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PREFACE

As will be explained in the Introduction to the present report, the Hsmburg Conference on the
Teaching of Foreign or Second Lsngusges to Younger Children proposed to deal with “all that
is often celled L 2 lesrning” at an esrly age, whether the acquisition of s second langusge re-
presents s vitsl requirement for purposes of communication end instruction or whether sn early
stert is sdvocsted snd experimented with as sn improvement In the methods of foreign langusge
tesching.

A variety of ressons, it is true, mey sccount for the Importance sttributed In our time to the
lesrning of at lesst one foreign lsnguage. In some coyntries, especially those constituting newly
established ststes, a second langusge often serves ss the only common medium of communi-
cation and Instruction, in others second language lesrning s importsnt because there sre two or
more official lsnguages. In s third group of countries the scquisition of a foreign language is
necessary In order to msintain cultural, economic snd other contscts with the outside world. This
last consideration is probably true even for countries whose nations! langusge can be regarded
as s world langusge.

However, If we look for @ common motive behind these, in many respects, different phenomena, -
we shsll find that it is the need for a wider range of communication thet Is common to them sil.
To ssy nothing of the many internstions! snd intergovernments! combinations and orgsnizstions
all over the world whose functions extend fer beyond occasional contacts of representatives and
emissaries.

But, one may ssk, even if the growing need to teach a second langusge to s growing number of
persons cannot be denled, why etart with the young and even the very young? We would hardly
be mistaken In assuming thet the wave of practical experiments with these age groups, of budding
resesrch and of growing officlal encoursgement I8 In direct response to the new soclo-politicsl
sttustion described sbove. As long as & foreign language wes considered a socis! sccomplish-
ment of the few or a special need for certain specialized callings, elementsry public educstion did
not have to bother.

Still, it herdly needs to be stressed thst meny of the experiments and deltberations on early
foreign language tesching originate with the quest of teachers and psychologlsts for improvement
of methods and Instruments in thelr fleld.

Although the conference, the work of which is reported upon in the follcwing pages, was in the
first Instance cslled to assess the present stats of established and exparimental practice and to
identify flelds of necessary further resesrch, it may be sald that its members were bold enough
to Indicste, at least tentatively, results of practicsl experience and physiological snd psycho-
educational resesrch which seem to strengthen the argument for an early stert. We believe that,
in this respect, the consequences of current physiological research findings mentionad In
chepter 8 deserve serious consideration. Similsrly, what s known of children's capacity for
assimilating additional linguistic structures might encourage us In the ssme direction. Ageln,
conference participants with practical experience In language teaching to children under ten
offered a number of recommendations for this work the acceptance of which, to their mind, would
mske such teaching practicsble and indeed educationally valusble for all children. (Chspter 19)
While significant indications in fevour of an early Introduction of a second language must thus
not be overlooked, one cannot stress strongly enough the need for further research on the
psychological processes in second language learning at various age levels, on the relative weight
of such fsctors ss aptitude, emotional attitudes, economic and other motivation, as well as on the
relevant neurological aspects of the question, before any definite recommendations can be made.
In this latter context we are Indebted to Professor J. B. Carroll for his chapter on “Ressarch
Needs". | sm siso glad to have this opportunity to express my thanks to all those whose papers
have contributed vsluable material to this study, especially to Professor Jac. L. Williams for his
account of bilinguallsm in Wales and to Professor T. Andersson for his notes on the FLES move-
ment in the USA, also to Mme Legrand-Stijns who acted ably as recorder of the day-to-day
procesdings of the conference, and contributed a paper which illustrates the impact of bilingualism
on the life history of one person (for a digest of her paper see appendix 3).




Our gratitude Is also dus to UNESCO, and particularly to M. Albert Legrand, Unesco programme
specialist for modern languages, for his share In preparing our conference, and to Profeasor
Renzo Titone for serving as Its Chairman during part of its deliberations.

Moreover, it ia really as the joint work of all conference participanta — listed on page 84-5 — that
this report ahould be regarded. Our thanka o to all of them, and especially to our former ool
league, Dr. H. H. Stern, now back st his post aa Lecturer In Education at the University of Hull,
who has not only served as secretary to the conference In its various phasea but has also written
the present report in a manner as thorough as it is competent.

8. B. Robinsohn
Director
Uneeco Institute for Education
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INTRODUCTIONY

The early start

Present-dsy world developments have given rise to a renewed and increased Interest In the
teaching of foreign or second languages. Learning another language s no longer regarded as a
privilege and a luxury avsilable only for selected groups of children who go to school beyond the
period of compulsory education. Instead, it Is widely held today that foreign language learning
should be part of the education of every child, sven if he receives only the minimum of compulsory
schooling. If this is 80, an early start in a foreign or second language will be imperative In many
parts of the world for at least two reasons. For one, as the Unesco World Survey of Education
clearly shows, in s large number of countries children are not in school long enough to allow de-
lay.?) For another, the foreign language is often needed at once as the medlum of school instruction.
In all these cases there Is little choice; a start in the primary school |s a necessity. What remains s
a question of method: what are the best ways of teaching a foreign language to younger children?
However, even In those countries where this necessity does no: arise, the early start is often
recommended as one that offers educational advantages. In language teaching the search for
good methods has gone on for a long time. But in spite of improved textbooks, better training of
teachers and the use of audio-visual aids, many deficiencies persist. In this situation it is tempting
to think that, If children could begin to learn a foreign language much earlier than ia customary In
most educational systems — in more or less the same way as they learn their native tongue — much
more would be achieved. Hence, It is advocated today in many quarters that foreign language
learning should start well before the tesns, in the primary school years, or ever in the kinder-
garten. The possibility of breaking through the language barrier in this way has aroused wide-
spread Interest among those who determine educational policy as well as among many teachers
and parents. Experiments in the teaching of languages to younger children have been begun with
much enthusiasm in a8 number of countries. First impressions of results are favourable.

Yet, thers are sceptics and it must be admitted that arguments can be advanced both for and
against starting languages at different stages of life. At the present ‘ime we cannot give an
authoritative and unequivocal answer to the question of the optimum sta je at which to introduce
a second language Into schooling for effective leaming. The answer to this question, howsever,
will be of considerable importance wherever, and for whatever reasons, languages are already
taught or are to be introduced into primary education.

Unesco’s part

The Interest of Unesco In the question of teaching modern languages in the primary school is

largely due to the Initiative of the late Felix Walter, Unesco programme specialist for modern

languages, who included it in his plans for the part of the Unesco programme for which he was

responsible in the following terms:
“The question, though not completely new in some countries, is genuinely contemporary. It is
the language teaching problem in the world today, whether in Asian and African countries that
have to struggle with local vernaculars, new national languages and foreign languages of wide
communication at the same time, or in Europe or North America where language needs can
be more selective. Briefly put this question is, should foreign language instruction begin much
earlier than it does now in most educational systems? If so, when and how should it be carried
out? This problem first came to the attention of Unesco at the time of the Nuwara Eliya Seminar
(August 1953) whose Director was a leading figure in the United States in the movement known
as FLES (Foreign Languages in the Elementary School). This particular movement continued
to spread in the United States, and so did a parallel movement in the United Kingdom; but for
a number of years It sesmed as If the natural conservation of continental European school

1) For details to refersnces see Bibliographical Index pp. 97 seq.

2) See on this point World Survey of Education ll: Primary Education (Unesco 1968): ''Quantitatively . . . the
importance of primary education is obvious: the enro'ment of pupils at this level makes up from 60 to 90 per cent
of the total school enrolment in various countries, and even 100 per cent in & number of territories."
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systems would prove an insurmountable barrier to all attempts at changes in this direction. In
many countries foreign language Instruction has always begun at age 11 or 12, so that must be
the right age.
“Then Swiss schools started experimenting. Then the Soviet Ministry of Education decreed that,
in a significant proportion of schools throughout the Soviet Union, the first foreign language
should be taught at age 9. The subject was debated at length, though rather inconclusively,
by the Advisory Committee on the School Curriculum at its third session (September—October
1958). In February 1959 the Frenoh National Commission wrote strongly urging that the whole
question be investigated by Unesco ..."” (Unesco, c. p.}})
As the result of Felix Walter's effort and that of his successor, Albert Legrand, Unesco asked the
Unesco Institute for Education, Hamburg, to convene, with financial help from Unesco, a small
meeting of experts “to plan a long-term programme of investigations into the psychological and
pedagogical aspects of the problem of teaching foreign languages in the primary stage.”

The Hamburg meeting
Tr-. Unesco Institute saw its task as one of stock-taking and of planning a programme of research.
An expert meeting was called to Hamburg to review the whole problem of teaching foreign or

second languages at the primary stage of education, with special emphasis on the teaching °

of languages to younger children, by considering the following main questions:

(1) What evidence is there to justify the recommendation that foreign or second language learning
should be started at the |atest in the course of the first few years of compulsory schooling, and in
any case well before the teens?

(2) What experience has been gathered and what experiments have been carried out in different
countries in the teaching of languages to younger children? What methods and teaching materials
have been developed? What results have been attained?

(3) What are the main problems which need further examination? What investigations in connec-
tion with the teaching of forei~n languages in the early years of schooling are now required?
The meeting which was held from the 9th to the 14th April 1962 was attended by some twenty
participants, including nationals from Belgium, the Federal Republic of Germany, France, India,
Ireland, Israel, Italy, Morocco, UK., U.S.A,, and U.S.S.R.4). They repraesented such diverse dis-
ciplines as janguage teaching, linguistics, primary education, educational psychology, neuro-
physiology and comparative education. The conference was assisted by a great wealth of docu-
mentation received from more than twenty countries and an exhibition of publications and mate-
rials including tapes, filmstrips and records.

The present study Is the outcome of this meeting. It is based on its findings and on reports, docu-
ments and correspondence received during the period of preparation for the meeting and for
some time after it. In writing the report the author has been aware of his debt to all those whose
work has contributed to it. Acknowledgements have been made in the text whenever a paper
prepared for the meeting has been quoted verbatim, has been abstracted or modified so as to fit
into the framework of this report. Particulars of many conference papers have been included In
the list of references.’)

So far as possible the study represents the consensus of views which emerged from the Hamburg
conference and the doc!'mentation. The compilation of a document of this kind, however, involves
interpretation of many data. The responsibility for the accuracy of the data and for a fair inter-
pretation of the different points of view must therefore rest with the author of this report.

PART | deals with the more theoretical aspects of the problem in answer to the first of the three
questions above, it is based on the report of the first of three conference groups, the
“Theory” group. PART Il which surveys experiments and current practices is mainly based on
reports received. The first chapter in PART Ill (chapter 19) incorporates the work of the second
group, "Practice’”, which had as its task the evaluation of current experiences and the pre-
paration of practical suggestions. Chapter 20 in PART I, contributed by Professor J. B. Carroll,

3) o. p. = conference paper. For details see footnote 5 below.

4) For a list of the participants, see Appendix 1.

5) These conference papers are referred to in the text by the author's name who has contributed the paper or note,
followed by the abbreviation ""¢. p."’ (= conference paper).
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incorporates the work of the third group which was Invited to review the ressarch require-

ments of the problem of language teaching and learning at the primary stage.

Definitions

As the terms ‘primary education’ and ‘foreign or se
the following explanations are offered to clarify their use in this report.
Primary education has different meanings in different educational systems. They fall however

into two large groups:

1) primary education a8 the minimum compulsory full
also referred to as elementary sducation.
2) primary education as one of the early phases of the educational process. Primary in that

gense is the education of younger children.
The conference was ;nainly concerned with primary in the sense of the second of these two

definitions. It gave its main attention to the teaching and learning of languages with reference to
younger children, pupils aged ten and below, 1. e. in the first stages of systematic education at
the nursery school, the kindergarten and in the first grades of compulsory schooling.

Foreign or second languages. The attention of the meeting was not confined to languages spoken
outside the national boundary. All that 18 often called ‘L2 learning’ was included. (Catford, 1959)
For example in Indonesia the national language (Bahas Indonesia) s & second language (1.2),
because it is different from the vernaculars (L1's). In the report the terms ‘L2’, ‘second language’

or ‘foreign language’ are employed as more or less synonymous.é)

cond language’ are open to misunderstandings,

-time schooling. In that sense it is often

6) For a detailed discussion of the distinction between L1a

nd L2 see Chapter 20 below, in particular pp. 72 seq.
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PART |
ARGUMENTS FOR EARLY SECOND LANGUAGE LEARNING

Chapter 1

Historical perspective

The conventional age for language learning
Today there is widespread enthusiasm for early language learning. A start in the primary school
is hailed in some quarters as an educational innovation of tremendous significance. It is, there-
fore, salutary to remind ourselves that in developed countries with long-standing educational
traditions and an education-conscious middia or upper class there have been many old-estab-
lished practices of early language learning. The well-to-do often engaged a foreign governess,
‘Miss’, ‘Friulein’, or 'Mademoiselle’, and in the private schools of many countries even today
(e. g. In Argentina, England, ltaly or the Netherlands) a foreign language is taught from the very
early years of schooling — and this not as a novel experiment, but as an accepted educational
practice, which may go back centuries. However, the results of this early foreign language
learning were not impressive, and progressive educational thought tended to look upon this
practice as an unnecessary burden for young children.
For example, in the Netherlands French had been the language of the Court and of the higher
social classes up to the beginning of the nineteenth century and even today a knowledge of
French is considered a token of culture and social standing. Since the seventeenih century
there were besides the ‘Latin schools’ which prepared for the university, ‘French schools' for
the leading people in commerce and industry. That may explain why, when in 1863 secondary
education was organized by law, one of the requirements for admission was a previous know-
ledge of French. But as early as 1876 a committee had insisted on the necessity of dropping
French as a requirement for admission to secondary schools: the time for it had better be
devoted to essential primary school subjects; especially the mother-tongue needed more time
and attention; it was thought that a better knowledge of Dutch would be a help to the study
of foreign languages. Moreover the specialist teachers in secondary schools were not satisfied
with the way French was taught in the primary schools; they criticized the methods and com-
plained of the bad pronunciation pupils had acquired.
In 1920 a new law led to the abolition of a knowledge of French as a condition of admission to
secondary school; the Minister responsible for this measure declared that the primary school
must no longer be “corrupted by the demands of other institutions”. (Van Willigen, ¢. p.)
In general, it may be said that for language learning in the developed countries of the West the
starting age was hardly determined by psycholcgical or pedagogical considerations, but by the
usual age of entry into the secondary school and, even today, varies from about nine to fourteen.
It is as a result of this educational development that in most countries with a European-type
educational system the pre-adolescent years (ten to twelve) have become accepted as the right
stage for beginning to learn a second language.
In many countries of Asia and Africa, on the other hand, a second language is often started quite
early in the school career, i. 8. within the first or second year after school entry. However, this
practice I8 not based on a concern for the optimum age of language learning either, but has
resulted from the necessity of establishing quickly a common medium of instruction.

The demand for an early start

Although in the first half of the present century there had been a continuous debate about
language teaching the discussion centred mainly on the improvement of methods of teaching. The
pattern of schooling was taken for granted and, therefore, the stage of education at which
languages could most profitably be introduced was hardly a subject for discussion. A few
American researches seemed to point to the possibility of successful language learning in adult
years (e.g. Henmon, 1934), strengthened later by wartime successes in intensive language
courses offered by the armed forces to U.S. servicemen.

The demand that the language problem should be tackled by early teaching of a second




language haa occurred to any aignificant degree only aince the end of the war. It ia herd to say
exactly when, how, and where it waa first voiced. It seema that in the poatwar climate of opinion
thers were a number of factors which caused thia demand to appear in aevers! places more or
less simuitaneously.

To some extent it ia probably due to the fact that aince the war the language learning problem
has increased in magnitude. More languagea have to be learnt by more people. With the rapid
extension of education in advanced and developing countriea alike more children have to croaa
one language barrier or another. The problem of language teaching which until the war had been —
in advanced countries at least - the preserve of the aecondary school (grammar achool, lycée or
Gymnaaium) with its graduate teachers or Neuphilologen, was now looked at by politicians,
soclologiats, psychologists, lingulats and even neurophysioiogiats, who were sil less conoerned
than the schooimaaters with the eatabliahed traditiona of exiating achool aystems. Consequently
they did not regard the atarting of larguagea at the beginning of the secondary cycls aa
secroeanct.

in addition the poatwar approach to international tenaiona haa laid much atress on the causea of
nationaliam, aggreaaiveneaa, and prejudice in the minda of children. An international outiook came
to be regarded not aa aomething that can be grafted on a prejudiced adult mind. It muat grow
and must be fostered from infancy. Thia waa aeen partly aa a question of furthering mental healith
(Watl, 1988), but partly alao aa s matter of contacts, exchangea, travel and atudy in other
ocountriea = and also the leaming of languagea. Everywhere in theae attempts the language barrier
seemed to be the one major obatacle that prevented a thoroughgoing Internationalism. Looked
at In thia light, an early acquaintance with cther countries and their languages became an sesential
of the most baaic education everywhere.

The conventional prewar approach of language teaching to the young adolescent in the secondary
school - however akilful, modern and auccessft it may have been in its restricted aphers - seemed
inadequate to thia tsak of large-acale linguiatic interpenetration. Againat thia insufficiency of
accepted practicea standa the obvious commonaenae cbservation of the bilingual altuation: thia
demonstratea that it ia poaaible for whole populationa, including the leaa intelligent, to acquire
two or more languagea, simoat without effort, provided they grow up for a autficient time In &
muitilingual milieu. Moreover if we add the other well-known aasumption that the child haa an
amazing capacity for learning hia first language we are quickly led to the concluaion that by
creating a bilingual milieu from an early phaae of education it ahouid be poaaibis to overcome the
language barrier in a way that ia really effective on a large acale.

While for some thia ssemad to be the only way out of the language impaaae it waa conaldered by
others, aa recently aa in the early fifties, with acepticiam, aa a cranky notion, or, more politely, aa
a controversial aubject, and aa auch it waa treated at the Uneaco International Seminar on the
Teaching of Modern Languagea In Ceylon in 1953.1)

However, aupport came from child paychology and neurophysiology (Penfield, 1953; Modern
Langusge Assoclation of Americe, 1856). The FLES experimenta in America apread (Milden-
berger, 1962) and other countriea reported aimilar experiences, ao that In the present decade
the teaching and leaming of languagea by young children in achools from kindergarten age
onwarda presents itseif In all seriousnesa as a practical educational proposition. The topic ia still
controversial. It raises questions in the minds of parents, educators and administrators. The
Hamburg conference waa called to examine the evidence and to recommend action and research.

1) 8ee Professor Theodore Andersson's paper on '‘Modern Language Teaching in Primary Schools" pressnted
at the Nuwera Eliya S8eminar (Unesco, 1965, p. 181 seq.). Ses also p. 7 above.
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Chepter 2

Soclal, political and economic aspects

it Is perhaps hard for a teacher or administrator working within the traditions and limits of one
oducational system or for a parent primarily concerned with his own child's progress to view an
educational question such as the one under discussion not only in the light of his own experience
In his own country but to bear in mind the many varied social, political and economic factors that
sre relevant to it in different parts of the world. Yot this ia what an international study of this
question must necessarily attempt to do.

We face today everywhers in the world the need for a thorough-going bilingualism = or even multi-
lingualism - fostered through education. This is not a linguist's dresm. Linguists and language
tsachers are themselves among the greatest sceptics concerning this demand; and indeed its
execution presents formidable problema. The demand arises lsrgely from the social, political and
economic conditions in which the countries of the world find themseives in the present century.
We can distinguish four different principal situations. The common element Is that besides the

local or nationsi language ail the communities in question require the command of at least one
other language.

(1) In some countries or regions in which two or several ianguages or dialects are spoken a
second language is needed as a lingua franca which will serve &8 a common medium of commu-
nication or instruction, . 9. Hindi and English in India, Russian in the USSR, English or French in
parts of Africa, or Bahas indonesia in indonesia.
By way of more detailed illustration there is a definite need for the teaching of a world-wide
second language in a country such as Nigeris. Nigeria is a rapidiy developing country which
is split into three large language groups according to region — Hausa, Yoruba, Ino. These
regions themselves are split into many other small groups. One language — widely used
throughout the country — Is a very unifying factor in a country which so easily couid be divided
and split by regional or tribal feelings.
This together with the fact that Nigeria needs to establish and buiid up both cultural and
economic contacts with the Commonwealth and the rest of the world, sesms to be one of the
most important reasons for introducing English as a second language in the primary school.

English is, of course, also the language of higher education and therefore almost indispensable.
(Bradiey, c.p.)

(2) In another group of countries second language learning la Important because there are two
or more official languages, e.g. In Canada, Ceylon, Belgium, Finland, Switzerland, and Wales.

(3) The third group of countries is perhaps the largest. It contains all those In which the national
language is not a langusge of wide distribution. The languages spoken in these countries are
vernaculars, admirable and adequate for local use, but inadequate “for present day politics, and
commerce, Inadequate slso for living a full twentieth-century cultural life.” (Williams, 1962). The
acquisition of a second language Is a necessity if cultural, economic and other contacts with the
outside world are to be maintained.

According to Willlams (1962) only six of more than 3,000 languages in the world are spoken by

more than 100,000,000 people, Two other languages approach this figure. Of these eight

languages only five can be regarded as languages of international significance. The remainder
are vernaculars in the sense explained above.

(4) Finally, there are those countries where the national ianguage is one of the world languages,
®. g. English In the USA or Russian In the USSR, but here for political, cultural, economic or other
reasons, the teaching of foreign languages is considered a necessary part of education.

There are other, special situations In which the need for a second language has to be faced.
(a) Through migration there are In many parts of the world minority and immigrant groups, e. g.
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Puerto Ricans in New York, Pskistanis and itslians in Great Britain, Asisn or Europesn immigrants
In Africs or Austraiia. The linguistic and socis! difficulties of the children belonging to such groupe
require skilful snd sympathetic hsndling as soon as these children onter school or even before
(Roucek, 1962). (b) In countries in which the national language is to be developed or strengthened
through education (e. g. Irish in Ireland, Hebrew in Israel, or Welsh in Wales) the school system
hes to face a difficult bilingual problem of o special kind.

The choice of the second langusge and the urgency that is to be sttributed to one or seversl other
languages can only be determined by each country or community. in all cases it is a question

into the basic educstion of all children is s msjor decision which csnnot be tsken lightly. Politicsl,
sdonomic, socisi, culturai, historicsl, geogrsphics! snd other factors must be tsken into sccount
in determining sny second language policy and particulsrly so when it is the question of intro-
duoing the langusge into the primsry cycle of educstion..in some countries the msjor educstions|
probiem is still quite simply to give s minimum literscy to ss meny of its citizens as possible. Under
such circumstances the introduction of a second lsnguage msy sppear sn impossibility or even s
‘luxury’. Again there will be practical difficuities of sl kinds; for example in most countries
finding a sufficient number of competent teschers will be s limiting fsctor.

Yet the brosder conclusions and long-term objectives sre universal. Bilinguslism, it hss been ssid,
“may be simost ss essentis! as literacy™. Iin the modern world o society with more than one
langusge is more vigble. Langusge has been one of the grest integrsting fsctors producing group
structure. Through multilingusiism the development of isrger groups with higher socis! mobility
becomes possible. Through the operstion of st lesst two lsngusges within s society different
culture patterns cross-fertilize esch other. The economic sdventsges hsrdly need mentioning. The
development of new commaercisi ties betwsen countries snd the dissppesrsnce of isolsted
economies make it more urgent for many peoples to spesk each other's langusges.

Stressing the vslue of second lsngusges should, however, not be misinterpreted ss an invitstion
to neglect the first. Since the nineteenth century schools have developed pstterns of fostering
nations! or local culture through the study of the nstive lsngusge snd, where spplicable, litersture
in the vernsculsr, sccompsnied by locsl, historics! and geographical studies. The local or nstions|
langusges will snd should remsin one of the foundstions of education, so long ss they sre not
made a vehicle of aggressive nstionslism of the kind that go frequently merred this psrt of
education untll recent decades.’) But the education centring round the vernacular must be
matched by sn international component which helps communities to cross barriers of lsnguage
and national or. local culture and tradition in & much more thorough-going way thsn traditional
lsngusge teaching hes permitted.

1) "It is axiomatio that the best medium for teaching a child is his mother tongue.* (Unesco, 1983).
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Chapter 3

The educational aspect

The adults of today — it must be admitted — who, as children, have passed through a school system,
are &ll, more or less the products of much more ethnocentrically organized school curricula than
they like to believe. The whole emphasis on in-group traditions and values, transmitted through the
time and effort spent at school on ‘our’ language, ‘our’ land, ‘our’ glorious past and ‘our’ poets,
sets ‘us’ off againat ‘others’ and implicitly — re-inforced of course by outside Iinfluences — teaches
the strangeness and fundamental alisnness, perhaps inferiority, of the ‘others’ within our country
or beyond ita boundaries. The cultivation of our own language and civilization, coupled with the
relative neglect of the language and country of the others, tenda to make popular education one-
sided and ethnocentric down to its roots, even when Quite unaccompanied by the more blatant
forms of national self-advertising.

That a radical re-adjustment In national educational systems is needed, a toning down of the
in-group values and a more Intimate knowledge and appreciation of the out-group, is now widely
recognized and much spadework has already been done, for example, in the teaching of history
and the production of textbooka, in order to break down prejudice, to eliminate distortions and to
overcome hostility and aggressiveness. But of the factors that create the most profound In-group
insulation the linguistic one Is perhaps the most powerful. Without overcoming it at least once in
the course of growing up, the world of the others remains a closed book and the individual is ieft
in this respect in an egocentric phase of development - in the Plagetian sense of the word. The
other fellow beyond the mountain never becomes quite real.

The educational consequence is clear. The learning of a second language must be regarded as
a necessary part of total personality formation in the modern world, since it should enable a
person to live and move freely In more than one culture and free him from the limitations imposed
by belonging to, and being educated within, a single cultural group and a single lingulstic commu-
nity. It is an essential not only from the point of view of society, but also for the individual himself
and his personal education.

Somshow, therefore, a second language must become part of the total educational process, not
something reserved for the gifted, but a normal educational experience for the ordinary child.
This Is not to be thought of as a tinkering, or a nodding acquaintance with a few everyday phrases
and songs, reserving a thorough knowledge for a brighter élite. A superficlal and Insecure
acquaintance with a second language may simply aggravate the sense of remoteness and isolation
when faced with another country and its language.

The broad aim should be to give each child a new means of communication. If in the past reading
and writing the native tongue have been regarded as the basic content of primary linguistic
education it Is now claimed that speaking another language must in the twentieth century be
added to these requirementa. The precise determination of aims would In individual cases depend
on various conditions — social, political, economic, cultural — and the degree of urgency with
which the problem s viewed. There are various types and degrees of bilingual competence which
are fairly clearly defined now') and which can serve as points of orientation under given
conditiona.

Whatever the level of competence almed at, making a second language part of the educational
process of every child means that it cannot be done hurriedly. Linguistic habits take time to grow.
One of the mcat cogent arguments for starting a language In the early stages of the primary school
is that practice can be planned over a period of years. If it is arranged as a long aeries of pro-
gressive skills arranged according to the best available methodological experience It should lead
to a command of the language which will later be taken for granted in the same way as today It is
regarded as a matter of course that the ordinary adult can read, write and handle simple number
problems.

Against this it is argued that the primary school curriculum is already overcrowded. But the

1) See p. 18 below.
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amount of time envisaged per day or week, devoted to the language specifically, ia quite limited,
0. g. 15 to 30 minutea a day. Thia atill of courae amounta to a conaiderable time expenditure over
years which haa to be aet againat other claima on the time available. But it can be argued that time
apent on language Isarning in the early yeara of education ia time aaved in later yeara for other
activitiea. Thua, to some oxtent, what ia reaily anvisaged Ia a rediatribution of the time over the
whole baaic educational procesa. For Inatance, in the teaching of arithmetic at primary achool
level there haa been much criticiam of the inordinate amount of time apent on routine drill; a later
introduction of certain operationa may well make much of the drill leaa time-conauming and more
insightful. On the other hand for language learning the leaa analytical approach of younger
children may well be an advantage. Through the regular and continued language practice, pre-
sented In the patterna of overyday apeech at the child'a level, ordinary children would gain aome
of the advantagea of the nowadaya exceptional bilingual child, i. e. that he can take for granted
&n unaelfconscioua lingulatic akill and familiarity.

Sometimea It ia said that a child muat first complete certain atepa in the mother-tongue before
turning to another language. But what is ever complete in the mother-tongue? (Perren, c. p.)
Experience In Africa or india haa ahown that it ia certainly poaaible to introduce education through
the medium of a aecond language in the first two yeara of achooling. Moreover it ia not the con-
centrated attention on tha mother tongue that neceasarily leada to greateat auccess in linguiatic
Or general education. The enrichment that the contact with another language and culture may
constitute ahould reverberate on the other activitiea of the primary achool, reduce the eaprit
primaire, the parochial character of much of primary achool education and introduce into the
fundamenta of achooling that international element that today muat be regarded aa esaential.

The logic of the situation leads ua to think along the linea auggeated. At this atage in the develop.
ment it cannot be proved that the introduction of a ascond language will have the desired results.
But, In our view, the soclal, political, cultural, educational and economic arguments diacussed In
the foregoing pages have aufficlent force to invite teachers and adminiatrators to think about the
posaibility of languages in primary education positively and with an open mind.
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Chapter 4

Psychological aspects: (1) Bilingualism

introduction

In addition to what has been said above, the demand for an early start in language learning in the
primary school is based on psychological considerations. (Titone, ¢.p. 2) In fact, for many pro-
moters of this reform, the psychology of language is the keystone for a bilingual education in the
primary years.

It Is widely regarded as a commonsense psychological truth that children have an uncanny gift for
language wcquisition and for vocal mimicry which it would be foolish to waste, especially as it
seems to be lost in adult life. The learning of the first language has a simplicity and effectiveness
which etands In contrast to the desperate and frequently futile efforts of second language leaming
in later years. Hence to many language teachers the pattern of first language learning represents
an idesl to be followed In the teaching of the second language. And since language learning ssems
to meet serious obstacles at the conventional age of language study at school, the opportunities
of the early years, 1t Is argued, must not be missed. The young child Is believed to possess not
only special powers of imitation but also greater flexibility, greater spontaneity and fewsr inhibi-
tions than the adolescent or aduit.

Much of the experimentation In early language teaching in based on such beliefs. its results — so
far as reported at the Hamburg meseting - suggest that It is indeed promising to teach and to
learn a language In the primary years. But the methodoiogicul ingenuity and skill expended in the
offort would lead one to believe that it is neither as ‘natural’ nor as ‘easy’ as it is sometimes
claimed. “Children do not, in short, learn foreign languages with miraculous ease in school
settings.” (Carroll, 1961, p. 47). Nor I1s psychological evidence for an early start and for teaching
languages before puberty nearly as obvious as is popularly believed. However there are data on
bilingualism (this chapter) and language development (next chapter) which have to be borne in
mind and, in the absence of much specific evidence on the learning of second languages by young
children under varying conditions, interpretations must necessarily be based on the available
knowledge. In general terms it may be said that psychological opinion is in harmony with the
popular view;?) but it is more cautiously expressed and accompanied by the demand for further
investigations, and some of the issues are recognized as frankly controversial.

The notion of bilingualism

To the monoglot who has perhaps a history of vainly trying to learn a foreign language the person
who moves with ease in more than one language is often an object of intense admiration and even
envy. The apparently easy acquisition of a language by children in a favourable bilingual milieu
offers a tempting model for situations to be artificially recreated by educational measures.

But bilingualism is not only admired. It is also feared. Does it not overburden the mind, create
unhappiness or confuse? Does it not perhaps lead the bilingual to a state where he does not feel
at home In either language?

Bilingualism as an opportunity and a threat has been cited both for and against early language
learning. To be clear about bilingualism is therefore highly relevant, especially Iif bilingualism is
to be included among the objectives of primary education.

To the layman bilingualism is a simple and unequivocal concept. All major investigations, how-
ever, have shown that it Is a multi-faceted term used to indicate many different though perhaps
related conditions. (O'Doherty, c. p.) A person can be regarded as bilingual "when he |s capable
of using either of two languages without apparent difficulty whenever occasion demands that he
should select the one medium of expression or the other. it does not imply complete mastery of
two languages, a standard of attainment that is rarely achieved even by monoglots in the only
language they have at their command. Neither does it imply equal command of two languages.”

1) One often cited psychological description of children's special capacity for second-language acquisition is by
Tomb (1925).
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(Willlams, 1962, p. 1). Such equal command which does exist (although not as commonly as one
might think)?) is known as bilingual balance (aiso dua language command, equilingualism, or
ambllingualiem); this would imply that a person shows eseentialy eimilar skills in both languages.
What Is more common Is that the bilingual has a preferred language for certain purposes. These
preferences may change in the course of development and It is possible to determine in detall
varioue aspects of the linguistic dominance, . e. the greater facility in one of the two languages.

Co-ordinate and compound bilingualism
An Important distinction has to be made between what has become known as compound and
occ-ordinate bilingualiem. Co-ordinate bilinguals In contrast to compound bilinguals keep their two
languages functionally esparate (Lambert, 1962). in the compound bilingual system the individual
treats one of the languages or both ae a code to be understood in terms of the other. Willlams
goes as far as to proposs that only co-ordinate bilingualism deserves the term ‘bilingualism’ to
distinguieh it from any other knowledge of a foreign language. He describes it further in the
following terms:
“Bilingualism implies the presence In the same nervous system of two parallel but quite
distinct patterns of verbal behaviour. The bilingual person experiences no difficulty in code-
switching, as he does not bear the burden of having to transiate. In the bilingual person there Is -
a direct link between thinking and verbal expression in two languages; and his command of a
second language Is not confined to the overt aspects of language such as - vocabulary,
sentence patterns and phonology, because he has within him the predispositions that guide the
selections of elements of discourse and concepts as well as words.” (Willlams 1962, p. 2).
The immediacy with which a monoglot knows his one language and a co-ordinate bilingual two
languages has been explained In the following psychological terms.3) Language Is a symbol
system whose function is interpersonal communication. Although one symbol (e. g. a written word
or a word in L2) can be used to Indicate ancther symbol (e. g. the corresponding spoken word
or a word In L1), such a process cannot go on ad Infinitum. The referential dimension of language
indicates the transition, not from one symbol to another, but from symbol to the thing signified.
The relationship, owing to inadequate psychology of the ninetesnth century, has often been
thought of as one of ‘assoclation’. This Is not o, because it Involves a two-phase operation In
the use of language which is not found to be the case when a ianguage is operated with vernacular
command. In this condition one does not first ‘'know’ or 'become aware of' the word, and then by
‘association’ evoke the thought of the thing. On the contrary, the word itself operates as a symbol
through ‘intention of meaning’. In other words, the nature of a symbol which a word [s, Is to ‘'mean’
something. We confer the meaning directly on the symbo!. The two-phase operation of associa-
tionism I8 the condition of either a stage In the learning process, or of a non-co-ordindite or purely
compound command.4)
Various degrees of perfection in bilingual achievement can now be indicated: At the upper end of
the scale one may be said to have achieved co-ordinate bilingualism with vernacular command in
two languages defined as mastery of the skills of understanding, speaking, reading and writing In
both languages, proportionate to one's age level and social group, together with an appreciation
of the nuances, emotional overtones, and cultural dimensions of the two languages. This means
also the abllity to operate both languages Independently of each other. In other words, the bilingual
at this level, has “Sprachgefahl”; like a native speaker In either language, he does not transiate,
and he can merge completely in either group.
The minimum bllingual command, at the lowsr end of the scale, can be described, so far as the

2) It occurs, for example, among young children in a bilingual milieu.

3) The whole of thia paragraph ia based on O'Dobherty, o. p.

4) It ahould be noted that within a aingle 'language’ aa the word ia uauslly uaed, one may find two or more
different paychological languagea (s. g. dialect and atandard apeech). Moat Important iiluatration of thia — in
connection with introducing a aecond langusge into the primary achool — ia the fact that within any one
‘language’ the oral and the written (viaual) aet of aymbola ere paychologically diatinct languagea. Thua, all the
children In a literate population are atrictly bilinguala. But becauae of the immediacy with which Intention of
meaning haa besn conferred on the viaual aymbol, we have come to think of it aa ‘the aame’ aa the oral or vocai
aymbol. Thla ia paychologicaily spesking the higheat achievement of co-ordinate bliinguaiiam, and represents
& level of identificstion rarsly achleved between two diatinot oral ayatems. (O'Doherty, ¢. p.)




second language Is concerned, as the ability to communicate with others through the second
medium. This means a reasonable degree of mastery of the second sound system, the structure
of the language and a lexical body of material proportioned to #ge and background.

In discussions on bilingualism it is often assumed that co-ordinate bilingualism is invariably better
than the compound system. But this Is not necessarily so. However, In conditions where both
languages have to be used oqually and independently of each other the maximum co-ordinate
command is desirable.

Now it appears that the way a language has been acquired has bearing on whether It is handled
88 a co-ordinate or compound skill. The co-ordinate bilingual has generally {earnt his two lan-
guages in temporally and functionaily or culturally separate contexts, whereas a compound com-
mand arises characteristically as the resuit of systematic language study based on instruction
through the medium of the first language. (Lambert, 1862). Acquisition of a co-ordinate command
is most clearly seen in young children, one of whose parents speaks one language while the other
regularly uses the second language. Here is the possibility of making the child speak L1 with one
Parent and L2 with the other with hardly any awareness of using two different languages. This is
indeed the crossing of the language barrier befors one knows that there is a barrier. The aim In
some of the experiments has been to create situations which offer a near equivalent to such an
ambilingual situation. Such teaching experiments as the recent audio-vfsual courses of the CREDIF
(Centre de Recherches ot d’'Etudes pour {a Diffusion du Francais) and those with young language
learners have attempted to create conditions for an immediate apprehension of the second lan-
guage and thereby a near approximation to co-ordinate bilingualism. When it is recommended, for
oxample, that a certain part of the day, a certain room or a Particular teacher should be set aside
for L2 teaching, these measures are intended to promote the functional or temporal separation
which is likely to lead to an optimum bilingualism.,!)

While these measures may be recommended to induce In this manner an unselfconscious bilin-
gualism, many language teachers argue that they do not regard it as their main function to provide
opportunities for attaining such facllity, but that they want to create an understanding for language
and culture including literature. These objectives are not invalidated. But they constitute an ad-
vanced stage of linguistic activity which is all the more rewarding the more it is based on an
unselfconscious bilingual experience. The practice of language teaching has shown that the
approach to the second language by conventional methods of instruction is arduous and the hold
on the language precarious. Therefore it I8 not unreasonable to attempt to overcome these diffi-
culties by trying to create quasi-bilingual situations which would provide a prolonged and con-
tinuing contact with another language or culture from an early stage of schooling.

However, many queries remain. [t is not known whether bilingual situations invariably produce
a bilingual response, whether the distinction between co-ordinate and compound blllnauallam
is as marked as the current theory suggests, or whether the bilingual situations set up in a school
are adequate for producing anything approaching the upper end of the scale of bilingualism.
Theee are all problems which still need to be studied by careful observation and experimentation.
It would be particularly valuable, for example, for all countries interested in early language learn-
Ing to benefit from the experience of those countries where today an artificially produced bilin-
gualism is already an educational necessity.

The general effect of bilingualism

As was pointed out on page 17, some arguments against a second language in the primary school
are derived from the fear of the lll-effects of bilingualism on the young personality, on intel-
lectual as well as on emotional and social development. A great many studies have been
undertaken on one or the other aspect of this problem the results of which are not very con-
clusive, With the pioneer work going back to the twenties, a bibliography of bilingualism produced
by the Aberystwyth Collegiate Faculty of Education in 1960 listed nearly a hundred titles. Some
60 % of these investigations Indicated that bilinguals were inferior to monoglots In attainment or
intelligence, some 30 %, found no significant difference and a small number Indicated superiority
for the bilinguals.

1) See also p. 75 below: *"Mode of learning"”.
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A criticism that is today levelled against many earlier studies of bllingualism is (a) that no distinc-
tion was made between verious types and degrees of bilingualism; (b) that social and economic
factors were not always taken into account; and (c) that the statistical procedures used to vaildate
conclusions were often inadequate. if one might hazard an interpretation of all the work In this
fleld up to 1939, the conclusion would be simply this: that a child is better educated and intel-
lectually more advanced, if the language medium of instruction In the school is the same as that
of normal social Intercourse in the home. But this Is clearly not a proposition about bilingualism
as such. (O'Doherty, ¢. p.)

Since the second world war some very valuable work has been done, much more apposite than
earlier studies, in as much as the problem studied was indeed that of two languages and not that
of language media of instruction. Thus it would seem that if all other reievant variables are con-
trolled, the position of the bilingual with dual vernacular command and co-ordinate bilingualism
has certain advantages over his monoglot brother. One recent study by Peal and Lambert (1982)
for instance concludes that “the bilingual students are far superior to monolinguals on both verbal
and non-verbal tests of Intelligence.” (Lambert, 1962, p. 30).

Similarly when it is claimed that there Is a causal connection between bilingualism and emotional
instabllity, it has to be remembered that bilingual groups are often minority groups and in those
situations it may be the culturs conflict, the lack of status of the minority or prejudice against the
minority which cause emotional difficulties; the language iteelf may not be the primary factor.

A consensus of opinion today seems to be that “there is as yet no conclusive evidence that
anables any objective student of bilingualism to state with any degree of vertainty that bilin-
gualism Is either an advantage or a handicap for a young human personality.” (Willlams, 1962,
P. 10). In other words, thers is little justification on the available evidence for making great claims
for the psychological merits of bilingualism. On the other hand, there is also less ground for
fearing bilingualism than used to be thought.

To sum up, we have seen in chapters 2 and 3 that there are compelling arguments on social and
cultural grounds for a multilingual education. The psychology of bilingualism draws attention to
the special characteristics of a dual language acquisition and is reassuring with regard to the
effect of bilingualism on mental development.




Chapter 5

Psychological aspects: (i) Language development

which the linguistic growth takes place. Thus the kind of thinking about language that |s applied
for example to the teaching of reading or the treatment of speech defect, is now beginning to be
applied also to second language teaching. The second language is seen against the background

Such a comprehensive approach to problems of second language learning |s entirely to be
welcomed.

The totai process of firgt language learning g, however, still an unexplained puzzle. Yet, datails
of the process are fairly weil known and understood and it is widely recognized that the sequences
of first language learning are lawful, (McCarthy, 1954; Carroll, 1960a; Ervin and Miller, 1963).
However, it is a matter of controversy whether tha learning of a sacond language Is an Identical
Process. One view which Is widely held is that for second language acquisition in the early years
the same Principles as for first language learning apply; and indeed one of the arguments for re-
commending an early start is that the second language can be leamt In a similar way to the
first because it is nearer in time to first language learning. For example, listening and comprehen-
sion come before utterance in the first language, therefore it is thought that in second language
learning listening should also preceds speaking and both should come before reading and writing,
Or it Is noted that rational or abstract logical learning cannot be imposed on the child, when he

a coding process, but that it is a complex situationa| skill acquired in g total, personal and soclal
situation, and that this should be borne in mind in teaching a second language to younger
children, where the ideal would also be a similar total learning situation, It will be seen below that
this is, in fact, aimed at in some experiments. Finally, with regard to firgt language learning,
attention has been drawn to the following factors as Important: (a) an innate drive to communi-
cate; (b) a social urge to exercise linguistic skills, and (c) verbal curiosity. All of these would
also operate in early second language learning,

It will be seen from these observations that the approach to early second language teaching in
terms of first language learning s encouraging and can be very fruitful. But it must be pointed
out that much of thig ig 8tilll open to Question and needs Investigating. To argue that certain pro-
cedures in second language teaching are more ‘natural’ becauge they are founded on first language
learning assumes (2) that current descriptions of flrst-language learning are flawless, and (b) that
they are fully applicable to L2 learning. There are obvious differences between a four-year-olg
who Is already an experienced speaker of one language learning a 8econd.one In the nurgery
school or, more 80, of a seven- or eight-year-old who may even be a reader or writer of one {an-
guage, learning another language at school ~ and g two-year-old learning to speak his native
language. Quite apart from differences in age, maturity and Intellectual experience, the learning
of the first language within the real-life context of Interpersonal situations Is bound to present
different opportunities from learning a language In the classroom outside a functional context.
Again when, in order to justify a non-analytical approach to early L2 learning, the elements of
effortless imitation and unconscious learning are stressed, It ig p
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and deliberate language exploration in infants are overiooked. A baby learns to speak ‘purely by
imitation’, it is said. But imitation can be seen as too passive and automatic a process. Even casual
observation of infants shows that a child does not mirror everything he hears, but that he selects
among a mass of verbal situations a limited number of those that are meaningful to him. Language
is a shared system of symbols, and it is only learned if the speaker follows the rulss of the verbal
behaviour of his environment. If the child did not imitate he would just not speak the language.
To say that an infant |earns ‘purely by imitation’ is tautological and conceals the soclal perception
and the selective and creative activities of early linguistic behaviour. And to found second an-
guage learning on the principle of learning ‘purely by imitation’ may be a false analogy as well
as a misinterpretation of first-language learning.l)

It is likely that some of the current experiments in early language teaching are based on such
psychological a priori assumptions. As hypotheses to be tested by teaching experiments they are
unobjectionable, but as self-evident truths on which to organize educational practice they are
risky. For the sake of making a good case for early language teaching undue emphasis may be
laid on the ease of early language learning and the real difficulties may tend to be minimized or
even completely overlooked.

The optimum age for language learning
To make second language learning harmonize with the timetable of child development is a move
in the right direction. But readiness for any learning is never purely a matter of biological matura-
tion. There are, as we shall see below, arguments on neurological grounds which suggest the
advisability of an early start. From a psychological point of view it is less easy to pronounce with
authority on this. It is hardly even theoretically possible to envisage one optimum period, nor is
it in the interest of a sound language teaching policy in the primary school to overemphasize the
merits of an early start.
The learning of languages has many facets and in a iifetime an individual may require different
languages. To suggest that languages can be learnt ‘only" when young is disproved by the fact
that there are many adults who have learnt other languages at different stages of life. Some of
the claims for different ages of language learning have been summarized In the accompanying
table (Table 1).
It is not necessary to justify the teaching of languages In the primary years on the grounds that
it is the optimum period. What Is needed is (1) to show that It is soclally and educatlionally
desirable. This, we hope, has been done in earlier chapters of this report. (2) It must be shown that
it is sound from the point of view of the development of children, that, In fact, there are no contra-
indications on psychological grounds for teaching a language at this stage. (3) If, in addition, It
can be demonstrated that the learning of languages in the early years has certaln special merits
this would add further weight. In other words, Instead of searching for the optimum-age-in-
general, it should be sufficient to show that the primary years are a good period for beginning
a second language, offering certain special advantages.
The current knowledge of development of children betweeh four and ten, as represented by such
studies as Gesell and lig's on American children (1946) suggests that children are at a stage of
linguistic expansion and general development which Is entirely favourable to second language
learning, provided the teaching takes into account general, intellectual, social and emotional
development. In a statement tc the Modern Language Association of America in connection with
a conference on the age for beginning to learn a second language Gesell and llg sald:
“The present trend toward providing opportunities for second-language learning in the early
grades indicates a clearer recognition of the patterns and sequences of child development. The
young child enjoys language experience. He is ready to learn, to listen, to communicate by
word of mouth, In playful and dramatic situations. With favourable motivation he is emotionally
amenable to a second and even a third language.” (Modern Language Association of America,
1956, p. 8).
Here the assumption is that language teaching at this stage is based less on the customary
methods of teaching languages In the secondary school and more on what loosely may be de-

1) Suggestions for studies of the child es languege leerner ere discussed on p. 77 below.
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scribed as ‘activity methods’, such as are applied in the nursery schoo! or in the early stages of
primary education. Given these conditions and in the absence of definite research evidence to the
contrary, there are no psychological reasons why & second language should not be started at any
age dyring the nursery and primary years of education.

In a carefully reasoned article on the optimum age for language learning Andersson (1960) has
pointed out the special merits of early language learning. On the basis of available studies of
language development in the child he concludes that the child's linguistic achievement is the result
of conditioned and conceptua! leaming. In infancy and the early years of childhood conditioned
(l. o. unconscioua) lsarning prevails and conceptual leamning is still at @ minimum. Gradually the
capacity for conditioned learning declines while the reliance on conceptual learning increases, as

diagrammatically represented below.

o e S W vy TS

= == = = Conditioned learning

Conceptual learming

The earlier a second language is learnt the more it is possible to acquire it in a way which Is
similar to first language learning, i. . largely by a process of unconscious habit formation. An-
dersson tentatively approves of the suggestion made by the conference on this question which
was just mentioned (p. 22), i. e. that a favourable period for starting is between four and eight,
because according to his theory this Is still a stage in which unconscious habit formation is pos-
sible, yet the conceptual processes are sufficiently developed to support, but not so developed
as to hinder, quasi-native-language conditioned learning.

While such a point of view is plausible, Andersson Is right in presenting it as "tentative” and a
“hypothesis”. It rests on the assumption that language learning is a mixture of conceptual and
conditioned learning growing and declining in the proportions and at the ages indicated in the
diagram. But granting the truth of this interpretation, its main point is not that language learning
is imposa:b'e ur unprofitable at later stages, but that early language learning has certain charac-
teristics which are not repeatable in 1ater years. These are in brief those which above were defined
as the qualities of dual vernacular commeand. Wherever such a dual command is desirable, an
early start is likely to fulfi the conditions much better than a later one.

Some of the work reported at the Hamburg meeting suggested that promising starts were made
at different ages during the primary years from five to sleven. On the evidence available, then,
one would recommend that the more urgent a full bilingual command of a particular language is,
the earlier should be the beginning of continuous second language learning and the more time
should be devoted to it.

Language aptitude

Anyone teaching languages in conventional settings is familiar with the observation that the
learners soon string themselves out in high, medium and poor performers. The high performers
‘lap up' the new language easily, reproduce the new sounds with remarkable accuracy, structure
their sentences correctly, remember new words and sequences over long periods and somehow
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entsr into the spirit of the language to & remarksble degres. The poor learner, on the other hand,
is deficient in most or all of these qualities.

The question arises: are these differences in performance the resuit of a specific linguietic spti-
tude or a ack of 1t? Or le it more a matter of general intelligence, or of some other factors, e. g.
intereat or attitudes to the people speaking the langusge? in short, Is there a gift for languages
and If so what bearing has 1t on the teeching of languages at the primary lovel?

Carroll who has investigated the question of linguistic aptitude, has come to the conclusion that
the commonsense opinion of a gift for languagee is confirmed by research. Carroll and Sapon
(1958) have constructed a test battery which systematically expiores the essentisl components
of this linguistic aptitude. Their test has predictive value as to how adults or adolescents are
iikely to respond to language teaching. Carroll is now investigating the question of how early
this aptitude declaree iteelf: in his view, it is likely that even chiidren differ In this capacity.?)
Impressions of those with experience of language teaching to younger children confirm that
among young children differences In responding to the new language declare themselves soon.
Assuming the exlatence of a language aptitude even In the early ysars one may be inclined to
draw the conclusion that the gift of tongues is innate, and therefore that those who ‘“lack’ it will
be impervious to langusge instruction and that teaching them will be ‘hopeless’ and 'a waste of
time'. The psychologist is more cautions. Although he, too, may regard the language aptitude as
a relatively invariant characteristic (Carroll, 1960 b and c) he does not prejudge the issue and
jump to the conclusion that there is no possibility of influencing it. On the contrary current views
tend more and more towards the conviction that human abilities — such as intelligence, or lin-
guistic aptitude —, dependent though they may be on biologically transmitted capacity, can be
influenced In their development through appropriate learning at the right time. Now It is a matter
of commonsense observation that In a bilingual milieu — in spite of differences In linguistic apti-
tude that must be presumed to exist there as elsewhere — 8 level of language achievement is
reached by whole populations that It would be hard to attain by usual methods of language
instruction. It can, therefore, be argued that one of the purposes of early language teaching by the
creating of a bilingual milieu would be to offset differences In the aptitude for languages or to
contribute to the development of a higher level of lingulstic aptitude among a population by
opportunities for learing at & favourable stage in the proceas of maturation. Here again we cannot
speak with certainty; but in the present stage of psychological knowledge of human abilities the
promotion of linguistic abilities by timely teaching and stimulation is entirely reasonable.

In planning second language learning for the primary school it would therefore be premature to
make use of any selection process. There Is no psychological reason why any child should not
reach some proficiency in a8 second language. Chikdren at all stages on the intelligence distribu-
tion graph above the severely retarded level can communicate through language of some Kind.
Even a child who begins to talk ata point rather {ate in his development has no discernible handi-
cap In second language learning compared to other children.?)

Social and emotional factors

Finally, we must draw attention to certain eocial and emotional factors in language leamning, in
particular the attitudes held by children, their families and the community generally towards the
other language and also towards the people speaking that language. Into language learning
enters more than the maturation of the learner and his linguistic aptitude. It is largely a matter
of motivation and attitudes. Experienced language teachers are aware of this. It is now also
supported by the ingenious and penetrating studies In the social psychology of language learning
which Lambert and his students have recently carried out in Canada and the USA. (Lambert,
1962; Lambert et al., 1961).4)

Lambert's subjects were mainly adolescents or adults. The attitudes of young children to lan-

2) See below p. 78 no. 7.
3) One proviso Is needed. There is the possibliity that certain children of otherwise normal intelligence have

speciai deficiencies In language learning abilities, but ressarch has not yst yielded definite methods of dlagnosing

or treatment of such cases.
4) Bee also among other studies: Jones (1949, 1960), Gardner and Lambert (1968) and Peal and Lambert (1902).
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guage learning have not yet been much investigated. In making young children learn a second
language one will hardly expect a full grasp of the complex social, political and educationa!
motives which prompt this task. From ali that is known about motivation and attitudes In children,
one would Infer that chiidren require iess expianation and more an eager and positive attitude
towards the contact with the ianguage, cuiture and people. This Is conveysd to them by their
social environment, particularly their families, but also through the social climate of the school
and neighbourhood. If the attitude conveyed is negative and has ied to antagonistic stereotypes,
the learning of the language in question — whatever the starting age and whatever the linguistic
aptitude — is likely to be an uphill struggle. On the other hand, If it Is favourabie this is an asset
to be valued, becsuse It is likely to contribute to success. The strength of motivation that can be
drawn from a positive attitude in the community towards a particular language is Hiustrated by this
obeervation from a report on English in Kenya: ]
The astonishing fact about English in Kenya is not that teaching has been so bad, but that
lsarning has been so good.
it often seeme merely academic in Africa today to argue the rightness or wrongness of begin-
ning Engiish before completing certain steps of education in the mother tongue. The fact is that
in West, East and Central Africa pupiis and parents demand English as soon as possible; and
in language-leaming the pupil must be presumed right, for he, and only he, can suppiy the
essential ingredient — the wil to iearn and the effort required — which Is the sole factor about
which there seems no doubt of the necessity. (Perren, c. p.)%
We conciude that the introduction of a language Is not simply a matter of curriculum and method,
nor one of correct psychological timing. it must aiso be viewed against the background of aspira-
tions and social attitudes among the population served by the school system.

8) For a discusaion of varlables affecting motivation see PP. 74 and 78 below,




Chepter ¢
Neurological aspects

In the discussiona on the merita and demerits of early language leaming the opinion of the
Canadian neurologist Wilder Penfield in favour of an early start hsa recelved much prominence.
Penfieid who Is Chairman of the Department of Neurology and Neurosurgery of McGill University
haa set out hia views on the learning of languages in the final chapter of a work on apeech and
brain mechanlsms (1956).")
“My plea,” he writes, “to educators and parents Is that they should give aome thought to the
nature of the brain of a child, for the brain is a living mechanism, not a machine. in case of
breakdown, It can subatitute one of its parts for the function of another. But It has Its limita-
tions. It ia subject to Inexorable change with the passage of time.” (p. 257).
Languages, he argues, should be jearnt by “the normal phyaiclogical process” as a by-product
of other pursuita. The train has a biological time-table of language learning. The complex apeech-
mechanisms of the dominant hemisphere of the cersbral cortex develop In infancy and childhood
before the onset of puberty. We must face the fact that the young organiam has a capacity for
the acquiaition of new speech mechanisms which the adult no longer possesses to the same
extent. Hence, use ought to be made of this ‘plasticity’ of the brain In the early years, because
for a young brain it Is no more difficult to learn two or three {anguages than it Is to learn one.
Penfield bases these views primarily on the resulta of studies of brain damage at different stages
of life: a child who has lost the use of one hemisphere and haa become aphasic can relearn
language; aduits, he claims, do not have this capacity. He further cites psychological evidence of
language achievement in childhood and the observations on the language development of his own
children In a muitilingual milieu.
Penfield's point of view doea not go unopposed (e.g. Miiner, 1960). The criticism is that his
conclusions are not warranted by the experimental data. Nevertheless, It is In line with current
thought In neurology and physiological psychology, e.g. the work of Hebb, (1949, 1958), to
eatabliah the connections between the growth of brain mechanisms and the development of verbal
behaviour. Other neurologists approaching the problem from s different point of view, e. g. Glees,
have alao reached the conclusion that second language leaming In the early years can be re-
commended on neurophysiological grounds. Glees, for example, streasea the limited capaclty of
the organism, which It would be unwise to ignore. “Spesch Indeed, like good habits, |a something
that it 1s aa well to get Into the way of early, and not a skill for which a trained mind or greater
experience la any help.” (Glees, 1661).
Bearing these different points of view in mind and the possible Influence they are likely to exert
on teachers and sdministrators who find it hard to assess their merits for a policy of early lan-
guage teaching, the following statement on neurophysiology and the beaic organic language akilla
may serve as a rough gulde:
1. Since a language Is acquired in the first Instance acoustically and Is Intrinsically dependent on
certain neuroanatomical processes, neurology would indicats that the senaory-motor aspects of
language which are so determined are more perfectly acquired - even In a second language -~
at an early age.
2. More poaitively, there are suggestions from neurophysiology that the complicated patterns of
neuro-muacular connections, In particular the re-arrangement of neural pathways which are gene-
tically determined to serve reapiratory or digestive procesaes, muat be made to serve Inatead
the spesch mechanisms of language. This in Itself Ia a considerable achievement, and must be
borne in mind In connection with learning a second language.
3. Since the total receptor and effector capacity of the organism Is {imited neuro-biologically, thia
Iimitation may be of paramount Importance In learning a second language.
4. The conasquences of current neurophysiological views for the teaching of a second language
deasrve serioua consideration. Whether one uaes the concept of {imited capacity or Penfieid'a

1) These views were first published in 1953 (Penfield, 1983).




theory of pisaticity, it would seem that the earlier the atart the better the graap of the basic neuro-
muscular akille Invoived.

8. Froma heurophysiological point of view there is no good reason sgainst an early atart: on the
contrary, there are good poaitive indications for it. This is not to say, of oourse, that language

learning ~ especially the conceptual aspects of language - may not be taken up suocessfully
in later Iife. Educationists and peychologists should take more and more into acoount the findings
of neurophysiology In this ares.




PART H
EXPERIENCES AND EXPERIMENTS

In the foregoing part, we have tried to explain how the demand for language teaching in younger
age groups in the primary school has arisen. The arguments for this reform were examined snd
the conclusion was reached that this reform is highly desirabie on social and educational grounds
and there is also much to be said for it from a physiological and paychological point of view.

The question ia: can it be done? And, If it is practicable, what are the best waya of teaching
languages to these younger groups? Since much experience has already been gathered we shall
NOw survey and summarize the recent and current work in this field on which information waa
received up to the time of writing and consider in Part lil what can be learnt from it.

Chapter 7

8urvey of second language teaching at the primary stage

The observer who spproaches this question from the experience of an advanced industrial
country with a fully developed educationa| system notes with surprise that the practice is not the
novel experiment that he imagined it to be. If we include In our aurvey the older practicea in
private schoola and the accepted practices in large numbers of schools in the develioping
countries of Africa and Asia we will find that the teaching at the primary level is far more wide-
spread than is commonly belisved and it is ‘experimental’ only in the public educations! systems
of those countries in which the second-language start in the secondary school has been the rule.
Data are available on 45 countries or regions.) in 32 of these a second language occurs at the
primary level of education below the age of ten. In 7 more countries it is found at the primary
level for ten year olds and above, and in only six of the countries It does not seem to occur at all
within the primary system.

Of particuiar interest to this atudy are the 32 countries in which a langusge is taught at the primary
level below the age of ten. Needliess to say it Is not a universal practice In all of them. But
the fact that it does occur at all In such a large proportion of systems is an indication that this is
& practice which cannot be ignored, whether it is approved of or not. If the practice of early
language teaching in these 32 countries is examined more closely three groups can be dis-
tinguished. In 10 countries or regions the teaching of the second language below the age of ten
is reguiar and widespread, e. g. the teaching of French (or English) in African States in which
French or English la the common medium of instruction. In another group of 13 countries it is not
& universal practice but is already an accepted practice in areas in which a second language is
needed: for example, in bilingual parts of Belgium (Stijns, c.p.), or the French-speaking Vallee
d'Aoste In Italy (Titone, c. p. 1), or In a limited number of schools e. g. In private achools of the
Netherlands, Spain, italy, England and other countries. In a third group of educational systems
experiments are in progress or have recently been carried out with the intention of trying out the
teaching of languages to children at school from a young age. Such experiments have now been
reported from 14 countries, namely Argentina, Bulgaria, the English speaking parts of Canada,?)
Denmark, England, the Federal Republic of Germany, France, Hungary, ltaly, the Netherlands,
Sweden, Wales, U.S.A. and the U.S.SR. There may be others but of these no details were
received.3)

1) For a summary of the information see Appendix 2,

2) in French-speaking Canada an early start in English is compulsory in the educational system.

3) The totals in the enumerations exoeed the total number of oountries, (i. . 32) beceuse In vseveral ceases more
than one classification applies.
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From the thirty-two countries starting ages have been reported as follow:4)

TABLE 2 Frequency of starting ages for primary school
seoond language teaching in 32 countries

starting ages below 8 7 -7 8-9 9'. 10

number of countries 9 12 12 7

Languages taught at this level In the thirty-two countries distribute themselves in the foHowing
order of frequency:

English 19

French 13

Russian 4

German 3

Sparish 2

Certain languages are reported only from one country, namely, Bahas Indonesia (Indonesia),
Byelorussian (Byelorussia), Chinese (Thailand), Esperanto (Netherlands), Finnish (Finland),
Hebrew (Isrsel), Hindi (India), Hungarian (Hungary), Irish (Ireland), Swedish (Finland), Welsh
(Wales).

According to the four main situations defined on page 13, the second language serves as
a lingua franca in about eight countries or regions (chapter 8). It is the other language in nine
bilingual countries (chapter 8). In nine further countries it is taught because the vernacular is
regarded as too restricted in its circulation (chapters 10 and 11), and in six countries with one of
the world languages as the vernacular, it Is taught as a necessary foreign language (chapters
12-17).

In other words among the thirty-two countries there are at one end of the scale of situations some
in which it is more or less a necessity to teech a foreign language young. In the extreme cases
the multilingual situation is so complex that education without a second language taught early is
hardly posaible. The second language rapidly and increasingly becomes the medium of teaching.
At the other end there are those countries in which thess extreme pressures of linguistic circum-
stances do not arise. Instead the teaching of the second language to young children is a matter
of educational policy. It is regarded as beneficial for the individual child or as socially desirable
for the community and it is in these circumstances that most of the recent experiments have
occurred.

It has not been customary in the past to study these two main situations jointly. But the Hamburg
conference reached the conclusion that it was right to bear both types of experience in mind and
that it would be profitable to bring the results of the one to bear upon the other.

In the following chapters we shall present illustrations of early language teaching and learning
under these different conditions.

4) The totals in the foilowing enumerations exceed the total number of countries, (I. e. 32) because in severai
cases more than one classification applies.




Chapter 8
The second language as & lingua franca of education

In some systems of education, especially in the developing countries of Asia and Africa, the
second language Is frequently the necessary medium of instruction and is therefore taught ab
initlo or at & very early stsge of schooling. This was the custom In the colonial systems of educs-
tion. Educational reformers and, in recent years, national-minded educationists in the emerging
new States have, to a certain extent, tended to counteract this practice and to promote early
teaching in the vernacular. The need for a world language is still frequently unquestioned but
psychologicsl considerations or national prestige have often prompted an emphasis on the verna-
cular and a delay in the introduction of the second language.

The situation in educational systems in which the second language is needed as a medium of
instruction in the primary stages of education can be illustrated by the following examples.

Ceyion

In Ceylon under British rule, English had become the official language and also the language of
polite social Intercourse among educated Ceylonese. But from 1943 with the development of the
Free Education Scheme came a rapid expansion of schools and with it an increased use of the
national languages as media of instruction. There was a growing pressure against English be-
cause it had become a badge of privilege in the past and offended modern egalitarian sentiments.
Yet it was soon apparent that English was still necessary for higher employment and higher
education. And so egalitarian sentiment which had previously led to an opposition to English now
led to the demand that English should be universally taught. Hence a recent decision that English
is to be taught as a sscond language to all children from the third grade upwerds (Sledd, 1960).

Nigeria

In the Yoruba-speaking Western r# gions of Nigeria children enter class | of the primary school
at six and are taught in the verns :ular. English lessons are introduced in the third term of the
first year and continue with an Increasing time allocation from one hour per week to five hours in
class 3 and 4. From class 5 onwards all teaching except religious instruction is in English.

In every case the primary teachers are Nigeriane whose native language is Yoruba or Bini. Most
of them have never been taught by a native-English speaker and their accents on the whole
reflect the vernacular. Primary schools have also to employ many untrained teachers. In spite of
these handicaps the children's linguistic achievement is amazing. (Bradley, c. p.)

French-Medium African States and Madagascar

In the territories of the former French colonies French has remained the official language and the
language of education. Although these areas now constitute independent States their linguistic
situation is so complex that a common second language of wide distribution is a necessity. In the
Camerouns English and French are the official languages as a result of particular historical and
political connections. In Madagascar the national language malgache is used side by side with
French.

in the French speaking African States primary education begins for four- to six-year-olds by an
introductory French language course (cours d'initiation &4 la langue frangaise), followed by a
French-medium cours préparatoire (one year), the cours élémentaire (two years) and the cours
moyen (two years). By and large, then, children in these French-medium countries learn a Euro-
pean language from the age of five or six. Only in Madagascar are the elementary stages of
reading and writing first taught in the local vernacular (malgache). (Ginests, c. p.)

Kenya

“The Kenya educational system has to cater for a variety of races, tribes and communities; to the
majority of these English is a foreign language, yet nevertheless an essential means not only of
education but of economic integration within a society which is seeking some form of unity.”

(Perren, 1959, p. 50).
31
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Because ot the complex language situation in Asian and African schools in Kenya, English ia
introduced at the earliest posaible atage, usually after a few years of teaching in the vernacular.
This has offered difficuities particularly in Asian schools and therefore a number of attempts have
been made to introduce English into some classes in the first year of schooling. This led in 1957
to a large-scale experiment. A Special Centre was set up in Nairobi with the aim of developing
full English medium teaching from the beginning of the primary level in Asian schools and at the
same time for the co-ordination of English teaching in African as well as Asian schools.
(Perren, c.p.)")

The phasing of the second language

In the countries of which the reports just cited offer illustrations the second language sooner or
later becomes an important medium of instruction or in some cases even the only one, and there-
fore @ major issue is the phasing of the second language in relation to the vernacular.
Should the teaching of the second language begin at once, or follow the introduction to schooling
through the vernacular? If the second language is delayed when ahould it be introduced?

If in these school systems bilingualism, as outlined in chapter 2 above, i. e. education In the
vernacular and a second language, is accepted as the appropriate solution, the political issue of
the prestige of either the vernacular or the second language will recede and the phasing of the
two languages can be decided on chiefly educational grounds.

Superficially it appears more ‘logical’ to start teaching in the vernacular and to delay the second
language until reading and writing in the vernacular are established. But against this it can be
argued on psychological grounds that the habituation in reading and writing in the native language
over a iong period may militate against the spontaneous acquisition of speech in a second
language. Moreover, as was pointed out already (see p. 16), there is no one point in the educa-
tional process at which one can say with definiteness that the learning of the vernacular skills is
completed. It would follow from this observation that educationally one can equally well argue
for the introduction of a second language simultaneously with, or prior to, t . : teaching of reading
and writing the vernacular. Some teaching experiments in Europe (France and Sweden) also
suggest that a pre-literacy start in a second language can be successful.

This issue s a subject for a much more careful evaluation of experiences than has so far been
carried out and, possibly, for experimentation. For instance, the fact in some African countries
(e. g. Kenya and most French medium States) the second language is started ab initio, while in
others (e. g. Nigeria, Morocco, Madagascar) it is delayed, offers an opportunity for comparative
studies of the effect upon general development and linguistic achievement of an immediate start
in the second language in comparison with a delayed start.2)

Results

Undoubtedly under a great varlety of conditions as described in the Illustrations many Africans
and Asiang have learnt a second language early and effectively. It must however be remembered
that the languages were leamt under special pressures. Education was (and still is) in short
supply. To go to school was a privilege and educational advancement depended on success in
the second language. Hence the motivation to succeed was high. To some extent the good results
are those of limited and selected groups of children working successfully in spite of their teachers
and the poor methods employed. With the spread of education to whole populations and the
development of vernacular education a high level of second language teaching will increasingly
depend on good teaching.

Moreover in spite of the admiration for what has frequently been achieved against great odds, the
reports express very much concern about the general level of attainment. The poor performance
in the second language and the cuitural isolation resulting from this failure form part of a general
Picture of widespread illiteracy and low cultural standards. (Gineste ¢. p.). The kind of content

taught is often completely alien to the child in his own setting and the language remains remote
and unreal.

1) For particulars of an English course for young children which has been the work of the Special Centre, see
chapter 19 below, p. 70.

2) See on this point also p. 77, no. 4,

32




Quality of teaching

To overcome these difficuities would require in the teachers a high level of lingulstic performance
and understanding, as well as considerable teaching skill. The reason for widespread low
standards can be largely attributed to the poor quality of language teaching. It must be remem-
bered that many teachers of the second language are themselves not native speakers of the
language they teach and may never have heard the language in its own environment or even
spoken by a native speaker. Their own knowledge is often very imperfect and as teachers they
may be poorly qualified or quite untrained.

Therefore among many problems that present themselves are those of basic linguistic research,
the development of sound materials to be employed in teaching, the training of teachers in good
methods of teaching the gecond language and ways and means of mitigating the effects of
inevitable teacher shortage.

On the positive side the fact that the second language is needed sooner or |ater as a medium of
instruction should be particularly noted. This offers a stimulus to language learning, reinforces the
knowledge of the language and provides the necessary contact hours without which a useful
proficiency Is hard to attain. The language Is soon put to use. The learner is more concerned with
subject matter than with the language qua se. He uses it as a necessary means of communication.
As will be described below, in some of the teaching experiments it has also been found that

making the language a means of communication is a most effective way of providing additional
contact hours and practice in realistic situations.
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Chapter 9

Second languages in bilingual or multilingual communities

A policy of bilingualism in Wales

Arguments for early second language 1earning present themseives forcibly in communities In ;
which two or more languages co-exist and are officially recognized. The cohesion of the com-
munity may to a certain extent depend on the effective crossing of language barriers by entire
Populations. Of particular interest to the present discussion is, thersfors, by way of illustration
the experience of bilingualism in the primary schools of Wales. l
In Wales English has a dominant position and leaders in Welsh opinion have for some time been
! concerned about the decline of the Waeish language. Accepting realistically the view that a know-
: ledge of English as well as Welsh is necessary, the cultivation of an early Welsh-English !

bilingualism through the schools has come to be adopted. The history of this recent development
; in linguistic education is instructive because it demonstrates the possibility of finding a solution
| to a language problem which until now had been found to ke almost intractable.)

The decline of Welsh

‘ The population of Wales increased rapidly during the nineteenth century to reach a fairly stable
‘ level of some two and a half million during the present century. It has been estimated that the
Population was about 80 %, Welsh-speaking during the first quarter of the nineteenth century and
knowledge of English was confined to the upper classes, the educated, the larger towns, certain
areas along the English border and an area in south-west Wales that had become Engligh-
speaking as a result of immigretion and settlement.

English has been the only official language in Wales since the Act of Union, 1536, and when
schools were established during the ninsteenth century to cater for the whole population they
were English-medium schools, ignoring the Welsh-speaking child’s mother tongue and taking
strong measures to discourage its use in the playground as well as in the classroom. This policy
succeeded in making the Welsh-speakers of Wales in general bilingual. The immigration of
English-speakers into industrial areas hastened the decline of the Welsh language In such areas
and as the Welsh-speakers had acquired a knowledge of English to a point of fluency such areas
became almost entirsly English-speaking in the course of two or three generations.

Waelsh is still spoken by a majority of the population in much of rural Wates and books continue
to be published in Welsh at the rate of about 100 per annum. The quality of literature written In
Welsh, extending from the sixth century to the present day, is remarkably high, reflecting its use
as a medium of aristocratic living in the Middle Ages, its survival as a medium of peasant culture
and its recent development as a medium of middle class culture.

Towards the end of the century some leaders of Welsh opinion became concerned about the
decline of the national language and gradually secured a place for it in the system of education.
By 1907 the Board of Education expressed a “wish that every Welsh teacher should realize the
educational value of the Walsh language” and its code of Regulations stated "The curriculum
should, as a rule, include the Welsh language ... Where Welsh is the mother-tongue of the
infants, that language should be the medium of instruction in the classes.” The next step towards

schools from the age of seven upwards. Some authorities in Wales have not adopted a bilingual .

policy, but by the nineteen-thirties the language policy of the schoolsover the greater part of the ‘

country was as follows:

Infant Schools (5—-7) -~ Education through the medium of the mother-tongue. No formal teach-

,| ing of the second language.

Junior Schools (7 - 11) - English-speaking children continued to be educated through the medium
of the mother-tongue but were taught Welsh as a second language.
Welsh-speaking pupils continued to receive some Instruction through {

! 1) The following account {with minor modifications) is quoted varbatim from a report supplied by Professor
! Jac. L. Williams, Department of Education, University College of Wales, Aberystwyth. (Williams, c. p.)
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the madium of Welsh, but were usually taught arithmetic and some other
subjects through English.

Secondary Schools — English continued to be used almost exclusively as a medium of
instruction, with Welsh taught as a subject to some pupils at mother-
tongue language level, to others at second-language level and to others
at foreign-language level.

The following table gives some indication of the failure of this policy to bring about an Increase

in the incidence of Welsh-English bilingualism in Wales.

TABLE 3 Percentage of population able to speak Date o

Welsh and English in Wales according to 0

census returns 1911 35
1931 32.8
1951 27.8

It has succeeded in making Welsh-speakers bilingual as Table 4 indicates.

TABLE 4 Percentage of monoglot Welsh-speakers % monogot
Date Welsh-speakers
1901 15.2
1921 6.3
\ 1951 17

It has not succeeded in making English-speakers bilingual. A survey of the incidence of
bilingualism among school pupils in Wales in 1950, reported in The Place of Weish and English
in the Schools of Wales. (Report of Central Advisory Council for Education In Walss, 1953,
published by :i.M.5.0.) indicated that 82 9%, of children then living in Welsh-speaking homus
had attained fluency in their second language (English) by the age of twelve. Only 4 % of children
living in English-speaking homes had attained fluency in Welsh by the age of twelve. A more
recent survey (1961, but results not yet published) indicates that there has been no significant
change In the degree of success attained from teaching Welsh as a subject in primary schools
and the percentage of bilingual children in Wales as a whole continues to fall.

This very significant difference between the degree of success achieved in the teaching of the

two languages, each of which is officially in most cases introduced as a second language at the

age of 7+ appears to arise from

(a) the number of contact hours with English is significantly greater than the number of contact
hours with Welsh. English Is used as a medium of teaching other subjects in addition to being
taught as a subject. School ‘contact hours' with English are reinforced by contact hours
outside the school, e. g. radio, television, cinema.

(b) the higher status of English in the community. Acquiring a knowledge of English is essential
for Welsh-speakers as It Is the only official language and the only language used for
administrative purposes even in areas where more than 75 % of the population use Weish
as a medium of social intercourse. Welsh Is an appendage and a luxury that is not really
necessary for living a fairly satisfactory social life even In areas that are predominantly
Welsh-speaking.

(c) Arising from () and (b) there is stronger motivation promoting the learning of English for
both child and parent.

1940--1960

During the perlod 1940-1960 as a result of war-time marriages and more mobility, a minority of
English-speaking children came to attend many small rural schools in Welsh-speaking areas.
Providing infant school education through the medium of both English and Welsh in accordance
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with the official mother-tongue policy proved impracticable and many schocis continued to use
Weish ss the only Infant school language, irrespective of the presence of some puplls from
Engmh-upnklng homes. In such circumstances children from English-speaking homes normally
became fluent Welsh-speakers within three to six months of beginning to attend school.

During the same period Welsh-medium schools were established in anglicized areas, usually In
response to demand from Welsh-speuking parents who wished to onsure that their children would
Grow up to be fluent speakers of Welsh and literate in both languages. These schools were very
successful and their pupils proved equal to pupils attending English-medium schools in their
achievements in English and in general educaticn in addition to being bilingual. Some Engligh-
speaking parents who wished their children to become fiuent Waelish-speakers came to send their
children to these schools and in some areas private Weish-medium nursery schools have been
established to enable children from English-speaking homes to gain knowledge of Welsh as a
second vernacular before they enter a Welsh-medium school at the age of five. By 1961 only a
minority of the pupils In some of these official Welsh-medium primary schools established during
the period 19451855 to provide early education through the medium of the mother-tongue for
Waelsh-speaking pupils actually came from Waelsh-speaking homes, and the schools are now
coming to be regarded not merely as schools offering primary education through the medium
of the mother-tongue to children from Waelsh-speaking homes but aiso as the only type of school
situated in Englluh-cpuklng sreas that succeeds in turning monoglot English-speaking pupils
into Welsh-English bilinguals.

In such schools, arithmetic is usually taught through English and contact hours with English are
not confined to the teaching of English as a subject. Secondary schools are now being established
by some education authorities to maintain this primary school bilinguaiism at secondary school
level. Some aubjects are taught through Engliah and some through Welsh, not of necessity the
8ame subjects in evary achool, and in this manner the bilingualism established at kindergarten
level and developed in the primary school is consolidated and developed at secondary school
level.

The relatively inferior position of Waelsh in the English-Weish bilingual partnership and lack of
skill in the presentation of Welsh as a second language among primary school teachers may be
very important factors in the apparent failure of the teaching of Welsh as a subject in primary
schools to produce results, that can be regarded as encouraging, let aione satisfactory. Teachers
in sacondary schools usually find that they have to start teaching Weish as a second language
from the beginning irrespective of whether their puplls have had experience of learning Weish
83 a2 second language in primary schools, but they are able to proceed a littie faster with pupila
who have had some primary school experience of learning the language.

On the other hand there is evidence that kindergarten presentation of a gecond language is
succeeding in turning mo-oglots into bilinguals almost without exception. No atatistical evidence
is available but it appears that this is happening without causing any disturbance or retardation
to the child except in the case of (a) children of low Intelligence, (b) children of English-speaking
parenta who do not wish their children to learn Waelsh but have to send them to Welsh-medium
schools as no other education Is available. In such cases there may develop in the child an
emotional attitude that militates sgainst the learning of the new language and arising from
parental attitude. This is in direct contrast to what is happening In Welsh-medium schools in
anglicized areas where children from English-speaking homes have been admitted at parents’ .
request in order to receive a bilingual education. Parental attitude appears to play an Important
part in the situation.

The cultivation of early bilingualism

Fiuent bilingualism appears to be achieved with little conscious effort on the part of the child
when the language of the kindergarten or infant school is different from that of the home language
If there Is good will towards the new language in the child’s home. Experimental yse of English
and Welsh in a primary achool on slternate days aa the sole medium of teaching has also pro-
duced encouraging results. In such a system the number of contact hours with the new language
is less than In a kindergarten where the new language is used every day and progress in the
new language is considerably slowed but leads in due course to bilingualism.




An experiment in which pupils below the age of seven have been taught Weish as a second
language for only 15 minutes per day has indicated that even such a limited attempt to introduce
young children to a second language is worth while. Pronunciation causes little difficulty and the
children respond without any self-consciousness to language games introduced and played In
th2 second language. They appear to break through the second language barrier before they
realize that they are learning a new language. Reproducing and using the second language
appesrs to be as natural as extracting their experience and usage of the first language.

It is probable that motivation plays a very prominent part in the success achieved in turning
monoglots Into bilinguals In Wales before they reach the age of seven. In the early stages of
school life the group to which they belong and the teacher as its leader are of paramount impor-
tance to them and they are motivated to conform to the linguistic needs of a satisfactory member
of that group. The group is what Jean Plaget might regard as “a working model” of the world for
which they wish to prepare themselves and they adapt themselves for living In that world by
acquiring a new medium of linguistic expression. At an cider age they are aware of the fact that a
second language is not really necessary for a satisfactory social life and motivation Is conse-
quently reduced.

Conclusions

In the opinion of Professor Williams the following conciusions on the early teaching of a second

language arise from experience in Wales:

1. The sooner a child becomes bilingual the better are his chsnces of speaking two languages
as a native speaker in adult life.

2. Specialist teachers based on the one-language-one-person principle appear to be getting
better results than class teachers unless the class teacher uses the second language exten-
sively, deliberately and purposefully outside the time officially designated for it as a subject
on the school timetable.

3. Teaching a language as a subject does not lead to filuency In It unless such teaching is supple-
mented by the use of the language as a medium of teaching some other subject(s) or as a
medium for some aspects of the social life of a school In order to increase the number of
contact hours and use the language as a natural medium of communication.

4. Parental goodwill towards the language Is a most valuable, and maybe essential, asset to the
teacher and should be deliberately and Intensively cultivated where the teaching of foreign
languages [s to be made a basic component in the primary school curriculum.
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Chapter 10
8econd language teaching policy In smaller lingulstic communities

The majority of languages in the world are so restricted in circulation that for educetional,
cultural, political and commercial ressons the vernaculars must be supported by a second
language of intemational or interregional atatus. Many of the smaller linguistic communities are
strongly aware of this need and in order to secure an effective command early ianguage teaching
is beginning to be advocated in several of the countries with such restricted language distri-
bution. For example, experiments in early language teaching are reported from Sweden, Denmark,
Finland, the Netherlands, Buigaris and Hungary. Under this heading we may also include those
oountries in which regional or national languages are devsioped side by side with a common
language of inter-communication, for instance Hindi and English in India and Russian In the
non-Russian parts of the USSR.

The following accounts iliustrate these developments.

Bulgaria

In Sofia Ruasian is taught in one nursery school for children bstween the ages of three and seven.
The language Is taught partly through short lessons, and partly through games and conversation
during walks.

The lessons serve mainiy for the introduction of new material. The youngest group have a daily
lesson of ten to fifteen minutes, the intermediate group two lessons of twenty minutes each and
the oldest group two lessons daily of 25 minutes each. Much use is made of games and plctorial
material, including a puppet theatre. Simpie poems and songs are learnt. A modified direct method
ls in use. The mother tongue is not excluded however; It is used mainly for checking and con-
solidating newly acquired material. (Der Fremdsprachenunterricht . . . 1981)

While this kindergarten Is unique In Bulgaria in teaching a foreign language, there is s society
for modern languages which sponsors courses in foreign languages for young children of pre-
school age. The methods employed in these courses are similar to those described for the kinder-
garten. (Der Fremdsprachenunterricht . . ., 1961)

Hungary
The teaching of foreign languages to children between the ages of eight and ten in the primary

classes of the general school system has a history dating back to 1949 which can be divided into
three stages.

Stage 1 (1948-1853). During this period many primary schools started courses in Russian for
years two, three and four; but for various reasons this work was soon abandoned. There was no
accepted methodology, no appropriate textbooks or teaching aids were available. Teachers had
no training for language teaching at this level. In most cases, the textbook for pupils of class five
were used in classes two, three or four. As a result children merely went over the same ground
again when they reached the fifth class. For all these reasons the teaching of languages at the
primary school was discontinued.

Stage 2 (1952/53-1960/81). Following the failure of language teaching at the earlier stage few
attempts were made to begin ianguage teaching in the primary years.

Stage 3 (from 1960/61 onwards). This period is characterized by a renewed interest in early
language teaching. This time, howsver, the approach is made by means of carefully devisad
experiments in new schools and practice schools attached to teacher training colleges.

Language teaching is begun in classes three or four. The number of lessons per week varies
from one to three. But the language instruction is properly integrated into the time-table and the
whole form participates.

Various objectives ares borne in mind. There are Russian courses at the fourth-year level Intended
to ease the proper start in Russian in class five. But by and large the aim is to give children a
facllity and an experience in a language in order to raise the whole level of language learning
in subsequent years.




Activity methods prevail: en oral spproach, repetition snd games. in the first year in genersl no
reading or writing: instead songs, anecdotes, dialogue, repetition in chorus of sentences spoken
by the teacher. But there are also some special courses In which the aim Is to teach reading and
writing the Russian language, so as to ease the start In the following class. This Is not a textbook
course either. Chiidren write Individual words, and lesrn to read by shifting mobile letters and
composing words with thelr help.

The response to these classes has been very favourable both among pupils and their perents.
For the school year 1861/82 an extension of this work is planned. A committee has been formed
to work out a plan for primary schools with foreign languages. All these schools will have one
major foreign language which may be Russian, English, French or German, and, at a later stage,
also Itallan or Spanish. Much remains to be done espacially in the development of appropriste
textbooks and teaching materials and the training of teaching staffs for this new kind of work.
(lstvén, ¢.p.)

Netheriands

As was explained in an earller chapter (chapter 1, p. 11) the teaching of French in Dutch primary
schools has an unusual history. The present situation is as follows:

Foreign languages are not Included In the curriculum of the primary school (I. . for puplis aged
six to twelve). For those puplls, however, who wiil have French in one or the other post-primary
oourse, French courses are privately arranged by heads of primary schools, the parents or certain
organizations. They are given before or after regular school hours and have to be pald for,

As these courses are illegal and are not controlled, there are no accurate statistical data on the
number of pupils, teachers, the qualifications of the teachers, etc. The authorities shut their oyes
to the fact that the schoolrooms are used for these private courses. It can be estimated that from
20 % to 40 % of the tatal enrolment of primary schools attend these lessons, given to pupils in
the last two years of the primary course (I. e. to the ten to twelve year olds) during two weekly
periods of 45 minutes. The main argument for this Instruction is the wish to facilitate the entry
into the secondary schools and to avold that the pupils are confronted there with too many new
subjects at once which Include two foreign languages. Moreover it is also argued that French as
a Romance language Is more difficult than the other compulsory languages and therefore needs
more time.

Much criticlsm ls voiced against these unofficial French courses. Thus an enquiry by van Willigen
in 1856 among some 100 teachers In secondary schools showed that more than 50 % of these
teachers were opposed to thls preparatory introduction of French and the remainder qualified
their approval by specifying certain conditions about the character of this teaching. The criticism
Is that the classes are often inexpertly handled by ill-qualified teachers, that the work Is not suffi-
clently gdjusied to the age of the children and not integrated into the primary course. Moreover
the choice of the children in the French classes is often based on grounds not relevant to
language learning, such as the parents’ socla! or financial status.

The possibility of good language teaching at the primary level Is recognized, provided methods
appropriate to the sge are employed. It should however be mentioned that the one and only
experiment on language teaching in the primary school which was attempted in the Netherlands,
in the Arnhem area, falled, because it was badly prepared and organized. This seemed to indicate
that enthusiasm is not enough. (Van Willigen ¢. p.)

India

The teaching of Hindi to children in what are usually known as the non-Hindi speaking areas
is beginning to demand more and more attention. Hind! is learnt either as a compulsory language
or as an optional subject at the secondary stage In nearly all the States that fall within the
category of non-Hindi speaking areas. But In the following areas an attempt is being made to
teach Hindi already In the primary classes: (I) Punjab and Pepsu, (li) Orlssa, (Ili) Andaman and
Nicobar, and (lv) Dethi.

English is taught as a second language in nearly all the States as a compulsory subject at the
secondary stage. It is started in the last year of the primary stage only in the State of Assam.
But there are several schools all over the country, and especially In large towns such as Madras,
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Bombay, Caicutta, Delhi, Bangalore, eto., where individual schools provide, for one resson or
another, and particularly because of demand from parents, instruction in English In primary
clasees. (Chari, c.p.)

Sweden
is another country which falls into the present category of communities. Its current experiments
in teaching languages to younger children will be the subject of the next chapter.




Chapter 11

English without a book: A Swedish experiment

One of the most thorough experiments In teaching a foreign language to younger children has
been reported from Sweden. As this work is likely to be of intereat to many readers and

Particularly to those concerned with research and experimentstion we shall give a separate
account of it in this chapter.)

Language teaching probiems in Sweden

In Sweden English is a compuisory subject In ali primary schools from the fourth school year,
Il o. from the age of 10 upwards.?) Swedish teschers — as teachers in other countries — have
noted with concern the poor standerds of performance in foreign languages. Thus Mr. Axelsson,
Consultant for English teaching in the Swedish Board of Education, was faced with the problem
of how to improve the Pronunciation of primary school-children and their teachers. With this
question in mind he turned in 1956 to Dr Max Gorosch, the Director of the Institute of Phonetics
in the University of Stockholm. Dr Gorosch had had oxperience with audiovisual equipment in the
teaching of languages to students at university jevel.

Starting from the sssumption that language is learned orally and that a younger child is a better
language learner than an older one or an adult, Dr. Gorosch suggested that it might be possible to
develop a system of language training In the classroom, glving sounds by means of recordings
and the meanings through situational pictures. This system should be used during the first four
school years for children aged 7 to 11 without a book and without the help of a specially trained
teacher. Thus one would take advantage of the natural imitative ability of pupils of that age, and
through the use of audiovisual aids the lack of trained teachers for children of that age could be
overcome. Moreover, the pictures and recordings would produce in the classroom something
approeching the natural conditions for learning a language, I. e. direct association between visual
and auditory Impressions. In addition, recordings would make It possible to study exact
repetitions and, as was discovered later, through the use of audiovisual aids the effect of the
teacher, his personality and method, could be kept under better experimental control than in
conventional classroom lessons.

Shortage of time on®the timetable made [t necessary to operate with a maximum period of
45 minutes per week, divided into three weekly seasions of 15 minutes each In a six-day timetable.

The preparatory experiment, 1957

In the preparatory experiment, four schools in Stockholm near the Institute of Phonetics, and in
each school four classes, Participated. This means that a total of between 400 and 500 puplils,
aged 7 to 11, were involved. The matefials used in the preliminary experiment consisted of fiim
strips and tape-récordings. The film strip had 211 pictures in 12 teaching sections. The tape-
recording was 60 minutes long, equally divided into 12 teaching sections of about five minutes
duration. The teachers received the text, short written instructions and an information sheet about
the experiment. The pupils and their parents were issued with the same information gheet. The
different sections of the sound film strip were presented one at a time. The pupils saw and heard
the sound film strip for 15 minutes three times a week. As three sections a week were communi-
cated to the puplls it took four weeks to go through the complete sound film strip. When all the
sections had been gone through the series was repeated, in some cases with two sections at a
time. The whole experiment |asted eight weeks.

Dr. Gorosch and Mr. Axelsson frequently visited the schools and made observations and
recordings. Their general impression was that the experiment had been successful. Encouraging
reactions were also reported from teachers, parents and administrators. The experiment was
evaluated by the subjective judgment of the experimenters. In agreement with the headmasters,
teachers and representatives of the school authorities they reached the following conclusions:

1) What follows is abstracted from the Preliminary Report on English without a Book, by Max Gorosch (1962).
2) Before 1961 it was from the fifth school year, |, ¢. from the age of 11 upwards.
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. the method functioned weli from a technical point of view;

2. the puplis grasped the meaning of the phrases and they perceived and imitated many of the
phonemes well;

the method proved vasy to fit into the timetable of the schools;

the impression was gained that pupils, parents, teachers and headmasters were enthusiastic
and wanted the expsriment to continus.

> o

The 1988 experiment

* In 1958 the experiment was extended so as to include 40 classes of children from the first to the
fourth year of schooling in seven diffsrent schools throughout Sweden; siso two special ciasses
for backward children took part. The material was eniarged from 12 to 18 sections and a total of
360 pictures. A careful lay-out plan defining the sequence of silent listening, active repetition of
phrases and revision was worked out. The favourable results noted in the preliminary expseriment
were confirmed In this second phase of the study.
A more careful evaluation of the puplis’ progress In pronunciation end Intonation by means of
scientific procedures at the end of the oxperimental period led to the somewhat unexpected con-
clusion that pronunciation as well as understending improved more rapidly the oider the pupils
were. Pupils of 11 years of age learnt more accurately and more quickly than the seven-yesr-oids.
Although these resuits are far from final they seem to disprove one of the hypotheses on which
the experiment was founded, namely, that the younger children learnt more ¢ ively because
of the greater imitative powers that are attributed to children in their early years.
in the autumn of 1958 the experimental work continued steadily. Participating classes repeated the
first course, and a second course to follow the first was produced. it was planned that four
courses should be developed, one for each of the first four years of schooling, gradually ad-
vancing In difficulty.

Developments in 1959

In 1859 the problem of transition had to be faced by tho: ~ classes which were now reaching
normal English classes in the fifth school year. A tentative approach to mesting the difficuities
was made but this problem is still awaiting fuller investigation.

in the same year also the experiment was further consolidated by a formal agresment between
the experimenters and the Board of Education. This secured co-opsration bstween the partici-
pants and defined the role which each was to play in further work.

Summary of the experiment in its present form

The material for the experiment in its present form consists of four one-year courses. Together
with the sound film strip the following material is issued: a stencilled or printed text, a plan of the
courses, and advice to the teacher on questions puplls are likely to ask. The pictures are simple
outline drawings or simple colour pictures. For the recordings the speakers are native Englishmen

with southern English pronunciation. The speed of speech is slow but quickened towards the-end -

of each section and in later sections. The fourth course consists of the twelve most Important
lessons of the three preceding courses with captions: this Is the first time the pupil sees the
written text. To make certain that pupils have understood key words and key constructions ‘the
teacher’s voice' has been introduced. This draws attention to difficult sounds and gives the exact
meaning in Swedish of certain words or expressions when they occur for the first time. This voice
also gives instructions about winding back the film strip and repeating the phrases. Objective
comprehension tests with multiple choice answers have been constructed and tests of pronun-
ciation are in preparation. Much thought has been given to the arrangement of presentation and
lesson sequence, as wall as to the testing of resuits.

Con.lusion
Many problems and questions remain, among them the question of starting age,’) the amount of

3) Although in Sweden seven is administratively the eariiest possible starting age, the view Is expressed that
It may well be better to start at the age of five or even three.
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time required for effective learning, the kind of vocabulary and concepts to be Introduced, the
degres of preparation required by the teacher and the interaction between sound and pictures.
The sxperiment cpens the way to solving severa! of the practical problems of teaching languages
to younger children. it has proved to be of practical interest to educationists, parents and teachers
in Sweden and has aroused attention in other countries. At present experiments based on this
work are being conducted in Finland (at the Swedish School of Tampere), in Denmark (at the
Pedagogical Institute of Denmark and at the School of Redding, Jutland), at the Centre Inter-
national d’Etudes Pédagogiques, Sévres (in the classes internationales), In lsrael (School of
Education, Hebrew University, lerusalem®). At the School of Applied Lingulstics at the University
of Edinburgh, Scotiand, the material has been used as a basls for discussion on language teach-
ing. In addition to its practical interest, this experiment has given rise to many new Ideas and
hypotheess.

4) See Cohen and Aronson, 1961.
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Chapter 12

Early language teaching experiments in the U.8.A.

In those countries in which world languages or languages of wide distribution such as English,
French, Russian or Spanish are the principal means of communication the teaching of a second
language to younger children has presented itself clearly as a matter of educstional choice. In
8 number of these countries the social, political, psychologica! and educational arguments have
been widely discussed and several important tesching experiments have been carried out. Some
of the work which was reported from the U.S.A,, France, UK. (England), the Federal Republic
of Germeany, Argentina and U.S.S.R. will bs the subject of the present and the following chapters.

Foreign Languages in the Elementary Schools of the U.S.A. (FLES)")

Introduction

The public elementary school in the United States normally includes grades one to six and in
most communities also includes a kindergarten of one year before grade 1. Grades 1, 2 and 3 are
normally called the primary grades and 4, 5 and 6 the middle or intermediate grades of the
elementary schools. Children normally begin their schooling in the first grade at the age of 6.
Control of the educational system is vested in the 50 individual States and much authority is
delegated by the States to local communities, where the school board or school committee has
chief responsibility for educational policy and a superintendent of schools |s responsible for
carrying out this policy, assisted by the principal of each school. The result of this local control
of education is that individuai communities may decide whether or not to experiment with the
teaching of foreign languages In the elementary grades. As the MLA surveya show, a great deal
of experimentation has taken place and continues to take place. Despite a great and increasing
interest in this new trend only a small proportion of the total elementary school population (not
more than § %,) is yet involved.

The most popular starting age is 8 to 10 (grades 3 and 4). The most popular languages are
Spanish, French, German, but smaller numbers in some elementary schools receive instruction
in half a dozen other languages. In most programmes all pupils in a given grade are given the
Opportunity to learn a second language. A few programmaes, Including the famous Cleveland pro-
gramme, select the better pupils for this extra work.

History and current situation ‘

In the early decadss of the free public schools, in the middle of the 19th century, it was common
In communities with a heavy German Population to include the teaching of German in the elemen-
tary school. This practice continued up to World War | when it ceased suddenly for emotional
rather than rational causes. The experimental teaching of French in the elementary grades began
In Cleveland in 1922 and was pursued sporadically in various places during the 20's, 30's, 40's
and 50's. Encouragement to this trend was glven in 1952 by Dr. Earl J. McGrath, then U.S. Com-
missioner of Education. In 1954 the Modem Language Association of America also endorsed the
principle of teaching foreign languages In the elementary school but issued cautions concerning
proper procedures. _

In the last ten years the practice of teaching languages to younger children has increased rapidly
in the public schools of the United States. These attempts have been met by some success and
a good deal of failure., As some programmes are discontinued because of the lack of qualified
teachers or because of inadequate support from the community of the school board administra-
tion, other programmaes in greater numbers are begun, many of them In turn doomed to die for
the same reasons. .

1) This account (apart from some minor modifications) is based on and partly taken verbatim from notes supplied
by Professor T. Andersson of the University of Texas (Andersson c. p.). For bibliography see Keeses (1960a),
Consult also Andersson (1953), Birkmaler (1960), Alkonis and Brophy (1961), Breunig (1961) and Levenson (1981).
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The prevailing opinion Is that children learn languages better and more easily than adolescents
and adults and that the place to stsrt is in the elementary school. In practice, however, this adds
to the cost of education, and even in those communities which are able to bear the extra cost
there is a dirth of qualified teacher.: and uncertainty about the best teaching procedures.

U.S. language teaching finds itself then in a transitional stage, believing In the advantages of an
early start in language learning but unable as yet to solve the many practical problems connected
with such a vast programme. Informed opinion is certain that the traditional foreign language
instruction has been altogether inadequate in U.S.A. beginning as it does at about grade 9
(age 14) and continuing for the vast majority of students for only two years. Something much
more effective is required by the times.

The National Defense Education Act of 1858 has focused attention on the need for more speakers
of the common languages (Spanish, French, German) and for greater knowledge of the less usual
languages (such as Russian, Chinese, Japanese, Arabic, Portuguese). World War Il and the years
following have served to make Americans increasingly aware of their deficiencies in communi-
cating with their neighbours abroad. (see Parker, 1962). At the same time, in Andersson's
view, they are as a people convinced that knowledge of languages and an improvement In
other means of communication must be achieved if humanity is to have any hops of realizing
the two main objectives of our time, that Is, fresdom from war and fresdom from want. The
surveys of the Modern Language Association reveal that most programmes have been under-
taken without adequate preparation. In some cases but by no means always a committee of
teachers and interested citizens will study the total situation and present a report to the school
board. Such reports usually reveal an active and even an overwhelming interest on the part of
parents in having their children learn a second language. This Initial enthusiasm is often enough
to initiate a programme. There may be a teacher available or indeed in a larger community several,
but these teachers are not necessarily well qualified. Indeed they are rarely trained to do this
kind of teaching, for there exist in the country only a handful of universities which prepare com-
petent elementary school teachers of modern foreign languages. Even when they are prepared,
there exists no clear-cut provision for certifying or licensing them to teach. These facts plus the
great mobility in the U.S.A. population make for a lack of continuity and progression in American
elementary school language programmes.

A considerable number of foreign language teachers in the elementary schools are native
teachers, but this fact in itself is no guarantee of good t: aching. For many native speakers of
foreign languages lack training in guiding children, and are unfamiliar with American schools.
There s also a 'danger that such teachers, though not they alone, will regard language as writing
rather than speaking.

There exists in U.S.A. a difference of opinion as to whether the classroom teacher or a specialist
should be used to teach a foreign language. Classroom teachers have the advantage of knowing
children better and having greater familiarity with the school procedures, but too often also lack
an adequate knowledge of the language to be taught. Specialists are more likely to know the
language adequately but too often are unsuccessful with children and unfamiliar with school
practices.

The pros and cons of early language teaching in elementary schools

In the United States a great majority of educators and of the general public are convinced of the
theoretical advantage of starting language learning early. However, many educators are deterred
from beginning such a programme because of the extra cost, because they feel the curriculum Is
already overcrowded, because of the lack of qualified teachers and because of their uncertainty
as to the best way to conduct such a programme. Enthusiasm is sufficient to outweigh these
reservations in many communities.

Assessment

Only in very recent years has there been any significant evaluation of FLES prog.ammes in the
United States. In 1955 a programme of French was re-introduced Iinto the University of Chicago
Elementary School under the direction of Harold B. Dunkel and Roger A. Pillet. This programme
was conceived in experimental terms and there has been a progress report at the end of each
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year?) followed last year by a fuller evaluation in the form of a book entitled French in the
Elementary School, Five Years' Experlence (Dunke! and Pillet, 1962)
The authors conclude that
“FLES is justified by both the qualitative and quantitative benefits it confers. By ‘qualitative’
we mean that the puplil in the early elementary grades has a chance to acquire the oral skills to
a degree probably not attainable if he starts later. If being able to speak the foreign language
with maximum fluency and accuracy of pronunciatior are proper objectives for foreign language
study, FLES makes a contribution which may be unique.
By ‘quantitative’ we mean that FLES provides a span of additional years during which the pupil
can work with the language. As we have indicated, we had hoped that on the basis of actual
hours of contact with the language this increment from an early start would be larger in regard
to some of the skills than it in fact proved to be. In general, however, our better students
have had the equivalent of two high-school years of French at the grade-school level. It thus
comes at a stage where they are Particularly able to profit from éxposure to the foreign |an-
guage; conversely, those who do not wish longer experience with French can put the later time,
thus freed, to some other uge” (p. 140-41).
Somerville, New lergey, has had a FLES Programme beginning in the third grads, with French and
Spanish in alternating years, over the last decade. When children who have had the experience
of this programme reach the senior high schoo! (ninth grade) and elect to continue study of the
same language, they are assigned to an Enriched Language Pattern, a transitional course which
enables them in the tenth grade to join the third-level of high school instruction. In the meantime

grade at the second high school level, in what is called the Traditional Language Pattern. As a
result of carefy| evaluation,

10 9% higher grades (in high school Spanish ) than did the Pupile of similar ability who were
in the Traditional Language Pattern group, even though they were a year younger ... Pupils
In the Enriched Language Pattern had had training which results in a 10 % better grade in any
foreign language, new or continued. Further, this training advanced them one year in one
subject in the high school, enabling them either to have an extra year of the language or to
study an additional subjest. This possibility is not open to the pupils in the Traditional Language

scores of the group taught by TV and tape ranged from 64 % to 94 %, of the scores attained by
the tests the differences between the
means of the two groups were not significant. This suggests that while a good teacher is measur-
ably preferable to audiovisual aids, teaching with the help of these aids can lead to a remarkably
high standard of attainment, in conditions where a specialist is not available.
The Modern Language Projsct of the Massachusetts Council for Public Schools
Street, Boston, 16, Massachusetts, is in its third year of operation. A FLES TV pr
Parlons Francais forms the central portion of this Project. Weekl

programme. The following

are the most Interesting conclusions from the summary of findings after the first year of operation:

2) See Dunkel and Pillet, 1858, 1957, 1959,
3) See also Ellison et a} {1960) and lohnson et al (1961).
4) For particulars on Parlons francals see chapter 19 below, p. 60.
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“The total fluency of children (the combined score on comprehension, pronunciation and
dialogue) was affected by differences in the fluency of the teacher. The classes directed by
moderately fluent teachers obtained statistically significant highei mean scores than those
directed by non-fluent teachers.
“Differences In kind of follow-up practice produced differences In tctal fluency. Practice
directed by the teacher, whether by moderately fluent or non-fluent teachers, yields higher
mean scores than practice based on use of tape-recordings taken from the sound-track of the
televigion programmes.”
“Not only did teacher-directed practice yield better fluency scores, but It also produced better
comprehension of spoken French than did practice based on the tape-recordings.. . .
"The results corroborate an earlier recommendation that televised instruction alone, without
regular follow-up work by the classroom teacher, yields inadequate levels of achievement,
particularly in comprehension and spontaneous usage of French.”
Ralph C. Geigle, Superintendent, Reading Public Schools, Reading, Pennsylvania, in a study
entitled “Foreign Language and Basic Learnings” (1957) seeks to determine whether the intro-
duction of language instruction In the elementary school has an adverse effect on the learning
of other subjects. He reaches this cautious conclusion: “the above is limited evidence and no
belief is held that the evidence at this time provides an answer in finality to the question posed
at the outset of this section. The evidence presented does argue in its limited way that the foreign
language programme has not harmed the basic learnings programme.”

The need for research

J. B. Carroll has repeatedly stressed (1960b, 1960c) the need for more and better research and
experimentation in foreign language Instruction. In an article entitled “Foreign Languages for
Children: What Research Says”, Carroll (1960c) points out the need to answer the following
questions: Do children learn languages faster? When should FLES begin? How important are
individual differences in foreign language aptitude? What are the long-term effects of FLES? What
are the effects of FLES on other subjects? What are the most effective instructional techniques
for FLES?

In the concluding chapter of their book French in the Elementary School, Dunkel and Pillet (1962)
point out ti.. need of tests to measure accurately the achievement of FLES pupils, the need of
a greater mass of care.ully prepared materials of all sorts to enrich and vary FLES instruction,
the need of a grammar to summarize the usage which has been acquired by direct imitation and
to make foreign language learners aware of the structure of the language involved. Better ways
of determining the individual pupils’ readiness for FLES are needed and of determining what kind
of FLES programme an individual puplil is ready for; there is also a demand in U.S.A. for much
more research on the psychology of language learning and on the effectiveness of various
methods and procedures.

To these Andersson would add the need for investigating more thoroughly the difference between
in-schooi and out-of-school learning and experimentation in various forms of out-¢f-school learn-
ing and a carefully conducted experiment sponsored by Unesco on the International Nursery
School idea which he suggested in his article on “The Optimum Age for Beginning the Study of
Modern Languages” (Andersson, 1960).5)

5) See also Andersson, 1961,




Chapter 13

Experiments In France

The teaching of Engiish In some primary schools In Paris and the Paris region?)

In Parls and the Paris region a number of primary schools have experimented with the teaching
of English since 1956 under the direction of the Inspector for Foreign Languages in the Seine
Department. The teachers were native English speakers, I. o. students from U.S.A., UK. or the
British Commonwealth who had come to France as assistants. In the first year (1856-57) the
experiment began with two assistants; It was continued with four in 195788, six In the following
year and eight in 1959-60. By 1961 some fifty classes ranging from Cours élémentaire (7-8 yoar
old pupils) to Cours moyen (for puplis aged 10-11) were In operation in various bo:s' and girls'
achools and one mixed school.

Efforts were made to benefit year by year from the experience of the preceding year and to
modify the work accordingly. By 1859 sufficient data had been collected to establish 2
definite and progressive scheme of work suitable for young language learners. Throughout the
period of the experiment the teachers regularly wrote diary notes on their work, first on a dally
baasls, and from 1957-58 fortnightly. The classes were frequently observed by the inspectors and
tape recordings were made of the progress of the pupils. Furthermore there were regular meet-
ings with the Inspectors at which the sxperiences of tha assistants were discussed and sug-
gestions offered for further teaching.

Each ciass had about two or three weekly lessons of twenty minutes to half an hour. These
lessons had to be accommodated within the existing timetable. Moreover the English assistants'
own studies made it necessary to concentrate their teaching at the beginning of the week. Con-
sequently there were gaps of about four or five days between each group of weekly lessons.
The language was taught entirely through an oral approach. Lesson work was based on centres
of interest, games, dramatizations, songs and poems. For axample by 1959 a number of littie
sketches had been worked out offering each a vocabulary increment of three to five words and
two new sentence patterns. The sketches consisted of simple dialogues between the teacher
and a little teddy bear. The procedure was as follows. First, the teacher spoke both parts, then the
puplls joined in and, finally, the pupils performed the sketch independently. The lesson unit was
completed by a game or a sketch In which the new elements were given additional practice.
Currently the aim in work of this kind Is to teach 95 words and 52 patterns in the first year with
the addition of 63 words and 50 patterns in the second and a further 56 words and 33 patterns in
the third year. In other words, the pupil should have a total vocabulary of 214 words and 135
patterns by the time he reaches the first year of his secondary school.

The whole course in the primary school is looked upon as preparatory to the more systematic
study of the language at the secondary stage of education. Difficulties were encountered. These
can be attributed partly to the lack of accepted techniques of teaching languages at this [evel and
partly to the lack of cxperience on the part of the young assistants who acted as teachers,

The best starting age has been found to be year two of the elementary course (for pupils aged
8-9). A lesson length of twenty minutes to half an hour Is considered a maximum. Children
showed excellent response to the sketch-type lesson with a stock character ('teddy bear'). .
The teaching of the beginners' classes was undoubtedly highly successful. In the second-
and third-year groups results are less definite. Differences in abllity become apparent and the
teacher's task is made more complex by the Inevitable arrival of puplls from other schools who
have not had a year of English =" ~ children increasingly demand explanations of a grammatical
kind and want to write down what they hear. In short, this has been a valuable experiment which
can be regarded as worth continuing with adjustments suggested by past experience.?)

1) This section ia based on notes supplied by M. Psul Férsud. (Féraud, o. p.) See siso Féraud (1981).
2) The Centie de Recherches et d'Etudes pour la Diffusion du Francals (CREDIF) hss developed an sudiovisual
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The teaching of English at the nursery school level

Some attempts have been made in France to start English even earlier, namely at the nursery
8chool.d) In the Paris schools this work algo goes back to 1958 when the principal of a nursery
school agreed to introduce English oxperimentally into the work of the senior group (five to six

English period the teacher talked only in English, referred to nursery objects in English (“What Is
this?" “This Is a wall.”), gave instructions In English ("Stsnd up”, “Sit down"), made use of
dramatization and Puppet work, or told a familiar story in English end In thig way accustomed the

The work is now continued in the second year of the primary school and beginnings have been

made to Introduce reading and writing English. The experiment, successful thoug: it has been,

ralses a number of questions concerning the lowest age at which one can profitably introduce a

foreign language into nursery education, about the right kind of teacher, and about long-term

offects of such teaching.

Ancther successful oxperiment in the teaching of Engli..; to nursery children Is that of the nursery

class of the Ecole Active Bilingue - Ecole intemationale de Parle where English is taught In an

otherwige Fronch-upeaklng nursery.!) This work was begun in 1954, It Ig preparatory to the

English-French bilingual teaching of the school itself. In thig nNursery class the emphasis is not on

‘teaching’ English but on providing an Engligh atmosphere with the help of stimulating Engligh

material which will have the effect of Immersing the children into an ‘English language bath’ during

the time set aside for English each day. it has been observed that the children without being fully !

aware of being confronted with another language jearn to understand and to epeak remarkably |

well. Thus one mother one day complained that her daughter had said that ghe had no English |
!
|

lessons, but three weeks later the same mother reported that, to her great surprise, she had over-
heard her little giri spontaneously chatting in English to her dolls.

What makes these experiments of outstanding interest Is the fact that the second language is
Introduced at a Pre-reading stage in the chi Id'e educatign, Here, therefore, the common experience 1
of a negatlve influence of spelling conventions of the native tongue is met before It can arise. |

In the Ecole Active Bliingue children begin reading French in class one, . e. after the nursery "
school stage. They learn to read French only. Meanwhile English activities begun in the nursery

school (singing, Painting, craftwork, dancing, etc. with English Instruction) continue as an after-

noon programme while the morning is devoted to French-medium instruction Including reading.

The reading of English Is introduced only when the children already read French fluently. The

general principle is that the teaching of the second language should be a step behind mother-

tongue activities. Consequently the reading of English s normally Introduced In cours élémen-

talre I, I. e. & year after the reading of French was begun. Normal work In the three R's In French

ls maintained throughout the primary years, so that the children maintain standards In French-

speaking skills comparable to those of children taught In the normal monolingual schools. Some

of the background of English children Is Introduced in the Engligh part of the school day. in the

final stages of primary education the children acquire specific knowledge concerning Engligh- .
speaking countries, their traditions, geography and history.5)

course for young children. For Particulara aee chapter 19, P.69, below. Conault alao Gauvenet and Ferenczi (1981),
For an example of reasarch carried out at the CREDIF ynder the direction of G. Mialaret, gee Malandain'a atudy
(no date) on the perception of filmatrip projectiona by children aged eight to twelve.

Engliah at the primary level haa been developed in the Arlea region under the direction of J. Lonjaret, Inapector.
General. Thia work hes led to the production of an Engliah course for young chiidren; for particulars aee the
reference to Lonjaret and Denia, chapter 19, p. 89 below.

3) Baaed on Léandr! and Féraud (1962),

4) Baeed on Information received from Mme, R, C. Cohen, Principal, Ecole Active Blilngue "'Ecole Internationale
ca Parla’", (Cohen, ¢. p.)

&) 8ee chapter 18 below for further data on this school.
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Chapter 14
Experiments In the Federal Republic of Germany ')

In Federal Germany the teaching of Englisa in the majority of the Linder and of French in two
is a widespread practice from the first year of secondary schoole and the fifth grade of the
elementary schools upwards. As a result many children, and in some areas ail, have the oppor-
tunity to lesrn at [east one foreign langusge from about the age of eleven. This spread of lsnguage
teaching among the whole of the schooigoing population Is largely an outcome of developments
sinoe the second world war. It was realized soon after the war by German educationists that the
German lsnguage had iost some of its International prestige and that a knowledge of foreign
languages was of greatest importance to German postwar reconstruction.?)

Systematic experiments in the teaching of a foreign language to younger children have been
mainly restricted to a project in Kassel (Hesse), which began in 1960 with two clasees and & total
of 80 pupils. In the following year it was extended to include 7 classes with 10 teachers snd
245 pupils. For the year 1962-83 a further extension is envisaged to approximately ten schools
with 18 to 18 classes or 360 pupils.

The teachers taking part in this experiment have qualifications in English and have already
taught English to older ciasses. They have formed a discussion group to exchange views and
experiences arising from this work, to consider questions of msthod and to strengthen their own
lingulstic competence.

Arguments for the experiment were twofold. On psychological grounds, it was thought that a
nine-year-oid is a better language leamer than an older child. On grounds of educational orge-
nization It was argued that the introduction of the first foreign language In the third year of
schooling would make it practicable to begin a second foreign language in the fifth year and for
those children who leamn only one foreign language the early start would provide a sufficiently
long period of language work to make the learning of the language really effective.

The methods used in this experiment ars predominantly oral and direct and, as far as possible,
based on play situations, dialogue, role play, mime, puzzies and question-and-answer games.
Also songs, rhymes, poetry, choral speaking and Gouin series are Introduced. Little consecutive
written work is done at the beginning of the courses. Pupils use large painting books and draw
picturss with subtities. Feit boards and wall pictures have also been employed. Grammatical facts
are practised rather than explained. No homework is given, nor is any of the usual marking of
work done. As textbook one of the Beacon Reader series (London: Ginn & Co.) with the appro-
priate workbook has been tried; some classes have used Brighter English by M. Direder
(Garching: Heide Verlag).

It was found that frequent changes in the technique of teaching were necessary to overcome
fatigue in the children. Haif an hour's work per day has come to be regarded as the maximum
lesson length in the early stages. Later a normal teaching period seems appropriate.

As far as can be said at present, the early start is valuable, but whether it justifies a re-organiza-
tion of current practice for ali schools, |. e. that English should generally be started in the third
year instead of later, Is still an open question. To answer it the experiment must be continued
for & longer period. According to the available Svidence it seems likely that the early start will

justify itself.)

1) Based on Information supplied by the Kassel group on early language teaching, under the chairmanship of
Professor Q. Prelssier (Preissler, c. p.).

2) Bee Schnelder (1967) and Pllege der fremden Sprachen (1962). Opposition to the spread of language Instruction
in Germany Is discussed in a well documented recent article which makes a reasoned plea for universai teaching
of forsign languages in all types of schools. (Doyé, 1962),

3) For a description of & bliingual school In Berlin see chapter 18 below, pp. 60—61.




Chapter 18

Experiments in the United Kingdom: England ')

Language tsaching in English schools

in England a distinction has to be made between locsl authority (county) schools (the “State
system") and independent (e. g. preparatory and Public) schools (the “Independent system™).

In the State system a foreign language is normally not taught in primery schools. The convention
Is to start the first foreign {anguage (usually French) at the beginning of the secondary school
course, In particular in secondary grammar schools whers French is taught in four- or five-year
oourses leading to the first public examination, the ‘O’ (Ordinary) level of the General Certificate
of Education. A small number of puplis continue their language work beyond this level in a further
course lasting two or three years and leading up to the ‘A’ (Advanced) level of the General
Certificate of Education. For the majority of grammar school puplls contact with a foreign lan-
guage, however, ceases after the ‘O’ level examination, 1. e. at the age of sixteen or so. Further
language work is possible, but it must be taken up voluntarily through evening classes or In
private study.

8ince the 1644 Education Act foreign languages have been increasingly taught also In other types
of secondary schools (secondary modern, comprehensive and technical schools). It is estimated
that at present about half of the population of children in secondary modern schools learn a
foreign language. But all this takes place within the accepted convention of language learning
at the secondary stage, I. e. from about twelve upwards until the age of fifteen or sixteen.

In the Independent system there is a long established tradition of language learning from an early
age. In preparatory schools (for pupils aged 7 to 12 or 13) Latin is frequently taught from seven
upwards by drill methods rather In the style of old-fashioned arithmetic teaching, and —~ except
in some — there has been a tendency to apply similar methods to French. This work has never
acted as an encouragement to the Introduction of languages into the State primary system. For
example, children coming from the former State elementary schools (now primary schools) Into
grammar schools were frequently Joined by children who had already had two, three or more
years of French in their preparatory schools, and it was found that those who were beginners In
French at the secondary level quickly reached the same standard as their contemporaries from
the preparatory schools. Moreover the linguistic performance among those who have been
through the Independent system (preparatory and Public schools) Is not superior to that which
has been aquired by puplls In the State system In spite of the earlier start and the longer period of
language learning In the Independent system. Consequently the start of a foreign language at
the beginning of the secondary course, i. e. at the age of twelve, has besn widely accepted as
right In English education.

Forsign languages In primary schools

The need for a better knowledge of foreign languages is recognized In England today. The view
that English people are notoriously bad lingulists is no longer accepted complacently. Outmoded
methods, a stultifying examination system and too little time spent on language learning are often
blamed for the low standards. A frequent criticism Is the poor spoken command of the foreign
language after four or five years of study.

As a result these criticisms educators have become Interested in recent experiments In early
language teaching. In principle the teaching of languages in primary schools was given officlal .
approval in a Ministry of Education pamphlet on the teaching of modern languages published In
1956 (Ministry of Education, 1956). But as late as 1959 a Ministry publication on the work of the
primary school expressed itself with extreme caution about attempts to Introduce languages in
the curriculum of the primary school (Ministry of Education, 1958).

Since then, there has been a considerable change In the climate of opinion. In a number of areas

1) Although this report refers mainly to England, the tendencies outlined In It apply by and large to the whole
of the United Kingdom. Information based on notes by Miss. A. E. Adams (. p.) and H. H. Stern (c. p.) and others
listed below. For Wales see chapter 9 above.
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oxperiments are taking place with the object in view to oxplore the feasibility of teaching
languages to younger children. Much public interest has been sroused by an experiment in Leeds.

Foreign Language Teaching in Leeds Primary Schools, 1961-19827)

In co-operation with the Nutfield Foundation, the Leeds Education Committee has been carrying
out an experiment In the teaching of a foreign language to pupils of Primary school age. The first
stage of this experiment took place In the spring and summer of 1981, A bilingual teacher, Mrs.
Keliermann, taught French to a specially selected group of ten boys and ten girle, aged 10 to 11,
of good intelligence and ability, who had qualified for entrance to grammar schoolis In the city
in September of that year. in a pleasantly situsted school in a good residential part of Leeds
Mrs. Kellermann was supplied with plenty of visual and sudiovisus! aids and books ordered
from France, and taught the pupils for ten weeks about 17 hours Per week (21 teaching periods
Varying in length from 40 minutes to 1% hours).

The underlying principies of the teaching methods employed In both the first and second stages
of the experiment have been these: (1) an orai 8pproach to language, In which the pupiis are not
Presented with the written word In the esrly weeks:?) (2) the presentation of language units as a
complete sequence of sounds, 1. e. as a phrase or sentence rather than ag individusl worda (the
normal speed of speech Is uged by the tescher from the start); (3) the use of audiovisual aids
invelving tape recorder and filmstrip Projector (Tavor Alds); (4) the use of activities such as
games, songs, acting, so that sentences in the language are related to situations In which the
pupll is invoived; (S) the use of the language as a means of communication in leaming other
subjects, such ag history, geography, arithmetic and poetry; () virtually no formael grammsr,
oxcept what can be explained in the language; (7) work on or in the language for a considerable
part of each day In school, 80 that the children are soaked in the language.

noted In particular (1) the fluency and accuracy of pronuncistion and intonation, (2) the children's
ability to understand Franch spoken rapidly, (3) their oagerness to speak In French and to answer
questions, (4) their wide vocabulary which was not confined to the objects in the ciar sroom but
ranged over the children's activities outside schoo| and (5) the children's evident ® joyment of
thelr work and their Interest in France and the French. (Taylor, 1062)

The children were eware of the experimenta| character of the work and Co-operated whole-
heartedly. Mrs. Kellermann attributes much of the success to this high leve] of motivation among
the children.

The special Interest of the second stage in the experiment, which started In March 1962, is that,
instead of the ideal conditions with which the earlier work was favoured, normal classroom
conditions were used with unselected children. With classes of up to 36 Pupils whose range of
1.Q.'s went down to 72, teachers who were not bilingual were endeavouring to work along the
same lines as Mrs. Kellermann did in the first stage. Five primary schools in different parts of
the city had been selected for the teaching of French, Usually the classes had nine to ten hours
of French each week. Again use was made of the period between the socondary school selection
tests in February and entrance to the secondary school in September. All thege Pupils were ten
to eleven years old and went on to grammar or modern schools in September. In one further
school Italian waa started with a clags of nine-year-olds by a teacher who originally had learnt
Italian by attending evening classes.

The methods used were similar to those employed In the first part of the experiment. However,
the use of English to Introduce a toplic or to explain was not 80 rigarously ruled out. Tavor Aids
were more frequently employed. Activities included acting, gamea, Puppets, songs and drawing.
These, it has been found, accord well with the activity methods which are generally in use In the
beat English primary schools. Pupils take It for granted that they will be required to act, to make,
to perform rather than simply to slt, to listen and to write. Although it Ig too early to draw any
definite conclusions from these sxperiments, impressions again are favourable. Even puplls of

) Based on information supplied by Mr. D. H. Harding, University of Leeds, Mrs. M. Kellermann, and Mr. G,
Taylor, Chief Educetion Officer, Leeds. (Harding, ¢. p.; Kellermann, o. P.; Nuffie!d Foundation, o, p.; Taylor, 1962),
3) The first fortnight in the first stage experiment,
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less than average Intelligence benefit a great deal from theee language classes and leamn
successfully.

Other experiments

Up and down the country a number of similar teaching experiments in primary schools are
taking place and an Increasing number of local educstion authorities show Interest in starting
a foreign language In their primary schools. Reports received inciude schools in Lancashire,
Warwickshire, Surrey and West Sussex. A new experimental audiovisual course by Mary
Glasgow, recently published.) was based on work under the guidance of Mr. 8. R. Ingram with
' primary school children In London from the age of eight. The British Bilingua! Assoclation
, which has advocated an early approach to foreign languages for many years has recently issued
; teaching nates on Teaching French in Primary 8chools.¥)

4) For particulars see chapter 19 below, p. 69.
5) For particulars see also chapter 19, p. 00.
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Chapter 16
Experiments in Argentina ')

In Argentina chiidren start thelr primary education at the age of six and have either morning or
afternoon school for seven years before starting their secondary education. Primary education
Is compulsory and State controlled. The curriculum Is the same for all primary schools in the
oountry.
Until two years ago languages were not taught at all In the Primary schools. It was then that a few
pilot schools were started where children, attending classes morning and afternoon, were given
twenty minutes dally tuition in English. This was a new departure and no results can as yet be
reported. The main drawback which complicates the task Is the lack of qualified teachers and
of a properly drawn up syllabus.
The experiment Is being carried out because it was thought that waiting until pupils had reached
the secondary school was putting off language learning for too long: for many It was then a bore
and very few e'/er learnt a language properly at school.
However, foreign languages have been taught to young children In Argentina for a long time;
most private schools teach languages from the very beginning, starting in the kindergarten.
Children study English In the afternoon for about three hours and Spanish In the moming.
At the Asociacién de la Cultura Inglesa young children (aged seven and older) have been taught
since 1827. They learn English for six years three times a week for periods of forty-five minutes,
exactly the same length of time that would be devoted to the teaching of a foreign language In a
primary school. They go to a primary school elther In the morning or In the afternoon, which
means that they work harder than their school fellows at the compulsory primary school. This
extra work seems to do them no harm; on the contrary, most of them are excellent puplls at
school.
The tsachers of the Asociacién de la Cultura Inglesa receive special training at various teachers’
training colleges. Moat of them become primary teachers first and then take up training In the
teaching of foreign languages.
In this work our Informant, Miss de Barrio, has put Into use the graded materlal for a first course
of English worked out by Mr. Ronald Mackin of the School of Applied Linguistics, Edinburgh. This
follows quite closely the structures used by British children In their early years, satisfying needs
such as expressing the Idea of possession, pointing to things, establishing relations between
pecple, asking simple questions, etc.
Questions are postponed for quite some time with very good results: children learn to say things
by themaslves without the help of a question. A sequence such’as

That Is Tom.

He Ig a boy.

He is my friend.

That Is his dog.

It's brown and white, etc.
Is normal for them before they.can answer: “What's this?"
Ungraded material is used alongside the graded. Flashcards are used In class, very often long
before puplls start writing. Puplls can read quite a large number of sentences they have yet to
learn how to write. Writing Is not started until the structures and elements are known so well that
the written word will not break up the learning process. Games, puppets and acting are used as
alds In the classroom; these respond well to the children's natural inclinations and support their
language learning.

1) Based on a report by Miss de Barrio (c. p.).
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Chapter 17

Language teaching experiments in Sovist nursery schools

In the USSR two kinds of expsrience are relevant to the present discussion: (1) the teaching of
Russian as a second language In those republics of the Federation in which the principa! language
is one of the national languages of the Union, or conversely the teaching of the national language
as a second language In a Russian-medium school. In either case the second language is normally
taught from the first or second grade upwards. (2) the experimental teaching of a foreign language
at the preschool level In nursery schools, especially in Leningrad.')
According to Ginsberg (1960) who has reported on this work, teaching a foreign language to
preschool children is not a regular practice, but an experiment and a subject for Investigation,
because. as she rightly points out, the literature on language teaching ls divided on the value of
an early start. In 1957 three nursery schools in Leningrad carried out experiments in the teaching
of foreign languages to preschool children at the instigation of the Departments of Foreign
Languages and Preschool Education in the Herzen Teacher Training Institute.
The children who were five to six years old belonged to the Intermediate and senior groups of the
nursery school. Their foreign language activities lasted half an hour a day three times a week.
The size of the experimental groups ranged from 13 to 15 in one to 28 and 30 In another. The
success of the experiment seemed to be unaffected by the size of the group.
Basic principles of method had to be worked out by preliminary discussion and practical ex-
perience. Thus it was soon discovered that the attention of five- to six-year-olds would rapidly
shift and that they would tire quickly of formal repetitive work, but that they could leam the
sounds and syntax of a foreign language with remarkable ease. It was therefore decided to base
the foreign language lessons on play activities, to create artificially an approximation of the
conditions under which a child leamns his native language and to avoid grammatical explanation.
On the question of whether it would be possible to teach children separate words or whether all
the work should be based on the sentence as the elementary unit, opinions were divided. It was
therefore decided to experiment with different approaches to this problem. Two of the nursery
schools — one teaching French, the other English — employed a mixed method of Introducing
whole sentences as well as isolated words. These nursery schools used Lotto, pictures and real
objects and one, the French nursery school, made use of various games activities In the course
of which two or three new words were easily practised In each lesson. At the end of the practice
period the children in these two kindergartens had a large stock of words, they could name their
toys, various objects in the room, items of clothing, etc. They could also answer questions and
reproduce the sentences they had learnt. At the final test the children recited, sang and acted.
The results indicated the preschool child’s remarkable receptivity for another language.
However, in spite of their considerable stock of words and sentence patterns they were unable
to adapt what they had learnt outside the set context. This stood In contrast to the more effective
method tried out with the third group, & German group, in which a sentence method was employed
in the following manner.
Simple dramatized situations were worked out, 8. g. "The laundry”, or “The sick bunny rabbit”.
‘In this sketch, for instance, the sick toy rabbit was sitting In his basket and crying. This led to
sentence patterns of the kind “"The rabbit Is sitting,” This pattern was then modified by simple
substitution, e. g.
“The doll Is sitting”
"The girl Is sitting”
“The boy Is sitting”

Then the verb was modified by substituting "is standing”, “Is talking”, etc. for "is sitting”. The

same sentence patterns were frequently practised.
The subsequent analysis showed that this method is more effective than that of the other two

kindergartens. It was further underlined how valuable the visual stimulus Is, e. g. toys, objects in

1) A third experience aiso related to the current discussion is referred to below, see chapter 18,




the room and pictures. But here again it is necessary to emphasize how much depends on the
way they are uud. If the toys are really used to stimulate actions, role play sequences and
activity gumee (protondlng to gst up, dress, wash, etc.) the language becomes part of the young
child's life. Without that they are just a useless and unintegrated vocabulary. This combined use
of materials and language stimulates the young child's remarkable imitative capacities.
In a continuation of this experiment the came teachers taught by similar methods they had
employed in the nursery class second-grade and fourth-grade pupils. The fourth-graders needed
more intensive and systematic pronunciation practice and grammar drill than the nursery children.
They thought it was ‘odd’, for example, that wall (in Russian a feminine word) was masculine in
French and thought that Russian 'was better'. The second grader occupied an intermadiate
position between these two attitudes. On this exporiment the preliminary conclusion was reached
that
“preschool children learn & foreign language much more rapidly, better and more permanently
than children of school age. Therefore, it is desirablg to begin the study of languages in kinder-
garten if the study of the same language is continued when the child enters school, even if it is
continued only as extracurricular work. Continuing lessons to develop oral speech habits will
help the children really to learn to speak a foreign language. The theoretical course which
today requires such enormous efforts of fifth graders will then be a natural continuation of the
speech habits which the children have acquired, plus a theoretical foundation for those habits.”
(Ginsberg, 1960, p. 24.)
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Chapter 18

International, bilingual and multliingual schools

In recent years international, bilingual or multilingual schools have been created in a number of
countries. Several of these schools respond to the practical needs of international communities
which develop round the United Nations Orgenization, Unesco, or — in the European context —
round the Common Market, the Coal and Steel Community or Euratom, and similar organizations.
In adddition, the motives for the foundations are largely educational. It is hoped that through such
schools children will learn to live with the membera of other nations and will be brought up in an
international spirit. Moreover, it is agreed among linguists that a foreign language learned con-
ventionally as a secondary school tubject does not provide the necessary contact hours to reach
a high level of perfection. Consequently this difficulty is overcome here by making the second
language a medium of instruction.

in the Soviet Union a number of schools’) have set up classes in which a foreign language, e. g.
French, German, Spanish, English, Chinese, Hindi or Urdu, increasingly becomes the medium of
instruction. There is an English-French bilingual international school in Paris, a German-American
school In Wast Berlin and an international school (the Ecole internationale SHAPE) at St. Germain,
near Paris. The European schools include the pilot school in Luxembourg, founded in 1953, two
schools in Belgium, one at Brussels, founded in 1958, and another at Geel/Mol, founded in 1980,
and lastly, a school In ltaly at Ispra (Varese), also established in 1960.

The Alliance Israélite Universelle (A.L.U.) has a history of multilingual schooling since Its
foundation in 1860. It is a policy of this body to promote the teaching of French as a foreign
language or as a medium of Instruction in its schools in North Africa and the Middle East, because
the A.L.U. considers French as the best medium to introduce the learner to present-day thinking.
Hebrew is taught as the indispensable language of judaism and Arabic as the language of the
countries of which many of the pupils of A.l.U. schools are nationals. This trilingualism has been
justified by the expression of aims of the A.LU., viz: “former les mellleurs hommes, former les
meilleurs Juifs, former les meilleurs citcyens, les meilleurs membres de la société” (René
Cassin)?). In most of these schools, the question of preparing the ground for bilingual or multi-
lingual facillty arises in the primary stages of education. They have also to cope with the problem
of using the second language as a medium of teaching. Thus the experience of these schools I8
relevant to our discussion.

The Ecole Active Bilingue: Ecole Internationale de Paris?)

The population of pupils at this school consists of approximately 435 aged from three to eleven
year old children, who can be divided into three main linguistic groups: French-speaking children,
English-speaking children and bilingual (French-English) children. There are aiso a few puplls
who come to the school with no knowledge of either French or English. The school was opened
in 1954 with fifteen oupils in response to the demands of French parents who wanted their
children to speak English from an early age. It also met the needs of foreign, especially English-
speaking, families who wanted their children to be In French school surroundings without losing
contact with English. The school quickly attracted the attention of many young parents who
believed that international understanding and a knowledge of foreign languages was important
in the world today. Though independent, the school is recognized and aided by the French
Ministry of Education and recognized also by Unesco as the Ecole Internationaie de Parls.

The school is entirely conducted as a primary school. Secondary classes wh..h had been started
have now bacome the Classes Internationales Bilingues of the Lycée de Savres. The official
French curriculum is taught throughout the primary classes. How English is intrcduced and taught
is shown In the following daily schedule of a five-day week (Monday to Friday):

1) According to one report, 25 in Moscow and 130 in other parts of the Union.
2) Based on Information obtained by M. Aboudaram from M. Aref Rahmani, directeur de la Grande Ecole de

Teheran. (Rahmanl, ¢. p.).
3) Based on the report by Madame R. C. Cohen, Directrice of the school. (Cohen, c. p.). See aiso ch. 13 above.
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School hours Time allowed
Class and age d for English Subject
per day per day

Kindergarten 1 3 45 min. Nursery vocabulary through games,

(3 to 4) rhymes, songs.

Kindergarten 2 3 45 min. ditto

(4to 5)

11éme 5 2 hours Centres of interest corresponding to

(B to6) those In the French slocution c'ass,
bullt up around manual and artistic work.
Folklore, stories of English-speaking
countries.

10dme 5 1 hour Reading, spelling. History and geography

(Gto 7) of English-speaking countries.

9dme 6 1 hour ditto

(7t08) plus short texts and writing.

Sime 6 1 hour ditto

(8to 9)

7dme 6 1 hour ditto

(9to10) plus accurate translations

Gdme 6 1 hour ditto

(10 to 11)

Sdme 6 1 hour ditto

(11 to 12)

As can be seen from this schedule, children begin to learn English as a second language as soon
as they enter kindergarten and continue until they leave in the seventh class. On entry they are
divided Into separate groups for English in accordance with their proficiency. The school has a
bilingual “B" group and a group of children who are beginners or have. only a limited knowledge
of English, the "'C" group. Children who enter the school after the ninth class without any knowl-
edge of English go into an "Adaptation class” until they can join group “C". In the same way
children from group “C" advance to "B" when they are ready for it.

The aim Is to give children an oral knowledge of the language and thus to develop a natural sense
of grammar before they begin to read and write English. Lessons are very active and close to tha
normal- experience of children. Simple songs, games, rhymes, dialogues and activities pre-
dominete in the early stages. Throughout the school there is a daily English lesson. Repetition Is
regarded as Important. The number of words introduced is limited to five per day. The number of
children in the kindergarten classes is restricted to 12 or 15, in class 11 to 20, beyond that to
25 or 30. The English teacher Is, so far as possible, trained and a native English speaker. She
need not herself be bilingual but should have some command of French. The school aims at
providing an English native teacher for the English classwork and a French native teacher for the
lessons conducted in French.

The results of the wark at this school have not yet been systematically assessed. But impressions
are entirely positive. The pupiis have done well In all their French subjects and in addition have
acquired a remarkable proficiency in English.4)

4) For further detalls on the approach to English at this schoo! see above p. 48.
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L'Ecole Internationale SHAPE, St. Germain?®)

This school foundsd In 1952 has received children from a dozen or so different nationalities
between the ages of four and eighteen. It offers nursery, primary and secondary classes to bacca-
lauréat level, and an education predominantly in French, but in addition also in the children’s
varlous national languages. Of a thirty-hour timetable twenty-four are taught through the medium
of French (mathematics, natural sclences, modern and ancient languages, etc.) and six hours are
devoted to the national languages and countries, their history and geography.

In order to enable children to follow the French-medium courses they attend a three-months
special French course. This intensive course, given by specialist teachers, 1s based on frangais
fondamental; audio-visual aids, games, songs and dramatization are employed in accordance
with the age of the children.

In the experience of the SHAPE school the best age for the introductory French course is
between eight and nine. Those who come to the school in order to become pupils in the
primary part of the school are usually ready efter the three-month period. Older children may
take another three months or need, for some time, special help from a teacher acting as tutor. But
after one year the average child is well settled and after two years the foreign children often
outclass their French contemporaries. Thus, for example in 1961, eight German boys were entered
for the first part of the baccalaursat, al| passed and four with distinctions,

The European School in Luxembourg?)

The European School in Luxembourg was established in 1953 on the Initiative of officers of the
European Coal and Steel Community with support from the Community and the Luxembourg
government. Founded as a private school it was progresaively built up to take pupils through a
full primary and secondary school course. The school was the first to raceive intergovernmentali
recognition which entitled it to examine pupils for the “European baccalaureate”, which Is a
qualifying examination in the six countries. This examination was taken for the first time in 1959,
Courses leading up to It, syllabuses, methods and timetables are, however, not yet fully gettled.
Admission to the school is not confined to children of officers of the European Community but is
extended to other children, e. g. of embassy staffs, and of foreign workers living In Luxembourg,
80 that the population of the school is international. But children from the six countries of the
European Community are predominant.

The language policy is as follows. The school recognizes four basic languages: French, German,
Italian and Dutch. Every child belonging to one of these four linguistic groups receives hig basic
education in the mother tongue (including literature, history and civilization), but must add to that
the study of other European languages and of their contribution to European Iife and culture.
Moreover, through the life of the Community and out-of-school activities the child lives in an
international setting.

In the five-year primary school there are classes for each language group, so that every child
learns the three R's in his native language but in accordance with a common course of study and
timetable. In addition every child learns from the first year upwards a second language, I. e. one
of the so-called ‘complementary’ languages (‘complémentaire’ or 'véhiculaire’), either French
or German.?) Thus a French child will learn German and a German child French. An [talian child
would have the choice between French and German, The second lunguage is taught right through
the primary school for an hour per day in a five-day weekly timetable. The language is {~ught
mainly by oral methods. Grammar is taught incidentally and translation is taboo. Activity methods,
including games, craftwork, puppets and records and above all the living contact with children
of different linguistic communities further stimulate language learning at the school.

In the first year of the secondary part of the school, studies in the second language are
intensified go that from the second year upwards pupils can take part in courses conducted In
that language. Engiish is added in the third year of the secondary course, and one of the
Community languages Is added in the fourth year.

5) Based on a note by Monsieur Tallard, Directeur de I'Ecole Internationale SHAPE (Tallard, c. p.).

6) Based on & paper by Professor E. Ludovicy, read at the FIVSP conference, Vienna, 1962 (Ludovicy 1962).

7) Strictly speaking, there should be four, but this would have complicated timetable difficulties beyond ali
practical possibilities.
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Results are as yet hard to assess. It is claimed that school leavers with the European Bacca-
laureate are better linguists, have a better general education and are imbued with a more Inter-
national spirit than their contemporaries in the national systems. On the other hand, they are
said to have certain deficiencies in the sciences and mathematics and gaps in their knowledge
of national literature and history. There are undoubtedly difficulties which are still tb be over-
come, nevertheless the European schools offering & mixture of national and inte...ational
education with a second language added from the start represent a noteworthy educational
experiment.

German-American Community School, Berlin-Dahlem (GACS)?%)

This school was founded in October 1960 as a public elementary school under the Berlin Board
of Education, with a joint advisory committee consisting of six Americen and six German
members. It aims at furthering international understanding.

‘The GACS is still in a stage of deveiopment. It offers a preparatory kindergarten clase &nd

grades one to six. About half the pupils attending the schocl are German and half American.
Only few of the children (between 5 % and 8 %) have grown up bilingually in thair own homes.
Instruction in basic subjects is provided in both languages and besides this there are courses
intended to enable puplls who have to transfer to their own national schools to make this
adjustment easily.
By spring 1962 the school consisted of four classes: two kindergarten (p:cparatory) classes, one
first and one third grade. Of one hundred pupils who were then enrolled 50 were American,
4 British or Canadian, and 48 German. The staff consisted of one American and five German
teachers with educational experience in US or English schools.
The school enables children of kindergarten age (5 to 6), already in the preparatory class, to gain
experience in the other language. The staft at GACS believe that language training cannot be
started too early. The 'functional’ and the 'intentional’ approaches to forsign language learmning
are both used in the preparatory class; but at this early stage functional leaming predominates.
Children bscome familiar with each other's language mainly through being together with boys
and girls speaking the other language. But learning Is not restricted to this; the teachers gradually
introduce systematic work In both languages: songs and nursery rhymes, explained in both
languages, are frequently repeated, accompanied by appropriate expressive movements, and
eventually learnt by heart. This enriches the vocabulary and improves pronunciation, intonation
and rhythm In the two languages. However, it Is felt that there is a lack of suitable materlal for
this purpose.
A session (as usual In German schools there is moming school only) in the bilingual preparatory
class for five to six year olds would be divided up roughly as follows:
Length of daily session:  8.45 to 12.30
8.45 t0 9.35 Morning gathering. Children are counted in both languages. News
time: children tell each other their news and events. Songs or rhymes
previously learned. Story time or Introduction of new unit. Strength-
ening and enlarging of vocabulary.

9.35 to 10.40 Arts and crafts project related to theme of day or week, including
painting, drawing, modetling, cutting out, stc.

10.40 to 11.30 Bresk-time (with mid-morning snack) and free play. When children
have finished their snack, they clear up, look at picture books or play.

11.30 to 12.30 Short walk round the neighbourhood or games in the classroom,

gymnasium or In the school playground. Practice of new songs. End
of school session.

After a few weeks in the preparatory class children begin to understand simple words, phrases
and idioms in the other language and soon start using them by imitation. But all children do not
(and cannot be expected to) understand everything that might be said In both languages after a
neriod of six months or even after a year of this preparatory language training and experience.

8) Based on a report by Udo snd Kurt 8pangenberg, Berlin (Bawer and Spangenberg, 0. p.).




Therefore it may happen that a story told or read has to be repeated In the other language and a
problem Is how not to disrupt the sequence of the story or to lose the children's Interest.

From the first grade instruction In reading, writing, arithmetic, social studies, creative skills as
well as music and physical education is given in both languages. Without the bilingual training
In the preparatory class thie would be impossible.

It has proved necessary, however, to teach the native language to first graders in separate groups.
This Is planned in such a way that each group has one lesson per day In its own language. For
the remaining three hours per session all children work In either language as means of instruction
In units concerned with arithmetical topics, the promotion of creative and musical abilities and
physical education. The GACS has introduced fifteen minute periods In the first grade and whole
days in the third grade when only one of the two languages s spoken.

The history of the GACS is too short to report results. But the promoters of this work believe
that a systematic evaluation of this experiment (as well as of other similar ones) would be very
helpful to the further development of bilingual or international schools.
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PART Il
RECOMMENDATIONS FOR PRACTICE AND RESEARCH
Chapter 19

Introducing a language In the primary school

The foregoing descriptions and the considered experience of those who have been responsible
for language teaching in the primary school Indicate a remarkable consensus of opinion. Group I
at the Hamburg conference, which consisted of those participants who had taught, or organized
the teaching of, languages In primary schools, was able to frame in the group report agreed
suggestions based on their experience. These will be included 1n the pressnt chapter.?)

As was pointed out by the Hamburg conference, two Important reservations have to be made
in indicating trends and offering suggestions.

(1) Conditions, aims and needs vary 8o much In different communities that it is not possible to
derlve from current experience recommendations which are universally applicable. All that can
be done Is to indicate what on the basis of present-day thinking and experience appears to be
necessary for the “successful organization and implementation of a policy that aims at presenting
children with knowledge of a second language ae a part of their primary education. The degree
to which such suggestions can be implemented will, of necessity, depend on local conditions
and resources.”

(2) A second proviso Is that current experience Is not yet supported by many follow-up studies
or by evidence from a sufficient amount of adequately controlled research. Much of the experienca
gathered is limited and of relatively recent orligin. The need for further Investigations of all
kinde is recognized. It was, indeed, one of the objects of the Hamburg conference to study these
research requirements.?) As research into these problems will be completed and more experience
will have been gathered existing viewpoints will no doubt be modified. The trends described and
the suggestions offered are based on recent experience and current opinion and must be read
or used with these [imitations in mind.

Explaining the new policy

If the arguments presented in Part | of this report are valid most educational systems will find it
necessary to introduce a second language In their primary curriculum In order to achieve this
completion of basic literacy in the modemn werld. But it must be realized that in many countries
a move in this direction will mean a break with educational traditions and conventions. It may
eéncounter scepticism or even active opposition from teachers and parents. Primary teachers may,
for example, argue that the timetable is already overcrowded. Language teachers in the
secondary school may say that they prefer to start teaching a language from scratch, and some
parents may raise questions about overburdening children. These and other queries must be
carefully considered and public opinion in a community must be given an opportunity to under-
stand the reasons for the new policy and to become convinced of its value and practicabllity.

Two particular agpects in language teaching in the Primary school need emphasizing: (1) Since
the ianguage is started early and can be continued as long as schooling lasts, language habits
are given time to develop. (2) The start in the primary school should give children “a new means
of communication, with emphasis on the spoken language”. In laying stress on nabit, communi-
cation and oral skiil, other facets of language (e. g. access to litarature and culture, or a con-
ceptual understanding of language) are not rejected. It Is merely affirmed that the relatively un-
seifconscious command of the second languege Is the specific contribution that can be expected
from an early linguistic education of children at the primary level.

1) Quotations without reference are taken from this report.
2) 8ee Introduction p. 8 above, snd Chapter 20 below,




Cholce of language

What needs thorough examination beyond the principle of a language for everybody from the
primary stage onwards is the question as to which language or languages to choose for such
intensive treatment. The main criterion should probably be the value of the language to the
community as a whole and to the individuals in it as a means of communication now or in the
future. The expenditure of time and effort in this direction must be recognized as a worthwhile
experience within the primary school programme and, at the same time, as a valuable foundation
for later learning, and continued use.

‘The need for planning

Language teaching in the primary school must be as carefuily pianned as any other part of the
programme. Attention has to be given to the starting age or stage in the primary course, as well
as to the teaching time and the staff to be set aside for language Instruction. The groups to be In-
cluded have to be defined; the content and methods of teaching to be decided and the question to
be answered: what materials, books and other aids can be put at the disposal of the schools? From
the outset it is also important to ensure continuity and progression as well as follow-up beyond
the primary level. A programme at the primary school must, therefore, be planned in conjunction
with recelving schools. Language work, Inevitably, involves financial outlay, a setting aside of
‘material and human resources. A voluntary research group of teachers, inspectors and linguists,
planning and guiding this work inits initial stages, is likely to be of great benefit to a local effort
but It must be clearly stated that it alone cannot guarantee a successful programme if the ne-
cessary material conditions for language work are not created.

Time for the second language

The time that will be allowed for a second language In the primary school curriculum Is likely to
depend on the degree of urgency and the level of expected bilingual command. Reports on time
allocation suggest a variety of possibilities. Results so far reported do not, as yet, [ead to any
definite recommendations. Experience is available with short intensive ‘special’ or ‘crash’
courses; with small amounts of daily time (10 to 15 minutes a day); an hour a day; or more
irregular timing, also afternoon lessons outside school hours. As a general principle the Hamburg
conference recommended “an adequate time allocation every day” without determining what may
be considered as adequate. The overwhelming experience is in favour of daily practice even if
it is short, and on the whole, favours the regular but brief lesson period, lasting 30 minutes or
less. This advice is based on commonsense psychology of work or memory. If the time of the
lesson period is toc long the attention of the children cannot be maintained at a useful |evel; and
if the interval between the lessons is too great and too irregular the children would tend to forget
the work previously learnt. What the right time allocation ghould be is certainly a problem which
requires investigation; but pending it the recommendation of regular brief daily lessons can serve
as a’practical guide io nt the language into the timetable, unless there are other good reasons
for a different arrangement.

There is, however, widespread agresment that It is desirable to increase the number of contact
hours with the second language “by teaching other subjects and/or conducting some extra curri-
cular activities through the medium of the second language”. The value of this is demonstrated
wherever the language is used partially or exclusively as a medium of instruction. This arrange-
ment offers pupils an opportunity to use the language as a means of communication without
paying too much attention to linguistic processes and in this way to practise the new language
in functional situations. In bilingual countries, in international schools, and in educational systems
in which the second language is used as the language of instruction, such opportunities are
naturally given. How to extend these advantages to those systems in which the language is learnt
as a foreign language is a problem on which experiments are needed. One can well visualize the
possibility of inviting exchange teachers to come and teach thsir own subjects (e. g. geography,
physical education or arts and crafts) through the medium of their own language. Some members
of the Hamburg conference considered it desirable “to have exchanges of teachers on a large
scele In order to build up a supply of bilingual teachers for the future”.
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Starting age
The starting age must depend on what we intend to achieve. The Hamburg conference rlghtly
polntod out that “the child can begin to acquire a second language as soon as he attends school”
or “even in kindergarten”. The more urgently an early knowledge and a full command of the
second Ianguage are needed the e.rlier should probably be the start. As was shown on p. 32
different starting ages have been reported from various countries, ranging trom 5 or below to 10.
Whatever the reasons stated for starting at a particular age in the educational career, there are,
as far as we know, no reasons why children should not start languages early or at any time during
their primary school years. The experience available shows that children can make an effectlvo
start at all ages from the nursery school onwards.

Where no immediats urgency dictates a very early start the age to begin language instruction
can therefore be decided on grounds of educational expediency. The main problem here is one
of phasing of the learning of the second language In relation to learning to read and write the
vernacular. Satisfactory results have been reported from systems in which children start a second
language before literacy, simultaneously with it and following the acquiring of reading and writing
the vernacular. Some experience suggests that oral command of the second language may well
precede the learning of reading and writing the native language but that it is advisable to delay
reading and writing the second language until the process of reading and writing in the vernacular
is securely established.

"However, certain circumstances may arise in which this may not be the appropriate phasing. Thus
if the vernacular would not in fact be the language in which the child will be educated, it may be
wasteful, and confusing even, to begin to teach him to read and write the vernacular before he
starts reading and writing the second language.?) In deciding these issues It is bhest — before
more precise information is available — to base one’s jJudgment on unprejudiced experimentation
and the observation of results rather than on purely logical considerations or questions of
language prestige.4)

The Teachers

The task of teaching a second language to young children is skilled work. Those administrators
who place too much reliance on the young child's capacity to learn another lan juage may be
misled into belittling the high level of knowledge and technique that s required from the teacher.
Experience has clearly shown that enthusiasm alone and improvisation cannot sustain the sffort
to achieve worthwhile results. Difficulties have been encountered when primary teachers have
ventured into this new field of activity with an insufficient command of the second language. The
children under those circumstances have been trained in wrong linguistic habits. Even if native
speakers of the second language are available, they are not inevitably ideal for this job. They
may not understand the problems of learning their L1 as an L2. This is why the Hamburg con-
ference recommended:

“All teachers of L2 should have good command of the language and be a good model for pro-
nunciation. They should also have knowledge of the pupils’ L1. Where possible, native speakers
should be invited to contribute to the teaching of L2, especially in the lower grades.”

But the good language teacher at this level must not only be a competent linguist, he must also
be familiar with teaching children at the primary level. Native speakers of an L2 are often un-
familiar with the school system of the country and its approach to children in the primary school.
Even language teachers in secondary schools find that the teaching of children at the primary
level may be a new and unaccustomed task to which much of their previous experience is not
applicable.

The demand for teachers who are good linguists and skilled in primary teaching is likely to exceed
by far the available supply of those who can meet these requirements. What is to be done under
these circumstances?

3) '"Some members (of the Hamburg conference) think that the child should first acquire the basic mechanism for
reading and writing L1 before starting to read and write L2, Others think that where the reading process is more
easily mastered in L2 than L1 it should be introduced in L2. All members agree that it should be introduced in one
language only."

4) For disoussion of the age factor, ses also pp. 22—24 and pp. 77—78 especially no. 4—7. On phasing see ch. 8.




Training for teaching languages
In the long run the obvious solution is one of training of teachers for languae teaching at the
primary level. Such training should contain as essential components:

“(a) training in the teaching of the age group which they will be expected to teach;

(b) training in the methodology of teaching and using L2 as a second language, not merely as

a first language;

(c) training in the appreciation of the culture associated with L.2.”
Quite apart from a specific training of primary-school language teachers, countries which adopt
a policy of universal L2 teaching in the primary school must make a second language a regular
part of their teacher training courses. It stands to reason that, if we expect all children to acquire
a second language, teachers must not be left behind and training colleges which offer no language

courses will become an anomaly.

Meeting the Immediate demand

Without waiting for the training of teachers to be adjusted to this new situation there are short-
term measures that can be taken. The experienced primary teacher who is a poor linguist can be
helped on the language side by mechanical aids, tape recorders, discs, filmstrips, teaching notes
and the services of a travelling adviser in language teaching. The deficiencies of native speakers
of L2 or of linguists unaccustomed to young children can be made good by short training courses,
careful guidance and supervision, and the help of teaching notes.

The smaller the number of teachers readily available who are both linguists and trained for
primary teaching, the more urgently should priority be given to the development of teaching
materals, teaching notes and mechanical aids. Some recently produced courses with teaching
materials, audiovisual aids, workbooks and notes indicate what in particular teaching situations
has been done to bring serviceable materials and detailed practical aid to the teacher and to
make up for a defective language knowledge through the use of mechanical devices.?) Funds and
facilities may not in many countries be adequate to be able to bring into operation all the aids
and mechanical devices. Nevertheless It should be possible to arrange for one or the other form
of material, recorded on disc or tape, to be available In training institutions and therefore to
secure among language teachers an accepted standard of pronunciation and oral usage.

Content and method

The teaching of languages to children in primary schools differs markedly from the approach to
language teaching at the secondary stage. It is also different from the methods that have been
customary in older forms of teaching a second language to young children.

The traditional grammar-translation method, with its emphasis on translation from and into the
foreign language, its drilling of grammatical paradigms of nouns, verbs, prepositions and the
like, its learning of isolated words, and textbooks with complicated exercises — all this is uni-
versally rejected.

Instead two main avenues into the language have been tried and are recommended. These are
not regarded as alternatives but as complementary approaches. They both aim at an immediate
apprehension of the second language and its gpontaneous use in a way which is as near as
possible to the understanding and speaking of the first language.

The first approach is the exposure of children to the second language In real-life situations which
exclude the use of L1. The pupil is plunged Into a ‘language bath’ in the same way as he found
himself immersed in the linguistic environment of his native tongue as an infant. The expectation
with this technique Is that he hears the language spoken under conditions of ordinary communi-
cation and that he is forced to respond and, to repeat the phrase previously quoted, that he
crosses the language barrier before he even knows that there is one. This Is the kind of approach

§) See chapter 12 above for illustrations of the surprisingly good results that teachers who are not linguists can
attain in their classes with the help of tape recordings, television, films and filmstrips. For an illustrative list of
the kind of material that has recently been produced to assist teachers of languages at the primary stage, see

p. 63 seq. below.
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tried in some nursery schools which operate through the medium of a second language. Similarly
it has been found that if children are accustomed to associating the second language always with
a particular teacher this will bind the use of the language to communication with that person in an
unquestioned manner. Hence the recommendation: "When possible, the one-language-one-
person principle should be applied in the early stages.” One of the great assets of multilingual
and international schools is that they stimulate this necessary incidental learning through the use
of the second language as a medium of teaching and conversation.f)

Such language learning by exposure alone, however, is not sufficient. It must be matched by
systematic learning at all stages. This work may include informal play, dramatizations, dance,
mime, puppets, and film or filmstrip projections. A playful approach should, however, not mislead
us into thinking that this Is & superficial toying with language. The experiments on record show
clearly that these techniques and aids can be fitted into a progressive course which is as system-
atic as any grammar course; only the categories of progression are arranged differently from the
customary courses.

Firstly, there is & systematic approach to the linguistic material to be learnt. The vocabulary and
structures to be taught are carefully selected. For French francals fondamental forms an indis-
pensable first basis; but in acdition the material to be taught must bé appropriate to “the age,
environment and experience” of children. The Hamburg conference recommended that the choice
of vocabulary should be founded on (&) the most productive vocabulary, based on frequency of
usage; (b) vocabulary that is common to L1 and L2, or similar in the two languages; (c) the centre
of interest in the child's experience of language; (d) difficulty of reproduction and assimilation.”
"The same principle should be applied to choice of sentence patterns.” There is as yst a lack
of substantiated information on what words and structures to select in teaching a second lan-
guage to children of different ages and background. This urgently awalits research.’)

Secondly, primacy Is given to the oral aspsct: listening and speaking before reading and writing.
“In the early stages teaching should be purely oral.” The Importance of pronunciation, rhythm
and an Intelligible intonation is stressed. The teacher must offer a good speech model to imitats,
or failing that should have the aid of recorded speech at his disposal so as to enable children
to hear and copy the native speaker.

Thirdly, the language is presented at once and throughout in meaningful units and speech patterns
simulating real-life situations. It Is In this feature that the language teacher In the secondary
school, even If he Is accustomed to oral methods, will find an essential difference in approach.
The current secondary school courses for language learners are generally based on a textbook
or a series of books In which the unit of progression is the printed text advancing in terms of
vocabulary and grammar. The modern teacher may well use an oral approach with reading aloud,
question and answaer, dictation and oral résuma. Yet all this Is still centred on a printed text.

The primary courses that have been devised advance more in terms of topics of conversation,
or situations in which certain structures are needed, and of activities to be associated with the
use of language. Consequently ways and means are explored to create lifelike situations, to link
language with real objects, visual stimull (filmstrips, drawings) and dramatizations (miming,
puppets, toy-shops, toy-telephones, toy-kitchens, costumes and masks). The Intention of these
techniques and aids s not to ‘sugar the pill' but to give the child the experience of language
within & context of situation which Is characteristic of the immediacy of first-language learning.
This I8 also one of the reasons why translation from and Into the vernacular is banned in some
of the existing courses and plays no important part in any of them, although in some a tolerant
use of the vernacular is recommended for ease of communication.

6) ''Suitable out-of-school sociable activities should be encouraged, including visits to areas or homes where L2
is spoken. Pupll exchanges between schools should also be encouraged where possible.”” See on this point also

pp. 19 and 50 above.
7) There are centres of linguistic research where fundamental work is in progress which relates to this problem,

e. g. for French and German in France, for English In the United Kingdom and U.S.A. and for Swedish in Sweden.
See also chapter 20 below, espacially p. 79, no. 15.
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Fourthly, the progression through the language Is not geen as a serles of increasing complica-
tions and a severe intellectual exercise, but as a matter of finely graded practice by Imitation and
analogy of structures which are gradually memorized through frequent and varied use. It is often
argued against this approach that the emphasis on imitation or mimicry and automatic repetition
may lead to a parrotlike knowledge which is no more useful than the grammatical elaborations of
the older school. However the emphasis is not laid on the repetition of fixed formulae but on
flexible structures, i. e. patterns of expression which can constantly be modified by substitution.
This familarity with structures in the language replaczes analytical knowledge about the language
in terms of grammar. It Is for this reason that in some courses grammatical formulations and
concepts are taboo, and play little part In most of them. “All new structures should be presented
with established vocabulary and new vocabulary on established structures. All new structures
and vocabulary should, as far as possible, be linked with some activity on the part of the pupils.”
It is sometimes feared that such Intensive practice will Introduce into the primary school pro-
gramme an element of new formalism at a time when formalism is gradually disappearing from
the primary school ) It is necessary, therefors, in the fifth place to point out that gseveral of the
courses stress the cultural component of language teaching and through the language lead the
children to the beginnings of the kind of international and Intercultural understanding that were
described in an earlier chapter as a necessary part of primary education at the present time. With
reference to Spanish one teacher's guide, for example, recommends: “The objective is not
primerily to communicate simple cultural facts or even to develop appreciation of hispanic
culture. The objective is to reduce mono-cultural orientation by active pleasurable participation
in a different cultural pattern."?)

Both in content and method the course in a foreign language can be planned In such a way that
it enriches primary education. The pre-occupation with the language itself is a valuable ex-
perlence in a child's speech development. Language learning can also influence his attitudes to
other countries or communities. Quite apart from offering the possibility of learning of the life
and lore of children elsewhere and meking contact with members of this community, the language
study — it has been rightly pointed out by the Modern Language Assoclation of America in another
of Its guides'®) — can be related to other areas of school work, including art, music, literaturs,
geography, science, social studies and arithmetic.

A study of some of the materials, courses, guides for teachers and pamphlets or books with
advice, based on the existing practices, will demonstrate in greater detail some of the principles
that have been outlined in the foregoing paragraphs. Teachers and organizers interested in deve-
loping courses for primary schools would find this examination rewarding as a start in their own
work. In most cases the courses and guides were produced with the needs of a particular teaching
situation in mind and, therefore, will simply serve as examples, and in any case would need
adaptation to other circumstances. The titles given below are merely by way of illustration and it
should be stressed that the list is far from exhaustive.

US.A)
The following Teachers’ Guides produced by the Modern Language Association of America:
Beginning French in Grade 3 (1959)
Continuing French in Grade 4 (1960)
Beginning German in Grade 3 (1956)12)
Continuing German in Grade 4 (1959)12)
Beginning Spanish in Grade 3 (1958)
Continuing Spanish in Grade 4 (1958)
all published by Educational Publishing Corporation, Darien, Connecticut.

8) For example, in the teaching of arithmetic, it 1s recognized that understanding of number relationships is as
important as the mechanical drill to which go much importance had been attributed in the past.

98) Modern Language Association of America, Beginning Spanish In Grade Three p. 0.1. For details see list below.
10) Beginning German In Grade 3, P. vil, for detailg see list below.

11) For a useful general guide, with practical illustrations, on methods of teaching foreign languages to younger




Modern Language Project,
Parlons francais, an audiovisual course in elementary French for children from the third
or fourth grade upwards on film or television for school use. This Is a complete course
embodying films, recordings, activity books and detailed teacher's guides. It was originated
in 1959 by the Modern Language Project of the Massachusetts Council for Public Schools,
Boston.

Boston: Heath de Rochemont.

The following publications are based on the experience of teaching Spanish to young children in
one area of the United States:
MacRae, Margit. W.

Teaching Spanish in the Grades.

Boston: Houghton Mifflin (1957)

Spanish in the Grade, A Teacher's Manual.

Book | (1950)

Book Il (1960)

Boston: Houghton Mifflin.

United Kingdom

Mary Glasgow, with the assistance of S. R. Ingram,
Bon Voyage (1963)
a first-year course for 8 and 9 year-old children in primary schools. It consists of 30 indi-
vidual working scripts arranged in class sets of 20. Each working script Is recorded on
a 7” L.P. plastic record, with teacher’s notes.

British Bilingual Assoclation,
A Manual of suggestions for the oral teaching of the French language to children from the
ages of 7 and 8 years
Complled by members of the Educational Advisory Committee of the British Bilingual
Association and published by the Association
Chatham: Mr. D. P. Judge, Hon. Secretary, Municipa! Offices, Riverside, Chatham.
with general hints by C. S. Elston and an Introduction by Professor E. R. Briggs.

France

Centre de Recherches et d'Etudes pour la Diffusion du Frangais,
A French course for children aged 8 to 11 on tape with filmstrips. Texts by Héléne Gau-
venet. This course Is based on francais fondamental (1st stage) and approximates, within
the range of francals fondamental, to the characteristics of speech and activities of French
children of those ages.
Paris: Didier.

Lonjaret, J. and R. Denis,
L'enseignement précoce de I'anglais au niveau primaire élémentaire, la 1ére année.
Esquisse d'une progression phonétique pour les enfants de huit ans.
This course, which is not yet published, is based on the teaching of all children in primary
schools with the help of English assistents in the Arles primary schools. Monsieur Lonjaret
is Inspecteur général in this area.

children which are recommended in the USA see Keesee (1960b). For a wide-ranging list of materials for use
by teachers of foreign languages in American elementary and secondary schools see Olimann (1962). Although
Ollmann's list which includes information on bibliographies, dictionaries, books on methodology, culture and
civilization, textbooks, grammars, readers, maps, films, filmstrips, discs and tapes etc. (with reference to French,
German, Italian, Hebrew, Norwegian, Polish, Portuguese, Russian, Spanish and Swedish) is intended mainly for
teachers in the USA, It should also be very serviceable to those concerned with foreign languages at any level
(including the training of teachers) in other countries. For a shorter, more specific, list of references for the use
of foreign language programmes at the primary stage, see Keesee (1960a).

12) For German see also Birkmaier (1955), and Ellert and Ellert (1959).




Gineste, R. & R. Lagrave,
Le francais fondamental par 'action
a course for children aged 5 to 6, based on francais fondamental, and a study of the lin-
guistic needs of young African children. Only 500 words are used.
Paris: Didier (1961).

Sweden
Gorosch, M. & C.-A. Axelsson,
Engelska utan Bok I-lV.
A course recorded on tapes and accompanied by a filmstrip in four parts with Teacher's
Book, for children age 7 to 11.13)
Stockholm: University of Stockholm Institute of Phonetics.

Kenya
The Peak Course, prepared by the staff of the Special Centre, Ministry of Education, Nai-
robl, Kenya, for use In Standard | with English-stream classes in African primary schools.
In these classes English Is used as the language of instruction for African children of about
7 years of age.
The course consists of
Standard One Course Book for the Teacher,
Vol. 1 (rev. ed. 1962)
Vol. Il (1961)
Vol. il (1961)
The Peak Series Picture Book .vith Teacher's Notes:
Peak Reader 1 and 2
Reading through Doing
Link Reader with Teacher's notes
Supplementary Reader: 1 live in East Africa
London/Nalrobi: Oxford University Press

Groups for language teaching

It was explained In an earlier chapter (see Chapter 5) that, even if language aptitude can be
detected early, language teaching in the primary school should, as far as possible, be made
available for all children. In the situation in which the need for it arises it cannot be restricted to
a particular group. The reports, therefore, do not normally suggest any selection of pupils except
in a few of those instances where it was tried on a purely experimental basis.

However, the size of the group which should be taught by one teacher is Ideally small, because
of the need for oral practice, dramatization and other activities. “The size of the group is particu-
larly important in language teaching. The optimum size appears to lie between ten and twenty-
five pupils.” If such language learning groups come from larger classes there might well be sub-
divisions of these classes “based on level of attainment and/or experience in the language”.

Continuity

The introduction of language teaching in the primary school will have profound repercussions on
language teaching in the receiving secondary schools and other institutions of further education.
It is therefore essential that the work at the primary level is carefully co-ordinated with sub-
sequent work so as to give children the benefit of a prolonged and continued language education.
The Importance of continuity was repeatedly emphasized In reports and at the Hamburg con-
ference. In some experiments continuity has presented itself as a problem still awaiting an
appropriate solution. The basic principle, however, Is clear: “To obtain lasting results such
teaching should be continued all through the period of school attendance.”

This means in practice that a committee implementing a policy of language teaching at primary
level should be strengthened by representatives from receiving schools so as to enable these

13) For further details see chapter 11.
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schools In good time to make the necessary preparstions and adjustments in their language
ocourses when the pupliis from the primary schoo! with s knowiedge of the second language are
promoted.

Resources

in calculating the financisl commitments and the material and human resources involved In Im-
piementing a reform along the lines described in this report it will be necessary to besr in mind
not only staffing and teaching space for language groups, but also cost of materials and aids,
and the training requirements in terms of short courses for axperienced teachers and the cost
of accommodating languages on 8 more permanent basis at teachers’ colieges, as well as the
plans for modifications in lsnguage teaching at the secondary school.

In some places an experimentsi piiot scheme may well be the most sppropriste beginning of
learning how best to introduce langusges on a larger scale Into the primary school. This can
sometimes be dong In s specified group of primary schools In associstion with a particulsr
recsiving school or'groups of schools.




Chapter 20

Research problems concerning the teaching of foreign
or second languages to younger children

1. B. CARROLL, Hervard University, Cambridge, Mass., U. 8. A.

On several occasiona the writer haa publiahed reviews of research, or programmatic atstementa
on research problems, concerned with the teaching of foreign languages, whether to children,
adolescenta, or adults {Carroll, 1963, 1960 (b], 1960 [c], 1968). Dunke;'a (1948) excelient mono-
graph on the psychology of second language learning haa been available for some time. A com-
prehensive, annotated bibliography on foreign language teaching has recently been published
(Nostrand, et al., 1962); thia contains, among other things, & lengthy list of research problems.
All theee materiala, however, have had to do, at leaat for the moat part, with langiags learning
In a comperatively restricted range of settings, typically, let us say. In schoola in the American
oulture complex. But the problema of second language leaming in American schoola conatitute
only a small part of the large mosaic examined in the present work, and by the same token it ia
necessary to re-examine and in many cases to re-ccs: the problama for educational research
posed in the above-mentioned treatmenta. The leaming of a second language by a Yoruba child
in Nigeria, by a Welah child in the UK., by a Marathi child in India, by an Azerbaijani child In the
U.8.8.R., or by a diplomat'a child in Geneva, must be conaidered in s different tramework from
the leaming of French by an American child in a auburban school. Although the baaic iearning
Processes may be the sama, the setting and the motivation are different.

it la the purpoae of thia 0888y, then, to lay out research problema about young children'a second
language leaming from the atandpoint of the world acens, with recognition of the many different
linguiatic aituationa that present themseives from one country or region to another. Some of the
more important references to pertinent resesrch will be cited in the bibliography, but because
dmovorybroodmpoofthowbbct.thcpmcntokotdnmmtboroolrdoduhrfrom
exhauative.

The context of research
The wide variety of aituationa in which children throughout the world lesm second or foreign

languages makea it necessary that we first conaider the baaic background variablea that make
these aituationa diffar in critical ways, and that wouid therefors have to bs tsken sccount of in
pianning or intarpreting research.

Linguistic factors

It la reasonable to auppoae that the ease or difficulty with which a second language can be
learned is a function of two factors: (1) the absolute degres of complexity of the language, and
(2) the degree to which the aecond language ia diffarent from L1 or from any othar languagea
the individual may have acquired. There ia aa yat no astiafactory way of meaauring or quantifying
these factors, becauae they in tumn depend upon a great variety of phenomena — the complexity
of the sound system, the complexity of the grammar, the aize and richnasa of tha vocabulary, and
the complexity of the writing system. Linguiatic aciantiata can, on the baala of analytic atudiea,
arrive at aubatantial agreement in ludging these elemants. For example, they can agree that the
phonology of Hawasilan ia relatively aimple, that tha grammar of Navaho ia complex, and that the
lexicon of Engliah ia relatively larger than that of many languagea. They can agres that the writing
system of Finniah ia relatively simpla (because !t exhibita regular letter-sound relationahipa), that
of Engliah somewhat more complicated, and that of Japsnese Immensely more s0. Cartain “re-
duced” or “pidginized” languagea are patently much aimpler to learn than the atandard languagea
on which they are based.

it ia uauaily conaidered that the degree to which a second language differs from the first language
has more Iinfluence on the difficulty of learning it than the absolute complexity of the language,
aithough there ia no rea! evidence on this point becauee the requisite comparative studies have
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mbunmu.muoloomdformdmlommdmdm that would be useful in gauging
the abeolute and relative difficuitiea of languages.

It we focua attention on degrees of difference between languages, we can liat the following cases
In spproximate order of increasing difference.

Case 1.1. L1 and L2 are different dialects of the seme lsnguage; they are, however, mors or less
coordinate with each other with respect to phonology, grammar, and eyntax. For example: Middle
Western ve. New England American English; Caatilisn ve. Latin American Spenish; Egyptian vs.
Lebenese colloquial Arsbic.

Case 1.2. L1 and L2 stand In such a relation that one is a creolized form of the other. (A creolized
lsnguege Ia a reduced dialect variant thet is found as @ mother tongue of 8 aignificant number of
speakers, aa diatinguished from a pidgin language, which ia a reduced dislect veriant used only
88 8 second language.) For example: Krio (Sierra Leone) vs. atandard British English; Haitian
Creole vs. atandard metropolitan French. It would Jonerslly be the case that L1 would be the
creolized variant, L2 the standard language; the reverse case, however, would be conceivable,
for example In a situstion where the €nglish-speaking children of expatristes in a country like
Sierra Leone also learn Krio, an English-based Creole.

Case 1.3, One lsnguage ia a literary standard language (e. 9. classical Arsbic, literary Tamil),
wherees the other Is a colloquis! vernaculsr based on it (o. 9. Egyptian Arsbic, colloquial Cey-
ionese Tamil). In nearly every Instance, the vernaculer would be L1, and the litersry standard
lenguege L2, aithough again, the reverse case is conceivable.

(k mey be commented that the above cases are often not conaidered aa inatances of learning
“second languages”. Perhape educators in Arsb-apesking countriea are correct in refuaing to
admit that classical Arsbic is virtuslly a second language relative to the colloquisl language of the
child, but it may atill be useful to consider such s case along with clearer casea of second lan-
guage learning, auch aa the learning of English by a native apeaker of Arsbic.)

Caee 2.1. L1 and L2 are different lsnguagea, aithough in the same language family. Even within
the same language family, differences between languagea may vary widely, and sccount would
have to be taken of differences In phonology, grammar, lexicon, and peralinguiatic features. For
example: Engliah ve. German; Portuguese vs. Marathi; modern Hebrew ve. Jerusalem Arsbic.
Caee 2.2. L1 and L2 are In different language families. On the average, languages in different
lsnguage families exhibit wider differences in all reapects than languages In the same family, but
pairs of languages in different families could be found that are more aimilar to each other in many
respects than certain psire of languages in the same tamily. For example, Hungarian and Czech
might be found to be cioser together than say, English and Hindi.

in case the learmner goes o far sa to lear the written form of L2, the complexity of the writing
system of L2 must be taien into account in gauging the difficulty of learning It. if, In sddition, the
lsarner haa siready acquired a knowledge of the writing system of his L1, the degree of difference
between the two writing systema must be taken Into account.

Level of attainment expected

Reseerch muat conaider the nature of the various akills which the child ia expected to attain.
What level of auditory comprehenaion must he reach? What degree of fluency in apesking must
he sttain, and how accurste muat his phonology snd grammar be? What level of reading attain-
ment le expected, If any, and muat the chiid aiso lsarn to write accurately In the second language?
What are the requirementa with regsrd to apeliing, punctustion, calligraphy, snd other “social
amenitiea” of written language?

Dnmofeonhctmm“eondhmmo(mmmmm)

The apectrum of posaibilitiea includes:

Case 1. L2 Is used either as & first language or as an acquired language In the immediate family
or houaehold of the child.

Caee 2. L2 ia used by a popuiation in close geographical contact with the family, e. g. in the same
neighbourhood, or In the same town, such that the child frequently hears L2 spoken by other
chiidren and/or by aduits.

Case 3. L2 is used only by a special group of individuals (e. g. a religious society, a servant clases,

73




8 merchant class, a class of white Europeans, etc.) and is heard only occasionally by the child.
Caee 4. L2 is the ianguage of a population residing at a iong distance from the child, and Is prac-
tically never heard by the child except perhaps through mass media such ss radic or television.

Motivatien fer learning the secend language

Motivation can be either positive, neutral, or negative. Either the child wants to learn a second
language, is indifferent about it, or tends to resist learning. Further, there are both intrinsic and
extrinsic factors in motivation. Intrinsic motivation has to do with the child's own attitudea toward
the lesmning of the language and the advantages or disadvantages he sees as inherent in the fact
of learning the second lsnguage: extrinsic motivation has to do with the rewards or punishments
which emanate from othera (peers, parents, schoo! authorities, etc.) for successful or unsucoess-
ful learning. Intrinsic and extrinsic factors may vary independently. At least 8 cases are possible,
represented by the possible combinations of positive, neutral, and negative intrinsic motivation
with positive, neutrsl, and negative extrinaic motivation. For example, the child who desires to
learn L2 (for reasons to be illustrated below) and will bé positively rewarded for doing so (with
good marks, esteem, success) has positive motivation both intringically and extrinaically. The
American child who resists learning Spanish but will be positively rewarded if he does so has
negative Intrinsic motivation but positive extrinsic motivation. The opposite case Is represented
by the Temil child in Ceylon who sees a positive reason for leaming Singhalese but will be die-
approved or punished by his parents for doing so.

Motives, both Intringic and extrinsic, are complex; not all of them are at the level of conscious
swareness, and motives often “conflict” in the sense that the actions to which they lead are
Incompatible. A French Canadian child who has an Iintense desire to learn English may risk the
scorn of hia peers. All we can do hers is to Indicate some geners! classes of variables that seem
to affect motivation to learn languages.

A. Relative social status of L1 and L2. L2 may be perceived (by the child) as having either (1)
higher status than hia own, (2) equal status with hia own, or (3) lower statua than his own. The
reistive status of a ianguage depends roughly upon the perceived social status or prestige of its
speskers, or upon the extent to which the learner wishes to “identify” with speakers of a lan-
guage, that is, to consider himself to have the same abilities, motivea, and characteristics as they.
The degree to which statua differences motivate language learning would seem to depend upon
personality differences, according to findings of Gardner and Lambert (1950); that ia, aome
children are more highly motivated than others by the idea of learning a high-status language.
Likewise, certain personality constellations may predispose a child to leam a low-status language.
The way in which high and low status languages are used by bilinguals of those languages to
demarcate social positiona has been studied by Rubin (1962) for the case of Paraguay.

B. The instrumental vaiue of L2. Learning a second language is in many cases largely influenced
by the learner’s conception of what he will be enabled to do by learning the second language.
When contact with speakers of the language is close or fairly close, there may be obvious ad-
vantages in being able to understand them and communicate with them. Or the goais may be
more distant: the iearner hopes to be able to communicate with people whom he expects to meet
at aome time in the future. There is Instrumenta! vaiue in being able to read materials written in
the second language ~ whether they are readily st hand or accessible only in anticipation. This ls
particularly true when the second language is a “language of wider communication” which is the
vehicle for information of science, technology, and politics contributing to individual or to national
development.

C. Cultural and libers! vaiues of a second language. Although it may be difficult to communicate
this idea to a child, a motive for learning a second language which may often be valid is that It
may contribute to the child’s general education, to his appreciation of the culture of those who
speak it, and to his insight into the way language works.

D. Political factors. Political factors may work to enhance or to deprees either intrinaic or extrinsic
motivations. Government language policles, propaganda, and public pronouncements may make
it either more desirable or less desirable to learn certain languages. Antipathies between social
groups are often accompanied by resistance to learning the language of the other group. In certain
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communities, it would appear that the very attempt on the part of the government to encoursge
8 certain language may have qQuite the opposite effect.

Opportunity 10 learn

The opportunity to learn s given second language is often a function of the degree of contact,
82 spelied out above.

Apert from the degree of contact, however, one must consider the poaition of the second lan-
Quage in the echool. The chief variablea are:

(1) The age or grade at which the second language la introduced.

(2) Whether the second language ia made the language of instruction, and if a0, at what grade
level it becomea the medium of instruction.

(3) Whether the second language haa to become a medium of communication among children
because of the heterogeneity of chiidren's language backgrounds.

(4) The skill of the teacher in the second language ard in teaching it.

Mode of learning

Evidence ia accumulating (Lambert, Haveika, and Crosby, 1958) that an important consideration
in language learning is the mode of learning, specifically, whether the language is learned:

(1) largely aa & formal aystem parallel to, and explained in terms of, L1, or

(2) largely aa a functionai communication aystem whose meanings emerge out of socis! and
environmental interactiona, with littie or no reference to the L1 of the learner.

The first of these modea ia characteristic of most kinds of formal Instruction, and ia said to pro-
duce “compound bilinguaiism” in the sense that the first language and second language systema
of the individual are to some extent interdependent. The second of these modes typically occurs
In situationa where the learner has much opportunity to intersct with speakers of the second
language, and with them, to interact with the environment; it is said to produce “coordinate
bilingualism™ in the aenae that the first and second language systems of the speaker are largely
independent. Forma instruction can, however, be organized In auch a way 88 to approximate the
second leaming mode.

Impilications for research design

in view of the very large number of variables that may affect a language learning situation, the
deaign of reseerch which will yield aufficiently generaiizable answers is difficult. A research
finding which ia valid for one type of aituation may be totally irrelevant for another. Ideally, one
would like to arrive at a theory which would encompass ali the possible aituations and enable one
to make predictiona concerning the characteristica and coursa of the learning process in each
case. Perhapa this wiil somedsay be poasible. it not being possidble now, an alternate research
strategy may be proposed. Namely, a number of common types of language learning aituations
should be thoroughly investigated. These common types should represent various combinations
of key variables. Let ua, for exsmple, examine thres typical aituations that might be investigated.
(These situations are hypothetical only.)

Situation I. Native American children learning French in American public schools.

a) Linguiatic factors: Case 2.1 (se0 p. 73). .

b) Level of sttainment expected: Eventually it is expected that each child will progress as far
a8 he can toward full competence In all aspects of French.

¢) Degree of contect with L2: Case 4 (ace p. 74).

d) Motivation: For the average child, intrinsic motivation is neutral, but extrinsic motivation
tends to be poaitive because parents reward the child for his efforts. French is regarded ss
of equal atatua with Engliah, but it has both instrumental and cultural values. National
educational policy favours the scquisition of second languages, almost indiscriminatety.

o) Opportunitiea to learn: Typically, French is Introduced at the 3rd grade levsl, but only as a
subject taught for a few minutes a day, never as a medium of Instruction. The teacher is,
however, a competent speaker of French and teaches well.

f) Mode of learning: Mode 2, I.e. functional language teaching.

‘~ i L Penree e e svewas g« L e T T TS 0 L e e aran 1




. -
OV PO o e m e g RO e L col i £ s - . e R A S i i o

Situation 1i. Nigerian chiidren (of heterogeneous language backgrounds) learning English in a

primary school in Lagos, Nigeria, Grade |.

a) Linguistic factors: Case 2.2.

b) Level of attainment expected: Analogous to Situation |.

c) Degree of contact with L2: Case 2, and for some children, Case 1.

d) Motivation: For most children, Intrinsic motivation is highly positive, for the advantages
of learning English are clear. Extrinsic motivation is aiso high, since parents wish their
children to progress well in English, which has a higher statua than the native vernacular,
end offers instrumental and cultural values. English is an official language of the country.

e) Opportunities to learmn: English Is being introduced at the first grade because the heteroge-
neity of the children's language backgrounds makes it necessary to use English as both an
informal and a formal means of communication. English is introduced as the medium of
instruction as rapidly es possibly. Howsver, the akill of the teacher in English is not great.

f) Mode of iearning: Genersilv, Mode 2; little use is mace of the native vernacular largely
because of heterogeneity In children's language backgrounds.

Situation lil. Haitian children (speakers of Haitian Creole) learning Standard French in grade lil.

a) Linguistic factors: Case 1.2.

b) Level of attainment: Analogous to Situations | and 1.

c) Degree of contact: Case 2, and for some, Case 1.

d) Motivation: Analogoua to Situation Ii.

) Opportunity to learn: Standard French Is introduced In Grade | becauss It is the official
language of the country and the language of instruction.

f) Mode of leaming: Mode 1: at any rate, Standard French is taught in a traditional manner.

These are, of course, only lliustrations of the kinds of situations that could be found. But theae
altuations might also be discovered to have numerous analogues. For example, analogues of
Sttustion | could be found In many classrooms of countries in the Britiah Commonwealth (U. K.,
Canads, Australia), in West European countries, and In certain parts of the U.8.8.R. Analogues
of Situations I} and li could be found in numerous developing nationa.

Background sclentific studies

Baaic acientific studies to furnish the necessary theoretical background for investigationa of
second language learning in children are needed from many disciplines.

From linguistics would come contrastive studies of languages and means of judging the degree
of learning difficulty of a second language, given the first.

From sociology, anthropology, and social psychology would come information about the social
factors invoived in attitudes towards languagea and thelr apsakers, motivation for learning lan-
guagea, etc.

From neurclogy might come additional Information and clarification conceming the role of a
second language In the neural organization of an individual, and particulary the effects of second
language learning in children.

From psychology would come, one would hope, fuller information about the learning process in
general, aa well aa Information about the meana by which forelgn languages are leamed. Psycho- g
! metricians may be able to provide further information about individual differences In langusge
‘ learning ability, as related to the various facets of intelligence.

The programming of research studies

The remainder of this chapter offers what Ia frankly no more than a listing of research problema, 5
with aome aemblance of organization and documentation. This listing is adapted from materials
prepared at the Hamburg meeting. A listing of research problema Is not to be confused with a
i research programme, sny research programme muat be adapted to the particular facilities and
capabliities available to the research investigator and may be able to attack only a certain few .
of the many research problems which can be listed. f
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The fundamentsl goals of a research programme must be borne in mind. Ultimately, it wouid be
hoped that out of all the research that might be done would come snswers to the following
questions:

1. What are reascnable objectives to set for foreign language study by young children? How
rapidly can it be expected that they can acquire various skills in a foreign language? How rapidly
can they develop skills in a second or a third foreign language?

2. If the educational objective aought is competence in a foreign language at some age beyond
that of childhood, such as adolescence or adulthood, how wise Is it to devote the child's time to
leamning a foreign language in childhood rather than at a Iater age?

3. Are the answers to the above questions the same for all children, end If not, how should Indi-
vidual differences be taken into account?

4. What are the best methods of teaching to achieve the objectives selected? How should ‘-

teachers be recruited, selectad, and trained? How should courses be constructed? What audio-
visuai and technological aids can be devised, and how practical and effective are they?

8tudies of the chiid as a language learner

1. What is the normal course of development of the native language of the child? Recent surveys
of this subject are those of Berko and Brown (1960), Carroll (1660a), lrwin (1980), and Ervin and
Mitier (1963). Research must be conducted to expand our knowledge of the normal course of
development of the child's learning and use of his native language, particularly with respect to
phonology, grammar, and vocabulary. Studies should be made of children in different countries,
lsaming different types of languages, preferably on a cooperative basis so that comparable
methoda may be employed. Studies should alao take account of the different typea of language
experiences which the child may be oxpected to have — for example, diffsrent forms and styles
of language as in folklore, fairy tales, nursery rhymes, etc. which may usefully figure in teaching
materiale.

2. How does the child acquire a second language when he receives no formal instruction In it?
This question needs to be answered for a variety of situations and language settings. It would
seem that careful case studies, conducted on a longitudinal basis, and using some of the same
methods that are used for studying native language learning, would suggest answers to such
questions ss the following: Do children acquire various aspects of language (phonology, vocab-
ulary, grammatical patterns, etc.) In the same developmental ssquence and by the same psycho-
loglcal processes in L2 as in L.17 To what extent Is it meaningful to distinguish a "natural” and an
“artificial” manner of learning L2 (perhaps corresponding to the two modes of learning defined
earlier In this chapter)?

3. Can anything be Iearned from case histories of adults who have learned one or more foreign
langusges at various ages and under various conditions? Such case histories would include
assssaments of competence in the several foreign languages as well as analyses of the influence
of varlous factors such as age of acquisition, manner of exposure to each L2, parental attitudes
toward the respective languages, the history of the Individual's own attitudes and motivations
with respect to foreign language learning, the role of teachers, absences from the L2 environment,
disuse and forgetting of the L2, age of relearning, etc. It is believed that analysis of such a com-
pliation of cese histories would suggest some tentative answers to the guestion of whether an
L2 Is better learned when one Is a child.

4. Is it better to Introduce two languages simultaneously as first or native languages, or to delay
the Intraduction of a second language until after L1 is firmly established? This question can bs
approached partly through an analysis of case histories such as those mentioned In connection
with question 3 above. In addition, it can be approached through studies which actually observe
and follow the development of two "first” languages In a child, as in the studies of Leopold
(1838-50), or an L1 and an L2, by the methods suggested for question 2.

5. ls it better to introduce two L2's simultaneously, or Is It better to Introduce them successively?
This question has to be considered for various stages of development of the child. For example,
it might be found that simultaneous introduction s feasible for early ages but not for later ages.
Some evidence might be garnered by the case history approach already mentioned for questions
2, 3, and 4, It might also be possible to conduct experiments in schools, comparing simultansous
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and successive introduction of foreign lsnguages. Also of possible relevance would be experi-
mental psychological studies in which children sre tsught two artificial languages either simuitane-
ously or successively. Pilot experiments have siresdy been conducted on this questicn by
Lambaert (personal communication).

8. in situations in which it is urgent to present L2 at the earliest possibie ege (e. g., in West
Africa, India, the Philippines, etc.), how soon is it desirable to introduce L2 ss the medium of
instruction for school subjects other than the L2 itself? This question could be approached by
means ~f statistical studies comparing groups of children taught with L2 ss a medium of instruc-
tion aiter various degrees of delay. The best known experiment besring on this question is the
“llollo experiment” conducted in the Philippines by Prator (1850) [see also Orata (1953)); its
tentstive conclusion was that an L2. introduced in Grsde |, should not be used as a medium of
instruction until Grade lil. The results of further studies being conducted in the Philippines by
Prator snd his associates are currently being awaited.

7. To what extent do children differ in their sbility or aptitude for learning foreign languages? Csn
tests of such aptitude be devised which would be useful and vslid for selecting children who sre
particularly able, or for identifying children for whom foreign lsngusge study would be best de-
layed or oliminated sitogether? The writer has been studying these questions and would tenta-
tively offer affirmative answers to them. His studies sre not yet In print, except with respect to
language aptitude in edolescents and adults (Csrroll and Sapon, 1858; Carroll, 1962), and may
in any case be limited in applicstion to what has been here called Mode 1 learning situation.

8. In studies of the psychology of language learning both in the case of the native lsngusge snd
in the case of a foreign or second language, two questions may have particular interest: (a) What
are the comparative roles of imitation snd creative usage in lsnguage learning? That is to say,
at what stage does imitative activity stert to be replaced by the child's sctivity In uttering sen-
tences of his own creation? The answer to this question may give some guidance to the foreign
language teacher in deciding how long to continue imitstive exercises and when to stsrt more
creative exercises. (b) What are the comparstive roles of “drill” snd “conceptusl learning” In
formal Instruction? Does the principle found to hold in educstion generally, namely that drill snd
conceptual learning complement esch other and must go on more or less concurrently, siso hold
in foreign language lesrning?

Studies of children's progress In learning forelgn languages under instruction

9. To implement the studies proposed below, it will be necessary to start research leading to the
development, for any given language, of s full set of measufas of attainment in the various skills
at different levels, suitable for young children. Such measures would be useful not only in research
but also in classroom use by teachers. Measures of auditory comprehension, oral production,
reading comprehension, and writing skill are to be included. The tests should be easily adminis-
tered snd graded. As fer ss possible, the tests should be parallel across lsnguages so that
resesrch comparisons can be msde.

10. Through the use of such tests, comprehensive longitudinsl, cross-sectional, snd compsrative
studies should be conducted in such a way as to yleld Information concerning children's rstes of
progress in acquiring second language proficiency. Tabulations ghould bs made for children
starting st different ages, for children of different degrees of language apt{tude, and for children
in different countries learning different languages and in different motivational settings. Account
is also to be taken of the amount of time (clock hours) devoted to lsnguage teaching, and of the
methods of instruction. It msy be emphasized that the studies contemplated under this heading
would require truly massive efforts; nevertheless, it is only through such studies that satisfactory
knowledge can be gsined concerning fsctors in second language learning and the amount of
investment required by it.

11. To whet extent are foreign language skills and knowledges retained after instruction and
practice In the Isnguage cesse? Thst is, how well are foreign language skills retained when there
is no opportunity to practise them? How easily sre these skills retrained through “refresher
courses”? These questions need to be answered for individuals who have started their language
learning st different ages, who have had varying amounts of training in them, and who have had
varying amounts of disuse.
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12. Investigations should be made of the varying effectiveness of different timetables of instruc-
tion at different age levels, e.g. length of contact at any one time (10, 20, 30, or 45 minute
periods), frequency of the contact period (twice a day, once & day, every other day, twice a week).
13. Does learning an L2 in childhood make learning L3 easier at some later age?

Questions of the methodology and content of language Instruction

14. Comparative studies continue to be needed of the systems of foreign language teaching that
exist in each country, including a specification of goals of instruction, numbers of children taught,
languages taught, methods of instruction, texts and materials used, and many other factors listed
in the early part of this chapter under “The Context of Research.” Particularly useful studies of
recent developments in the United States are Dunkel and Pillet's report (1862) of & five-year
experiment In the teaching of French In the laboratory school of the University of Chicago, and
the compilation prepared by the Modern Language Association of America (Modern Language
Association, 1958—~1961).

18. The preparation of teaching materials requires adequate information about the language being
taught, and the proper ordering of the lingulstic material from simple to complex. Research is
needed to determine the degree to which contrastive linguistic analyses can predict the relative
difficulty of items in the learning, and if they cannot, how may these difficulties best be predicted.
An example of a research study concerning phonological learning difficulties is that by Titone
(1961).

16. |s there any simple way of categorizing the various teaching methods and procedures In
common use? Through classroom observation and interviews with teachers, it might be possible
to arrive at a more useful way of characterizing teaching methods than are now available.

17. Similarly, it might be desirable to survey presently available textbooks and other teaching
materials in terms of the teaching methods implied by them. Such surveys should be made in
different countries and in different settings.

18. Assessments are needed, through empirical research or by other means, of the value and
effectiveness of different techniques of teaching, for example, “quick-response oral translation,”
dictation, pattern practice, etc.

19. Some advocate that language instruction is best done when the material of instruction is very
carefully planned and when it is given to the students in carefully controlld amounts and se-
quences; others advocate that language instruction is best done by a “language bath” approach
in which the student is expgsed to as much language — with as wide variety — as possible. Re-
search might provide some basis for choosing between these points of view.

20. What is the best time to Introduce reading and writing of a foreign language? Is it better to
delay this teaching until mastery of the spoken language has been firmly established, or should
it be Introduced as early as possible without interfering with the establishment of oral habits?

21. Does using L2 as a medium of instruction give any additional boost to fluency and achieve-
ment In that language through the fact that It is thereby used Instrumentally, I.e., as & means to
some end rather than as an object of instruction?

22. Further studies are needed of children's interests and of the ways in which they are or are not
reflected In teaching materials and textbooks.

23. Does frequent testing have a beneficial effect on foreign language {earning, as it usually
is found to do In other subjects?

24. Above ell, there are needs for the development of simpler, better organized, and more attrac-
tive materials for the teaching of foreign or second languages. The possibie advantages of modern
teaching technology should be more fully investigated and exploited — films, tapes, teaching
machines, and other newer media of instruction. The preparation of such materials for the pre-
service and in-service training of teachers needs special attention.

Studies of the effects of foreign language learning on other learnings

25. What are the effects, if any, of L2 teaching on proficiency in the first language? Are there
benefits, or are there adverse influences? Particular attention should be given to the effects of
L2 learning on reading, writing, and spelling in the first language.

26. What are the effects, If any, of L2 teaching on the learning of other school subjects? Are these
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effects accounted for solely by considerations of the amounts of time available for learning, or by
other factors?

27. Are “"siow learners” particularly affected by foreign language learning? Becauss of the
difficulties they have with other school subjects, it may be that these children ought not to have
lo spend time on foreign language learning; on the other hand, it may be found that many slow
learners are actually quite adept at learning languages, and for these cases language learning
may be a great boon.

8tudies of the foreign language teacher

28. Thore Is need for comparative studies and surveys of systems of recruiting, training, and
qualifying teachers in the various countries. Studies should embrace both pre-service and in-
service training. In some countries, the advisability of developing qualifying tests of teachers’
foreign language proficiency should be considered.

29. Other things being equal, should a foreign language be taught by the child’s regular class-
room teact: or by a special teacher?

Miscellansous studies in foreign language learning

30. In certain areas of the world, there Is need for Iinguistic studies concarned with the regional
forms of standard languages (English, French, Hindl, etc.). The differences among these varisties
of each language should be determined, and studies should be made of their mutual intelligibility
in order to formulate decisions concerning advisable standards to be set, if indeed there is good
reason to set such a standard.

31. There is nead for systematic comparative studies of the attitudes of the nationals of various
countries towards problems of language learning and in particular towards the learning of given
languages. Techniques of social psychology should also be employed to investigate attitudes
towards speakers of the various natir1al languages, whether they are native speakers of those
languages, or not.
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SUMMARY AND CONCLUSION

This study, based on reports and the work of an expert meeting which was held at the Unesco
Institute for Education In Hamburg in April 1962, has attempted to answer three main questions
(see p. 8). The principal conclusions of the enquiry will now be briefly summarized.

The first question was concerned with the arguments and evidence justifying teaching of second
languages to children of primary school age. The suspicion that such teaching is merely a fashion
was dismissed. To bring a second language into the education of young children is a proposal
that deserves to be taken seriously. The political, economic and cultural interdependence of the
world today demands a crossing of language and national barriers in the earliest phases of
schooling. Primary education must become more international-minded. Our basic concept of
literacy may have to be modified so as to include - besides the learning. of reading and wrlting
the vernacular - the acquisition of another language.

The consequences of current neurophysiological views on the teaching of a second language
deserve serious consideration. From this point of view it would seem that the earlier the start the
better the acquisition of the basic neuro-muscular skills involved. It Is probably more than a figure
of speach when we say that such early learning will give children a chance of getting a language
‘under their skin' or ‘into their system’.

Psychologically there is also much to be said for an early introduction to a second language.
A child's enormous potential in respect of the sounds of a language and his great capacity for
assimilating other linguistic structures can be regarded as assets which it would be foolish to
waste. Recent studies of bilingualism on the whole seem to strengthen the argument for an early
start. The common fears that a second language Is detrimental to the development of the first
language, to inteliectual growth or to general school attainments are not supported by current
evidence.

Learning languages at later stages In life is not invalidated by stressing the special advantages
of early learning: but its merits are different from those which an early start would offer. Early
learning, if guided according to the best available methodological principles, comes as near as
it is possible, under artificially created conditions, to the learning of two languages by children
in a bilingual milieu.

In answer to the second question different experiences, practices, methods and results were
examined. This survey showed that it was necessary to bear in mind countries and communities
in which early learning is a necessity for education and communication, as well as those countries
in which this Is more a question of educational choice. Whatever the reason for which languages
are taken up In the primary school there Is clear evidence that such learning is a practical propo-
sition, that it can be educationally valuable for children generally (not only for the specially
gifted) and that it can produce worthwhile results. However, the work has to be planned carefully.
Questions of time, staffing, content, materials, methods, continuity and financa have to be borne
in mind. There is sufficient experience available In different countries which leads to definite
suggestions on how to make this work effective. On these recommendations there Is considerable
consensus of opinion, but such advice cannot be applied automatically to all countries, and
nearly all of it requires further critical examination and research. .

In response to the third question the research needs were studied. As was evident throughout
the report the problem of language teaching in the primary school gives rise to a number of
theoretical and practical questions, for which answers are not yet available or can only be given
provisionally. These research problems have been surveyed in the final chapter.

To conclude, what has been reported is only a beginning, but a hopeful beginning. Those who
have taken part In the international enquiry know full well that it is not the answer to all problems
of language teaching. It is a start only in one direction but the critical examination of the data at
our disposal has led unmistakably to the conclusion that this approach, far from leading into a
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blind alley, deserves and needs further development, extended experimentation and critical
research in various parts of the world under a variety of conditions.)

Postscript for Parents

This enquiry on language teaching was concerned with young children in the school situation.
Another important side to the problem lies in the home. The contribution of the home has hardly
been considered. But as some of the studies have shown clearly, the measures proposed will
require parental understanding, support and co-operation. The wrong kind of help (e. g. mispro-
nunclation, misguided grammar teaching, or translation when translation is intentionally avoidea)
can be as detrimental as the wrong kind of help In reading or arithmetic. Parents, therefore,
should be able to find out in what the teaching of the second language consists; they should be
kept informed regularly and guided in the kind of support that is expected from them. They should
also be able to discuss-these problems with each other and the teachers in the schools.

A special problem is offered by the bilingual home. Bilingual parents, e. g. one parent speaking
L1 as the vernacular and the other L2, who read of these developments in linguistic education,
may wonder whether or not to bring up their own children bilingually in the home.

The arguments that hold good for schools hold equally good for parents. If it is right for young
children to acquire another language In the kindergarten or school the same would apply — with
even greater Justification — for the bilingual home. As a general principle it can be stated that
the home which can provide bilingualism should be encouraged to do so.

However, before embarking on L2 teaching through domestic bilingualism, parents should con-
sider various problems carefully. A school system, once it has adopted a second language
policy, can, and indeed must, make certain institutional provisions to carry out its policy and it
has to see to it that this continues to be done effectively. In the home it all depends on the
initiative of individuals, their motivation, goodwill, consistency and attitudes towards the second
language.

The second language is for the L2 parent and partner not only a medium of communication, It is
part of one parent’s culture and background, his personal past, his contact with his own family
and friends. It Is also a factor in the marriage relationship. If the second language is fully accepted
by both partners, if there is no prejudice against it in the community (especially at school) and
contact is maintained with the parent's country of origin through correspondence and visits, a
bilingual upbringing will be the obvious choice.

Where, however, the attitude to the second language is charged with negative emotions, it will
be much more difficult to cultivate domestic bilingualism. The second language may become a
cause of friction, if, for example, only one partner speaks and understands it. In other circumstan-
ces it may be a constant reminder of a culture clash or a distressing past. It may also be resisted
by the child, especially once he goes to school and wishes to merge without distinction into the
Peer group. It may well be that in spite of these and other difficulties the second language should
be maintained but it is as well to bear in mind the obstacles that may impede progress.

When a policy of domestic bilingualism has been adopted the one-language-one-person principle
recommended earlier for schools could also with advantage be applied in the home. In the early
stages it is not necessary to think of such second language learning in the home as ‘teaching’
any more than it would be in the case of learning the first language. All that is required is to
provide regular contacts and situations in which L2 is heard and used. The asset in domestic
bilingualism is that situations have not to be contrived as In school but arise through normal social
interchange. The possibility is given to develop In children a very high order of co-ordinate
bilingualism. There is no reason why such bilingual education should not begin in the earliest
vocal exchanges. In fact it will be easier for both parent and child to begin them at once rather
than to start later when social communication is already bound to one of the languages. In
the linguistic development of their children parents must at times expect confusion between the
languages and also changes in attitude to them during the period of growing up. The cultivation of

1) Informstion on further developments would be useful to all those interested in this work. It is hoped that, with
the help of the Unesco Department of Education, an international bylletin on the early teaching of second and
foreign languages will be issued from time to time.
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contacts with the L2 environment through visits snd playing with friends speaking L2 wili enable
the child not only to break through the language barrier but also to grow up without the usual
monocultural limitationa. The only apecisl proviaion that parents will have to make la to give
the child some of the linguistic experiences (e. g. atories, rhymes, songs. asssonal festivals) that
are normally communicated through the language. Also If the bilingualism Is not to be kept at
preechool level it will be necessary — once the child is expoaed to the proliferation of ianguage
oontacts in the dominant language through achool (reading. writing, arithmetic, atories, general
instruction, social contacts at school, etc.) — to match this to aome extent by an advance slso In
the second language, e. g. through age-appropriate atories and eventually reading of the second
lsnguage and perhaps pursuing some intereats through the medium of L2. To develop a bilingua-
lism which la a truly dusi language command as outlined on page 18 would require some con-
siderable effort, but a knowledge of the aeco.\d language which doea not rise to this level would
still be worth acquiring.

A somewhat differsnt problem arisea where a family (speaking L1) lives abroad, i.e. In an L2
environment. Here domestic life normally promotea one language and the life of the nelghbourhood
the other. The child may in fact find himself a atranger in the nursery school. the atreet and the
school. until he has acquired through contact and communication & workable command of the
second language. Here again attitudes to the two langusges wili be a crucial factor in the child's
development aa a bilingual or as & person with a marked preference for either L1 or L2. Where
a family livea abroad the acquisition of another language would be sn obvious advantage but
the cultivation of one language in the home and the other through the external environment will
be 80 much influenced by the status of the languages and sttitudes towards them that the issue
must be looked at realistically bearing in mind the emotions associated with the uae of the
language in question by parents, children and society.

There are many other variations which could be conaidered In a aimilar way.!) In fact, wherever
the language of the school and community differs fom that of the parental home, this situstion
offers an opportunity for developing bilingualism but it presents also problems and difficuities
for the child who haa to reconcile life In two cultures and two languages. These hints must be
sufficlent to show what Is Involved in bringing about a spontaneous acquisition of a second
language in a bilingual setting under conditions where bilingualism or the cultivation of a seoond
language is not yet the universal practice of the community.

1) These veristions are systematically set out on pp. 73—74 abova.
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APPENDIX 3

A summary of foraign or second language teaching in primary education )

The teaching of Englieh in State primary schools was begun in 1980 with five double-shift pilot
schools in the Federa! Capital, while fourteen similar achools wers authorized in 1981, Thue, in
the Federal Capital thers are nineteen schools providing Inetruction In English. Since 1926,
Freneh has been taught with exoelient results in the 4th, 5th and 6th grades at the experimental
MmMMthMdemMWMthM Uni-

Ses aleo chapter 186.

(») The Northern Territory. From 1950 the Commonwsaith Office of Education opened schools
for aboriginal children living for the most part under tribal conditione often in remote areas. These
children had no knowledge of English and their teachers no knowledge of the native languages.
8ince available primers wers inadequate, the Office of Education devised and published a series
of six "Bush Book " primers and three aupplementary readers.

(b) The Territory of Papua and New Guines. Administration primary schools use English as the
medium of instruction, except sometimes in the first year or two.

(c) The Trust Territory of Nauru. English Is now taught by the audio-lingual approach from the
kindergarten leve! (p. 10).

Austria

The first foreign language (choice between English and French) is introduced in the first year of
upper primary schools and middle schools, i. e. at 10 plus (p. 12-13).

Belgium

Belgium has two national languages: Flemish and French. In Brussels and other bllingual parts
of the country the second language taught Is by law the other national language. In unilingual
parts of Flanders or Walloon Belgium, English or German may be the second language, but the
preference is nearly always given to the other national language. In Brussels and slong the lan-
guage partition line the cther national language must be taught from the third primary year up-
wards; it may be taught earlier (by royal decres). In unilingual parts, no second language is nor-
mally taught before the fifth year of primary education.

See also appendix 3.

Buigaria

Russian as the first foreign language Is taught to all Pupils from about 12 upwards, but extrs-
scholastic courses are available for younger children, i.e. (a) pre-school classes for children
age 6 (the direct method Is used and classes are held three times a week), (b) classes for school
children bstween 7-14 (lessons are two hours in length and are held three times a week for
10 months) (p. 18).

See also chapter 10.

Byelorussian 8.8.R.

In some schools Byslorussian is the language of instruction, and Russian is taught as a second
language from the second year upwards. In others, Russian is the language of instruction and
Byelorussian is taught from the third year onwards (p. 19).

1) Based on Unesco, Educetion Abstracts Voi. Xili, No. 3, 1961, and other information received. Page numbers

In brackets refer to Education Abstracts, Chapter refersnces Indicate where further detalls can be found In this
report,




Canada

In predominantly French-speaking regions, the second language (English) Is introduced st the
elementary level and remains compulsory throughout high achool. In recent years offorts have
been made In various English-speaking regions to introduce the second language (Freneh) at the
slementary level (p. 16-20).

Ceylon
A second language Is introduced as a requirement In the 4th school year. However, It can be
started earlier and some of the bigger schools In cities and towns do so. By law, English Is the
second language for thoss whose mother tongue is Sinhaiese or Tamil (p. 20).

Se also chapter 8.
Coeta Rica
No foreign language s tasught In the State primary schools (p. 20)

Denmark
English is introduced at the secondary stsge, but some experimental work to Introduce English
to younger children at the primary stage is carried out by the Institute of Educational Research.

Federal Republic of Germany and West Berlin
In primary achools a foreign language, usually English, sometimes French, as an optiona! subject
is frequently taught from about 10 or 11 upwards. In some places, e.g. Beriin and Hamburg,
a foreign language Is compulsory. Experimental work In ianguage teaching at a lower level,
from 8 or §, occurs In a few places (e. g. Kasse!).

See also chapters 14 and 18,
Finland
The Constitution of Finland guarantess equal rights to the two official languages of the country,
Finnish and Swedish. Normaily schools are one-language schools, Finnish being the language
for Finnish schools and Swedish in elementary schools for Swedish-speaking children. As all
elementary schools enjoy much freedom, many have introduced courses in the other national
language (Finnish, 8wedish) or even In a foreign language, usually English (p. 21).

France
In the elementary schools thers Is no provision for the study of a modemn foreign language, but
28 a result of local enterprise due especially to the system of “pairing” with a foreign school,
experimental and provisional courses In modem languages have been introduced In the primary
school.
The order of the 1st August, 1957, together with the Circular of the 24th May, 1958, authorized
the opening of experimental primary classes In forsign languages (p. 23).

See also chapters 13 and 18.

Hungary
At 10+ all pupils are required to take Russian three hours a week as their first foreign language.

In regions with a mixed population, or with non-Hungarian nationalities, two types of schools are
provided: (a) Primary schools in which the language of the non-Hungarian population Is used as
the language of instruction. Conversational study of Hungarian is begun in the first grade (pupils
aged 6) and Russian in the fifth grade (pupils aged 10); (b) Schools in which the language of the
non-Hungarlan population is taught as a second language concurrently with Hungarian, starting
in the 1st grade (pupils aged 6) (p. 26-27).

See also chapter 10,

India
Hindl, as the official language of the Union, and English are taught as second languages at the
sscondary stage of education, with a few exceptions in which they are taught also at the primary
level.

See also chapter 10.
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indonesia

The indonesian Nation Is based on various ethnic groupg with their own mother tongue which
constitutes their first language. The National or Indonesian lsnguage, Bahas Indonesia, is in fact
a second language for each group. It Is taught In the third year as & subject (p. 29).

Raly

No foreign languages are taught in primary schools. The following exceptions should be noted:
(a) The bilingual elementary schools in the italisn valley d'Aosta, where French Is taught;l
(b) Experimental French and English classes for children in eight elementary schools in Florenoe;
(c) The teaching of a foreign language, e. g. English, in some private achools, in one case from
5 years upwards. (Titone, ¢. p.)

larael

in Hebrew State elementary schools, the principal foreign language (English) is taught from
grade six to eight (I. e. 1112 years plus). In Arabic State schools Hebrew is begun In grade 4
(i. @. 6~10 years). In Christian private schools, Hebrew and English are taught from the third year
if not earlier (p. 20-30).

Japan

8econd language teaching (English) only from the first year of the lower secondary school
upwards (p. 30-31).

Kenya

Korea
Second language teaching is first introduced into middle and high schools (p. 31-32).

See chapter 8.

Kuwalit
English is introduced In the first class of the Intermediate stage after four years of the primary

cycle (p. 32).

Luxembourg
German Is started in the primary school, French in the third term of the second school year (p. 33).

Morocco
Since Independence, Arabic is the first language in primary schools, and French Is Introduced
as a second language from the third year onwards.

Netherlands

No general teaching of foreign languages in primary schools in the Netherlands, but experiments
have been carried out at eight elementary schools in Arnhem. For a quarter of an hour puplis in
the third year and higher (9 years and older) receive instruction in French, German, English and
Esperanto by audiolingual methods.

In the Province of Friesland, Frisian Is the language of instruction in the first and second years
of education. In the third and subsequent years, teaching Is generally In Dutch (p. 33-35).
The teaching of French to younger children for two or more years semi-privately in preparation
for admission to academic secondary school courses is fairly widespread.

See also chapters 1 and 10.
New Zealand
Optional study of another language (French) begun in general at the beginning of secondary
schooling (p. 36).

Nigeria
See chapter 8.




Norway
Foreign languages may be taught in primary schools. English has been Introduced there from
the sixth year (pupils aged 12--13) (p. 38-37).

Pakistan
English has now been accepted as a second language and, with effect from 1st July 1981, has
been introduced In the third year (p. 37).

8pain

No provision exists for the teaching of a second language In primary education. In private schools
and those directed by religious orders, the teaching of French is common often from 5 years
upwards.

8udan
Second language teaching (English) is introduced at the beginning of the second 4-year cycle of
State education (at about the age of 11 years). (p. 30-40).

8weden

English is introduced into primary schools at the beginning of the fourth echool year, if qualified
teachers are avaiiable.

Experimentally, children at 40 different schools started in 1957 with an audio-visual course named
“English without a Book”, during their first year at school at a stage when they still could not read

or write in their own language. :
See chapter 11,

8witzeriand

In German-speaking Switzerland, French is an optional subject in the primary schools of some
Cantons. In French-speaking Switzerland, German is a compulsory subject. In ltalian-speaking
schools, French is compulsory in the last three years of the primary school course (p. 41—42).

Thailand

The teaching of a second language at the primary stage is not encouraged, except where certain
languages otner than Thai are commonly used In dally life. Here English or Chinsse is sometimes
taught as a second language at the primary stage. In upper elementary classes and upper
secondary classes, English is campulsory (p. 42).

U.8.8.R.
Aussian (s taught as a second language either from the second half of the first grade, or in the
second grade (p. 42).
Foreign ianguage teaching in infants’ schools in urban areas is widespread. Experimentally for
the |ast three years, foreign language learning has been introduced in Leningrad for nursery
children: 48 groups of 15~20 children each ars now affected by this experiment.

See chapter 17,
United Arab Republic
At the primary stage children are not taught a foreign language (p. 44).

United Kingdom — England
A few primary schools offer French as a first foreign language on an experimental basis in various
parts of the country (p. 45).

See chapter 15.
United Kingdom ~ Wales
The second language, English or Waelsh, is introduced formally at about the age of 7 or 8 years
(p. 45).
Experimentally, English-speaking children have been Introduced to Welsh at the infants school

stage from 5 years upwards in some 40 schools.
See chapter 9.
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United Kingdom = Scotland

Where in Scottish Primary Schools there are Gaelic-speaking children (relatively few), English
is taught as s second language (p. 45).

United Kingdom - Northern Ireland
8ame as in England (p. 45).

USA

The Introduction of foreign language study (i. Spanish, ii. French) in many elementary schools,
most frequently in grade 3or 4, is a significant advance in recent years (p. 47-51 )

Uruguay
No foreign language is taught in primsry schools (p. 81).

Vist-Nam
No foreign langusge is taught in primary schools (p. 81).

See chapter 12.
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APPENDIX 3

Acquiring a second language in Brussels: a case-study in bilingualism
LIVIA STINS

When | was born In the mid-twenties, the population of the Brussels area amounted to some
850,000 Inhabitants, of whom 36 per cent could speak French only, 16 per cent Flemish only, and
48 per cent were bilingual—63 per cent currently using French and 37 per cent Flemish; nearly
half of the population were bilingual, while French was more commonly used as a medium of
expression. My parents were Flemish both by origin (with the exception of a Walloon mother
on my father's side) and by inclination; they knew and appreciated French, but their home
language was standard Dutch, the use of which they strongly advocated in public life and ire
education.

Unfortunately, as there was no Dutch-medium school within easy reach of our home, my pre-
primary and primary schooling took place entirely in French. This did not bewilder me in the least.
The transition to a second language, which was but one change among so many others, did not
strike me as the most significant one. In fact, | was more nonplussed by the switch to a new kind
of writing; with my parents | had learnt to read Dutch from printed books, but at school our French
primer was based on script handwriting and rather unexpectecly separated the syllables by the
same thick spaces as it did the words themsesives, so that, not knowing French, | happened to
couple in one breath syllables belonging to different words!

This difficulty was quickly overcome. | easily grew accustomed to the new medium and soon
was heading my class. Nobody ever made fun of my way of speaking. True to say, | was no
exception. The majority of my schoolmates belonged to bilingual families. Though French was
the medium of instruction, periods for Dutch were set aside in the time-table from the first grade
on'). Besides, the large snrolment made It possible to distribute the pupils between a "weak
Flemish" and a "'strong Flemish” section according to their degree of familiarity with that language
when jolning the school. Naturally, | fell within the latter group. Some pupils in my form were of
an even purer Flemish stock than | was and would use some kind of Flemish patois whenever
addressing one another, but | did not mix readily with them; they came from rural homes near
Brussels and | was feeling more akin to my urban schoolmates. | even made a point of speaking
French with my friends. The difference in social extraction therefore took the upper hand over
the language opposition.

Educators have often advanced that early bilingualism results in children distorting both com-
ponent languages through intermingling. Was | a victim to this kind of cross-fertilization? | can
only remember one instance when my father having drawn animals on a sheet of paper | mistook
the Dutch word “’haan” (cock) for its French homophone "&ne” (donkey). My father was furious
and felt all the more indignant at having to send me to a French-medium school as the latter
started spreading confusion in my mind. It is true that confusion is for the human mind a native
condition which can only be transcended through a succession of self-critical endeavours. An
infant, as he lsarns to speak, will quite normally mix genders, endings, etc. He comes to master
his own mother-tongue only through untiring self-correction. If he is learning two languages at
the same time, the resulting interferences will be but a specific illustration of this most natural
phenomenon.

When | was ten, my father thought of shifting me to a more distant, Dutch-medium school.
| regretted leaving a school and the schoolmates that were dear to my heart, and my first contact
with the new school environment was a disaster. The rule was to have newcomers tested before
they were detailed to their respective forms. Accommodation being rather scarce, we were all
confined to one small dark room and, as my previous school record absolved me from going

1) In the Brussels area, the teaching of the second national language is compulsory, 3 to 6 hours per week, as
from the third primary grade. it may be Introduced—and Is actually Introduced in several communes—at an
earller stage if permission to that effect is granted by royal order.
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through the examination, | had to sit passively and watch what the others were undergoing without
my understanding much of it since the majority of them were older and educationally more
advanced than | was. | felt so discouraged by this ordeal that my parents had to give up and
enrol me again in my former school.

The year after, the school was divided up Into two streams and, along with several of my school-
mates and even with my own schoolmistress, | pioneered In the Dutch-medium stream—which
created no problems. My lack of tolerance the previous year was not to be ascribed to the change
in languages, but rather to segregation and loneliness. If a young child feels out of place in a
foreign school, this is due to emotional factors more than to intellectual difficulties. The following
year, at the age of twelve, | joined a girls’ high school where all my secondary education was to
take place in Dutch. The adaptation was easy. The school population consisted of boarders and
day-pupils, each group standing as a clear-cut entity. The boarders were girls from the Flemish
provinces, most of them belonging to rural homes, and they had had but rare contacts with the
French language?). The day-pupils lived in Brussels and could speak both languages. Their
general outlook as well as their way of life were different. | was a day-pupil and | became more
intimate with two other day-pupils who, like myself, had graduated from a French-speaking
primary school. This common origin, | belisve, was only one component in our friendship, which
was finding a firmer ground In our affinities in character and tastes. Anyhow our earlier schooling
through a different medium did not prevent the three of us from being at the top of our class.

The school regulations made it compulsory for the puplls to speak French two days per week
during the Intervals, yet this provision was very seldom enforced as the teachers were reluctant
to cramp our leisure time that way. So most pupils usually spoke Dutch among themselves. My
two friends and | used to speak Dutch with the others, but French among ourselves, unless our
talk had & bearing on a school subject for which we did not have the specialized vocabulary in
French. Later on, without forsaking the trio, | became friends with another girl from Brussels,
who was also bilingual but wrote Flemish poetry and aspired to renovate the Flemish drama in
Brussels; with her, | would talk Dutch.

Of course, we were taught French as a second language3). German was added when | was 14,
then English when | was 15, My achievements In the German and English classes stood in contrast
with the easy manner in which | had acquired French. Despite the novelty and, at a later stage,
the professional interest which attracted me to these two languages, | cannot claim to be fluent
in them and speaking either Is like having to negotiate a succession of hurdles in a steeplechase.
The second language spontaneously acquired in my early childhood has somehow become my
second mother-tongue; the foreign languages which | learnt later on in a more academic fashion
remain outside tools. The content matter also is not the same: in the first case, one takes as
one's own whatever In the language Is Innermost, personal, original, the very essence of all the
language resources; in the other, one Just stores up the various layers of acquired knowledge
(commonplaces, set rules, stock phrases, etc.). On the one hand, one has a share in the creative
power of the language; on the other, one can but register the time-honoured practice of it.

My university studies took place at Ghent, where lectures, friends and environment were entirely
Flemish (some of my fellow-students were more familiar with German or English than with French);
then various scholarships enabled me to complete my studies in France. | really felt at home in
both places. Finally, | took up work as a librarian at Ghent University, with Dutch as the
medium of expression. | was transferred to the Royal Library in Brussels, where Dutch and French
were of nearly equal use to me. After that | was seconded to an international organization in
Paris, where | have settled down, so that nowadays | practically speak nothing but French, although
| keep on writing in both languages.

As for the books | used to read, they were equally distributed between French and Dutch until |
was admitted to university. From then on, Dutch kept losing ground; | had made up my mind to
specialize in philosophy, which | had come across through reading the Ancient Greeks, and the
extreme scarcity of Belgian literature—both in Dutch and in French—on a subject which is gener-

?) In unilingual areas, the second language may only be taught from the fifth grade onward.

J) In the Brussels area and in bilingua communes, the second language must be either Dutch or French. In
Flanders and in the Walloon country, it may also be English or German; but the second national language is
usuaily preferred.
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ally felt as too abstract by my own countrymen, compelled me to look across the border for
original reading material. Maybe this is how | have come to Join the emigrant body, a fairly com-
mon happening with Belgians, when in search of something more inspiring than the national cult
of work and comfort.

To sum up, bilingualism in the Brussels area appears like an inextricable aggregate of com-
ponents, each of which can be sensed in the city, in the homes, in the schools with varying
degrees of intensity but rarely unalloyed. The environment, the various environments carried
both languages in the bud, and | took in both without even being aware of it. Nobody around me,
it must be stressed, showed hatred or contempt for either language, so that no emotional obstacle
ever hindered my progress.

Such is not always the case in Belgium. The language problem Is often turrad into a language
squabble, for the language boundary separating the Belgians is not to be taken as a mere geogra-
phical fact; in certain cities in Flanders it also used to stand as a socia! barrier between the
French-speaking bourgeoisie and the Flemish-speaking lower classes. Economic and political
factors have thus come to blur a purely linguistic issue. In 1932, when the statutes now governing
the use of languages in public and grant-aided schools were passed, the main concern of each
community was to safeguard its own linguistic unity; so the rule came to be that the medium
of Instruction in schools should be the language spoken in the area, Dutch in Flanders and French
in the Walloon country4). In the unilingual areas, the teaching of the second language was not
to be started before the fifth primary grade and it only became compulsory in secondary schools.
Educators in those days—maybe they thought more like human beings than real scholars—gener-
ally assumed that the early acquisition of a second language was detrimental to the overall
development of the child. Nevertheless, in the Brussels area and in the bilingual communes the
pressure of circumstances has been sufficiently strong to introduce the teaching of the second
language at an earlier stage; there school-children attend either a French or a Dutch-medium
school, depending on their father's own language, and they are taught the other language from
the third primary grade onward; a special royal order can even authorize its earlier introduction
if advisable®). The statutes made provision for the establishment, in certain cities in Flanders,
of "transmutation™ primary classes with the purpose of facilitating the passage of French-
speaking children to & Dutch-medium school. In point of fact, such classes have rather contributed
to perpetuate French-medium schools in Flanders. The language bills now being discussed in
Parliament will presumably do away with them, for the present trend I8 towards re-inforcing the
exclusive use of each language within its own area.

Indeed few are the Belgians who would speak up in favour of bilingualism. One might lay down
as a law of experience that wherever two languages are being confronted, one will hold a
stronger position over the other; native speakers of this predominant language will in no way feel
it necessary to become acquainted with the other; native speakers of the underprivileged
language will fight shy of learning the other, as this would seal the doom of their own language;
bilingualism is bound to encourage individuals to slip gradually from one language system into
the other, the language eventually to supersede the other being not 8o much the one which was
acquired first as the one which has proved to be predominant. If both Dutch and French do have
an equal cultural standing in Belglum, their dissemination is not the same abroad. The expansion
of French tips the scales in its favour; hence among the Walloons a certain depreciation of Dutch,
the use of which does not seem to pay, and among the Flemish a certain resentfulness against
French, which might supplant their own language. Statistics seem to bear out this apprehension
since they show in the Brussels area an increasing use of French parallel to a growing number
of bilingual people. The law of language transfer, as formulated above, is confirmed In actual
facts. Yet, the Walloons would be mistaken to take the superiority of French as absolutely
for granted, when the standing of a language Is all but relative; if one were to use their own
yardstick of expansion, the French language might be on the wane in this world of ours.

4) For the school year 1950—60, there were 902,410 primary school pupils in Belgium, of whom 508,427 attended
Dutc;h-medium schools, 389,470 French-medium schools, and 4,503 German-medium schools (Eupen and Malmedy
area).

5) For the school year 1960—61, there were 85,907 primary school pupils in the Brussels area, of whom 66,384
attended French-medium schools, and 19,523 Dutch-medium schools.
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APPENDIX 4

Notes on documentation

The following suggestions were sent with the working paper to participants at the Hamburg
conference and numerous other persons interested in the problem of language learning at the
primary stage.

Participants to be invited to the conference in Hamburg are asked to send in, by 1st March, in

preparation of the meeting, a paper or detailed memorandum on the subject to be discussed.

For topics see below. As it will be possible to invite only a small humber of experts, it is hoped

to make available the experience of other consultants by written reports. It is planned that the

documentation, wholly or in parts, will form the basis of a later publication.

Of partioular importance as evidence to be considered are reports on:

Experiences and experiments in the teaching of foreign or second languages at the primary

stage of education, with special emphasis on the younger age groups.

(For detailed suggestions see NOTES below)

Further reports on the following subjects will also be Invited:

1. An assessment of arguments for early learning of a foreign language based on neuro-physio-
logical evidence.

2. Consideration of the evidence of bliingualism. (How far do studies of bilingualism lend support
to the view that an early start is desirable?)

3. Age, aptitude and other psychological factors in foreign language learning.

4. The teaching of a foreign language in relation to the problems, curriculum and methods of

primary education.

Suggestions for other topics will be gladly considered.

Participants or consultants contributing papers and memoranda on the above topics are asked

to include in their report:

(a) a statement of problsms needing further investigation;

(b) a list of persons and institutions interested and experienced in the teaching of foreign or
second languages at the primary stage (giving details and including full addresses as well as
indicating particular interests or competence);

(c) a bibliography listing references, preferably with comments, to relevant published and un-
published studies.

Offprints, copies of books and pamphlets as well as syllabuses and illustrative teaching matter

(textbooks, examination papers, children’s work, tape-recordings, etc.) would also be welcome.

NOTES for reports on:

Experiences and experiments in the teaching of foreign or second languages at the primary ‘
stage of education, with special emphasis on the younger age groups. I

If your report deals with this subject it would be appreciated If you kept in mind the following
points and followed, as far as possible, the suggested plan and numbering.

1. Relevant linguistic, educational, soclo-political and economic background factors of the com-
munities to which this report refers, including: Recognized need for foreign language knowledge;
socio-political and economic motives. Relevant aspects of school structure (especially defining the
meaning of the term primary school or its equivalent, as it Is understood inthe country concerned).
Position of foreign languages in the educational system (normal starting age, languages normally
taught, selection of pupils, if any).

2. Some facts on language teaching at the primary stage of education in the country concerned.
History of the practice or experiment. Is an ‘early start’ common or frequent p:zctice, or a limited
experiment? Give details: starting age of children and school year; length (in years) of foreign/
second language courses; hours per week for such language work. Which language(s) is/are




taught at the primary level? Teachers native speskers? Specialists? What tralning for language
teachers at this level?
(Please note that Informstion under this heading should refer specifically to the teaching and
learning of a foreign langusge In the primary school.)
3. Arguments and reasons for (or against) an early start In language teaching In the communities
to which the report refers. Why was the practice Introduced or experiment carried out? What
Opposition Is/wag there to the practice? Official support? individual enthuslasm?
4. Describe In as much detail as possible the aims, method and content of foreign language work
in the primary years. (Piesse indicate grade and average age to which items of information refer.)
Include under this heading an outline of typical lessons or work: one of the first lessons; a lesson
after six months; a lesson in the second year. Describe teaching methods and materials, use of
textbooks, audio-visual alds, etc.
8. Evaluation of results. How have reauits been assessed? What are estimated merits of an early
start? Any negative outcome?

PRSI I g T et L % L et oo




— e L

BIBLIOGRAPHY

l. Bibliographical Index')

of titles referred to in the text of this report. Figures in square brackets indicate pages on which
the reference In the text occurs.

Adame, A. E., Notes on Modern Languages in the Primary Scheel in England In relstisn te the General Primary
Scheel Currisulum. Conference peper. [51-83]

Alkenis, Nancy V., and Brephy, Mery A., A Survey of FLES Practices. New York: Modern Language Association of
America 1981, [44]

Andersson, Theodore, The Teashing of Foreign Languages in the Elementary Seheol. Boston: Heath & Co, 1963,
[44] ‘

Anderssen, Theodore, **Modern Languege Teeching In Primery Schools', Unesco 1868, [12]

Anderssen, Theodors, '‘The Optimum Age for Beginning the Study of Modern Lengueges''. International Review
of Edueation vol. 8, 1800, no. 3. pp. 208~308. [24, 47)

Anderssen, Tieodore, ''After FLES ~ What?"' The Educational Forum, November 1881, [47]

Anderssen, Theodore, Netes on the Teeching of Modern Forsign Languages In the Elementary 8chools of the
United States of America. Conference paper. [44-47]

Berke, Jeen, end Brown, Roger. ''Psycholinguistic reseerch methode'’. pp. 517-557 in Mussen, Paul H. (Ed.).
Handhook of research methode in child development. New York: John Wiley end Sons, Inc., 1860. [77]

Bewer, U. end Spangenberg, K..The German-American Cemmunity School. Conference peper. [80-81]

Birkmaler, E. M., end others, Materials for Teaching German In the Elementary School. Webesh College. Craw-
fordevllle, Indiena, 1955, [06]

Birkmaler, E. M., "Modern Lengueges in the Elementary School Curriculum’. Encyciopedia of Educational
Resoarch, 3rd edition, New York: Macmillen 1980, [44]

Bradiey, P., The Teaching of English ae a second language in primary schools In Western Reglon, Nigeria. Con-
ference paper. [13, 31]

Breunlg, Merjorle, Ferelgn Languages In the Elementary 8choole of the United States. New York: Modern
Languege Associetion of Americe 1081, [44)

Carroll, John B., The Study of Language. Cambridge: Harverd Univ. Press, 1955, [72]

Carroll, John B., "Languege development'. pp. 744-752 In Harrle, Chester W. (Ed.) Encyclopedia of Educationel
Research. New York: Mecmilien Co., 1980 (). [21, 77]

Carrell, John B., ''Wented: A Reseerch Besie for Educetionel Policy on Foreign Lenguege Teeching''. Harvard
Educational Review. Vo!. 30, no. 2., pp. 128-140, 1680 (b). [25, 47, 72)

Carroll, John B., 'Foreign Lengueges for Children: Whet Reseerch Says'. The National Elementary Principel,
pp. 12-15, Mey 1980 (c). [25, 47, 72]

Carroll, John B., Research on Tsaching Foreign Languages. Ann Arbor: Unlversity of Michigan 1981 (published
in Carroll, 1983, below). [17]

Carroll, lohn B., ''The prediction of success In Intensive forelgn languege treining’’. pp. 87-138 In Gleser,
Robert (Ed.) Tralning research end education. Pittaburgh, Pe.: Univ. of Pittsburg Prese, 1962. [78]

Carroll, John B., "Reseerch on tesching forelgn lengueges’’. Chep. 21, in Gege, N.L. (Ed.) Handbook of Ressarch
on Teaching. Chicago: Rand McNelly Co., 1963 [17]

Carroll, John B. end Sapon, S. M., Modern Language Aptitude Test (MLAT). New York: Psychological Corporetion
1968, (25, 78)
Catford, J. C., The Teaching of English. Studies in Communlication, No. 3, London: Secker and Werburg 1969, [9]

Central Advisory Councll for Education In Weles, The Place of Welsh and English in the 8chools of Wales.
London: H.M.S8.0. 1953. [38]

Chari, A., 8econd Language Teaching In India. Conference paper. [36-40]

Cohen, G. and Aronson, R., A Survey of the Teaching of English In Elementary and 8soondary 8chools. Under
the direction of G. Orter. General discussion of findings. A preliminery report. Submitted to the Annue!
Conference of Secondary School English Teachers heid by the School of Education, the Hebrew University,
Jeruselem, 1961, [43]

1) See elso the list of teacher's guides, textbooke and teaching aids end meteriels in chapter 19 above, pp. 88-70.




Cohen, R. C., English-French Bliinguallsm at the Eocele Active Bilingue « Eoels Internationsle de Parls.
Conference psper. [49, 57-58)

De Barvie, Foreign Languages for Yeung Children in Argentina. Conference paper. [54]

"Der Fremdsprechenunterricht Im Kindergarten und in Kursen f0r Kinder'' (Bulgarien). Verglsishende Phdegegik.
Vol. 1, 1961, Hett 1. [38]

Deyé, P., "Sprachunterricht for sile?" Die Deutsche Schuie vol. 54, no. 7/8 (lul./Aug. 1962), pp. 3B4-378. [50]
Dunkel, Hsrold B., Second-language leerning, Boston: Ginn & Co., 1948, [72]

Dunkel, Hsrold B. and Plilet, Roger, ""The French Progrsm In the Univeraity of Chicago Elementsry School".
Elementary Schoo! Journal, vol. 87, pp. 17-27, October 1988, [48]

Dunksl, Harold B. end Piliet, Roger, A Second Yesr of French In Elementary School"’. Elomentary Sehesl
Journal, vol. 58, pp. 143-151, December 1967. [46]

Dunkei, Harold B. and Piljet, Roger, "'A Third Year of French In Elementsry School*'. Elomentary Seheel Journal,
vol. 50, pp. 264~8, Februsry 1980. [48]

Dunkel, Hsrold B. and Plliet, Roger, French In the Elementary Sehee!: Five Yeors' Experience. Chlcage: Unlver.
sity of Chicsgo Press 1962. [48, 47, 79]

Ellert, Ernest E. end Ellert, Lois V., German fer Elementary Scheol Children: A Teacher's Menua!l. Rev. ed.
Holland, Mich.: Hope College 1959 [09)

Elllson, Fred, Fieres, Joseph snd Johnson, Cherlss, The University of lliinols Exporiment in FLES, A Progross
Report. Urbane: University of lilinois, November 1900 (mimeogrsphed.) [48)

Ervin, Susen, and Miiler, Wick, R., "'Language development™, Chapter IIl in the €2nd Yearbroek, Natiena! Seciety
for the Study of Education. Chicsgo: Unlv. of Chicago Press, 1983, [21, 77]

Féraud, P., Enseignement des langues vivantes dans les Ecoles Primalres de la ville de Paris ot du Départoment
de 2 Seine. Conference paper. [48]

Féraud, P., «L'enseignement des langues vivantes dsns Iss classes Primairess. Les Amis de Sévres. No. spécial
sur 'enseignement des lengues, no. 41, 1961, pp. 17-22. [48)

Gardner, R, C., and Lambert, W. E., ""Motivetional varisbles In second-lsngusge acquisition”. Canadian Journa)
of Psychology, 1966, vol. 13, pp. 288-272. [28, 74)

Garry, Rslph and Maurielie, Edna, Summary of Research on “Pacions Frangsie". First Year Program. Masse-
chusetts Concl| for Public Schools, Modern Language Project, 1960. (mimeogrsphed.)-[48]

Garry, Relph snd Msuriello, Edns, Summary of Resesrch on ““Parions Frangals”, Year Two. Messachusetts Councll
for Public Schools, Modern Lsngusge Project, 1982, (mimeogrephed.) [46]

Gauvenat, Hélane ot Ferenczl, Victor, Le Francals par I'audio-visuel. Méthodes d'enseignement audlovisusl dy
frangsis destinées aux adultes et sux enfsnts, Paris 1961, (pamphlet.) [48]

Gelgle, Rsiph C., "Forelgn Lsngusge snd Basic Learnings™. Elementary Sohool lournal, Vol. 57, p. 418, May
1967, [47]
Gesell, A. and lig, F. L., The Child from B-10. New York: Harper 1948, [22]

Gineste, R., La pratique de 'enselignement d'une lsngue vivante eurcpéenne au premlier stade d'éducation et
perticullérement pour lee groupes d'dge ies plus Jeunes, dans les états africalne ot malgache d’expression
frangsise. Conference psper. [31, 32]

Ginsberg, V. S., “An Experiment In Tesching Pre-School Children a Forsign Lsnguags™, Soviet Education Re-
Prints. Sovetsksls Pedsgogika 1980, no. 5. [55-88)

Gless, Psul, Experimental Neurology. Oxford: Clerenden Press 1081 [27]

Goroech, M., Preliminary Report on English without a Book. Stockholm: University of Stockholm Instituts of
Phonetics 1962, (mimeogrsphed.) [41-43)

Harding, D. H., Forelgn Language Teaching In Primary 8chools In Leeds, 1982, Conference paper, [52-53)

Hebb, D. O., The Organization of Behavior: a neuro-psychologloal theory. New York: Wiley: London: Chapman
and Hsll 1949, [27]

Hebb, D. 0., A Texthook of Psychology. Philadelphis, London: Saunders 1958, [27]

Henmon, V.A.C., "Recent developments In the construction, evalustion, snd use of tests: In the modern foreign
lsngusges'’. In Colemsn, A. (Ed.). Experiments snd studles in modern forélgn language teaching. Chlcsgo:
University of Chicsgo Press 1934, PP. 191218, [11]

frwin, Orvis C., "Lsnguage and communicstion™. Pp. 487-818 in Mussen, Paul H. (Ed.) Handbook er Researsh
Methods in Child Development. New York: John Wiley and Sona, Ino., 1800. {77]

Istvén, La situation et les problémes de I'enseignement des languee vivantes aux enfants de 8 4 10 ane en
Hongrie, Conference paper. [38-39]

Jehnoon, Charles E., Flores, Joseph 8. and Ellison, Fred P., '‘The Effect of Foreign Language Instruction on
Baslo Learning In Elementary Sohools". Modern Forsign Language lournai, Vol. 45 no. 5, May 1961, [48)




Johneen, C. E, Fieres, .. 8., Ellisen, F. P. snd Risetra M. A., Preliminsry Report lil: ""A eummary of the major
findings et the close of the third yesr of the Study of the Development of Methods end Msteriels to Facilitate
Forelgn Languege Instruction In Elementsry Schools. Urbana, IIl.: University of lllinols 1982. (mimeo-
graphed.) [48]

Jomas, W, R., "Attitude towards Welsh ss s second languags. A preliminary Investigation”. Beitish Journal of
Educationa! Peychology, 1049, vol. 19, pp. 44-52. [28]

Jones, W. R., "'Attitude towsrds Welsh es s second lsngusge. A further Inveetigstion', Writish Journal of Edues-
tional Psychology. vol. 20, 1960, pp. 117-132. [26]

Keoess, Elizebeth, References on Foreign Languages In the Elementary Sehool. Washington: U.8. Offios of
Educstion 1960a (circulsr no. 465, revised). [44, 00]

Keeses, Elizebeth, Modern Forsign Languages in the Elementary Schoel. Teashing Teshniques. Washington:
Office of Educstion 1960b. [80]
Kellermann, M., Report on the Tsibet Rosd, Leeds, Experiment, 1981. Conference psper. [52-57]

Lambert, Wallsce E., Psychological Approaches to the Study of Language. Working psper for s Seminsr on
Langusge Tescher Trsining, inltisted by the Department of Romsnce Langusges and Litersture of the Unl-
versity of Washington, Summer 1962. (mimeogrsphed.) [18, 19, 20, 26]

Lambert, Wailsce E., Gerdner, Robert C. and Olton, Robert. A Study of the Roles of Attitudes snd Motivation
In Second Language Learning. Finsl Technical Report, November 25, 1961. (mimeogrephed.) [20]

Lambert, W. E., Havelka, )., snd Crosby, C. ‘'The Inftuence of lsngusge-acqulsition contexts on bilingusiiem™.
Journal of sbnormal social Psychology, 1958, vol. 88, pp. 239-244. [75]

Léandri, F. and Féraud, P., «<Les lsngues dtrengéres & I'école maternelies. L'Ecole Matsrnelle Francsise, March
1082, no. 6. [49]

Leopold, Werner F., Speech development of a bilingus! child. 4 vols. Evanston, lil.: Northwestern Univ. Press
1996--1960. [89]

Ludovicy, E., Les Ecoles internationales (Les Ecoles Européennes). Vienns Conference, FIVSP, 1962, [56-00]
Levenson, S., “The Current Ststus of FLES Tesching In the U.S.” Phl Deita Kappa, March 1981, 205-208. [44]

Malandain, C., Recherche sur Is compréhension du film fixe par les enfants de 8 & 12 ans. Enqudte résllisée per
le Service d’Etudes Psycho-Pédsgogiques su Centre de Recherches ot d'Etudes pour Ia Diffuslon du Francsis.
{mimeogrsphed.) [48]

McCarthy, Dorothy. *'Lengusge Development In Children”. Msnual of Child Psychology. Ed. L. Csrmichsel.
New York: Wiley 1954 (2nd ed.) p. 404. [21]

Mildenberger, K. W., ""Recent Developments in Forelgn Language Tesching In American Schools snd Colleges''.
international Review of Education, vol. 7, 1962, no. 4, pp. 402-411. [12]

Milner, P. M., Book review of 8peech and Braln Mechanlsms by W. Penfield and L. Roberts. Canadlan Journal
of Peychology, vol. 14, pp. 140-143, 1960, [27]

Ministry of Education, Pemphlet No. 28: Medern Langusges. London: H. M. Stat. Office 1958. 51]

Minlstry of Education, Suggestions for the consideration of teschers and others concerned with the work of the
primary schools. London: H. M. Stet. Office 1950. [51]

Modern Language Assoclation of America, FL Bulletin 48: Childhood and Second Language Learning. New York:
Modern Langusge Association of Americs 1958, (re-lssued 1961.) [12, 22]

Modern Lenguage Assoclstion of America, Reports of Surveys snd Studies In the Teaching of Modern Foreign
Languages. 19501961, New York 1981, [79]

Nostrand, Howard Lee snd others. Research on lsnguage teaching: an annotated International bibliography for
19451981, Seattle: Unlv. of Washington Press, 1962. [72]

Nuffield Foundation, Leeds Language Teaching Conference. Conference psper. [52]

O’Doherty, E. F., The evidence of bilingualism and the problem of an early start in learning a forsign language,
Conference psper. [17, 18, 20]

Olimann, M. J. (edit.), MLA Selective List of Materials for use by Teschers of Modern Foreign Langusges In
Eiementsry snd Secondsry Schools. (Lsngusges trested include French, Germsn, Itslisn, Modern Hebrew,
Norweglsn, Polish, Portuguess, Russisn, Spsnish, Swedish.) 1962. [68]

Orata, Pedro T., “'The liollo experiment in education through the vernaculsr", Pp. 123-131 In Unesco, 1963, [78]

Parker, Willlsm, The National Intsrest and Foreign Languages. 3rd ed., rev. Washington, D. C.: Superintendent
of Documents, Governement Printing Office 1962. [45]

Peal, E. and Lambert, W. E., “'The relstion of bilingusiism to intelligence". Psychologlcal Monographs 1982, [28]

Penfield, W. G., "'A Considerstion of Neurophysiological Mechanisms of Speech and Some Educstionsl Conse-
quences’’, Proceedings of the American Academy of Arts and Sclences, Vol. 82, no. 5., Feb. 1953, pp. 199-214.

012, 271
90

Y T e L T T U AT A W s S b D S 08 TR 5




huloo:.’w. G. snd Reberts, L.. Speech and Broin-Moshanioms. Princeton: University Press 1889, Londen:
P (27]

Perres, Q. E.. "Tralning and Reseerch in English Teaching: The Work of the Speclal Centrs In Nairob)™. Overaee
Kdusstion [31]
Vol. XXXI, Pert 1, No. 2, July 1989, pp. 80-857;
Vol. XXXI, Pert 2, No. 8, Oct. 1989, pp. 128~133;
Vel. O, Part 8, No. 4, Jen. 1880, pp. 156-108.

Porren, G. E.. Tesching English as a Secend Language to Younger Children In Africa. Confsrencs paper.
(16, 28, 32}

«Pflege der fremden Sprachen°. Blidungsplan fir die Beriiner Grundsehule. Berlin: Senator fOr Volkebildung
(Emtwurf 1062). [80]

Prater, Clifford H., Jr. Language teaching in the Philippines. U.S. Educaetional Foundstion in the Philippines 1980.
(7s}

Prelssier, G.. Borioht des Arbeltskroises 10r Versuehe deos Englisshunierricites an aligemeinbildenden Sehulen
vem 3. bis 8. Schuljahr. Conference paper. [50]

Rahmanl, A., L'Enceignement triliingue dans los dosios de I'A.LU. Confsrsncs paper. [87]

Reusek, J. S.. ""Some Educations! Problems of Childrsn from Immigrant, Refuges snd Migrant Femiligs in
U.8.A."", internationsl Review of Edusstion, vo!. 8, 1962, no. 2, pp. 225-2%8. [14]

Rubia, Joan, *'Bilingualism in Parsguay™'. Anthrepeiegien! Linguistics, 1082, vol, 4, pp. 82-58. [74)

Sehmeider, H. R., ,Der Fremdsprachenunterricht in der Berlinsr Grundschule”. Berliner Lehrerzaltung, nr. 2,
Ig. 11, 31. Jen. 1967, pp. 26-28. [50]

Siedd, ).. Repert on the Conference of Teashers of English heid at the University of Ceylon, Peradeniya, 1980.
(mimeographed.) [31]

Storn, H. H., Foreign Langueges In Primary Edusation In England. Conference paper. [51-83]

Stijns, L.. Asquiring ¢ secend language in Brussels: a sase-atudy In bilingualism. Conference paper. [31, Appen-
dix 8]

Tollard, G., L'expérience de I'éscie SHAPE on Franee. Conferencs paper. [56)
Tayler, G.. "'La Langue Vivante in Leeds". Education, 5th January 1962. [52)

Thene, R., "Dilficuities on the part of Italian younger adolescents In the perception of some phonological festures
of the English and French languages'". Orientamenti Pedagogici, 1961, vol. 8, pp. 884-718. [81]

Thene, R., Netes on teaching fereign languages In junier schools In Raly. Conference paper (paper 1.) [31]

Thone, R.. Age aptitude and ether peychological facters In the forsign language learning of chlldren below
sleven yoars. Confsrence peper (paper 2.) [17]

Tomb, ). W., "On the Intuitive Capacity of Children to Understand Spoken Languege’. British Journal of Psy.
shelogy, vol. 8, pp. 53-5, 1828 [17]

Uneseo, The Teashing of Medern Languages. A volume of studiss deriving from the International Seminar
organized by the Secreteriat of Unesco at Nuwara Ellya, Ceylon, in August 1953. Volume X of series
**Problems in Education’. Parls: Unesco 195S. [12)

L'enseignement des fangues vivantes. Recueil d'études rédigées & I'occesion du stsge International organisé
par I'Unesco & Nuwara Eilya (Ceylsn) en ao0t 1963. Parls: Unesco 1955,

Uneeso, The Use of Vernacular Languages In Education. Monogrephs on Fundamental Education Vill: Unesoo,
Paris 1983. [14)
L'omplel des langues vernaculaires dans I"onssignement. Parls: Unesco 1953.

Unesoe, World Survey of Education Il Primary Education. Paris: Unesco 1968 [7)

Uneses, Education Abstrasts, vol. 13, no. 3. 1981. ''Second Langusge Teaching in Primary snd Seconds’y
8chools™. [Appendix 2]

}
Unssee, The Teashing of Fersign Languages in the Current Programme of Unesco 1961-82. Confersnoe paper [7-8] (
"
1

van Willigen, D. M., Notes en the study of fersign languages In the primary school in the Netherlands. Conference
paper. [11, 41]

Wall, W. D., Education and Menta] Health. London, etc.: Unesco/Harrap 1965 [12]
Wililame, J. L., Notes on early second language teaching In Wales. Conference paper. [36-30)

Wililame, ). L., Monogiot or Bilinguai? Ineugural Lecture deliversd in the Examination Hall of the University
College of Wales, Absrystwyth, 31 st January 1962, (mimeogrephed.) (13, 1718, 20]




T TR TR TR T

OO S BT L U MY M R Sl T e g

il. Additiona!l references

Anderseen, Theodors, “'The Teaching of Foreign Lenguege in the Elementary Schoole: issues snd Implicetions™.
Rduestion, Vol. 78 (April) 1888, pp. 490-407.

Anderesen, Theodors, "Too Young to Lesrn s Foreign Lu?gum?" Unesee Courler, no. 1, 1984.

Axsired, ). ond Bigelew, D. N., Resourses for Langusge and Area Studies. Washington D.C.: American Council
on Educstion 1962,

Angieliile, Paui, "'French for the Feebie-Minded: An Experiment'’. Medern Language Journsl, vo!. 28, pp. 208-71,
Apell 1942,

Birkmaler, Emma Morls, “‘Should Young Children Lesrn o Foreign Lenguage?’ Family Cirsle Megazine, Februsry
1908,

Beves, Arthur and Preehlish, Gustav, “‘Some Obssrvstions on the Relationship Betwsen Ments! Abllity and
Achievement in French™'. Medern Language Jeurnal, vol. 30, pp. 333-8, October 1948,

Bewen, J. Doneid, Teachers’ Guide fer English In Grade 1. Pssey City, Philippines: Philippine Center for
Langusge Study.

Breoks, Nelson, Language and Langusge Laarning: Theery and Practios. New York: Harcourt 1900,

Bwdboum, Edith. “'The Role of 8 Second Language in the Formation of the Ego and Superego’’. Paysheanaiytic
Quarterly, vol. 18, pp. 27980, 1048.

Carrell, John B., “A Fector Analysie of Two Forsign Langusge Aptitude Batteries”. The lowrnal of General
Peychelegy, Vol. 50 pp. 3-19, July 196¢.

Carten, Asron S0ee, ""Probieme of Resesrch on Elementery School Forsign Languege Instruction’. The Jeurnal
of Educational Seclelegy. Vol. M, 1881, no. § pp. 3M6-371.

Clstjakev, V. M. Osnevy metedikl ruaskege jaxyka v nerusskih skelsh. Posobie dije ucitsis), Izdanie 4-a, lopr.,
Moskve: Ucpedgiz 1968, 484 p. Principles of the maethod of tesching Russisn In non-Russisn sohools. A
handbook for teechers.

Dawsen, Mildred A., Language Teaching in Gradee 1 and 2. New York: Book Compeny 1967.

De Saweé, Emiie B., ““Continulty and Articulstion In the Study of Foreign Language between Elerientery ond
Senior High School*". Freneh Review, Mey 1985,

The Deveiopment and Evaiuation of an Elementary Schoel Forelgn Languages Teaching Technique for Use by
Teachers with inadequats Knewiedge of the Language Taught. Final Report. New York: Horece Gresley High
Sahoo! Cheppeque 1981,

Dissertacil po germensko] | momanskoj fllologll | metodike prepodevavnvije Inostrannyh jazykov, ze0cleconnye
v 1958-1800 g. Inostrannye jaxykl v skole, N 3, 1661,
Theses on Germenic end Romance philology snd the methodology of foreign languege teaching, aubmitted
between 1968 and 1960.

Dwitriev, N. K., Clstjakov, V. M., Bakeeva, N. Z., Ocerki po metodike prepodavanija russkogo | rodnogo jazykov
v tatarsko] skole. Moskve: Ucpedgiz, 1662, 248 p.
A study of the method of teaching Ruesien snd the mother tongue in Terter echoole.

Dotirens, Robert, Programmes et Flane d'études dana I'enseignement primaire. Unesco 1961,
Ellert, Ernest, *'Germen In the Elementery Schools'’. German Quarterly, Vol. 31-32, pp. 42-47, lanuery 1968.

Etnire, Elizebeth, *‘Five Yeers of Spanish In the Elementery Schools. Modern Langusge Journal, Vol. 42,
pp. $40-351, 1968.

Frazier, Alexender, ‘"How Concerned Are We About Forsign Lenguege In the Elementary Schoal?'' Educational
Research Bulletin, Vol. 49, pp. 80-02, April 1961,

"Fultin, Rende J., The Place of Foreign Languages In the Elsmentary School. A report prepered for the Buresu of

Curriculum Resesrch. New York: Boerd of Educetion, 1954,

Grinder, R. E., Otomo, A., end Toyota, W., Comparisons Between 2nd, 3rd, end 4th Grade Children In the Audio-
lingual Learning of Jepanese as a Second Language, Honolulu: Dept. of Psychoiogy, University of Hewsii 1981,

Harter, Hugh A., end Allen, Rupert Jr., A First Spanish Handbook for Teachers in Elementary Schools. Pittsburgh:
Unliversity of Pittsburgh Press 1961.

Haugen, Einar, Bilingualism In the Americas: A Blbliography and Resserch Guide. Americen Dielect Soclety,
Publicetion no. 28. Tusceloose: University of Alsbeme Prese 1968.

Heggen, W. Gregor, ‘German In the Third end Fourth Grede''. German Quarterly, Vol. 31, Pp. 206-303,
November 1988,

Hobbs, Nicholas, “'Child Development and Language Learning'’. School and Society, vol, 78 1963, no. 2012,
pp. 17-21.

Hodgson, F. M., “An Experiment in Language Learning’’. Modern Language Journsl, Vol. 38, pp. 107-110,
September 1987,

101

CHanle e T - - R . Lol ST e T pe AN -PRE A P S R




Jusiman, Joseph, Ness Mertin, *'The High School Achlevement of Puplis Who Were snd Were Not Introduced to &
Forsign Languege in Elementary Schools'. Medern Languege Jewrnal, Vol. 40, pp. 1203, March 1088.

Kaha, Lother, "'Teaching Germen In the €lementsry School: A 8hort Triel Course’’.Germen Guarterty, Voi. 2,
pp. 25-8, January 1956,

Karn, Edith, ""FLES Testing'’. Frensh Revicw, Vol. 33, pp. 45-82, October 1868.

Kirsh, Max, ""At Whet Age Elementary School Languege Teaching?'' Medera Language Jeurnel, Vol. 40, pp. 388-400,
November 1058,

Kolbort, Jock, end Gelby, Harry, A First Frensch Handbeok for Teashers In Elementary Seheels. Pittsburgh:
University of Pittsburgh Press 1958.

Kelbert, Jack, and Geldby, Harry, A Sesond Hahdbeok for Toashers in Elomentary Seheels. Pittsburgh: University
of Pittsburgh Press 1960.

Keljadenkev, M. N., Ruesk!] jazyk v merdewsks] skele, Saranek 1960. 138 p. Ruseian in Mordovien schools.

Leepeid, W. F., A Chiid's Learning of Two Languagee'’. Gesrgetewn University Mensgraph Series on Languages
and Linguisties, No. 7, Sept., 1964.

Lowmbhert, Philip, "'Should Psrents Study Languages Too?' Elementary Sehesl Jeurmal, Vol. €0, pp. 124-127,
Deocember 1958,

Leeking Ahead In Fereign Langusges. A report of the Production seminar and oonferencs on the Improvement of
foreign lenguege education in the elementary echool. Janusry 11-18, 1960, Secremento: California State
Department of Education 1981,

Loucks, Robert E., ''Teeching Spenish Through Games In the Elementary Schools: An Experimental Study'.
Hiepanls, Vol. 42, pp. 248-7, Mey 1368,

Slster Mary Madeleine 88ND, ''A Demonstration Unit for FLES'. French Review, Vol. 31, pp. 53~42, May 1688,

Miel, Alice, "Does Forsign Language Belong In Elementary School?”’ Teacher's College Record, Vol. 88,
Pp. 130-48, 1664,

Miroljubev, A. A. pod redekcle], O prepedavanil inestrannyh hazykov v voe'miletne] skole. Moakva: Akad. ped.
nauk RSFSR, 1960. The teeching of foreign languages in the eight-year achool.

Medern Fereign Language Teaching in the Elementary Grades. A Fessiblilty Study. Prepared for The Schoo! Boards
of Union County by the Educetional Service Bureeu, Temple Univeraity, 1862,

Medern Langusge Association of Amaerica, ''FL Program Policy'’. PMLA, Part I, September 1988,

Modern Language Associstion of America, Forelgn Languages In the Elementary 8chool: A Second Statement of
Pelicy. New York 1061,

Modern Language Asscciation of America, The Linguistic Reporter. Published bi-monthly by the MLA's Center
for Applied Lingulatics, 1785 Massachusetta Ave. N.W., Washington 8, D.C. (Containa news on the epplications
of linguistice to languege teaching and to the teeching of English es a foreign language).

Ohannessian, S., Interim Bikiiography on the Teaching of English to Speakers of Other Languages. Waahington,
D.C.: Center for Applled Linguistics of the Modern Language Association of America, 1960,

Peters, Harold C., '‘The Prediction of Suocess and Fallure In Elementary Foreign Language Courses’. Journal of
Applisd Psychology, Vol. 37, pp. 178-181, 1953,

Politzer, Robert, *'Student Motivation and Intereat in Elementary Language Courees'’. Language Learning, Vol. B,
pp. 16~22.

Ponterotte, italo L., A Guide for Teachers of Rallan in the Elementary Schools. New York: Vannl 1959.

The Presentation of Welsh as a 8econd Language. Some Suggestions. Aberystwyth: Facuity of Education,
University College of Wales, Pamphiet No. 8 1961,

Price, Blanche, "Memoriea of French In Elementary School’’. French Review, Vol. 29, pp. 245-9, January 1958,

Purceladze, S. D., Osnovy metodiki prepodavanija rusakogo Jazyka v gruzinsko] asmiletne] skole (v 3 tomah, t. I).
Thbilfei: Codna 1980, 422 p. Principles of the method of teaching Ruasian In seven-yesr Georgian achools.

Richards, S. Earle, and Appel, Joan E., *‘The Effects of Wriiten Words In Beginning Spanish’’. Modern Language
Journal, Vol. 40, pp. 129~133, March 1958,

8mith, Madorsh E., "'A Study of Five Bilingual Children from the Same Family'. Child Development, Vo!. 2,
pp. 184~7, September 1831,

Smith, Madoreh E., "'A Study of Language Development In Bilingual Chiidren in Hewail'’. Psychological Bulletin,
Vol. X, pp. 8823, 1833,

Snyder, C. W., "Experiment In Teaching Ruasien In Grade 3". 8clenocs and Soclety, Vol. 83, pp. 353-354, 1958,

Some Solutions to Problems Related to the Teaching of Forelgn Languages in Elementary 8ochoola. New York:
Metropolitan School Study Council 1968.

Sovetkin, S. S., Clatjakov, V. M., pod redakcie], Mstodika obuceni]a russkomu jazyku v nacal'noj nerussko] skole.
Ucebnoe posobie dija neo. peduciliac, Moskva, Ucpedgiz, 1900. 188 p. The method of teaching Russian In
non-Rusaian primary schoola. A textbook for uae in teacher training for teachers In non-Rusaian schools.

v sy s




8tijne, L., "'Lo Bilingulsme: Privildége ou servitude''. Education, no. 72, Nov. 1961. Pp. 83-85.

Swreuse, Adeline K., "The Place of Forelgn Language Study In the Elementary Curriculum'’, Education, Vol. 78,
pp. 513-520, 1955,

"Teaching o Second Lenguage In the Elementary School'’. Shane, Harold, Reddin, Mary E., and Glilesple,
Margeret C., Beginning Language Arts instruction with Children. Columbus: Merrlil 1951,

Talllion, Frére Léopoid, Le bilinguleme en éducation. L'Ecole de Languea Vivantes de I'Université Saint-Joseph
Moncton N-B, 1981,

Thempeon, Elizabeth, and Hamalalnen, Arthur, Forelgn Language Teaching In Elementary Schools. Washington:
Assoclation for Supervision and Curriculum Development, 1958,

Tysom, Invernia M., "'Foreign Languages and the Elementary School'’. Educational Forum, Vol. 25, pp. 200-212,
January 1981,

103




