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Glossary

Acronym/Key word
EAL
ELL
ESL
KS

L1

L2
PICO
QSR
SEI
SLIFE

Definition

English as an additional language

English Language Learner

English as a Second Language

Key Stage

First language

Second language

Population, Intervention, Comparator, Outcome
Quick Scoping Review

Structured English Immersion

Students with limited or interrupted formal education
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Introduction

This report presents the findings of a quick scoping review (QSR) of evidence
relating to late immersion, intensive language learning, and language provision for

pupils who have experienced a break or interruption in their immersion experience.

The review provides information about the volume and characteristics of the
evidence that was found, and an overview of what that evidence tells us. The
approach adopted for the study was informed by guidance on conducting QSRs by
Collins, Coughlin, Miller and Kirk (2015).

The primary research question that informed the study was as follows:

‘What is the evidence about language provision for pupils who are educated in a
language that is different from their home language, and who are exposed to that

language for the first time at a stage after the beginning of formal education?’
The secondary research questions were:

‘What is the evidence relating to provision for:

1. Pupils who have experienced interrupted learning, and

2.  Pupils in language immersion settings?’

The review was conducted in-house by the Knowledge and Analytical Services,

Welsh Government, with support from Welsh Government Library Services.

Throughout the report, references are made to late immersion and intensive
language provision. The explanations below offer information on the context of

these terms.

According to Baker (2006 in Pacific Policy Research Centre, 2010), immersion
education incorporates both content and language instruction through the second
language. This method of acquiring a language has three generic entry points from

which students are immersed:
e Early immersion - from age 5 or 6

e Middle immersion - from age 9 or 10



e Late immersion - between the ages of 11 and 14 (Baker, 2006 in Pacific
Policy Research Centre, 2010)."

1.7 This review presents evidence from research on both late immersion and intensive
language provision. Late immersion takes place when a student has not had any
experience of the second language in the early stages of their lives. It provides the
student with a later entry point into immersion education. The student learns both
language and content through the second language (for example, Makropoulos,
2009).

1.8 Intensive language provision provides a student with a short period where they
learn a second language. Over a period of weeks (for example 5-6 weeks), the
provision focuses on learning the language and using it to communicate (for

example, Netten and Germain, 2005).

T Although middle immersion is included here as part of the description of generic entry points for immersion,
there is no specific focus on middle immersion in this report. Whilst Baker provides a description of the various
stages for students up to the age of 14, this review considers research involving individuals up to 18 years old.
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Policy Context

The Welsh Government’s strategy for the Welsh language, Cymraeg 2050, sets out
a long-term vision of achieving a million speakers by 2050 (Welsh Government,
2017). Language acquisition through transmission and use in the family, and the
development of language skills through education and training, are identified as the
key elements in realising this target. The first theme of the strategy, ‘Increasing the
number of Welsh speakers’, includes the aims of expanding Welsh-medium
provision in the early years as an access point for Welsh-medium education, and
creating a statutory education system which increases the number of confident

Welsh speakers.

The strategy notes the importance of the early years sector as a point of entry to
Welsh-medium education. Learners whose first and main exposure to the Welsh
language is through education undergo a process of linguistic immersion. Whilst
Welsh-medium education from the early years provides the main entry point to
immersion in Wales, additional entry points also provide access to Welsh-medium

provision. The strategy states:

“A number of models are already in operation throughout Wales. We need to
improve our understanding of what models provide the most effective provision, and

take steps to increase this provision over time” (Welsh Government, 2017; p. 38).

This scoping review is intended as a step towards informing this increased
understanding, by identifying relevant evidence for further consideration and

examination.

Late entry points to Welsh-medium education have been in existence in Wales for a
number of years. There are a number of late immersion centres across Wales that
offer an intensive language acquisition programme for latecomers to the Welsh
language. A variety of late immersion programmes have also been piloted and
delivered within schools. The projects (Williams, 2002) provide students with late
immersion Welsh language provision at the end of their primary school education
experience in order to be able to follow their secondary education through the

medium of Welsh whilst still being supported in their journey to fluency.
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2.8

A Ministerial delegation, led by Jane Davison AM, Minister for Education and
Lifelong Learning, to Canada in 2001 provided an opportunity to learn about
different late immersion and intensive language provision models that were being
used to develop learners’ French language skills. The information gathered during
the visit prompted an exploration into the possibilities of developing similar models
in Wales, whilst building on existing experience of delivering late immersion

provision.?

This led to the development of a late immersion pilot project, delivered by the Welsh
Language Board between 2003 and 2008. Three different intensive language
provision models were implemented as part of the pilot. Model one involved an
intensive period (5-6 weeks) at the end of KS2, with additional support for two years
in KS3. The aim was to enable pupils to progress to a Welsh-medium secondary
school. Model 2 also involved an intensive period at the end of KS2, with pupils
continuing to study some subjects through the medium of Welsh at a bilingual
secondary school. Model 3 involved delivering intensive language provision to
pupils at some point during KS2 (years 3, 4 and 5) but did not include any planned

progression into Welsh-medium secondary provision.

A total of 13 secondary schools (with 115 feeder primary schools) and two primary
schools were involved in the project (Welsh Government, 2008). Since then, some
schools have continued to offer similar provision. In some instances, this provision

is funded through the local authority Education Improvement Grant.

Current developments in relation to the planning and delivery of Welsh-medium
provision highlight the continuing need for a fuller understanding of the contribution
of late entry points to the strategic development of that provision. Proposed new
arrangements around school categories according to Welsh-medium provision are
intended to assist local authorities and schools to plan their Welsh-medium

education provision in such a way that supports the new Curriculum for Wales and

2 Immersion Education and Intensive Language Teaching: A Report of a Visit to Newfoundland and Labrador
and New Brunswick (16-21 September 2001).



the national goal of one million Welsh speakers.? In the context of supporting local
authorities and schools to plan for increasing their Welsh-medium provision, it is
important to draw on evidence relating to language immersion at stages beyond the

early years.

2.9 The need to develop our understanding of the evidence base in relation to late
immersion, and intensive approaches to language acquisition, has acquired an
additional dimension during the last twelve months in the light of the COVID-19
pandemic. As the education system continues to address learners’ needs and
support their progression, it is envisaged that some of the approaches and
techniques used in late immersion and intensive language learning contexts will be
relevant. This is notable in the case of learners whose main or sole exposure to the
Welsh language is through school-based interactions, and whose contact with the

language has been limited by pandemic-related restrictions.

2.10  Current Pupil Level Annual School Census data (2019/20) shows that 24 per cent of
the children of Wales attend some form of Welsh-medium primary school
education.* The percentage of 5 year old pupils who spoke Welsh at home stood at
11 per cent in 2020.°

3 A Welsh Government consultation on non-statutory guidance: School categories according to Welsh-medium
provision, was held between December 14th 2020 and March 26" 2021. The responses to the consultation are
currently being reviewed.

4 Pupil Level Annual School Census data - Number of pupils by medium of school, StatsWales. The
percentage of children who attend a Welsh-medium primary school is 20.9%, 2.9% attend a dual stream
primary school and 0.2% attend a transitional primary school.

5 Pupil Level Annual School Census data — Speaking Welsh at home, StatsWales.
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Methodology

The methodology for the review was informed by the approach set out in Collins,
Coughlin, Miller and Kirk (2015) for conducting a QSR. The aim of a QSR is to
provide an objective and thorough review of evidence. It enables literature to be
mapped and categorised, both in terms of topics explored and in terms of methods

used.

The main difference between a QSR and some other kinds of evidence reviews is
that QSRs do not assess the quality or robustness of the evidence presented (as
would be the case for a rapid evidence review or a systematic review, for example).
They take less time than some other forms of evidence synthesis, but still consider

transparency and reducing bias as key components.

The review was conducted between June 2020 and February 2021, with the
majority of the work completed during July, September 2020, and January -
February 2021.

Phase 1 — Protocol Development

In Phase 1, a protocol was developed to guide the implementation of the review.
Developing the protocol was an iterative process, and revisions were undertaken at

key points in the development of the study.
Research Question Development

The research questions went through several stages of development, in
consultation with Welsh Government policy officials. The PICO approach
(Population, Intervention, Comparator and Outcome) was utilised to develop the
research questions. This approach is widely accepted as a way of framing a
research question by using four separate parts (Aslam and Emmanuel, 2010). A

breakdown of the four separate parts can be seen in Table 1.

10
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Table 1. PICO research question development (Aslam and Emmanuel, 2010)

Population Pupils receiving their education through the medium of
language X, where X is not spoken at home

Pupils exposed to the language for the first time at a stage after
the beginning of compulsory schooling

Education contexts: international, with specific focus on
sociolinguistic contexts relevant to Welsh in Wales

Intervention Classroom-based or classroom-related teaching approaches
and methods, for pupils who are latecomers to language X

Comparison Not considered to be relevant to this QSR, as the aim is to
explore what evidence exists, rather than to make an
assessment of what the evidence indicates about effects or
effectiveness

Outcome Language competence

The primary research question for the review was:

‘What is the evidence about language provision for pupils who are educated in a
language that is different from their home language, and who are exposed to that

language for the first time at a stage after the beginning of formal education?’
The secondary research questions were:

‘What is the evidence relating to provision for:

1. Pupils who have experienced interrupted learning, and

2.  Pupils in language immersion settings?’

Search Term Development

The Welsh Government Library Services literature searches were based on
information from the PICO, the research questions and key words. Key words were
identified by consulting existing literature in the field (Garcia, 2009) and by
undertaking some initial scoping searches. Appendix A provides information about

the key words used for the Welsh Government Library Services searches.
Inclusion and Exclusion Criteria

The inclusion and exclusion criteria were developed as part of the protocol. Grey

literature sources such as newspaper articles or blogs were not included, to ensure

11
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that the search results provided as much of a robust picture of the situation as

possible.

The date range for the review was research published from the year 2000 onwards.

This was based on a non-date-limited key word search using four prominent
databases (ERIC, OECD Library, Science Direct and Web of Science). The

keywords used during this search were derived from the main themes of the

research question (immersion; education; language; and models). In all cases, the

majority of research published which mentioned one, some or all of the keywords

was predominantly from the year 2000 onwards.

The inclusion and exclusion criteria for the initial literature search are detailed in

Table 2 below:

Table 2. Inclusion and exclusion criteria for the initial literature search

Inclusion criteria

Exclusion criteria

the title and abstract were available in
English or Welsh

Date Research published in 2000 and Research published before
Range onwards the year 2000
Publication | Journal articles Duplicate items
type Books Newspaper articles or
Book chapters blogs
Reports
Theses
Language | Publications in any language where Publications in any

language that did not have
the title and abstract
available in English or
Welsh

Phase 2 - Searches

The Welsh Government Library Services conducted an initial literature search in

August 2020. This led to 185 research items being identified, comprising journal

articles, books and book chapters, reports and some Masters and PhD theses. An

additional search was conducted to include Welsh language keywords that mirrored

some of the initial literature search terms; this yielded an additional 15 research

items. Appendix A provides a breakdown of all keywords used. The replication of

12




3.6

3.7

3.8

3.9

3.10

many sources indicated a high level of validity to the search terms developed and

used.
Phase 3 - Screening

The inclusion and exclusion criteria developed as part of the protocol were used to

screen the items identified in Phase 2. The Screening Phase involved four stages.
Screening Stage 1 (title and abstract)

An initial screening process for relevance was conducted, where the title and
abstract of each item identified through the Welsh Government Library Services
search results were read in full. The items were categorised as ‘clearly relevant’,

‘clearly not relevant’ and ‘uncertain’.
Relevance was based on the following inclusion criterion:

e The title and/or abstract relate to one or more of the themes included in the

primary or secondary research questions.
The following exclusion criteria were applied:
e Not enough information in the abstract to establish relevance;

¢ The abstract was not available in Welsh or English within a reasonable

timeframe.®

All items marked as ‘clearly relevant’ or ‘uncertain’ proceeded to Screening Stage 2.

Items marked as ‘clearly not relevant’ were excluded from further screening stages.

The protocol indicated that if, at the end of Screening Stage 1 it was felt that
potential areas of research were not being captured in the searches, further
discussions would be held with the Welsh Government Library Services to identify
and address potential gaps. The relevance of any items sourced through further
searches would be established through the same process as that set out above,

and the same inclusion and exclusion criteria would be applied. These items would

8 If the title and/or abstract of an included item was in English or Welsh (and passed the inclusion
criteria), but the main body of the text was in another language, the item was placed in a separate
folder. These items proceeded to Screening Stage 2.

13
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proceed to screening Stage 2 with the other items. No additional searches were

conducted at the end of Screening Stage 1.

During Screening Stage 1, 42 relevant research items were found to be unavailable
through either open access or through the Welsh Government Library Services. Of
these, 27 items were identified as ‘clearly relevant’ and 15 were identified as
‘uncertain’. The Welsh Government Library Services provided information on the
cost of purchase for each unavailable item. Owing to considerations of cost and the

purpose of this review, these items were not taken to the next screening stage.
Screening Stage 2 (partial text scan)

All items proceeding to Screening Stage 2 were accessed in full, with the exception
of those items where it was not possible to obtain an accessible version within a

feasible timeframe.

A partial text scan was undertaken, which involved reading in full the introduction,
methodology and conclusion sections of each item. Books were scanned by initially
looking at the contents page, and then any relevant chapters. Abstracts from theses
were assessed for relevance, and then the introduction, methodology and

discussion sections were scanned.

As in Screening Stage 1, items were categorised as ‘clearly relevant’, ‘clearly not

relevant’ and ‘uncertain’.
Relevance was based on the following inclusion criteria:

e It was clear from a partial text scan that the item discussed a method,
approach, and/or intervention related to one or more of the themes included

in the primary or secondary research questions.

e The evidence was relevant to the current context of the Welsh language in

education in Wales.

If it was not possible to access the full item through the information provided in the
library search results, further contact was made with the Welsh Government Library
Service to obtain full access to the abstract. If access to the full text was not

14
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3.20

3.21

possible within a feasible timeframe, the item was excluded from further screening

stages.’

During Screening Stage 2, it was identified that potential relevant areas of research
were not being captured in the searches. Additional searches were conducted in
order to address these gaps. Three additional keywords were identified, based on
their prevalence in the items being screened in Screening Stage 2: ‘intensive’; the
acronym ‘SLIFE’ (Students with limited or interrupted formal education), and
‘learning loss’.8 The keywords and databases used in the initial English language
search were used in conjunction with the three new keywords. This additional

search produced an additional 60 research items.

The relevance of any items sourced through further searches was established
through the same process as that set out above, and the same inclusion and

exclusion criteria were applied.
Screening Stage 3 (full text review)

The final stage of the screening process required the items that had passed
Screening Stage 2 to be read in full (full text review). Information about the items
was recorded on an information extraction form. This included a summary of the
item’s aims and objectives, methodology, and overall conclusions (See Appendix B
for further details).

If, at this stage, it was found that it was not possible to provide information on all the
elements set out in the information extraction form, the item was excluded. The
relevance of these papers was decided by using the same screening criteria as

those applied at Screening Stage 2.

The protocol indicated that if, at the end of Screening Stage 3 it was felt that
potential areas of research were not being captured in the searches, further
discussions would be held with the Welsh Government Library Service to identify

7 Two items in Spanish and one in Catalan were included in Screening Stage 2. These items included a title
and/or abstract in English and Spanish or Catalan, with the main body of the text in Spanish or Catalan. These
items went through the same screening process as all other items in Screening Stage 2; they were excluded
on the basis of not meeting the inclusion criteria.

8 ‘Learning Loss’ was included in additional searches in an attempt to capture situations that were relevant to
the research questions — including in the context of the COVID-19 pandemic.

15
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and address potential gaps. The relevance of any items sourced through further
searches would be established through the same process as that set out above,
and the same inclusion and exclusion criteria would be applied. These items would
proceed to the synthesis with the other items. No additional searches were

conducted at the end of Screening Stage 3.

Synthesis — Summary of Results

Findings from the items that were examined through a full text review were
presented in a synthesis of the evidence. The information was categorised into
emerging themes, which later formed the structure of the synthesis. This process

was iterative, and some research items were relevant to more than one theme.

The synthesis provides a narrative of what the evidence indicates in relation to the
research questions, and suggests potential areas where further research and

evidence could be beneficial.

An overview of the search and screening process, with information on the numbers
of included and excluded items at each stage, is presented in the PRISMA flow

diagram (Figure 1).

16



Figure 1. PRISMA flow diagram (Moher, Liberati, Tetzlaff and Altman, 2009)
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3.25

A total of 46 items were included in the synthesis. The topics covered in the items

that were excluded during the review process are summarised in Table 3. Further

citation information for the excluded items is provided in Appendix C.

17
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Table 3. Summary of topics explored in the literature that was excluded based
on accessibility, duplication or inclusion / exclusion criteria

Topic Number of items
Immersion practices in general 42
Dual language / two way immersion 42
Early years immersion 15
Migrant students’ learning 14
Early years language learning 11
Second language learning 10
Literacy practices 9
Content and integrated language learning (CLIL) 9
Translanguaging in the early years 7
Language policy 7
Parental involvement 6
Adult language learning 6
Grey literature (e.g. blogs, news articles) 4
Specific language learning elements 4
(e.g. phonology, grammar, cognition)

Curriculum practices 4
Items in a language other than English or Welsh 4
Language in the community 3
Late immersion 3
Special educational needs and language learning 2
COVID-19 1

Methodological Limitations

inherent in this approach need to be recognised.

18

The following limitations need to be taken into account when interpreting the
findings of the review. As noted earlier, QSRs are intended to provide an
assessment of the extent and nature of the evidence available in relation to the

research question, with an overview of what that evidence tells us. The limitations
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The review was undertaken within the resources and time available for the study.
The findings do not represent an exhaustive picture of the existing evidence in
relation to late immersion and intensive language approaches and methods. They
seek to provide, rather, an indication of the evidence that is available in relation to

the research questions.

It is recognised that the rationale provided for determining the date range may have
resulted in key and relevant studies being omitted from the review. The date range
provided a workable framework for the study, within the constraints of the time and
resource available. It is possible that further work to explore in greater depth some

of the areas highlighted in the review would need to consider other date ranges.

The review captured evidence derived from peer reviewed journal articles, books,
book chapters, reports and theses. It is possible that this approach excluded

relevant evidence from other sources, including from some grey literature.

The results presented in the synthesis are constrained by language considerations.
Inclusion criteria for the searches stated that research published in any language
where the title and abstract were available in English or Welsh was to be included in
the Welsh Government Library Services results. With the exception of two items in
Spanish and one in Catalan that were included in Screening Stage 2 all the items
identified were in either English or Welsh. It is possible that relevant material
produced in other languages was not captured through the methodology that was

followed.

19
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Synthesis

A synthesis of the evidence reviewed during Phase 3 is presented in this section. It
provides information about the volume and characteristics of the evidence that was
found, and a summary of what that evidence tells us. Citation information for the

items included in the Synthesis is provided in the References section of the report.®

Volume and Characteristics of the Evidence Base

Table 4 shows the distribution of research items included in the synthesis,
according to research design, topic and geographical location. Of the studies
included in the synthesis, 19 focus solely on late immersion, seven studies focus
solely on intensive language learning practices, and 10 items discuss wider

immersion literature.

The majority of studies included in the synthesis on interrupted learning either focus
on children learning English as a second or additional language in the US, or
students with limited or interrupted formal education (SLIFE). The evidence includes
examples of children experiencing education in their new country of residence in a
language that was different from the language of instruction in their previous country
of residence. In some instances, the evidence stated that these children did not
have any linguistic ability in the language of instruction in the new country of
residence. Their educational experiences varied, with research indicating that some
children had sometimes missed years of their education before arriving in their new

country of residence.

The evidence included studies from a variety of countries. Some of the research
focused solely on one language within their sample, for example Welsh in Wales.
Other studies incorporated research involving a variety of languages within one
sample; for example, a study in Australia on intensive language provision included

participants from Sudan, Eritrea, Burundi and Rwanda (Dooley, 2009).

9 The synthesis will refer to participants mentioned in the research findings according to the terminology used
within specific research items (for example ‘children’, ‘learners’) unless multiple studies are discussed
together, in which case, participants will be referred to as ‘pupils’.

20
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4.5

Volume and Characteristics of the Research Base

Design

Overviews, Reviews and Syntheses 21
Qualitative 18
Mixed methods 7
Case study 3
Experimental 3
Longitudinal 3
Quantitative 3
Topics

Late immersion interventions 19
Interrupted learning (SLIFE, EAL, ELL) 13
Intensive immersion interventions 7
Content and Language Integrated Learning (CLIL) 3
Translanguaging 3
Geographical locations

United Kingdom (Ireland, Scotland, Wales) 15
America / USA 11
Canada 9
Europe (The Basque Country, Italy, Serbia) 3
New Zealand 3
Asia (Hong Kong, Malaysia) 2
Australia 2

Optimal Entry Points — Immersion education

Early immersion has been identified as preferable for language learning (Pacific

Policy Research Centre, 2010; Johnstone, 2002) but Dixon et al. (2012) argue that

there is no optimal age for an individual to begin their immersion journey. Rather,
the ‘optimal time’ reflects parents’ and children’s individual preferences. The
overview by Dixon et al. (2012) sets out optimal second language (L2) learning

conditions. These conditions include having strong home literacy practices and

21
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4.7

4.8

sufficient time for L2 literacy practices at school. They also include having
immersion practices that are well designed and implemented, and opportunities for

children to use their L2 informally.

An evidence overview by Netten (2007) argues that early French immersion is the
most desirable option for learners in the Canadian context. This is because learners
have the opportunity to gain early oral and written skills. Netten (2007) also states
that middle entry immersion learners can still achieve ‘native-like’ levels of fluency.
Netten (2007) states that late immersion learners are usually self-motivated which
lends itself well to a later point of entry. At the time the research was published,
there was a lack of resources for middle and late French immersion in Canada as
they were a niche option for provision. Netten (2007) also states that it is also
possible that there was a lack of congruence between the learning objectives and
the curriculum. However, the study indicates that after 4-5 months of intensive

provision, learners become more confident in their L2.

Some research on middle and late immersion notes that students who take part in
late immersion provision can sometimes perform as well as students who
participated in early immersion (Genesee, 1981 in Lindholm-Leary and Genesee,
2014). Lindholm-Leary and Genesee (2014) note that a possible explanation is that
late immersion students have different learning characteristics. For example, they
are generally older, and can often already read and write in their first language (L1)
- which are skills that can be transferred with less exposure. Students in late
immersion are also often self-selecting, highly motivated individuals. Lindholm-
Leary and Genessee (2014) also note that because the students are older, they are
more experienced learners in general, compared to their early immersion

counterparts.

Research by Makropoulos (2009) states the importance of providing older students
with the opportunity to learn another language. The study by Makropoulos (2009)
investigated the reasons behind late immersion uptake in Ottawa, Canada. Their
findings indicate that middle-class participants chose to join the late immersion
provision because of communication-related purposes, whilst working-class

students stated employability-related reasons (Makropoulos, 2009). Makropoulos
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concludes that in the Ottawa context, late French immersion programmes are

somewhat inaccessible to students from immigrant and working-class backgrounds.

Late immersion interventions

Eight of the studies focus specifically on particular late immersion interventions.
Most of these studies conclude that there was no detriment to the educational
outcomes of pupils (e.g. Williams, 2002; O Muircheartaigh and Hickey, 2014).
However, research by Marsh, Hau and Kong (2010) with over 12,000 students
found their late immersion experience had a negative effect on academic
achievement in non-language subjects (e.g. Geography or History). The students
were Chinese speakers in Hong Kong patrticipating in an English-medium late
immersion intervention. Subjects such as Geography, Science and History were
taught in English from when they were in grade 7 (12-13 years old). The longitudinal
study over three years noted small positive effects relating to language achievement
and a negative effect relating to the non-language subjects studied. The study notes
that this potential difference could be explained by the students’ prior language
knowledge (Marsh, Hau and Kong, 2000). They suggest starting the immersion
journey earlier, providing ongoing support for non-language subjects, and providing

a sufficiently long transition period between primary and secondary education.

O Muircheartaigh and Hickey (2014) compared secondary school students in their
fourth year of secondary school (15-17 years old) who had experienced early and
late Irish immersion. Early immersion participants had experienced approximately
10,000 hours of Irish immersion, whilst late immersion participants had experienced
approximately 3,600 hours (since the beginning of secondary school). All students
reported English as their first language. The results show that after three years of
immersion, the late immersion students achieved similar high grades to their early
immersion counterparts. However, they also note that late immersion students differ
in terms of class anxiety and specific control of Irish grammar; that is, late
immersion students did not perform as well on the ‘c-test’ (which measured Irish
proficiency) and this significantly correlated with higher levels of anxiety around
using the Irish language in class. The researchers advocate addressing the specific

needs of late immersion students, and easing the transition into Irish immersion.

23



4.1

412

4.13

The authors note that this might make late immersion a more attractive option (O
Muircheartaigh and Hickey, 2014).

A research overview by Lindholm-Leary and Genessee (2014) notes that early
immersion students tend to achieve higher levels of oral proficiency than late
immersion students. However, Lindholm-Leary and Genessee (2014) state that in
previous late immersion research, students in late immersion programmes can
achieve similar proficiency levels to those who were in early immersion programmes
(Genesee, 1981 in Lindholm-Leary and Genessee, 2014). Genesee (1981 in
Lindholm-Leary and Genessee, 2014) notes that L2 proficiency levels amongst
immersion students, regardless of the level of instruction, were significantly better

than those of non-immersion students.

Freed, Segalowitz and Dewey (2004) compared late immersion programmes with
alternatives such as study abroad and regular classroom language learning
practices for French lessons in the US. Students took part in oral interviews at the
beginning and end of their respective programmes. Students in the late immersion
programme made more gains in their oral fluency than those studying abroad. In
this study, the researchers state that using the L2 whilst participating in activities
outside of the classroom was associated with gains in oral fluency. Freed,
Segalowitz and Dewey (2004) note that the nature and quality of interactions, as

opposed to the context, promote a variety of L2 learning.

Whilst not discussing late immersion specifically, Cenoz and Gorter discuss the
possibility of incorporating the L1 into the L2 classroom with translanguaging'® as
an opportunity, rather than a threat. In their 2007 paper, they argue the case for
adopting a set of guiding principles in the case of regional minority languages. For

example, one suggestion is to provide sufficient ‘breathing space’ for the minority

10 The term ‘translanguaging’ was first coined in Wales to describe the way in which Welsh and English were
“used for input and output in a systematic way” (Cenoz & Gorter, 2007; p. 904). The aim was to provide
scaffolding support for children to develop their language competency through reinforcing the use of both
Welsh and English in the classroom to increase understanding. For example, a text would be read in English
and an activity realted to that text would be undertaken in Welsh. In recent years, interpretations of the term
‘translanguaging’ have developed from its original, pedagogical purpose. The term is now also used to
describe increasing childrens’ understanding in the context of other minority languages inside and outside of
the classroom. Canagarajah (2011 in Cenoz & Gorter, 2007; p.904) describes Translanguaging as “the ability
of multilingual speakers to shuttle between languages, treating the diverse languages that form their repertoire
as an integrated system”.
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language within the immersion classroom alongside isolating the majority language
within the same environment. The suggested principles also emphasise developing
a student’s language awareness; developing a need to use the minority language;
developing metalinguistic awareness and linking translanguaging to pedagogical
activities. Similar translanguaging principles are used in Welsh language immersion
classrooms. In some schools, practitioners paraphrase core or complex ideas in
English to ensure understanding for all. Estyn (2014) cites this method as an

example of good practice.

Gallagher and Colohan (2017) implemented Content and Language Integrated
Learning (CLIL) as a late immersion method in an Italian Geography class with
students aged 14-15 years old. Their aim was to study whether using both L1 and
L2 during content related tasks would help students with particular elements of
language development, such as grammar. The students were exposed to classroom
provision in both English and Italian over a twelve-month period. Results showed
that the targeted nature of translanguaging in the classroom was effective in raising
students’ awareness around grammar. Students enjoyed using their bilingual skills
in the classroom, and felt more comfortable using L2 vocabulary in an L1 immersion
setting. The researchers note that the intervention produced a deeper
understanding of both languages through the “reprocessing of content from one

language to the other” (Gallagher and Colohan, 2017; p. 14).

Intensive language provision

There is a general agreement that intensive language provision produces better L2
communication skills than the same number of hours of language provision spread

over a longer period of time (Netten and Germain, 2005; Williams, 2009).

In the Canadian context, Netten and Germain (2005) provide an overview of teacher
practices for intensive French. Intensive French is offered in some Canadian
provinces as an L2 language learning opportunity for children transitioning from
grade 6 (ages 11-12) to grade 7 (ages 12-13). Netten and Germain (2005)
emphasise that children must receive a sufficient number of instruction hours to
start spontaneously communicating orally. Their research in Canada suggests that

a minimum of 250 hours are required for children learning French as a second
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language to communicate orally spontaneously. Research from Wales that found
that in an intensive language provision programme, more input provided in the
target language led to more output in relation to their general language proficiency
(Lovell, 2018).

Language camps are an example of intensive language interventions. Such a
programme was specifically designed to motivate low proficiency English as second
language (ESL) learners with fun language activities (Vishalache and Balakrishnan,
2006). Ninety-eight 12-13 year olds took part in a highly intensive ‘English only’
language-learning schedule, which included a focus on English language literacy,
as well as interactive games and activities. The intervention was flexible in length
(between three days and two weeks) and was implemented over 15- hour days. A
follow- up survey with the learners indicated that they believed their English skills
had improved and that they would like to attend another camp experience
(Vishalache and Balakrishnan, 2006).

Research by Cho (2010) also focused on providing interactive activities in the target
language and specific language learning interventions as part of a language camp.
At the Korean Language Camp, participants are encouraged to take on a persona
as a way of encouraging them to think about the whole language learning
experience. Participants aged 15-17 years old) took part in project-based grammar
learning in the form of meaningful social activities where the aim was to use the
target language in individual or group activities. Results indicate that this approach
can be effective in providing additional entry points to immersion language learning
(Cho, 2010).

There is a general agreement that learning another language can produce cognitive
advantages, especially if the language learning provision is of an intensive nature
(Netten and Germain, 2005; Puric, Vuksanovic and Chondrogianni, 2017; Lazaruk,
2007). For example, Serbian children (aged 7 and 8 years old) in intensive
language provision for 5 hours a day over a twelve-month period were shown to
have superior working memory ability compared to a control group (Puric,
Vuksanovic and Chondrogianni, 2017). The study also notes that there can be
cognitive benefits despite different entry points or length of exposure (Puric,

Vuksanovic and Chondrogianni, 2017).
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A research overview by Lazaruk (2007) indicates that immersion education in
general can provide students with cognitive advantages compared to their
monolingual peers. Lazaruk (2007) also indicates that students who are latecomers
to L2 can show rapid progress in their language development. This finding has led,
in some cases, to researchers favouring short term, intensive French language
provision (Lazaruk, 2007). Netten and Germain (2005) state that research
conducted with students participating in ‘intensive French’ in Canada resulted in
better outcomes in English reading, writing and science than their peers in regular
programmes. They conclude that the extra time spent on intensive French provision
had no impact on students’ achievement in English. They state that the results are
in agreement with research that indicates that learning a second language
contributes to the development of cognitive abilities (Bialystok, 2001; Cummins,
2001 in Netten and Germain, 2005).

Once a period of intensive language learning is complete, the research suggests
placing emphasis on a continuity of learning strategy (Estyn, 2018; Pacific Policy
Research Centre, 2010; Williams, 2002). An evaluation of Welsh language
immersion and intensive language teaching pilots by OldBell3 (Welsh Government,
2008) notes that ongoing support in Year 7 is needed, after pupils had participated
in intensive language provision in Year 6. They state that this is because “many
pupils still had a comparatively weak command of the language” (Welsh
Government, 2008; p.7). OldBell3 (Welsh Government, 2008) recommend providing
extra-curricular activities for pupils to be able to use their newly developed language
skills outside the classroom. Participating teachers thought there was scope to
provide additional activities through the medium of Welsh over the summer holidays

“to encourage and reinforce pupils’ use of the language” (Welsh Government, 2008;
p. 8).

Late immersion provision

This section discusses research findings relating to the factors that facilitate or
support late immersion. Caution should be taken in interpreting these findings, as
there has been no assessment of the robustness and quality of the evidence, as
that was beyond the scope of the review. The topics covered are as follows:

classroom approaches, practitioners, external environment, and time.
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Classroom approaches

The development of oral communication was one of the original aims of late French
immersion programmes in Canada (San Martin, 2015). Communicative language
teaching is one approach that aims to foster spontaneous oral communication in
late French immersion in Canada. This approach is a collection of principles that
apply to late immersion. These are categorised by emphasising communication
skills using the target language; introducing “authentic texts” (Newman, 1998; p.
292 in San Martin, 2015) as part of the learning; providing opportunities for learners
to focus on the process of language learning; and making a connection between
classroom language learning and language activities outside of the classroom
(Newman, 1998 in San Martin, 2015).

San Martin (2015) indicates that adopting the communicative language teaching
approach provides students with opportunities to participate using ‘real world tasks’
and using the second language in an authentic way (San Martin, 2015). This
promotes collaboration, which in turn develops students’ accuracy and fluency. San
Martin (2015) also notes that this kind of approach to late immersion increased
students’ levels of motivation and engagement with the L2. Getting students to use

the language is a key factor in developing their fluency (San Martin, 2015).

There is a general agreement that particular teaching strategies encourage
students’ communicative abilities. A recent review of Welsh in key stages 2 and 3
by Estyn (2018) highlights effective strategies for introducing the Welsh language in
late immersion centres. The report states that developing listening and speaking
skills is emphasised, which provides pupils with an opportunity to develop their
confidence in using the language, with guidance from their teachers. Whilst not
discussing late immersion specifically, a reference guide for educators developed
with Welsh language immersion education in mind (Thomas, Apolloni and Parry,
2018) advocate similar approaches. For example, the reference guide draws on
examples of best practice that incorporate input from both the practitioner and the

child to encourage oral communication.

In an evidence overview, Lindolm-Leary and Genesee (2014) discuss student-
centred programmes as a method for encouraging language use. They state that
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Stevens (1983 in Lindholm-Leary and Genesee, 2014) compared late immersion
English-speaking students in Canada. The students were divided into two groups,
with one group incorporating more of a teacher-centred approach to immersion, and
the other group adopting more of a student-centred approach. The teacher-centred
group spent 80 per cent of their day immersed in French, whilst the student-centred
group spent 50 per cent of their day immersed in French. The results indicated that
the increased active use of French in the student-centred group led to better
performance in French compared to the teacher-centred group. In particular,
Stevens (1983 in Lindholm-Leary and Genesee, 2014) states that those in the
student-centred group were given autonomy over the content they were learning

and in relation to how they would meet their curricular objectives.

Netten and Germain (2005) define highly effective teaching methods as “the use of
strategies which focus on language use (modelling, using and correcting) in
spontaneous communication throughout the lesson, without previous practice of
vocabulary or forms” (p. 198). Teaching practices that encourage spontaneous oral
communication include replicating authentic communication situations, making the
curriculum pupil directed, and having high expectations of students (Netten and
Germain, 2005; Mac Einri, 2007).

Practitioners

Whilst not discussing late immersion specifically, an overview of immersion
education by May, Hill, and Tiakiwai (2004) states the importance of having
teaching staff who are fluent in the target language to educate students. May, Hill,
and Tiakiwai (2004) also state that the teaching staff need to implement teaching
practices underpinned by second language learning research and sufficient training

in L2 learning methodologies.

A longitudinal study by Scarino, Liddicoat and Kohler (2016) looked at a variety of
immersion models, including a late immersion model with secondary school children
in Australia. Their summary of results, which discusses immersion practices in a
more general sense, states that teaching staff need expertise in immersion

approaches, as well as expert knowledge in specific discipline areas.
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Training and developing educators’ skills is seen as a vital element of late
immersion programmes (Cammarata and Tedick, 2012; Cummins, 2014;
Johnstone, 2002; May, Hill, and Tiakiwai 2004). Research by Cammarata and
Tedick (2012) that involved speaking to immersion practitioners indicated that
immersion teaching methodologies and how they are incorporated into the
classroom is something that should be included in initial teacher training
programmes in America. Work by Johnstone (2002) supports these findings, and
notes that in the context of Canada, practitioners need training on intensive
language instruction and incorporating the child’s L1 into the classroom to support
L2 development. Research by May, Hill, and Tiakiwai (2004) with Maori immersion
education in New Zealand states that practitioners need training on late immersion
methodologies such as cooperation, as well as an awareness of ‘bi/multicultural
equity’. May, Hill, and Tiakiwai (2004) recommend that more funding is provided for
activities such as developing context-specific resources and teacher training to
educational settings. The authors suggest providing funding for settings that are
deemed ‘ready’ to adopt immersion provision, are research informed and can

incorporate the training as part of continued professional development.
Environments

Studies from New Zealand and Wales note that an example of good practice is
schools that have a supportive leadership team who give the target language high
status within the school by promoting its everyday use (May, Hill, and Tiakiwai,
2004; Lovell, 2018; Williams, 2008).

Evidence suggests that external support mechanisms are seen as an important
element of intensive language teaching provision (Estyn, 2006). The report by Estyn
(2006) found that targeted local authority support and guidance was a key factor for
children to learn Welsh successfully through an intensive language-teaching pilot.

Whilst not discussing late immersion specifically, May, Hill, and Tiakiwai (2004) note
the benefits of external support mechanisms when discussing elements of best
practice for bilingual and immersion education in New Zealand. In a research
overview discussing the wider immersion education field, May, Hill, and Tiakiwai
(2004) note the importance of having parental support for immersion programmes,
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and state that often they are the driving force behind the development of new

immersion programmes.

In a report on Welsh immersion and intensive language teaching pilot projects in
schools, Estyn (2006) conclude that parental support is a key factor for children to
learn Welsh successfully, and that it is important to have close links between
schools and parents. Johnstone (2002) states that parental support is important for
communicating key messages about late immersion to parents. Parents can provide
support in a number of ways, for example by providing L1 support at home,
encouraging the children with the immersion experience and supporting school
efforts such as resource development or assisting with providing information for

future parents (Johnstone, 2002).
Time

There is a general agreement that time is a key factor in late immersion provision
(Scarino, Liddicoat and Kohler, 2016; Johnstone, 2002). Findings from OldBell3
(Welsh Government, 2008) on the immersion and intensive language teaching pilot
projects note that over the twelve-month pilot period, the verbal competence of
children improved, and continued to improve after the intensive language teaching
programme had come to an end and the participants were part of the immersion
education provision. Research by Lightbown (2013) and Scarino, Litticoat and
Kohler (2016) notes that late immersion programmes require time and effort but
eventually lead to better learning outcomes when compared with regular
programmes. A study by Dixon et al. (2012) found that sufficient time for L2 literacy

introduction aids in supporting late immersion.

Educators also need adequate time to plan their late immersion provision whilst
taking into consideration the dual aim of immersion education, which is to teach
language and content simultaneously (Baker, 2006 in Pacific Policy Research
Centre, 2010). Findings from Cammarata and Tedick (2012) and Scarino, Litticoat
and Kohler (2016) state that immersion teachers require more programme-based
support, which includes additional planning time because of the requirement to
balance language and content material. Estyn (2018) advocate ‘purposeful

planning’ as a method for raising standards in late immersion provision in Welsh-
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medium schools at key stages 2 and 3. Research by San Martin (2015) and Dixon
et al. (2012) notes that models of best practice in immersion education incorporate
opportunities for learners to cooperate on their learning activities with educators,

which also encourages a more communicative approach to late immersion.

Resource development is another time consideration for late immersion
programmes. Netten and Germain (2005) state that middle and late immersion
programmes in Canada are often lacking in resources that are appropriate for both
language and content levels. Cammarata and Tedick (2012) found that more
support was required for teachers in developing resources in pupils’ target
language. In the evaluation of the immersion and intensive language teaching pilots,
conducted by OldBell3 (Welsh Government, 2008), most teachers participating in
focus groups said they were creating their own resources. The evaluation also
noted that the pilots had provided time and funding for participating teachers to
produce specific resources but that continuing a similar arrangement might not be

possible once the pilots had finished.

Pupils who have experienced interrupted learning

Factors specifically related to students with limited or interrupted formal education
(SLIFE)

In the review, themes from evidence in relation to interrupted learning are similar to
themes from evidence in relation to late immersion: for example, the requirement for
additional support, well-trained staff and time to learn the L2 (Dooley, 2009;
DeCapua, Smathers and Tang, 2007). However, there are also important
differences to consider. Children who have experienced interrupted learning come
from a variety of language backgrounds, and might have been exposed to
emotionally distressing situations such as conflict or natural disasters, as well as

missing out on their education (Cerna, 2019).

An overview of evidence by DeCapua, Smathers and Tang (2007) offers an insight
into the most appropriate late immersion models and practices for students with
limited or interrupted formal education needs. For example, ‘push in’ and ‘pull out’

methods are seen as beneficial for students with limited or interrupted formal
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education in developing fundamental linguistic skills in their target language.'" After-
school and weekend classes are also recommended, as students with limited or
interrupted formal education often require additional assistance in learning the
basics as well as acquiring a new curriculum (DeCapua, Smathers and Tang,
2007). Similar to other late immersion situations already mentioned, a
communicative approach can be beneficial for students with limited or interrupted
formal education to integrate; however, it is sometimes more appropriate to also
offer some sheltered instruction. Students with limited or interrupted formal
education need committed and well-trained teachers and a well-balanced
programme that adopts a whole-child approach (DeCapua, Smathers and Tang,
2007; Cerna, 2019).

DeCoupa and Marshall (2011) developed a model to help students with limited or
interrupted formal education (SLIFE) transition into formal education in the US. The
model also provides guidance for teachers working with students with limited or
interrupted formal education. The mutually adaptive learning paradigm (MALP)
provides teachers with the culturally adaptive measures that students with limited or
interrupted formal education need to learn; this includes immersion considerations.
For example, oral tasks are encouraged as students with limited or interrupted
formal education are more accustomed to oral practices, than to print (DeCoupa
and Marshall, 2011).

A study by Cohan and Honigsfeld (2017) also focused on how to integrate students
with limited or interrupted formal education. The mixed methods study found three

practices that encourage successful language acquisition for latecomers:

° Considering prior educational experience and adapting programmes to

student needs is key.

1 Push-in refers to language learning methods that are incorporated into the mainstream curriculum. Students
with limited or interrupted formal education are integrated into mainstream (English- speaking) classes
alongside a trained ESL practitioner. This helps them integrate into the student body. Pull-out refers to
language learning methods that occur outside of the maintstream curriculum. Students with limited or
interrupted formal education are taken out of mainstream classrooms for a small part of their school day and
are taught ESL in a separate classroom.
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o Using ‘teacher-created’ materials provided students with the opportunity to

develop linguistic practices.

o Separate ‘bilingual support classes’ with teaching assistants provided
opportunities for extended discussions. The teaching assistants became
advocates for students both socially and academically, which helped with

their academic transition (Cohan and Honigsfeld, 2017).

Other teacher practices studied in the context of students with limited or interrupted

formal education and late immersion include:
° Foundation classes;
° Community- or school-based homework clubs and

° Linking students’ prior knowledge as a support measure until they are

themselves linguistically confident (Dooley, 2009).

The prior schooling experiences of students with limited or interrupted formal
education is an important consideration as there might be gaps in knowledge

depending on the reason for their interrupted experience (Dooley, 2009).
English as a second language

Research has explored the role of educator opinions about late immersion
education for children learning English as a second language. Four studies included
in the review relate to this aspect. Murphy, Torff and Sessions (2016) conducted a
survey of 366 teachers and administrators who teach English language learners
(ELL) in the US. The authors were interested in educator beliefs relating to
immersion education for children from a variety of home language backgrounds.
The results demonstrate that educators had strongly held beliefs about the most
appropriate immersion experience for ELLs. For example, educators preferred to
separate ELLs from the rest of their class if the learners struggled with literacy in
both their home and school languages. The authors note that educator beliefs
around ELL language ability can influence how learners are placed in particular late

immersion programmes.
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Gallagher and Leahy (2014) analysed interviews with learners, teachers, the school
principal and parents in five English-medium and five Irish-medium schools in
Ireland. They found that opinions differed when participatns discussed children from
immigrant background, dependant on the language medium of the schools.
Participants from both English- and Irish-medium settings naturally incorporated an
awareness of different cultures into their schools through the curriculum. However,
Irish-medium schools had more of a positive attitude towards the concept of
bilingualism than English-medium schools. Practitioners in English-medium schools
had less of an awareness of immigrant children’s home language, and were more
likely to view it as a disadvantage. The authors conclude that it is important for all
schools to understand what immigrant children bring to the school context, and that

language learning can be an additive process (Gallagher and Leahy, 2014).

Research by Mady and Masson (2018) analysed Canadian principles’ beliefs about
ELL language learning abilities in French immersion settings. The data indicates
that the participants saw differences in how ELLs learn an additional language in
comparison with other students acquiring the French language at the same school.
For example, ELLs’ access to French immersion could be hindered by the
principals’ belief that the English ability of ELLs mattered in French immersion, but
that this was not the case for non-ELLs in the same programme. Mady and Masson
(2018) conclude that educators should re-evaluate their beliefs around language
learning when considering ELLs, as these views have an impact on school policy

and practice.

In situations where learners have experienced a gap in their education,
interventions such as translanguaging or integrating the home language into the
curriculum through other means can support the development of L2 proficiency. A
research overview by Cerna (2019) illustrates the complex social and emotional
needs of refugee children, as well as the need to consider their linguistic
competencies in the host country’s language. Acquiring proficiency in the target
language can take four or five years (Clifford, Rhodes and Paxton, 2013 in Cerna,
2019) and therefore incorporating a learner’s L1 initially can be of support to their
learning. In a research overview, Cummins (2014) states that immigrant students in

English and French immersion classrooms in Canada could benefit from

35



4.48

4.49

4.50

incorporating their L1 into the late immersion classroom. He states that this could
potentially bring cognitive and literacy benefits but emphasises that many schools

do not encourage immigrant students to use their L1 in class (Cummins, 2014).

In rural areas of Australia, remote learning for new arrivals takes place in the child’'s
mother tongue using phone lessons, or platforms such as Skype or Moodle (Cerna,
2019). In Victoria (New South Wales), if a child is unable to access an English
language school or centre, they can instead access the ‘Virtual English as
Additional Language New Arrivals Programme’ where specialist English as
additional language (EAL) teachers provide materials related to the mainstream
curriculum. Students can access this provision for up to four consecutive years,

depending on their progress.
Structured English Immersion

A research overview by Clark (2009) describes a late immersion practice introduced
as law in certain states of the US: structured English immersion (SEI). The aim of
SEl is to teach English to ELLs as quickly as possible so that they can re-join their
mainstream classroom without falling behind on the curriculum. Clark (2009)
explains that students were to be given at least four hours of English instruction a
day, that the use of their home language was limited, and that there was more of a
focus on language learning, rather than content learning. Clark (2009) concludes
that SEI has the potential to support ELLs but that the policy must be implemented
as it was intended. For example, this includes having rigorous exit timelines, where
students would no longer participate in SEI because of their increased English

language fluency (Clark, 2009).

SEI has been criticised for creating confusion amongst practitioners over its
implementation (Clark, 2009; Cruze, Cota and Lopez, 2019). Clark (2009) notes that
some schools were providing ‘submersion’, where students were placed in
mainstream English-medium classrooms without any additional language support.
Others were providing ‘sheltered instruction’ where students were separated from
their English-speaking peers for long periods. Focus group data indicated that
practitioners did not feel that SEI provided enough support for ELLs. The
practitioners felt they could not implement the policies correctly, and that there was
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not enough consideration for students’ age and grade level differences in

comparison with their English-speaking classmates.

A study by Rios-Aguilar, Canche, and Moll (2012) based on phone interviews with
26 English Language Coordinators suggests exploring alternatives for meeting the
language and educational needs of latecomers to English. The authors suggest that
SEl is a ‘one size fits all’ approach that does not consider the context of the school
or individual children’s linguistic needs (Rios-Aguilar, Canche and Moll, 2012). It is
generally understood that programmes such as SEI run the risk of producing
English speakers who will never progress past a certain level of fluency (Clark,
2009). A study by Umansky and Reardon (2014) that analysed data from
latecomers to English-medium education in California advocates more of a focus on
providing English-medium mainstream classrooms that are appropriate for ELLs, for
example by embedding English language instruction into content areas, and having
specifically trained educators to support ELLs in mainstream classrooms (Umansky
and Reardon, 2014).
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Conclusions

The aim of this review was to map out the extent and nature of the literature relating
to late immersion and intensive language provision. The review was undertaken
within the resources and time available for the study. The findings do not represent
an exhaustive picture of the existing evidence in relation to late immersion and
intensive language approaches and methods. They seek to provide, rather, an
indication of the evidence that is available in relation to the research questions.
These limitations need to be taken into account when considering the findings and

their implications.

The review did not include an assessment of the quality and robustness of the
evidence that was identified. The findings of the research discussed need to be
approached with that in mind, and recommendations in relation to policy
implementation have not been included. This report concludes, however, with
suggestions for areas where consideration could be given to further, and more
detailed work. These considerations provide an insight into potential gaps in the
evidence and have been categorised according to ‘areas where evidence is

available’, ‘areas where there is less evidence available’ and ‘emerging scenarios’.

Of the 46 items included in the synthesis, the majority draw on qualitative data.
Most of the evidence included in the synthesis was research on ‘late immersion
interventions’ and ‘interrupted learning’. There was not an abundance of evidence
around ‘intensive language provision’ more widely. Among the evidence presented
were studies on optimal entry points, hours spent on learning the second language,
latecomers studying some subjects through the second language, and comparisons

of different provision.

The evidence discussed in the synthesis suggests that late immersion can be a
successful additional entry point for latecomers to education in a second language.
The synthesis has discussed many elements of late immersion that encourage
proficiency in L2. These include providing a communicative approach to language
learning and opportunities to use the language in an authentic way. The evidence
also notes the importance of continuous support in immersion education after an

intensive period of language learning has finished.
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The evidence suggests the importance of fluent, well-trained practitioners who are
aware of second language learning research. The evidence also suggests the
importance of practitioners being confident in presenting language and content in
the same space. Studies note that supportive senior management and a strong
school-parent relationship are important elements to consider for late immersion to
succeed. The evidence also notes a potential requirement for continued

professional development and specific resource development.

Research on interrupted learning included topics such as what kind of additional
support is required for the students, practitioner understanding and qualifications,
the suggestion of adopting a whole child approach, and alternatives for future

provision.

When considering pupils who have experienced interrupted learning, the evidence
suggests that taking a whole child approach is beneficial as it considers not only the
child’s linguistic needs, but also their educational, and emotional needs. Studies
suggest that some sheltered instruction can support the development of basic
linguistic needs, but that overall incorporating these pupils into the mainstream

classroom is preferred.

There appears to be less evidence on the kinds of methodologies or interventions
that foster effective late immersion practices in Wales, which suggests a potential
gap in the evidence. The policy context set out in this report points to late immersion
centres largely developing late immersion practices organically. There seems to be
a gap in the evidence on what elements of late immersion are most effective in
developing latecomers’ second language skills. Evidence on effective methods
might be particularly relevant to implementing additional entry points to provide

access to Welsh-medium education, as is stated in Cymraeg 2050.

The synthesis did not include any evidence relating to interrupted learning
specifically related to the current COVID-19 pandemic. This can be explained by the
fact that this is a recent and ongoing situation. The synthesis drew on related
situations such as children who had experienced an interruption to their learning

owing to conflict or natural disasters, or children who had immigrated to another
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country. None were in relation to pandemic-like situations or circumstances where

children had not migrated.

Areas and considerations for further development

Areas where evidence is available

The synthesis provided evidence suggesting that late immersion can be a
successful additional entry point for latecomers to education in a second language.
The evidence presented discussed the importance of providing continued support
for late immersion pupils transitioning from primary to secondary schools. The
evidence also noted particular areas of best practice, for example adopting a
communicative approach, providing practitioners with continued professional
development, and the importance of support mechanisms such as senior

management, local authorities and parents and carers.

Research findings from the QSR state that intensive language provision is more
effective than the same hours of language provision over a longer time period.
Evidence from the synthesis also emphasised the importance of having enough
time to implement intensive language provision, and providing enough time for

practitioners to be able to plan and develop resources.

The synthesis did not provide an indication of the strength or robustness of the
evidence presented which could be something to consider for future work in these

areas.
Areas where there is less evidence available

Less evidence was available in relation to what particular methodologies or
interventions are related to effective late immersion practices in Welsh-medium
education. Research in this area could provide valuable information on the current
late immersion provision on offer in Wales, as well as how effective the current
provision is, and how it might be possible to increase this provision over time, an

aim noted in Cymraeg 2050.
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Emerging Scenarios

Considering the ways in which the COVID-19 pandemic could have an effect on
children’s language development in Welsh-medium immersion education could be
an area of exploration for future projects. It would appear that more information is
required to better understand what elements of a child’s language learning

experience need further support as they progress through the education system.

Some of the research items included in the QSR discussed using technology to
facilitate late immersion provision to children who had experienced interrupted
learning. These publications predate the COVID-19 pandemic and there is more
awareness of the potential to expand the use of technology within education.
Exploring the use of technology in late immersion could be an area for consideration

in future work.

The review touches on the experiences of children experiencing interrupted
learning. It was limited to considering the late immersion experiences of children
who had also experienced situations such as natural disasters, conflict and
immigration, and what this might mean for their language development. This topic
was explored as it provided some parallels with the COVID-19 pandemic and the
changes in children’s education because of limitations and interruptions to face-to-
face learning (although important differences between the two contexts also need to

be recognised).

The experiences of students with limited or interrupted formal education were
included in the review in relation to the COVID-19 pandemic and the disruption to
face to face learning. It would appear that considering the experiences of refugees
and immigrants who settle in Wales and who attend late immersion Welsh-medium

education could require further exploration as this was not explored in the QSR.
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Section A - Description

Identifier number

DOI / ISBN / Link
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Publication type

Language of publication
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What are the research questions/hypotheses?

Overview of methodology
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How was the data collected?
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What data analysis methods were used?

What was the intervention that was implemented?

Section B - Summary of findings
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What do the authors conclude about the study findings?

How relevant is the evidence to the current context of the
Welsh language?

Notes
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