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1. Introduction2 
In most of sub-Saharan Africa, ex-colonial languages occupy a major educational role 

as media of instruction. Two political reasons put forward to justify this are national 

unification and modernisation. Considerable evidence now suggests, however, that the 

policies of using these languages as media of instruction have been counterproductive, as far 

as academic achievement for the vast majority of children is concerned. By virtue of the 

educational failure, such policies have also failed to contribute towards national unification 

and modernisation. The evidence in this paper concerns English in Malawi and Zambia, but 

the state of affairs described in them, obtains in many other sub-Saharan countries. 

The negative educational effects of English as a medium of instruction in Africa have 

been empirically documented for some time: Criper and Dodd (1984, cited in Yahya-Othman, 

1989: 49), for example, report that of 2,419 pupils tested in Tanzania “at all levels of the 

educational system, only 29% had attained a level for easily following studies at their 

respective levels”. In Zambia, Chikalanga (1990: 69) reports the conclusion of another 1973 

Zambian study of 583 pupils at year 5, namely that “there is a large group of very poor 

readers in most classes and they are unlikely to be able to cope with the English course ... nor 

be able to do much of the work in other subjects”. A Zambian review found in 1992 that “too 

early an emphasis on learning through English means that the majority of children form hazy 

and indistinct concepts in language, mathematics, science, and social studies. A number of 

studies show that children’s subsequent learning has been impaired by this policy” (Ministry 

of Education, 1992: 28). For Malawi, there seems to be no published empirical research in 

this field, although informal reports suggested there were similar difficulties. The work 

reported here is an attempt to assess the situation in the mid 1990s from the perspective of 

reading proficiency, related to pedagogic practice. 
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2. Country background 
Malawi and Zambia are both in southern Africa, with a common border, and shared 

historical backgrounds, gaining independence from Britain in the 1960’s. Both countries are 

predominantly rural, and economically very weak. Zambia has “slightly over 20 more or less 

mutually unintelligible clusters or ‘languages’” (Kashoki, 1990: 109). Seven languages are 

officially designated as subjects to be studied in schools. The proportion of speakers of these 

(L1 and L2) is estimated (Kashoki, 1990: 117) to be3: 

 Table 1: Distribution of Seven Zambian Languages 
 Bemba Kaonde Lozi 

 
Lunda Luvale Nyanja Tonga 

L1: 30.8% 3.4% 9.3% 2.9% 5.9% 16.0% 16.1% 
L1+L2: 56.2% 7.1% 17.2% 5.3% 8.1% 42.1% 23.2% 

 

Estimates of the number of indigenous language varieties in Malawi vary. Sichinga 

(1994) estimates the distribution of the three principal languages as follows: 

 Table 2: Distribution of Three Malawian Languages 
 ChiChewa Chiyao 

 
Chitumbuka Others 

L1: 27% 19% 11% 43% 
L1+2: 80% 20% 15% not available 

 

ChiChewa and Nyanja are different labels –which came about for historical and 

political reasons– for what is essentially the “same” language (Kishindo, 1990: 59), with 

minor variations in spelling and lexis. 

Primary education in Zambia is free and consists of a 7 year programme available to 

all children between the ages of 7 and 14. English is, officially the language of instruction in 

primary education from year 1 for all subjects apart from spiritual instruction and one of the 7 

local languages. In Malawi, there are 8 years of primary schooling, with children officially 

starting at age 6. The language of instruction for the first 4 years is ChiChewa, with English as a 

subject4; for the last 4 years English becomes the language of instruction, and ChiChewa a 

subject. The material conditions in schools in both countries (with exception of the relatively 

élite urban central schools) are generally inadequate: classes are large (frequently over 100 in 

                                                 
3 This paper follows Zambian English practice of omitting language prefixes (Chi-, Ici-, Si-, etc.) when 

discussing Zambia, and Malawian English practice of including them when discussing Malawi. 
4 Time allocation for English was 5 x 30 minutes in years 1 and 2, and 7 x 30 minutes in years 3 and 4. 
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Malawi); many classes take place outside due to room shortages; classrooms have few or no 

desks; there are severe book shortages; there is no electricity or running water. 

 

3. Data Sources 
The quantitative data for this paper are the results of reading tests in English and local 

languages; qualitative data are from discussion and reading investigation sessions with 

selected testees, carried out in the local languages. For all three languages (English, ChiChewa, 

Nyanja) modified cloze tests were used, with 4 or 6 deletions per paragraph, and the appropriate 

words (plus two additional “dummies”) supplied in a box above each paragraph5. All three 

versions had a total of 30 deletions. Both local language tests were taken from the same Zambian 

school text with the Malawian version very slightly modified, having two different lexical items, 

and four differently spelled words. For the English reading investigation sessions a 119 word 

passage was concocted using language from year 46, and for local language reading 

investigation, a 71 word unmodified passage from the year 5 Zambian coursebook was used 

for both Malawi and Zambia. 

In each country test data were collected from year 5 pupils in 4 rural schools and 2 

urban schools. Year 5 is when Malawi switches to English medium, and where one might 

therefore expect any inter-country differences to be maximised. A total of 290 pupils were 

tested in Malawi, and 227 in Zambia. All the children claimed to be able to speak ChiChewa and 

Nyanja respectively7, and the investigations were carried out in areas where these were the 

predominant local languages. Data for the discussion and reading investigation sessions8 comes 

from 24 pupils in each country, 12 high scoring, and 12 low scoring, with girls and boys selected 

from each of the 6 schools. High and low scoring groups (based on English test results) were 

established relatively, not absolutely, for each school. The high scorers’ range was 13-30 in 

Malawi, and 19-30 in Zambia, with the low scorers’ range 3-9, and 0-8 respectively. 

 

                                                 
5 This format was selected from others after piloting, as by far the most pupil-friendly, and corresponding to 

exercises done in class. 
6 It included 5 non-crucial lexical items judged to be difficult. 
7 18% of the Malawian testees spoke a language other than ChiChewa at home, and 46% of the Zambians a language 

other than Nyanja. Test results showed a very small statistically insignificant difference in favour of those who 
spoke the test language at home. 

8 In order to help put pupils at their ease in the structured discussion and reading investigation sessions (held as 
single session of 15 to 30 minutes), individuals chose 2 friends to accompany them. 
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4.1. Findings for English: Test results 
The cloze tests each had a maximum score of 30 points; descriptive statistics9 of the 

results are as follows: 

 Table 3: Results of English Reading Test for Malawi and Zambia 
 N 

 
Mean SD Max Median Min 

Malawi 290 12.84 6.22 30 12 1 
Zambia 227 11.72 9.48 30 8 0 

 

The means are very slightly in favour of Malawi, but not at a statistically significant 

level, and this suggests that there is no overall difference in reading ability in English between 

children in Zambia and children in Malawi. It seems that Zambian children who have 

officially had the first four years of education through the medium of English are not superior 

to Malawian children who have officially had ChiChewa as a medium of instruction for those 

years. 

 

4.2. Findings for English: Reading Investigation Sessions 
During the discussions with the Zambian testees that preceded the reading, 8 out of 12 

high scorers in Zambia reported they generally had difficulties in reading English; 4 reported 

no difficulty (2 of whom scored the maximum of 30). When asked to read the English text, 8 

of the Zambian low scorers could read neither English nor Nyanja texts, and were replaced (7 

of the 8 scored in English at or below the chance score of 4; this melancholy figure at least 

provides a degree of concurrent validation for the test results). 

In Malawi, 9 out of 12 high scorers reported that they generally found reading English 

difficult, and 10 out of 12 low scorers. For both sets of testees, the reading investigation 

confirmed that most had some difficulty, and some severe difficulty, with low scorers unable 

to understand words that had been pre-judged to be familiar, e.g. sister, thirsty, everything, 

surprised. 

 

4.3. Implications for learning through the medium of English 
For both countries the mean test score of approximately 12 out of 30 is not high, given 

that the test language was drawn from course books at year 4 and below. Both countries, 

however, prescribe English as the medium of instruction from year 5 onwards. It is extremely 

                                                 
9 Statistical analyses were performed by the Applied Statistics Department at Reading University, using the SAS 

package. Significance level is 0.05. The internal reliability of the tests (KR-21) varied from 0.75 to 0.95. 



ACTAS DO I SIMPOSIO INTERNACIONAL SOBRE O BILINGÜISMO 1173

difficult to see how the majority of these pupils could be learning through reading in English - 

indeed it is almost certain that they are not doing so. To extrapolate from these test scores to 

estimates of comprehension in content areas is problematic (cf. Cummins and Swain, 1986: 

18). However, a reasonably generous view is that a score of 10 or less out of 30 is likely to be 

below the threshold level for comprehension: 56.4 per cent of Zambians were in this position, 

and 41.4 per cent of Malawians. Further, given that the test texts were taken from year 4 and 

below, and administered to year 5 pupils, then this conclusion certainly underestimates the 

percentage who cannot read with adequate comprehension at their level. 

A more accurate estimate is probably provided from similar cloze tests reported in 

Williams (1993), where sub-tests specifically targetted year 6 in 5 schools in each country. In 

Malawi the proportion of year 6 pupils not considered capable of reading adequately in English 

(a score of 7 or less on a 20 item sub-test) was 78 per cent (N=158) and in Zambia 74 per cent 

(N=153). The latter proportion is remarkably close to the conclusion of the IIEP10 (1997, Ch. 6: 

15) that the percentage of year 6 Zambian pupils failing to reach “the minimum level of mastery 

on the reading test” is about 74.2 per cent. These figures suggest that large numbers of pupils 

cannot adequately comprehend their English coursebooks, and certainly cannot understand their 

content subject course books. 

 

5.1. Findings for local languages: Test results  
The results of the local language modified cloze tests were: 

 Table 3: Results of Local Language Reading Tests for Malawi and Zambia 
 N Mean 

 
SD Max Median Min 

Malawi 290 19.88 5.44 30 20.5 4 
Zambia 227 4.4 3.70 22 3 0 

 

The most striking feature is the superior performance of the Malawian children. In 

fact, the overall mean for Zambia is just above the chance level of 4. The results suggest that 

Malawian children read better in ChiChewa than Zambian children read in Nyanja. To obviate 

any suggestion that the Malawian version was easier, two Malawian schools also took the 

Zambian version of the test, achieving a mean of 18.66, very close to that which they 

achieved in the Malawian version.  

 

                                                 
10 The International Institute for Educational Planning (IIEP) and the Zambian Ministry of Education 

conclusions result from a sample of 2558 pupils in 157 schools nation-wide. 
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5.2. Findings for Local Language: Reading Investigation Sessions 
22 of the 24 Malawian pupils selected for the reading investigation sessions read aloud 

fluently with occasional deviancies which were judged to be performance slips (2 others 

opted to read silently). There was little hesitation from those who read aloud, and all 24 pupils 

answered almost all questions acceptably. The researchers were accordingly confident that the 

text had been processed with understanding. In short, the individual sessions confirmed the 

test findings that most pupils appeared to be competent readers of ChiChewa (even the 12 

judged as “low scoring” according to the English test results had a mean score of 18.42 on the 

ChiChewa test). 

By contrast, the most striking feature of the Zambian pupils attempting the Nyanja 

passage was the very large proportion who said they were unable to read it, or who tried to 

read it and failed (on a text, furthermore, drawn from their own textbook). In the high scoring 

group 5 out of 12 pupils either could not, or did not want to, read the Nyanja text aloud, while 

the same was true of all 12 low scoring pupils. The following is typical of their responses:11 

I:     ... Now would you like to try reading the Nyanja passage?(...) 
P:    Oh yes, let’s try the Nyanja, because it is difficult for us. (sic) 
I:     It is difficult for you? What about you Misheck? Is it difficult for you too? 
PF1: I don’t know how to read Nyanja. 
I:     So you don’t know how to read? What about you Lufeyo? 
PF2: I can try a bit (...) 
I:     OK, you start from here at the beginning 
P:    Mfumu ...... 
I:     OK, Rodney help your friend. 
PF:  Mfumu - Ma - ah, I can’t. 
I:     OK, Rodney can’t manage. Maybe Lufeyo can try? 
PF:  Mu- Mu- Mfumu ali napita pa- pa-.  
I:    I don’t think Lufeyo can manage either, because some of what you’ve read is not there in    

this passage. 
 

The general impression of the researchers concerning the 7 pupils who managed to 

read the Nyanja text is that 2 had only a very general idea of what the text was about, while 5 

appeared to have a reasonable comprehension, although they had difficulties with some 

individual words. Again the reading sessions confirm the test results of very low competence 

in reading Nyanja. 

 

6. Explaining the Unequal Gains 
There is differential gain in these results, in terms of both the test scores, and the 

reading investigation findings: the Zambians do not seem to have benefitted from 4 years of 
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what is officially English medium education in terms of superior English results; the 

Malawians, on the other hand, do seem to have befitted from 4 years of Chichewa medium in 

terms of clearly superior local language results. 

The poor overall performance of Zambians in reading Nyanja is probably due to two 

reasons. First the variety of language used in the text, and second lack of exposure to written 

Nyanja. The variety of Nyanja in which Zambian children are competent is “town Nyanja” 

(see Kashoki, 1990: 137), a non-standard variety characterised by borrowings from English as 

well as other Zambian languages. The “standard Nyanja” of the Zambian language course 

books is a different variety, based on Malawian ChiChewa which is generally regarded as a 

“purer” form.12 Zambian pupils are well aware of the differences between “town Nyanja” and 

“standard Nyanja”, with one pupil saying she didn’t like reading because “we are given 

different things, things that are spoken by other people, and not the Nyanja we speak”. The 

unfamiliar variety of their own language for reading seems to have given rise to vocabulary 

problems in particular, with one child saying the reading text was difficult: “Because we don’t 

know the words”. While this is a reminder of the caution needed in selecting local language 

varieties in education, it is also the case that if standard school Nyanja had been taught 

consistently from year one, then Zambian pupils would be more familiar with it by the time 

they reached year 5. Education of course, has historically, and in many countries, been an 

important institutional means of achieving language standardization. 

Lack of exposure to written Nyanja, then, is the second reason for Zambian pupils’ low 

achievement in reading it. Not only are Zambian languages not used as media of instruction, they 

are also neglected as subjects in primary school teaching, since they “do not contribute in any 

way to the overall mark for secondary selection” (Ministry of Education, 1992: 45). This 

neglect is also borne out by pupil comments such as: “We sometimes do Nyanja, but it was a 

long time ago. We did it from time to time unless (sic) English, we learn English every day,” 

while another pupil claimed (speaking in Nyanja): “We don’t learn Nyanja. We used to do it 

in grade 4”. 

The reason for Malawian pupils’ local language superiority is certainly that ChiChewa is 

used as the language of instruction for the first four years. Malawian pupils are thus accustomed 

to seeing ChiChewa in written form, and are also robust in their handling of slightly different 

varieties (see the results above of the two Malawian schools who did the Zambian cloze test). 

                                                                                                                                                         
11 Italics indicate a translation from Chichewa/Nyanja. I=interviewer; P=pupil; PF=pupil’s friend. 
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However, if the reason for the Malawian pupils’ superiority in the local language is said 

to be because they see it and read it more often, then why are the Zambian pupils not superior in 

English, as they see and hear English more often? The answer to this is probably to be found in 

the dominant pedagogic practices in both countries. Nearly all teachers rely on the “look and 

say” (whole word and whole sentence approach) with little attention to the presentation or 

checking of meaning. The following transcript extract of a year 3 Zambian class is typical: 

Teacher:  We are going to read the story [....] which has been written on the board. Who can read 
the first sentence in paragraph three? Yes? 

Pupil 1:   Look at that hippo’s mouth father. 
Teacher:  Read aloud. 
Pupil 1:   Look at that hippo’s mouth father 
Teacher:  Once more. 
Pupil 1:   Look at that hippo’s mouth father. 
Teacher:  Yes, the sentence is ‘Look at that hippo’s mouth father’. 
Class:      Look at that hippo’s mouth father. 
Teacher:  Look at that hippo’s mouth father 
Class:      Look at that hippo’s mouth father. 
Teacher:  Yes. (Points) Who can read that sentence? Who can read the next sentence? 

 

The majority of the class are here repeating what the teacher (or a pupil known to be 

competent) are modelling. The result is a “reading-like activity” which has the superficial 

characteristics of “real” reading aloud, but which masks the lack of real competence, if 

reading is defined as perceiving and understanding written language. While acknowledging, 

with Segalowitz et al. (1991) that consistent repetition may improve the speed of automatic 

recognition of written words, the crucial issue is “how consistently and frequently a given 

meaning representation is associated with its graphemic representation” (Segalowitz et al., 

1991: 22; my italics). Repetition without understanding is of very limited value, and therefore 

Zambian pupils are no better at English reading than their Malawian counterparts. The same 

procedures (repetition without attention to meaning) apply for reading Chichewa in Malawi, 

but the significant difference here is that the children can –as fluent speakers of Chichewa– 

understand what they are repeating. The negative effects of the English medium policy are 

thus compounded by an inappropriate pedagogy, based on “look and say”, which was 

intended, in English-speaking countries such as the UK and USA, for teaching initial reading 

in English to those who already knew the language, but which, in Malawi and Zambia, is 

protracted beyond initial stages to serve as a method of teaching reading comprehension (it 

                                                                                                                                                         
12 Thus many Zambian children are more familiar with the “town Nyanja” term mabrikisi (from the English 

“bricks”, but with Nyanja ma- as a plural marker, and Nyanja phonology) rather than the standard ncherwa. 
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might in passing be noted that in Malawi the teaching of initial reading in Chichewa follows a 

syllabic “word attack” method). 

 

7. Conclusion 
The low levels of English reading proficiency revealed in this research suggest that the 

policy of using that language at primary level as a medium is highly questionable. One policy 

modification, especially for countries like Zambia, would be to reduce the role of English as a 

medium of instruction at primary level, in favour of the main local languages (recall that 

Malawian pupils’ superiority in local language reading, has not resulted in a lower 

performance in English; conversely, Zambia’s focus on English to the exclusion of the local 

languages has not paid off in terms of gains in English). Political imperatives would still 

require English as a subject, but such a policy modification might be socially acceptable and 

educationally beneficial. 

Families in Malawi and Zambia support the English medium policies, in the hope of 

enhancing their children’s individual life chances, a support which coincides with the politicians’ 

choice of English to achieve national unity and modernisation. Nevertheless, the dominance of 

English in schools has not been an unqualified success for these political aims. As concerns 

unification, while English may have succeeded in preventing conflict between rival language 

groups, it has created division between those groups who have reasonable access to English, 

typically members of the relatively well-off urban classes, and those groups who do not, 

typically the members of poor rural classes. That the use of English is indeed the divisive factor, 

and not simply inequity in rural and urban education provision, is suggested by very large mean 

differences13 in Malawi for English scores between the rural and urban children (11.42 and 15.29 

respectively), but very small differences for the same groups for ChiChewa scores (19.43 and 

20.65 respectively).  

As far as modernisation of the nation is concerned, one assumes this will be dependent 

upon a significant proportion of educated citizens. Here the use of English in primary schools is a 

double-edged sword: it is indeed educating a minority of individual pupils, but the majority who 

fail to acquire adequate competence continue their English-medium education in a miasma of 

incomprehension, and without comprehension there can be little development of academic skills. 

There is thus a danger that school is a stultifying, rather than an enlightening, experience, 

                                                 
13 These rural / urban English differences in Malawi however, just fail to attain statistical significance, due to the 

small number of schools (not pupils) in the study. If the results of Malawi and Zambia are pooled, however, 
then there is a significant urban / rural difference. 
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supported by the case of the 8 Zambian pupils who could not read in any language. It is difficult 

to see what benefit pupils like these are gaining from sitting day after day, year upon year, 

chanting aloud and copying down what they cannot understand (informal investigations suggest 

many non-readers copy accurately from the blackboard, but cannot read one word of their own 

writing). The Malawi results clearly support the commonsense point that literacy in a known 

local language is relatively easier to achieve, especially under the difficult circumstances 

currently prevailing. To the objection that, even if Zambians learned to read Nyanja, there are 

few Nyanja books for to read and learn from, one can only respond that until more people 

become literate in it, this will continue to be the case. Moreover, these test results suggest there is 

little learning going on in English either. 

Solutions to language-in-education issues in most sub-Saharan countries are, because of 

social and economic tensions, are likely to be partial and slow, and it does not behove outsiders 

to be too glib in their views. Poor pupil achievement cannot be attributed entirely to the language 

policy: inefficient pedagogy, low teacher morale, frequent pupil and teacher absence, and 

inadequate material conditions also play their part, and may be traced back to national and 

personal economic poverty. However, the multiple problems in the situation are actually 

compounded, not alleviated, by the language education policies. The irony is that whereas rich 

countries might be able to afford a policy of a universal home-school language switch, it is 

precisely the poor countries who cannot afford such a policy who attempt to implement it. On the 

other hand, using the mother tongues of every language group in Zambia is not a practical 

proposition: there may nonetheless be merit in producing materials in the major local languages, 

which as members of the Eastern Bantu language continuum, are more accessible to pupils than 

is English (Kashoki, 1978). Whatever measures may be taken towards more constructive 

language policies, an essential preliminary step is that policy makers acknowledge the testimony 

of their own children on the negative effects of current language policies. 

 
References 

Chikalanga, I.W. (1990), Inferencing in the reading process, Unpublished Ph.D Thesis, 
University of Reading. 

Cummins, J., M. Swain (1986), Bilingualism in education, London, Longman. 

International Institute for Educational Planning and Zambian Ministry of Education (1997), 
The Analysis of Education Research Data for Policy Development: the Zambian Case, 
Paris, International Institute for Educational Planning (mimeo report). 

Kashoki, M.E. (1990), The factor of language in Zambia, Lusaka, Kenneth Kaunda 
Foundation. 



ACTAS DO I SIMPOSIO INTERNACIONAL SOBRE O BILINGÜISMO 1179

Kishindo, P.J. (1990), “An historical survey of spontaneous and planned development of 
Chichewa”, in I. Fodor, C. Hagege (eds.), Language Reform: History and Future, Vol. 
V, Hamburg, Helmut Buske Verlag, 59-82. 

Ministry of Education [Zambia] (1992), Focus on learning, Lusaka, Ministry of Education. 

Segalowitz, N., C. Poulsen, M. Komoda, (1991), “Lower level components of reading skill in 
higher level bilinguals”, in J.H. Hulstijn, J.F. Matter (eds.), Reading in two languages: 
AILA Review 8, Amsterdam, AILA, 15-30. 

Sichinga, W.K. (1994), Language statistics in Malawi, Zomba, Office of Statistics (mimeo). 

Williams, E. (1993), “First and second reading proficiency of year 3, 4 and 6 children in 
Malawi and Zambia”, Reading in a Foreign Language 10(1), 915-29. 

Yahya-Othman, S. (1989), “When international languages clash: the possible detrimental 
effects on development of the conflict between English and Kiswahili in Tanzania”, in 
C.M. Rubagumya (ed.), Language in education in Africa, Clevedon, Multilingual 
Matters, 42-53. 


	PRINCIPAL
	PRESENTACIÓN
	PRESENTATION
	ÍNDICE / INDEX
	1. A CONSTRUCCION DA IDENTIDADE NAS COMUNIDADES BILINGÜES / THE CONSTRUCTION OF IDENTITY IN BILINGUAL COMMUNITIES
	LE BILINGUISME DES JEUNES ISSUS DE L’IMMIGRATION PORTUGAISE EN FRANCE
	CONFIGURACIÓN COMPLEJA DE LA IDENTIDAD ETNOLINGÜÍSTICA
	CONSTRUCTING DIFFERENT ETHNIC IDENTITIES: SYMBOLIC VALUES, LINGUISTIC IDEOLOGIES AND LANGUAGE MAINTENANCE IN A HUNGARIAN AMERICAN IMMIGRANT COMMUNITY (NEW BRUNSWICK, NJ)
	LE PORTUGAIS EN CONTEXTE D’IMMIGRATION EN FRANCE
	PUREZA E (DES)LEALDADE LINGUÍSTICAS NA IDEOLOGIZAÇÃO DAS CONDUTAS DE FALA NA GALIZA
	REDES DE RELACIÓN SOCIAL, USOS LINGÜÍSTICOS E IDENTIDADES NUN NÚCLEO RURAL GALEGO
	O PAPEL DA LINGUA NA CONSTRUCCIÓN DA IDENTIDADE GALEGA DURANTE A ÉPOCA REXIONALISTA (1875-1916)
	“TO SPEAK A FOREIGN LANGUAGE IS TO DEPART FROM YOURSELF”: LATE BILINGUALISM AS (RE)CONSTRUCTION OF IDENTITY
	L’EUROPE : MÉTISSAGES LINGUISTIQUES ET PROJET D’UNE NOUVELLE IDENTITE
	COMPRANDO LEITUGAS, LEITUGHAS E LECHUGHAS. REFORMULACIÓNS E NEGOCIACIÓN DE IDENTIDADES NA FEIRA
	O PAPEL DA IDENTIDADE ÉTNICA E DA VITALIDADE ETNOLINGÜÍSTICA SUBXECTIVA (VES) NA CONFIGURACIÓN DA CONDUCTA LINGÜÍSTICA EN GALICIA
	LANGUE ET IDENTITE EN SITUATION MIGRATOIRE: IDENTITE ETHNIQUE, IDENTITE LINGUISTIQUE "À CHACUN SON BAMBARA"
	BILINGÜES ENTRE MONOLINGÜES. CONTRIBUCIÓN Á IDENTIDADE BILINGÜE EN GALICIA
	IDENTIDAD CULTURAL Y LINGÜÍSTICA EN GALICIA
	BILINGUALITE: UNE REPONSE AU DEVELOPPEMENT CULTUREL
	THE CONSTRUCTION OF CATALANIST IDENTITIES: GROUP HISTORY AND INDIVIDUAL PRACTICE

	2. IDENTIDADE E XÉNERO / IDENTITY AND GENDER
	ESTILO CONVERSACIONAL Y USOS BILINGÜES EN LA COMUNICACIÓN INTERGÉNEROS
	XÉNERO E DISCURSO: USOS BILINGÜES NO ESTILO CONVERSACIONAL FEMININO E MASCULINO
	THE SOCIAL CONSTRUCTION OF IDENTITY AMONG BANGLADESHI WOMEN IN BIRMINGHAM, UK
	HORS DU HAREM LINGUISTIQUE: IDENTITE ET LANGUES D’ECRITURE CHEZ LES ROMANCIERES MAGHREBINES
	A IMAXE DA MULLER NA FRASEOLOXÍA GALEGA E ESPAÑOLA: ACHEGAMENTO LINGÜÍSTICO Á DOBRE IDENTIDADE FEMININA EN GALICIA
	AN EXPERIMENTAL STUDY OF BILINGUAL COUPLES' COMMUNICATION

	3. ADQUISICIÓN BILINGÜE E LINGUAXE INFANTIL / BILINGUAL ACQUISITION AND CHILD LANGUAGE
	CONCIENCIA METALINGÜÍSTICA INFANTIL ACERCA DO GALEGO NUN MEDIO URBANO
	COMPORTAMIENTOS PSICOSOCIALES EN DOS MUESTRAS DISTINTAS DE ADULTOS QUE APRENDEN EL EUSKERA COMO LENDUA SEGUNDA, EN RELACIÓN CON SU COMPETENCIA LINGÜÍSTICA
	APROXIMACIÓN AL ESTUDIO DE LAS HABILIDADES LÉXICAS DEL BILINGÜE: ANÁLISIS DE UN CASO CATALÁN-CASTELLANO
	THE INFLUENCE OF BILINGUALISM ON MULTILINGUAL ACQUISITION: SOME DATA FROM THE BASQUE COUNTRY
	CONTRIBUTION À L’ÉTUDE DE LA DYNAMIQUE DU SYSTÈME VOCALIQUE EN LANGUE MATERNELLE EN SITUATUION DE BILINGUISME RÉCESSIF; UNE ANALYSE DE CAS
	LA ADQUISICIÓN DE LOS CASOS DEL EUSKARA (LENGUA VASCA) Y DE LAS PREPOSICIONES DEL CASTELLANO POR UN NIÑO BILINGÜE
	BILINGÜISMO Y ADQUISICIÓN TEMPRANA DEL LENGUAJE: PROCESOS FONOLÓGICOS EN EL CONTACTO VASCO / ESPAÑOL
	IMPERATIVOS EN EL LENGUAJE DE NIÑOS BILINGÜES
	PRELINGUALLY DEAF PUPILS AND DUTCH SYNTAX: A RECEPTIVE LANGUAGE STUDY
	THE ACQUISITION OF VERBAL MORPHOLOGY BY YOUNG SECOND LANGUAGE LEARNERS IN A MULTILINGUAL EDUCATIONAL CONTEXT
	ESTILO DE HABLA DE LOS PADRES SORDOS EN LAS INTERACCIONES CON SUS HIJOS DENTRO DE LA COMUNIDAD SORDA
	FOREIGN LANGUAGE LEARNING AFFECTING MOTHER TONGUE 
	LANGUAGE SHIFT AMONGST ITALIANS IN FLANDERS AND TURKS IN THE NETHERLANDS 
	UNA PROPUESTA DE VALORACIÓN DE TEXTOS BILINGÜES A TRAVÉS DE TEXTOS NARRATIVOS 
	LANGUAGE ALTERNATION, IDENTITY AND CONTROL IN THREE EMERGENT BILINGUAL CHILDREN 
	STRATEGIES DISCURSIVES ET COGNITIVES DANS L’INTERACTION DE DEUX ENFANTS BILINGUES. ÉTUDE LONGITUDINALE  
	LATVIAN / ENGLISH AND GERMAN / ENGLISH BILINGUAL ADQUISITION: NEW LIGHT ON UNIVERSAL GRAMMAR
	CONCEPTUALISATION ET STRUCTURATION DE TEXTE DANS L’ACTIVITE NARRATIVE CHEZ UN ENFANT BILINGUE FRANÇAIS-ALLEMAND. UNE ETUDE LONGITUDINALE
	THE EMERGENCE OF DEFINITE AND INDEFINITE ARTICLES IN THE SPEECH OF AN ENGLISH-ITALIAN BILINGUAL CHILD
	TWO DEVELOPMENTS OF LANGUAGE SPREAD UNDER ONE LANGUAGE PLANNING IN CHINA 

	4. ANÁLISE DA CONVERSA BILINGÜE / ANALYSIS OF BILINGUAL CONVERSATION
	LIDES AND THE ANALYSIS OF BILINGUAL CONVERSATION. A PROPOSAL FOR ANALYZING SPANISHENGLISH CONVERSATIONS FROM GIBRALTAR WITHIN THE LANGUAGE INTERACTION DATA-EXCHANGE SYSTEM
	CODE-SWITCHING / CODE-MIXING OR KINYARWANDA FOR ALL PRACTICAL PURPOSES: THE BASE LANGUAGE ISSUE
	DIRECT SPEECH REPORTING AND CODE-SWITCHING IN BILINGUAL CONVERSATION: KINYARWANDAFRENCH LANGUAGE ALTERNATION
	PRAGMATIC FUNCTIONS OF CODE-SWITCHING AMONG BASQUE-SPANISH BILINGUALS
	UN MICROCOSMOS SOCIOLINGÜÍSTICO NA GALICIA URBANA: FENÓMENOS DE MICROCONVERXENCIA LINGÜÍSTICA NO CORTE INGLÉS DE VIGO
	¿EXISTE UNA LENGUA BASE EN LA CONVERSACIÓN BILINGÜE?
	ALTERNANCIA DE LENGUAS EN LA PUBLICIDAD EN CATALÁN
	MESTURA E ALTERNANCIA DE CÓDIGOS EN GALICIA: SIGNIFICADO E PERCEPCIÓN SOCIAL
	THE NEGOTIATION OF THE BASE CODE IN SERVICE ENCOUNTERS IN CATALONIA

	5. LINGUAS EN CONTACTO / LANGUAGES IN CONTACT
	LÍNGUAS EM CONTACTO: A (IM)PREVISIBILIDADE NUM CONTEXTO PEDAGÓGICO
	AS INTERFERENCIAS NA FRASEOLOXÍA
	ANÁLISIS DOCUMENTADO DE LA SITUACIÓN LINGÜÍSTICA DE LAS COMUNIDADES MUDÉJARES Y MORISCAS DE ANDALUCÍA ORIENTAL
	VARIATION AND DIFFUSION OF URUGUAYAN PORTUGUESE IN A BILINGUAL BORDER TOWN
	EMIGRANTO DATA: A ‘DEPENDENCY’ APPROACH TO CODE-MIXING
	HIBERNO-ENGLISH: THE RESULT OF A LANGUAGE CONTACT SITUATION
	LENGUAS EN CONTACTO: HIBERNO-INGLÉS Y GALAICO-ESPAÑOL
	A INTERFERENCIA FONÉTICA NO ESPAÑOL DA CORUÑA. A VOCAL [o] TÓNICA
	DIGLOSIA FUNCIONAL Y ACTITUDES LINGÜÍSTICAS EN LA LITERA (HUESCA)
	DE LA TEORÍA A LA PRÁCTICA: DIFICULTADES PARA LA IDENTIFICACIÓN DE LA INTERFERENCIA LINGÜÍSTICA Y OTROS FENÓMENOS DE CONTACTO
	RED TEÓRICA PARA EL ANÁLISIS DE LOS TIEMPOS, MODOS Y ASPECTOS VERBALES: APLICACIONES A LAS CUESTIONES DE LA GÉNESIS DE LAS LENGUAS CRIOLLAS Y DE LA "DESCRIOLLIZACIÓN" A PARTIR DEL HAITIANO Y DEL PAPIAMENTU
	JOAN TORRENDELL ESCRIBE SOBRE: LAS LENGUAS DE ESPAÑA
	DELIVERY YAPıLıR: SINGLE OCCURRENCE OR CO-SELECTION?
	EVOLUCIÓN ESTRUCTURAL DUNHA VARIEDADE MINORITARIA EN CONTACTO: A CONFORMACIÓN DUNHA IDENTIDADE LINGÜÍSTICA DIFERENCIADA NO GALEGO URBANO
	LA ATRICIÓN EN LAS LENGUAS INMIGRADAS. EL CASO DEL CATALÁN DE LOS MALLORQUINES EN LA ARGENTINA
	ALTERACIONES SIMULTANEAS EN LA ESTRUCTURA MORFOSINTACTICA Y EN LOS CAMPOS SEMANTICOS: REVISION DEL CASO DE CONTACTO DE LAS LENGUAS CASTELLANA Y VASCA
	ACERCA DEL CONTACTO DE LENGUAS: ESPAÑOL Y GUARANÍ
	UN NOVO INTENTO DE CLASIFICACIÓN DAS INTERFERENCIAS DO CASTELÁN SOBRE O GALEGO, COA PERSPECTIVA DO ENSINO PRIMARIO E SECUNDARIO Ó FONDO
	CONSIDERACIÓNS ARREDOR DO GALEGO NO INTERIOR DA PROVINCIA DE PONTEVEDRA
	IL CONTINUUM SOCIOLINGUISTICO DEL ROMANESCO IN ACCATTONE
	CONTACTO E INTERFERENCIAS LINGÜÍSTICAS NA PRENSA ESCRITA

	6. PLANIFICACIÓN LINGÜÍSTICA E DESENVOLVEMENTO / LANGUAGE PLANNING AND DEVELOPMENT
	A “LINGUA DA LIBERDADE” E OS PATOIS. UTILIZACIÓN DO OCCITANO NA PROPAGANDA POLÍTICA DURANTE A REVOLUCIÓN FRANCESA
	O ENSINO EN TERRITORIOS CON CONFLICTO LINGÜÍSTICO
	EL CENSO LINGÜÍSTICO DE UNA LENGUA SIGNADA
	COMPETENCIA LINGÜÍSTICA Y ACTITUD HACIA LA LENGUA EN ALUMNOS ESCOLARIZADOS EN UN PROGRAMA EDUCATIVO BILINGÜE
	A “NORMALIZAÇÃO” DA LÍNGUA NO BRASIL
	LA ADAPTACIÓN A LOS USUARIOS: UN FACTOR RELEVANTE DE LA PLANIFICACIÓN LINGÜÍSTICA
	DIALECTE ET FRANÇAIS DANS LES ÎLES ANGLO-NORMANDES: REMARQUES SOCIOLINGUISTIQUES
	EL CONTACTO LINGÜÍSTICO ENTRE CASTELLANO Y GALLEGO: JUICIOS METALINGÜÍSTICOS DE UN HABLANTE BILINGÜE
	LADÍN EN EL TIROL DEL SUR / ALTO ADIGE, ARANÉS EN CATALUÑA, Y LAPÓN EN LAPONIA
	THE STATUS PLANNER’S DREAM COME TRUE, OR NIGHTMARE IN PARADISE?
	A ATUAL SITUAÇÃO DIGLÓSSICA DO BRASIL: SUAS ORIGENS NO BILINGÜISMO DOS PRIMEIROS SÉCULOS DE COLONIZAÇÃO
	LAS POLÍTICAS LINGÜÍSTICAS EN NUEVO MÉXICO Y SUS EFECTOS: MONOLINGÜISMO Y BILINGÜISMO EN ESPAÑOL E INGLÉS DESDE 1848 HASTA EL PRESENTE
	VÍAS DE ENTRADA DO CASTELÁN EN NENOS MONOLINGÜES EN GALEGO. POSIBLES RESPONSABILIDADES DOS PAIS E DA ESCOLA
	BILINGUAL EDUCATION IN CANADA: DESCRIPTION AND EVALUATION OF THE IMMERSION PROGRAMME
	PLANIFICACIÓN LINGÜÍSTICA DO GALEGO. ALGUNHAS REFLEXIÓNS
	ILUSÕES GLOTOPOLÍTICAS E PLANIFICAÇÃO LINGUÍSTICA NA GALIZA
	EL DISCURSO DE LA CALIDAD Y LA DIDÁCTICA DE LA LENGUA
	BASQUE, SPANISH AND ENGLISH: THREE LANGUAGES IN CONTACT IN THE BASQUE EDUCATIONAL SYSTEM
	LOS XUEGOS COMU MEDIU DE DESENDOLQUE LLINGÜÍSTICU. LA ESPERIENCIA ASTURIANA
	ADQUISICIÓN LÉXICA DEL EUSKARA DESDE UN PROGRAMA DE INMERSIÓN TOTAL PRECOZ: UN ESTUDIO LONGITUDINAL
	EMERGING LITERARY STANDARDS AND NATIONALISM. THE DISINTEGRATION OF SERBO-CROATIAN
	INTERPRETACIÓN EN CLAVE ACTITUDINAL DOS DATOS APORTADOS POLO SEMINARIO DE SOCIOLINGÜÍSTICA (RAG)
	UM MODELO DE EDUCAÇOM BILÍNGUE PARA OS POVOS INDÍGENAS DA AMAZÓNIA
	BILINGUALISM AND LANGUAGE PLANNING IN ARMENIA
	BILINGÜISMO HARMÓNICO: MODELO SOCIAL POSIBLE
	A INGÊNUA DESPLANIFICAÇÃO DO BRASIL
	A LINGUA NUNHA NORMALIZACIÓN «BILINGÜÍSTICA»
	«THINGS THAT ARE SPOKEN BY OTHER PEOPLE»: CLASSROOMS AS ZONES OF MYSTIFICATION


	CRÉDITOS / CREDITS



