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ERRATUM

The statements in the final paragraph of the abstract and on pages 133, 140,
143, 134, 156, and 166 about cavsal relationships between language
examination marks and other variables are 10 be undersivod as claims made
only if the apparent causal links can indeed be established and shown to go in

the assumed direction.



ABSTRACT

A poor standard of English, despiie a long history of English education in the
Pacific Isiand nations has been an issue for some years. This study aims 1o
determine whether or not literacy related skills in L1 have an effect in leamning
English as 2 second langusge successfully, which further affects overall
academic achievement among secondary school students in Fiji. It also
describes the present status of the first language (L1) among school children in
Fiji.

Research Questions: .

1. Is there a relationship between literacy related skills in L1 and successful
Engiish and academic achievement through English among students in Suva
secondary schools?

2. Do students with the literacy skills in L1 learn befter than those witheut such
skills? How does this apply to those with learning difficulties?

From 17 secondary schools in Suva, 2,092 Form Four students were chaosen
from two major ethnic groups, Fijians and Indians and divided into six groups
according to their L1 learning experience in school. Vemacular, English, and
pverall marks from the 1993 Fiji Junior Cenuficate Examination resulis were
collected from respective subjects. Analysis of variance {ANOVA) and
correlational analyses were used to determine the statistical significance of the
findings.

The two ethnic groups show a different pattern in their results. More Fijian
than Indian students are drifting away from their L1 to study in a betier ranked
school and to achieve better scademic performance. In the case of Indian
students, there is a very obvious effect of literacy related skills in 1.1 on English
performance as well as on overall academic achievernent, whereas the Fijian
students who bad L1 learning experience scored lower marks in both English
and overall academic achievemens than those who did not study 1] and thus
showed no effect of L1 learning. Correlation coefficients suggest that thereis a
statistically significant correlation between the literacy in L1 and that in L2 for
all the Indian stodents and the successful Fijian students. Correlation
coefficients also suggest that there is a statistically significant correlation
between [iteracy in L1 and overall academic achievement for all the Fijian and
Indian groups tested. Therefore the importance of L1 literacy related skills
should be reconsidered in school settings in Fiji.



3

_CHAPTER ONE: INTRODUCTION

1.1 Bachground to the Study

A number of studies (see Chapter 2.1} have shown a poor standard of English in
the Pacific region, despite a fong history of English education. Efforts which have
been made to improve teaching methods and materials have shown some effect.
Pacific students'’ problem with English as a subject as well as a medium of
instruction, however, still seems to remain. Even among the students of the
University of the South Pacific’s Foundation Program, it was peointed out, more
than half of the students needed remedial English courses {(Eliey and Thomson

1978; Fitzcharles 1983; and Deverell 1989).

While teaching at the Community College of Micronesia in the Federated States of
Micronesia, I encountered many students who were struggling with English;
especially reading and writing it, although they had fewer problems in
communicating orally. I was informed (Penny Weilbacher, chair of the English
Department, the Community College of Micronesia, personal communication) that
reading skills were especialy low among all the language skills,; some of the

students at the College had as low as a Grade Five reading level, which makes one



wonder why the situation is 50 bad, after half a century of an American Education

system in English since the end of World War Two. B

In Fiji, I have noticed similar problems among students at the University of the
South Pacific. Is this, as speculated by some, because of the "oral tradition™ of the
Pacific islanders, the underdeveloped sate of their first language, its
inappropriateness for the educational use becanse of lack of standardisation, or lack
of materials i the local settings? A number of studies have been done to search for
reasons for the English level in this region being low and to determine what exactly
the problems are. H s high time to investigate this problem from a different
perspective rather than from the perspective of teachers training or the revision of

teaching materials.

Results of the Fiji Junior Certificate Examination (taken at Form 4; Year 10} for
1986 showed a great improvement with a pass rate of 79% (7007 students),
compared to that of 56% in 1982. In spite of increasing pass rates, however, it is .
reported that a number of students leave school at this stage without completing
Form 5 and 6 (Years 11 and 12). An officer from the Ministry of Education was
reported as saying that one of the main reagsons for this was that parents were not
able to pay their secondary school fees or meet other costs for the students'
education needs at the Form Five and Six levels (Fiji Times, May 1, 1990 quoted in

Latukefu, 1991}, It is reported (Baba, Cokanasiga, and Caballes, 1992} that the



pass rate of Fiji students for the New Zealand School Certificate for the same year
{1985) was 40.1% (3335 students) and for the New Zealand University Entrance
Examination 32.7% (1384 students). Srudents take these examinations at Forms §
and 6 regpectively (Both are New Zealand-based external examinations
administered for Fiji students in Fiji). When we compare the results of these three
exams, it is very clear that there is a great gap berween achievernent of external
examinations at the end of Forms 4, 5 and 6. It may be the difficulty of the grades
norm set for upper secondary levels that is so different from that of Form 4, which
would suggest that the reason for high dropout rate after Form 4 may lie
somewhere else rather than with financial problems students' parents face, This big
gap of achievernent between Form Four and higher levels was recently reported
again in the Fji Tomes (May 13, 1994). This report suggests that less than twenty
percent of those who passed Fiji Junior Certificate Examinations passed Fiji School
Leaving Certificate given at the end of Form Six, and that less than five percent of
them completed Form Seven successfully. This means that less than one percent of
those who completed Form Four successfully achieved Form Seven level. Anather
. article from the Fiji Times (March 25, 1994) reports that the failure rate for Fij
sudents studying in Australia is estimated at 20 to 30 per cent: only 26 students out
of 38 completed their courses last year (most of them are under some kind of
schofarship). The same article points out that the failure rate for Pacific students in
Australia were the highest among all the ethnic groups there; three times more than

that of students from other countries, which include countries where English is



taught only as a subject or a foreign Janguage and students have limited exposure 1o

the language.

In exploring the reading difficulties of second language learners in Fiji, Elley
reparted (1984} the results of several studies All the studies indicate disturbingly
fow reading ability ammong students in Fiji, not oniy af priroary levels but as high as
university foundation level (first year). After six years of primary school instruction,
a large number of pupils are reading with insufficient competence to cope with the
expected reading tasks of the classroom. Throughout high school the problem
becomes more serious, despite a severe dropout rate and a series of selective
examinations. By the tirne they reach university, the surviving students are still
struggling with what must be largely meaningless English prose in their texts and
reading assignments (Elley, 1984: 285). These problems are far too serious to be

ignored.

In 2 study of the relationship between English proficiency and academic
achievement for the Unjversity of the South Pacific Foundation students, Deverell
(1989) suggests that zbout 100 science and 100 social science students start each
foundation year with Jess than a 50% chance of passing in ten subjects because of
lack of proficiency in English (for example, 136 science students, 51% out of 267,

and 117 social science students, 68% out of 173 for 198%). For those students, the
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imposing of extra remediat English classes makes an already demanding work load

nearty impossible.

It is worthwhile studying the Book Flood Projects conducted in 1980 (Elley, 1983),
in searching for the answer to the question. What can help them to learn better?
The result showed that an experimental group who had exposure to a rich variety
of high-interest and well-illustrated books improved their reading and listening skills
significantly better than a coritrol group. Tt aiso showed that their writing ability had
markedly improved. The effectiveness and the desired leaming outcomes of this
method called the “Shared-Book Experience” used in this project is further
supported by Pillal. He is of the opinion that this method promotes (1} motivation,
{2} oppornumity for learning, and (3} increased exposure fo the language to be
mastered (Pillai 1991: 11), and is thus effective. He also reminds teachers of the
importance of the underlying psycholinguistic mechanisms that are operative in

penerating these desired results.

Elley found through the projects he had been involved in, that there was a sirnilarity
in the language growth of L1 md L2 users (1984: 297). Reading seems
undoubtedly to be one of the most important factors which may enhance successful
Ianguage learning; in L1 as well as L2, The fact that the Tate Oral English language
course has been used for almost all classrooms in Grade 1 through Grade 6 in the

South Pacific, in which speech is primary and reading and writing are secondary



since it is based on the Audio-lingual method (Elley, 1981; Mangubhai, 1982}, may
have contributed 1o the smdents' poor sbility in reading. What if children should be
introduced to reading in English earlier? Beiter still, if children should build a good
reading habit in the language they are most familiar with when they are younger.
Would it help them even more to form good reading habits in English and thus help

them eventually 1o learn better through English instruction?

There is no doubt that proficiency in English is a way to a better life in Fiji and
many other Pacific Island nations, which makes #t even more important and
prestigious than their L1s for many people in some respects. It is, however, time to
think about the effect that sudents® L1, a strong/primary language which they are
the most familiar with, could possibly have on their successfill learning in English. It
is the typical pattern in the South Pacific for children to arrive at school with a good
oral cormmand of their mother tongue but little or no cotmmand of English (Elley,
1981), It is the same for many children in Fiji. K is also typical that Fijian and Hindi
spealding children, especially in cities today can read and write in English but not in
their own native language (Milner, 1981). Why should one waste one's

strong/primary fanguage and let it be replaced with a new language?
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1.2 Statement of the Problem

Most children in Fiji acquire their mother tongue at home before they start their first
vear in primary school Many of them face & new language, English, which is used
a5 a sole medium or one of the media of instruction even in their first year of
primary education without regard to their prior linguistic experience. Thus they are
forced to learn in English whether they readity understand the language or not with

littie opportunity to develop literacy skills in thear L1 at school

The purposes of this stady are to investigate 1} whether or not reading and writing
skifls in L1, a student’s strong language, have an offect on their learning English as
a second language successfully, 2) whether they further affect overall acadernic
performance among students in Kiji, due to English being the language of
instruction, and 3) whether the level of effect of L1 on learning L2 is greater among

students with learning difficulties than hormal students.
1.3 How Vernaculars Have Been Trested in Education

The status of vernaculars in Fiji education has ups and downs in its history, In the
early days of the history of Fiji education, an institution was established to frain
pastor-teachers, \and its currichum in 1865 included Composition, Reading,

Writing, History, Arithmetic, Geography, and Theology but no English at that



stage. I1 is worth noting that the missionary James Calvert supported the curriculum

saying.

while it mary be desirable io teach some the Englivh language, the
sfety and greatest good of the peaple will be secured by books
prepared, and instruction given, in theiy own fongue (Williams

1870, cited in Geraghty, 1984).

Education “in their own tongue™, however, was slowly changing with the English
language emerging as a popular choice in the early 1900°s, by which time the racial
composition of Fiji had greatly changed becanse of the Indian labourers brought
over to Fiji. i is interesting to note that Catholic schools were gaining a reputation
for education with beter quality not only because they had highly qualified and
dedicated staff but also because it was they who first introduced English into the
cwrrieulum for Fijians duting this period of time. This still seems to be the way the
people of Fiji accept Catholic schools today. Despite the introduction of English
which had proven popular, serious consideration was seldomn given to the view that
the medium of ingtruction be anything other than the students’ mother tongue, Thus
by the 1920’s, quite a rumber of textbooks in various subjects became available in

Fijian.



In 1929 the Government Jooked 10 New Zealand 1o fill the shomage of 1eachers and
accepted the New Zealand govermment’s recommendation imposed on Fiji that
English be used as a medium of instruction (Whitehead 1981, cited in Geraghty
1984). Thus a drastic change, in the name of “English Education”, took place as the
government accepted the influx of teachers and administrators from New Zealand,
where the Maori language was onoe_nearly extinct with their children having been
taught only in English. There was a need for Fiji's two major races to have a
common language 1o communicate, and this language policy in Education did not
change even after Fiji gained independence in 1970, After this change in 1929,
many schools began to prohibit the use of vernaculars at all times within the school
compound. This practice i5 still observed at present especially in some multi racial
schools in the urban centres where English is nsed as the sole medium of instruction
even in the first year of primary school. One of the significant outcome of this
change was that 2 new generation of teachers educated through this language
policy believed not only that Fijian was inberently a poor language but also that its
maintenance was detrimental to national progress, and that they simply could not
cope with teaching in a vernacular which they were not trained in (Geraghty, 1984).
A Stephens, a New Zealand educationist, stated in his report that all schools should
use English at all times as a medium of instruction, but he allowed the vernaculars
to be used in primary school for practical reasons (Whitehead 1981, cited in
Geraghty 1984}, This, however, did not basically change the status of the English

language in Fiji education even efter independence.



1.4 The Langnage Learning Sitwation in Fiji

The general picture of the language situation in education in the South Pacific is
painted by Mangubhai (1982): Most of the schools in the South Pacific except in
Vanuatu, the Solomon lslands, and Papua New Guinea begin by using a vernacular
language as the medium of instruction for the first three years, during which English
is Jewrned as a subject. By Grade Four, there is a switch to English as the medium
of instruction, and thereafter the vernacular language becomes a subject in the

school curriculum, although it is not necessarily a compulsory subject.

To have a clearer view regarding the language situation in Fiji schools, opinions
were sought from Ms. Davunivuka, an officer at the Curriculum Development Unit
(CDU). According to her (personal conversation), vermacular languages are used as
the medium of instruction for the first two years of primary education except at a
handfidl of sehobls such as Intemnational School and other English schools which
were originally set up to cater for European chiliren, where Enplish is the oniy
medium of mstruction right from the beginning of primary schooling. In schools
where vernacular languages are used as the medium of instruction, English is
introduced as a subject in the first year of primary school, mainly as "oral English”
for thirty minﬁtes a day for the first year, and reading and writing in English are
introduced for 75 minutes a day in the second year. Textbooks used in all the levels

at all schools, however, are written in English. So are handouts prepared by class

e



teachers even in the first two grades in primary school. This implies that written
language used in school is only English even when vernacular languages dre
supposed to be the media of instruction. From the third year onward, all the
subjects are taught in English except vernacular languages which are taught as a
compulsery subject up to Eighth year. Though teachers are supposed to teach in
Englich after third year by regulation, it seems to be the usual practice that they
switch to vernacular languages to explain the subject matter, i they ses that
students are not responding as expecied. In practice, the language used in the

classroom is entirely left to the individual teacher.

Actual teaching situations, however, seem to be quite differemt from what was
described by the CDU officer. To find out how much English and vernacular
languages are used in actual teaching situations, four primary schools of each type;
‘Indian’, ‘Fifian’, ‘*Government’, and ‘English® schools (see the following
paragraphs} in Suva were visited. Classes One to Thres were observed in each
school. What was observed is that there does not seem to be a consisient language
policy enforced by the Ministry of Education, as far as languages taught at primary
schoals are concemed, about how and for how long vermnacuiars should be taught
(restricted to Fijian and Hindi in this research), whether to teach them at all, or

about how and when to introduce English.



1 Government school {Classes One to Six)

Student population: 49% Fijians, 49% Indians, and 2% others

Teachers. Two Fijians and four Indians

English is used as the medmm of tnstruction in the first year, wbi];e Fijian
and Fiindi are taught as subjects. Non-Fijians and non-Indian students are to
smdy on their own during vernacular periods. Observations and comments:
The Class one teacher (Indian) sometimes used vernacular to some Indian
studerrts for instructions as well as explanations during the class. The Class
Two teacher (Fijian) has the same tendency in Fijian. The Class Three
teacher (Indian) seldom used Hindi, though he claims he wishes to speak
Hindi more often to his Indian students because he feels that vernacular is

important.

2. Indian school {Classes One to Eight), nin by Gujarati Committes
Student population; 80%: Indians, 13% Fijians, and 2% others
Teachers: 16 Indians and two Fijians
English and Hindi are used as the media of instruction in the first year; there
is no clear cut manner as to which subject is to be tauglt in one language
and which in the other, and supposedly only English is used from the

second year onward.
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Hind: is taught as a subject (non-Indian stedents can join the Hindi class bur
are not tested in it or otherwise they study on their own during vemacular
periods).

Observations and comments: The Class One teacher (Indian)

says that she actuatly speals both vernacular languages (Hindi/Fijian) much
less than 50% of class hours. She feels she should speak more English to
her students, because English is more important 1o them. Of the two Class
Two teachers (both Indians), one wtill uses Hindi for a substantial
percentage of class hours, whereas the other teacher seldom uses
vemacular bu! uses English even during the vermacular hours for
instructions such as "Sit down", "Page fifteen”, and "Good " It seems to her
so natural to use English that she probably does not realise she is speaking
English and not Hindi, while the other teacher speaks Engplish with a rather
heavy Indian accent and it seems she feels more comfortable with her Hindi.
The Class Three teachers use no vernacylar at all to the class as a whole,

except for individual explanations to a few wealeer students

3. Fyjian school (Classes One to Eight), run by Fijian Committee
Student population: 100% Fijians
Teachers: 18 Fijians
English and Fijian are used as the media of instruction in the first year; there

15 no clear cut manner as to which subjects are to be taught in one language



and which in the other, and supposedly only English is used from the
second year. Fijian is taught as a subject (Fijian lessons in this school are
much more impressive than in other schools observed),

Observations and comments. Unlike teachers in other schools, the Class
Two and Three teachers use a significant amount of Fijian during the class
hours. They switch languages fSom one sentence 10 the next between
Engiish and Fijian. All the teachers have quite heavy Fijian accents and

seamn to feel more comfortable with Fijian,

4. English school (Classes One to Six), run by Government

Student population: 90% Fijians, 954 Indians, and 1% others

Teachers: 20 Fijians, three Indians, and one Rotuman

English is used as the medium of instruction from the first year, while no
vernacular is taught. Observations and comments: No verngcular was heard
at any level, All the teachers (Roruman for Class One, Fijians for Classes
Two and Three) speak very good English with litle accent, and seem to be
better trained and more confident in teaching in general, Students including
those in Class One express themselves in English and behave so much
better than those in offier schools. The Class Two teacher (Fijian) claims
that she feels much more comfortable and competent in English and uses
English all the dime except on some occasions in class, though she

sometimes gives a key word in Fijian when introducing a new concept. She
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scolds them in Fijian because she feels il is more effective. Beside the
quality of teachers, this school is much better equipped in many ways: It has
a hall and a swimming pool An Australian teacher is specially employed by
the parents and teachers' association to teach music and remedial reading
(for 6 ~ 7 students & class). They use textbooks from the USA, Australia,
and New Zealand. According to the head teacher the American
mathematics textbook they use introduces new concepts in a much more
logical order than jocally produced textbooks. They follow a different
cumiculum from other local schools and practise "balanced education”,

inchuding activities such as outings by bus, and club activities.

Common to all four schools are that textbooks and exercise books used by students
are all written in English, and that rote-leaming is a common teaching meihod
applied by many teachers regardless of the type of school and the medium of
instruction. Students were often asked to recite a riyme and they did it well.

Al the teachers regardiess of their ethric background or school emphasised that
Enplish was imporntant for students' survival, further education, and a betier chance
for & job, and that #t was prestigious too, Some teachers expressed a wish to teach
it the vernacular, because it is important. They seem to think, however, that it is
wrong not to teach them as much Engiish and as early as possible. Another
common attitude is that teaching vernacular should be done at home and that they

should stick to English a1 school. There seems to be some confusion between




‘teaching vernaculars” and “teaching a subject through vemnaculars™ among the
teachers. Quite a number of teachers claim that teaching in the vernacular is
unthinkable because nowadays “everything is done in English™. They think it would
be very difficult if they had to teach every subject in vernscular and that they just
cannot go back to the old days. Quite a few teachers commented on parems’
attitudes, saying that paremts would pull their children out if the school failed to
teach English in the early stages of leamming. This attinide certainty influences a head
teacher's decision about when to introduce Engiish. The officer from the CDU
expressed a similar opinion, saying that English was a very prestigious language,
and there would not be any major change in language policy In education in Fiji in

the near funre.

As for the difficulties students may face, all the teachers are quite optimistic. All say
that students {in the city) are quite exposed to English before they come to school
because firstly most of the students had been to kindergarten where English had
been introduced and used as a main medium, secondly they live in a multi-racial
environment where people use English as a common language, and thirdly they
watch TV. They claim that even those who are not used to English can soon "pick
up" English within six to eight weeks. According to one of the teachers, children
reply in vernacular when they are questioned in English in the first term, but by the
seeond term cornes ti;ey reply in English even when they are spoken to in the

vernacular, Many of the students obviously feel more comfortable with English at


singh_al
Pencil


least in the school environment, although it does not always mean they can express
_ themselves fluently and correctly. Surprisinglyv quite a nurmber of students think that
English is not so difficult, “because they use many English words (loaned words)
within their vernacular languages when spoken at home™, though these students’
English is not necessarily good. A! the same time some students said that English

was difficult, although they did not seem to be sk.v.:;r students,

From observing classes, it is probably reasonable to say that studemts are
responding properdy and promptly to instructions such as "Come here.", “Open
your book to page thirty.", "Write the answers on the board.”, and so on. When
they act as a proup especially, you may think that everybody understands
instructions well. When observed closely, however, you may find only & handfil, or
maybe close to one third of a olass, in a better class, are responding to more
complicated questions. Asked about the standard of Enplish among students
compared to that of native speakers of the same age, one of the teachers {Class
Three) comments that writing may be behind but speaking, listening, and reading
are okay, It was observed, however, that students had problems reading words
such as "seven", “arms”, and "heavy" in class three. In another school, when a Class
Two teacher asked students simple questions, their replies were either just a nod, or
at most a few words, The teacher, however, was abviously quite satisfied, and

thought that they did quite well. Did they? '



1.5 Purpose of the Study

In several countries such as the United States and Canada it has been a practice to
make use of children’s mother tongues to a large extent to teach those who have a
fimited proficiency in the dominant language of these nations. This is to quite an
extem left out in Fiji education and many other Pacific Island nations. Tt should be
noted that the use of mother tongues in Fiji education has been left out not because
peaple in Fiii regard their languages less important or Jess useful Tt is rather
because many of them use the languages at home, and therefore they think that they
can maintain them by that way, and also because it is not considered necessary to
improve the level of vemacular languages since they are not used in higher
education, People in Fiji even seem to think that languages develop by themselves

without formal learning and without literacy.

Very few studies have been conducted to evaluate the existing education sysiem in
terms of language policy. After visiting several schools in Suva and Lautoka and
talking to teachers in both primary and secondary schools 1 feel that the existing
education system through English medium, except for the first few terms of primary
education, which is given partiatly in L1s in only some schools, has been based on
the assumption that the Jonger a child is exposed to English, the greater proficiency
she or he can acquire in the end, There has been no question about this assumption

at all in anybody's mind: decision makers, educationists, teachers, parents and even
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most of students themseives Taking “the longer and the more, the beter” for
granted, few have even come around to the idea that there may be serious
deficiencies in this system which students may suffer from, and thus no alternative

way has been sought.

Quite number of studies have been conducted to evalvate “students’ levels in
English’” and academic attainment (or dropout rate) by both local and overseas
investigators, as though high levels in English were the uftimate goals everyone
should reach. These smdies disclosed probiems in English such as reading levels,
vocabulary, and the difficulties of leaming science and mathematics in English.
Whatever results and conclusions were reached, all the studies pointed ow that
students” level of English has to be improved to attain better reading skills, to cope
with academic work, to achieve higher education or even to get a better job which
will iead them ta a better life; at least this seems to be how people regard where
English language stands in society. Nabody may deny the importance of English as
long as the present systerm exists where every external exanﬁnﬁtic;n is conducted in
English, and vernacular languages are no better than optional subjects. Thus the
policy has been adopted that more exposure to English should be given 1o smdents.
English should be introduced as early as possible in primary schools even at the cost
of vernacular languages, children’s stronger languages; and vernacular usage in
school compounds is prohibited and even punished, because the authorities believe

that students will centainly attain higher proficiency in English this way. Some



parents have even switched from vernacular to English to talk to their children at
home, so that they have more exposure to English and therefore g chance of

achieving higher proficiency.

11 may be true that English is important and there is a need to improve the standard
of Engiish, especially because that is the only literacy most students have.
MNonetheless rather than stariing teaching English eariier at the cost of L1 and
assuming that LI will develop without formal education, or rather than making
excuses that vernaculars are not suitable languages in which to teach science and
modern technology, # is time o consider carefully what mother tongue

development could do to improve the leaming of Fiji's L2, English.

In this study I aim:

1. to establish how L1s and English are perceived and treated by people in a
particular society,

2. 1o investigate the importance of developing and maintaining students’ vernacular
languages, arx

3. to demonstrate that acquiring injtial literacy in L1 will eventually lead chiidren in
Fiji to the betier chance of acquiring higher proficiency in English and better

acadernic achievement thanh those without initial literacy in L1.

1
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1.6 Research Questions and Hypotheses

1. Is there a relationship between proficiency in L1 with a focus on reading and
writing and successful English achievernent and academic achievement through

Englisk among students in Suva secondary schools?

a. If students have leamed reading and writing skills in their first language
before they stant leaming English as a second language at school, they learn
English better, compared to those who do not bave any reading and writing

skills in their first language.

b. If students have icamed reading and writing skills in their first language
before they start learning English as a second language at school, their
overall academic achievement which is carried out it English at school is
better, compared to those who do not heve any reading and writing skills in

their first language.

2. Do smudents with the literacy skills in L1 learn better than those without such

skills? How does this apply to those with Jearning difficulties?

a. Literacy skills in L1 have a stronger effect on L2 learning for those who

have learning difficulties.

T
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b. Literacy skills in L1 have a stronger effect on cverall academic

achievernent for those who have learning difficulties.

This study will not attempt to compare English achievernent, nor academic
achievement cross-ethmically. The study wilt be limited to Fijian and Indian students
from schools in Suva and surmounding area, therefore the findings are not to be
applied to students of the other ethmic groups nor those from niral areas.
Socioeconomic status is not controlled in selecting the subjects; subjects are
selected from all the population in Suva city, thus the result does not apply to a

particular social group in Fiji.

1.7 Definition of Terms

HOME LANGUAGE: Home language is the language a child learns first in the
heme environment. It is usually used for communication among the family members
and closely related people &t home as well as in informal situations, Home language
for Filian students is a variety of Fijian, which may be Standard Fiiian. (Some
varieties of Fijlan are quite different from Standard or Bauan Fijian) Home
language for Indian students is Fiji Hindi, known locally as “Fiji Baat”, which is
different from Standard Hindi. Besides Fiji Hindi, there are many other languages

used in Indian homes in Fiji such as Hindustani, Tamil, Gujarati, and others, but
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they are spoken by a very small number compared to Fiji Hindi In this study,

however, Indian subjects are restnicted to those who speak Fiji Hindi a1 home.

FIRST LANGUAGE (L1): In this study, L1 refers to the ethnic language 4 student
learns at school, used as the medium of mstruction as an early part of primary
education and a subject later on. A stadent’s L1 may or may not be his/her home
language. In this srady L1 for Fijian students is Standard Fijian and for Indian
students it is Standard Hindi. Varieties of Fijian from Western Vitilevu are said to
be quite different from Bauan. In the Capital city area, Bauan is said to be used in
more than eighty per cent of Fijian homes due to mixed martiage and the high
status of the Bauan language, according to one of the Fijian Head Teachers.
Geraghty states {1984) that Standard Fijian mog resembles the Fijian of the coastal
southeast Vitilevu area, where the Capital city is located. As for the difference
between Fiji Hindi and Standard Hindi, many Indian teachers who teach Standard
Hindi in ptimary schools claim that they are mutually imtelligible and students can
understand Standard Hindi without formal education though they may not express
themselves in that language. Hindi script is lmown to be complicated, but if is
congidered by many teachers that it should pot be too difficult if students have 2
pood foundation in their early years of primary school. Some students in this study
hed their first year or so of primary education in their L1 as a medium of education
with English being joinily used, and continved studying their 1.1 as a subject after

their medium of instruction had changed solely {0 English at the later part of Class



One or at Class Two. The others did not have any formal education in their L1 in

schaol.

SECOND LANGUAGE (L2). L2 is English in this study. Somg students learn
their L2 as a subject as well as the medium of instruction in the first year of primary
school; a part of their classes is conducted in their L1 for the most of their first year,
and Jater (in the second year for most of the students) solely in English. The others
start their first year of primary education solely in their L2 without regard for their
prior experience with English. In most cases a student’s home language which is
more or less closely related to his or her L1 has been learned by the time a student

starts learning 1.2 in primary school at the age of six.

VERNACULAR: Vernacular in this study refers to L1, strictly in an educational
and school setting, that is, the medium of instruction in early primary education as

well as the subject.

ACADEMIC ACHIEVEMENT: Academic achievement in this study refers to the
overall marks in the 1993 Fiji Junior Certificate (FIC) Examination, which consists
of six subjects, a compulsory core of four subjects (English, Mmaﬁcs, Basic
Science, and Social Science) and two optional subjects which can be chosen from
subjects ‘such as languages (Fijian and Hindi included), Economic Studies,

Accounting, Agricultural Science, and others. Each of them carries a hundred



marks, which leads 10 the total of a possible 600 marks, with 50%, or 300 marks,
being considered a pass. Most of the students are required to teke three optionat
subjects besides four core subjects, and the rwo best subjects out of three are

countted as far as optional subjects are concerned.

1.8 Significance of the Study

It is hoped that this study will provide answers to some of the guestions that
linguists as well as educationists have concerning the standard of English and

academic achievement in schools in Fiji and the Pacific.

1t s alse hoped that this study will
{1) discover whether those students who have Jonger leaming experience in 1.1
seore higher marks in English and the overall of FIC than those who have little or
o formal L1 learning experience, and this will be true for each ethnic group,

(2) show if fiteracy in L} has a positive relationship with that in 1.2,

(3) provide guidefines for the Ministry of Education to decide if ten years of
learning vernaculars as a subject are sufficient for building L§ lLiteracy,

{4) show if literacy in L1 plays a tnore important role for those students with some
learning difficulties,

(5) promote the sense of importance of L1 Giterdcy among students, parents, and

teachers as well as society in general,
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{6) provide a basis Tor reconsideration of the effect of L1 on students' Engfish

proficiency and overall academic achievement in school



CHAPTER TWOQ: REVIEW OF THE RELATED

LITERATURE

2.1 The Standard of English in Fiji Schools

The general picture of the language situation in education in the South Pacific
is painted by Mangubhai {(1982). Most of the schools in the South Pacific
except those in Vanuatu, the Solomon islands, New Caledonia, and Papua MNew
Guinea use a vemacular language as the medium of instruction for the first
three years, during which English is Jeamed as a subject. By Grade Four, there
is a switch to English as the medium of instruction, and thereafter the
vernacular langpages become subjects in the school curriculum, although they
are not necessarily compulsory subjects, while English assumes a greater
importance educationally. In major cities such as Suva and Lautoka, however,
it was observed as mentioned in the previous chapter that many students faced
English as the instructional language at the very beginning of primary school
regardiess of their previous experience with English, without the efficiency of

this medium of instruction ever being questioned in the Fiji educational system.
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Children in Fiji stand 1o gain considerably from an improvement in their
English, especially because achieving 2 higher education can only be gained
through successful achievement in English. Without success in a series of
external examinations conducted entirely in English, there is no way up the
social ladder. Those high school students who have experienced difficulties
with English seem to be the ones who are forced to drop out. Thus, English
has been a centre of concern and there has been so much emphasis on teaching

English as though it is to replace students' L] at a younger age in Fiji.

The first external examination students face is the Fiji Intermediate
Examination conducted at the end of sixth grade in pritnary school. To cater
for this examination, many teachers as well s parents seem to feel that
following the government rule under which English is used as the medium of
instruction only after half way through a primary school, is not good enough. It
is felt that they need more than three years to master Bnglish, so the trend is to
ask why not start English education at the first year of primary school or even
carlier in the kindergarten so that children can learn English better and faster.

The big question is, however, is this realty working?

A mamber of studies have raised some questions about the standard of English
as well as the academic achievement among studenis in Fiji, but they have not

resulted in any change in the language policy in education. On the contrary, the
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studies have made evervhody believe children need even more time to master
English and thus have resulted in an earlier introduction of English As a result

it has become more difficult to develop and maintain students’ L1

After conducting a series of surveys into English reading levels among Fiji
students at varous levels, Elley (1980a: 1) concluded that the standard of
reading, “in relmion 1o expecied siandmds, and in relation jo certain other
countries”, was not high at any jevel. This was especially so outside of the main
cities, where many pupils could not read sufficiently well to cope with school
work. If students do not have the ability to read textbooks, it naturally affects
their success in high school and university education, Elley and Mangubhai
{1979) administered a standardised reading comprehension test to Class Six
pupils in 54 randomly selected schools in 1977, Although the readability of the
passage used for the test was actually a level lower than that of texabooks used
by Class Six, the result shows that more than 25 % of the subjects, mostly in
rural areas, scored so low that it indicates that they practically did not read
English, while students in Suvs were found to be most proficient. A follow-up
test to an above-average group, then Class Seven, from the 1977 survey was
administered by Elley (1979, quoted in Elley 1980a) with passages being
selected from the early pages of Class Seven iexibooks. The mean score fc;nr
this above-average group was 13.81 (34.5%) out of 40, therefore it seems

likety that a large number of Class Seven students were not learning much out




N

of their textbooks, which are supposed o be a resource for learning. The
National Class Six Norming Project was conducted, and a locally produced
standardised test in English reading comprehension, listening comprehension,
and vacabulary was administered in 5¢ schools in 1979 (Elley and Achal, 1979,
quoted in Elley 1980a). The result comfirmed the previous findings about
reading levels, whereaz the result of listening and vocabulary showed the
expected norms, A study {Stamp et al, 1979, quoted in Elley 1980a) using
cloze tests of passages, which were selected from students® textbooks in Forms
Two and Three Science, Social Science, and industrial Arts, indicates more
serious problems for higher levels of students. The means obtained from typical

Fiji students were all disturbingly low, berween 20 and 26%.

Comparison with results in other nations may give us a better idea about the
level of English among students in Fiji. Elley and Reid (1969, quoted in Elley
1980a) selected a sample of Form One (Grade 7) students who are above the
national average in a reading test and administered the “Progress Achievement
Test of Reading Comprehension” which was developed and normed in New
Zzaland. The achievement of the Fiji Form One (Grade 7) students, judging
from the New Zealand norms, suggests thet their reading leve] was equivalent
to that of Class Four to Class Five Mew Zealand pupils. If Fiji students
cominue to learn at the same pace, we can imagine that this gap will be even

~ greater when they go to higher levels. Elley states (1980a: 4) “Throughour high
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school the problem becomes mare serious. desprie g severe drop-oni rate and
a series of “selective examinations”. Many principals from Suva secondary
schools expressed similar opinions: the higher the level at which students were
studying, especially after Form Four, the greater difficulties they had with
academic work. In fact the pass rates in cach external examination may be an
obvious indication of the difficuities faced by students; 80.7% for the 1984 Fiji
Eighth Year Examination (taken at the end of Class Eight), 79% for the 1986
Fiji Junior Certificate Examination {taken at the end of Form Four), 40.1% for
the 1986 New Zealand School Certificate Examination (taken al the end of
Form Five), and 32.7% for the 1936 New Zealand University Entrance
Examination {taken at the end of Form Six) (Ministry of Education Annual
Report, 1986 and Parliament of Fiji Paper No. 40, 1988, quoted in Latukefu
1991). High language proficiency per se is a necessary although not a sufficient
condition for high academic performance. When students” English achtevement

is low, we may foresee problems for them with academic work.

Furthermore, a number of studies were done on English proficiency and the
academic achievement af the foundation level at the University of the South
Pacific, covering twetve Pacific nations (Elley and Thomson, 1978; Fitzcharles,
1983, 1984; Deverell, 1989). The findings are rather disturbing. Elley and
Thomson (1978) compared the results of 2 survey in which all the foundation

students were given the Progressive Achievement Tests prepared by the New



Zealand Council for Education Research, in the three skills of reading
comprehension, general vocabulary, and listening comptehensien with the
norms for New Zealand high school stdents, They claim that srudents have to
have a reading level 10 in order te read and understand the kind of language
used in university textbooks, and yet the result shows only 12% of USP
Foundation students scored af the level of 10, and 41% at the level 9 with
which they can read simpler universmty texes. The remaining 47% scored a
lower level than expected and 13 of them actvally scored at the Level 6, two
levels below that of a typical Form Three text, after twelve years of exposure
to English. As for the result of the vocabulary test, 8% scored at the Level 10,
which means that they know the meanings of between 9000 and 10,000 of the
most common 10,000 words in English. Thirty three per cemt scored at the
Level 9, and 9% the lowest level, 6. This means that in 1978 average
foundation students had a vocabulary of three quarters of the most commaoniy
used 10,000 words in English (the Level 8), which is equivalent to that of the
average third form students in Mew Zealand or Australia. The result of listening
comprehension tests reveals that the average Jevel fell in the middie of Level 7,
which is below the acceptable level Elley concluded that nearly half of the
UJSP Foundation students tested fell at Level 8 or below in each skill and thus

they had considerable difficulties with the English language.
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Fitzcharles {1984) analyses resuts of the Proficiency in  English Measure
(P-E.M.), which is designed to identify students with serious deficiencies in
English, The P E.M. consists of four sub-tests; science~oriented vocabulary test
and science-oriented reading comprehension test for science and medical
students, social science-oriented vocabulary test and social science-oriented
reading comprehension test for social science students, and in addition general
vocabulary test and grammar and usage test for ail students. Twenty per cent of
Fiji students fel) below the mean and were found to be week in at least two
sub-tests, although they bad been Jearning English for twelve years and had no
berter literacy in any other languages. Fitzcharles also attempted to find out the
relationship between English proficiency and academic success among the USP
Foundation swudents by using the result of the P EM. examination given in
1983 and the overali z-scores for Semester 1 results for that year. He found that
the correlation coefficient was 489 among the Social Science students and
409 among those of the Science group, which is considered significant. Thus
he concluded that there was a definite relationship between P.EM. scores and
z-scores, although he noted it did not necessarily imply that lack of English
proficiency is a cause of lower overall z-scores. An example he quoted as one
very anomalous score is worth noting: one science student bad a PEM. score
of 72, which is very high, and an overall z-score of -3.10. This clearly suggests

that good English proﬁci\ency does not guarantee a good academic
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performance. Without it, however, students would have definitely much iess

chance for success,

Deverell conducted a similar survey by using PEM. in 1989. According to
expectancy iables drawn up based on the scores of students tested from 1984
to 1987 using the . EM. score as predictor and the number of courses passed
in the foundation programme as the criterion variable, science students need a
score of 70 - 74 in the PEM. 1o have a 57% chance of scoring 10 passes,
while social science students peed 3 P.EM. score of 65 10 69 to have a 53%
chance of scoring 10 passes in the foundation programme, Between 1986 and
1988, the number of Fiji students who scored below 65 in the PEM., which
was used as the cul-off point to select students for remedial classes, was 282
{50.4%}) in the science course and 250 {58.8%) in the social science course.
This indicates that more than half of Fiji foundation students at the USP are “at

risk™.

Sources available outside Fiji describe z simitar problem with Fiji srudents”
academic performance in Australia (Australian International Development
Assistance Bureau, 1991; and Lockwood, 1993). Lockwood recorded 27%
failure rate for the undergraduate level, 14% for the Master’s level, and 4% for
the Ph.D jevel among all the Fiji students who received Australian government

scholarships between 1985 and 1993, while.the failure rate amounts 1o 34%,
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14%, and 4% respectively for the overall siatistics which include students from
Papua New (Guinea (PNG) and Pacific Island countries (PICs). Of those from
PNG and PICs who successfully completed courses between January 1990 and
June 1993, 61% of them were provided with extensions of time to complete a
Bachelor’s course, 45% & Graduate Diploma course, and 42% a Master's
course; 33% in all. The report pointed out wezk academic preparation,
particularly in science and mathematics, and weak study skills as seen
commonly amongst PNG and PIC students. It especially emphasised academic
problems associated with poor English language comprehension, diffculties in
grasping concepts in English, and weak writing skills es problems of PNG and
PIC students. It believes that a solution to poor academic performance is to
improve quality and universality of primary and secondary schooling in PNG
and PICs. The Australian International Development Assistance Bureau
(AIDAB) (1991} reported that of 231 Fiji stwdents who had received
scholarships from ATDAB between 1974 and 1989, 144 had completed their
terms successfully, while 87 (37,7%), which is 2 significant figure, had failed to

do so.

Johnstone, the Director of South Pacific Board for Educational Assessment,
however, stressed {personal conversation) social and cultural factors rather
than academic related problems as contributing to the students’ failure. 1t is

worth noting examples quoted by him of a student with high English
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proficiency and academic potential who failed, while a student with marginal
Potential managed to complete a course successfully. These examples clearly
suggest the possible causes of failure among Pacific students are far more

complex thar language proficiency and academic potential alone.

It is interesting that in fact the Australian review is the only one which suggests
the social and cultural difference as @ cause of poor academic performance.
Most of the studies done Jocally (Moag and Moag, 1977; Muralidhar, 1991,
and Naidi, 1984) point out the need of “more English” to improve academic
achievement among students in Fiji. Naidv (1984) compared the cloze test
results in mathematics at Class Six to Form Three levels at schooils from town
and villege areas. For the Class Six level, he found that about 84% of students
from village schools and 45% of students from a town school scored below
30%, experiencing severe problems of comprehending their textbooks. To
explain why students from town areas did better than those from villages, one
of the reasons he pointed out was that parents of those from town were more
literate than those of village students and that parents of town students
frequently used the Engiish language at home, as though speaking English a1
home was absolutely the right thing to do for their children. Any other possibie
reasons to explain why the town students did better, other than that they were

exposed to “more English™, were not mentioned by the author,
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Talking of a lower standard of English and academic achievement, some would
claim that students in Fiji could not help having a lower standard of English
compared to those at the respective age groups in other countries such as New
Zealand and Australia, because English is a second language to Fiji students
(Elley, 1980a). Elley (1983. 56) explains “in mast of the islands' educarion
systems i the Souwth Pocific, English is learned as a second language, usually
after literacy has firsi been acquired in the vernaculars. Thus, after Class 3
(8-vear-olds), English is the language of the school.” We should remember,
however, that English is usually the only written language that many students
are exposed 1o after going through the Fiji education sysiem, and that it is the
only language which enables students to gain education; even primary
education. Knowing that they seldom have any other literacy, it is frightening
that the few who have made it to university are still baving so many problems
with English, especially in reading. I so, how could these who have had to
drop out half way through the Fiji school system maintain reasonable literacy in
English, while their literacy in L} had never been given a chance to be

developed?

Voices among the local educators (Muralidhar, 1921, Subramani, 1978) may
indicate the direction in which Fiji should be heading. Muralidbar (1991)
describes the ;;mblems faced by Fiji secondary school students in leaming basic

science. In this he especially emphasises the importance of commurication

e e
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between a teacher and students 8s an important facior in promoting the
understanding of schence, in contrast to rote memorisation, a common teaching
method in Fiji schools. Having observed classes, he pointed out that teachers
were so preoccupied with the “correcr” answers with the “righ™ terms and the
“proper” definitions, that very few tried to understand or discuss how students
arrived at a particular answer. Students were not generally encouraged to
express their ideas freely. One of the suggestions he made to improve the
situation is to encourage students to speak in their mother tongue (Hindi or
Fijian) when they do activities or discuss questions in group, and he came
across only on¢ teacher doing this in his classroom. Subramam (1978)
expressed the predicament of “a modern Fijian” by quoting a play entitled, “/

native ne more™

I don't enjoy tafking Fijian, because those of us who can only
speak in Fijian aren't interested in the sort of topics I'm
interested in. I have to discuss them in English, bt those who
love speaking in English don’t enjoy conversing with me. My
English is not reafly up fo it (Nacola, 1576, quoted in

Subramani 1978:140),

“T* in the play is, according to Subramani, cut off from traditional rural roots

and was unsure of his identity. An assistant principal of a 100% Fijian high
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school in the Suva area where a Fijian language and culwral class is
compulsory for all the swdents, complained about studenis from English
schools with litle or no Fijian langnage class not knowing how to behave in 2
Fijian way nor how to spesk the proper Fijian language. Thus, the Fiji school
systemn may be contributing te producing two types of people for each ethnic

group according to the language environment adopted
1.2 Bilingual Edueation

The Fiji education is similar to 2 “submersion” program, the system often seen l
in the United States in the past, in which students, mainly minority language
children who migrated to the United States, were forced to assimilate mto the
American dominant language and cultural group. They were thrown into 2
monolingual English language stream after a few years of Engfish learning as a
second language or a transitional bilingual education, whether they were ready
for it or not. Fiji is no doubt a multi-fingual nation, where pecple are expected
to be at least bilingual so that they can communicate cross-ethnically or have a
better chance of employment. The most typical pattern of Fiji bilingualism is a
variety of vernacular which is learnt before a child starts schooling and used at
home with English as L2 which is Jearnt at schoof and used on more formal
occasions. Surprisingly, however, Fiji practises only minimally bilingual

education. It should be noted that under the Fiji school system in which
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bilingual education is not offerad. a child’s home language, his or her strong
language, is neglected and given no chance to be developed nor maintained,
except for the early few terms of primary education. Most people agree with
the need to be bilingual, but the same people deny themselves and their children
an opportunity to develop their mother tongues, saying that they know (how to

speak and understand) Hindi or Fijian, and that it is encugh.

Children in many parts of the world start schooling in a language other than
their own, English in many cases, just like the majority of Fiji children. In many
cases they have to learn to cope with L2 to achieve higher education like in Fiji.
What is different in Fiji from many of those countries where they have some
sort of bilingual education to develop both of the languages, is that children in
Fiji, especially those in major cities, are taught only in L2, English. Even carly
stages in primary school are not quite *hilmgual education’ in a strict sense; it is
very similar to what is described by Bianco (1990) about the Samoan education
systern, in which the Samoan language is used 10 translate what is said in
English. On the other hand children in bilingoal education systems are taught in
L2 as well as in their mother tongue as the media of instruction, and these
children are reported to do berter in most cases than those educated mainly or
only in L2, This study atiemnpts to articulate what Fiji children miss out by not
developing their L1 and what Fiji can Jearn from other societies. There are

several successful cases where children learned a second language better than in
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a methed traditionally believed to work better. Looking into how other
societies cope with this difficult task of teaching and learning a second

langnage successfully mighi do a great deal for children in Fiji,

2.2.1 Types of Bilingual Education

Fishman (1979) describes four broad categories of bilingual education
programs; (1) Transitional Bilingualism, (2) Monoliterate Bilingualism, (3)
Partial Bilingualism, and (4) Full Bilingualism. These are based on four types of
community and school objectives with focus on the development and
mainienance of a student’s mother tongue. He emphasises the importance of
distinguishing these four from English-as-a-second-language programs under
which no instruction in a student’s mother tongue is included as a part of the

program,

2.2.1.1 Transitional Bilingual

1n this kind of program a mother tongue is used in the early grades so a student
learns subject matter until his or her proficiency in L2 is developed so it alone
can be used as a medium of instruction. Such programs do not provide an
opportunity to continue improving students” mother tongue, and therefore their

2oals are chviously not fluency and literacy in both languages, These programs
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do not give any consideration to long-term institutional development and
support of the mother fongue, and thus may, consciously or unconsciously,

contribute 1o ¢ language shift in the long rur.

2.2.1.2 Monoliterate Bilingualism

Programs of this type aim at the development in both languages for aural-oral
skills, but only concern themselves with literacy skills in L2. The development
of literacy m L1 is not considered, and 1.2 may thus not contribute to
facilitating the child’s use of the language in comunction with work more
generally. This approach is intermediate in orientation between language shift
and lsnguage maintenance. The societal effect may be placed on language
maintenance in the short run, It may, however, very well lead to language shift
when students are exposed to the importance of literacy, especially in urban

areas. Fishman points out that:

Obviousty the intellectual imbalance between English literacy
and mother tongue illiteracy poses o difficult situation for miy
langnage-mainienance-orierited comnnmity, particularfy if it is

exposed to occupational mobility through English (L2} (14),

3
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2.2.1.3 Partial Bilingualism

This kind of program seeks literacy in both languages, but the mother tongue is
often restricted 1o the social sciences and literature, but is not used in science
and mathematics. What this impiies is that if cne wishes to be a part of
economic or technological activities, one has 10 learn L2, the language related

to science rnd technology.

1.2.1.4 Full Bilingualism

Under this program students are to develop all skills in both languages in all
domains. Both languages are used as the media of instruction for all subjects.
This program is clearly directed at deveioping and maintaining students’ L1 and
12 equally to facilitate balanced bilinguals who think and feel in either of two
languages independently, which is considered ideal linguistically and

psychologically.
2,2.2 Additive and Subtractive Bilingualism
The Fiji education system is similar to the first two bilingual programs

described abave in.terms of the status and importance given to a child’s mother

tongue, although the society in which the child lives is different from the one
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terms the resulting form of bilingualism “subtractive bilingualism™. There is
even a danger that among these minority children proficiency in both languages
is likely to be less well developed than among native speakers of each language.
Although under this circumstance children’s communicative skills in their L2
may appear t0 be native-like after being exposed to the language for sometime,
they tend to experience academic difficulties (quoted in Cummins 1984: 106-
7). Lambert further argues that subtractive bilingualism may also be
accompanied by subtractive biculturalism to the extent that the minority group
feel threatened with their culture being slowly taken over by the culture of the
dominant language group, since the language and the culture of the group are
inseparable (quoted in Genesee 1977: 153). Taylor argues that “threats to
ethnic identity” may affect the motivation balance for becoming bilingual

(quoted in Genesee 1977: 153).

On the other hand, children of a majority group of a society are believed to
achieve what Lambert terms “additive bilingualism”, by gaining another
language of their society without danger of their L1 being replaced by L2, since
their L1 is a dominant and prestigious language in their society. Nakajima
(1990: 12) claims that the knowledge these children gain through studying in
their L2 can be transferred to their knowledge in L1, A large majority of
studies report that children have cognitive advantages associated with

bilingualism especiaily when they attain additive bilingualism; high level of
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proficiency i both languages. In a circumstance, however, in which a mother
tongue is a weak language of a society (less usefu! and Jess prestigious), it may
be eventually replaced by L2 even though L2 may not be fully developed with
their communicative skills appearing to be native-like, but without academic
skills reaching their grade norm. Under this circumstance, a child may end up
having neither language developed fully and he or she could end up with having
no language to do abstract thinking in (Nakajima 1990}, which may cause

serious learning difficuities.

Lambert generallty holds a positive attitude towards bilingualism, but be also

states {1972: 152):

It is not possible fo siate from the present study whether the
more intelligeni child became bilingual or whether bilingualism
aided his intellectual developmeni, but here is ho question
abowr ithe Jact that he is superior imellectually (to a

monolingnal).

Lambert’s statement above makes us think about a risk we may have to take; if
a child is not intelligent encugh, there might be a possibility that he or she may
fail 10 become a successful bilingual, or even a monolingtial with native-like

proficiency. Hakuta (1986a: 133) also raised a similar question to us; “many
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stedies paitrt the picture of optimism for children's capacity to learn a second
language, but how represeniative are these children? ""Nakajima adds that & is
extremely difficult for & child to maintain and develop his or her mother tongue
in a certain environment if it is a weaker language with less social status and
usefulness in a society (1990: 12). What if & child’s L2, English in Fiji, 15
fossilised in a state of interlanguage without being fully deveioped, while his or
her primary langnage has been graduaily replaced by the second language even
in the home environment, which appears to be taking place in some homes in
Fiji? Cummins claitns that proficiency in L1 declines more rapidly than L2

proficiency is developed {1984; 106).

Searle, a lecturer at the Lautoka Teachers College, commented on a increasing
number of students dropping out of primary school because of learning
difficulties (Fiji Times November 11, 1994). In this article, she stated that Fiji
had too many students with learning difficulties in mainstream schools; there
were over 120 slow learners from the roll of 600 at a certain primary school,
and the country would definitely face a lot of problems if that were to be the
average national figure. One of her students desoribed the problsms of these
slow learners, saying that she was shocked 10 find that Class 7 students in a
special remedial class were unable to read (it did not state in what language,
but it was assumed in English). The same student in her teaching practice came

across S, another slow learner at a school for the handicapped; S was sent to
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this school when she was in Class 3 because she could not learn to read or
write (it did not state in what language, but it was assumed in English). These
two cases were described as learning disabilities by people wheo deal with
education, but were they really having learning disabilities or language
difficulties? Without a proficiency in a language, nobody could read or write,

and without the ability 10 read and write nobody could learn.

Explaining what makes bilingual education more successful, MNakajima (1990}
emphasises the usage of students” L1 as one of the instructional languiages.

Nakajima claims that how much a child’s mother tongue has been developed
and how two languages are regarded in a society determine the effect of
bilingualism in a process of a child’s mental development, (11-12). One of the
effective methods suggested for kindergarten and 6 years of primary education
is to start kindergarten and first two years of primary education in Language A
gradually 10 include lessons in Language B, and eventually to have (essons in
both languages for an equal amount of time toward the end of primary
education. She claims that this works well especially i Language B is the
‘strong’ langusge and Language A is the ‘weak’ language in that society.
JTapanese children in the United States, for example, will catch up with English
even if’ they start learning it a few years later, if only they build a solid
foundation of the Japanes‘e language in the first few years of primary school,

since Japanese is the ‘weak’ and English is the ‘strong’ language in American
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society. By having a solid foundation of Japanese, these children gain another
language without losing their Japanese language. Through French Immersion
Programs in which Anglo-Canadian children had initial education exclusively in
French, Lambert (1972) emphasised that priority for early schooling should be
given to the language(s) which are least likely to be otherwise developed or
most likely to be neglected. Unlike Anglo-Canadians, however, French-
Canadians, being 2 minerity in Canada, have reason to fear a loss of their
language since English is regarded as a more important language, while
relatively low status is attached to French in North America. Lambert suggests
for French-Canadian children, thai an alternative would be to start a pre-
kindergarten program at age of 4 with half day in French and half day in
English taught by two different teachers who present themselves zs
monolinguals through the end of kindergarten. It should also be noted that
emphasis in any kind of bilingual programs should be placed on the language

used as vehicles for academic content rather than on teaching language(s) as

lahguages.

In the Fiji education system, which is the ‘strong’ language and which is the

‘weak” language, English or vernacular?
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2.2.3 Advantage of Using L1 as a Medium of Instruction
A number of studies support teaching children in L1 in their initial education.

The 1951 UNESCO Report states:

It is erciomatic that the best medivm for teaching a child is his
mother longue. Pyychologically, it is the system of meaningful
signs that In his mind works eutomatically jor expression and
understanding. Sociologically, it is a means of identification
among the members of the commmity to which he belongs.
Educationaily, he learns more quickly through it than through
an unfamiliar linguistic medium (Unesco 1968, quoted in

Fasold, 1984; 293).

Cummins and Swain maintain that “concepts are best learned in the language
with which the situdent I':S most famifiar. Once learned, concepts can easily be
mansferred from one language 1o another. The student needs only o acquire
the new label” (1986, quoted in Bianco, 1990: 47). Bianca {ibid.} points out
that a student who acquires a concept related to school subjects in the local
vemacul.a: will have that concept available for use in the target language once
the pecessary labels are acquired, which can be at a later stage of school

education,
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This idea is supported by Lee (1980}, commenting on the advantage of having
reading skills in L} before learning English, L2 in the Pacific setting. He
emphasises that fluent reading in a known language makes it easier to learn
another language. “Using the known as a means towards learning the

undmown  could be more effective than we ever expected (Lee 1980: 25) .

Furthermore, there is a possibility that a certain concept may not even exist in
their L1. The researcher was once told the experience of a former director of
the Community College of Micronesia, when he conducted an elementary
accounting seminar for people dealing with small scale business in six major
iglands in Micronesia. He emphasised the fact that many of them could not
differentiate betweon income and profit; to them the concept of income and

that of profit were identical,

Similarly some studies done in Micronesia support the view that conceptual
differences pose deep problems in understanding the Western ideas which go
along with the introduction of Engiish language. Gomes, conducting "An
Executive Workshop on Macroeconomics and the FSM (the Federated States
of Micronesia) Economy" for the FSM Government officials, presents as an
exampie that profit incentive did not influence the economic behaviour of the
farmers in Pohnpei State, FSM, by pointing out that the production of pepper

went down by 33 percent and the acreage under cultivetion went down by 16
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percent between 1935 and 1988, while the price of pepper has increased by 110
percent for the same period (1990: 8). Regional research equaily points out that
traditional cultural systems are so radically different that they do not blend
particularly well with the adopted foreign economic systems (Carroli, Perin,
Womack, and Kern, 1990: 1}). One other example from a textbook locally
written for Micronesiens who have been experiencing the difficuli transition
from subsistence to commercial agriculture expresses a similar cencern that
people want success and want to paricipate in “the new ways", but
unfortunately they quite simply do not know how to go abount it, in spite of this
desire (Kern and Womack, 1990). These examples should make the point very
clear that they are actually not exactly language problems but much deeper and
more serious than those probtems. The adopted foreign economic systems, a
completely new idea and a new value system, are after afl what people want ag
well as need to folly vnderstand in order to do well in this region, even if they
like it or not. When & child hes to learn a concept which may be completely
alien to him or her, it is common sense to assume that the L1 which he or she is
the most familiar with definitely helps him‘her learn it better than a new
language does. Other concepts may be available in L1 but they can be radically
different in basis in L2. Time, for example, is measured in crop roaturity and
availability of certain species of fish in many areas close to the equator,
wher‘eas it is often measured in seasons in the temperate zone, which may be

something the child has not experienced nor can easily relate himseif or herself
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to. Segal presents the Theory of Tdentical Elements in his textbook used o

train Micronesian elementary school teachers:

Evidence indicales thai learning is @ matter of adding onto the
Jmowledge one already has. When presented with new material
io fearn the siudent searches for similavities 1o what he already
kmows. Therefore, if a teacher plans io presert new material
and begins with those Jactors which are most sinvilar, even
identical, ro what the student already kvows - learning will be

Jacilitated (1989 22),

He also emphasises the importance of introducing new learning material first at
the concrete level, then the semi-concrete, the semi-abstract, and finally the
abstract. He gives an example of presenting addition first by physically
arranging small objects such as shells or stones {two shells + two shells = four
" shells) and at last by using the symbols {2 + 2 = 4), which is the abstract level
the child needs to reach eventually {ibid.. 21). By teaching a new concept in &
new language, a teacher may be jumping into the final stage without going

through the first three.

Wong Fillmore {1992) states convincingly that when students learn a second

language in which they are to be educated while they have already learned their
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first language and continue to use it with some people in some settings, it helps
them cope with their academic tasks better if they have a deeper language
background in their first language; reading and writing skills. Otherwise they
may not only be unable to cope with academic work in their second language
but also become semi-lingua! without either language being proficient enough

to achieve & high educational Jevel.

Similarly, many studies have cote to the conclusion that it is advisable to
adopt 2 native-language approach with non-native-speaking children at least
during the primary grades, so their native language and culiure can become
firmly rooted (Padille and Long, 1969 quoted in Lambert, 1977; Peal and
Lambert, 1962 quoted in Lambert, 1977, and (enesee, 1977} and that
linguistic minority groups need assurance that the home language will be given
a strong reading and writing base before or along with the introduction of the
national/dominant language. Fijians and Indians are not “linguistic minority
groups” in Fiji. Nevertheless, their vernacular languages are freated as though
they are less useful and Jess prestigious jn the field of education, just like those
languages of linguistic minority groups in North America, while English in Fiji
and many other Pacific island nations is treated as more usefid and more
prestigious like the national/dominant langvage in North America. Lambert
points out that there may be a danger of linguistic minority children’s L1 being

gradually replaced by the dominant and more prestigious language, unless
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literacy in their first language is strongly supported. This kind of bilingualism is
termed "subtracfive bilingual" by Lambert (quoted in Cummins, 1984) There is
even a danger that among these children proficiency in both languages is likety

10 be less well developed than among native speakers of each language.

Sorneone who speaks a language well has not necessarily learned the language
sufficiently to cope with school work. To have a casual conversation may not
require high language proficiency levels, but quite obviously he/she needs to
have good langnege proficiency, which includes reading and writing skills to
meet the tasks required in school, B is pointed out clearly by Lambert (quoted
in Cummins, 1984) the fact that someons is capable of communicating well

orally does not mean he or she is ready for academic performance in school.

Hakuta (1986a) states that there is a distinctive difference betwesn
“contextualised language skill® and *decontextualised language skill”. The
former refers to the ability to control the skills associated with face to face
conversation effectively, allowing for litle advance planning, which
corresponds to Cummins’ basic interpersonal communicative skills (BICS),
while the latter refers to the ability to provide a coherent, comprehensible,
informationally adequate account without signals from an interlocut-or, which
corresporids to Cununins® cognitive/academic language proficiency (CALP)

(Hakuta 1986a: 135). There is evidence, though limited, that suggests these
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two language skills develop relatively independenily and that a child who is a
skilled conversationalist in a contextualised language task is not necessarily

good at academic tasks which required a different set of skills , and vice versa,

There are studies indicating that # took immigrant students who arrived in
Canada at age 6-7 or later between 5 and 7 years to attain grade norms in
English academic skills, which is much longer than it rakes students to reach
communicative L2 skills (Cummins, 1984), It appears to be supported that
many minority students acquire a relatively high proficiency in English
communicative skills within about two years of exposure to English. There is
evidence from research, however, that communicative 1.2 skills are not strongly
related to academic L2 skills. Teachers and educationists as well as education
planners should bear in tmind that students are not necessarily ready for
academic work in English as the medium of instruction which requires the
decontextualised language skill (Hakuta 1986s), just because they start
speaking it fluently. If so, it may explain why & large number of students in Fiji
who are able to understand and speak English fluently face some problems with
their academic tasks although they may appear 1o be ready academically after
so many vears of instruction in English, as studenis themselves admil that they
“are out of their depth in coping with English as a second language” (Elley,

1984: 285),
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Goodman, Goodman, and Flores (1978) quote both studies which support use
of L1 in initial reading and studies which indicate that reading in L2 can be
easily switched to reading in L1 withour instrucsion. They agree that literacy in
L1 is easier. They, however, draw attention to the peint that the set of socio-
educational factors that surround the school complicate research on this topic

They point out the foliowing factors:

I. The rradition of literacy in the home language and English.
What is there 1o read in the home lmmguage? To what extent are
adulis literate in the home langnage? How do they view literacy
in the home language?

2. The community attitude ioward literacy in English, Is
Hiteracy in English a prime purpose for sending children 1o
school?

3. The ovailability of teachers amd resources. Are there
teackers who are Herate in the home language and competent
to feach literacy in it?

4. Other factors in the commuwnity. What are other social,
pofitical, economical, and educational dynamics in the
communily which influence attitudes and functional uses of
fiteracy in efther !a:;grrage? {Goodman, Goodman, and Flores

1978 19-20)

e
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Answers to these guestions in a socic-cultural context in Fiji are mixed to a
different degree in Fijian and Hindi languages. There is still 2 need to study
what makes the Fiji setting different from other sertings in deciding whether use

of L1 in initial literacy can work in Fiji, even if it may not work as expected.

One of the assumptions which have dominated curricular suggestions in

bitingual fiteracy programs is guoted by Goodman, Goodman, and Flores:

before children can fearn to read they must have oral
proficiency in the language to be read (Goodman, Goodman,

and Flores 1978: 21-22}.

This naturally sugpests that children should be taught either to read first in their
L1 or that they must have oral command of English before they are introduced
to reading in English. They also quote the statements which were made by

advocates of this assumption (21):

Teaching English as a second language should definitely begin
with oral language development. Reading should not be taught
af @l wyntil they have aitgined sufficient command of oral
fanguage including comprehension skills (dfills et. al, 1977:

16).
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Before bilnrgual children can learn 1o read English, they must
be able to understand and speak it effectively. Freguentiy,
teachers push childven into reading before they can wnderstand

English well and speak it fluendly (Ching, 1976: 4).

What Goodman, Geodmen, and Flores (1978) found in their experience is
encouraging: development of literacy in English would be easier for those who
were already literate in another language than for those who were not literate in
any language af all, and forther their proficiency in English wouid be speeded
up as a result of their rapid progress in becoming literate in English. This seems
to suggest the way Fiji children should follow to get the best results from their

language leaming experience in education.
2,2.4 Importance of Development and Maintenance of L1

The interdependence principle proposed by Cummins is defined as:
To the exient that instruction in Lx is effective in promoting
proficiency in Lx, transfer of this proficiency to Ly will cccur
provided there is adequate ex;vo.wre ro Ly (either in school or
environments) and adequate motivation o learn Ly (1981b,

quoted in Curmmins 1984; 143).
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This suggests that L1 struction which develops L1 reading skills is not just
developing L1 skills, it is also developing a deeper conceprual and linguistic
proficiency that is strongly related to the development of L2 literacy and
general academic skills (1980, 1984). He claims that there is an underlying
cognitive/academic proficiency which is common across languages, although
two languages spoken by a child are clearly separate. Cognitive/academic
language proficiency (CALP) in L1 and L2 are manifestations of the same
underlying dimension, and thus previous learning of literacy-related functions
of L1 will have a strong correlation to future learning of these functions in L2
(Cummins 1980). He instances conceptual knowledge as the most obvious
example; an immigrant child with the concept of “honesty” in his or her
language only has to acquire a new label in L2 for an already-existing concept,
while a chil¢ without this prior experience in his or her language has a very
different, and more difficult, task to acquire the concept as well as a word to go
along with it in L2 (Cummins 1984: 144). Therefore the use of L1 a5 a medium
of instruction for all or part of the school day should not be regarded as loss in

the development of academic skills in L2 (Cummins 1983).

Mainstreaming programs, in which there is no or little support from the home
language, Jead to a situation where a child does not acquire the linguistic skills
fo meet either reading or writing for their grade norms in any language

(Skutnabb-Kangas and Toukomaza 1976, quoted in McLaughlin 1985).



When school does not provide the opportunity to use L1 at an age-appropriate
ievel, a child’s tanguage proficiency in L1 declines. At the same time, the
child’s knowledge of L2 is not often a1 an age-appropriate level, which leads a
child to be semilingual. Cummins states that proficiency in L1 declines more
rapidly than their L2 deveiops (1984: 106). According to the study by Kangas
ang Toukomaa {1976, quoted in McLaughlin 1985: 32), some immigrant
children in Sweden lag up to four years behind their monolingual counterpans
in starddardised language tests in both languages. Swedish lariguage shelter
programs, which provide extended instruction in L1 and gradually introduce
1.2, are to provide enough support to L1 so that there will be no decline in
proficiency and hence a child does not go chrough the stage of semilingualism
with “ii5 attendemt negative consequences to academic achievemeni”

(McLaughlin 1985: 32).

Okamura-Bichard (1985) examined the relationship between Japanese students’
skill levels in Japanese and English, and the relative strength between the
mother tongue and the second language, when the subjects, 48 six graders, had
attended school in Japan for at least one academic year, had been in the United
States for at least one academic vear, and had attended the same Japanese
weekend school throughout their residence in the U.8. The literacy skills both
in English and‘]apanese were tested, and the subjects were divided imo four

groups depending on whether their scores for English and Japanese were above
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or below each mean. Of 48, 13 were ‘high” in both languages, 14 were “high’
in Japanese and ‘low’ in English, i1 were “Jow’ in Japanese but ‘high” in
English, and 10 were ‘low’ in both tanguages. This indicates that 43.8% of the
subjeces, low in Japanese, shows a possibility of becoming subtractive bilinguals
if they stay in the .S, for a longer period. Twenty percent of them, Jow in both
languages, may face a fate of becoming semilinguals. Studies reveal that
Japanese children, retorning from some years” overseas residence, face a wide
range of linguistic, cultural, and educaiional readjustments cansed mainly by
considerable regression in their mother tongue skills as opposed to having

successfully acquired a second language.

Examining the relationship between the level of preficiency children attain in
both languages and their cognitive and scademic development, Curimins

formulated the “Threshold Hypothesis™

There may be a threshold level of linguistic competence which
a bilingual child must atinin both in order to ovoid cognitive
deficits and to allow the potentially beneficial aspecis of
becoming bilingual to influence his cognitive functioning

{1976, quoted in Cummins 1984: 107).
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This would suggest that linguistic minonty groups need assurance that L1 wifl
he given a strong reading and writing base before or along with the
introduction of national or dominant languages. Otherwise a child may become
a subtractive rather than an additive bilingual. This has been experienced by
many minority chjldreﬁ and there is even a danger that one becomes semilingual
without being fully competent in either language. The study of Japanese
children studying overseas (Makano 1978, quoted in Okamura-Bichard 1985:
74) indicates that the years of schooling in Japan greatly affect the degree of
regression in their mother tongue skills. This suggests a possibility that a child
needs to have a critical level of mother tongue skills in order to maintain the

language after being exposed to a second language.

1.3 How Can the Best Possible Proficiency in L2 Be Acquired?

Bearing in mind that there is a great disparity in the pattern of language
learning and development among individuals even under relatively uniform
circumstances, we still need to look into the Ffactors which possibly help
children become additive rather than subtractive bilinguals. I would like to
teview some studies suggesting what factors can contribute towards children’s

successful bilingual development.
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2.3.1 French immersion Program

Lambert studied two groups of English-Canadian children (1972) who had
their mstruction exclusively in French for Kindergarten and Grade 1, and then,
from Grades 2 through 3 mainly in French with two hatf-hour daily periods of
English Language Arts. The study shows that students of the experimental
group’s reading ability, listening comprehension, and the knowledge of
concepts in English were all at the same level as those of the English cortrol
group. As for their proficiency in French compared to the French control
group, their listening comprehension was comparable to that of the comtrols,
and their knowledgé of complex French concepts was as good as that of the
French controls at the Grade 4 level. Their productive skills as well as the
ability of decoding in French was, however, noticeably inferior to those of the

French control group.

This study sugpests thet they were able to transfer the knowledge, such as
mathematics skdlls, acquired exchusively through French to English. In this
program, however, students could have improved the decoding ability if they
had had interaction with French students; this program practically provided no

interaction between two language groups.
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2.3.2 The San Diego Spanish-English Language Immersion Program

This program involved on a voluniary basts approximately 60% Spanish L1 and
40% English L1 students who predominantly had instruction in Spanish, a
weaker language of a society, for the first 5 years of education (from pre-
school through Grade 3), after which half the lessons were conducted through
the medium of each language. Twenty minutes per day of English instruction
was given at pre-school level, 30 minutes at kindergarten to grade 1, and 60
minutes at grades 2-3. According to the project evaluation, although students
in this program showed a lag behind grade norms in both Spanish and English
reading skills earlier on, by the end of elementary school (after eight years of
instruction in the bilingual environment) they were performing sbove grade
norms in both languages. Both native-English speaking project students and
native-Spanish speaking project students eventually exceed the English norms
of those in the regular elementary schocls and of those in the regular English-
only instructional pr.ograms respectively, though they are not exposed to
English reading and writing as early as those in the other respective streams. In
addition, Spanish speaking smdents developed their native-language skills, and

thus acquired additive bilingualism.
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This program highlights the length of time neceded to produce additive
bilinguals. Ji also suggests that having native speakers of English within the
same program may be of great help for Spamsb-speaking students to learn the
English language better, and vice verss, which distinguishes the program from

Canadian French immersion programs.

2.3.3 Second Language Programs in Sweden

In Sweden the National Board of Education adopted the official policy that the
goal of bilingual education for minority language children was “a paraflel
command of both languages and instruction in a child’s first language has been

required by law since 1977 (guoted in McLaughlin 1985: 30).

McLaughlin states that the “mainstream + home language” model which
mcludes 2 to 5 hours home language instruction per week is the most prevalent
in Sweden. Unfike the “mainstream + home language” model and a
“mainstream” model which includes no home language instruction,
“composite’” and “language shefter” models include the use of L1 not only 25 a
subject but also as & medium of instruction. Table 2.1 shows the proportion af
time spent in each educational model. In comparison between the fatter two
models, he raised a question on whether it is bet to begin 1.2 only when L1 is

“fully” developed. This is one of the greatest concerns of those who are
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nvolved in L2 teaching. Special attention should be given 10 the results of the
comparison between the two models. The result of the study {Lofgren and
Ouvinen-Birgerstam 1980, quoted in McLaughtin 1985: 35-6) indicates that the
Finnish-speaking children in a “composite” model were equal on tests of
Finnish language skills a1 grade 3, when compared 1o the Finnish-speaking
children in a “language shekter” model. The former were, however, about one
standard deviation below the average when compared to Fimnish children in
Finland. There was no difference between the project children and Swedish
children in Swedish language skills and in other subjects. Meclaughlin
cotcludes that this research suggests that instruction in L1 is important, bt
that bilingua! education is possible even from the beginning of schooling, and
that such a policy leads to successful acquisition of L2. One other thing to be
noted is that “composite” classes consist of an equal number of Swedish

students and students who speak a common mincrity language.

Table 2.1. Proponiion of Time Spent in the Bome Language in Different Educational Models

Model
Grade Mainstrearn  Mainstream +  Composite Language
Home Shelter
Langiage
1 % 5.15% 60% 100%
2 0 5-15 40 100
3 0 5-15 30 95
4 L] 5-15 15 T0-90
5 ] £-15 15 50
[ 0 5-15 15 20-30
7 0 5-15 bilingual 1]
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2,3.4 The European Schools

Beardsmore and Kohls studied how chiidren acquired multilingual proficiency
in the Buropean Schools (There are § schools in Belgium, Netherlands,
Luxemburg, ltaly, Germany, and England.) where more than two languages are
used as the medium of instruction and students are expecied to become
proficient in more than two languages. In European Schools, they try to
guarantee mother tongue and cultural maintenance, which differs greatly from
schools in Western Europe and Nosth America where minarity students’
primary language is often denied or ignored in edycation by a primarily
monolingval, cccasionally bilingual, education system. In European Schools,
children have to choose ao L2 known as a “vehicular language”, from English,
French, and Gertan, which serves both as a medium of instruction and as a

lingna france for inter-pupil contact.

Beardsmore and Swain compared levels of attainment in French as an L2
among 13 year olds in Canadian immersion programs with 4,500 bowrs
instruction in French and 13+ vear olds in an European School in Brussels with
1,300 hours instruction (1985, quoted in Beardsmore and Kohls 1988:253-7).
The results are striking; students in Canadian immersion programs scored 14.8

for reading comprehension, 14.95 for listening comprehension, and 19.9 for
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cloze, whereas students in the Buropean School scored 14.6, 188, and 222

respectively.

Beardsmore and Kohls point out that the research indicates the most significant
difference between the two populations relate te the pupils’ self-motnvated use
of the L2, The systern makes i necessary for students in the European School
to use their L2, lingua franca, to communicate with their peers since they a:.e
from different linguistic backgrounds. On the other hand, studems in the
immersion program, coming from homogeneous English-speaking
backgrounds, have ne need to use their L2 to interact with their peers, which is
beyond the control of school. Housen and Beardsmore (1987, quoted in
Beardsmore and Kohls 1988: 256) also emphasise the self-initiated use of L2
outside the classroom to inieract, parficulatly with peers as a successful factor
to promote language competence, which they claim outweighed attitudinal and
motivational inclination in determining language profisiency. French for the
students in the European School is also the language of the out-of-school
environment, whereas the English-speaking children in Canada live in the
linguistically homogenecus English-speaking environment, where there is no

need for a lingus franca.

The two populations are aiso different in terms of the availability of mative

speakers in the communication at peer group level, there are significant
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numbers of native speakers of the L2 in the European School of Brussels,
whereasthere are no native speakers available for peer-group interaction in the
immersion program. This is true for the out-oftschool enviromments as well,
Wong Fillmore describes Seiinker, Swain, and Dumas’s study of fossilising
interlanguage forms seen in the speech of children in the Canadian immersion
programs (1975, quoted in Wong Fillmore 1992 50). Their analysis is that the
children were fearning French from teachers, but also from one another without
peer native speakers of French available. Swain and her colleagues, too, point
out that the only native speaker lavel French they heard is the languege their
teachers used in class (quoted in Wong Fillmore 1992 50). It is also pointed
out thet in the majority of immersion programs the proportion of time devoted
to instruction of the language as a subject is smaller than that of the Enropean
School. In the Buropean School setting, students seem to have the best of
everything; classroom instruction in L2, naturalistic settings, need, motivation,

and an opportusity ko practice it.

(r the Ewropean School} everybody has to use o weaker
loviguage at some time so that no feelings of superiority or
inferiority are generated over linguistic inadeguacies. Use of
the target kaiguage is immediarely rewarding as it is hecessary

Jor establishing friendship circles. The orgamised mixing of



native and non-native speakers makes negotiation in a common

lingua franca nawralistic (Beardsmore and Kohls 1988 258).

Environments in the European School may make students feel that language
learning is not that difficult after all, Furthermore they are encouraged by the
system as well as teachers both in and outside classroom to maintain both their
L1 and L2, and an opportunity to practice them is readily available. It seems to
me that feeling equal to peers is a fundamental factor to make it possible to
build up a positive attitude towards language learning, which gives a child a

good start,

2.4 Where Fiji Education Stands

The langvage policy adopted in the Fiji Educational System is not even
bilingual education except in the first few terms of primary schools, in which
teaching L1, students’ stronger languages, is completely neglected, simply
because very few worry about the regression of the mother tongue as long as
they are using it at home. In most of the cases L1 seems 1o be supplanted by
L2, English, as the sole medium of instruction by the end of Grade One in many
urban primary schools if not right at the beginning of primary schools, though it
does not necessarily mean either that children are obmpetent in L2 or that

teachers do not use L1s in the classroom, In fact teachers often swatch English



73

and vernaculars back and forth if they see students are not responding well,
which indeed allows students to rely on vernaculars to understand the lessons
even at later stages of primary education where they are supposed to
understand English fully without depending on the help of explanation in

vemnaculars.

We have seen the importance of having a well-developed primary language,
through which, it is believed, one can learn a much needed second language.
We have also seen that the status of L1 in society is considered a very
important factor when one learns a L2 through a L2-only program without his
or her L1 being supported. We now need to ask ourselves what the Fij

situation is like.

Peal and Lambert {1962, quoted in Lambert 1977; 24) came to the conclusion
that French-Canadian young people who were given opportunities to become
bilingual were more likely than monolinguals to be advanced in their schooling
in French schools, to develop a diversified and flexible inteiligence, and to
develop attitudes that were as charitable toward the other major Canadian

cultural group as well as their own.

The positive results of research lead us to the belief that children learning

through L2 with a fimited proficiency in L2 need a strong educational
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experience in their cwn Janguages and traditions before they can cope mn 1.2,
which is often considered 2 more dominant language in terms of a higher
business as well as a higher education. Genesee (1977; 154) also agrees that it
is advisable to adopt a native-language approach with “non-English-speaking
minority” children at least during the primary grades, so that their native
fanguage and culture can become firmly rooted. This can be applied to children
in Fiji who are not necessarily 2 minority, but have schooling with a limited

proficiency in English,

Cummins further supports the idea:

.0t is the jmilure to develop students' Li for conceptual and
analytic thought that contributes to "cogmitive confusion”.
When minority students' L{ proficiency is strongly promoted by
the schoof program, the resuliing additive bilingualism appears
fo enigil some subtle lnguistic and possibly cognitive
benefits.. Unfortunately it has frequently been the case that
special educators have confribwied to the development of
subpractive bilinguaiism .. by recommending thar they be
educated exclusively through their weaker language (English)

{Cummins 1984: 108) .
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In intreducing four types of “immersion™ programs for minarity students whose
L1 is often neglected in school system like many of Fiji students, Cummins
asgures us that academic progress is facilitaied by the programs that strongly
reinforce students’ cultural identity and thus promote the language skills and
literacy development in their L1, Tt is emphasised that a strong L1 component
provides children with a cognitive/academic foundation to make L2 academic
mput comprehensible and makes it possible for parents to be involved in their
children’s development, which also promotes communication between two

generations (Cummins 1984; 156-7).

We have seen social factors which influence children’s learning attitudes in
different environments, many of which emphasise the promotion of mother
tongue maintenance, Feeling ??sit'we about oneself and accepting one’s culiural
identities, and by doing so building confidence seem to be the start of a positive

attitude for learning two languages.
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CHAPTER THREE: METHODOLOGY

3.1. Subjects

Subjects are the 1993 Form Four students from Fiji’s two major ethnic
backgrounds: Fijians and Indians studving in all the secondary schools in the Suva
area. There is a total of 2092 students from sbx groups with different first language

experiences as described below,

Group 1: Fijian students who had bilingual experience in Fijian and English for the
carly part of primary school, and continued studying Fijian as a subject up to Form
Four and took the Fijian Janguage as an option for the FIC. They are literate in
Fijian (their £.1) and English.

Group 2: Fijian students who had bilinguel experience in Fijian and English for the
early part of primary scheol, and continued studying Fijian as a subject for some
parts of primary and/or secondary schooi, but chose not to take Fijian &s an option
for the FIC.

Group 3: Fijian students who are literate only in English with very litile, if any,
Jearning experience in Fijlan at school.

Group 4: Indian students who had bilingual experience in Hindi and English for the

early part of primary school, and continued studying Hindi as a subject up to Form
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Four and took the Hindi language as an option for the FIC. They are Iterate in
Hindi (their L¥) and English.

Group 5: Indian students who had bilingual experience in Hindi and English for the
early part of primary school, and continued studying Hindi as a subject for some
parts of primary and/or secondary school, but chose not to take Hindi as an option
for the FIC,

Group 6: Indian students who are Iiterate only in English with very little, if any,

learning experience in Hindi at school.

Each of these six groups is further divided into two subgroups - those who passed
the FJC examination by scoring more than 300 marks over all and those who failed
n it by scoring less than 299 marks - in order to see if there is any difference
between the successful and the unsuccessiul groups in patterns of correlation
between L1 and 1.2, L1 and overall academic achievement, and 1.2 and overall
academic achieverent, Form Four students {15 to 16 years old) were selected as
subjects for this study, I believe that this is the best stage to conduct such a study
and to compare attainment among the groups described above since it is widely
believed that it takes students more than the period of primary education to reach
the stage where they are capable of doing acadernic tasks in LZ, English i schools
(Tucker and Lambert 1972, quoted in Lambert 1977 22; Commins 1984: 132-3;
Nakajima 1990: 11), This indicates that if students switch the medium of instruction

from L1 to L2 at Grade Four, they will be ready for the English medium of
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education by the fime they prepare themselves for the Fiji Junior Certificate

Examination at the end of Form Four, since they had spent at least seven vears

learning through English,

Tatde 3.1: Total murter of stidens in this study

Fijian smodens nymber Ea
Group 1 545 4.1
Group 2 465 3746
Group 3 226 183
Total 1236 160
Indian studenits

Group 4 351 410
Group 5 196 463
Group 6 109 12,7
Taual 856 100

| Group 1
M Group 2|
O Group 3

Char 3.1: Numibers of stodents in Groups 11p3
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O Group 4
W Group 5
0 Group §

Chart 3.2 Numbers of studenls in Groups 4 to 6

Table 3.2 Number of Fijian and Ilndian stadents who passed and failed
in the FIC in Suva secondary schools

Fijian students passed %o failed Yo total e
Group 1 4065 853 80 4.7 345 00
Group 2 189 837 6 16,3 465 100
Group 3 210 929 16 7.1 226 100
Total 1064 172 1236

Judian sident:

Group 4 324 92.3 27 1.7 s 100
Group 5 366 934 30 7.6 396 100
Group 6 103 54,5 & 5.5 109 100

Total

793

B56




B Groupt
B Group 2
D Group 3

falf tolal

Chan 3.3: Numnber of Fijian swdents in each group

B Gmoup 4
HEGroup 6
DGroup &

Chart 3.4: Nurber of {ndian stedents in 2ach group

30
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Chart 3.5: Percentage of pass and fail for Groups 1106
3.2. Background of Fiji School System

An atlempt was made 1o describe characteristics of each secondary school in the
Suva area used for this study to articulate how vernaculars stand as a part of the

curricuium,

There are approximetely 12,944 students studying in the 17 Suva secondary
schools. Fijian sdents make up 48%, Indian students 42%, and others including
Chinese and part-Furopean students the remaining 10%. As for the 1993 Form
Four population, it is estimated that Fijian groups made up 53%, and Indian groups
37% of the estimated total of 2324 students enrolied in Suva secondary schools.
The ratic between Indian and Fijian was 1 to 1.4. Fourteen schools are multi-racial,

while ong consists of mainly Indian students with a few Fijian students and two are
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all Fijian schools, There szems to be a tendency for there 10 be fewer Indians in

schools where the majority are Fijians than there are Fijians in schools where the

majority are Indians. In both cases the minority students tend o0 miss an

opportunity to study their L1g,

Table 3.3: General description of Suva Secondary Schools and Vernacular policy

Years Vemacwlars  Compulsory Selective Population
tanght

Fijians % Indians %  *Total
School A F1-F6 No vernaculars Nfa N/A 39 60 24 40 660
School B F3-F6 Fijian Notie F3-6 362 67 18 3 540
School ¢ FA-F7 Fijian & Hindi F3 F4 533 50 533 50 1066
School D F1-Fé Fijian & Hindi F1-F2 FiF4 342 45 351 47 753
School E - F1-57 Fijian & Hindi F1-F4 HNone 323 40 429 54 R0
School F - F1-F7 Fijian & Hindi F1-F2 Fa-Fé 657 o0 7 10 70
School G F3-FF Fijian & Hindi F3 None 233 33 233 i3 00
School H F3-F7 Hiod None F3-Fé ? | 723 29 0
Schoot I F1-F7 Hindi HNane F1-Fé& 270 21 10%0 79 1300
School ] F3-F6 Fijian Hang F1-F4 388 76 117 23 510
School K F3-F7 No vernaculars NiA NiA 173 1 130 15 520
School 1. F1-F7 Fijian F1-F2 F3.F4 01 50 351 15 1402

Hindi Fi1-F2 Mone

School M F3-F7 (Mandarin) Nia NiA 24 23 50 14 %5
Schod N FL-F6 Fijian & Hindi Mone F1-Fé 161 28 87 68 558
Schood O F1-F7 Hindi None Fl-Fé 102 12 755 87 864
Schoo) P F1-F7? Fijian F1-F4 F5-F6 94} 100 ] 0 %41
Scheol @ F3-F6 Fijian F3-Fd4 F5-F6 491 100 0 0 49]
Tolal 6164 48 5444 42 12844

+ Total includes students of other racial groups

F = Farm

% shows proportion of each ethnic group refative to the total school population
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N is extremely hard to explain what schools are like in every respect, because the
systern varies so much from school to school. For example, as Table 3.3 shows, the
period of high school education veries from four to seven years; three schools have
Forms One to Six, six have Forrns One to Seven, three have Forms Three to Six,
and five have Forms Three to Seven. Likewise some primary schools offer eight

years of education, Classes One 1o Eight, while others offer six, Classes One to Six.

More importently, Table 3.3 shows a great vadety of racial constituents, the
vemaculars taught as an optional or a compulsory subject, and the length of time
for which they are taught. Two schools out of seventeen offer no vernaculars, while
one offers Mandarin but neithet Hindi nor Fijian. The reasons given for this by the
schools concerned are 1) there are no vemacular teachers available, which means
teachers are not sent from the Ministry of Education despite their request, 2) the
programs were once introduced but proved unpopuler among students and their
parents because they preferred accounting and economics which were regarded as
important in terms of thetr career and further education, which made it inpossible
to continue, and 3} it is extrernely difficult for children to catch up with work in the

vernaculars when they missed it at primary school

O the fourteen schools which do offer vernaculars as a subject, two do not offer
Hindi and three do not offer Fijian, although there are Indian and Fijian students in

those schocls, This means that 1,611 students (12,5%4) out of alt Fijian and Indian
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secondary students {12,944 in the Suva area} have no opportunity to sudy their
L1s at secondary school; 1032 Fijtan students (16.7%) and 579 Ilndian students
(10.6%). Out of the 14 schools which offer Fijian and/or Hindi for various numbers
of vyears, six schools have made it optional, which means that 3,806 students
(29.4% of 12,944 ) could choose not o study L1s, 911 Fijian students (14.8%) and
2895 Indian students (53.2%). The remaining eight, Jess than half of the secondary
schools in Suve, have vemaculars (Fijian and Hindi) as compulsory subjects, Of
these eight schools, two have made i compulsory for & year and three for two
years, while only three including twe all Fijian schools have made it compulsory up
to Form Four level; 1,755 Fijian students (28.5%) and 429 Indian students {7.9%).
After Form Four, five schools have made Fijian available, and also five schools have

made Hindi available up to Form Six mostly only for students in the arts stream.

This complex situation of L1s taught in Suva high schools reflects the mumber of
1993 Form Four students with different L1 iearning experience (Table 3.1), There
are more Fijian students, 545 (44.1%), who took vemacular as an optional subject
for the FIC than Indian students, 351 {41.0%). There are also more Fijian students
with rio or very little L1 leaming experience at school, 210 {18.3%) than Indian
students, 109 (12.7%). More Fijian students are going 1o 50 called “English school”
at primary {evel, having no L1 leaming eafpeﬁmo& At the same time, there are also
Fijian studemts who go to 100% Fijian schools and study the'Fijian language as well

as culture as a compulsory subject up to Form Four. Thess two Fijian groups with
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distinctly different L1 leaming experiences at school seem to form different
populations all together. On the other hand, more Indian students have L1 leaming
experience al school, but those who took Hindi as an optional subject for the FIC
are fewer than the Fijian students. The guestions remain as to why more Fijian
students comparad to Indian students (194 more), took Vernacular as an optional
subject, and why more Fijian students again compared to Indian smadents (117
more) had not had any L1 leaming experience at either primary of secondary

school. Does this mdicate some changes i their societies?

To find answers to these questions, it is essential to compare the standard of each
school in Suva, and see what it costs both Fijian and Indian students to have a good
education or to pass the examination, depending on what academic level they
maintain. Some students would go to an “English school” willingly or unwillingly,
knowing that they would not have a chance to study their own languages,
espeaially literacy, which might or might not have bothered some of them. On the
other hand, some students have to select carefully the optional subjests they could
choose from the available subjects so they could pass the examination, A common
belief is that some choose to take vemaculars because they are believed to be easy
subjects in which to score higher marks, which might give them a better chanes to
pass the examination. Some, especially those who did not have to worry about
failing, would take subjects which they thought more useful and practical such as

accounting and economics rather than vernaculars if they could not fake both; in
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many schools they do not offer both. The following Tables 3.4 and 3.5 show the
acadernic standard of each school in Suva used in this study and the number of
students who belong to each group of the sample. Proportion of each ethnic group

at gach school is also presented in

Table 3.4; Means for Fijian Groaps who passed

% of sademie Group ! Group 3 Group 3
Fijian Indian Enghsh Fijian Overall English Overall Enmglish Overall
School 4. 60 40 645 3683

School B 67 3 623 354 3449 674 3790 680 3606
School C 50 50 711 704 4023 788 4439
School D 45 47 750 73 4205 N9 4107

School E 40 54 63.1 63.2 4074 723 4017
School F %0 10 574 644 3453 63.0 363.6
School G 33 33 78.4 434.2 786 4449
School H 1 29 B0 4190
School 1 21 7 67.9 380.4
Schoal ) Fil 23 574 3564
School K 33 23 810 4554
Schooll. 50 25 6331 674 3753 WA 4272 812 4517
School M 23 14 81.2 450.6 859 4607
School N 28 68 65.7 67.1 3643 660 3733
School O 12 87 65,5 3757

School P 100 1] 621 63.2 3893

School Q) 100 ¢ 586 696 3679

Talal 465 (43.7%) 329 {36.6%) 210 {19.7%)
mean 644 580 3861 694 3976 760 4256
% of students shows proportion of ethnic groups in each school

figures high lighled are the best means for each group
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Table 3.5 Means for Indian Groups who passed

Yo of students Giyoup 4 Group 3 Group 6.
Fijian Indian English Hindi Ovesall Esghsh Owerall English Crerall
School A 60 40 690 4120
School B 67 3 5.7 470.3
School £ 30 30 0.9 7.4 1320 79.2 463.9
School D 45 47 759 4432
School E 40 54 76.8 71.0 455.7 712 410.1
School F - 90 0 640 773 3693
School G 33 33 88.8 523.5 845 480.7

School H 1 99 74.7 801 4693 71O 458.6
School T n kLl 703 M4 3131 JLR 4827

School J 7% 2 351 340.6
School K 33 25 844 4823 888 5084
School L 50 25 §l.2 450.6 85 45911
School M 23 14 853 509.2 B0 5168

School N 28 it 65.0 64,8 3778 728 428.5

School O 12 87 70.5 710 4187 70.1 4221

School P 100 0

School 0 100 i]

‘Total 324 {40.9%) 366 (46.2%) 13 (13.0%)
mean - 73.6 74.5 4154 76.0 448.3 74.5 43591
% of students shows praportion of gthnic groups in each school

figures high lighied are the besl means For each group

the tables to see the relationship between component of ethnic groups and
language attainment as well as academic achievement. The following tables 3.6
and 3.7 show the correlation coefficients between L1 and 1.2, L] and overall
academic achievement, and between L2 and overall academic achievement for

Groups 1 to 6 at each school.
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Table 3 6: Correlation Coefficient between L1 and L2, L1 and overali academic achigvement.
and .2 and overal] academic achievement for Fijian Groups

Group 1 Group 2 Group 3

N I LIfL2 L1ADALLOA N r L2/0A N r LA
School A 0 L] 55 0273 0720
School B 1R 0468 0.128 0.146 0940 70 0250 0718 11 0602 {BRS
School C 77 0232 0429 0553 073 36 0349 0698 0O
SchoolD 13 0553 0409 0664 0794 34 0349 0798 0
School B 63 0250 0178 0482 0719 0O 3 0997 093
School ' 20 0444 0211 0402 0669 40 0325 D713 O
School G 0 41 0325 (0208 17 0482 0851
School H ¢ 1 0
Schoot [ Q 31 0381 07710
School I @ 45 0304 0725 O
School K © 1] 51 0288 0.754
Schaoll. 18 0468 0158 0482 0,656 59 0273 0769 64 0250 0833
Schosl™ 0 5 0878 0768 9 06566 0940
Schenl ™ 23 0422 0354 0636 0661 % 0707 069 O
Schopl 0 19 045 074 ¢
School P 158 0,195 0480 0568 0750 0 0
School Q7% 0232 0411 0539 0838 O 0
mean 455 0195 0349 0548 0.756 389 0806 210 0.854
(Total)
P< .05

# = critical value

O = overall academic achievement
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Table 3.7. Correlation Coefficien between L1 and L2, L1 and overall 2cademic achicvemenl,
and L2 and overall academic achievement for Indian Groups

Group 4 Group § Group 6

N # o L1AZ LIAOA L2IOA N r LxoAa MW y  LMOA
School s, ¢ [ 27 0381 0840
School B O 3 0997 098y 0
Schoel C 32 0.34% 0513 0670 0BS8 &1 0273 0850 O
School D 0 57 0273 0858 O
Scheol E 53 0273 0477 (564 0813 Q 17 0482 03879
Scheol 03 00997 0990 0957 0989 & 0311 ¥ il
Scheol G ¢ 6 0423 06le 11 0602 0707

School H 95 0.205 0615 0707 0858 42 0304 0305 O
SchoolI 82 (217 G712 0816 0866 66 02150 0818 0

School] @ ] M4 0532 0671
Schwat K 0 70755 074 11 0553 0909
Schookl D 9 0665 0731 18 0514 0929
Schosld 0 6 0811 0927 6 0811 0777
Schoct™ 13 0553 0,516 0736 0.857 14 0532 0141 O

School O 46 0304 0358 0613 0879 69 0250 0811 0

SchwolF O ] 1]

School Q0 o 0

mean 324 0.195 0.585 0677 0872 366 G419 0840 103 0195 09512
{Toral}

p<.05

r = citical value
(A = overall academic achievement
* dais not available

3.3, Soorce of Data

The 1993 Fiji Junior Certificate Examination results were collected from 17
secondary schools i Suva. English marks and the total marks of six subjects for all
six groups and L1 marks (the Fifian language for Group 1 and the Hindi language
for Group 4) were obtained for every possible relevant group of students in the

categaries deseribed above. Nine schools provided samples for Group 1 who took
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Fijian, while seven provided samples for Grovp 4 who took Mindi. These two
groups are easily identified from the fact that they had marks for vernaculars in the
rezults. The samples who belong to the third group for each race are selected from
those secondary schools which do net have Fijian and/or Hindi. It was checked to
make sure that they had come from ‘feeder” primary schocls which did not offer
Fijian and/ or Hindi. In the case of students from Schools G and L, neither Fijians
nor Indians had any L1 learning experience at primary schools and had a period of a
year to twe to study vernaculars at secondary schools. According to Vernacular
teachers, their ability in vernaculars was s low that they could not be placed
together with those who had studied vernaculars at primary schools. As a result
they were assigned to introductory classes where they had mainly studied
conversation rather than literacy related skills. For this reason these students were
put in Groups 3 and 6. As for samples from School A, the majority of them came
from their feeder primary school where they had studied Lls for the first three
years. This period, too, is considered insignificant, and therefore they were put into

Groups 3 and 6.

Samples for Groups 2 and 5 are those remaining, after Groups 1, 3, 4, and 6 were
extracted from the whole population according to the results. The background of
Groups 2 and 5 in learning L1s is various. Most of them are believed to have
studied their Lis for the period of primary school - six to eight years. Some had to

discontinue L1 leaming after primary school simply because their new schools did
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not offer vernaculars. Some studied L1s for a vear or rwo because it was
compulsory, while others continued to study them up to Form Four level, either as
compulsory or selective subjects, though they did net choose L1s as option for the

FIC.

The number of samples taken for each group and which schools they are from are

shown in Tables 3.8 te 3.11.

Table 3.3: Total Number of Fijians and Indians who wook FIC, 1993

Fijian Indians
pasted failed total  passed  falled  total gramd tolal
School A 55 11 66 27 1 28 94
School B % 27 126 3 S 5 131
School C 113 7 120 EE] 1 94 4
Schoo! D 41 2 49 57 8 &5 114
School E 68 0 68 7 2 72 140
Scheol F ] 32 92 9 3 i 154
School G 5% 0 58 37 0 37 &5
School H 1 0 1 137 7 144 145
Schwool T K 2 13 143 12 160 193
School ) 45 19 64 14 4 18 82
School K 51 2 53 20 ] 20 73
Schoo! L 141 14 155 24 1 5 180
School M 14 ¢ 14 12 0 12 26
School M K] 3 34 27 13 40 74
Schieal O 19 4 23 115 9 124 147
School P 158 10 168 0 0 0 168
School G 73 3% 112 [ 0 g 112
1otal 1064 172 1236 793 63 856 2092
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Table 3.9 Number of Smudents from Groups 1 and 4

Fijiang Indians

passed  Fallad  1otal 4 passed  failed  total %4
School 4 0 ¢ 1] a 0 [t 0 1]
School B 1% 13 31 25 0 1 0 ]
School € ¥ 5 82 68 32 0 32 34
School D 13 ] 14 29 ] ¢ 0 0
School E 65 0 65 96 53 2 55 6
Schooi F i1} & 26 23 3 1 4 33
School G i} 0 0 0 0 0 0 0
School H 0 ¢ i} il 95 4 9% 6%
School 1 0 4] L) 0 82 6 i3] 55
Schoal ) 0 3 0 0 0 0 0 Q
School K 0 ] 1] [ 0 Q 0 Q
School L, 18 4 22 14 0 i} ) 0
Schoel M 0 4] 1] 0 0 0 0 0
School N 23 2 25 74 13 11 24 60
School O Q Q 0 Q 46 3 49 40
School P 158 10 168 100 Q0 0 0 ¢
School 3 39 112 100 0 0 0 QO
1otal 465 RO 545 44 324 27 381 4]

%a shows proportion of each ethnic group to the total population of respactive athnic growp al each
school
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Tabile 3 10 Nwunber of students fron Groups 2 and 5

Fijians Indi

passed  failed  (otal Yo passed  failed totat Yo
School A 0 Q a 1] ¢ 0 o i
School B 0 11 3] 64 k) 1 4 80
School 36 2 38 12 6l 1 62 66
Schoal D M 1 35 71 57 8 45 100
School E 0 0 Q 0 0 0 0 0
School F 40 26 5% T2 & 2 8 67
School G H 4] 41 i | 26 [t} 26 Fiil
School H 1 ] 1 100 a2 3 45 31
School 1 31 2 33 e 66 6 72 45
School I 45 19 64 100 0 0 )] 0
School K o 0 ¢ ] 7 0 7 35
Schoo L 59 10 &9 45 9 1 10 40
School M 5 Q 5 36 & o 6 50
School B 8 1 E 26 14 2 16 40
Schonl O 19 4 23 1040 &9 & 75 50
School P 0 ¢ 0 o 0 0 0 0
School Q 0 Q 1] Q 0 0 0 q
total 389 76 465 38 366 30 396 46

% shows proportion of eack ethnic group to the tora} poputation of respective ethnic group at
each school
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Table 3.11: Number of students from Groups 3 and 6

Fijians. Indigns

passed  failed  totat % passed  failed total %
School A 35 11 64 100 27 i 28 1tH)
School B 11 3 14 n 0 1 1 o
School C 0 0 8 0 0 0 0 n
Scheol D 1] 0 Q 0 Q Q ] 0
School E 3 i) 3 1 17 0 1 24
School F 0 0 0 o 0 0 o 0
Schoo) G 17 ) 17 19 it i 1 30
School H 0 o 0 ] Q ¢ o ¢
Schoot 1 0 0 0 0 0 LU ¢ 0
Schioo) J 0 0 0 0 14 4 12 100
School K 5 3 53 10 13 L 13 G5
School L 1] 0 64 41 15 o 15 &0
School M 9 L] o 64 6 a 6 50
Schoot N 0 0 0 0 Lt ¢ ¢ 0
Schwool O Li] L) 1] 0 Q ] 0 0
School P 0 4 Q U 6 o 0 0
School Q [ 0 0 0 ¢ 0 Q 0
Iotal 210 16 226 18 103 6 109 131

% shows proportion of 2ach ethnic group 1o the 1otal population of respective ethnic gronp 2t each
school

3.4. Validity of Research Design

It was difficult to comtrol all the imervening variables such as socio-econornic
status, educational, professional background of samples’ parents, in selecting
samples, due to the limits of assistance as well as mformation available from the
Ministry of Education. and schools. Extermal validity is , however, controlled _by

involving all the possible samples in the Suva area, rather than selecting some.

The research design used for this study is ex post facto, since I did ot have control

over the selection and manipulation of the treatment, the independent variables.


singh_al
Pencil


Thus a cause-effect relationship berween variables is not sought for, b claims of

findings will be limited to the degree of relationship between variables.

Since the samples in this study are from the city area, the resulls are not to be

generalised beyond students in similar city environments.

3.5 Procedures

Every secondary school in the Suva area except Muslim high schools where Urdu
rather than Hindi is taught was visited and its principal or vice principal was
interviewed and the purpose of this study was explained to them. Then the resulis
of the 1993 Fifi Junior Certificate Examination were ¢btained from each school
with permission from the Ministry of Education and utilised for analysis.

In the course of visiting and observing the classes at the primary schools, it was felt
strongly that there was a vast difference among schools in terms of teachers’
expegtations of students, students’ ttitudes, school facilities, curricula, textbooks,
and general leaming emvironments which would all #gether influence the overall
quality and standard of education at each school. These differences were observed
also in all the secondary schools visited. Besides, the system each school has
adopted in ferms of vernacular education is quite different from school to school.
Tair results may not have been abtained, should samples of certain groups have

been collected from onty certain schools which could happen to be schools of
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higher or lower standard For example, Tables 3.4 and 3.5 show that very few
schools provide all three groups for each ethnic group {only two schools provide all
three Fijian groups, and none pravide 21l three Indian groups, and there is 2 wide
range of difference in terms of means from school to school. For School B, Group
2 performed beiter by far than Group 3, whereas the result shows the opposite for
School L. For School G, Group 5 perfortmed better by far than Group 6, while
Group 6 did much betier than Group 5 for School L. Therefore, if a group of
samples was taken from one school and othes groups fram other schools, resuits
may be biased bacause of difference among school. Thus it was decided that it was

best to include all the schools in the area to obtain the samples.

Of the 17 secondary schools visited, two are purely Fijian schools and naturally
offer only the Fijian language, while the rest of the schools are multi-racial to
various degrees. Of the 15 multi-racial schools, three do not have either the Fijian
rior the Hindi language 25 a subject, 2nd two offer only Fijian, while three offer only
Hindi, The remaining seven teach both the Fiian and the Hindi languages for
various durations of tire. Thus same schools provide only one group of samples
for each ethnic group, whereas others provide two or three groups of samples for

each ethnic group,

It should be noted that Schoo! E ik the only school where it was compulsory for

every student to take Fijian or Hindi up to Form Four level and to take those
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vemaculars as optional subjects for the FIC unless they had no prior experience of
learning vernaculars at primary school for some resson, This means that subjects at
School E are clearly divided into two groups; Groups 1 and 3 for Fijian students
arkd Groups 4 and 6 for Indian students. Whoever did not take Fijian or Hindi for
the FIC, automatically belonged to Groups 3 and é. Comparizons between Groups
1 and 3, and Groups 4 and 6 were made and results will be discussed in the next
chapter. The difference tn academic standard among schools in the city 15 so great
that it seems reasonable to assume that the school as a learming environment may be
one of the greatest factors to influence students’ achievement, and therefore it was
believed that comparison between the two groups of each ethrnic group at School E
carries special significance because they had studied for four years in the same

environment; with the same teachers’ expectations, discipline, and so on.

3.6. Data Analysis

The subjects, all 1993 Fijian and Indian Form Four students, were first divided mnte
two parts; the suocessful group who passed and the unsucesssfill group who failed
in the Fifi Junior Centificate Examination, 1993. The respective groups were further
divided into two in terms of ethnicity, Fijian and Indian, each of which consisis of
three groups depending on their L) learning experiences, namely.

Type A’ those who studied L1 up to Form Four and took it 25 an optional subject

i__'or the FIC,
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Type B! those who sdied L1 for some years but chose not to take L1 as an

optional subject for the FIC,

Type C: those who had no or very little experience of studying L1 at school.

The units used for date analysis are as follows,

Table 312 Suvceessful Group

Type A Hwe B Tipe C Tozal
Fijian 465 389 210 1.064
Indicer 324 366 103 793
Total 789 755 m 1,857

Table 3.13 Unsuccessfol Group

Type A Type B Type C Total
Fijicat 20 76 16 172
Indiem 27 30 ) 63
Total 107 706 22 235
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The methods of statisticat analyses used for this study are amalysis of varance
{ANOVA) and correlation cosfficient. To determine the statistical significance of
the findings, the level of significance is set at P < 05, allowing 5 per cert of
exception to happen by chance. The null hypotheses are stated, and the research
hypatheses are investigated by testing the null hypotheses. The research hypotheses

are accepted if the null hypotheses can be rejected (Hatch and Farhady, 1982:85-9),

3.6.1. Comparisony Made among Groups

The data were computer analysed for analyses of varance (ANOVA) and

comrelation coefficient among the following groups.

3.6.1.1. Groups who passed the 1993 Fiji Junior Certificate Exarnination

(Y ANOVA was used to compare English achievament
a) among Groups 1, 2, and 3
b} among Groups 4, 5, and 6
(2} ANOV A was used to compare overall academic achievement
2) among Groups 1, 2, and 3

b) among Groups 4, 5, and 6
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{3) Comelational analysis was used to see if there is any correlation berween L1 and
L2

a} for Group 1

b) for Group 4
{4) Correlational analysis was used to see if there is any correlation between L1 and
overall academic achievernent

a) for Group 1

b} for Group 4
(5) Correfational analysis was used fo see if there is any correlation between L2 and
overall academic achievement

a) for Group 1

b) for Group 2

¢) for Group 3

d) for Group 4

¢} for Group 5

f) for Group 6

3.6.1.2. Groups wheo failed in the 1993 Fiji Junior Centificate Examingtion

(1) ANOVA was used to compare English achievement

&) among Groups 1,2, and 3

b) among Groups 4, 5, and &
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(2) ANOVA was used to compare overall academic achievement
a} among Groups 1, 2, and 3
b) among Groups 4, 5, and 6
(3} Correiational analysis was used to see if there is any correlation between L} and
L2
a} for Group 1
by) for Group 4
(4} Correlational analysis was used 1o see if there is any correlation between L1
and overall academic achievement
2) for Group 1
b) for Group 4
(5} Correlational analysis was vsed to see if there is any comrelation berween L2 and
overall academic achievement
a) for Group 1
b} for Group 2
¢) for Group 3
d) for Group 4
e) for Group 5

f} for Group 6
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3.6.2. Comparisons Made for School E

{1} 1 test was used to compare English achievement
a) between Groups 1 and 3

b) between Groups 4 and 6

(2) 7 1est was used to compare overall academic achievemeant
} between Groups 1 and 3

b) between Groups 4 and 6

(3) Correlational analysis was vsed to see if there is any correlation between L1 and
L2
a) for Group 1

b) for Group 4

{4) Correlationsl analysis was used to see if there is any cormelation berween L1 and
overall academic achievement
a) for Group 1

b) for Group 4
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(5) Correlational analysis was used to see if there is any correlation between L2
and overall academic achievement -

a) for Group 1

b) for Group 3

¢} for Group 4

d) for Group 6

The results will be given in the next chapter.
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CHAFPTER FOUR: RESULTS AND DISCUSSION

4.1 Findings of the Stndy

Analysis of variznce (ANOVA)} was used to determine if there was a significant
difference among three groups within each ethnic group in English achievement and
in overall academic achievement of the 1993 Form Four students, This sigmificant
distinction was sought in terms of L] learning experience in two major races;
Fijians and Indians. Three groups were selected under the same criterion from the
successful and the unsuccessfil groups for each ethnic group. An observed F-value
in each computation was compared with each crifical value according to the

degrees of freedom to determine the significance of the figure,

It should be noted that there were g greet number of mistakes in calgulation on
what appeared to be computer-printed result sheets of each school. Mistakes
amounted to more than 20 cases out of 2092, many of wisch were total marks
for those who failed in the FIC. A few cases in which students were calculated
1o have below 300 marks when recaleulated, revealed that they should have had
more than 300 marks, and therefore they should have passed the FIC, although

1
they were treated as failures. This was discovered after all the computations for
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this study had been completed, and therefore the data for the unsuccessful

students may not have been as accurate as it could be.

4.1.1 Successful Groups

4.1.1.1 Null hypothesis 1 {a)

There is no significart relationship among Group 1 (Fijian students who taok
vernacular 2s an optional subjects for the FIC), Group 2 {Fijian students who
studied vernacular at school but did not take vernacular for the FYC), and Group 3
{Fijian students who did not study vemacular at school} in terms of English
achievement. ANOVA was used 10 analyse the data, and the results are shown

below (Table 4. 1).

The obtained F-value, 70.55, is much higher than the Fecritical value, 3.00 at the
.05 level of significance; thus this rejects the mill hypothesis and supports the claim
that the difference in English achievemnent seen among three Fijian groups is
statistically significant. Group ¥ has the lowest mean of 64.42, Group 2, 69.43, and
Group 3, the highest 75.99. As the data indicate, Group 3 students without Fijian
learning experience at school clearly do not belong to the same populstion as the

groups with Fifian learming expenence at school.
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SLIMIMARY

Groups Count Sumn Average 1 ariance

Group 1 403 29,936 64,42 124.52

Group 2 339 27.007 69.43 15099

Group 3 210 15,937 75,99 156.95

ANQVA

Soatree of Variation 55 dr M F P-valye  Forit
Between Groups 1583528 2 9917.64  70.55 1.72E-29 3,00
Within Groups 14.9161.5 1061 140,53

Taotal 16,3996.8 1063

Null hypothesis 1 (b)

There is no significant relationship ameng Group 4 {Indian students who took

vernacular as an optional subject for the FIC), Group 5 (Indian students who

studied vernacular at school but did not take vernacular for the FIC), and Group 6

(Indian students who did not study vemacular at school) in terms of English

achievement. ANOVA was used to analyse the data, and the results are given

below (Table 4.2).

The obtained value for Fis 3.13 which is encugh above the critical Fovalue of 3.01

at the significant level of 05, The data thus reject the null hypothesis, and support

the view that the difference among the groups is statigtically significant. Group 5,
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with the highest mean of 75.99 performed significantly better than Group 4 with

the lowest mean of 73.61, with the mean of Group 6, 74.47 being in between.

Table 4.2: English Comparisen among Frdian Groups

SUMMARY

Groups Count Suri Average  Lariance

Group 4 323 3775 76 143.26

Group 5 350 27357 75.99 155.25

Ciroup 6 103 7,670 7447 305,27

ANOVA

Source of Variation &5 ar ME F Povalue  Ferit
Between Groups 9824612 2 451,23 313 0.04 3401
Within Groups 1228017 783 156.83

Total 123,784.1 785

4.,1.1.2 Null hypothesis 2 (a)

There is no significant refationship among Groups 1, 2, and 3 in terms of overall

academic achievement. ANOVA was used 10 analyse the data to see if any

refationship exists. The results are shown below (Table 4.3).

The F-value needed for the selective significance level of .05 is 3.00, and 32.48, the

F-value obtained in this computation, is way above 3.00. Thus the data rejected the

null hypotbesis and shows that the groups belong to the differeni populations. Table

4.3 shows the same pattern as the comparison for English performance among the
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three groups, with Group 3 achieving the highest mean, 42562, followed by

Group 2°s 397.55 and Group 3’s 386.11. -

Table 4.3: Over all Comparison among Fijiar groups

SUMMARY

Groups Corunt Sutit Average  Varignee

Group 1 465 179540 33611 2,569.86

Group 2 kb 154,647 39755 4.009.59

Group 3 210 80,180 42562 4,512.13

ANOVA

Source of Variation 88 af MS F P-volwe  Forir
Between Groups 280361 2 I13.013 3248 203E-14  3.00
Within Groups 3,691,174 1061 3.478.96

Total 3,917,201 1,063

Null hypothesis 2 (b}

There is no significant relationship among Groups 4, 5, and 6 in terms of the over
all academic achievement. ANOVA was used to analyse the data to see if any

relationship exisis. The resulis are shown below (Table 4.4),

The observed F-value, 2.93 is below by 08 the critical value of F, 3.01 at the
selected significance level of .05, Therefore the data failed to reject the null
hypothesis and thus indicate that the three Indian groups belong to the same

population. It is noteworthy, however, that the difference between the observed
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value and the critical value is very small, especially considering the Jarge number of
degrees of freedom, 783 within groups. It also should be noted that, like the data
for the Fijianp groups, the date for the overall academic achievement for the Indian
groups fall in the same pattern as the data for English achievement. Group $
performed the best of all with a mean of 448.28, foliowed by Group 6’ 439.03 and

Group 4’s 435 42

TFable 4,4: Over all Comparison among Indian Groups

SUMMARY

Cironps Count Sum Average  ariance

Group 4 323 40640 43542 4.4624,26

Group 3 160 161,380  443.22 4,754,086

Group 6 103 45226 439,08 6,681.37

ANGVA

Source of Variation 55 df MS I Pvalue  Ferit
Between Groups 29.019.93 2 1450996 293 0.05 3.01
Within Groups 1877219 783 4951.75

Towal 3,906,239 785

4.1.1.3 Null hypothesis 3 (a)

There is no significant correlation betwsen L} and L2 for Group 1. Correlational

analysis was used to analyse the data.

1
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Null hypothesis 3 (b)

There is no significant correlation between L1 and L2 For Group 4. Correlationa)

analysis was used 10 analyse the data.

4.1.1.4 Nuli bypothesis 4 (a)

There is no significant correlation between L1 and overall academic achievernent

for Group 1.

Null kypothesis 4 (b)

There is no significant correlation between L1 and overall academic achievement

for Group 4.

4.1.1,5 Null hypothesis 5 (a}

There is no significant correlation between L2 and overall academic achievemert

for Group 1.
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Null iypothesis 5 (b)

There is no significant correlstion berween L2 and overall academic achievement

for Group 2,

Nuf bypothesis 5 (¢}

There is no significant correlation between L2 and overall academic achievement

for Group 3.

Null hypothesis 5 {d)

There is no significant correlation between L2 and overall academic achisvement

for Group 4.

Null hypothesis 5 (e}

There is no significant correlation between L2 and overall academic actievement

for Group 5.



Null hypothesis § {f)

There is no significant correlation between L2 and overall academic achievement

for Group 6.

The results for the null hypothesis 3 (), (b}, 4 (a), (b), and 5 () to (f) are given
below (Table 4.5). As indicated in the table, all the comelation coefficients
computed for this section are well above the »r critical value, 0.195 at the
significance level of .05 for the respective number of degrees of freedom. Thus all
oull hypotheses 3 (a}, (b), 4 (3) , (b), and 5 (a) to {f} are rejected, and the data
indicate that there are stafistically signficant relationships anafysed in this
computation; between L1 and English, L] and overall academic achievement, as
well as between English and overall academic achievement for each of both the

Fijian and Indian groups.

In comparison, clearly, all the correlation coefficients for the Fijian groups are
lower on the whale than those of the Indian groups. The two sets show similar
results, however, in terms of the order, that is, the correlation coefficient between
Engtish and overall academic achievement for the three groups of each race is the
highest of all the oompa.nsons For Groups 1 and 4, the comelation coefficient
between L1 and English is the lowest and the correlation coefficient between 1.1

and overall academic achievement is in between. As for the comelation coefficient
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between English and overall acadernic achievement, the correlation cozfiicien for
the three Fijian groups shows the same order as English performance and overall
academic achievement. Group 3 is the highest followed by Groups 2 and 1 in that
order. As for the correlation coefficient between English and overall academic
achievemnent, the correlation coefficient for the three Indian groups shows that
Group 6 has the most significant correlation of all three groups foliowed by Groups
4 and 3 in that order.

Table 4.5: Correlation Coefficient for the Soccessfut Students

Fijian  and Fijian and Overall English and Overall drdV-2) Critical valne

Ezglish
< .05
Group 1 0,249 0.548 0.756 463 0.195
Group 2 0,806 337 0.195
Garoop 3 0,859 205 0.195
Hindi and English Hindi and Over all English and  Ower &/ (h-2) Criucal value
all
(p <.05)
Group 4 0.585 0.677 0872 322 0195
Group 5 0.840 364 0.195
Group 6 0.512 100 0.195
L3
B Group 1
B Group 2
D Broup 3
. I

FIflEng FUN OA Eng/iOh

Chart 4.1 Correlation Cocfliciend for Successful Fijian Groups
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B Group 4
W Group &
O Group 6

Hindi/Eng HindlfOA EnglOn

Chari 4.2 Correlation Coefficient for Succesful Indian Groups

4.1.2 Unsuccessful Groups

4.1.2.1 Null hypathesis 6 {a)

There is no significant relationship among Groups 1, 2, and 3 of the unsuccessful
groups in terms of English achievement. ANOV A was used to analyse the data, and

the results are shown below (Table 4. 6).

The obtained value of F, 7.77, is above the F critical value, 3.05 at the .05 level of
significance. The null kypothesis is thus rejected, and the data indicate that the thres
Fijian groups do not belong to-the same population in ferms of English
performance.  Like the results for successful Fijian groups, the data show that

Group 3, which did not have any L1 leaming experience at school have the best
A
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mean, 49.44 compared o Group 2’s 47.09 and Groups 1's 40.94 for ihe

unsuceessful Fijian groups.

Table 4.6: English Comparison among Tlosuccessd$ul Fijian Groups

SUMMARY

Growps Connt Sun Average  Variance

Group 1 i 3,275 2094 118.26

Group 2 Té 3,579 47.09 13174

Group 3 16 791 49.44 107.73

AMOVA

Saurce of Variation S5 dr MS F Pevglue  Ferit
Between Groups 1,21555 2 957.77 7.77 0001 3.05
Within Groups 2083898 169 12331

Total 2275453 171

There is no significant refationship among Groups 4, 5, and 6 in terms of English

achievement. ANOVA was used to anslyse the data, and the results are given

below (Table 4.7).

The F-value needed for the selected sigmificance Jevel of .05 for degrees of

freedom, 60 is 3.16, while the F-value computed is only .7%. Thus the data failed 10

reject the null hypothesis, indicating that the unsuccessful Indian groups belong to

the same population. The pattern of order in terms of a mean, however, shows the
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samme pattern as that of the successful groups; Group 5, the highest mean of 45.11

followed by Groups 6°s 42.5 and 4°s 40.74 in that order.

Table 4.7: English Comoparison among Unsuceessful Indiae Groups

SUMMARY

Groups Coun! Sum Averoge  Varianee

Group 4 ¥ 1100 40.74 13%.43

Group 5 28 1,263 45.11 166.31

Group 6 o 255 42.50 37.50

ANOVA

Source of Vartation 58 df MS F Pvatue  Feritf
Batween Groups 63,23 2 13161 0.79 .46 3.16
Within Groups 961936 52 165,85

Total 9.882.59 60

4.1.2.2 Null hypothesis 7 (a)

There is no significant relationship among Groups 1, 2, and 3 in terms of overall

achievement. ANOV A was used to analyse the data to see if any relationship exists.

The results are shown below (Table 4.3).

The obtained F-valve, 5.1, is higher than the critical Fovalue, 3.05, at the significant

level of 5. Therefore the null hypothesis is rejected and it is clear that Growp 3,

with 2 mean of 278,19, scored overall marks significantly higher than Group 1 with

a mean of 242.45.
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Table 4.8: Overall Comparison among Unsuecessful Fijian Groups

SUMMARY

Groups Count Sum Average  Variance

Group 1 80 19,397 242 46 2,432.50

Group 2 76 19.331 254.36 1,495.01

Group 3 16 4,451 278.19 160.43

ANOVA

Source of Variation S¥ df MS F P-value  Fcrii
Between Groups 18.512.98 2 9,25649 5,10 0.0 3.05
Within Groups 3066997 169 1.814.79

Total 3252127 171

Null hypothesis 7 (b)

There is no significant relationship among Groups 4, 5, and 6 in terms of overall
academic achievement. ANOVA was used to analyse the data to see if any

relationship exists. The results are given below (Table 4.9).

The obtained value of F, .25, is way below the critical F-value, 3.16, at the
selected significance level of .05 for the degrees of freedom of 60. Thus the data
failed to reject the null hypothesis, and proved that the difference in terms of overall

achievement among three unsuccessful Indian groups was not statistically
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SUMMARY

Graups Couns Sum Average  1ariance

Group 4 i 5,538 24215 3,014.98

Group $ 28 7018 25064 1.643.65

Giroup 6 6 1514 252.33 2.307.07

ANDVA

Source of I'ariation 55 df MS F Pvalwe  Ferit
Berween Groups 1177.7 2 588.84 .25 6.73 .16
Within Groups 136.503.2 58 235868

Total 137, 930.9 &0

4.1.2.3 Null hypothesis 8 (a)

There is no significant correlation between L1 and L2 for Group 1. Correlational

analysis was used to analyse the data.

Null hypothesis 8 (b}

There is no significant correlation between L1 and L2 for Group 4. Correlational

analysis was used to analyse the data,
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4.1.2.4 Null hypothesis 9 (a}

There is no significant correlation between L1 and overall acadentic achieverment

for Group 1. Corretational anaiysis was used 10 analyse the data,

Null hypothesis 9 (b)

There is no significant correlation between L1 and overall academic achievement

for Group 4. Corvelational analysis was used to analyse the data.

4,1.2.5 Null hypothesis 10 (a)

There is no significant correlation between L2 and overall academic achievement

for Group 1. Correlational analysis was used to analyse the data.

Null hypothesis 10 (b}

Thers is no significant correlation between L2 and overall academic achievement

for Group 2. Correlational analysis was used 10 analyse the data,
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Null hypothesis 10 (c}

There is no significant correlation between L2 and overall academic achievement

for Group 3. Comelationsl analysis was used 10 analyse the data.

Null hypothesis 10 (d)

There is no significant correiation between L2 and overall academic achievement

for Group 4. Correlational anatysis was used to analyse the data.

Null hypothesis 10 (e)

There is no significant correfation between L2 and overall academic achievement

for Group 5. Correlational analysts was used to analyse the data.

Null hypothesis 10 (f}

There is no significant correlation between L2 and overall academic achievement

for Group 6. Correlational analysis was used to analyse the data,

The resulis for the mull hypothesis 8 (a), (b}, 9 (2) , (b), and 10 (&) to (f) are given

beiow (Table 4,10). As indicated in Table 4,10, the results are mixed. The

i



cormrelation coefficients berween Fijian and English for Group 1, 129, and between
English and overall academic achievement for Group 6, .78, are below the r critical
values, .232 and 811 respectively for the respective mumber of degrees of freedom,
78 and 4 at the significance level of .05, Thus the data failed to reject the null
hypotheses 8 {a) and 10 (f), showing that there is no sigmficant relationship
between Fijian and English for Group 1. There is also no significant relationship
between English and overall academic achievement for Group 6. The correlation
coefficients between Fijian and overall academic achievernent for Group 1, 454,
and English and overall academic achievemen for Groups 1 to 3; .58, .576, and
711, are above the r critical value for each group; 232, 232, and 497. Thus null
hypotheses 8 (b), & (a}, (b), and 10 (a) o {e} are rejected, and the data indicate that
there are statistically significant relationships between Hindi and English for Group
4, L1 and overall academic achievement for Groups 1 and 4, a5 wel as English and

overall academic achievernent for Groups 1 1o 5.

Like the correlation shown for the successful groups, the correlation coefficient for
the unsuccessful groups is also lower for the Fifian groups than for the Indian
groups on the whole, except that the cormelation between English and overall
academic achievement for Group 3 fell below those of all the Fijian groups.
However, the two sets show similar result in terms of the order, that is, the
correlation coefficient between English and overall academic achievement for the

three groups of each race is the highest of all the comparisons. For Groups 1 and 4,



the comelation coefficient between L1 and English is the lowest and the correlation
coefficient between L1 and overall academic achievemen is in betwesn, The only
difference is the order of comelation between English and overall academic
achievement for both racial groups unlike the previous results, .711 of Group 3 is
the highest followed by Group 1, .58, and Group 2, .576, for the Fijian groups,
whereas 91 of Group 4 is the highest followed by Group 6, 78, and Group 5,

564,

Table 4.14: Corvelation Coefficient for the Unsuccessful Students

Fijian  and Fijian and English and Overall df -2 Critical value
English Orerall
(p<.05)
Group ! 0.12% 0.454 0.580 75 0.232
Group 2 0.576 74 0,232
Group 3 0.711 14 0,497
Hindi and English Hindi and Over Engiish and Ower df (3-2) Critical value
all all
P=<.09
Group4 0.502 0.59% 0210 25 0381
Group 5 0.564 28 0.381

Group 6 0.780 4 0.81i
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O Group 1
W Group ¢
DGroup 3

FIjfEng FiHifQ&,

Chart 4.3 Correlation Coefficient for Unsuecessiul Fijian groups

[ Group 4
W Group B
(&l Group 6

Chart 4.4 Correlation Coefficient for Unsuccessful Indian Groups

4.1.3 Groups 1, 3, 4, and 6 from School E

1t is important to note that at School E, unlike at other schools, vernacular studies
were compulsory for all students except those who did not have prior experience of
learning the vernacular before they came to this school. Thus there is no question
about who belonged to what group at this school. This school provided, without
any doutk, samples for Groups 1, 3, 4, and 6, since there were no students of

Groups 2 and 5 who studied vernacutars and chose not to take it as an optional



subject for the FIC Furthermore, these sudents studied under the same learning
environment for as many as four years, which controlled the intervening variables 1o
quite an extent. The fact that this school is in the middle range in terms of academic

standards may 2lso mean thai it represents the picture of an average school in Suva,

4.1.3.1 Null hypothesis 11 {a}

There is no significant difference between Group 1 and Group 3 in terms of
English achievement. A ftest was used to analyse the data. The results are

given below (Table 4,11).

The obtained r-value, .541, is rot high encugh, compared to the critical ? value,
1,997, at the selected level of significance, .05, for the degrees of freedom, 65.
Thus the data failed to reject mull hypothesis 11 (a) Therefore the Fijian
students who did not study the Fijian language at school learned English as well

as those who had literacy related skills in L1,
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Table 4.15: English Comparison for Groups 1 & 3, Schoot E

Group 1 Gyoup 3
tean 69.062 72.3233
Variance 58.934 207.333
Cbservalions BS 3
df 68
levei of significance p <.05
t Stai 0.541

1 Critical two-tail 1.997

Nuli Hypothesis 11 (b)

There is no significant difference between Group 4 and Group 6 in terms of
English achievement, A f-test was usged to sec if there is any significant
difference between the two Indian groups. The results are given below (Table

4.12).

The obiained value for £, 1.997, is above the 7 critical value, 1.995, needed for
the selected significance level of .05 for 68 degrees of freedom. Thus the null
hypothesis was rejected, and the data prove that the difference between the two
Indian groups in terms of English achievement is statistically significant, Group
4 with a mean of 76.8 achieved significantly better than Group 6 with a mean
of 71.2 in terms of English marks. Therefore the two groups do not belong to

the same population and the Indian subjects who had studied Hindi up to Form



Four improved their Enghish significantly better than those without any L1

learning experience at school,

Table 4.12: English Comparison for Groups 4 & 6, School E

Group 4 Group §
Mean 76.811 71.976
Variance 97.587 117.278
Otiservations 53 17
df 1}
level of significance p <08
t Stat 1.947

t Critical fwo-tail ~ 1.995

4.1.3. 2 Null Hypothesis 12 (a)

There is no significant difference between Groups 1 and 3 in terms of overall
academic achievement. A t-test was used to analyse the data. The following

table {Table 4.13) shows the results.

The obtained value for 1, .009, is very insignificant, and below the 1 critical
value, 1.957 at .05 level of significance for 66 degrees of freedom. The data
thus failed to reject the null hypothesis. Thus overall academic achievement for

both Fijian groups was not significantly influenced by the L1 fiteracy skills.

1
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Table 4.13: Overall Comparison for Groups 1 & 3, School E

Group | Group 3
Moan 407.415 407,667
Variance 1938.747 4037.333
Chbservations &5 3
df 86
levsl of significance p <.05
t Stat 0.008

t Critical two-tail 1.897

MNult Hypothesis 12 (h)

There is no significant difference between Groups 4 and 6 in terms of overali
academic achievement. A /-test was used to see if the two sets of samples

belonged to the same population. Table 4,14 shows the results of computation,

The ¢ value obtained, 2.306, is sufficiently above the / critical value, 1.995 at
.05 level of significance for 68 degrees of freedom. The null hypothesis is thus
rejected and the data prove that Group 4 with a mean of 455.7 performed
significantly better than Group 6 with a mean of 414.8 in terms of overall
academic achievement, Thus the overall academic achievement of the subjects
who had studied Hindi up to Form Four was statistically better than that of
those who had not. The difference between the two figures in this computation

is even greater than that for English achievement.

Al



Table 4,14: Overall Comparison for Groups 4 & 6, Schoot E

Group 4 Group 6
Mean 455.698 414,755
Wariance 4,167.849 3 .586.566
Ooservations £3 17
df 68
level of significance p<.05
L Stat 2,306
t Critical twoail 1.995

4.1.3 3 Null hypothesis 13 (a)

iZ8

There is no significant relationship berween L) and 1.2 for Group 1, School E,

Null hypothesis 13 (b}

There is no significant refationship between 1.1 and L2 for Group 4, School E.

4.1.3.4 Null hypothesis 14 (a)

There is no significamt relationship between L1 and overall academic

achievement for Group 1, School E.
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Null hypothesis 14 (b)

There is no refationship between L1 and overall academic achievement for

Group 4, School E..

4.1.3.5 Null hypothesis 15 (a)

There is no relationship between L2 and overall academic achievement for

Group 1, School E.

Null hypothesis 15 {b)

There is no relationship between L2 and overall academic achievement for

Group 3, School E.

Null hypothesis 15 (c)

There is no relationship between L2 and overall academic achievement for

Group 4, School E.
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Null hypothesis 15 (d)
There is no relationship between L2 and overall academic achievement for

Group 6, School E.

Correlational analyses were used to test null hypotheses 13 (a), (b), 14 (a), (b),
and 15 (a) to (d), and the results for the oull hypotheses are given in Table
4.15. As shown, the results are mixed for the Fijian groups, while all the
correlations for the Indian groups show stetistically significant relationships for
both groups between two variables, L1 and L2, L1 and overall academic
achievement, and L2 and overall academic achievement. As for the Fijian
groups at School E, the r between L1 and 1.2 for Group 1 is the lowest, 178,
and below the critical r value, 232 for 63 degrees of freedom, and the »
between L2 and overall academic achievement, $.936, is also below the
critical value, 0.997 for 1 degree of freedom as the selected level of
significance, .05. Thus the data failed to reject null hypotheses 13 (2) and 15
(b). On the other hand, the correlation coefficients between L1 and overall
academic achievement, 482, and between L2 and overall academic
achievement, 719 for Group 1, are sufficiently above the r critical, 232, Thus
null hypotheses 14 (a) and 15 () are rejected and the data indicate that there
are statistically significant relationships between L1 and overall academic

achievement, and between L2 and overall academic achievement for the



subjects who had studied Fijian all the way up to Form Four As for the Indian
groups at School E, the obtained correlation coefficients between L} and L2,
477, berween L1 and overall academic achievement, 564, and between L.2 and
overall academic achievemnent, .835 for Group 4, and between L2 and overall
academic achievement, 852 for Group 6, are high enough to reject nult
hypotheses 13 (b), 14 (b), 15 (c) and {d); the critical 1 value is .25 for Group 4
and 482 for Group 6 a1 the .05 level of significance. Thus the data show that
the relationships between 1.2 and overall academic achievernent for both Indian
groups are statistically significant. As a whole, the r for the Indian groups is
higher than respective correlations for the Fijian groups, except for the
correlation coefficient between L2 and overall academic achievement for

Group 3.

Table 4.15: Correlation Coefficient for School €

Fijian and English Fifian and English and df (A-2) Crilical value
Cverall Overall
. {p < .05)
Group 1 0.178 0.482 0.719 [:x] 0.232
Group 3 0.936 1 0,997
Hindi and English Hindi and Overall English and df (-2 Critical vaive
Overall
(P < .05}
Group 4 0477 0.564 0,835 51 0.250

Group & 0.852 15 0.482




0 Group 4
0 Group 3|

Fiji/Eng FIIOA EnglOA

Chart 4.5 Correlation Coefficient for Fijian Groups, Schoal E

BGroup 4
RGroup &

HindliOA Engiah

Chart 4.6 Carrelation Coefficient for Indian Groups, School E

132



4, 2 Interpretation of the Findings

4.2.1 Successful Groups

The ANOVA for both English and overall comparisons among the successfil
Fijian groups shows that students without any L1 learning experience did
remarkably better than those with L] learning experience in Groups 1 and 2. As
for the comparison among the successful Indian groups, ANOVA for English
shows that stodents of Group 5, who had L1 learning expetience but chose not
to 1ake Hindi as an optional subject for the FIC, did significantly better than
those of Groups 4 and 6, whereas ANOVA for overall academic achievement
indicates the same resuit, Group 5 had the best mean, followed by Groups 6
and 4 in that order. Although the differences among three groups were

substantial, they were not statistically significant. Tables are provided below.

Correlational analyses for all the relationships between L1 and L2, L1 and
overall academic achievement, and between L2 and overall academic
achievement indicate significant relationship. Furthermore correlation for the
Indian groups is stronger than that_ of the Fijian groups, which indicates that
improvement of L1 and 1.2 will enhance overall academic achievement more
effectively for the Indian groups than it will for the Fijian groups. Improvement

of L1 will also facifitate English achievement for the Indian groups compared



to the Fijian groups. Groups 3 and 5 scored the highest mean in Englsh (
75.99) of the six groups. Group 5 performed best academically of the six,
whil the best Fijian group in terms of English marks came only fourth after
Group 4, which scored much lower than Group 3 in English mean. Thus Lt
and L2 do not correspond to academic achievement for the Fijian groups as

closely as for the Indian groups.

Table 4.16: Comparison among successful Fijian groups

Groups English mean F observed F critical
Growp 1 64.42 70,54 300
Group 2 &9.43
Group 3 7509

Overall nean
Groap 1 385.11 348 3.00
Groap 2 297,55
Group 3 42562
p<.0s

Table 4.17: Compatison ameng suceessful Indian groups

{Froups English mean F ohserved F critical
Group 4 7361 13 m
Group 5 75.99
Group 6 74.47

Overall mean
Group 4 435.42 2.93 3.01
Group % 4438.28
Cirolip & 439.00

p<.05
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Chart 4.8: Mean of Dverall Marks for Successful Groups 1 o 6

What is corumon for al! four comparisons is that students who had L1 learning
experience and chose to take L1 as an optional subject for the FIC, did worst
among three groups. This clearly contradicts the fact that Groups 2 and 5 did
much better than Groups 1 and 4 respectively, because it is reasopable to
assume that stodents of Groups 2 and 5 had spent substantial amounts of time
Jearning L1 at school and because many students of Groups 2 and 5 could have

been in Groups 1 and 4 if only they had chosen to lake L1 as an optional



subject. This leads us to the question of how students did or did not choose to
take L1; Does the decision have to do with student’s standing? Some leachers
interviewed commented that it was easier to score higher marks in L1 than
ather optiona! subjects such as econotnics and accounting. For example, in 2
Form Four class at st Indian dominated school it was stated by a class teacher
that the mean for Hindi was 62 marks while the mean for technical drawing was
46 for one term examination. This alone indicates that there is a good chance
for weaker students to choose F1 as an optional subject in order to pass the
FIC, although they are not allowed to change subjects half way through the
course, A similar comment was made abaut Fijian students in Fijian dominated

schools, regarding the way students choose optional subjects for the FIC.

An attetnpt was made to examine the relationship of students of Groups 1 and
4 to the standard of schools they belong to. Table 4.18 shows the number of
schools in each range of standard in terms of mean of English marks as well as
overall marks of each school. Based on this, an attermpt was made to see if
there was any pattern showing in students’ choice (or non-choice} of L1 as
option for the FIC by dividing all the schools involved in this shudy into two
(the first 1o ninth and the fenth to 17th) and by caiculating bow many students
of Groups | and 4 came from the first & schaols. As the table shows, only
‘about a third, 37.2 % (173 out of 465} of the whole sample of Group 1, fell

into the top half schools, whils neacly two thirds, 62.8 % of 465 fell into the


singh_al
Pencil

singh_al
Pencil


137

second half. This may create the impression of a low status for the Fijian
vernacular in the schoo! system, since more students were studying Fijian in
schools which ranked lower. On the contrary, the majority (81 % of Group 4,
262 out of 324) fell into the top 9 schools, while only 19.1 % of them came
from the second group of schools, Therefore Hindi may not be associated with
the Jow status as strongly as Fijian can be. In fact the top three secondary
schools in Suva offer neither Hindi nor Fijian classes, which may give the
impression that good students do not stedy vernaculars. Charts 4.9 and 4.10
show how each group of students was distributed in tenns of academic
standards of the schools. For Fijian students, there were fewer students in
Group 1 that belonged o the better standard schools than to the lower
standard schools, whereas there were more students in Group 3 that belonged
to the better standard schools than to the lower standard schools. This indicates
that students in the lower standard schools had a tendency to choose L1 as
opticn for the FIC, or that fewer of the better schools offered vernacular
classes than the lower standard schools. This is supported by the results of
ANOVA among Groups 1 to 3 in both English and overall academic
achievement (Table 4.1 and 4.3). In both comparisons, means for Group 1
{64.42 for English and 386.11 for overall) were substantially lower than those
for Group 2 ( 6943 for English and 397.55 for overall). From this, it is
reasonable to assume that weaker Fijian.stud‘ents more often chose to take L1

as one of the optional subjects for the FIC.
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On the other hand, Indian students show 2 different trend in terms of choosing
L1 as an optional subject. Of Group 4, 8) % fell into the 1st to Sth school
category, while only 19 % fell into the lower category, This may suggest that
Indian students are more encouraged to smidy L1 in Indian dominant schools
which maintain better academic standards compared to Fijian dominant

schools.

Table 4.2 and 4.4 indicate, however, that the means of Group 4 (73,61 for
English and 435.42 for overall) were significantly lower than those of Group 5
{7599 for English and 448.28 for overall), indicating that the weaker students

of ali those who had L1 Jearning experience chose to take Hindi,

The difference between Fijian groups and Indian groups is that in terms of
mean of overall academic achievement Group 3 is far better than the other two
Fijian groups with L1 learning experience, whereas students of Group 5 who
had L1 leaning experience are the best of the three Indian groups, This
discrepancy suggests that attitudes toward the significance which £1 carries are

different according to racial groups, which needs to be further studied.
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Table 4.18: Disiribution of samples berveen the 1-9th and 10-17h schools

Gmups 15t to 4ib schooks 10 1o 17th schools Taoial
Graup 1 171 (37.2%) 292 (62.8%) 465
Group 2 207 (53.2%) 182 (46.8%) 189
Group 3 144 (63.6%) 56 (31.4%) 210
Group 4 262 (81%) 62 (19.1%) 324
Group 5 274 (74 5%) 92 (25.1%) 366
_Growp s 62 (60,2%) 4} (39.8%) 103

1 1o ¥h
W 18th te 17th

didio b |
W 19th 1o 171!

Group 1 Group 2 Group 3 Groug 4 Group § Group & '

Chart 4.10; Percentage of sample distribution between 1-9 and 10-17th schools
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Table 4.19 Number of schools in cach category

fuean In English marks in Overall marks
0%+ 3 1
Ho & ]
S0% 6 i}
5024+ 2 2

4.2.2 Unsuccessful Groups

The results among the unsuccessful Fiian groups show exactly the same
pattern as the successful groups; there was a significant difference among three
groups with the means of Group 3 being the best in both English and overail,
although the observed F value of ANOVA was not as large as that of the
sucgessful groups, As for the unsuccessful Indian groups, tie difference among
the three groups in terms of English achievernent and overall achievement was
not substantial, The highest mean of English was obtained by Group 5, while
the highest of overall was obtained by Group &, indicating that the effect of L1
on learning is not as great for the unsweccessful Indian groups as for the
successful groups, The correlations between L1 and English, L1 and overall,
and betrween English and overall marks were also much lower for these Fijian
and Indian groups, compared to the respective correlations for the snccessiul
groups. They were significant, however, except for the correlations between

Fijian and Engtish and between English and overall.
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Chart 4,10 Mean of Overall Marks for Unsuceessful Groups 1 to 6

4.2.3 School E

The results of -tests among the Indian and Fijian students of School E deserve
special attention. Schoo! E is average in Suva schools in terms of academic
standards (ranked 9th out of 17 schools), its size, and racial composition (40%
of the school population is Fijian ‘'and 54 % is Indian) is roughly equal. Above

all, it is the only school in Suva that has made it compulsory for every student
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to take vernaculars, Fijian or Hindi, uniess she or he did not have a prior
experience of learning it. What it amounts to is that students had no control
over which group they should beiong to. Students in School E were clearly
divided into Groups 1, 3, 4, and 6, not because of their academic level nor their
chance of passing the exatrunation but strictly because of their previous L1
learning experience. Stodents who could have been Groups 2 or 5 in other

schools, were put into Groups 1 or 4 in School E.

The results of f-tests between the Fijian groups proved that there was no
difference between Groups 1 and 3 in either English or everall academsic
achievement, which is drastically different from all the other comparisons, As
for the Indian groups the results of s-tests between the Indian groups proved
that the students of Group 4 with L1 learning experience did significantly better
both in English and overall than thoge of Group 6 who did not have any L1
learning experience. This appears to be a true reflection of the effect of L1
learning if students have no control over the decision of taking L1 as an

optional subjesct.

The correlations between L1 and L2, 11 and overall academic achievement,
and between L2 and overall academic achievement for the Indian groups were
all significant, with the correlation between L2 and overall academic

achievement being the strongest and the correlation between L1 and L2 being
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the weakest. As for the Fijian groups, both L1 and L2 were significantly
correlated to overall academic achievement for Group 1, but the correlation
coefficients between L1 and L2 for Group 1 and between L2 and overall
academic achievement for Group 3 were not below the critical r. This suggests
that Fijian students were not as strongly affected by learning L1 as Indian

students to score better English and overall marks.

IB English Morhl

Chart 4, 11 Mean of English Marks for School E

TREEE

Chart 4. 12 Mean of Overall Marks for Schoot E



4.3 Other Findings

4.3.1 Significance of Multiracial Learning Environment

Chart 4, 13 Racial components In each school ia order of scademic performance

Chart 4,13 indicates that the first three schools are quite multiracial in terms of

student population.

Table 4, 20: Number of schools in gach category

Mean Overall Marks English Marks
Fijian Indian Fijian Tndian
80% + 0 3 2 4
70% + 4 8 5 7
60% + 1 4 3 3
50% + 2 0 2 1

144

O Others
M indtans
13 Fijlans
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Table 4.20 (previous page) shows that Indian students of each school,
compared with their Fjjian counterparts, performed better in terms of English
as well as overall achievement. Chart 4.13 points out, however, that the top
three schools in Suva are multiracial. In fact three Indian dominant schools are

ranged in the middle, although they rank higher than Fijian dominant schools.

WARVAR AN NN wsioinss

~—f— English %

§

Chart 4. 14: Indias stadenl population, overall marks, and English marks in percentage

in order of Indian sudests’ academic achievement alone.
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If we make comparison among the Indian population alone in each school,
students of the top five schools where Indian students are a minority (3 to 33 %
of the whole school population) did better than those in Indian dominant
schools H, T and Q. School H, the best Indian dominant school, ranked only
sixth despite the expectation that Indian schools should do better. Regarding
English marks, in schools where Indian students are a majority, their English
means are either close to overall marks or even lower, although in most schools

English means are higher than overall marks.

100%

B [—— Fijian sudents
—@- Overall %
—d&r- English %

WA |
Y

Chart 4. 15; Fijian student population, overall marks, and English marks in percentage

in arder of Fijiar students’ academic achievement aione
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Chart 4.15 shows the order of schools in terms of overall academic
achievernent of Fijian students in each school. The relationship among the
Fijian student population of each school, the English mean, and the overall
mean {%) shows that the top schools are multiracial. In most schools, 25 Indian
pepulations indicate, the mean for English is better than the mean for overall
performance. Furthermore the difference between the two means is greater than
it is for Indian populations, suggesting that Fijian students have a potential to
score higher overall marks. For Fijian dominant schools P, Q, and J, the means
for English are below the means for overall performance, and for School F the
mean for English is above that of overall but the difference is not as great as for
the rest of the schools. Thus the data indicate that both Indian and Fijian
students seem to learn English better if they are a minority at school, indicating
that there is a potential for thern to learn better if other conditions are met. At
the same time, both Indian apd Fijidn students do not seem to do as well as
others if they constitute a majority at school. This may have to do with the

necessity to communicate with other students,
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Table 4. 21; Index of Overall and English Marks of Fijian students for each school

relative te Indian snrdents’ achievement as a stangard of 108

mean of overall Indexr  meau of English lndex
School  Indian  Fijian Indian__ Fijian
1 M 855 76.9 o] 873 842 96
2 G 851 729 88 875 785 90
3 k §3.2 759 g1 813 81 Bk
4 L 793 T2 R 30.8 76.1 04
5 B 78.4 alL.8 i TET 99.3 B8
& H 777 69.8 80 782 78 1.0
7 C 4.4 62.3 83 763 73.6 96
-1 [ M0 679 b2 754 692 a2
9 T 74 634 B 710 419 96
10 5] 73.9 63.9 03 759 72 95
Il G 70.1 62,5 B8 3 #5.3 a3
12 A 68.7 S5 50 69 64,5 B3
13 N 674 61.1 91 69 65.8 95
14 F 616 596 97 64 611 B8
15 I 56.8 504 1.05 53.1 573 1.04
1%

—d—Cvarall %
—ii— Englith %]

TO% v T

Chart 4.16: Indices Fijian studemts in English and overall marks relative to Indian

students as a standard of 1.04
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Chart 4.16 shows how well Fijian students of each school performed in English
and overall, relative to their Iindian counterparts of the same school, taking
Indian students’ score as a standard of 1.00, The difference in performance
between the two ethnic groups in English is generally less than that in overall
except in Schools F and ] where Fijian students are in a majority. In these two
schools Fijian students’ overall academic achievement is the lowest of all
schools, faliing around or below 60 %, Fijian students in 100 % Fijian schools
P and Q, although they are not in this comparison, show a similar trend; their
English is either worse or only slighily betier than overall marks (Chart 4.15 ).
In Schools M, H, I, and O where the Fijian population comprises fess than a
third, the difference between English and overall marks is greatest. Again this
may support the point that Fijian studenis learn English better in a minority

situation than in other environments.

4. 4 Successful Cases of Students with Early Education in 1.1

In observing classes and talking to principais of secondary schocls, it was
found that a number of students had academic advantages when they came to
Fiji at various school ages with disadvantages in the Enplish language. There is
also a successful example of a Fijian speaking student who started his
secondary education entitely in English in Suva affer eight years of primary

education in Fijian,




4.4.1 A case of an Indian Student from India

Student A came to Fiji with ber family in September, 1990 when she was 11
years old in Class 8. She was put into a Class 3 because she could not
understand any English; back in India she had studied in Hindi, In July, 1993,
neatly three years later, A tock the Intermediate Examination in Class 6 and
did it very well; 99 for English Composition, 58 in Comprehensive Grammar,
99 in Hindi, and 494 marks overall out of 500, She said that she had started to
understand what her teacher bad explained in English in ciass afier about 6
months of learning English, By then she felt more comfortable with English.
When I met her in March, 1994, she was 15 years old, the oldest Class 7
student at her school, and seemed to be emjoying her school life with no

difficulties with either the language or learning.

4.4.2 A Case of Two Chinese Students from China

Students B and C, sisters, came to Fiji from China at the beginning of 1991,
and both sat for examinations toward thé end of the year: B, Form 6 (the Fiji
School Leaving Examination), and C, Form 4 (the Fiji Junior Certificate
Examination). B scored 68 in English, which was the third highest at her
school, 60 in accounting, 89 in biology, and 88 in mathematics; 284 overall

marks which is more than 70 %. C scored 68 in English, 93 in mathematics, 81
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in basic science, 66 in social science, 76 in accounting, and 80 in economics,
464 overall which is 2 B grade. For the FIC, 68 in English is considered good.
Both B and C demonstrated that it was possible for a student to leam & new
language at a later stage and to catch up in academic work with other students
who had learned it for much longer if' she or he had learning sxperience in her

or his strong language.
4.4,.3 Other Cases

It is reported by a principal that Student D who came to Fiji from Burma
without any English knowledge took the Fiji School Leaving Certificate
examination within two years and became one of the top students. According
to the principal, she was very hardworking and carded an English dictionary all
the time. One other case, » Japanese boy who came to Fiji at the age of 12
years with practically no English in August, 1990, joined Form 2 at the
International School. In February, 1993, two and half years [ater he went to a
high school in Australia, after completing Form 4 in Fiji. He was reported to be
the best stadent in that school, scoring the highest marks in major subjects
except English. He said at the beginning of 1994 that he managed to
understand teachers in class and could talk to his classmates but that he still had
a problem in writing composition and did not have a large enough voscabulary

to express himself in written form. The peint is, however, that he managed 1o



do al! the major subjects including English very well, although he knew he had

room to improve on his English.

4.4.4 A Case of a Local Student

T holds a respectable position in the Fiji Government, He was brought up in the
Fijian language environment in Kadawu. He went to a primary school (Class i
to 8) where the medium of instruction was Fijian with English strictly as &
subject, although all the textbooks were written in English. He came 10 Suva
for his secondary education {Form 3 to §) which was conducied entirely in
English. He recalled that it had been tough but he had managed to compete
with other and do well enough to go onto a2 New Zealand high school to take
the Mew Zealand Universicy Entrance Examination and to continue his
university courses in New Zeszland. He stated that he had found himself
aocepied in Fijfien communities even in a chiefly village, because of his good
comimand of Fijian. He claimed that he owed it to the solid foundation in the
Fijian language that he had been confident and successful academically as well

as professionally.

Which is easier to cure -~ o child with a learning problem because of o
language difficalty, or a child with a language problem but with an ability fo

learn?
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4,5 Conclusions

If we look closely at Charts 4.17 and 4.18, we can se¢ that Groups 3 and 5 had
the highest means for Engtlish; both 75.99. When it comes 10 the highest mean
of overall marks, however, Group 5 scored the best, 448,28, while Group 3
had Jower than the lowest of the Indian groups. Fijian students might very well
have & potential to do well, but in fact they did not do as well as the weakest
Indian group. The fact that correlation coefficients between L1 and 12 and
between L1 and overall academic achievement for the successful Fijian groups
are even lower than those for the corresponding unsuccessful Indian groups
suggests that there are obviously some factors other than a language factor

influencing Fijian students’ academic achievement.

Looking at the means of: each schoo! under different groupings (Tables 3.3 and
3.4), we come to a similar conchusion. The highesi mean of English marks
among Fijian groups is 5.9 for Group 3 in School M, whereas the highest
means of English marks among Indian groups are 89 for Group 6 in School M
and 88.81 for Group 5 in School G, which are quite close to one another.
Comparison of overall means shows that Group 6 in School M, 5168, and
Group 5 in School G, 523.5, scored much higher than the top Fijian score,

467.7. TFurther comparing the top two Indian overall means indicates that
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students of Group 5 i School G who had L1 learning experience attained a
much higher mean than those of Group, 8 in Schoof M, although the two
English means differ by only .19. The overall mean of each group, too,
indicates that Group 5 with L1 learning experience achieved higher marks in
comparison with Group 6 with no or very little L1 learning expenence, though
the English means of respective groups are very closg; 448.3 and 439.1 for
overall and 76 and 74.5 for English respectively. This suggests that [iteracy
related skills in L1 have an effect on successful English learning and overall
achievement for jndian students who have passed the FJIC. For those Indian
groups who failed in the FIC, the data does not show the effect of L1 literacy

related skills on English and overall achievement.

In contrast 1o the resuits of the successiil and unsuccessful Fijlan and Indian
groups, the results of School E show the positive effect of literacy related skills
of L1 on Group 4°s English and overall academic achievement, whereas the
data shows no effect of L1 literacy related skills either on Group 1°s English or
overall achievement. The difference among the two Fijian groups was,
however, below the ¢ critical value, which indicates that Group 1 of Schoo! E

did much better compared to Group 1 of the whole population.

Tt is imperative 1o look into & possible solution to improve the performance of

the unsuccessful groups. The fact that comparison of the unsuccessful Fijian
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groups resulted in smaller F observed value, 777 for English and 5.1 for
overall academic achievernent in contrast with successful groups’ huge F,
70.55 for English and 32.48 for overall academic achizvement, though all the
values were abave the corresponding crtical F value, indicates that the effect
of L1 was greater for the unsuccessful Fijian groups than for the successful
groups. This, however, contradicts the finding that the correlation coefficient
between L1 and L2 for unsuccessful Group 1 was not very substantial, though
the mean for Fijian (49.3} was much higher than the English mean (40.9),
compared to the other groups. Tables 4.22 and 4.23 show that the correlation
coefficients between Fijian and English were on the whole lower than those
between Hindi and English, which may suggest either that the effect of L1 is on
the whole weaker for Fijian students or that Fijian marks do not reflect the
students” true proficiency in Fijian since the Fijian test included the cultural

aspect,

Tabie 4.22: Correfation Coefficlent betweer Fijian and Engfish for three sections of

Group 1

Groups Fijian English r r critical
Successful group 68,0 64.4 34¢ 195
Unsuccessful 493 40.9 129 232

School E 652 69.1 178 232
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Table 4.23: Correlation Coefficient between Hindi and English for three sections of

Group 4

Groups Hindi mean English r ¢ critical
Successfil group TS5 136 585 585
Unsuccessful 432 40.7 502 381
School B 71 76.8 477 250

Table 4.23 shows that the effect of L1 is stronger for Indian students, meaning
that there is 2 chance for them to improve their English proficiency if they
could improve their Hindi, since there is @ significant relationship between 1.1
and L2 for three sections of Group 4. Comparison of the obtained F values for
English and overall marks between the successful (3.13 for English and 2,93
for overall marks) and unsuccessful groups (.79 for English and .25 for overall
marks} reveals that the effect of L1 for the unsuccessful group was not as great
as for the successful group, This may suggest that it takes longer to acquire the
Hindi language, and students do not learn well while neither language is
developed enough, which appears to support the Threshold hypothesis

(Cutnmins, 1984: 107).
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Table 4.23: Correlation Cocfficient betwecn Hindi and English for three sections of

Group 4

Groups Hindi mean English r r critical
Successful group 74.5 7386 585 195
Unsuccessful 432 40.7 502 31
School E 71 76.8 477 250

Table 4.23 shows that the effect of L1 is stronger for Indian students, meaning
that there is a chance for them 10 improve their English proficiency if they
could improve their Hindi, since there is a significant relationship between L]
and L2 for three sections of Group 4. Comparisen of the obtained F values for
English and overall marks between the successful (3.13 for English and 2.93
for averall marks) and unsuccessfial groups (79 for English and 25 for overall
marks} reveals that the effect of L1 for the unsuccessful group was not as great
as for the successful group. This may sugpest that it takes longer to acquire the
Hindi language, and stude._nts do not leam well while neither language is
developed enough, which appears 1o support the Threshold hypothesis

{Cummins, 1984: 107).
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Chart 4.17 shows a similar pattern among the successful and unsuccessful
groups in terms of English means. It should be noted that the successfil Indign
groups, as a whole, did better in English than the successful Fijian groups. It is
the opposite, however, for the unsvecessfil groups, which might indicate that it
may take a longer period of time for weaker Indian students to acquire English
proficiency at a high enough level to leam in English than do weaker Fijian
students, Therefore the L1 may have a more important role to serve as a ligison
for weaker Indian students especially before they attain high proficiency in
English. This may also be supported by the finding that there was higher
correlation between L1 and 1.2 and between L1 and overall academic
achievement for Indian students than for Fifian students. Chart 4.18 shows the
same trend between the suceessfinl and unsuceessful groups. It is also the same
in that the unsuccessful Fijian groups performed better academically than their
Indian counterparts, despite the expectation that Indians usually do bester than
Fijians. Indian students’ poorer acadenic performance may be affected by their
poor English prﬁﬁciency, which may be improved by learning through their L1

at their earlier stages of primary education,



CHAPTER FIVE:

CONCLUSIONS AND IMPLICATIONS

£.1 Conclusions

The two ethnic groups show a different pattern in the results. More Fijian than
Indian students have given up learning their il at school i order to study in a
better school and to achieve better academic performance. Those Fijian
students without L1 Ieanﬁng experience, who were manly from higher
standard schools, performed significantly better in English as well as in overall
marks than those with 1.1 experienc:_a, and thus they seem to have formed a
different population from those who chose to go to schools where L1 lessons

were conducted.

On the other hand, larger Indian dominant schools provide Hindi classes and a
majority of students in those schools chose to study and to take 1.1 as an
optional subject for the FIC. These schocls thus support maintenance of the
vernacular as well a5 the image people have of it. On the contrary, those Indian
students who went to .the top three schoﬁls in Suva and as a result did not
study L1, unlike the Fijian cases, did not perform as well in ejther English or

overall marks as those of Group 5 who studied L1, although they did better
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than those of Group 4 who could possibly be weaker students than those of

Group 5.

These results, especially Fijian results, may make students, parents. and
teachers believe that learning vernacular does not help students achieve better
academic results because it is associated with a negative image and that it is
rather a waste of time because it takes up time that is supposed to be spent
learning English for better academic achievement. This causes a vicious cycle
of keeping some students from learning it and keeping them from learning

better.

In conclusion, there is a very obvious effect of literacy related skills in LY on
English performance as well as on overall academic echisvement in the case of
Indien students, whereas the Fijian students who had L1 learning experience
scored lower marks in both English and overall than those who did not study
L1 and thus showed no effect of L1 leaming. The comelation cosfficients
suggest that there is a statistically significant correfation between the literacy of
1.1 and that of L2 for all the Indian students and the suecessful Fijian students.
The cormrelation coefficients alsa suggest that there is a statistically significant
correlation between literacy of L1 and overall academic achievetnent for all the
Fijian and Indian groups tested. Therefore the importance of Lt literacy

related skills should be reconsidered in school settings, and the government
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should promote this sense of importance among students, parents, as well as

among people in society in general-

5.2 Pedagogical Implications

From both Charts 4.17 and 4.18, we can see clearly that Group 3’s
performance is remarkable for both the successful and unsnccessful Fijian
groups. The learning environment in which Group 3 operated or the way
Group 3 responded to this learning environment mey be strikingly powerful,
and more effective than any other variables. It is worth comparing the two
learning environments of Group 3 and of Groups 1 and 2, and identifying the
factors which promoted Group 3’s English as well as overall academic

achievement.

Charts 5.1 and 5.2 show the relationship between the racial component of the
school poputation and failure rate in each school. An atfempt was made to see
if there is a relationship between these two factors for each racial group.
Comparison of the two charts suggests that two lines in Chart 5.1 correspond
more than those in Chart 5.2, suggesting that Fijian students are more sensitive

to their environment and more easily influenced by it than Indian students.
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An increasing number of concerned Fijian parents nowadays send their children
to an Indian dominant school or an English school, because they believe that
such schools are more strict about discipline than Fijian dominant schools, and
therefore some children can learn better there. This view was expressed by
many Indian as well as Fijian teachers, and observing schools proved that this
was the trend of movement of students. This deprived Fijian students of an
opportunity to learn their L1, and yet these students of Group 3 have proved
that they were the best of three Fijian groups. What if they were given a chance
to learn L1 in the environunent which they were? It may further promote their

English as well as overall achievement.
£.3 Recommendations

The regional university, USP, is starting long awaited Fijian Studies and Hindi
Studies Programmes in 1995. It is hoped that this will enhance the image which
people have of “vernaculars”. The Fijian and Hindi languages will be something
students can learn at the university level, the highest institution. Up 10 Form 7,
they were languages learned in an arts stream but not in a science stream. They
were languages learned by those preparing for teachers colleges but not by
those who were going to university, These negative image of “vernaculars”
may be cortected and the terms “Fijian aid Hindi” rather than the term

“vernaculars™ could be accepted as more useful and important languages,
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5.3 Recommendations

The regional university, USP, is stanting long ewaited Fijian Studies and Hindi
Studies Programues in 1995, It is hoped that this will enhance the image which
people have of “vernaculars”. The Fijian and Hindi languages will be something
students can learn at the university level, the highest institution, Up to Form 7,
they were languages learned in an arts stream but not in a science stream. They
were languages learned by those preparing for teachers colleges but nof by
those who were going to university. These negative image of “vernaculars”
may be corrected and the terms “Fijian and Hind?™” rather than the term

‘“vernaculars” could be accepted as more useful and important languages,
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which will be a big step fowards promoting a sense of importance for local
languages among educators, parents, students, and teachers, which is a start,

If six or eight years of primary education in vernacular languages is
unthinkable, the government at least can start bilingual eduvcation in primary
school. 1t takes a lot of planning and organisation, but after all the existing
education system in many primary schools is a kind of bilingual education. The
system can be used without a major change. If teachers learn not to mix two
languages at a time in class and not to resort to a vemacular when students do
not understand lessons, these few corrections alone would be a great
improvement. Teachers can observe classes in different schools and set up
study mesetings to exchange problems and opinions. Thus they can leam from

each other.

The government could quite easily create a new multi-racial learming
environment with vernacular classes in which students could have both benefits;
learning from one another and learning about themselves. We can study the
advantages which the top multi-racial schools as well as the Fijian domitant
and Indian dominant schools have, and adopt the successful methods each
environment uses. Students conld learn about others from having a multi-racial
community and learn about themselves from what Fijian and Indian dominaft
schools can offer to them. When they lmow about themselves, they can

understand others better. Likewise, they can understand other languages better
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when they know about their own. Understanding others based on a sohd
identity of oneself is; after all, the way Fiii people should be headed in a nation

of multi-racial communities.
5.4 Summary of the Seudy

The effect of L1 literacy on English and acedemic achievement among Form
Four students in Suva secondary schools was tested on two major ethnic
groups in Fiji. All 1993 Form Four students of Fijian and Indian ethnicity were
divided inio three types depending on their L1 leaming experience at school.
Students of Type A had L] learning experience up to Form Four and
vemacular marks for the FJC, those of Type B had L1 leamning experience for
some years but without vernacular marks for the FIC, and those of Type C had
no or very little formal L1 learning experience. Types A, B, and C were further
divided into two sets; those who passed and those whe failed in the Fiji Junior
Centificate Examination. Vemnacular marks, English marks, and overall marks
were elicited from Type A, and English marks and overall marks were elicited
from Types B and C. To test i there is any statistical difference among these
groups, ANQVA was used for English achievement as well as for overall
academic achievement. To determine if there is any significant relationship
between L] and L2, L1 and overalt academic achievement, and between L2 and

overall academic achievement, correlational analyses were used for each group
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of samples. Samples of School E, where students had no control over the
selection of vernaculars as optional subjects as in other-schools, were also

tested,

Results for all the analyses were mixed. The theoretical hypotheses (see 1.6)
ware rejected for the successful Fijian groups as well as for the unsuccessful
Fijian groups; Group 3 {Type C of the Fijian group) with the best mean for
English and overall marks did statistically better than the other two groups.
This indicates that for both successful and unsuccessful Fijian groups there is
no effect of L1 on either English achievement or overall achievement, On the
other hand, the data for the successful Indian groups indicate that the
theoretical hypothesis is supported for English achievement. The data for
overall academic achievernent for the Indian groups, however, did not show the
statistically significant difference among the three groups, although the
obtained F value for ANOVA was substantially high with Group 5 being the
brest mean, whose members had at least 6 to 8 years of L1 learning experience,
This indicates that there is a significant effect of L1 on English and a strong
effect of L1 on overali academic achievement for successful Indian groups 4
and 5. As for the unsuccessful Indian groups, there was nc significant
difference among three groups in tenms of English achievernent and owverall
academic achievement; the unsuccessful Indian groups belong to the same

population. Thus unlike that for the successful Indian groups, the data do not
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show the effect of L1 on either English achievement or overall academic
achievement, The correlation coefficients for the unsuccessful Fijian groups
also indicate that the effect of L1 is insignificant for Group i, while the other
correlation coefficients between L1 and L2 are alt significant for successful
Groups 1 and 4 and unsuccessful Group 4. This suggests that the effect of L1 is

generally weaker for Fijian students, compared 1o that for Indian students.

On the contrary, the results of a f-test comparing English and overall means
between Groups 1 and 3, and 4 and 6 for School E, where students had no
control over choosing L1 as an option for the FIC, indicate otherwise. As for
the Fijian groups, the data show that there is no significant difference between
Groups 1 and 3 in either English or overall means, indicating that these two
groups belong to the same population without regard to theit L1 learning
expetience. Regarding the Indian groups, the comparisons of both English and
overall means between Groups 4 and 6 resulted in support for the theoretical
hypothests that the group with L1 learning experience performed significantly
better in both English and overall attainment than those without Li leamning
experience. These resuits of School E should be regarded as important because
there was no manipulation over choosing or nof choosing vernaculars as an
optional subject for the FIC among students in School E (in other schools
students, especially‘weaker students, tended to choose vernacular as zn

optional subject since it was regarded as an easier subject to pass). Thus School
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E results are considered o reflect the effect of L1 better than results involving

other students who could manipulate their choice.

Correlation coefficients for School E samples show similar trends to those for
the successful and unsuccessful groups. The correlation coefficient for the
Indian groups is stronger than the respective correlation for the Fijian groups,
and the correlation coefficient between L2 and overall academic achievement is
stronger than that between L1 and overall academic achievement, and that
between L1 and L2 in that order for both racial groups. Correlation between
L1 and 1.2 for Group 1 is insignificant, which corresponds to the result of the

unsuccessful Fijian groups but differs from the seecessful Fijian groups.

5.5 Suggestions for Furibher Studies

There was great difficulty faced in doing this study, parily because there was
tittle support given from the Ministry of Education, although teachers of all the
schools visited were very supportive, Vernaculars taught as subjects not as a
part of bilingual education rmay have affected the accuracy of the study,
because time spent studying vernacular for average students was at most about
30 minutes to an hour a day, very short compared te students who would learn

a language in a bilingual setting. Furthermore students shudied vernacular
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languages, buf these languages were not used as media of instruction, which

made language study less practical and interesting.

Longitudinel and cross-sectional studies are needed with a full government
initiative for a peried of 6 to 8 years in control of intervening variables. For
example, six classes could be set up within a sckool, each with two sets of the
following: 100 % Fijian classes, 100 % Indian classes, and ulti-racial classes.
A set of each would be taught in English only and the other set taught in a
bilinguai setting of the L} and English as .2, Teaching staf¥, teaching materials,
students’ family backgrourd, and intelligence would be controlled. The effect

of 1.1 might be determined in a clearer tnanner in this way.
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