than
they do outside school. It is therefore these students themselves who have
much to contribute to the development of a languages policy. Starks and
Barkhuizen argue that secondary students are well able to examine and
discuss issues of language use, language maintenance and language
learning. They are well able to collaborate with researchers in designing
and carrying out research on these topics. Their in-school experiences
qualify them as data gatherers with a clear role in policy development.

The lack of a comprehensive and coherent languages policy in New
Zealand poses major challenges for teacher education. The proportion of
students in our schools whose first language is not English is growing
steadily. The nation needs to recruit into teacher education people who are
bilingual in English and in their community language. Teacher education
programmes need to better inform their student teachers about models of
effective bilingual education, and provide them with up-to-date research
information on additive, rather than subtractive, bilingualism. Teacher
education programmes should prepare their trainee teachers to work in
schools where they will find increasing numbers of bilingual units and
classes, and where English as a second language may not be fully
introduced until after six or seven years of learning through the medium of
the students’ first language. It will become more and more crucial for
trainee teachers to be bilingually competent and biculturally aware.
Teacher education in New Zealand has a long way to go indeed, if it is to
meet these challenges. The data and the stories presented in each of the
chapters in this book provide valuable information as to how to respond to
these challenges.
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Glossary of Terms Used in This Book
ako (Mäori) teaching and learning as a unified whole

awhi (Mäori) support

BICS Basic Interpersonal Communication Skills

CALP Communicative Academic Language Proficiency

ERUDITE Educational Research Underpinning Development in
Teacher Education

ESL English as a second language

ESOL (teaching) English to speakers of other languages

faasamoa traditional Samoan knowledge

hapu Mäori sub-tribe

hui meetings held by Mäori following Mäori protocol

intermediate school an upper primary school in New Zealand catering for
grades 7 and 8

iwi Mäori tribes

karakia prayer said before and after Mäori meetings

kaumatua Mäori tribal elders

kaupapa Mäori world view representing Mäori cultural values and
practices

Kohanga Reo Mäori ‘language nests’ for pre-sechool children

körero (Mäori) conversation or speech

Kura Kaupapa Mäori Mäori-immersion primary schools

mana acknowledged authority and standing of a Mäori person

manaakitanga the duty of care that Mäori demonstrate towards each other

manuhiri visitors to a Mäori home or marae

marae traditional land incorporating a Mäori meeting house

NESB student learners from Non English-Speaking Backgrounds

Ngä Kete Körero the assessment framework for Mäori language reading texts

NZSL New Zealand Sign Language
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O le Taiala the name of the Samoan Bilingual unit at Finlayson Park
School

Pakeha (Mäori) a term for New Zealanders of European descent

palangi (Samoan) a term for New Zealanders of European descent

Pasefika (Samoan) New Zealanders of Pacific Island descent

Pasifika The Ministry of Education’s term for Pacific Island students

patipati (Mäori) encouragement

Poutama Pounamu figurative name for one of the Mäori Education Research
Centres

primary school most New Zealand primary schools take children from
their fifth birthday for six years of schooling (see
intermediate school)

rangatiratanga the way in which Mäori are guided by thir own elders

rumaki total Mäori immersion classes

Tatari Tautoko
Tauawhi

a Mäori tutoring programme for older remedial readers

te reo Mäori the Mäori language

te Puni Kokiri the Ministry of Mäori Development

te Tiriti o Waitangi the Treaty of Waitangi (1840) between the Crown and
Mäori

teina (Mäori) a younger and less exper ienced relative

tikanga preferred customary practices of Mäoris

tuakana (Mäori) and older; more knowledgeable relative

Ulimasao the Samoan Bilingual Education Association

vaa (Samoan) a canoe

waka (Mäori) a canoe

wairua (Mäori) spiritual well being and self-esteem

wänanga Mäori tertiary institutions

whänau immediate or extended Mäori family

whanaungatanga (Mäori) interconnectedness through relationships

whakatau a form of Mäori welcome

whakama (Mäori) self-consciousness

Whare Kura Mäori immersion secondary schools

whaea (Mäori) mother, or respected older woman
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Index
Items in italics are defined in the Glossary.

academic achievement 85, 87, 88, 95,
103, 174

academic discourse 209
academic English proficiency 110
access to the curriculum 189
access to talk/dialogue 209, 213, 215,

217, 219
access to the floor 115-124, 128
acquisition planning 267
active language environment 211, 220n
affirming culture 42-48
appropriate/appropriation 127,

167-169, 171-172, 180-181, 184-185
Asian languages 23, 230, 260, 266
Asian peoples 8, 9, 10, 13
Asian students 258, 264
assessment 29, 52-53, 65, 66, 72, 81-82,

90-92, 97-103, 142-143, 218, 239-240,
242, 279

assimilation/ist 36, 81, 89, 197
assisted performance 183, 184, 186
Australasian Signed English 201
authentic contexts/sites 50-51, 76, 217,

280

Berkeley Transcription System 197
BICS 139, 161
bilingual class 43, 195-198, 201, 202,

209, 211, 214-218
bilingual competence 6, 276
bilingual education 4, 80, 82, 85-88, 90,

93, 102, 103, 237, 270, 273, 280
bilingualism 80, 81, 84, 86, 88, 204, 226,

229, 255, 264, 266, 270, 279, 280, 281
biliteracy 60, 80, 81, 87, 88, 91-98, 102,

279

CALP 139, 161

census 8-15, 84, 227, 233, 255, 260, 261,
264, 266

Chinese languages 14, 15, 23, 230, 234,
259-260

Chinese people 10, 11-12, 13, 15, 257
Chinese students 147-148, 152
classroom community 199, 211, 213, 217
co-construct 2, 6, 39, 42, 63-64, 129, 167
cognitive development 1, 2, 166-68,

170, 278
collaborative research 38, 111, 114-115,

268
collaborative storying 38, 55-56
communicative approach 241, 242
communicative competence 175, 179,

180, 204, 215-216, 218
community language education 225,

227-229, 234
community language teachers 6,

225-246
community language/s 5, 6, 17, 84, 86,

225, 226-231, 236, 244, 248, 260, 263,
266

critical literacy 83, 84, 102
critical multiculturalism 83, 84
critical teaching incidents 42, 175
cultural beliefs/preferences 3, 39, 42-3,

47, 55, 190
cultural development 1, 2, 167, 170,

189, 191
cultural identity 47, 195 196, 211, 213,

214, 218, 219, 234, 275
culturally inclusive teaching 274, 278
culture/s 2, 3, 5, 8, 9, 13, 16, 21, 23,

36-39, 42, 47, 56, 80-87, 89, 101, 103,
104, 111, 130, 136, 150, 156, 157, 159,
160, 166, 167, 173, 197, 198, 201, 205,
225, 226, 227, 229, 234, 240, 241, 243,
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265, 270, 273-277, 279, 280
curriculum 4, 21, 27-32, 36, 37, 41,

81-82, 86, 91, 103, 108, 109-116, 119,
121-123, 128-131, 136, 139-140, 188,
189, 196, 201, 217, 219, 229, 240,
241-242, 248, 261, 270, 274, 275, 277,
278

data gatherers 6, 247-269
Deaf education 5, 194-220
deficit theorising 274
diverse/diversity 2, 4, 5, 6, 89, 113,

136-162, 241, 243, 248, 255-256, 269,
270, 273-280

dual-medium 4, 81, 86, 87, 91, 96
Dutch 11, 14, 227-228, 234, 263

empowerment 4, 81, 82, 84, 87-88, 93,
95, 103

English language 13, 14, 23, 25, 31, 32,
36, 61, 62, 74, 77, 90, 108, 139, 140,
141, 147, 151, 161, 166, 172, 217, 264,
265

ERUDITE 111, 131, 132
ESOL teaching etc. 19, 86, 100, 109, 110,

112, 137-143, 157-158, 160, 172,
174-175, 189, 190, 232, 237, 238, 241,
251, 276, 277

ESL 19, 108, 248, 255, 270

finger spell/spelling 203, 204, 209
Fijian languages and peoples 10, 12,

226, 227, 230, 231, 234, 260, 261
foreign languages in schools 21-33
French language 14, 15, 16, 20, 23, 24,

260, 261
fun 170, 172, 183, 189

German language 14, 15, 16, 260, 261
Gujarati 12, 14, 23, 227, 228, 230, 234

home–school liaison teacher 39, 41, 77,
274

immersion 21, 37, 47, 49, 52, 86, 136,
167, 171

immigration 8-13, 33n, 166, 243
immigrant/s 5, 84, 85, 108, 110, 131,

166, 167, 173, 190, 191, 225-226, 230,

232, 233, 243, 258, 260, 265, 266
inclusion 5, 6, 195, 197, 218, 248, 273,

274, 276, 277, 278
Indian languages and peoples 12, 14,

23, 231, 257, 260
indigenous languages and peoples 3,

36, 38, 42, 43, 77, 226, 265
inner speech 167, 168, 169, 191
interaction/s 3, 4, 5, 42, 59, 60, 111,

113-132, 137, 138, 142, 145-147, 148,
152, 161, 166, 167, 173, 174, 176, 177,
179, 180, 185, 188, 194-198, 201, 210,
211, 214-219, 251, 264, 265, 276, 278

Interaction zones 5, 112, 145-149
interpreting into/from NZSL 198, 200,

205, 208, 209, 210, 215, 220n

Japanese language and people 10, 12,
13, 14, 15, 23, 24, 257, 260, 261

kaumatua 41, 53
kohanga reo 21, 37, 54, 273, 279
Korean language and people 5, 10, 11,

12, 13, 14, 15, 23, 166, 174, 175,
178-187, 188-191, 230, 234, 260, 261,
271, 276

kura kaupapa Maori 21, 37, 54, 274, 279

languaculture 1, 4, 5, 111, 114, 130, 131
language attitudes 253, 255, 259, 262,

264, 265
language awareness 229, 249, 252, 253,

255, 256, 258, 262, 264, 269, 270
language death 225
language maintenance 19, 88, 109, 226,

227, 228, 230, 231, 243, 244, 248, 266,
270, 280

language planning 6, 227, 229, 243,
247-253, 267-268

language play 170-172
language shift 9, 15, 225, 227, 229, 243,

248
language teacher/s 6, 24, 25-32,

225-244, 280
language transfer 95, 154, 202
languages policy, Australia 17, 33, 108,

247
languages policy, New Zealand 3, 6, 8,

9, 13-20, 24, 28, 31-33, 87, 93, 108,
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225, 227-228, 230, 247-251, 255-256,
266-270, 273, 278-80

mainstream classes/teachers 4, 5, 37,
40, 49, 52, 54, 91, 93, 94, 95-132,
136-162, 172-191, 195-197, 199-201,
202, 205-215, 216, 217, 218, 219, 220,
273, 274, 275, 276, 277, 278

mainstream or regular classroom 136
Maori language 3, 13, 14, 15, 16, 19,

21-22, 31, 32, 73, 112, 248, 225, 226,
255, 260, 261, 263, 265, 266, 267

Maori medium education 21, 37, 54,
274, 279

Maori people 3, 9, 10, 16, 20, 21
Maori students 3, 20, 85, 172, 173, 257,

258-259, 264, 112
Maori world view 3, 36, 37, 38, 43, 56,

274, 275
mediated learning 111, 114, 129, 130,

195, 196, 201, 209, 211, 215, 217, 219,
278

medium of instruction 81, 90, 110, 112,
225, 248

metacognition 171, 174, 176, 180, 181
minority language (groups) 6, 32, 80,

81, 82, 83, 85, 87, 103, 106, 140, 191,
197, 204, 220n, 225, 226, 227, 233,
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