An Roinn Oideachais
Department of Education

Consultation for the policy on
Irish-medium education
outside of the Gaeltacht

Report on comparative jurisdictions

PRtOrbhain, Padraig O Duibhir, Céilin O Floinn
9 October 2023

thghImg s Teagas

/7 SEALBHU
: Larionad Taighde DCU

DC




Contents

1] 1o o 11 Tox 1o o 1S 1
Background to Irish-medium education and immersion education ...............cccoevevvviienneeenn. 1
RESEAICH QUESHIONS ... ..ot e e et e e e e e e e e e a e e eeae s 3
MEENOUOIOGY ... 4
Exploration of comparative juriSAICHIONS ..........cooeeiiiiie e 5
1. Irish in NOrthern Ireland ... 5
P VAV ] T TR =1L TR 12
3. BASQUE IN SP@IN ...ttt 22
Y 1= (o N I = 1o = PSP 31
o 1T o o TN =T = T 35
6. Frisian in the Netherlands ......... oo e e eeeeeeanne 40
7. Scottish GaeliC iN SCOUANG .........ciii i e e eeeeeeaene 46
8. MAOri IN NEW ZEalIANM........cooiiiiiiii et aaeeeeeees 52
S o Fo T = g T L= T 59
10. SWedish in FINIANG.........ue e e e e e e e s 63
(0] o[l (U] To] g Ir=Tg o l'e [ES o1 U EST] (o o IS 71
Context and status of the minority [aNQUAQE ...........ooeviiiiiii i, 71
Ly Toto] o o] g L= T oY 1o P 78

R E] (] (=] (ST PR 81



Introduction

This report resulted from a request from the Department of Education to submit a report
and policy recommendations to inform the development of a policy on Irish-medium
education outside of the Gaeltacht which includes the early childhood learning and care
sector, primary and post-primary schools. This report sets out the literature and practice
that we have reviewed in ten different jurisdictions internationally. We chose sociolinguistic
contexts where minority languages are spoken, and which are similar to the Irish context.
We explain the methodology used in the review and the sources we drew upon. We then
outline the research questions as specified in the research tender, which guided the
examination carried out of the various regions. The research questions are used as
headings for the description of each region, and the evidence we considered relevant to
policies and practices for Irish-medium education. The review ends by exploring and

discussing the most important evidence that emerged.

Background to Irish-medium education and immersion

education

Irish-medium education has been practised in Ireland for over 100 years. After the 26
counties became independent in 1922, the Irish government gave the education system a
central role in revitalising the Irish language as the country’s main language of
communication (O Duibhir, 2018). Irish was to be a compulsory subject and the medium of
instruction in every primary school (aged 4-13 years) in which teachers were competent to
teach through the medium of Irish. This state policy was relatively successful in the early
years and by 1940 12% of primary schools were teaching all subjects except English
through the medium of Irish. A further 43% of schools were teaching infant classes
(between 4-6 years of age) through the medium of Irish. The highpoint of this policy was
1940 and the number of schools teaching through Irish subsequently decreased. One of
the main reasons for this was that the majority of parents lost confidence in the system and
believed that the English language skills of their children were suffering as a result of Irish-
medium education (O Duibhir, 2018). The state’s commitment to education through Irish
weakened in the 1960s when bilingualism became the objective rather than the revival of
the Irish language (O Giollagéain, 2014; Walsh, 2022).

It was regrettable that the policy on education through the medium of Irish was set aside in

the 1960s as around the same time immersion education in Canada was growing.
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Immersion education is a teaching approach in which a subject is taught through a target
language in such a way that students learn content and language simultaneously. Baker
and Wright (2017) describe immersion education as a strong form of bilingual education.
The immersion education model in Ireland is mainly associated with the Irish-medium
education movement outside of the Gaeltacht, in which students from the majority
language background (mainly English) are immersed in the minority language (in this case
Irish) from the first day in school. This immersion takes place for a specific period and the
teaching of English is left to a later point in the educational life of the students. All other
subjects in the curriculum are taught through Irish and the use of Irish is strongly
encouraged in every aspect of school life to foster an Irish ethos and atmosphere. In the
context of these schools, most children don't hear Irish as a language of communication
outside the education system, and it is felt that the immersion education policy is a very
important compensation for this (Harris, 2008). In any strong bilingual model, additive
bilingualism is the goal. This means that a person learns the second language L2 without
harming the first language L1 (Starr, 2022). In contexts where learning the L2 interferes
with the acquisition of the L1, it is known as subtractive bilingualism. The emerging
evidence of Irish-medium education shows that it is additive bilingualism in which students
are gaining a high proficiency in Irish without any detrimental effect to their achievement in
English or mathematics (Harris et al., 2006; Ni Chlochasaigh et al., 2021; Shiel et al.,
2011). There is also evidence that education through Irish is suitable for children with
special educational needs (Nic Aindriu et al., 2020). Another characteristic of additive
bilingualism is the promotion of biliteracy (Dickson et al., 2021).

When choosing sociolinguistic contexts for this review, we naturally focused primarily on
the education system but other factors such as the status of the language have a huge
impact on the success of the education system for students. The sociolinguistic context of
the minority language community is also very important as the child’s language skills are
not only developed in the school. It is clearly seen in Irish-medium schools that the
acquisition of a second language is limited when learners have little contact with the target
language outside of the school (O Duibhir, 2018). Minority languages are often spoken in a
community that has been oppressed by a major state for several generations or centuries.
This experience sometimes gives the minority language a unique status with regard to the
identity of the community (Nic Eoin, 2011). In some areas, the minority language
community is more committed to the preservation of the language as it is a way to
distinguish themselves from a wider community that is not perceived as being the same in
terms of culture or heritage. This has an impact on the extent to which students have

contact with the target language outside of the school.
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Nonetheless, education through minority languages plays an important role in the
preservation of that language. It helps children being raised through the minority language
to enhance their linguistic ability and their social opportunities outside the family context.
They see others who speak the minority language and this influences the use of minority
languages in the family (O Duibhir, 2012). The research also shows that young children
have an impact on the language spoken at home as soon as they start school and
socialise with other children. If the children are receiving their education through the
majority language, they will put more pressure on the family to speak that language
(Ballinger et al., 2022). Although language proficiency in the minority language does not

guarantee that it will be spoken, it is a very important first step.

Research questions

The request for tenders set out the call for a comprehensive review and evaluation of
relevant national and international research, literature and policies to identify approaches
to quality educational provision that have successfully contributed to the conservation,
protection and revitalisation of minority languages in relevant sociolinguistic contexts
(Appendix A). The overarching areas below were identified for audit and reporting, and for
which policy recommendations should be made:

1. the context and status of the minority language,

2. provision of minority language education in early, primary and post-primary settings
comprising the type of schools and models

3. planning, management, linguistic and pedagogical options for the provision of
education through the medium of a minority language,
support services available to schools and how these services are organised,
the potential of digital technology to support the provision of education through
minority languages,

6. children from different linguistic backgrounds, SEN, socio-economic,
the effectiveness of different state policies, planning, management, linguistic and
pedagogical practices, and support services in the various contexts (early
childhood learning and care settings, primary and post-primary education).

These areas led the research approach.



Methodology

We reviewed relevant literature in countries and regions where the sociolinguistic contexts
are comparable to that of Ireland for Irish-medium education outside of the Gaeltacht. The

languages and regions we chose were:

Irish in Northern Ireland

Welsh in Wales

Basque in Spain

Breton in France

French in Canada outside Quebec and bilingual regions
Frisian in the Netherlands

Scottish Gaelic in Scotland

Maori in New Zealand

© ©® N o g w DN RE

Hawaiian in Hawaii
10. Swedish in Finland

To search the relevant literature on these languages we used many terms and sources. We
started with the contemporary research that we were aware of. As we found relevant articles
and documents, we searched the reference lists in those articles. We used Google Scholar
and Google to access the education policies of the education departments and curriculum
agencies in the various regions. We also contacted experts who are very familiar with these

regions to confirm that the sources we had found were up-to-date and accurate.

This research examined a wide range of minority languages and in some cases it was
difficult to access material in English, which challenged us as researchers as we sought up-
to-date and reliable information on the provision of education through the medium of that
language. Among the most common topics for which translations were not available, were:
academic articles; websites of education organisations or support organisations in the
education sector; government reports and other topics. In order to overcome these
challenges, we contacted experts in the field of education who could fill the knowledge gaps,

and in some cases translate important themes and content.



Exploration of comparative jurisdictions

1. Irish in Northern Ireland

Context and status of the minority language

Most Irish speakers in Northern Ireland are second language learners having learned their
Irish as a subject in post-primary school, as a subject at university, at home (often the
parents are second language learners) and in an immersion school (O Ciaréain, 2019). The
number of children attending Irish-medium immersion schools is growing and most children
have English as the home language (NISRA, 2023a). Census 2021 showed a population of
1,836,612 people in Northern Ireland and 12.45% of the population had Irish language
proficiency (NISRA, 2023b).

Table 1.1 Number of people with knowledge of the Irish language in Northern Ireland
according to the 2021 NISA Census (2023)

Population over three years of age

Understanding of Irish without being able to read, write or speak 4.94%
Able to speak Irish but not read or write 2.04%
Able to speak and read Irish but not to write it 0.53%
Can speak, read, write and understand Irish 3.91%
Another combination of skills 1.02%
Some ability in Irish 12.45%
No Irish language ability 87.55%

The first Irish-medium school was established in Northern Ireland in 1971 by a group of
parents and received state funding in 1984. The Irish language was granted specific
protection following the Good Friday Agreement when a power-sharing executive was set up
in Northern Ireland. Foras na Gaeilge was established as a North/South advisory
organisation to advise the government on the promotion of the Irish language as a result of
the Good Friday agreement. Comhairle na Gaelscolaiochta was established as well to
promote all aspects of Irish-medium education in Northern Ireland. The Irish language was

given special protection in 2001 when the British Government agreed the European Charter



for Regional and Minority Languages. As part of the Northern Ireland Assembly’s legislation,
it pledged to promote the Irish language in public life as well as to provide Irish-medium
education and learning opportunities at all school levels and at university level should the
demand arise. It was also committed to addressing teacher education under the same
legislation. There was no official act for the Irish language in Northern Ireland until 2022. The
Irish language has a new statutory status in Northern Ireland since the ldentity and
Language Bill (Northern Ireland) was agreed in Westminster in 2022. The Bill gives the Irish
language and Ulster Scots official status in Northern Ireland. A Commissioner for the Irish
language is to be appointed who will have a role in promoting the Irish language among
state organisations. A system of standards is to be introduced to ensure that the act is being

implemented.

Education provision through the medium of the minority language

Irish-medium education is provided in Northern Ireland in independent (standalone) Irish-
medium schools and in Irish-medium units which form part of English-medium schools. 78%
of students are receiving education in independent schools and 22% in units. According to
the latest 2022/2023 figures shown in Table 1.2, there were 43 Irish-medium pre-schools in
Northern Ireland; 28 primary schools; 7 primary units; 2 Irish-medium post-primary schools
and 3 Irish-medium post-primary units (NISRA, 2023a).

Table 1.2 Provision of Irish-medium education in Northern Ireland 2022-2023

Educational setting Number of Independent Units Total
students location

Preschool 892 43 0 43

Primary School 4,672 28 7 35

Post-primary 1,746 2 3 5

(Source: www.education-ni.gov.uk)

At pre-school level there are voluntary play groups run through Irish. There is a demand for
Irish-medium pre-school as a pathway to the Irish-medium primary school and there is a
growing demand for the system because of the free pre-school year for pre-school children.
In the naiscoil (pre-school) in Bunscoil Phobal Feirste, for example, a breakfast club and an
after-school club are provided for children attending the naiscoil. The supports provide
parents/guardians with childcare before and after the naiscoil school session. There are a
number of childcare services available through the medium of Irish in Northern Ireland for

children aged 0-5 years. Teach Mhamo provides day care for children aged 0-5 years. Day
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care through Irish is available in the Droichead day-care centre
(https://lwww.androichead.com/curam-lae) and lonad na Fuiseoige, for example.

The Irish-medium primary and post-primary units are under the management of the English-
medium school. The majority of Irish-medium schools are managed by a Board of Governors
appointed by a parents’ association. Some of the Irish-medium schools are managed by the
Council for Catholic Maintained Schools (CCMS). While educators have concerns about the
promotion of Irish in the units because they are based in a majority language setting
operating through English, it is recognised that the units are a good way to ensure funding
that can be built on to establish an Irish-medium school in the future, although this aim is not
generally achieved (O Ciarain, 2019; O Duibhir et al., 2017). The infrastructure available in
the medium-English school can help to provide an Irish-medium option if the population
density is not high enough to establish a standalone school. The Irish-medium units present
challenges in relation to a number of staff and facilities with the English-medium school (O
Duibhir, et al., 2017).

Irish-medium schools in Northern Ireland follow the Northern Ireland Curriculum (CCEA,
2009). There are 4 major degrees in primary school. The Foundation Degree is pre-school
and there are two school degrees at primary and post-primary level.

Table 1.3: Education levels in Northern Ireland

Children’s Age Class level
Foundation Stage 4-6 1&2
Key Stage 1 6-8 3&4
Key Stage 2 8-11 56,7
Key Stage 3 11-14 8,9,10
Key Stage 4 14-16 11, 12

The Council for the Curriculum, Examinations & Assessment (CCEA) (https://ccea.org.uk/)

provides the curriculum to schools. Outside of the core subjects, teachers have a lot of
professional autonomy to choose themes and facilities at primary level. Children are tested

at the end of each stage in the core subjects of the curriculum.

Irish is not a subject in primary schools where English is the medium of instruction, but
schools have the option of teaching Irish in extracurricular time if there is time and a qualified
teacher is available (O Ciarain, 2019). Most of the Irish-medium schools are independent
schools and they implement a full immersion education policy. All subjects are taught
through Irish except English in Irish-medium primary and post-primary schools. The amount

of teaching through Irish varies from unit to unit. All students are required to study at least
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one modern foreign language in the post-primary school and can choose Irish from a choice
of French, German, Spanish, Italian and Irish. Students undertake GCSE at the age of 16
and the GSCE exam has been available in Irish since 1993. The GCSE has been provided
in other subjects through Irish since 1996 (O Ciarain, 2019). Post-primary students have the
opportunity to attend summer courses in the Gaeltacht if they wish organised by Comhaltas
Uladh. Gael Linn runs a course for students aged 17 or 18 providing information on
language and cultural courses. Forbairt Feirste organises Irish language courses for a

variety of professionals (O Ciarain, 2019).

A minimum of 15 children is required to establish an Irish-medium primary school in Belfast
and Derry and a minimum of 12 children is required to establish an Irish-medium primary
school in other areas outside of these two cities. Other conditions must also be met to
establish a school. Schools must also demonstrate continued demand for places in the
school. A minimum of 50 students is required to establish an independent Irish-medium post-

primary school (O Ciarain, 2019).

Altram (https://www.altram.org/) provides training for the Irish-medium pre-school and early
childhood sector. To qualify as a primary or post-primary teacher, candidates must complete
the Postgraduate Certificate in Education (PGCE) primary degree. A one-year full-time
postgraduate course is available to obtain a qualification for teaching in an Irish-medium
primary or post-primary school (PGCE) in St Mary’s University College, Belfast. In addition,
St Mary’s University College offers a four-year BEd degree for undergraduate students who
wish to teach in Irish-medium or English-medium primary schools. The course is run
bilingually, and students are awarded a certificate in bilingual education as well as BEd
(Hons). Students who wish to qualify to teach in an Irish-medium post-primary have the
option of taking a postgraduate course in Queen’s University, Belfast or the University of
Ulster and obtaining an additional certificate in Irish-medium education from St Mary’s
University College as part of the course. At masters level, Irish and Irish-medium education
are the preferred option for the Masters in Education programme at St Mary’s University
College and a range of professional development courses and summer courses for Irish-

medium teachers are also provided.
The potential of digital technology to support the provision of education
through the minority language

The Aisaonad and CCEA have provided a wide range of digital facilities to support Irish-

medium education. Online digital books (https://www.leighanois.com/) are an example of

digital content as well as the phonic and reading games of the Cod na Gaeilge (the code for
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Irish) (https://ccea.org.uk/learning-resources/cod-na-gaeilge). The Seomra Nuachta (news

room) facility ( https://ccea.org.uk/downloads/docs/ccea-asset-
im/Resource/Treoir%20maidir%20le%20Seomra%20Nuachta%20C2k.pdf) has a great
reputation and is available free of charge to all Irish-medium schools in Northern Ireland. The

Newsroom is a digital resource that helps students develop oral language, reading, writing,
collaborative, autonomous and technological skills through a range of news story activities.
There is excellent co-operation between organisations in the north and An Chomhairle um
Oideachas Gaeltachta (COGG) and a range of Padlets have been made available to Irish-

medium schools e.g., https://padlet.com/maire8/.

Support services

There are a number of organisations that support Irish-medium education in Northern
Ireland. Foras na Gaeilge has a role to play in supporting Irish language promotion
strategies in North/South society. Foras na Gaeilge also has a responsibility to support
research and projects through Irish and Irish-medium education. The Department of
Education Northern Ireland is responsible for all schools which are funded by the state in
relation to funding, inspection and reporting. Comhairle na Gaelscolaiochta

(https://lwww.comhairle.org/) plays a major role in the promotion of Irish-medium schools in

Northern Ireland but the organisation does not have a role in funding. lontaobhas na

Gaelscolaiochta (https://www.iontaobhasnag.com/) provides funds to schools that are

starting out and have not yet been funded by the government. Altram was established in

1990 as a training and consultancy department for the early years (https://www.altram.org/).

Altram provides National Vocational Qualification (NVQ) training required by educators to

work in the early immersion education setting.

The Aisaonad (resource centre) (https://www.stmarys-belfast.ac.uk/aisaonad/) based in St
Mary’s College Belfast provides resources for Irish-medium schools. There is collaboration
between An tAisaonad and An Chombhairle um Oideachas Gaeltachta agus Gaelscolaiochta
(COGQG), as well as other groups such as CCEA and Comhairle na Gaelscolaiochta. They
provide an early reading programme, large books, a series of maths books and digital
material for the Irish-medium sector. An tAisaonad is continually increasing the number of
online resources and materials. Irish-medium teachers established the voluntary
organisation called Gaeleagras for Special Educational Needs to respond to the needs of
children with special educational needs in the Irish-medium sector. The POBAL (community)

(Muller, 2010) report showed results on a North/South survey that the three largest
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categories of specific need in Irish-medium schools in Northern Ireland are: mild general
learning disability, specific learning difficulty, and moderate general learning disability.

English is the first language for most learners attending Irish-medium schools. A higher
percentage of students from disadvantaged areas attend Irish-medium schools than English-
medium schools in Northern Ireland. The free school meals system is used as a means of
measuring disadvantage. In the 2021-2022 school year, 33% of Irish-medium primary pupils
were entitled to free school meals compared to 28% of primary school pupils attending
English-medium schools. At post-primary level, 37% of Irish-medium students were entitled
to free school meals compared to 25% of students in English-medium schools (NISRA,
2023a). 1,586 learners with special educational needs were registered in the Irish-medium

system in the same school year (NISRA, 2023a).

Effectiveness of educational practices

Students in Irish-medium schools perform well academically, when compared to learners
attending English-medium schools. 74.7% of Irish-medium students, including those in
units, achieve Grades A-C GCSE (including English and Maths), compared to 76.2% of
students attending English-medium post-primary schools. At A level a higher number of
Irish-medium students achieve more than three A Level Grades A-C (54.9%) compared to
students attending English-medium schools (52.2%) (NISRA, 2023b). In 2019/2020 59.3% of
Irish-medium students received a place in higher education institutions at third level
compared to 47.8% of English-medium students (NISRA, 2023b). This data could be
interpreted as evidence of a very effective system in place in schools especially considering

that there is a high number of Irish-medium schools in disadvantaged areas.

Parents and students show a high level of satisfaction with Irish-medium education in
Northern Ireland (O Duibhir et al., 2017). Parents and children believe that Irish-medium
education brings educational, cultural and social benefits. It was shown that language input
in the Naionra had a positive impact on children transferring to an Irish-medium primary
school. It emerged in O'Duibhir et al.’s (2017) research that after-school clubs were
beneficial in encouraging the use of Irish outside of the school and that parents were in
favour of setting up after-school clubs where they were not already available. The system
also faces some challenges. There is a need to provide additional supports to learners with
special educational needs (SEN) in particular in relation to diagnostic tests and the provision
of support services through Irish (Council na Gaelscolaiochta, 2020a). Teachers need
further professional development and principals need more support, especially where they

teach in small schools (Council na Gaelscolaiochta, 2020a). There is also a need to provide
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new buildings in certain areas (Council na Gaelscolaiochta, 2020b). Concerns are
expressed regarding the provision of teachers to the Irish-medium sector at post-primary
level in particular, and with regard to post-primary facilities as many of the textbooks are not
available in Irish (O Ciarain, 2019).

The majority of Irish-medium pupils rely on language input from the school. The recent
pandemic crisis highlighted the need to develop teaching resources to provide asynchronous
and synchronous teaching and learning through Irish for the sector — digital facilities and
staff training. It is also necessary to provide support services —interventions/facilities aimed
at mental health and wellbeing in Irish (Comhairle na Gaelscolaiochta, 2021). Supports must
be provided to parents, in particular parents who are in a disadvantaged area and who do

not have competence in Irish (Comhairle na Gaelscolaiochta, 2021).

Conclusions

There is a statutory basis for protecting the Irish language and Irish-medium education in
Northern Ireland. There is a wider provision available to pre-school children and it would be
worth building on this model in the Republic of Ireland. The Irish-medium units allow
students to have the option of education through Irish where the population density is not
sufficiently high to establish an independent school. The educational outcomes at second
level are very positive and the Irish-medium students are doing better, both in the schools
and in the units, compared to their peers who attend English-medium programmes. There is
North/South co-operation through organisations such as Foras na Gaeilge and there is a
collaboration between the Aisaonad and COGG regarding the design of facilities for the
Irish-medium sector. It would be advisable to organise further North/South co-operation and
partnership to address some of the challenges facing Irish-medium education, e.g., in
relation to the provision of facilities — including digital facilities, developing provision for
teacher education beyond the continuum of teacher education, and developing supports for

learners with SEN in the Irish-medium system.
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2. Welsh in Wales

Context and status of the minority language

The Cymraeg 2050 language strategy was published in 2017 with a target of one million
Welsh speakers by 2050. The strategy recognises that the education system will play a key
role in achieving this ambitious goal and in the expansion of Welsh-medium education in
particular. The 2021 census results published at the end of 2022 showed how challenging
the target will be. The number of Welsh speakers fell from 562,000 in the 2011 census to
538,000 in 2021, about 19% of the population. It is estimated that only 10% of the population
speak Welsh daily (Thomas & Dunne, 2022). This happened despite other language
strategies of laith Pawb published in 2003 (Welsh Assembly Government, 2003) and A living
language: a language for living — Welsh Language Strategy 2012—17 published in 2012.
The second strategy focused on two specific goals: language acquisition at home and in the
education system; and promoting the use of the language by implementing certain elements
that would facilitate such use in all areas of society (Welsh Assembly Government, 2012:
14). Immigration has a major impact on the Welsh speaking community and the preservation
of traditional Welsh areas known as Y fro Gymraeg (Burrowes et al., 2011). Young speakers
usually leave these areas in search of work in the larger towns and a high number of people
come to live in Y fro Gymraeg who do not have a high level of language proficiency. A
particular role for Welsh-medium education in promoting the acquisition of the language is
recognised in Cymraeg 2050. The planned expansion of Welsh-medium education has been
further stepped up from 22% of learners currently receiving education through Welsh, to
30% by 2031, and 40% by 2050
(https://business.senedd.wales/documents/s82838/SF%2023%20Welsh%20Language%20C

ommissioner.pdf). In order to give parents a clearer choice, schools need to be very clear

about the percentage of the curriculum being taught through Welsh, the language of
communication in the school and the language in which extra-curricular events are
organised. There were 440 medium Welsh schools in 2021 with 110,142 pupils (23%)

attending these schools.

According to the Welsh Language Use Survey! (2019-2020), 40% of children who are Welsh
speakers spoke Welsh outside of school and 40% read content in Welsh. Less use is made

of Apps or games in Welsh.

11 https://www.gov.wales/social-use-welsh-language-july-2019-march-2020-htmI#109579
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Education provision through the medium of the minority language

Bilingual education has been central to Welsh society since the middle of the last century
and the first state school, where Welsh was used as a language of instruction, was
established in 1947 (Lewis, 2006). The aim of these schools was, firstly, to provide Welsh-
medium education in the strong Welsh areas of the country where the majority of people had
Welsh as their first language. English is the first language of most of the pupils attending
Welsh-medium schools in recent years (Lewis, 2008). Local Authorities have responsibility
for running the education system. With regard to Welsh-medium education, Local Authorities
must plan and implement ‘Welsh in Education Implementation Plans (WEIPs)' (Welsh
Government, 2023). These plans cover a 10-year period and there is a progress report after
five years. These plans oblige the Local Authorities to increase the number of educators who
can teach through Welsh. They must promote Welsh-medium education among parents and
guardians. The Education Authorities are also responsible for ensuring that all students
achieve a minimum proficiency level of B2 on the Common European Framework of
Reference (CEFR) by the end of compulsory education, 16 years. This also applies to
students in the English-medium system. A grant of £6.7 million was provided under the
Welsh in Education Grant and a further £2.5 million under the Welsh Language Professional
Learning Grant (Welsh Government, 2023). In the same source, other funding is mentioned
for the Sabbatical Scheme for teachers and the National Centre for Learning Welsh
(National Centre for Learning Welsh). Welsh learning is seen as a lifelong education project.
It is recognised that some of the money to improve education through Welsh would have
been spent on English-medium education were there no improvement plan in place (Welsh
Government, 2023). An example of this is the funding to cater for students with special
educational needs, which would have to be spent regardless of the language of instruction.
There is provision for £6.6 million in the current parliamentary period to increase the
provision for late immersion education. In 2021-2022 the Welsh Government awarded £12.7
million? to the education system as part of the Welsh development and maintenance

programme.

With regard to pre-school education, the services aim to support parents in speaking Welsh
at home with their children. Support is provided from the cradle to school age. There are
groups for babies and toddlers, Cylch Ti a Fi, which provide an opportunity for parents and
young children to come together and speak Welsh. Parents who learn Welsh are also

welcome to bring their children to these sessions. The organisation Mudiad Meithrin (the

2 https://www.gov.wales/sites/default/files/publications/2021-11/atisn15601.pdf
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nursery movement)(https://meithrin.cymru/curriculum-for-wales/) currently cares for this area

in Wales for children aged 2-4 years®. There are over 1,500 working in the Cylchoedd
Meithrin* across the country. There is also a network of Meithrinfeydd Cymru Cyf° which
provides a Welsh-medium service to children from the age of six weeks to the starting age of
the school. Most of the day-care centres are run privately and Welsh Government vouchers
can be used in them. Mudiad Meithrin aims to provide immersion education and support
through Welsh to children, regardless of their home language (Hickey et al., 2013; Jones,
2014). Two separate processes are progressing at pre-school level from a Welsh
perspective: language maintenance and immersion education. Language maintenance is the
approach used with those children who come from Welsh-language homes and immersion
education is provided for those children who do not have prior knowledge of the language
(Jones, 2014). Despite the two different processes mentioned above, the policy in practice
usually depends on the linguistic composition of the Cylchoedd Meithrin where the leaders
and facilitators of the groups must meet the different language and educational needs of the
children. This integration of children with different levels of language competence puts
considerable pressure on the system itself and, of course, on the children, especially
because there is a tendency among children, who speak the minority language as their L1 to
speak the majority language to meet the social needs of the group (Hickey et al., 2013).
Mudiad Meithrin offers parents free online Welsh classes of eight weeks’ duration known as
Clwb Cwtsh (hug club). The aim of these classes is to encourage parents to speak Welsh
from the outset to their children and to provide them with the specialised vocabulary needed
at that age. Free Welsh courses are offered to the Cylchoedd Meithrin team through the

Cwrs Camau course. It is an online self-study course (https://meithrin.cymru/camau/). Welsh

support is provided through the Clebran (chatter) scheme for early childhood settings where

English is the medium of communication (https://meithrin.cymru/clebran/). Mudiad Meithrin

provides training for early childhood educators and leaders through Welsh

(https://meithrin.cymru/camwrthgam/). Early childhood settings have a number of curriculum

options, a pre-designed one ( https://hwb.gov.wales/api/storage/b1801d78-38c3-4320-9818-

d9996c21aef8/220914-a-curriculum-for-funded-non-maintained-nursery-settings.pdf) and

another which they themselves design by following guidelines

(https://hwb.gov.wales/curriculum-for-wales/designing-your-curriculum/).

3 https://www.gov.wales/cymraeg-education/pre-school

4 Welsh-medium playgroups

5 day-care centres
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In the school system, 439 schools were teaching through the medium of Welsh and 109,331
(23%) students attended them according to the Welsh Government®. The goal in Cymraeg
2050 is to have 40% of learners receiving their education through Welsh by 2050. Working
towards this, they would like to increase current participation by 30% in the coming 10 years
and provide parents with clearer choice as to the percentage of the curriculum and extra-
curricular events available through Welsh (Welsh Government, 2021). Schools are therefore
being encouraged to increase their provision through Welsh. Since September 2022 there

are three categories of primary and post-primary school. Here are the primary categories:

Category 1: English medium schools which spend 15% of teaching time through
Welsh and communicate with parents through English.

Category 2: Bilingual schools with 50% of the teaching time through Welsh and
communicate bilingually with parents.

Category 3: Welsh-medium schools with total early immersion from age 7 where 80%

of subjects are taught through Welsh. These schools have a strong Welsh ethos.

There are certain similarities between the primary and post-primary categories:

Category 1: English medium schools with 15% of teaching time spent through Welsh
and communicating with parents through English.

Category 2: Bilingual schools where 40% of students study 40% of the curriculum
and extra-curricular activities through Welsh and communicate bilingually with
parents.

Category 3: Medium Welsh schools where 60% of students study 70% of the
curriculum through Welsh. These schools have a strong Welsh ethos.

Category 3P: Designated Welsh-medium schools in which 100% of students study
90% of the curriculum and extra-curricular activities through Welsh. These schools

have a strong Welsh ethos.

Previously, schools were classified as bilingual schools and there was lack of clarity about
the percentage of teaching time through Welsh but more emphasis is placed now on
including extra-curricular events and communication with parents through Welsh
(Department for Children Education Lifelong Learning and Skills, 2007; Welsh Government,
2021). These models recognise the importance of engaging with the target language outside

of class and the opportunities for use available to students. Figure 2.1 and Figure 2.2 show

6 https://www.gov.wales/sites/default/files/pdf-versions/2022/8/3/1661934615/schools-census-results-
february-2022.pdf
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that there are transitional steps between the categories. These are to give schools the
opportunity to clarify and encourage their provision for Welsh.

Figure 2.1 Categories of primary schools in Wales according to the language of teaching

and communication

School Categories — Primary Sector

Category 1 1v) Category 2 3 (@

English-medium Transitional Dual Transitional ANEHENEEI]
language

Figure 2.2. Categories of post-primary schools in Wales according to the language of

teaching and communication

School Categories — Secondary Sector

Category 1 T2 Categary 2 T3 Category 3

DIVE]

Transitional AUEISENTET V)]
language

English-medium Transitional

In terms of increasing provision, Figure 2.3 shows that schools have the opportunity to set
out a five-year transition plan in partnership with the local authority and a board of governors
which outlines the steps they will take to move to the next category on the continuum.
Support is provided to the schools and a school should not be in a transitional category for
more than 10 years. The transition process is part of the work of Estyn, the school inspection
service. A primary school may begin total early immersion up to the age of 7 and as those
children go up through school, convert the school into a Welsh-medium school. Late
immersion is also permitted, and students may switch to a post-primary school even though
they did not attend a Welsh-medium primary school.
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Figure 2.3. Current post-primary school categories on the left and new categories on the
right

Secondary Sector

English-medium

> Category 1
gl English-medium

English with o
significant — )
Welsh — % 2

Bilingual

Type A*

> Category 2
’/1 Dual language

Bilingual
Type B*

Bilingual
Type C*

Category 3

Bilingual
Type D*

Category 3P
Designated
Welsh-medium Welsh-medium

Welsh is compulsory as a core subject in post-primary school up to age 16, the end of Key
Stage 4. However, lack of continuity in Welsh-medium education is most visible at post-
primary level and many students move from the Welsh-medium system to English-medium
post-primary schools, from Key Stage 2 to Key Stage 3 (Jones, 2014). This negates much of
the good work done during the pre-school and primary school phases. This fall in study
through Welsh also continues between Key Stage 3 and 4. Traditional Welsh post-primary
schools are usually required to provide a Welsh stream as so many students transfer to
English-medium as they progress in the post-primary system. The streams are provided as a

Welsh option in the Welsh areas, due to the popularity of English-medium education at this
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level. Some subjects are provided through Welsh (in the stream) and some students
undertake these.

In relation to the qualifications of teachers in Wales, a three-year BEd degree or a bachelor
degree and a one-year PGCE are required. Student teachers must undertake an initial
teacher education course (ITE) in which they are prepared to teach the curriculum subjects
through Welsh and develop their Welsh skills if they wish to teach in a Welsh-medium
school. These specialised courses are provided by universities such as Bangor University,
Cardiff University and Swansea University. There is an incentive scheme for teachers to
encourage them to undertake an initial teacher education course through Welsh called laith
Athrawon Yfory (teachers of tomorrow) Incentive Scheme. Grants of £5,000 are provided to
assist post-primary teachers in teaching Welsh or Welsh-medium teaching. There is another
scheme, Initial Teacher Education (ITE) Priority Subject Incentive which provides a grant of
£15,000 to study Welsh as a subject.

The potential of digital technology to support the provision of education

through the minority language

Digital resources are made available to schools through Hwb https://hwb.gov.wales/. Under

Welsh language technology action plan (Welsh Government, 2018: 6) the Welsh
Government is committed to achieving the following actions in the field of education:

e Take advantage of the new curriculum and the HWB website to Develop children’s
and young people’s skills in digital literacy, coding, digital content creation, etc. in
Welsh.

¢ Examine the potential of developments such as e-school for increasing Welsh-
medium educational provision.

¢ Promote wide and proactive use of Welsh-language Interfaces and software on
devices for Welsh-speaking learners and staff at Welsh-medium schools, colleges

and universities in Wales.
o Promotion of Welsh-language coding and other relevant resources.

Support services

Support is provided to schools through Athrawon Bro, regional teachers employed by the
local councils (Thomas & Dunne, 2022) and similar to OIDE in Ireland. These teachers travel
to schools providing support mainly for the teaching of Welsh as a second language. The
service aims to promote bilingualism in the school environment, in relation to the local
authority’s language policy, and to provide additional assistance to teachers who are not fully

fluent in the language (Jones, 2014).
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To cope with the high number of immigrants mentioned above, there are centres for
latecomers which function as language acquisition centres which offer intensive language
acquisition courses for students who do not have knowledge of Welsh and are due to attend
a Welsh-medium school. Despite the advantages of these centres for the language
acquisition of these pupils, research on the subject shows that the aim of the centres is the
acquisition of sufficient Welsh for students to be able to participate in a bilingual education
system. The system does not cater for pre-school or post-primary pupils older than 14 years

of age, or those who were educated in Wales up to that point (Ni Thuairisg, 2012).

Special education is dealt with in The Additional Learning Needs Code and Regulations’
which came into force in 2021 and special education is entrusted to all stakeholders in the
education system. The purpose of the code and regulations is to create an inclusive
education in which learners with additional learning needs are encouraged to reach their full

potential.

A variety of courses is provided for teachers at all levels of ability to improve their spoken

Welsh, https://learnwelsh.cymru/education-workforce/. There is also a sabbatical year-

Welsh in a Year scheme for primary school teachers, aimed at teachers teaching through
the medium of English to enable them to teach in a Welsh-medium school. Courses are also
available for early childhood practitioners — Camau Learn Welsh Course (Mynediad/Basic
level).

A fund of £800,000 was available to schools to augment staff in schools that can function
through Welsh®. There was up to £20,000 available to recruit teaching assistants. There was
another scheme for the secondment of teachers from English-medium schools for a day or
two a week and a grant of up to £15,000 for that purpose. This grant would be very suitable

for teachers who took part in the sabbatical scheme above.

Effectiveness of education practices

A significant difficulty in assessing the effectiveness of the practices mentioned here is the
lack of available evidence of their efficacy in the form of research or evaluation tests on the
functioning of the system itself. This problem is exacerbated by the fact that Wales is a

bilingual system in which the development of English and Welsh is the goal of the system at

7 https://www.gov.wales/the-additional-learning-needs-code-and-regulations

8 https://hwb.gov.wales/professional-learning/developing-welsh-in-your-school/developing-the-welsh-
language-within-your-school/welsh-medium-education-workforce-capacity-building-grant-2023-to-
2024/
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all levels. This is an approach aimed primarily at Welsh L2 speakers given the ubiquity of the
English language in all areas of the community, which ensures students’ development in
English but threatens their Welsh development. This is seen very much where students with
differing linguistic abilities are integrated in the classroom environment. Hickey et al. (2013)
draws attention to those pre-school groups with a majority of Welsh L1 speakers (38.5%),
groups with an equal number of Welsh L1 and L2 speakers (11%) and groups with a majority
of Welsh L2 speakers (50.5%). This research clearly shows that linguistic integration not
only poses a challenge to the education and language provision, but also leads to lack of
clarity among pre-school educators about the most effective language and education
pedagogies to ensure the acquisition and development of the language for both groups.
While group leaders acknowledge that a language policy is in place, according to the authors
of the research, leaders often speak in English to L2 speakers to ensure their understanding
of the topic in progress, despite the fact that it is an immersion context (Hickey et al., 2013:
11). Another habit in these groups is also the lack of thought about the integration of L1 and
L2 speakers, with L1 speakers often deliberately placed in a L2 group to improve the ability
level of that group (Hickey et al., 2013). This means that a significant number of group
leaders, which include a minority of L1 speakers, think that L1 speakers need little
development in their native language as they are comparing them to L2 speakers (Hickey et
al., 2013). Other practices, which may have an adverse impact on the development of the
language development of L1 speakers, include regular oral translation from Welsh to English
and the code mixing of the leaders (Hickey et al., 2013). It is clear from the Hickey et al.
(2013) analysis that the integration of L1 and L2 children has serious implications at a time
when the leaders of the integration are not being properly trained, namely the teachers.

Conclusion

There are many similarities between the Welsh- and Irish-medium education systems.
Immersion education has increased dramatically in Wales and the number of Welsh
immersion schools for L2 speakers is growing. Lessons can be learned from the Welsh
context, in particular the role given to the local education authority in the administration and
management of the system at local level. There is no similar structure in Ireland and as part
of any policy on Irish-medium education outside of the Gaeltacht, clarity would be needed as
to who is responsible for the implementation of the various aspects of the policy and there
would be a need to ensure that they have the appropriate resources to ensure
implementation. Local authorities in Wales support schools in their efforts to follow and adapt
the national curriculum and bilingual policy to their own context. Ambitious targets are being
set for the Welsh-medium sector and for supporting schools to increase teaching through
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Welsh, together with the use of Welsh outside the classroom. Interesting support schemes

are available to support teachers in achieving or enhancing proficiency in Welsh. It would be
worth providing funding in the context of the policy on Irish-medium education outside of the
Gaeltacht, to enable teachers teaching in English-medium schools to teach in Irish-medium

schools if they so wish. Various schemes could be established such as sabbatical schemes

and online Irish language courses.

The definition of the different models of schools in the Welsh system is of interest. This
system provides parents with transparency on how much Welsh will be available to their
children in terms of curriculum and extra-curricular activities. Models like this in Ireland would

help to define precisely the provision in units and streams.
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3. Basque in Spain

Context and status of the minority language

According to the Instituto Nacional de Estadistica, over 2.8 million people were living in the
Basque Country of Spain in 2018 (Garcia-Azkoaga & Garcia-Ruiz, 2020). There is of course
another part of the Basque Country in France but the area in Spain only will be discussed
here. The Basque language is spoken in two independent communities — the Independent
Community of the Basque (NPB) and Nafarroa (“Navarre” in English). This audit focuses on
the NPB. The Basque has official status in both communities since 1978. 33.91% of the PNB
population and 12.9% of the population of Nafarroa can speak both official languages
(Garcia-Azkoaga & Garcia-Ruiz, 2020). These figures show that Spanish is dominant and

prevails in the Nafarroa community.

Education provision through the medium of the minority language

Spain was a monolingual Spanish schooling system during Franco’s dictatorship (1937-
1975) and although parents and teachers tried to remedy this by starting their own
immersion schools (lkastolain the Basque Country), Basque education did not flourish until

the Spanish Constitution came into existence in 1978 (Gardner, 2000).

17 independent communities were formed throughout Spain with the arrival of the
constitution and although Spanish was the country’s official language, each regional
government was given the option to choose another official language as well as Spanish
(Cenoz, 2009; Gardner, 2000, 2005; Lasagabaster, 2001). The Law for Normalisation of the
Use of Basque (1982) was passed which states possibilities for using either of the two
official languages as a medium of instruction in NPB schools. This granted parents, rather
than the government, the right to choose the medium of instruction. The government is
obliged to exercise this right (Zalbide & Cenoz, 2008). It is also said that each student should
have ‘sufficient practical knowledge of Basque’ at the end of the compulsory schooling
period (up to the age of 16) (Aldekoa & Gardner, 2002: 4). This law also led to the Bilingual
Decree (1983), which sets out different bilingual models to cater for choice of parents/pupils
set out in legislation. The NPB consists of public and private schools. 52% of pupils attend
public schools (Cenoz, 2009). The private schools are state-funded and administered mainly
by the Catholic Church. A significant aspect of the law is that every child in the NPB has a
right to Basque-medium education. This obliges the government to provide schooling

through the Basque medium in each area. Over the past two decades there has been a

22



huge investment in the education system. The budget for the education system in NPB was
EUR 2.9 billion in 2018°. Proficiency in Basque is essential to find a job in the public service.

The NPB has three bilingual models for students aged 3-16 years: Model A: Spanish is the
medium of teaching and Basque and English are school subjects (from the age of 4); Model
B: Basque and Spanish are used as the medium of instruction and the three languages are
school subjects; and Model D: Basque is the medium of teaching and Spanish and English

are subjects of school.

Figure 3.1 Education models in NPB according to the percentage of time spent in the

different languages

Model D (81%)

Basque
Model B (16%)
Model A (3%) Spanish
Spanish Basque .
English Spanish English

Basque  English

(Garcia-Azkoaga & Garcia-Ruiz, 2020)

These three models are available at all levels of the compulsory schooling period in NPB,
age 3-16 years. This period starts at pre-school level, where children are between 2 or 3 and
6 years of age. Most children attend a day care centre prior to this (Zalbide & Cenoz, 2008).
These centres are available through the Basque language. Although the three models are
also available at primary level, not all models are always found in each area. Basque is
taught as a subject at primary school level for approximately 3.5-4 hours a week. Post-
primary schooling begins at the age of 12 and the compulsory period ends at age 16 (two
more years are not compulsory). The three education models are available during the
compulsory period at post-primary level and, again, Basque is taught as a subject for 3.5

hours a week. Model A is not provided in the last two years (16-18 years) of post-primary

9 https://aurrekontuak.irekia.euskadi.eus/en/policies/4.2/educaci%C3%B3n#field=expense
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schooling as it is believed that students will have enough Basque at this stage to enable
them to participate in the other two models.

The focus was on native speakers in the formation of Model D but the composition of the
pupils of these schools has changed dramatically since then. There has been an increase in
the number of pupils with Basque as a L2 who attend this model, leading to a combination of
language abilities in these classrooms. It is immersion education for Basque L2 learners and
language maintenance for Basque L1 learners (Cenoz, 2009). Similarities are seen,
therefore, between Model D of the Basque schools and Irish-medium schools in Ireland.

Figure 3.2 shows the significant growth in model D from the early 1980s to 2019.

Figure 3.2 The percentages of students attending the different education models from 1983
to 2019
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Figure 3.3 shows the percentage of pupils attending the different models from pre-school
/primary to post-primary in 2022-23. The percentages at post-primary level include

vocational schools where a lower percentage is attending Model D.
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Figure 3.3 Percentage of pre-school/primary and post-primary pupils attending the different
models in 2022-2023 in NPB
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Gardner and Zalbide (2005) describe the language habits of students who live in NPB and
are attending schools in which Model D is provided. Basque speakers are said to speak their
native language inside and outside the classroom in Model D, but as they grow older, this
changes. For those whose native language is not Basque and who attend the same model,
the practice of these pupils depends on particular aspects such as: a) the school context; B)
the home language of other persons in the class; C) the language spoken by children
outside of school while among their friends; d) Basque in the community; and (e) if there is a
language (normalisation) plan for the school. In most schools with both models (B and D),
Spanish is the yard/playground language (Gardner, 2000). Gardner and Zalbide (2005) refer
to the impact of the Basque L2 on native Basque speakers in Model D. The native speakers
have weaker pronunciation, vocabulary, and grammatical ability as a result of being mixed

with L2 speakers. It is also believed that these aspects cause them to turn to Spanish.

The potential of digital technology to support the provision of education

through the minority language

Research does not indicate the existence of information and communications technology

related schemes and policies relevant to this report.

25


https://www.euskadi.eus/contenidos/informacion/matricula_2022_2023_tablas/es_def/adjuntos/alumnado.pdf
https://www.euskadi.eus/contenidos/informacion/matricula_2022_2023_tablas/es_def/adjuntos/alumnado.pdf

Support services

Due to the changes that came into effect in the education system with the arrival of the
constitution in 1978, the main difficulties encountered by the NPB government were to
provide suitable teachers and school materials in Basque (Aldekoa & Gardner, 2002). The
government set up the IRALE programme (Teacher Literacy and Basque learning as a
second language) to enable the teachers in Basque. Teachers had the opportunity to be
released from teaching duties on full salary for periods of up to three years. There were
summer courses and part-time courses available during the school year. 22,739 teachers
received language training under the IRALE programme between 1981 and 2007 (Zalbide &
Cenoz, 2008). 13,575 of these were trained between 1990 and 2000, the most intensive
period. Most teachers reach level C1 (CEFR). Today the teachers have the desired level of
ability as most of them come through the Basque-medium system (Garcia-Azkoaga &
Garcia-Ruiz, 2020).

The PNB has a good professional development support system for teachers with 18 support
centres in 2019 (Garcia-Azkoaga & Garcia-Ruiz, 2020). Subject experts in these centres and
one person are responsible for language planning in schools. These are people with a
particular interest in contributing to the Basque environment in schools, in collaboration with
the Department of Education. There is one teacher in each school who is free from teaching
tasks and who has received training, responsible for the implementation of the school’s
language plan. These teachers sometimes also play a role in the promotion of Basque at
local council level. There was also a NOLEGA unit as part of the Department to promote the
Basque as the normal language of communication in schools. NOLEGA helped teachers’
language in-service courses, grants for teaching resources and Basque events and co-
ordinating the language plans. Subsidies were provided for drama, choirs, short visits to
residential centres for language development, and for networks between students in various
sociolinguistic backgrounds. NOLEGA also made a connection with private associations to
allow students to study Basque films or read Basque texts and meet with leading authors.
Prizes were given for the standard of Basque in schools (written piece in post-primary
schools and spoken pieces in primary schools) and bilingual signage was provided to the
schools also. Training courses were provided for teachers to assist them in implementing the

skills required for the above-mentioned activities (Aldekoa & Gardner, 2002).

Under the legislation laid down for the NPB, it was decided that parents would not have to

pay more money on a Basque school subject than for Spanish. The EIMA was established

by the government in 1982 to provide financial assistance for the creation of school teaching

and learning materials. School textbooks, audio-visual material, software, etc. are provided,
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and working groups are brought together to create more materials, “the Basque
Government’s support is indispensable, essential and fundamental” (Lasagabaster, 2001
410).

While there was great demand for the services provided by NOLEGA, the Department of
Education and many schools considered that something more structured was needed to
develop the promotion of the language in schools. It was from there the program of the

Ulibarri originated,

...the ULIBARRI programme is run by the Education Department of the BAC’s
Government. It started during the 1996-1997 academic year and aims to Revive the
use of Basque in schools through developing specific activities. Each school has its
own LNP-Language Normalisation Project built on the basis of its own ecosystem,
and ULIBARRI brings all these LNPs together under the Umbrella of the education
system. ULIBARRI is a language plan prepared by the education system and
designed for schools; it encourages the use of Basque through knowledge stemming
from the education system and using the LNP as the vehicle. (Martinez de Luna et
al., 2014)

Aldekoa and Gardner (2002) describe the programme comprehensively, explaining what the
duties of all parties are and what kind of process is involved. There are seven parties
involved in the programme. The person in charge of the full programme in the Department of
Education holds a full-time job. They are responsible for the budget and work with those in
charge of NOLEGA. There is an official coordinator, another full-time position, dealing with
the various officers in each area and co-ordinating the scheme on a day-to-day basis.
Officers are provided at the teaching centres (full-time posts) in charge of a particular area.
They provide information on NOLEGA activities/events and monitor the progress of the
schemes. They provide support and advice to schools; create a link between all schools
under the scheme; work with the coordinator(s) and advisers; and they assess the different
schemes. There are three external organisations that provide advisors (part-time posts).
These organisations advise project leaders and officials. The project leaders are in schools
— their hours of teaching are reduced (in private schools, the Department provides extra
money to compensate for the work of the leader). They are in charge of coordinating the
collection of information: they formulate plans; they preside over committee meetings;
advertise NOLEGA schemes; they are in charge of implementing plans and provide
information to other schools about their own plans. They do not have any connection with
the correction of the Basque documents of the school (this is specifically stated).
Committees in the schools are made up of 2-8 members. They are informed of what is
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happening in the school, they look at the results, adopt the best plan, speak to others
involved in the project and also have the responsibility to maintain control over the written
quality of documents produced by adults in the school. Finally, there are other teachers in
schools with the same scheme — they don't have to do anything other than participate in the
plan set out. A particular role may also be given to parents/older pupils (particularly in post-
primary schools). While the schools and the schools committee are required to prepare and
administer a language plan, they are supported and trained by representatives from the
Department of Education as well as other organisations in the community (Aldekoa &
Gardner, 2002).

Free Basque classes are also provided for adults. There are 101 centres around the country

and around EUR 35 million was spent on Basque classes for 35,000 adults in 2018.

Effectiveness of education practices

This part of the report will focus on the NPB to assess the effectiveness of the practices.
Gardner’s assessment of the schooling of Basque in the NPB shows that there has been a
significant increase in the number of pupils attending schools with Models B and D.
However, as Aldekoa and Gardner (2002) mention that differences between districts, type of
school, level of education and age must be taken into account when judging the figures
(Gardner, 2000).

It is clear from the tendency toward Model D today that parents see the benefits of that
model. Research on the effectiveness of models suggests this when comparing student
capacity levels in the different models (Instituto Vasco de Evaluacién e Investigacion

Educativa, 2016). Model D is believed to be the most effective model of learning Basque.

Since the ISEI-IVEI was established10 in 2001, language tests have been developed based
on the Common European Framework of Reference for Languages (CEFR). It was decided
that this type of test was necessary due to the fact that language objectives were not set for
the different models and that schools had no reference point, regarding the level of ability of

pupils in Basquezi1. The test was established at CEFR level B2 12.

10 Further information can be found at http://www.isei-ivei.net/eng/indexeng.htm.

No particular school level is mentioned in Sierra’s description (2008).

12The different levels are described here: http://www.coe.int/t/dg4/education/elp/elp-

reg/Source/assessement_grid/assessment_grid_english.pdf by country. The Basque version of the

test is available at http://www.habe.euskadi.net/s23-5492/es/).
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Level B2 is believed to be the most appropriate level for the independent user and therefore
this level has been targeted. Table 3.1 presents the results of the assessment of
achievements in trilingual schools by Instituto Vasco de Evaluacion e Investigacion
Educativa (ISEI-IVEI) (2016). The percentage of pupils who achieved level B1 or B2 is seen
in the various languages, e.g., 77.3% of primary year 6 pupils achieved B1 ability in a

Basque reading comprehension test.

Table 3.1 Results of the assessment by ISEI-IVEI (Instituto Vasco de Evaluacion e

Investigacion Educativa, 2016) of achievements in trilingual schools

Basque Spanish English
Understanding of reading Understanding of reading
YR. 6 YR. 3 Post- YR. 6 YR. 3 Post- YR. 3 Post-
Primary primary schools  Primary primary schools  primary schools
school school
Model D 77.3% B1 70% B2 88.4% B1 79.4% B2 70% B1
Model B 67.3% B1 50% B2 91% B1 79.4% B2 70% B1
Model A 0.8% B1 24% B2 86.4% B1 79.4% B2 70% B1

The target language is obviously not enough and information on the use of Basque at school
level was started in 2004 as part of the Arrue project. The Arrue project is a programme of
research on language use by students created by the Soziolinguistika Klusterra (a socio-
cultural collection) in collaboration with the Department of Education and the Basque
Government. The use of Basque in schools with Model D was explored in the analysis of
Martinez de Luna et al. (2013) on Arrue programme figures based on pupils at primary and
post-primary level in school. From the analysis, particular aspects have a positive impact on
the use of Basque in the school context (Model D), for example: a high number of native
speakers in the school; the school is located in a community with a high number of native
speakers; that the teachers have a high standard of Basque when they speak Basque to
each other; and the use of Basque for events and activities (Martinez de Luna et al., 2013).

These are elements to be found and developed in an Irish context.

Conclusion

The Basque Country is undoubtedly moving towards a schooling system where Basque is
the medium of teaching. The number of pupils attending schools provided by Model D has
increased dramatically and it is in that context that multilingualism is being implemented.

This is the result of a definite government policy, moving schools from model A to B to D
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over the years. The empowerment of teachers in Basque during the 1980s and 1990 played
an important role in the success of this policy. This trend is also based on the right of parents
to choose the medium of teaching in the school for their children and a duty on the
government to provide for this choice. Third level has also made considerable efforts to
ensure that students have the option of studying through Basque as well as Spanish or
bilingually. While the figures in schools are rising and the models in which Basque is
prevailing are growing, there is a frequent reference to the quality of the language skills that
students have in the different models, and it seems that efforts are being made to improve

these language skills.

Support services in PNB are provided through the NOLEGA organisation, which was
established as a small unit within the NPB Department of Education in 1984. Many of these
services are available here in Ireland on a smaller scale, e.g. authors being available to visit
schools, literature competitions, bilingual signage and advertisements, but specific schemes
that may be suitable for Irish-medium schools must be considered. NOLEGA provides
funding for cultural activities and events and this is a very important funding for all schools in
promoting Basque culture. Another aspect of this funding which would be appropriate to the
Irish situation would be to provide teachers with training to organise and promote cultural

events in the school communities.

The Ulibarri Program comes under the umbrella of NOLEGA and has a great structure. It is
also a programme that brings together representatives from all levels of the education
system, both top-down and bottom-up. Such a programme could be implemented in schools
that teach through Irish, thereby supporting schools to take ownership of their own language
development. Each school would have ownership of their own plan, which would contribute
significantly to the development of the programme, but they would also have strong support
to ensure the success of the programme. It is also believed that the school plan affects the
surrounding community and that the community begins to organise events/initiatives to
promote the Basque language as a result of the promotion of the language at school level.
The programme creates a good link and partnership between the Department of Education,

the University of the Basque Country and other organisations outside the education system.

The analysis of the results of Model D schools from the initiative, Arrue, also shows that
some factors influence the use of Basque in the school context. It is believed that Basque
activities and events, outside school time, contribute to the level of use of Basque in the
school context and the Ulibarri programme can certainly have an impact on the number of

events available in the community.
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4. Breton in France

Context and status of the minority language

Breton is a Celtic language spoken in Breton, a peninsula region in northwest France. Breton
has a close relationship with Welsh and Cornish, and a more distant relationship with Irish,
Scottish Gaelic and the Gaelic of the Isle of Man. Breton was the most commonly spoken
language in Brittany until a few hundred years ago. From that time on, especially in the
twentieth century, it has declined as a community language. The language is how limited to

the westernmost section of the peninsula.

Breton is quite weak compared to some of the other languages included in this report. There
are around 207,000 people with competence in Breton out a population of 1.5 million in the
region. Of these, it is spoken regularly by around 23,500 people (Hornsby et al.,2022). As
regards its position in France, the language does not have official status in the country.
Breton (along with other regional languages) is, however, recognised as part of the country’s

heritage in the constitution.

Education provision through the medium of the minority language

Until the 1950s, Breton was heavily oppressed by French education and language policies.
In 1951, the Loi relative a 'Enseignement des langues et des dialectes locaux (Law on the
teaching of languages and local dialects), which allowed state-sponsored schools to teach
Breton (and other regional languages) for 1-3 hours a week where the teacher is competent
and happy to do so. Although this law had little impact on the teaching of Breton for many

years, it put an end to prohibition and allowed possibilities for teaching Breton.

Today, Breton is taught in different types of schools in the region: ordinary state schools,
Diwan schools, Div Yezh schools, and Dihun schools. In Diwan schools (independent
schools), Breton is learned in an immersion setting. Parents and ‘militants’ (Mogn, Vallerie &
Bouroulleg, 2019: 11) established Diwan’s first school in 1977. In these schools, children are
totally immersed in Breton from two to six years old, it being the sole language of instruction.
At the age of seven and a half, French is introduced during two out of twenty-six school
hours. From the age of ten, French is taught (six out of twenty-three hours) at the same level
as Breton. This is the system most similar to Irish-medium schools but there are, however,
significant differences. The majority language (French) is used more often in the Diwan

schools than English in Irish-medium schools.
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On the other end of the spectrum, there are ordinary state schools (including pre-schools). In
these schools, where the subjects of the curriculum are taught through French, the system
mentioned above allows Breton teaching for 1-3 hours per week. However, this type of
provision is dependent on the teachers’ will and there is no obligation on them to teach the
language. This is a big difference between the state’s ordinary schools in Ireland where Irish

is a core subject that needs to be taught in every school.

In 1982, circular Savary (Circular 82-261) was published, which demonstrated the State’s
commitment to the teaching of regional languages, but on a voluntary basis. In the same
year, a number of public schools began teaching Breton as part of the curriculum. Since
1990, Catholic schools have also been teaching the language and developing bilingual
programmes (more information on this below). In 2001, a state circular was published on
methods for the implementation of bilingual teaching on an hourly basis to organise regional
language teaching in France. This circular sets out the terms and conditions for the
implementation of bilingual teaching in public and Catholic schools. In 2005, the Law for the
Future of the School (Loi d’orientation et de programme pour I'Avenir de I'Ecole, 2005) was
introduced which states that regional language teaching can be provided through the school
according to agreed rules between the state and local authorities where these languages are
used (French Government, 2005 mentioned in Mogn, Vallerie & Bouroulleg, 2019). In 2013,
the Law on the reorganisation of the schools of the Republic was implemented, which
specifies the teaching of regional languages “mainly in the Regions where they are being
used” and that “the families are to be informed” (French Government, 2013 mentioned in
Mogn, Vallerie & Bouroulleg, 2019). Due to these laws and the permission they grant to
schools to teach regional languages under certain conditions, more Breton is being taught in

the region.

As mentioned above, Diwan schools provide immersion education for the children of
Brittany. Diwan is a parents’ association that aims to create a cultural environment through
an immersion education programme that would benefit Breton. This network of schools
began in 1977 with nursery and primary schools and 10 years later post-primary schools
were established. There are currently 48 primary and 7 post-primary schools in the network

(https://www.diwan.bzh/fr/etablissements) and attended by around 4,300 students.

There are also bilingual programmes in certain state and Catholic schools. In the Div Yezh

Breizh schools, which are public schools led by a parents’ association, 50% of the time is

spent teaching in Breton. Another parents’ association, Dihun Breizh, supports private

Catholic schools that teach less than 50% of the time through Breton (Dotowy-Rybihska &

Hornsby, 2018). Few public schools do not have a bilingual programme in place that takes
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advantage of the permission to teach Breton for up to 3 hours (Mogn, Vallerie & Bouroulleg,
2019).

There are pre-school classes in Diwan schools which use an immersion approach. In pre-
school classes in public and Catholic schools with a bilingual programme, children spend
half of their school time in French and the other half in Breton (Mogn, Vallerie & Bouroulleg,
2019). In 2017, there were 116 public and 72 Catholic bilingual pre-schools (Mogn, Vallerie
& Bouroulleg, 2019).

There is no bilingual programme available in any vocational school. Breton is, however,
taught as a subject in three post-primary vocational education schools; two public schools

and one Catholic school (Mogn, Vallerie & Bouroulleg, 2019).

Support services

The School Publishing House (Ti-embann ar Skoliot) (SPH), a publishing house for bilingual
and immersion schools, provides educational support for Breton. SPH edits content for use
in the three types of schools: public, Catholic and immersion education, and publishes on
average 20 textbooks per year and audio-visual material in partnership with primary and
post-primary teachers.

There is a dedicated advisory service for the Catholic schools. This service employs two
teachers to assist other teachers in the region in various aspects of the implementation of a

bilingual programme. They also advise them on the design of teaching materials.

In order to promote the teaching of Breton, the Brittany Public Office organises information
meetings and creates information documents for parents to help them decide on the options
for language education models available to their children. The Office also provides technical
advice to assist in the setting up of public, Catholic and Diwan schools (Mogn, Vallerie &
Bouroulleg, 2019).

Effectiveness of education practices

The number of children attending Diwan schools increases by 4% (on average) each year.
With regard to learning outcomes, it is difficult to find a lot of information. According to Mogn,
Vallerie and Bouroulleg (2019) the Rectorat (local authority for education in Brittany)
compared results from bilingual programmes in public schools and Diwan schools, but the
results of this comparison were not published. However, the same researchers state that the
Académie of Rennes carried out comparative research on the outcomes of pupils in the

immersion education system and students in bilingual programmes at the end of primary
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school in 2003 and 2016. This research showed that the marks of Diwan student were
higher in each of the four language competencies tested (listening, speaking, reading and

writing).

The following statement by Hornsby et al. (2022) helps to explain the lack of research into

learning outcomes in the context of immersion education in Brittany:

Diwan [...] remains largely outside the state apparatus and can thus afford to be less
institutionalised, less associated with formal language teaching, and more connected

to the activist goal of revitalising the regional language. (Hornsby et al., 2022: 3000)

Conclusion

It is clear from this account that the state support for immersion education in Breton is not
the same as in Ireland. However, there are similarities with the Irish immersion system. A
movement of parents began and directs Diwan schools, Div Yezh Breizh schools, and Dihun
Breizh schools. A different percentage of the teaching programme is taught through Breton
in these schools. There is a School Publishing House that provides texts, similar to An Gim
and COGG in Ireland. The Brittany Public Office is there to assist with the establishment of
schools and the provision of advice to parents. Overall, it is not clear that there is any
specific practice in the immersion education system in Brittany that is not already in place in

Ireland.
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5. French in Canada

Context and status of the minority language

The Official Languages Act 1969 sets out that English and French are the official languages
of Canada, where federal institutions are obliged to provide their services in both languages.
The country’s bilingual status was ratified in the Constitutional Act in 1982, which led to the
Canadian Charter of Rights and Freedoms. This chart refers to developments relating to
language matters (Burnaby, 2008). Native languages are given official status under the

Indigenous Languages Act 2019 (https://laws-lois.justice.gc.ca/). According to the 2021

census, 75.5% of the country’s population speak English, 21.4% speak French and 18% of
the population are English-French bilinguals. 25% of the population had a native language
other than French or English and for 12.5% (4.6 million) it was their main language

(https://bit.ly/3Q0oLv75). In the province of Quebec, 77.5% of the population speak Canadian

French as their main language and while the number of speakers has increased, the number
is not keeping up with population growth. There was a decrease from 82.3% in 1991, to
77.5% in 2021. Outside Quebec, French is a minority language, and the same pattern
appears. French as the main language is spoken by over 7 million people but has fallen from
23.0% of the total population in 1991 to 19.2% in 2021. Despite this, there are employment
benefits for French/English bilinguals in Canada where 39.2% of jobs with the Public Service
Commission are bilingual (Lazaruk, 2007).

Education provision through the medium of the minority language

It is up to the various provinces in Canada to design their own education system. While the
provinces are granted powers in relation to the provision of education, particular aspects of
the provision of bilingual education are laid down in the legislation under the Canadian
Charter of Rights and Freedoms, where reference is made to the duty of the government to
provide minority language education to those who have fulfilled specific conditions

(https://www.justice.gc.ca/eng/). The various Canadian provincial Ministries have a

particular duty to provide French education to native French speakers and the power is
shared with school councils who have specific decision-making powers. These schools are
called Francophone schools. There is also an Anglophone school system and French
immersion schools are provided as part of these English-medium schools. These schools
are the most similar to the Irish-medium schools outside the Gaeltacht in Ireland and will be

discussed here.
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French is taught as a mandatory core subject in most provinces from grades 4 (age 9-10
yrs). There is also a French immersion system for English speakers (Starr, 2022) and
English learners (Mady, 2017). There were 451,936 (11.7%) French immersion students in
2020 (Canadian Parents for French, 2022; Statistics Canada, 2022) attending 2,106 diverse
schools nationwide (Association Canadienne des Professionnels de I'lmmersion (ACPI),
2021). Dual-track schools are the most common. The structure would be like a French-
medium stream in the school. Immersion centres or independent schools are more
uncommon. Total early immersion education is provided from Kindegarten 1 to grade 3.
Grades 4-8 provide 50% of teaching through French and 50% in English. Mid-immersion
starts from grade 4 in several provinces. In this case, only French is used in grades 4-5 and
English and French from grades 6-8. The amount of study through French is reduced in
post-primary school, students study four courses in French in grades 8, three courses in
grades 9 and 10, and three courses in total during grades 11 and 12. A significant proportion
of students do not continue in immersion from primary to post-primary school but accurate

statistics are currently not available. Learning French is not compulsory after grade 8.

French immersion education began in Canada in the early 1960s. This system is renowned
worldwide for its success over the years and the positive results achieved in research over a
long period (Genesee & Lindholm-Leary, 2021; Starr, 2022). As explained above, immersion
education is applied at provincial level. Within the provinces, there are educational boards
responsible for the administration of schools in their areas. In Ontario, for example, there are
37 educational boards. In the city of Toronto, there are two educational boards, the Toronto
District School Board and the Toronto Catholic District School Board. To give an insight into
the practice, we present how the Toronto District School Board (TDSB) operates French
immersion education in their area. The TDSB has 584 schools with over 250,000 students. It

is the largest public school board in Canada.

As mentioned above, French learning is mandatory in primary schools from grades 4-8 and

there is one French class per day. Students are required to obtain one French credit in post-
primary school, usually in grade 9, but they can continue to study French to grade 12. There
are two options for immersion education, early immersion education starting in Kindergarten
and mid-immersion education starting in grade 4. Both are intensive language programmes

in which other subjects of the curriculum are taught through French as well as the language

itself. The programmes are aimed at children who do not speak French as their home

language.

Early immersion begins in Junior or Senior Kindergarten. There is a total early immersion
period up to the end of grade 3, a total of four or five years. Specific subjects such as Health
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and Physical Education may be taught through English during the immersion period. The
formal study of English begins in grade 4 and continues until the end of grade 8 with 50% of
the curriculum taught in French and 50% in English. Students who complete the post-
primary French immersion education programme successfully receive a Certificate in

Bilingual Study of French Immersion Education from the TDSB.

The potential of digital technology to support the provision of education

through the minority language

A number of resources are available online such as the content on the https://mauril.ca/en/
application which provides access to French learning material from the CBC TV channel and
Radio Canada. Smith (2020) found that teachers of French as a second language faced
many challenges in integrating technology into their work. A number of reports are available
from Canadian Parents for French (Carr, 2021) on various projects across Canada where
technology was used in education to deliver French to remote areas.

Support services

More than 17,000 teachers are teaching in French immersion schools and according to the
Association Canadienne des Professionnels de I'lmmersion (ACPI, Canadian Association of
Immersion Teachers, www.acpi.ca), an additional 1,400 are needed to meet the shortage of
teachers in the country (Association Canadienne des Professionnels de I'lmmersion (ACPI),
2021). To qualify as a Canadian teacher, applicants must take a minimum of three years’
primary degree and a four-semester postgraduate course. The Teachers’ College sets out
conditions similar to the Teaching Council in Ireland. The criteria were revised in 2015 when
courses were extended to four semesters and the number of candidates with a qualification
in French fell from 850 on average to 475 between 2015 and 2020. Due to the lack of French
teachers, over 500 unqualified people, and other teachers with temporary status, were
teaching in Ontario schools in the 2020-2021 school year (Ontario College of Teachers,
2021). This means that French programmes are unable to be increased, as qualified

teachers are not available.

ACPI the Canadian Association for Immersion Teachers provides services to teachers
teaching in French immersion schools. Services include an annual conference, an academic
journal — Journal de I'lmmersion, a repository of educational resources, podcasts, a
programme of support for teachers’ language skills and a range of professional development

courses.
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Effectiveness of education practices

Canada is known for the French immersion system and has grown since its inception in the
early 1970s. One of its most significant aspects are the research studies carried out on the
achievement of immersion education students (Cummins, 2014). This research shows that
students of French immersion education gain a high level of proficiency in both French and
English, without any negative impact on their overall academic success (Lazaruk, 2007).

However, receptive skills are ahead of their productive skills (Cummins, 2014).

Not a lot of research is available on different models of immersion education in different
jurisdictions. Lapkin et al (1981) is one such early research study which compared the
achievement of grade 5 pupils in six classes in an immersion centre with pupils in four
classes in dual-track schools. They found that the achievement of pupils in the immersion
education centres was better than those in dual-track schools, not only in French but also in
aspects of English. The pupils in the immersion education centres spoke more French
outside the classroom and had more contact with French in the school environment. These
findings are consistent with previous research which showed that pupils in the immersion
centre had more contact with French than pupils in the dual-track schools (Cummins, 1998;
Guimont, 2003; Kissau, 2003. Other benefits were gained from the immersion centres in
terms of resources, academic and administrative support services (Doell, 2011). The school
leaders, administrative teams and ancillary staff are usually bilingual which facilitates a
bilingual environment where the target language is used for communication purposes both
inside and outside the classroom (Guimont, 2003; Lapkin et al., 1981; O Duibhir, 2018). It is
generally not possible to create an environment such as this in the dual-track programmes
and there is often a lack of knowledge of bilingual pedagogy among school leaders and
administrations. It is common that school leaders are reluctant to draw attention to the
immersion pupils by speaking French to them in case they would feel different from their
peers in the English track or would be bullied because they are different. In interviews with
14 grade 6-8 immersion teachers in Ontario, Canada, teachers reported that they failed to
get students to speak French outside the classroom due to the dual-track structure of
schools (O Duibhir, 2018). The teachers also reported that they depended heavily on the
principal of the host school and on their understanding of immersion education. Where this
person had a good understanding of the French track, they felt that they had support. Other
teachers, however, said they felt isolated. Another aspect mentioned by the teachers was
the lack of opportunities for immersion teachers to meet to plan their work together (O
Duibhir, 2018).
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There is a positive policy in Ontario that French immersion education should be available to
students from all linguistic, abilities and economic backgrounds. The Ontario Ministry of
Education in 2015 set out guidance for schools to provide an inclusive system for all with a
focus on the benefits to all learners, rather than the obstacles (Ontario Ministry of Education,
2015). It is a research-based policy and demonstrates that students with additional learning
needs can benefit from immersion education as long as they are properly supported
(Genesee & Lindholm-Leary, 2021). This is in line with research on the subject in Ireland
(Nic Andrew et al., 2020).

Conclusion

There are certainly similarities between immersion schools in Canada and Ireland. The main
difference is that the dual-range model is much more common in Canada than in Ireland.
Canada is renowned for research on immersion education programmes. The results of this
research are very positive. However, there is a shortage of teachers for immersion education

in Canada and this is hampering the development of programmes.
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6. Frisian in the Netherlands

Context and status of the minority language

There are 649,944 people living in Fryslan in the Netherlands and 420,000 are considered
native Frisian speakers (Bayat et al., 2022). Further examination of the situation found that
64% of the population have Frisian as their home language, 93% of the population can
understand it, 70% can speak it, 54% can read it and 16% can write it (Bayat et al., 2022).
Frisian is an Indo-European Language with close relation to English and is the most distant
Dutch dialect from standard Dutch (Gooskens & Heringa, 2004). It is also related to German
and Frisian, Dutch, German and English are part of the Western Germanic language group.
This means that there are a number of vocabulary and phonetic similarities between the
languages that would help a learner who speaks one of them to learn the other. Schools are
encouraged to use a transfer of skills approach in their teaching (Duarte & van der Meij,
2018) which is an integral part of the Irish primary language curriculum (Department of
Education and Skills, 2019). There are three main Frisian dialects: Western Frisian, Eastern
Frisian and Northern Frisian. In a national context, Frisian is recognised as a minority
language under the European Charter for Regional and Minority Languages and Frisian has
statutory status as a second official language in the province of Fryslan (Ministerie van
Binnenlandse Zaken en Koninkrijksrelaties, 2018). However, the place of Frisian is weak in
Dutch society because it is not seen as an important language for socio-economic affairs
(Kuipers-Zandberg & Kircher, 2020). Frisian is spoken mainly in people’s homes in rural
areas and in informal contexts. People often turn to Dutch in a business context. Because
older people got their education completely through Dutch, many of them are unable to write
it (de Graaf & van der Meer, 2013). An administrative agreement has recently been agreed
between the Dutch Government and Fryslan Local Authorities setting out the important steps
to be taken, in protecting and promoting the indigenous language and culture of the province

(Ministerie van Binnenlandse Zaken en Koninkrijksrelaties, 2018).

There are three main elements in the pressure that has been put on Frisian in the province
Fryslan. Firstly, Dutch speakers have moved into the province without any Frisian. There is
also a constant decrease in the number of Frisian parents raising their children with Frisian,
and Dutch is the main language of communication and socialisation among many Frisian

speakers (Douwes et al., 2010).
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Education provision through the medium of the minority language

There used to be no provision at primary or post-primary level for Frisian-medium education
(de Graaf & van der Meer, 2013). The Taalplan Frysk 2030 language plan was put in place
in Fryslan with the aim of giving Frisian a formal place in education. At the beginning of
2016, Fryslan Province commissioned NHL Stenden University to support all primary and
post-primary schools in drafting a language plan. First, they wanted to objectively map what
was happening in Frisian in the schools. The boards of schools presented their language
plans to the province of Fryslan and established a language profile for each school. These
language profiles are directly related to whether or not they comply with the legal
frameworks set out in the headline targets of the plan. 423 language plans for primary
education and 71 language plans for post-primary education were put together. An aspect
that emerged from the analysis of the language plans was that the amount of Frisian being
taught and used in schools depended on the language background of pupils and teachers.

At pre-school level, 7,500 children were enrolled in around 300 centres in Fryslan (Douwes
et al., 2010). 46% of children in these centres were native Frisian speakers and 52% were
native Dutch speakers. The linguistic background of the children is mainly related to
geographical circumstances; the majority of Frisian preschools are located in the countryside
and the majority of Dutch pre-schools are located in the cities (Douwes et al., 2010). The
government committed to providing bilingual early childhood and care centres (Frisian and
Dutch) throughout the province (https://rm.coe.int/netherlandspr6-appendix-1-
en/168095007a).

At primary level, there has been a long tradition of bilingual education since the early 20th
century. From 1980 onwards, Frisian became a compulsory subject in the province of
Fryslan in the primary school system with the aim of enabling the children to achieve full
proficiency in Frisian and Dutch (Ytsma et al., 2007). Of all the primary schools in the
province, 2% have been exempted from the teaching of Frisian, but up to one in every
twelve does not fulfil its duties with respect to Frisian (Bayat et al., 2022). Under the
covenant published in 2018, it is intended that by 2023, no school would be exempted from
their duty to teach Frisian (Ministerie van Binnenlandse Zaken en Koninkrijksrelaties, 2018).
At present, schools can apply for an exemption from teaching Frisian if less than 5% of

pupils come from a Frisian background (www.government.nl). Most schools teach Frisian as

a subject for 45 minutes a week. Only 15-20% of schools are using it as a medium of
instruction (Bayat et al., 2022). This is often for half a day or a full day per week (Ytsma et

al., 2007). An expert group from the Council of Europe (Council of Europe’s Committee of
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Experts) criticised the lack of time spent teaching Frisian and the lack of supply of teachers
capable of teaching the language (Bayat et al., 2022).

An interesting initiative started in 1997 in seven primary schools, the Trijetalige Skoalle (a
trilingual school) in which Dutch, Frisian and English are taught. This is a project that
supports schools to move from teaching Frisian as a subject to bilingual schools.
Participating schools grew to 70 out of 445 (15%) in 2018 (Duarte & van der Meij, 2018). In
grades 1-6, the curriculum is taught through Frisian and Dutch, half and half. Teaching time
is divided into grades 7-8, 40% Frisian, 40% Dutch and 20% English (see Figure 6.1)
(Douwes et al., 2010).

Figure 6.1 Distribution of teaching time in trilingual schools in Fryslan

Percentage of time
0% 20% 40% 60% B0% 100%

nursery classes (ages 4-6)

Ird-dth grade (ages 6-8)

Sth-8th grade (ages B-10)

Tth-6th grade (ages 10-12)

| mFrisian w Dutch 0 English |

Trilingual schools provide high quality trilingual education in Dutch, Western Frisian and
English. Every student’s multilingualism is valued and they are encouraged to use and
develop all their languages. Schools provide each of the three languages as medium of

instruction and in other activities.

Support services

Cedin advisors, a support organisation for teachers like the Support Service for Teachers
and School Leaders(OIDE), support teachers and Frisian schools by providing teaching
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materials and organising events for pupils and teachers. Content and Language Integrated
Learning (CLIL), immersion education and translanguaging is used in trilingual schools. If
schools meet qualification criteria for trilingual education, they can obtain a 3TS qualification

mark. A list of criteria can be found on the website https://cursussenvoorhetonderwijs.nl.

Cedin offers Frisian courses for teachers in partnership with NHL Stenden University. At pre-
school level, they provide native speakers. The Memmetaalsprekkers (native speakers) are
volunteers. They help for a day a week or fortnight in pre-schools with activities such as
reading, playing games and singing. The role would be comparable to that of Language
Assistants in Gaeltacht schools in Ireland. From grade 3 onwards, Cedin provide a
Taalstiper or language advisor. This is a person with a strong teaching background and
supports teachers to teach Frisian as a subject and/or to use it as a language of instruction
in other subjects. The Taalstiper is in the school for 20 consecutive weeks, half a day a
week. The Taalstiper always speaks in Frisian, models lesson activities, and provides
suggestions for learning activities and materials. In this way, the pupils and teachers are
immersed in Frisian. As the programme progresses, the teacher takes greater responsibility
for the Frisian activities and Taalstiper plays the role of coach.

Cedin provides support to schools through Skoalstiper or a school advisor who is a
permanent contact person for the school. He/she provides the school with practical support
to achieve their Frisian goals in terms of provision, approach, training and awareness of the
value of multilingualism and Frisian itself. The Skoalstiper discusses the different possibilities
and gives tips and inspiration. He/she can seek external assistance from experts in other
institutions. Together with the school, the Skoalstiper records the school’s wishes and plans
and supports them in delivering the plans. He/she monitors progress through regular contact

with the school.

Cedin advisors assist schools in achieving the status of 3TS school by following six stages.
The process takes no longer than two years. The schools are part of Network 3TS which
includes other schools working towards the status of 3TS and schools already in the
network. They have the opportunity to share good practice and learn from each other. Cedin
organises a training or network meeting twice a year. There is also an online Cedin
Academy which shares tools, information, videos and inspirational guidelines. There are
regular consultations between the director of Cedin, the school’s language coordinator and
3TS advisor on the progress of the implementation plans. 3TS schools can receive staff
training to reinforce the implementation of the trilingual programme following the analysis of
progress and self-evaluation. Individual teachers, and full staff, can work on their Frisian
skills by taking a course. All schools wishing to develop into 3TS are provided with free
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guidance and training in Frisian. The financial resources for this are provided by Fryslan

Province.

According to van Ruijven and Ytsma (2008) in Duarte and van der Meij (2018), the trilingual
school students attained higher scores in reading, reading comprehension, and Frisian
spelling than the pupils in ordinary schools. These positive results were achieved by Frisian
speakers and learners. There were no differences in scores in Dutch proficiency despite
less time spent learning through Dutch than the students in ordinary schools. There were no
significant differences in scores for English although the pupils themselves in the trilingual

schools reported that they were more confident than their peers in ordinary schools.

In 2009, 60,670 post-primary pupils were enrolled in one of the province’s regular post-
primary schools, but Frisian as a subject is only available in 70% of them. When Frisian is
selected as a subject, only one hour per week, or approximately 40 hours is provided to
students in the first school year. While Frisian can be taken as an examination subject at the
end of post-primary school, only 78 students registered to do it in the 2008 school year
(Douwes et al., 2010). There are bilingual schools at post-primary level, but the languages of
instruction are English and Dutch and Frisian is only provided as an optional subject
(Douwes et al., 2010).

The National Government for Frisian has planned some progress in the future with the
intention that 20 primary schools per year providing education through Frisian would be
added to the list of schools. This would result in 25% of the province’s primary schools
becoming trilingual schools and an additional €90,000 per year would be added to the
budget for the maintenance of Frisian (The State of The Netherlands, 2013).

Support services are provided for pupils with special educational needs across the education
system in the Netherlands. Cedin provides a wide range of services to support the

expansion of Frisian teaching in schools.

The potential of digital technology to support the provision of education

through the minority language

The report on the administrative agreement between the Dutch Government and Local
Authorities states that there will be a high standard of teaching facilities between ‘physical
and digital’ (The State of the Netherlands, 2013) but there was no specific mention of what

this meant in practice.
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Effectiveness of education practices

Primary school students in the province were below the national average in the standardised
Dutch and Maths examinations (Van Ruijven, 2003 mentioned in Gorter et al., 2008). This is
particularly significant among students from low sociolinguistic backgrounds, but also for
middle- and upper-class students. Low achievement rates are shown to be very significant

among senior grades in primary school (Van Ruijven, 2003 mentioned in Gorter et al.,2008).

With regard to the trilingual education mentioned above, it has been shown that the pupils
have ‘an important achievement’ in two languages (French and English) and that their ability
in Dutch (Duarte & van der Meij, 2018) is not negatively affected. With regard to the standard
of teaching, it has been shown that only 60% of primary and post-primary teachers in the
province were qualified or sufficiently competent to teach Frisian (The State of the
Netherlands, 2013) and, as a result, efforts are underway to provide third-level courses to
reduce this capacity gap.

Conclusion

Cedin’s advice and support to schools in achieving the status of a trilingual school is the
most significant element in the context of Irish-medium education in Ireland. The local
government has set out certain language targets in Fryslan for Frisian in relation to
education for all schools and the criteria for 3TS schools are the most interesting in this
review. A major part of the debate on the future of the language is the growth of English as a
lingua franca across Europe and its impact on minority languages, such as Frisian. In the
Netherlands, English is now regarded as the third official language of the country rather than
a foreign language. Multilingualism is valued for major languages such as English, French
and German but minority languages such as Frisian (Gorter & Cenoz, 2011) are not valued.
This means that promoting Frisian in the education system in the future will be a challenge,
because if there is a choice between a local minority language and a major global language,
the choice will often be pragmatic. The trilingual schools in Fryslan are seen as one solution
to this challenge. Cedin advisors organise a conference on Frisian and multilingual
education every year. These include inspiring lectures and workshops with exemplars and

staff in the pre-school, primary, special and post-primary sector are invited.
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7. Scottish Gaelic in Scotland

Context and status of the minority language

According to the 2011 Census®?, there were 5,313,600 people living in Scotland. At that
time, there were 57,600 Scottish Gaelic speakers. There were 87,100 in total with some
proficiency in the language. In the 2001 census, 58,652 were Scottish Gaelic speakers; this
fell from 65,978 in 1991. These figures show that the number of speakers is falling, but that
this decline is slowing down somewhat. Scottish Gaelic has acquired official statutory status
in recent years and Bord na Gaidhlig was established as part of the Gaelic Language
(Scotland) Act 2005. The aims of the Board are to: advise the Scottish Government ministers
on Scottish Gaelic; preparing and directing a national language plan; advise on Gaelic-
medium education; and monitoring the implementation of elements of the European Charter

of Regional and Minority Languages.

Education provision through the medium of the minority language

While the difference between a Gaeltacht school and a gaelscoil in Ireland is recognised,
this formal distinction is not made in Scotland and every Gaelic-medium school is considered
as the same entity. Analysis of education through the medium of the language is challenging

because of that as it is difficult to separate the ‘Gaeltacht’ schools from the gaelscoileanna.

There has been strong growth in education through Scottish Gaelic over the past 40 years
(Lauchlan et al., 2017). In the 1985/86 school year, there were 24 children attending an
immersion education primary school (O’Hanlon & Paterson, 2017: 58). In the 2010/11 school
year, a total of 2,786 pupils at all school levels were receiving education through Scottish
Gaelic in the country (Comunn na Gaidhlig, 2014). In 2021, 5,066 pupils (c. 0.7% of the
census) were receiving education through Scottish Gaelic in Scotland (The Scottish
Government, 2022). The immersion sector has seen the largest growth in urban areas, for
example in Glasgow and Edinburgh (Lauchlan et al., 2017). O’Hanlon (2012) indicated that
around 22% of the total number of students come from a linguistic background in which

Gaelic is the main home language (O’Hanlon, 2012: 58).

The education system in Scotland is independent and distinct from that of the rest of the UK
(Humes & Bryce, 2003; Raffe, 2004) and Scotland’s local authorities seem to have some

autonomy in the provision of education. This approach has an impact on the provision of

13 https://www.nrscotland.gov.uk/news/2015/scotland% E2%80%99s-census-2011-gaelic-report-part-1
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bilingual education, and in relation to education through Scottish Gaelic, for example, 18 out
of 32 education authorities do not have provision in the language at all (Rogers & McLeod,
2006: 363). Even in those schools where Gaelic-medium education is available, the amount
used varies greatly from school to school (O’Hanlon, 2010); in the Western Islands where
61% of the population are Scottish Gaelic speakers, only 26% attend a Gaelic-medium
school (McLeod, 2014). The first Gaelic unit on the islands was opened in 1986, but English-
medium education remains the default educational provision and island parents must make
a specific choice in relation to education through Scottish Gaelic, if they want this for their
children (Rogers & McLeod, 2006: 363). In general, immersion education is provided in a
Scottish Gaelic unit or stream within a regular primary or post-primary English-medium
school. This is the most common model in the country through which education in the
language is provided. In these schools, students are immersed in the target language from
the first day of school onwards (P1 and P2) and the teaching of English literacy skills begins
in their third school year (P3) (Coman nam Parant, 2023). Under the Education Act (Alba)
2016, parents of a child of nursery age can seek provision through Scottish Gaelic if at least
five people in the same year group seek it (O’Hanlon & Paterson, 2017).

The Scottish Gaelic Language Plan 2018-2023 (Scottish Parliament, 2018) seeks to provide
more resources for teachers teaching the language in immersion schools and language

classes in other schools.

There was a recommendation at post-primary level that a National Centre of Excellence
should be established to support the development of education through Scottish Gaelic and
the dissemination of information on courses, resources, training opportunities and continuing
professional development (Gaelic Excellence Group, 2011). It is not clear if this proposal
was widely accepted, but the plan was for these centres to be based on the central hub
model used in the Confucius Classrooms scheme internationally and throughout Scotland.
The Confucius classrooms emerged from a cooperation agreement between Education
Scotland and Haban (The Office of Chinese Language Council International) to promote
Chinese culture and recommended that Gaelic Culture could be promoted through the same

model.

These hubs or centres of excellence would be located in one school in each area. They
would cater for communities and schools in the surrounding area to promote cultural

activities and to share ideas and resources, in relation to Gaelic learning and teaching.
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The potential of digital technology to support the provision of education
through the minority language

For schools that are not operating through Scottish Gaelic but who are interested in starting
classes or modules in that language, it is recommended that they use travelling teachers and
information technology to meet this demand (Highland Council, 2002). The travelling teacher
would be a teacher who is not closely linked to one school but who is free to travel from
school to school in the area, to promote positive practices in the teaching and learning of

Scottish Gaelic.

With regard to the use of information technology, teaching and learning resources are

provided through the website http://www.storlann.co.uk/ which has responsibility for the
design and distribution of suitable resources to schools operating through Gaelic. The e-sgoil
project (https://e-sgoil.com/) provides online teaching services to support education through

Scottish Gaelic. Subjects such as art are taught online for post-primary students from
different schools where there would not be sufficient student density to employ a teacher in
each school. It functions like the e-Hub in Gaeltacht post-primary schools. It also provides
classes in Gaelic for students and adults as well as continuing professional development for

early childhood practitioners.

Support services

A number of schemes and efforts to attract people to education through Scottish Gaelic are
found at primary level. In the Highlands in the north, the local transport authority provides a
free bus for students whose parents wish them to attend the Gaelic unit (Highland Council,
2002).

A parents’ association for education through Scottish Gaelic (Comann nam Parant) was
established in 1994 to promote the interests of parents whose children attend education
through the medium of the language. Comann nam Parant is a voluntary national
association with 30 member groups throughout Scotland and is an umbrella group of the
Scottish Gaelic Society (Comunn na Gaidhlig). The primary aim of the Associations is to
raise interest in education through Gaelic and to support the establishment and continuation
of schools which teach through Scottish Gaelic at pre-school, primary and post-primary level
(Comann nam Parant, 2023). It is felt that there are advantages in establishing such
associations as parents are brought together to discuss educational issues, meaning that the
views and messages of the association are united, well organised and integrated. Officials
from Coman nam Parant can raise educational issues with the local and national education

authorities on behalf of their members and speak with authority on issues related to the
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education sector through Gaelic. This means that the associations have a coherent and
integrated approach, rather than individual parents dealing with individual issues on their
own. It is also felt that it is easier for an association to attract funding to engage in support
activities for the language as well.

Coman nam Parant run a national parental advisory scheme to advise and support parents
on education through Scottish Gaelic. A national official was employed to train parents to
enable them to become local councillors in their own areas. These parents work voluntarily
and are responsible for disseminating information about education through the medium of
the language to: pre-school groups; at information sessions; at school opening days; on
marketing stands; and they present information at events and through home visits (Comunn
na Gaidhlig, 2014).

Combhairle na Gaidhealtachd (Highland Council) employs a full-time development officer with
special responsibility for childcare and pre-schooling through Scottish Gaelic. This officer
supports families and communities seeking to promote the language and coordinates

support services and quality assurance in the sector.

Scottish Gaelic classes, information sessions and borrowing services are also provided to
parents. In relation to the borrowing service, parents have the opportunity to borrow learning
and education resources to enable them to learn Gaelic or to assist their children with
homework (Highland Council, 2002; Comann nam Parant, 2023). The information sessions
are about immersion education and education through Scottish Gaelic and attempts are
made to adequately answer any questions or concerns that parents have about bilingual

education.

Information packs (Lathaichean Fiorachaidh na Gaidhlig) are given to parents in Scots
Gaelic speaking areas and the packages describe the benefits of bilingualism in general and
especially Gaelic (Council of the Isle of Man, 2012). This is to raise the awareness of parents

and attract them to education through Scottish Gaelic.

A strong emphasis has been placed on the recruitment of teachers and on continuing
professional development in recent years. Bord na Gaidhlig announced a recruitment
campaign (Thig gam Theagasc) to satisfy the demand for teachers who can teach through
Gaelic (Bord na Gaidhlig, 2014). The Gabh an Cothrom (Seize the opportunity) website is

part of the marketing campaign on this issue (www.gaelicteaching.com) and is a starting

point for teachers who wish to transfer to education through Gaelic. A central feature of this

site is the provision of information on training courses available to teachers currently
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teaching through English, to prepare them to become Gaelic immersion teachers, as well as

a section on employment opportunities in the area of education through Gaelic.

Various universities provide special qualifications for teaching through Scottish Gaelic for

teachers who wish to teach in the language. Bord na Gaidhlig provides grants to students in

this context. Figure 7.1 shows the universities and the qualifications they provide for student

teachers .

Figure 7.1. Initial teacher education programmes and qualifications for Gaelic-medium

teaching
Institution Age Degree Study Post Degree Study Total
Range Length of
Study
University of Primary MA (Hons) Primary 5years
Edinburgh Education with Gaelic
www.ed.ac.uk (Learners) UCAS Code
3R67
Primary MA (Hons) Primary 4 years
Education with Gaelic
(Fluent Speakers) UCAS
Code 3T59
University of Primary BA (Hons) Primary 4 years
Strathclyde Education UCAS Code
www.strath.ac.uk X120
Primary PGDE Primary 1 year
Education
Gaelic Medium UCAS
Code 3X75
Secondary Secondary Education: 1 year
Gaelic UCAS Code
7X87
University of the Primary PGDE Primary: Gaelic 1 year
Highlands and Medium UCAS Code
Islands (UHI) X103
www.uhi.ac.uk
Secondary Secondary PGDE: 1 year
Gaelic UCAS Code
X130
(GME Subijects)
Sabhal Mor Primary BA (Hons) Gaelic and 4 years
Ostaig UHI and Education UCAS Code
Lews Castle Secondary XQ10
College UHI (Immersion programme)

Source: General Teaching Council for Scotland (GTCS) (https://www.gtcs.org.uk/wp-

content/uploads/2021/09/becoming-a-gaelic-teacher-english-version.pdf)
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Effectiveness of education practices

The research corpus on Scottish Gaelic-medium education has been growing over the last
20 years. Overall, the latest research has been more positive than the early research, but

that early research was not entirely negative either.

A report entitled The Attainments of Pupils receiving Gaelic-medium Primary Education in
Scotland (Johnstone et al., 1999) was published in 1999. The overall conclusion was that
"pupils receiving Gaelic Medium primary education, whether or not Gaelic was the language
of their home, were not being disadvantaged in comparison with children educated through
English. In many — though not all — instances they out-performed English-medium pupils
and in addition gained the advantage of being proficient in two languages” (Johnstone, et al.,
1999: 4).

Conclusion

The largest growth in education through Scottish Gaelic has taken place outside the native
Scots Gaelic areas. This growth is concentrated in units rather than in independent schools.
Parents have the right to seek Gaelic-medium education for their children if five parents from
the same area wish to do so. The educational authorities must respond to this demand
unless it is unreasonable to do so which ensures that the wishes of parents are met. In some
regions a free bus service is provided for children to attend a Scottish Gaelic unit. There is a
parents’ association, Comann nam Parant, to support education through the medium of
Scottish Gaelic. It is similar to the Canadian Parents for French in Canada. The Comann is
able to speak on behalf of parents with a unified voice and lobby for more resources. It also
organises support events for parents. Classes in Scottish Gaelic are organised in various
venues throughout the country as well as the support provided to adults who wish to learn

Gaelic through the e-sgoil https://e-sgoil.com/. The number of people attending the classes

is low, but the model may be appropriate to the Irish context. Despite the low number of
students attending education through Scottish Gaelic, there is a wide range of programmes
in four higher education institutions that provide initial education courses for student teachers
to the sector through Scottish Gaelic. Bord na Gaidhlig has a recruitment campaign to

encourage people to teach through Scottish Gaelic.
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8. Maoriin New Zealand

Context and status of the minority language

There are two groups involved in bilingual education in New Zealand, namely the indigenous
Maori and Pasifia communities. Before the arrival of European immigrants Aotearoa/New
Zealand was the indigenous home of Maori for 800 years (King, 2003). According to the
2018 Census, 16.5% of the population is classified as belonging to the ethnic Maori group;
18.5% of the population have an ethnic background of Maori and 70.2% of the population
have European ethnicity (Statistics New Zealand, 2022). The Maori population is growing
and it is projected that New Zealand will have 1.2 million Maori people by 2038, which is
almost 20% of the total population (Ministry of Maori Development, 2022). The population
density of Maori is higher in specific areas and in some areas such as Gisborne and the Far
North the population of Maori may reach 42% or 66% of the area’s population by 2038
(Ministry of Maori Development, 2022). Speakers of Te reo Maori represent 4% of the
population of New Zealand, 95.4% of the population are English speakers, while 0.5% of the
population use New Zealand sign language as their main language (Statistics, New Zealand,
2021). Since the 1970s the Maori-medium schools have had a significant impact in delaying
the change in language spoken from Maori to English but Maori is still at great risk (Hill,
2017). Itis mainly English speakers who attend Maori-medium schools today and
consequently it is considered to be a heritage education model rather than a language

maintenance or language enrichment one (May & Hill, 2005).

The Waitangi Treaty was signed in 1840 between Britain and representatives of the Maori
community, and many Europeans settled in New Zealand. English and Maori have had a
difficult relationship ever since. As in many colonies under British rule, the educational
system was used to replace the native language of the community with English. By

1930, 10% of the Maori community no longer spoke Maori as a home language, by

1970 74% of the Maori community were unable to speak Maori (Hill, 2017). Many of the
Maori community moved into the cities leaving tribes that supported the language, which
also contributed to the language transfer to English. As elsewhere, people’s attitudes
changed in the 1970s when they began to think about the marginalisation of languages and
minority language rights (Hill, 2017). Maori was recognised as an official language in 1987
and state support was given to Maori-medium schools under the Education Act (1989).
There are two major strategic policies that focus on the revitalisation of Maori: Maihi Maori
and Maihi Karauna. Maihi Maori 2017-2040 has been written by Te Matawai (Maori

supporters) for the iwi (a Maori group), the Maori community and stakeholders. The policy
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has two main goals: 1. 25% of Maori children will have Maori as their first language as the
first language by 2040, and 2. A million people will be using Maori as a community language
by 2040 (Te Matawai, 2017). Maihi Karauna is the Government’s strategy for the
revitalisation of Maori 2019-2023. The strategy aims to support Maori through support
strategies in society at large. It is intended that there will be cooperation between the
Government and the Maori community to achieve two major goals: 1. At least 85% of the
New Zealand population will recognise the Maori language as an integral part of the national
identity of New Zealand, and 2. One million New Zealanders will have the ability and

courage to communicate basic needs in Maori (Ministry of Maori Development, 2018).

Education provision through the medium of the minority language

The first kohanga reo (‘language Nests’) were established at pre-school level in 1982 and
the first kura kaupapa (Maori-medium primary schools) were established in 1985. The first
kohanga reo was founded by a group of grandparents near Wellington without any state
support and grandparents taught aspects of the language and culture to parents and
children. The first schools were established without state support or as part of English-
medium schools. Maori-medium education was formally recognised under the Education Act
(1989) and the schools have received state support since then. The number of pre-schools
grew and this was followed by the provision of primary schools and more recently post-
primary and third-level education through Maori. Today students can study through the
medium of Maori from pre-school level up to third level. Schools teaching through Maori are
supported by the state and education programmes are free and available to all students. On
1 July 2022, 24,366 students were enrolled in Maori-medium schools, representing 3.0% of
the entire school community and 96% of these students were Maori (Government of New
Zealand, 2022). The term immersion or Maori-medium school is used for schools that
provide at least 51% of the curriculum time through Maori, while English speakers are the
majority of learners in Maori-medium education in New Zealand (Hill, 2017; Hill & May,
2013).

About 4% of Maori children are able to speak Maori and 10% of the same age group would
be able to speak some Maori and understand simple sentences. In 2020, 5.3% of the total
pre-school population attended Maori-medium programmes, 83% in kohanga reo where
Maori is used over 80% of the time and 85% of children in kohanga reo had an ethnic
background of Maori. There was a 7% decrease in the number of children attending
kohanga reo in 2020 — this may be because the service is only open during the school day

compared to other services that are open for more hours (Piraud, 2021). The number of
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learners in primary school is increasing although the figures are not representative of the
growth of the Maori community in the population. The number of Maori-medium pre-school
services grew from 484 in 2014 to 500 in 2020 (Piraud, 2021).

The schools in which Maori or curricular subjects are taught through Maori are ranked in five
school levels depending on the amount of teaching provided through the target language.
Levels 1 and 2 are relevant to the Irish context and are compared in Table 8.1 below (Hill,
2022: 897). At level 1, 81%-100% of the curriculum is taught through Maori. Level 1 includes
kura kaupapa Maori (immersion schools) and kura-a-iwi (tribal schools). 51-80% of the Maori
curriculum is taught through Maori in schools at level 2 and these are bilingual schools. They
often consist of units in English-medium schools. Table 8.2 shows the number of students in
Maori-medium immersion education programmes at level 1-2 (2017-2022) (Government of
New Zealand, 2022). Level 1 is the strongest model of immersion education; all subjects are
taught through Maori for four to six years and great care is taken to ensure that the teaching
of English does not interfere with the development of language and literacy skills in Maori.
As arule, there is a different teacher for English, and English is also taught in a room that is
different from the normal classroom. There is some movement towards biliteracy, but the
question of English is still a controversial one in Maori-medium schools at level 1. Hill (2017)
explains that because the school is the only centre in which Maori is used to a large extent
and because the language is so much at risk from English, educators are reluctant to use
English. Hill proposes that translanguaging should be explored as a pedagogical approach
(Hill, 2017). Schools at level 2 implement a part-immersion programme. Hill (2022) says that
schools at level 2 provide an attractive choice for parents as they are bilingual programmes
that also provide English language teaching for learners. Hill’s (2022) research showed that
immersion education models at level 2 implement a variety of practice and that Maori tended
to be the language of the teacher rather than the language of the children. Maori was used
informally in schools but there was not a high level of subject teaching through Mé&ori in the

schools investigated in the study.

Table 8.1 Comparison between Maori-medium schools at Level 1 and 2 (Hill, 2022: 897)

Level 1 Immersion School Kura Kaupapa Level 2 Full- Maori (partial immersion)
Maori Model

81%-100% of the curriculum is taught 51%-80% immersion education. They are
through Maori, usually over 90% bilingual schools.

Higher numbers of students and higher Fewer students and less support from the
level of government funding government

Curriculum specially designed for Marautanga/The New Zealand Curriculum
immersion education: Marautanga o

Aotearoa

54



Children who attended kohango reo and Many of the children who enrol in the
have proficiency in the language register programmes do not have any knowledge

for these schools of Maori

The aims of the programme are the The aim of the programme is the

development of bilingualism and biliteracy  development of communication skills in
Maori

Teachers are fluent Maori speakers Teachers don't need to have fluent Maori

The teaching of Maori and English is Maori and English are taught

completely separated from each other simultaneously

Table 8.2 Number of students in Maori-medium education programmes (2017-2022)
(Government of New Zealand, 2022)

Level of 2017 2018 2019 2020 2021 2022 Change
Maori- 2021-22
medium

Immersion

Education

Level 1: 81- 14,373 15,043 16,020 16,746 17,313 17,621 308
100%

Level 2: 51- 5,065 5,468 5,469 5,645 5,848 6,745 897
80%

Total 19,438 20,511 21,489 22,391 23,161 24,366 1,205

The curriculum learning framework Te Whariki is available for the early years and includes a
dedicated learning framework of Te Whariki o te Kbhanga Reo for Maori-medium early years
education in Kbhanga Reo. A Maori-medium curriculum called Te Marautanga o Aotearoa
was produced in 2008 (New Zealand Ministry of Education, 2008). The curriculum is not an
English translation and is a specially designed curriculum for immersion schools in which
educators had input. The curriculum places an emphasis on identity, language and culture.
This curriculum is in place in schools at level 1. The New Zealand curriculum is available for
English and bilingual schools at level 2. The facilities available to Maori-medium schools

have also been continuously improved (Hill, 2017).

The potential of digital technology to support the provision of education
through the minority language

The digital facilities available in Maori have improved significantly. A wealth of online
curriculum-related resources have been made available by the Government at

(https://kauwhatareo.govt.nz/en/). A wealth of digital resources relating to oral language,

reading and writing is available at (https://elearning.tki.org.nz/Teaching/Inclusive-practice/Te-

reo-Maori-digital-tools). A range of language games has been provided to support

vocabulary, phonics and reading instruction. There are digital tools to present oral and
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writing content. There are also games such as Minecraft in Maori and video games that help
learners develop coding skills through Maori. Emphasis is placed on task-based approaches
and active and collaborative learning across the range of topics provided. A virtual reality

game is available at: (https://ngatiwhatuaorakei.com/t-i-a/). Some of the digital content is

available as apps for example: (https://apps.apple.com/nz/app/tipu-te-reo-
m%C4%81ori/id1128326359; https://apps.apple.com/nz/app/he-aha-
t%C4%93nei/id1202601970). There is creativity and innovation in the digital facilities

provided and there are ideas that could be built on to promote Irish.

Support services

Most students attending Te Kéhanga Reo (pre-school level), Kura Kaupapa Maori (Maori
Primary Schools), Wharekura (Maori post-primary) and Wananga (Third-level Institutions)
are of a Maori ethnic background. 96% of all Maori learners are Maori (New Zealand
Government, 2022); in 2020 85% of the children attending Kohanga Reo were Maori. The
Government intends to encourage more Maori children to attend Maori-medium schools as
Maori learners in the Maori-medium schools have higher achievement standards compared
to Maori learners in English-medium schools. There is a significant gap between Maori
students’ achievement and students with a European ethnic background in English-medium
schools. There is a lot of evidence that Maori learners are not performing well in English-
medium schools (New Zealand Government, 2017). Rameka & Stagg Peterson (2021)
conducted research on the reasons why Maori parents choose Maori-medium education or
English-medium education for their children. The choice of Maori-medium education by
parents was shown to be due to identity and culture and the fact that the parents wanted
their children to have Maori. Parents chose English-medium education because they were
concerned about their lack of competence in the Maori and felt that there were more

opportunities and better choice of subjects in English-medium schools.
The educational strategy for Maori in Education consists of three parts

e Ka Hikitia: the importance of tackling educational attainment for Maori students is
emphasised. The importance of identity, language and culture is emphasised in the
educational progress of the Maori community.

e Tau Mai Te Reo is a strategy for Maori in education, with a strong focus on the role of
Maori identity, language and culture as part of the education system.

e WhakapUmautia, Papakowhaitia, Tau Ana, is a strategy that focuses on building a
good relationship between iwi (Maori community) and the Government.

A support framework called Rangai Kahui Ako a-iwi has been provided to support the

development of Maori-medium immersion education (Ministry for Education, 2023). The
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support framework analyses where Maori-medium education is flourishing, and Maori-

medium education is analysed by region.

There are nine providers of Maori-medium teacher education programme, and 10 Maori-
medium/Bilingual programmes are available (Lee-Morgan et al., 2019). The programmes are
generally three-year programmes, and a choice of part-time study is available. Eight
programmes are bachelors of education programmes and two programmes offer a
postgraduate certificate for students who have already graduated. The University of
Auckland offers a three-year bachelor course in Maori-medium teacher education (Stewart,
et al., 2018). All aspects of the course are taught through Maori and at graduation, teachers
are qualified to teach in Maori-medium programmes at pre-school and primary level as well
as teaching Maori as a subject in post-primary school. It is recognised that achieving high
guality in the language is challenging for student teachers and most of the teachers are
second-language learners (Lee-Morgan et al., 2019; Stewart et al., 2018). Lee-Morgan et al.
(2019) recommend that the student teachers’ self-confidence, Maori receptive and
expressive skills should be assessed and recorded. A professional development programme
called Te Kotahitanga (https://tekotahitanga.tki.org.nz/About) was made available for

teachers. The programme developed between 2001-2013 to help teachers to support

learners make progress. A strong emphasis is placed on the cultural dimension of education.

Effectiveness of education practices

Maori identity, language and culture are celebrated in all aspects of schooling for example
through management, leadership, teaching and learning and the school environment (New
Zealand Government, 2017). It is recognised that cultural matters are of great importance in
schools and that there is a good relationship between the focus on culture and academic
outcomes and the well-being of learners (New Zealand Government, 2017). There is
evidence to suggest that Maori students are doing well in the Maori-medium schools. The
academic achievement has shown a gap between Maori students and students with a
European ethnic background in English-medium schools. Maori students attending Maori-
medium schools have higher achievement rates and National Certificate of Educational
Achievement (NCEA) compared to Maori students attending English-medium schools. Maori
students in English-medium schools achieve similar results with learners in English-medium
schools, and these results are 15-20% higher than for Maori students in English-medium
schools (New Zealand Government, 2017). The immersion system shows significant results
for Maori learners. Maori learners are more likely to succeed in the Maori-medium schools

(New Zealand Government, 2017). Despite the positive results achieved in the Maori-
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medium schools, there is a challenge in keeping students in the system. Children often do
not transfer from pre-school to primary and from primary to post-primary school (Wilson,
2016.). The biggest fall is between the transition from pre-school to primary school (Wilson,
2016: Piraud, 2021). The lack of choice of subjects available at post-primary level impacts
on student motivation. Students remain in the system when parents are aware of the
benefits of immersion education, a high standard of teaching and a wide range of subjects

are available through Maori.

Hill (2017, 2022) claims that it is necessary to ensure that the correct amount of both
languages is taught in bilingual programmes for the programme be successful in both
languages. The development of language and literacy skills in both languages must be
carefully planned and information shared with parents on the advantages of bilingualism.
The number of qualified educators at pre-school level is also growing but the majority of
teachers (65%) in the kohanga reo are not qualified, there is also a 25% drop in the number
of students enrolling on initial teacher education courses for pre-school (Piraud, 2021).
There is a challenge in providing trained teachers to the Maori-medium system at all school
levels. Teachers require knowledge of language, knowledge of culture and knowledge of
bilingual pedagogical strategies (Government of New Zealand, 2017; Hill, 2017, 2022;
Piraud, 2021).

Conclusion

The Maori-medium immersion schools are closely linked to Maori identity and culture. Maori
students attending Maori-medium schools have higher educational outcomes compared to
their peers who attend regular English-medium education programmes. The variety of
models for the teaching of the Maori is very interesting, however, it needs to be noted that
the part-immersion programme poses particular challenges. When the amount of teaching
through the target language is not clearly established there is a great diversity of practice
between schools and the language is not developed as the language of communication of
the children in the school. The drop in numbers at pre-school level indicates the need to
provide early childhood care throughout the day. As reflected in all jurisdictions, teacher
education is very necessary for the immersion education sector as a whole. The digital
facilities offered through Maori are of interest. They provide innovative and interactive

opportunities for learners to use the minority language.
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9. Hawaiian in Hawaii

Context and status of the minority language

There are approximately 24,000 Hawaiian speakers in the United States (US Census 2011)
and most of them live in the Hawaiian Islands. However, only 0.1% (c. 2,000) of the
population of Hawaii are native speakers of Hawaiian and the island of Ni'ihau, with a
population of 180, is the only one of the eight islands where the majority of people speak the
language. Hawaii is the only state in the United States of America (US) in which an
indigenous language is an official language at state level. This official status was granted to
the language in 1978. Like other native languages in the US, Hawaiian is under enormous

pressure from English.

The Hawaiian revival programme is one of the most advanced efforts among indigenous
language revival programmes in the United States. The main difference between Hawaii's
situation and other indigenous languages in the country is that Hawaiian has a unique status
as the only official native language of the state, and has a history as an administrative
language spoken by all ethnic groups during the time of the independent Kingdom of Hawaii.
For more than 30 years, the revival of the Hawaiian language has been aimed at
establishing indigenous education through Hawaii (i.e., immersion education) and

implementing the official status of the language in the Hawaiian state.

Like many such efforts, the revival of Hawaiian flourished as part of a broad cultural
movement of the 1970s (Wilson et al, 2022). The current revival stemmed from a movement
known as the Hawaiian Renaissance which politically exploited the unification of various
ethnic groups in Hawaii under a ‘local’ consciousness with a strong indigenous base.
Despite political support at a higher level, the revival movement called for strong public

activism in its efforts to seek a site within the Hawaiian public schools system.

A pre-school immersion programme, Aha Punana Leo, and a primary immersion
programme, Ke Kula Kaiapuni, are available in Hawaii primarily to promote Hawaiian, but
these educational models also place great emphasis on the culture, tradition and native
philosophy of Hawaii. One of the main results of this movement was the opening of 74 Aha
Punana Leo preschools. These schools were largely based on the experience and tradition

of M&ori, Kohanga Reo schools in New Zealand (Bowman, 1990).

The immersion education programme, Papahana Kaiapuni, which is now part of the
provision of the Department of Education in Hawaii, is highlighting the revival and promotion

of Hawaiian, as well as the indigenous culture (Yamauchi & Wilhelm, 2001). Some 2,200
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pupils are currently enrolled in Papahana Kaiapuni schools

(https://www.hawaiipublicschools.orqg).

Education provision through the medium of the minority language

Hawaii is the third largest target language in immersion programmes in the United States of
America, after Spanish and French. For Hawaii, three models of immersion education are

currently in place:

1. Schools which provide full immersion education and are independent of and
free from the influence of any other school,
2. Schools providing integrated education programmes in which pupils of
Hawaiian immersion education and pupils educated through English are
mixed together in certain classes,
3. A model in which most of the teaching is done through English and Hawaiian
classes are provided.
Full immersion education is practised in one educational setting, Nawahi, where a mix of
native speakers and language learners meet in one educational setting, similar to Gaeltacht
schools in Ireland. In Nawahi school, 100% of teaching is done through Hawaii at all levels
from Grade K-4 (Kindergarten to Grade 4), and English teaching does not start until Grade 5.
One similarity of Nawahi’s programme and immersion programmes in other US contexts is
that L1 adult speakers of Hawaiian are used as educational and linguistic exemplars to
foster fluency in Hawaiian L2 speakers (Lindholm-Leary, 2001), and the aim of the
programme is for children to achieve bilingualism. Apart from this feature, the two models
are different. However, in the case of Hawaiian immersion programmes, the negative impact
that a powerful major language such as English could have on the promotion of the minority
language is clearly recognised. The school also has a special status in that academic links
have been created between the school and the third level college Ka Haka ‘Ula O Ke’
elikolani. Research is conducted on Hawaiian teaching and learning and the language is
used to design and distribute resources to other Hawaiian schools (Wilson & Kamana, 2006,
mentioned in Tedick et al., 2011) and to provide training for immersion teachers and for

testing new materials and bilingual education policy initiatives (Tedick et al., 2011: 45).

Parents play a key role in Hawaiian immersion programmes. Parents of pre-school children
must spend eight hours a month working in their pre-school and must attend Hawaiian
classes so that they can support their children’s teaching (Reyhner, 2010). The result of this
condition is that there is a strong link between parents and the school. It is recommended, as

part of their continuing professional development, that immersion teachers be given the
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opportunity to take time free from teaching for a period of time to access further training
(Yamauchi & Ceppi, 1998). It is not clear from this literature review that this proposal has
been implemented yet. Particular attention is paid to teaching Hawaiian in early childhood
education by teachers who are highly qualified in Hawaiian teaching in early childhood to
ensure that pupils have a strong linguistic foundation (Department of Education, 2014).
Special certification in immersion education is part of the teacher training available to

immersion teachers before they begin teaching in an immersion school (Tedick et al., 2011).

Effectiveness of education practices

The Nawahi immersion school is effectively progressing language to the next generation.
According to Wilson and Kamana (2009), one hundred per cent of students receive a
diploma (i.e. completing the programme) and 80% go to third level (Wilson & Kamana, 2009:
372). Students who study Hawaiian in the immersion education system are more successful
than students who study Hawaiian in ordinary English-medium schools (Wilson & Kamana,
2001). In addition, there is evidence to suggest that the programme succeeds in sustaining
good language habits among students in terms of the use of Hawaiian as a social language
(Wilson & Kamana, 2009). Students in Hawaii have positive results as the language relates
to an independent identity, free from the influence of the major language unlike the case in
English-medium schools (Tedick et al., 2011). This strengthens the cultural and linguistic
ethos of the school and allows the school to control the functioning, managing and
monitoring of its own policies. It is recognised that English may have a negative impact on
the promotion of Hawaiian if the school was a Hawaiian unit within an English-medium
school, as is the case in many schools. At the beginning of the school year in 2009, 261
pupils were enrolled on the immersion education programme in Nawahi (from pre-school to
Grade 12), 33.3% of which were native speakers. In the pre-school, the eleven registered
children were native speakers, a figure that illustrates the effective support the school
provides to encourage and sustain the next generation of native Hawaiian speakers (Tedick
et al., 2011).

Conclusion

Despite the fact that the number of native Hawaiian speakers in Hawaii is quite small, the
movements, Aha Punana Leo (Hawaiiian pre-school) and Ke Kula, Kaiapuni (K-12, school
system) have made significant progress in the revival of the language within the education
system and in the wider community. In addition, the population of Hawaii has been able to
provide post-primary education in their mother tongue, an achievement that nobody else has

performed in any other U.S. native language (Tedick et al., 2011). Recommendations have
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been made to develop special initiatives in online courses for students in Hawaiian as an
additional support for traditional learning in the classroom. With one generation of pupils
having successfully completed the immersion system, it is encouraging that new generations
are coming to school as Hawaiian L1 speakers (Tedick et al., 2011). Some of the evidence
given above is based on the experience of one school, Nawahi School, where a link has
been made with a third level college and it is still unclear whether the same educational

outcomes could be achieved in other schools in other contexts.
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10. Swedish in Finland

Context and status of the minority language

Finland has two official languages (Finnish and Swedish) (Finnish Constitution, 731/1999).
Swedish is a minority language spoken by 5.2% of the population according to the 2022
census (Statistics Finland, 2023). Sami is also a native minority language. Sami enjoys
specific constitutional protection and there are three Sami languages in Finland: Inari Sami
(430 speakers), Skolt Sami (150-300 speakers) and Northern Sami (2,000 speakers)
(Publications of Finnish Government, 2021). Northern Sami is stronger than the other Sami
languages, but they are all at high risk (Publications of Finnish Government, 2021). Table
10.1 shows the number of people who spoke national and foreign languages in Finland in

2022. All non-Finnish, Swedish or Sami languages are called a foreign language.

Table 10.1 National and foreign languages in Finland: Census, 2022 (Statistics Finland,
2023)

Population Number of speakers % of population
Total 5,563,970

National languages 5,067, 978 91.08%
Finnish 4,778,891 85.88%
Swedish 287, 052 5.2%

Sami 2,035 0.04%

Foreign languages: Total 495, 992 8.9%

Some areas in Finland are mainly monolingual and other areas are bilingual or multilingual
depending on their geographical location. Table 10.2 shows the number of Finnish and
Swedish speakers by municipality. Municipalities with Finnish and Swedish speakers are
known as bilingual municipalities with 8% of the population or at least 3,000 people speaking
the minority language. Municipalities are classified as monolingual if there are fewer than
3,000 people speaking the minority language or if the number of speakers of the minority

language is below 6% of the population (Publications of the Finnish Government, 2021)
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Table 10.2 Number of Municipalities, and Finnish and Swedish Speakers (Publications of
the Finnish Government, 2021: 34)

Table 5. Number of municipalities® and number and proportions of Finnish and Swedish speakers in

2020%
Number of Number of Finnish Number of Swedish
municipalities  speakersand their  speakers and their
in 2020 proportion of the proportion of the
population population

Bilingual municipalities 15 38,575 106,086
(Swedish-speaking minority) 125.1%) (69.1%)
Bilingual municipalities 18 1,303,296 139,744
- . . (76.456) "
(Finnish-speaking minority) (8.2%)
Finnish-speaking municipalities 261 3,467,790 16,055
(95.1%) (0.4%)
Swedish-speaking 16 1,405 25,986
municipalities tﬁ.land} (4.7% [86.2%)
All municipalities 310 4,811,067 287,81
(B6.9%) [5.2%)

Education provision through the medium of the minority language

Learners have the right to education through Finnish, Swedish, Sdmi, Romani or sign
language in accordance with the Education Act 1999 in Finland. Some teaching may be
provided in another language as long as it does not affect children’s ability to follow

instruction.

There are two main types of schools in Finland, Finnish-medium (90% of schools) and
Swedish-medium schools (10% of schools) (Finnish National Agency for Education (FNAE),
2022a). Speakers of L1 Swedish attend Swedish-medium schools and the context would be
more comparable to that of the Gaeltacht where Irish speakers attend Gaeltacht schools.
Swedish-medium schools differ, however, from the Swedish units. They are different
systems. Swedish immersion units are on the same site Finnish schools and their
administrative language is Finnish (Bjorklund, 2019; Bjorklund et al., 2022). Finnish
immersion education is also available to Swedish speakers in some municipalities and
immersion education in Sami languages is also available in Northern Finland as part of a
language revival movement (Sjoberg et al., 2018). Swedish is taught as a subject in Finnish-
medium schools similar to Irish in English-medium schools in Ireland. Learners do not reach

a high level of Swedish in Finnish-medium schools and concerns about the quality of
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Swedish are expressed by teachers in this context (Bjorklund, 2019). Swedish immersion
units are well regarded compared to the criticism of Swedish teaching as a subject in
Finnish-medium schools (Bjorklund, 2019). It can be deduced from this, as evidenced in the
Irish context, that the amount of learners’ contact with the target language is very important
in achieving good attitudes and outcomes. Content and Language Integrated Learning is
available in a range of languages in Finland. There are a number of large-scale bilingual
programmes, meaning that 25% of the curriculum is taught through the target language,
there is also a language enrichment programme on a smaller scale where the target

language is used less than 25% of the time.

The Swedish immersion units were established in the 1980s under the guidance of
Professor Christer Laurén at a university in Vaasa that sought to implement immersion
education in his own city of municipality. Schools began to develop in other areas due to
demand from parents who wanted to improve the standard of Swedish of their children and
considered that competence in both languages was important in terms of study and
employment (Mard-Miettinen, et al., 2022). Today, Swedish immersion education is
available in 7% of municipalities. The municipal cities are large bilingual cities where 60%
of the Finnish population lives. In some municipalities between 10-50% of the school
population attend Swedish immersion programmes and units are over-subscribed in some

areas (Sjbberg et al., 2018).

Swedish immersion is a one-way total early-immersion programme that starts with total
immersion at pre-school level (age 3-6 years). Children in the immersion education system
usually start at five years of age. This is two years before compulsory education. Immersion
education is provided in a number of pre-schools at ages 3-4 years. The children have no
prior knowledge of Swedish and the immersion teachers are native or near native speakers
(Bjorklund & Méard-Miettinen, 2011).

Figure 10.1 shows the number of languages that are part of an immersion education
programme in Finland (Bjorklund, 2019: 48) and the distribution of time. Finnish instruction in
grade 1 starts in primary school (Grade 1-6; age 7-12 years) with emphasis on the
development of Finnish oral language skills and on identity rather than on the development
of literacy skills which are taught through Swedish. Teaching of at least one foreign language
is started in Grade 2 (7-8 years old) (Bjorklund 2019; Bjorklund & Mard-Miettinen, 2011). The
programme is therefore multilingual rather than bilingual. Students have the opportunity to
learn at least three foreign languages in different programmes and so 5 languages may be
included as part of the immersion education programme (Bjorklund, 2019). The main T3
language is English with French, German and Spanish being the languages most commonly
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taught as a fourth or fifth language. Learners have daily contact with a range of languages.
The immersion programme ends after the ninth grade (aged 15) when students have the
option of attending a Swedish- or Finnish-medium programme or a vocational school. There
is a specific teacher for each language to ensure that the students receive a rich input in that
language, which means that one teacher teaches through Finnish, while another teacher
teaches through Swedish (Bjorklund & Mard-Miettinen, 2011; Bjoérklund, et al. 2022). The
subject is taught through one language for the year, but each subject is taught through both
languages during the programme (e.g. History through Swedish is taught in grades 5-6 and
History through Finnish is taught in grades 7-9) (Bjorklund & Mard-Miettinen, 2011).

Figure 10.1 Number of languages included in the immersion education programme in
Finland and the time distribution (Bjorklund, 2019: 48)
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The Department of Education and Culture and the Finnish National Agency for Education
EDUFI are responsible for all education programmes outside higher level education which is
managed exclusively by the Department of Education and Culture. Children from 6-18 years
attend pre-school, primary, junior and senior post-primary programmes (Finnish National
Agency for Education, EDUFI 2023). Schooling is compulsory from the age of 7-16. Early
childhood education and care is available as an option in all municipalities (Bjorklund &
Mard-Miettinen, 2011).

The educational stages are:

e Early Childhood Care and Education: Age: 0-6 years
e Pre-school education (One year only) Age: 6-7 years
e Primary and Junior Post-primary School (9 years): Age 7 years -15 years
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e Senior Post-primary School; General or vocational education and training — (3
years) — Age: 15-18 years

e Higher Education: Universities, adult education and non-formal education
A curriculum is provided to all Finnish and Swedish schools — the two curricula are the
same. Educational providers design their own curriculum within the core National
curriculum. There is therefore room to promote regional perspectives that match the
educational values of the curriculum. Educational providers choose the language of the
programme. Further information on special supports provided to students is available in the
local curriculum. Each curriculum has a separate chapter focusing on bilingual education
(Department of Education and Culture & The Finnish National Agency for Education, 2023).
There are no national standardised tests in Finland and teaching is not inspected, teachers

are given greater freedom to trial different teaching strategies (Bergroth, 2016).

There is a national curriculum for early childhood education:

https://www.oph.fi/sites/default/files/documents/key-fiqures-on-early-childhood-and-basic-

education-in-finland.pdf https://www.oph.fi/en/education-and-qualifications/national-core-

curriculum-ecec-nutshell. Early childhood education is provided in Finnish, Swedish, Sami,

Romani and sign language. Sami children have the right to early childhood education in the
Sami language and the authorities have a duty to provide education through Sami in the
northern parts of Finland, in Sami-speaking Lapland. Emphasis is placed on Sami identity
and culture in early childhood education for Sami children. Children have the opportunity to
learn folklore and to develop traditional skills. The aim of the programme is to support
children’s ability to operate in an Sami-medium environment. There are a variety of content
and language integrated programs available in the early years in a wide range of languages
(English, Swedish, Finnish, German, French, Russian, S&dmi, Spanish and Chinese) but the
most common target languages are English, Finnish or Swedish (Mard-Miettinen et al.,
2023).

The potential of digital technology to support the provision of education

through the minority language

There are many technological developments in the Nordic countries. Swedish is a major
language and therefore many technological facilities are available. The Finnish National
Agency for Education conducts various development projects in every school in Finland. We

do not know any specific projects in the Swedish-medium units.
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Support services

Finland attaches great importance to an inclusive approach and it is determined that all
educational providers have a duty to meet the child’s right to support. All children are
welcome in Swedish immersion education and learning support is integrated into the
programme (Bergroth, 2016). Bilingualism must be taken into account in the implementation
of supports for children. However, little research is available for learners with special
educational needs in Swedish-immersion programmes (Mard-Miettinen, et al., 2022).
Bergstrom (2002 cited in Mard-Miettinen, et al., 2022) showed that pedagogical strategies
should be differentiated. For example, she/he recommends that emphasis should be placed
on the development of oral language skills in the early years rather than emphasising writing
and accuracy as in standard educational programmes. Multi-disciplinary thematic modules
are recommended to assist children in coming to terms with the subject matter. According to
Bjorklund & Mard-Miettinen (2011) the early start of Finnish tuition helps teachers to know if
the difficulty is with Swedish or if there is another problem. Emphasis is placed on
immersion learners as bilingual learners, and it is suggested in the literature that
interventions and assessment should be provided bilingually (in Swedish and Finnish) to
best cater for children.

While a certain percentage of students speak foreign languages at home there is little
change in the linguistic background of students attending immersion programmes through
Swedish and it is only now that the criteria that a child must have Finnish or Swedish to
attend a Swedish immersion programme are being questioned (Mard-Miettinen, et al., 2022).
Support is provided to students, such as immigrants and refugees, who are starting in the
Finnish-medium and Swedish-medium systems after early years. Children have the
opportunity to attend a preparatory school for a year and then they can start in the Finnish-
medium/Swedish-medium school when they have reached a certain level in the target
language. The aim of the preparatory programme is to develop basic language skills and
give children the opportunity to familiarise themselves with the culture of the school. The
pupils attend the regular classes once they have reached an appropriate language level.
Students are supported to integrate into school life by attending subjects such as physical
education or music first, as there is less emphasis on the language in these subjects
(Finnish National Agency for Education, 2022a). Finland has a specific campaign to support
immigrants to integrate with the community in Swedish if they wish to choose Swedish as the

language of integration (European Commission, 2017).

There are nine providers of teacher education in Finland and teachers are highly respected
by the public. Only 10% of candidates succeed in securing a place in initial primary teacher
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education courses (https://www.oecd.org/education/highlightsfinland.htm). Today there are

two teacher education programmes available to qualify immersion teachers, a programme
for pre-school teachers and another programme for primary school teachers (i.e., Abo
Akademi University — see Sjoberg et al., 2018). A teacher who has a regular qualification as
a teacher can teach in an immersion setting by demonstrating proficiency in Swedish. The
test is known as the National Certificate of Language proficiency (Yleinen kielitutkinto) and
the levels are linked to the CEFR. A Swedish immersion teacher must pass all sub-tests at
Grade 5, Higher level. This level is equivalent to Level C1 on the CEFR. There is a three-
year undergraduate programme for pre-school teachers (Grades 1-6). Teachers need a five-
year master’s course to teach in primary schools from Grade 7 and in post-primary schools
in Finland (Grades 7-9), there is no separate programme for immersion teacher education at
post-primary level. The pre-school teacher education programme focuses on general
courses relating to pre-school pedagogies as well as specific courses focusing on immersion
education (e.g., modules on multilingual language development, multilingual pedagogies,
and immersion pedagogies). The only course in the country available for pre-school
teachers is oversubscribed. On the master’s course, 26% of the course time is spent on

Swedish for the immersion setting.

In the study by Sjéberg et al. (2018) an online questionnaire (response rate of 62.1%) was
sent to each municipality and there were five study cases which included interviews with
early childhood educators, teachers, parents and education officials. The aim of the study
was to gain information on demand, teacher education and the possibilities and opportunities
for developing language training. There is a shortage of immersion teachers in Finland. The
reason for the shortage is — the lack of programmes of immersion teacher education and
the fact that teachers qualified as immersion teachers are working in regular education

programmes (Sjoberg et al., 2018).

A special examination used to be required to get a place on an immersion teachers’
education programme, but now, teachers need to achieve minimum grades in the state
examinations in Finnish and Swedish as conditions of admission. The state examinations
are at the same level as level B1 on the Common European Framework of

Reference. Emphasis is placed on developing skills in Swedish during the course. The
course is taught through Swedish and modules are offered in Swedish. Students are
encouraged to attend Swedish events which are also available in Vaasa. Vaasa is a bilingual
city (Mard-Miettinen, et al., 2022).

Rossi et al. (2017) conducted a study on the professional development requirements of
Swedish teachers (second level language teachers, immersion teachers and class
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teachers). The language teachers at second level and the immersion teachers are qualified
to teach Swedish at all levels. The information was collected through interviews, focus
groups and surveys. The professional development requirements for immersion education
teachers in the study were: differentiation to respond to the needs of diverse language

learners, digitisation, and multicultural education.

Effectiveness of education practices

Parents appreciate the benefits of immersion education in terms of the language learning
advantages (Bjorklund & Mard-Miettinen, 2011). Research (Bergroth 2006) shows that
immersion education learners perform very well in the field of language learning compared to
learners attending regular education programmes. According to Bjorklund & Mard-Miettinen,
(2011) as early as Grade 3, Swedish-immersion students have achieved results equivalent

to the national average in Finnish reading.

Conclusion

One of the most interesting results of the review of immersion education through Swedish in
Finland is probably the multilingual approach adopted. The teaching of Finnish begins early
in primary education and the teaching of a third language is also started at the beginning of
primary school before children have developed literacy skills. It is interesting that learners
have the opportunity to learn the curriculum subjects through Finnish and Swedish as part of
the programme with individual teachers employed for both languages. It is also interesting to
note that learners starting in Finnish or Swedish programmes after the early years are
offered an intensive language learning programme. Immersion education teachers are
trained to teach in all Finnish, Swedish and Swedish schools at second level. This
gualification gives the student teachers a wider choice and such a qualification could be
considered in the context of the teaching of Irish. Immersion education teachers in New
Zealand have the same options. Such a model would help provide teachers with good skills

in Irish to schools that teach through English.
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Conclusion and discussion

The main issues that came to light from the jurisdictions under the categories of analysis are
discussed in this section. The most relevant findings to the context of Irish-medium
education outside of the Gaeltacht in the Republic of Ireland are considered based on the
analysis of literature, research, and state policies in the ten jurisdictions. While much
information emerged during the review of the ten jurisdictions, the two main contexts we can
learn from are Welsh in Wales and Basque in Spain as there are a high number of
immersion schools in both regions. 23% of pupils are attending an immersion school in
Wales and 81% of pupils attend a pre-school or primary school in the Basque Autonomous
Community (BAC) in Spain. Immersion education is growing in both areas with state
supports and definite policies being implemented.

Context and status of the minority language

Literature/research shows immersion education plays a strong role in preserving and
revitalising national minority languages internationally. The context for Irish would be more
comparable to the Irish language in Northern Ireland, Welsh in Wales, Basque in Spain,
Breton in France, Frisian in the Netherlands, Scottish Gaelic in Scotland, Maori in New
Zealand and Hawaiian in Hawaii as it is a minority language that is not the main language in
any other country. Immersion education is the most successful educational model for
language learning outcomes in the minority language for second language learners who do
not speak the immersion language at home. The rich language learning experiences that the
immersion education programme fosters are essential to support learners in acquiring the
target language, especially when learners have restricted contact with the language outside
of school as is the case with Irish outside the Gaeltacht. Learners who attend immersion
programmes achieve higher learning outcomes in the target language than learners
attending normal education programmes and do not suffer any disadvantage in their learning
of the majority language or other curriculum subjects. It is clear that immersion programmes
in various jurisdictions are succeeding in achieving additive bilingualism/multilingualism. The
main finding of the review is that immersion education is a very effective way of ensuring
learners’ ability in the target language. It is clear, however, that the immersion education
system alone is not sufficient to promote the use of the language outside of school or to
increase the number of daily speakers/persons who speak the minority language as a family
language. Immersion education is therefore the strongest educational model of promoting

language proficiency in minority languages but other actions at community and state level
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are required if the language is to be used as a living language of communication in the
community. Immersion education is essential in the Irish context to ensure proficiency in the

Irish language.

Total immersion education: continuity in the system

Various models of immersion education or content and language integrated learning were
available across the jurisdictions. It is accepted in the literature that an immersion
programme is classed as one where at least 50% of the curriculum is taught through the
medium of the target language. The best provision for minority-medium education was
available through total immersion and when options were available at early childhood care
and education level; primary, post-primary and third level as in the Basque Country in Spain
and Wales. One phase of immersion education influences the next step in ensuring
continuity and fostering high levels of motivation to participate in immersion education. Early
childhood care and education ensure an important foundation in the target language. Itis
worth paying special attention to early childhood education. The strongest models of
immersion education were seen in the areas where immersion education begins from the
age of two years in Wales and in the Basque Autonomous Community. There is a decrease
in the number of children attending immersion education at pre-school levels in some areas,
e.g., in New Zealand, as day care is not provided for children. There is Irish-medium nursery
provision in Northern Ireland where nursery schools are part of the Irish-medium primary
school. There is a network of Breton-medium nursery schools available in Brittany as in
Wales and the Basque Country. Regarding continuity to post-primary level, the importance
of providing a good choice of subjects and resources at post-primary level for those learning
through the target language emerged in Northern Ireland and New Zealand. Choices for
education through the medium of the target language at third level greatly enhance the
motivation of learners and families to choose immersion education at primary level as shown

in the Basque Country and Wales.

Different Models

It is interesting to note the other options outside immersion education provided in different
areas to promote the minority language. These models offer an option to promote the target
language. Although they do not have the same learning outcomes in the target language as
immersion programmes due to insufficient language input or opportunities for interaction, the
outcomes are much more satisfactory than programmes in which the target language is
taught as a subject only. These non-immersion programmes do not create a strong

sociolinguistic environment for speaking the minority language among staff or pupils
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because the programmes are operating as part of a larger programme which functions
through the majority language.

Examples of models provided are: the units in schools operating through the majority
language in Northern Ireland, Scotland and Finland; bilingual schools in Wales and BAC;
schools that teach less than 50% through the medium of the target language, for example, in
the case of Brittany or the optional Maori programme in New Zealand. In the absence of a
definite target language programme and where teachers have the freedom to choose the
language of instruction, practices between schools and learning outcomes vary greatly as
shown in New Zealand. Irish-medium units are a means of providing education through Irish

if the population density is not sufficiently high to establish an independent school.

The French immersion system in Canada is primarily a dual-track programme where half of
the curriculum is taught through French and half through English. In the Swedish-immersion
programme in Finland approximately half of the curriculum is taught through Swedish after
the early-immersion phase. Each language has a particular teacher, and all subjects are
taught through both languages during the course of the programme (e.g., History through
Swedish is taught in grades 5-6 and History through Finnish is taught in grades 7-9). The
third language is started early in primary school in Swedish-immersion schools in Finland,
with emphasis on multilingualism rather than bilingualism. A middle-immersion option
starting in grade 4 is also available in some states in Canada and this is a later start for
immersion. All subjects in grades 4 and 5 are studied through French except for specific
subjects such as Health and Physical Education which are taught through English. In grades
6, 7 and 8, all subjects are taught through French except Science and English. In grade 9,
the post-primary-immersion students enter the same classes as the early immersion

students. As in Finland there is a separate teacher for each language.

The trilingual schools are growing in Friesland, the Netherlands, where Dutch, Western
Frisian and English are taught, and qualification criteria are set out for these schools to
become trilingual schools. Similar to the Swedish-immersion units in Finland, emphasis is
placed on multilingualism and the use of a range of languages throughout the day. This is an
option in the Netherlands that responds to the public’s demands for the teaching of English

but also gives learners the opportunity to learn Frisian.

Teacher Education

It was clear from all areas that immersion teacher education was particularly important and

that teachers needed specialist education to operate effectively in the sector. Some of the

programmes recognised the importance of promoting teachers’ language skills in the target
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language as part of the programme as well as developing expertise in pedagogies relating to
immersion education. Different options were available in different areas for undergraduate
and postgraduate qualifications. A shortage of immersion teachers is hampering the
development of immersion education programmes in Canada and there is a shortage of

immersion teachers in many regions.

The challenge of qualifying immersion teachers in different jurisdictions has been or is being
addressed through the provision of specific initial teacher education courses, grants to
students to encourage them to undertake the courses and providing upskilling courses for
gualified teachers interested in transitioning to the immersion education system. Support
schemes are available in Wales, for example. A grant is provided to teachers who wish to
teach Welsh or teach through Welsh at post-primary level and a grant is available in initial
teacher education to study Welsh as a subject. A sabbatical year scheme — ‘Welsh in a
Year' for primary school teachers is also available to enable teachers in English-medium
schools to teach in Welsh-medium schools. Bord na Gaidhlig launched a recruitment
campaign in Scotland to recruit teachers for teaching through Gaelic. The Gabh an Cothrom
(Seize the opportunity) website is part of the marketing campaign on this issue

(www.gaelicteaching.com) and provides information for teachers who are teaching through

English but who wish to transfer to education through Scottish Gaelic. Bord na Gaidhlig
provides grants to students who study Scottish Gaelic. One of the best examples of teacher
education was for Basque where significant investment was made in full- and part-time
sabbatical periods for teachers the 1980s and 1990s through the IRALE programme. Almost
23,000 teachers were trained between 1981 and 2007. The authorities in Wales are now
following this model to reach the ambitious goals under Cymraeg 2050.

Support services available to schools and how these services are organised

There is support for immersion education in all areas at policy and curriculum level and this
is described in the body of the report. We have summarised some of the most interesting

supports relevant to the Irish-medium context here.

Language planning support

The Basque Autonomous Community has a good teacher support system and there were 18
support centres in 2019 with a subject expert. A teacher in each school has an additional
responsibility to implement a language plan for Basque and is given release time to
undertake this duty. The NOLEGA unit was part of the Department of Education and the

Ulibarri is now under the umbrella of the programme. The programme provides a range of
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supports: grants, professional development for teachers, prizes for schools for high quality
Basque events to promote Basque, and links between schools. Staff are employed to
promote a language normalisation plan in schools. The department employs a person who is
responsible for the programme, and employs a coordinator and a variety of officials. There
is a committee in each school to promote the school language plan. The school coordinator
is given release time to draw up the plan. There is evidence that the extra-curricular activities

through Basque are supporting the use of Basque in school.

Support for majority language schools to become immersion schools

Some interesting supports have been provided to the Frisian schools in the Netherlands:
native speakers voluntarily assist at pre-school level similar to language assistants in
Gaeltacht schools. A ‘Cedin Taalstiper’ or a language helper is provided from grade three
onwards. This is a person with pedagogical expertise who provides advice to teachers on
the teaching of Frisian or Frisian-medium subjects. This is an interesting approach as the
helper models lessons and the teacher gradually takes on the teaching, observed and
advised by the helper. Each school has a linguistic advisor who can support schools to
become a trilingual school (which teaches through Dutch, Frisian and English) by following a
definite and gradual process. A network of schools works together to achieve status as a
trilingual school and support is also available online. Support and guidance is provided to all
schools who wish to become a trilingual school and the government has invested in this.
Cedin consultants organise annual conferences. This approach is interesting because there

is a definite support pathway for the school to transition.

Units to design resources

Special units focus on designing facilities for schools who teach through the target language
of immersion education for example, in the BAC, the Aisaonad in Belfast and the School
Publishing House in Brittany. The importance of providing resources for the immersion
education setting is recognised in the literature. Technology facilities — apps, digital games,
digital books and language programmes are being developed in the jurisdictions. Research
on the use of technology in the immersion education setting is required. There is a strong
body of research on the potential of technology to contribute to the learning of a second

language but mainly in the context of English as a second language.

Teachers working in partnership

There is a system in some jurisdictions, e.g., Wales, through Athrawon Bro (district teachers)

where teachers act as advisors, visit schools and support teachers such as the professional
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development service for teachers (OIDE) in Ireland. A unique organisation called Association
Canadienne des Professionnels de I'lmmersion (ACPI, Canadian Association of Immersion

Teachers www.acpi.ca) supports French-immersion teachers in Canada.

Parents supporting the system

Parents are very active in supporting the immersion education system in some jurisdictions
such as Comann nam Parant in Scotland. This is a well-organised association that enables
parents to discuss educational issues and raise matters with the official authorities as a
united group with one voice if they so wish. Advisors also work for Comann nam Parant and
are trained to act as advisors to parents in their own areas. They share information on
immersion education with parents at various pre-school, school and community events, and
organise home visits as well. There is a Canadian organisation of Canadian Parents for

French (https://cpf.ca) working for French immersion education.

Other supports

In relation to supporting children to attend the immersion school a variety of supports is
provided in different areas such as: a free bus being provided for children whose parents
wish to attend a Scottish Gaelic unit.

Children from different linguistic, SEN, socio-economic backgrounds

Children from different socio-economic backgrounds are attending immersion education
programmes. It is of particular interest in some areas, e.g., students in Northern Ireland and
Maori in New Zealand, that learners from socio-economically disadvantaged backgrounds
are performing better in immersion education programmes compared to their peers who

attend regular educational programmes.

Intensive language acquisition courses are provided for children in Wales under the age of
14 who would like to attend a Welsh-medium school. The programme is suitable for
immigrants and focuses on developing language skills to enable the child to participate in the
bilingual programme. There are also intensive preparatory courses available in Finland for

immigrants who would like to attend a Swedish-medium or Finnish-medium school.

Following a review of all jurisdictions, it is clear that an inclusive approach is recommended
in immersion schools and that schools must meet the needs of each child and provide them
with the appropriate supports. Special education is dealt with in The Additional Learning
Needs Code and Regulations in Wales which came into effect in 2021 and special education

is entrusted to all stakeholders in the education system. The Ontario Ministry of Education in
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2015 set out guidance for schools to provide an inclusive system for all with a focus on the
benefits to all learners rather than the obstacles (Ontario Ministry of Education, 2015). Itis a
research-based policy and demonstrates that students with additional learning needs can
benefit from immersion education as long as they are properly supported (Genesee &
Lindholm-Leary, 2021).

Effectiveness of different state policies, planning, management, linguistic and

pedagogical practices, and support services in the various contexts

While there are official state policies in all jurisdictions supporting immersion education, state
policies in Wales would be particularly recommended. Clear plans for Welsh-medium
education are set out in Cymraeg 2050 with a target of 40% of learners receiving education
through Welsh by 2050, that is a 30% increase in participation in the next 10 years. Schools
need to be very clear about the percentage of the curriculum being taught through Welsh
and the language in which extracurricular events are organised. Schools are organised
according to three distinct categories at primary and post-primary level which clarify the
proportion of the curriculum taught through Welsh. Emphasis is also placed on contact with
parents and on the use of the language outside of the classroom (Department for Children
Education Lifelong Learning and Skills, 2007; Welsh Government, 2021). Schools can move
from one category to a stronger category of immersion education and support is provided to
the schools. Such a transition process would be recommended in the case of English-

medium schools in Ireland.

The BAC government has a legal obligation to provide schooling through Basque in all areas
as every child has a legal right to attend an education programme through Basque. Because
of this, the government has invested significantly. The number of pupils attending immersion
schools has increased dramatically as a result of the government’s policy to transition
schools from Model A to B to D (immersion models). Third level has also made considerable
efforts to ensure that students have the option of studying through Basque as well as

Spanish or bilingually.

There is also state support in Friesland in the Netherlands to support schools to become
trilingual schools and they have established definite criteria and an incremental process. If
English-medium schools are to transition to bilingual/lrish-medium schools or CLIL

programmes, comprehensive supports and appropriate investment would be required.

Finally, in terms of language rights we need to look at policies in the Basque Country and
Scotland where an immersion education provision is provided when requested by

parents/guardians. While it is stated at policy level in Ireland that Irish-medium schools
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would be provided to children where their parents/guardians wish this, it does not always

happen. If parents and children had rights, provision would need to be made.

Recommendations

Provision

It is recommended that a legal basis for every child to have the right to attend an Irish
immersion programme be established and to provide the appropriate supports and
investment.

Sufficient Irish-medium immersion schools must be provided outside of the Gaeltacht
and it has been shown that total immersion education is the most successful pedagogical
approach to achieving learners’ competence in a minority language context.

It is recommended that targets be set for the development of Irish-medium education
which are specific and measurable, and which would be implemented in accordance with
a certain timeframe as in Wales. It would be worth setting out the categories of
immersion education on a continuum of immersion education and consider a ten-year
transition plan for schools to move from one category to a stronger immersion education
category over the time provided with the appropriate supports and investment.

While content and language integrated learning (CLIL) programmes are not the same as
Irish-medium streams, they are an option to promote the acquisition of Irish and to
provide learners with more language learning opportunities. The supports provided in
Friesland and schools transitioning to trilingual schools are a good example of the kind of
support that would be required. We recommend providing comprehensive supports to

schools who wish to teach a number of subjects through Irish.

Continuity in the system and the continuum of immersion education

It is important to explore the possibilities of developing Irish-medium education at all
levels of education — in early childhood care and education, in primary, post-primary
and at third level on an island-wide basis.

Third level courses through Irish are necessary to increase the demand for Irish-medium
post-primary education and to provide other language domains where the language is
used and studied.

There is an urgent need to provide early childhood care and education through Irish to
give children an early start in immersion education and to provide a more complete
provision that would enhance family opportunities to access the system and ensure the

strongest foundation for language acquisition. Day care for children aged 0-5 through
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Irish is available in Northern Ireland. We recommend building on this model in the
Republic of Ireland.

Teacher education

Strong supports (such as grants and scholarships) are required for teachers who wish to
improve their Irish language skills in initial teacher education and as part of postgraduate
or professional development programmes.

It is recommended that a sabbatical year and periods of learning Irish be provided for
teachers in English-medium schools who are interested in working in the Irish-medium
sector.

It is recommended that support networks be provided to support teachers in the teaching

of Irish across the education sector.

Children from different linguistic, SEN, socio-economic backgrounds

Immersion education should be available to all children. It is strongly recommended that
it is ensured that appropriate supports are available to learners with SENs in Irish-
medium schools in such a way as to provide the best support for all children.
Professional development programmes are recommended for immersion teachers that
would enable them to cater for all students with SEN.

It is recommended that bilingual diagnostic tests and interventions be provided in Irish-
medium schools. We also recommend that interdisciplinary experts working with learners
in Irish-medium schools should have a good understanding of Irish and immersion
education.

It is recommended that language support be provided for children newly arrived in the
country to have the option of attending an Irish-medium school.

An awareness campaign must be put in place to publicise that immersion education is
suitable for diverse learners who include children with SEN and children from a variety of

cultural and linguistic backgrounds.

Resources and supports

The opportunity should be used to create formal co-operation between the North/South
educational organisations and work towards meeting the challenges of Irish-medium
education: resources (which include digital resources); teacher education — initial
teacher education, postgraduate education and professional development; to develop

supports for learners with SEN in the Irish-medium immersion education system.
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e The Aisaonad in Northern Ireland is doing good work in providing teaching and learning
resources for settings where lIrish is the medium of instruction. COGG provides a wide
range of facilities in the south. Further digital resources are required, language
programmes for Irish-medium schools, textbooks at post-primary level and well-being

resources in particular.

Links between schools and the community

e |tis recommended that greater emphasis be placed on contact with parents and the
community to use the Irish language outside of the school as happens in Wales and the
Basque Country.

e |t would be worth arranging a specific funding programme that links the Department of
Education, schools and community organisations which would help communities in Irish-
medium schools develop their own language plan for the promotion of the language and
make links between schools along the lines of the NOLEGA programme in the Basque
Country. The programme would similarly target the use of Irish outside of school.
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