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'CHAPTER 9 -

',Cognmve Theories of

Bllmguahsm and the Curnculum

INTRODUCTION :
The previous two chapters examined the relationship between bllmguahsrn and 1Q

(Chapter 7) and bilingualism and cognition (Chapter 8). These chapters were primarily

based on research findings and culminated in explanations of the likely positive relation-
ship between bilingualism and thinking processes and products This chapter extends that
discussion of explanations by firstly consadenng a ‘naive’ theory of language and
cognitive functioning; then, secondly, examining the development of a ma_]or and domi-

pating theory of bilingualism and cognition. The culmination of the chapter is a discussion
of how this evolved theory has direct curriculum implications,

" THE BALANCE THEORY

Previous chapters noted that initial research into bilingualism and cogpitive functioning
and into bilingualism and educational attainment often found bilinguals to be inferior to
monolinguals. This connects with a naive thcog of balmguallsm which represents the
two languages as ex1stmg together in aba!aﬁc The picture is of weighing scales, with
a second language increasing at the expensé ?ﬂhe first language. An alternative naive
plcmrc theory attached to the early rescarch is of two language balloons inside the head..

" The picture portrays the monolingual as having one well filled balloon. The bilingual is
plc'uwd as having two less filled or balf filled balloons. As the second language balloca

i purnped higher (e.g. English in the US), so the first Janguage balloon (e g. Spanish}

diminishes in size. As one language balloon increases, the other decreases.

The balance and balloon picture theories of bilingualism and cognition appear to be
held intuitively by many people. Many parents and teachers, politicians and large sections
of the public appear to latently, subconsciously take the balloon picture as the one that
best represents bilingual functioning. Cummins {(1580a) refers to this as the Separate

ras



Underl)mg Proi' iciency Model of Bilingualism. This model conceives of lhe two

languages operating separately without transfer and with a restricted amount of ‘room’
for languages. -

What appears logical is not always psychologically \ahd While both the balance or
balloon ideas are plausible, neither fits the evidence. As Chapter 8 concluded, when
chﬂdren become balanced bilinguals, the evidence suggests that there are;cognitives

. advanisges Tather than disadvantages for being bilingual. Sm‘u)axf’y, Chapter 11 will sBow

that certain types of bilingeal education (e.g. early total immersion and heritage language,
bilingual education) appear to result in performance advantages (e.g. in two languages

and in general cumiculum performance) cornpared with submersion or monolmgual
education.

Research has also su ggested that it is wrong to assume that the brain has.only a limited
amount of room for language skills, such that monolingualism is preferable. Evidence
(see Chapters 5 and 8) suggests that there are enough cerebral living guarters not on]y for
two languages but for other languages as well. The picture of the weighing szaies, of cne
language increasing at the expense the second language, does not fit the data. Other:
pictures, provided later in this chapter, better encapsulate research findings.

~ There is another fallacy with the balance or balloon theory. The assumption of the

~ theory is that the first and second language are kept apart in two ‘balloons’ inside the

head. The evidence suggests 10 the. Lontrary, that ]anguage atirjbutes are not apart in the

~ cognitive system, but transfef readily and are interactive; For example, when school

lessons are through the medium of Spanish, they do not sclely feed a Spanish part of the
brain. Or when other lessons are in English, they do not only feed the English part of the



Wﬂ- Rather lessons leamnt in one language can readily transfer into the other language.
Teaching a child to multiply numbers in Spanish or use a dictionary. in English easily
transfers to multiplication or dictionary use in the other language. A child does not have
10 be re-taught to multiply numbers in English. A mathematical concept can be easily and
immediately used in English or Spanish if those languages are sufficiently well developed.
Such casy exchange leadsto an alternative idea called Common Underlying Proficiency

(Cummins, 1980a, 1581a). . :

- THE\\EEBERG ANALOGY

Cummins’ (1980z, 1581a) Common Underlying Proficiency model of bilingualism can
be pictorially represented in the form of two icebergs (see below). The two icebergs are
separafe abave the surface. That is, two languages are visibly different in outward
cQ{)VCTSﬂﬁOH. Undemeath the surface, the two icebergs are fused so that the two languages
do'nat functicn separately. Both languages operate through the same central processing

System. ‘ : ‘ ) : .

First-
Language ,
Surface Features

Second
Language

Surlace Features Surface

Level

i Commanﬁl,lndeﬁyihg Proficiency

Central Operating System

" A distinction can thus been made between the Separate Underlying Proficiency
{(SUP) and Common Underlying Proficiency models of bilingualism (CUP). The
former (SUP) relates to the ‘two balloon’ idea presented earlier in this chapter; the larter -
(CUP) relates to the iceberg idea. The Common Underlying Proficiency model of

~ bilingualism may be summarized in six parts:

(1) Imespective of the language in which a person is operating, the thoughts that
accompany talking, seading, writing and listening come from the same central

engine. When a person owns two or more languages, there is one integrated source
of thought.



(2) Bilingualism and multilingualism are possible because people have the capacity to |
-store casily two' or more languages, People can also funchon in two or more -
languages with relative case, '
(3) Information processing skills and educational attainment may be developcd through
~ two languages as well as through one language. Cognitive functioning and school
achievement may be fed through cne monolingual channel or equally successfully
., through two well developed language channels Both channels feed the same central
_» ' processor,
'(4) The language the child is using in the, classroom needs to be sufficiently w‘:ll
developed to be able to process the cogmnve challenges of the classroom.

(5) Speaking, hslemng. reading or writing in the first or the second language helps the
whole cognitive system to develop. However, if children are made to operate in an
insufficiently developed second language (e.g. in a ‘submersion’ classroom), the
system will not function at its best. If children are made to operate in the classroom
in a poorly developed second language, the quality and quantity of what they learn .
from complex curriculum materials and produce in oral and written form may be
relatively weak and impoverished. This has been the experience of some Finns in
Swedish schools who were forced 1o operate in Swedish (Skutnabb-Kangas &
Toukomaa, 1976). Such children tended to perform poorly in the curriculum in both

" Finnish and Swedish because both languages were insufficiently dcveloped to cope
with given curriculum material.

(6) When one or both languages are not functioning fully (e.g. because of an unfavorable
attitude t0° learning through the second language. pressure to replace the home

-»language with the majority language) cogn itive fufictioning and academic performy
ance,may, be négativély affected. ¥ e

; The distinction between Separate Underlymg Proficiency (SUP) and Common Under-
lying Proficiency models of bilinguealism (CUP) does not fully sum up the findings from
research on cognitive functioning and bilingualism. Thercfore this chapter moves on to
' examining other more sophisticated theones

THE THZRESHOLDS THEORY

Several studies have suggested that the further the child moves towards balanced
bilingualism, the greater the likelihood of cognitive advamages (e.g. Cummins & Mul-
czhy, 1978; Duncan & de Avila, 1979; Kessler & Quinn, 1982; Dawe, 1982, 1983;
Clarkson, 1992). Thus the question has becomne *Under whiat conditions does bilingualism
have positive, neutral and negative effects on cognition?” How far does sormeoné have to
travel up the two language ladders to obtain cogritive advantages from bilingualism?

One theory that partially summarizes the relationship between cognition and degree
of bilingualism is called the Thresholds Theory. This was first postulated by Toukomaa
& Skutnabb-Kangas (1977) and by Cummias (1976). They suggest that the research on
cognition and bilingualism is best explained by the idea of two thresholds. Each threshold
is a level of language competence that has consequences for a child. The first threshold
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@ lcvel for. a child 10 reach to avoid the. negauve consequences of bmnguaﬁsm The -
second threshold is a level required to experience the possible positive benefits of
'bﬂmguahsm. Such a theory therefore limits which children will be likely to obtain
cognitive benefits from bilingualism. It also suggests that there are chﬂdren who may
derive detrimental consequences from their bilingualism. - -

* The Thresholds 1heory may be pomayed in terms of a house with three floors (see -
low). Up the sides of the house are placed two language Iaddem, indicating that a
gehngua] child will usually be moving upward and is not stationary on a floor, On the
bottom floor of the house will be those whose current competence in both their Janguages
is insufficiently or relatively inadequately developed, especially compared with their age
‘group. When there is a low level of competence in both languages, there may be negative




or detrimental cognitive cﬂects For exarnple, a child who is- unablc. 10 c’ope m"f k
classroom in either language may suffer when processing information. At the midd}g -
level, the second floor of the house, will be those with age-appropriate competenceinone
of theirlan guages but not in both. For example, children who can opcrate' in the classroom
it one of their languages but not in their second language may reside in this second leva}, - .
At this level, a pan]y bilingual child will be little different in cogmnon from the
monolingual child and is unlikely to have any significant positive or negative cognitive
differences compared with a monolingual, At the top of the house, the third fleor, there

. resides children who apprommatc ‘balanced” bilinguals. At this level, children will have

" age-appropriate competence in two or more Ianguages For example, thcy can cope with
curriculum material in either of their languages. Itis at this level that the positive cognitive

.. advantages of bilingualism may appear. Whien a child has age-appropriate ability in both
their lariguages, they may have cognitive advantages over monolinguals.

Research support for the Thresholds Theory comes, for example, from Bialystok (1988),
Clarkson & Galbraith (1992), Clarkson (1992) and Dawe (1983). Dawe's (1983) study-
examined bilingual Panjabi, Mirpuri and Jamaican childrenage 1110 13. Ontests of deductive
mathematical reasoning, Dawe (1983) found evidence for both-the lower and the higher
threshold. As competency in two languages increased, so did deductive reasoning skills in
mathemafics. Linijted competence in both languages appear to result in negative cognitive
outcomes. Bialysiok (1988) examined two parts 10 metalmgmsuc awareness {(analysis of
finguistic knowledge and contro} of linguistic processing) in six- 10 séven-year-old monolin-
gual, partial bﬂmgual and fluently French-English children. She found that ‘the level of
bilingualism is decisive in determining the effect it will have on development® (p. 567).

The Thresholds theory relates not only to cognition but alsoto education, With children
in Immersion Education in Canada (see Chapters 10 and 11), there is usually a temporary
lag in achievement when the curriculum is taught through the second language. Until the
second language (French) has developed well encugh to cope with curriculum material,
a tempeorary delay may be expected. Once French is developed sufficiently to cope with
the conceptual tasks of the classroom, Immersion Education is unlikely to have detrimen-
tal achievement consequences for children. Indeed, such an immersion experience seems

10 enable children to reach the third floor of the house, with resulting positive cognitive
advantages.

The Thresholds theory also helps 1o summarize why minority language children taught
through a second language (e.g. in-migrants in the US) sometimes fail to develop
 sufficient competency in their second language (e.g. English) and fail to benefit from

‘weak® forms of bilingual education. Their low level of proficiency in English; for
example, limits their ability to cope in the curriculum. Therefore Heritage Language
Programs, that allow a child to operate in their more developed home language, can result
in superior performance compared with submersicn and transitional bilingual education.

The problem with the Threshelds theory is in precisely defining the level of language
proficiency a child must obtain in order, firstly to avoid negative effects of bilingualism,
and secondly, to cbtain the positive advantages of bilingualism. At whatlanguage *height’
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ceilings become floors is not clear. Indeed, the dangcr' z—n;y bein con—stmc_un-g— artificial
ritical stages' or levels, when transition is gradual and smooth. This point is returned
to in the following section. . ‘ ,

' THE DEVELOPMENT OF A THEORY

. From out of the Thresholds theory developed a succession of more refined theories of

pilingualism. The first evolution of the Thresholds theory considered the relationship .
between a bilingual's two languages. To this end, Cummins (1978) Siliged the Devel-

éﬁment@;-.@ggi_a,bﬁéﬁﬁénce hypothesis.”
\Tlus hypothesis-suggested that a child’s second language competence is partly dép*c'hﬂém

" on.the.level of competence already achieyed in the first langusge. The more developed the

first language, the easier it will be to develop the second Janguage. When the first language
is at a low stage of evolution, the more difficult the achievement of bilingualism will be,

* Alongside this, in the 1970s, there developed a distinction between surface fluency
and the more evolved language skills required to benefit from the education process.
Simple communication skills (e.g. being able to kold a simple conversation with a
shopkeeper) may hide a child’s relative inadequacy in the language proficiency necessary
to meet the cognitive and academic demands of the classroom. Cummins (1984a, 1984b)

* expressed this distinction interms of basic interpersonal communicative skills (BICS)

and cognitive/academic language proficiency (CALP). BICS is said to occur when
there are contextual supports and props for language delivery. Face to face "context
embedded’ situations provide, for example, non- verbal support to secure understanding,
Actions with eyes and hands, instant feedback, cues and clues support verbal language.
CALP, on the other hand, is said to occur in context reduced academic situations.

Where higher order thinking skills (e.g. analysis, synthesis, evaluation) are required
in the curiculum, language is ‘disembedded’ from a meaningful, supportive context.
Where language is ‘disembedded’, the situation is often referred to as ‘context reduced’.
The following example illustrates the difference &t classroom level between BICS and
CALP. A child is given a mathematical question such as: “You have 20 doflars. You have
6 dollars more than me. How many dellars do T have?” At the higher CALP level, the
child will conceptualize the problem comectly as 20 mipus 6 equals 14, Atthe BICS level,
the word ‘more’ may be taken 10 mean *add-up’ with the child getting the wrong answer
of 26. The BICS child may think of ‘more’ as used in basic conversation. However, in

~ the mathematics classroom, this illustration requires ‘more’ 10 be understood by the

mathematical phrasing of the question.

The distinction between BICS and CALP has been portrayed in the image of an iceberg
(see Cummins, 1984b). Above the surface are language skiils such as comprehension and
speaking, Undemeath the surface are the skills of analysis and synthesis. Above the
surface are the language skills of pronunciation, vocabulary and grammar. Below the
surface are the deeper, subtle language skills of meanings and creative composition. This
is illustrated on the next page.
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Before leaving this BICS/CALP distinction, it is important to declare its limitations,

The distinction between BICS and CALP has intuitive appeal and does appear to fit
the case of children who are seemingly fluent in their second language, yet cannot

cope in the curriculum in that language. However, it only paints a two stage idea.

The idea of a larger numnber of dimensions of language competences may be more
exact. Children and adults may move forward on language dimensions in terms of

'shdmg scales rather than in big jumps. Such devclopmcm is like gradually increasing

in language competence analogous 1o increasing gradually the volume onatelevision
set. Harley et al.’s (1987, 1990) research suggests that a bilingual’s language
competencies are evolving, dynamic, interacting and intricate. They are not simple
dichotomies, easily compartmentalized and static.

The distinction enabled an understandin g and explanation of previous research (e.g.
Wong Fillmore, 1979; Snow & Hoefnagel-Hehle, 1978; Cummins, 1984b). How-
ever, the distinction between BICS and CALP lacks direct empirical support.
Martin-Jones & Romaine (1986) express doubts about it being possible to test the
distinction. The distinction between BICS and CALP does not indicate how the two
ideas may be precisely defined and accurately tested. Thus the distinction becomes
difficult to operationalize in research. For example, the abilities referred to in CALP

concern culture-specific types of literacy. This may be difficult to measure validly

and fully.

Terms such as BICS and CALP tend to be imprecise, value-laden and become
over-compartmentalized, simplified and misused. These hypothetical terms may
unwittingly be regarded as real entities. The termas may over-51mphfy reality. Such '

terms may be used to label and stereotype students.

The relationship between language development and cogmuve development is not
unegquivocal or simple. It is not simply a case of one growing as a direct result of the
other. Cognitive and linguistic acquisition exist in a relationship that is influenced
by various other factors (e.g. motivation, school, home and community effects).

Language proficiency relates to an mdmdual’s total environment, not Just to

cognmve skllls. m

fo T 7 R
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An cxample of context embedded commumcanon would be whea two children who *}

are hardly able to use cach other’s langoages seern able to communicate quite well by

~ gestures, non-verbal reinforcements and bodily movements. It is not infrequent to see two

young children of different languages playing together without difficulty. In context

reduced communication there wilt be very-feve cues-to the meaning that is being .
“transmitted. The words of the sentence exist almost alcne in conveying the meaning. An

, example of context teduced communication is often the classroom where the meaning is
', restricted to words, with a subtlety and precision of meanings in the vocabulary of the
. teacher or the book.

The second dimension is the leve! of cognitive demands required in communica-

- tion, Cognitively demanding communication may occur in a classroom where much

information at a challenging level needs processing quickly. Cognitively undemand--
ing communication is where a person has the mastery of language skills sufficient
to enable easy communication. An examplc would be having a conversation in the-

street, shop, or stadium, where the processing of information is relauvcly simple and
strai ghtforward,

Surface fluency or basic interpersonal communication skills will fit into the first
quadrant (see diagram). That is, BICS (basic interpersonal communication skills) is
context embedded, cognitively undemanding use of a language. Language that is cogni-

tively and academically more advanced (CALP) fits into the fourth quadrant (context -

reduced and cognitively demanding). Cummins (1981b) theory suggests that second
language competency in the first quadrant (surface fluency) develops relatively inde-
pendently of first language surface fluency. In comparison, context reduced, cognitively
demanding communication develops inter-dependently and can be promoted by either
language or by both languages in an interactive way. Thus, the theory suggests that
bilingual education will be successful when children have enough first or second language
proficiency to work in the context reduced, cognitively demanding simation of the
classroom. For Curmnmins {1981b) it often takes one of two years for a child to acquu'e
context-embedded second Jangoage fluency, but five 10 seven years or more to acquire
context-reduced fluency. This is illustrated in the graphs below. Research by Hakuta &
D’Andrea (1992) with Mexican-Americans found that ‘English proficiency reaches
asymptotic performance after about eight years. This corresponds quite well with the
figures of five to seven years required for attainment of the full range of second 1anguage

acquisition as estimated by Cummins (1984) based ona heterogencous L1 populat‘on in
Canada’ (p 96).

Children with some conversational ability in their second language may falsely appear
ready to be taught through their second langnage in a classroom. Cummins (1981b) theory
suggests that children operating at the context embedded level in the language of the
classroom may fail to understand the content of the curriculum and fail to engage in the

higher order cognitive processes of the classroom, such as synthesis, discussion, analysis,
evaluation and interpretation.

This two dimensional model helps explain various research findings:
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In the United States, minority language children may be transferred from transitional
bilingual programs into English-only schooling when their conversational ability in

- English seems sufficient. Such students then frequently perform poorly in main-

)

3

stream schooling. The theory suggests that this is due to their not having the
developed ability in English (or their home language) to operate in an environment
that is more cognitively and academically demanding. .
Immersion students in Canada tend to lag behind their monolingual peers for a short
period. Once they acquire second language proficiency sufficient to operate in a
cognitively demanding and context reduced environment, they usually catch up with
their peers. ‘
Experiments in the United States, Canada and Europe with minority language
children who are allowed to use their minority language for part or much of their -
elementary schooling show that such children do not experience retardation in school

- achievement or in majority language proficiency. Through their minority language,

they develop the ability to be relatively successful in the cognitively demanding and
context reduced classroom eénvironment (Secada, 1991). This ability then transfers
to the majority language when that language is well enough developed. Children
learning to read in their home language, be it Welsh, Gaelic, Irish, Spanish, Frisian
or whatever, are not just developing home language skills. They are also developing
higher order cognitive and linguistic skills that will help with the future development
of reading in the majority language as well as with general intellectual development.
As Cummins (1984a) notes, ‘transfer is much more likely to occur from minority to
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majority Janguage because of the greater exposure to l]tcracy in the ma_]onty

]anguagc and the strong social pressure to learn it’ (p. 143).

CURRICUI UM RELEVANCE

What a child brings to the classroom in terms of previous leamning is a crucial starting
point for the teacler. A child’s reservoir of knowledge, understanding and experience can
provide a meaningful context from which the teacher can build (Robson, 1995). For
example, there will be occasions when a child will learn more from a story read by the
teacher than listening to a Janguage tape. When the teacher dramatizes a story by adding
gestures, pictures, facial expressions and other acting skills, the story becomes more
context-embedded than listening to a tape cassette. Getting a child to talk about something
familiar will be cognitively less demanding than talking about something culturally or
academically unfamiliar. This means that any curriculum task presented to the bilingual

child needs considering for the:

» what the task requires of the child; the cognitive demands-inherent in the task (as.
found by an individual child); the ‘entry skills’ that a task necessitates, This is

illustrated in the table below:

The Cognitive Dernand.slof the Classroom and Contextual Supports
Cognitively Demanding

Explaining and justifying
Solution seeking
Dramatise stories

Role play

Use simple measuring skills

Reflecting on redihp
Discuss ways that language is
written; styles and
conventons

Relate new information in &
book to existing knowledge

Reading a book and discussing

s the contenis
Giving instructions sbout
akin inti
rln B & printing Listening 10 the news
- o
Context Context
Embedded Reduced
Make own books based on Describe stories heard of seen

their own spoken or written
stories

Talking about the weather
today

Greeting someone

\j

on TV

Listening to a story or pocm on
cassetie

Reciting nursery rhymes

Cognitively Demanding
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o form of presentation to the child (degree of context embeddedness or context

reduction); what form of presentation will be meaningful to the child; use of visual

aids, demonstration, modeling, computers, oral and written instructions; amount of

teabher assistance;

e child’s ]anguage proficiencies;

e child’s previcus cultural and educational experience and knowledge, individual

Ieammg style and leamning strategies; expectations and attitudes, confidence and

; initiative; the child’s familiarity with the type of task;

*e what is acceptable as evidence that learnmg has successfully occurred; what consti-

tutes mastery or a sufficient approximation; an appropriate form of ‘formative’ and
‘summative’ assessment (see Chaptcr 13) that may be gestural action (e.g. building

a model), drawing, oral or written (Robson 1995);

A sxmple example of using the two dimensions to produce an appropnate teaching
strategy is now presented {see Frederickson & Cline, 1990).

A teacher wants a group to learn how to measure height and to understand the concept
of height. Listed below are a few of the teaching strategies for teaching about height.
Following the list is a diagram placing the four strategies on the two dimensions:; -

Ore to one, individual teaching using various objects 1o measure height (n.

A demonstration from the front of the room by the teacher using various ob]ects (2).
Teacher giving oral instructions without objects (3).

Reading instructions from a work card wuhout p1ctures 4).

e D e el - T e
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- As the above diagram indicates, the example of teaching height can be analyzed in
terms of the two dimensions. One to one individual teaching will fit somewhere in the
context embedded, cognitively undemanding quadrant. Using work cards may be closer
to the context Yeduced, cognitively demandmg area, Demonstrations and oral explana-
ticns appear on the diagonal from ‘top left’ o “bustom right’, in-between individual
teaching and work cards. The exact location of teaching approaches on the graph will
vary according to téacher, topic, learner and lesson. The example illustrates that the two
dirhensions can be a valuable way of examining teaching approaches with bilingual
childreni. The dimensions are also useful for analyzing appropriate methods of classroom
assessment. The dimensions may help focus on task-related curriculum assessment that
is more fair and appropriate to bllmgual children than norm referenced testing. A teacher
wanting to check progress on measuring height has a choice, for example:

\

observing a child measure the height of a new object (1);

asking the child to give a commentary while measuring a new object {2);
asking the child to provide a write-up of the process (3);

discussing in an abstract way the concept of height (4).

In plotting these four methods of assessment (see below), placement on the graph will -
vary with different kinds of tasks and testing procedures. All four quadrants can be ‘filled’
depending on the student, teacher, topic and test. There s also value in comparing the
two graphs presented above. The teaching and learning approach taken may well influ- -
ence the form of assessment. That is, if a context embedded, cognitively undemanding

(4) Discussion
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sometimes resull ina non-meamngﬁxl context 1o a curricutum task. By mak.mg the
task context- reduced, the learning may become more difficult rather than easier, as
intended.

DN Anempﬁng to achlcvc context embeddedness in any curriculum situation requires
empathic understanding of a child’s cultural background which itself is dynamic and
ever evolving. A danger lies in the teacher developing seif-defeating stereotyped
assumptions about a child’s cthnic experience whichmay transmit low expectations.

(8) The theory does not make allowances for a chxld's cognitive strategies in leaming,
nor their learning style.

CONCLUSION .

Naive theories of two languages within an individual are represented by two pictures.
First, two languages as a balance. Second, two languages operating as two’ separate
balloons in the head. Such misconceptions can be replaced by pictures such as the dual
iceberg and the three tiered house. Depending on language development in both lan-
guages, the cognitive functioning of an individual can be viewed as integrated, with easy
ransfer of concepts and knowledge between languages. Understanding and thinking will
be affected by the contextual support that exists and the degree of cognitive demands in
a task. Successful cognitive operations in the classroom will depend on matching
curriculum tasks with language competences. Sensmv:ty to the need for contextual
support and the cognitive demands of a classroom are 1mponant if an individual is to
maximize leaming in the curriculum.

SUGGESTED FURTHER READING

CUNIMINS J, 1984, Bilingualism and Special Education: Issues in Assessment and
Pedagogy. Clevedon: Multilingual Matters.

CUMMINS, J. and SWAIN, M. 1986, Bilingualism in Education. New York: Longman.

RIVERA, C. (ed.) 1984, Language Proficiency and Academic Achievement. Clevedon:
Multilingual Matters.

REVIEW AND STUDY QUESTIONS

(1) Write short revision notes on the following: ‘
(i) The central idea(s) of the balance theory, the 1ceberg analogy and the thresn-
olds theory.
(ii) The distinction between BICS and CALP, the value and use of these terms
and criticisms of the distinction,
(iii) The meaning of: context embedded communication, context reduced commu-
nication, cognitively demanding communication and cognitively undemand-
Ing communication, .
(2) What is the curriculum relevance of theories presented in this chapter? Provide
examples of relevance as in the diagrams at the end of this chapter.
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3 Deﬁnc the terms used in this chaptcr in your own words and discuss their relevance
to your.own expenence

STUDY ACTIVITY

(1) ..Observe a c]assroom wnh b1]1ngua] ch;ldren Makc a 10 minute cassette tape of the
discourse between the teacher and various students, and/or between students them-

\ selves Using the framework on pp. 143 and 144, describe and discuss the language
used. : :
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AN ACCOMPANYING READER

A Reader has been produced to accompany this book. This Reader i3 entitled * Policy and
Practice in Bilingual Education’ and is edited by Professor Ofelia Garcfa (City College
New York) and Colin Baker, It was published by Multilingual Matters Ltd in 1995. The
book contains a collection of important recent articles on policy and practices in bilingual
education around the world, with partlcu]ar emphasis on the United States. The readings
are followed by questions and activities specifically designed for the preparation of
teachers. The Reader is des1gned to extend and develop themes in this book, for examp]e
on teaching methodology in bilingual schools and classrooms.

The readings are divided into four sections:

Section 1: Policy and Legislation cn Blhnguahsm in Schools and Bllmgual Education.
Section 2: Implementation of Bilingual Pelicy in Schools: Structuring Schools
Section 3: Using Bilingualism in Instruction: Structuring Classrooms

Section 4: Using the Bilingualism of the School Community: Teachers and Parents

The Reader can be used by instructors and as an interactive text for students. The book
is particularly attentive to needs in teacher education, especially in the preparation of
bilingual teachers. Thus, each of the readings is followed by questions and activities that
engage students in reflection and practices that may transform their own thinking, as well
as the schools, classrooms and communities to which they will contribute, Whenever
possible, the questions and activities reflect the content of the readings, and ask students

_ to practice among themselves processes that will enable a contribution to their own
" communities and schools.

NATIONAL AND REGIONAL CONTEXTS

Tn this book there has been an attempt to present issves that are generalizable across
nations. Regional and national language situations are not usually discussed in detail due

1o limits of space. It is important to study such situations as an extension of this book.
Sources to commence this study are given below:

389
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