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Dedico este libro a mi madre,
mi esposa, mis hijas y mis hijos.
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Every teacher knows that his pupils need
intellectual stimulation, and that their
emotional life also needs nourishment;

that in some shadowy region between these
two, there is an imagination which draws

on both the cognitive arid affective aspects
of the psyche; and that ultimately this
imagination is the true powerhouse of the
mind-body complexes of thoughts and feelings
that sit in desks in front of him (UNESCO,
1972). |
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PREFACE

Th'.s monograph has been prepared to provide information in the area
of first and second language acquisition and bilingualism. It has been
assembled with the hope that it will provide up-to-date factual informa-
tion for administrators, teaching staff, parents, students, and others
concerned with this fascinating subject.

The readers are encouraged to consider this report as a tele-
graphic account of what is current in research and development in the
area of language learning. It is also the hope of the author that those
interested will expand their understanding of the subject by investigating
the original sources of information.

Better informed educators will bring about improved educational
practices, which should have an impact on the affective and cognitive
growth of children,

R. Cornejo

Culver City, March 1974
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INTRODUGTION

Language 1s a potent force for national
unity; for it is the reservoir of the
traditions, the ideals, the common
sufferings, and the proud achievements
in the history of a peoplej it preserves
that body of sentiments with which the
members of a national group identify
themselves and hence constitute a

group separate from others. It has been
the policy of conquering nations to
suppress the language of the conquered
national groups, and it has been the
practice of the latter to resist vehe-
mently such a suppression which would
have)led to assimilation (Seth Arsenian,
1945).

First and second language acquisition are two factors of human
affective and cognitive growth which have intrigued and fascinated
scholars and researchers through the centuries., The revival of the study
of vernaculars and the emergence of the new concept of cultural pluralism
have brought about a new awareness of language and its impact in human
commmnication. Much has been theorized about the way language is learned
and developed, but divergent and conflicting theories and opinions
indicate that still practically nothing is known on the subject. Most
theoretical constructs dealing with language and language acquisition
come from the areas of linguistics, psychology, sociolinguistics, psycho-
linguistics, and anthropology.

The way people view a particular language has great implications
in terms of the desire and motivations to learn that particular language.
The psychological and sociocultural factors influencing language learning
have been listed by Weinreich (1961) in terms of their significance for
borrowing, linguisti¢ code switching, transfer, and interference. 3Both
individual and group aspects of language learning have been isolated as
follows: ‘

1. Factors within the bilingual person

a. The speaker's facility of verbal expression in general
and his ability to keep two languages apart
b. Relative proficiency in each language




¢, Speclalization in the use of each language by topics and
interlocutors

d. Manner of learning each language

e, Attitudes toward each language, whether idiosyncratic
or stereotyped.

2, Factors within the bilingual group

f. Size of bilingual group and its sociocultural homogeneity
or differentiation; breakdown into subgroups using one or
the other language as their mother tongue; demographic
facts; social and political relations between these sub-
groups

g. Prevalence of bilingual individuals with given character-
istics of speech behavior (in terms of a through e above)
in the several subgroups

h. Stereotyped attitudes toward each language ("prestige");
indigenous or immigrant status of the languages concerned

1. Attitudes toward the culture of each language community

J» Attitudes toward bilingualism as such

ks Tolerance or intolerance with regard to mixing languages
and to incorrect speech in each language

1. Relation between the bilingual group and each of the two
%&nguagi communities of which it is & marginal segment

p. 378).

For an excellent and comprehensive ahalysis of the sociological and
psychological implications of language contact and sociolinguistic inter-
action, see Haugen (1956), Weinreich (1966), and Fishman (1966).

The various studies dealing with thonght processes and their inter-
relationship with language fluency and proficiency also advance theories
and hypotheses to explicate second language learning. Carroll (1962)
suggests that second language achievement varies as a function of (a)
three learner characteristics: aptitude, general intelligence, and motiva-
tion; and (b) two instructional variables: the opportunity of the student
to learn and the adequacy of presentation of the material to be learned.

Carroll's theories have enormous implications in terms of the
education of linguistic ethnic minorities in the United States. Instruc-
tional variables are easy to measure ard manipulate according to specific
educational needs. However, learner characteristics are much more subtle
and intangible. How are aptitude and intelligence really measured?

What factors motivate children to learn? The specialized literature is
full of opinions based on limited observations. Thus, Weinreich (1961)
puts things in a more realistic perspective when he writes:



Purely linguistic studies of languages in contact

must be coordinated with extra-linguistic studies

on bilingualism and related phenomena, Geographers

and ethnographers have described bilingual populations;
socinlogists have examined the functioning of coexisting
languages in a community. Jurists have studied the
legal status accorded to minority languages in various
states; the inquiries of educators interested in bilin-
gual children and in foreign language teaching have
stimulated psychologists to analyze the effects of
bilingualism on personality. . . . The psychiatrist
who, in generalizing about language disturbances of
bilinguals, fails to make linguistically sound obser-
vations on his subject's speech behavior, undermines
his conclusions in advance, Similarly, the linguist
who makes his thecries about language influence but
neglects to account for the sociocultural setting of
the language contact leave his study suspended, as it
were, in mid-air (p. 379).

One aspect that has not been studied in depth in bilingual education
is verbal interaction in the classroom, It is necessary to determine the
kinds of linguistic patterns established by bilingual children when inter-
acting with their bilingual pee;s, with their peers from another ethno-
linguistic group, with their teachers, and with other members of the staff.
This information is necessary in order to find ways to provide children with
the best instructional milieu, . Bernal (1972) makes this quite explicit in
his article on eunltural pluralism and cognitive styles.

Children need exposure -- albeit controlled exposure

in a supportive ambience ~- to different ways of per-
ceiving and learning so that they may find divergent

ways of being and becoming in a pluralistic world {p. 45).

The concept of a pluralistic world (or pluralistic society) will per-
meate American education in the seventies., This is a radical departure from
the idealistic but "non-practiced" philosophy of the melting pot doctrine.

Cultural diversity and learning styles of bilingual children have
intrigued specialists for quite some time. Several Mexican American
educators are now developing instruments to identify specific factors
related to various learning styles in bilingual children., S. Gonz{lez (1972)
encourages investigators to do in-depth analysis of this fascinating issue
when he expresses his views on theories of learning styles:

If cultural diversity does in fact influence the learning
style of children, we must be ready to support this posi-
tion with evidence obtained through rigorous research (p. 8).



Thus, research to determine variation in learning styles in children
from different ethnolinguistic groups appears to be a challenging endeavor
for researchers ard educators concerned with improving the quality of
bilingual-bicultural education of Spanish speaking children, _

During the Bilingual Conference in Albuquerque, J. Gonzflez (1973)
presented some startling statistics which exemplify more than ever before
the need for innovative curricula for bilingual children., He presented
statistics as follows: -

1. The number of English speakers in the Western Hemisphere
is only slightly larger than that of Spanish speakers.

2. The U.S.A., already has the fifth largest concentratlon
of Spanish speakers in the Americas.

3. In FY 1971-72 legal immigration from Spanish speaking
countries was over 100,000,

L, The median age for Chicanos in the U.S. is 18.6 years
. of age. For Puerto Ricans it's 18, and for the white
population, it's 28,

5. The birthrate of Spanish speaking groups in the U,S. is
nearly twice as high as that of English speakers.

6. From 1968 to 1970 the total number of children attending
public schools in the U.S. increased by about 3.5%,
During that same period, the number of Spanish speaking
%hildren)in school increased by approximately 13.6%

PP, 3-4

Gonz#lez's documented statements no doubt will have great impaét in the minds
of those who are to make decisions about the cducation of Spanish speaking
children, His statistics have educational, psychologica}, and sociological
implications of tremendous significance. They present a challenge to the
whole educational system of the country. This challenge has already been

met by educators concerned with the education of minority children:

At the heart of the challenge for a more human emphasis

in education for the Mexican American was the unalterable
belief of the Tucson educators involved in the survey that
the Mexican American children are not deficient human

beings, but rather that the schools, techniques, and
materials are deficient and these can be changed (National
Education Task Force de la Raza — National Education Associa-
tion, 1973: p. 1).

The educators at Tucson in 1966 and at Albuquerque in 1973 strongly

advocated bilingual education as one of the most significant innovations to
improve the educational opportunities for bilingual children, Although




bilingual education has been both analyzed and misinterpreted in a variety
of ways, its purposes as stated by Ballesteros (1973) appear to exemplify
the most acceptable philosophy and the most sound approach to this inno-
vative trend:

Bilingual education serves five positive purposes for the student
and the school:

1, It reduces retardation through ability‘to learn with
the mother tongue immediately.

2, It reinforces the relations of the school and the home
through a common communication bond,

3. It projects the individual into an atmosphere of personal
identification, self-worth, and achievement.

4. It gives the student a base for success in the field of
work.

5. It preserves and enriches the cultural and human
resources of a people (p. 5).

The bilingual child, bilingual-~bicultural education, methodology,
teacher training, evaluation, community participation, and affective and
cognitive development of bilingual children are some of the most crucial
factors for which educators and administrators will be accountable in the
years to come. Innovative experimental designs need to be implemented in
order to shed new light in the area of language acquisition and its impli-
cations for intellcctual and affective growth,

Leyba and Guertin (1974) presented to the National Bilingual Planned
Variation Workshop 12 assumptions which exemplify a new awareness in the
perception of bilingual childrer, language acquisition, and bilingual
education,

1. No one theory of language acquisition or methodology -
for teaching larguage is appropriate for all the complex
skills associated with acquiring a first or second
language.

2. Motivation is the key to learning and a child's self-
concept is the key to motivation,

3. The language of the child is his way of perceiving
himself and the world around him,

4. Prejudice and bias of teachers and school personnel
affect the child's cognitive and affective development.

5. The language difference of the child does not imply a
language deficit.,

6. A new language is not a replacement but an alternate
language to enrich the child's cognitive and social
development,



7. Each child should acquire skills in using standard English in
order to untie the mainstream of economic life to break their
continuing cycle of poverty.

8. Bilingual-bicultural education programs should be implemented
to include grades kindergarten or first grade to thetwelfth
grade,

9. Cultural pluralism as opposed to the melting-pot theory is a
value to be encouraged in a democratic society which is in
reality multicultural.

10. Culture has many components, one of which is language. There-
fore, one can partially understand the culture of one's self
or others without language, but language, to be properly learned,
must be learned in the context of culture.

11. Language learning takes place in a social context reflecting on
the dominance or gsubcominance of a given language. Therefore,
the socioeconomic level of the child's family is a factor in

language learning.

12. A school program must respond to the reeds and values of its
community as well as seek ways to improve the cognitive and
affective development of the child (pp. 287-291).

The following chapters offer an overview of present educational
theories, research, practices, and legislation in the areas of language
acquisition and language learning. However, in areas as rich and broad
as these, it is almost impossible to select those studies and opinions
which represent valid theoretical speculations and reliable research
studies,

Chapter I presents a general view of theories and research on
language acquisition. ‘

Chapter II presents a‘review ol conferences and experimental designs
in some European and Latin American countries. |

Chapter III summarizes the three most relevant taxonomies of
bilingual education to date.

Chapter IV lists the 123 programs in this country designed specifi-
cally for Mexican American children.

Chapter V presents discussion summaries of exemplary programs in
the Southwest.,

Chapter VI describes the unique immersion program being implemented
in Culver City, California. ’

Chapter VII presents selected excerpts from legislation dealing with
bilingual education.



Chapter VIII presents general conclusions and recommendations,
The Appendix presents the form that was used to gather information
on exemplary bilingual programs.,




CHAPTER I
THEORIES OF LANGUAGE ACQUISITICN

Language is without a doubt the most
momentous and at the same time the most
mysterious product of the human mind.
Between the clearest animal call of
love or warning or anger, and a man's
least,trivial word, there lies a whole
day of creation, or, in modern phrase,
a whole chapter of evolution (Susanne

K. Langer, 1962).

Research findings in the field of educational psychology, test
results of verbal behavior in psycholinguistics and bilingualism, observa-
tions of psychologists, and the personal experience of laymen and educators
have provided an extraordinary compilation of data on language acquisition
and first and second language learning.

Teachers and researchers seem to agree that the early stages of
development are the most appropriate for learning languages. Frangois
Gouin (1912: pp. 34~38) gives a fascinating account of the way a child learns
to use language to transmit his emotions and ideas.

The capacity of small children for learning new languages is also
described by the British psychologist, J. W. Tomb (1925):

It is a common experience in the district of Bengal in
which the writer resided to hear English children three
or four years old who have been btorn in the country
conversing freely at different times with their
parents in English, with their ayahs (nurses) in
Bengali, with the garden coolies in Santali, and with
the house-servants in Hindustani, while their parents
have learnt with the aid of a munshi {teacher) ard much
laborious effort just sufficient Hindustani to compre-
hend what the house-servants are saying (provided they
do not speak too quickly) and to issue simple orders to
them connected with dcmestic affairs, It is even not
unusual to see English parents in India unable to
understand what their servants are saying to them in
Hindustani and being driven in consequence to bring
along an English child of four or five years old,

if available, to act as interpreter (p. 53).

Tomb adds that children possess what he calls a "linguistic intuition" to
learn languages, a capacity that tends to diminish as they grow older.

9
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The ideas expressed by Tomb were analyzed and corroborated by
psychologists and educators in later publications. Susanne Langer
(1962: p. 94) compared Tomb's theory to her own ideas but indicated
that, instead of having a linguistic intuition, children have, sometime
in their lives, an "optimum period of learning." She contends that
during childhood there is an optimum period for learning one or several
languages. It is a stage when some inner impulses complement and rein-
force each other. These impulses are as follows: (a) a lalling
instinct (the capacity to produce initial speech units such as "la la
1a"), (b) an imitative impulse, (c) a natural interest in distinctive
sounds, ard (d) a great sensitivity to "expressiveness." Langer has
hypothesized that speech must have developed in a human community where
other basic forms of symbolism were already developed. According to
Langer, after having developed such symbolic behaviors as dreaming,
adhering to superstitions, and performing rituals, the primitive commun-
ity was then able to develop language through a process that can be
summarized in the following diagram:

Primitive Symbolic
Behaviors

|
i’ J:' Rigﬁél

Dance ——> Pantomine —>

symbolic
gestures
voice <L—————J
e
i writing !

According to this hypothesis, "voice," or human speech, is the last ard

the most sophisticated development of symbolic verbal behavior in homo
sapiens.
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Sti11 another point of view is expressed by Penfield (1959: pp.
220-40), who has ccmpared the learning habits of man to those of
advanced animal species. He has stated that animals have some "racial
memories" that guide them. These account for the ability of the horse
to return home from any place to which it has been taken, the orienta-
tion capacity of the homing pigeon that enables it to return to its place
of origin, and the radar-like orientation of bats. According to Penfield,
man has not developed these capabilities, but he does have an invaluable
asset ~- the ability to learn. This ability enables the infant to develop
his speech mechanism to full capacity. In the initial states of develop-
ment the child learns the meaning of words. This process also seems to
be typical in animals; but, at an advanced stage of development, the
animal is left far behind because the child begins to speak. Penfield
has written that the "direct" or "mother" method of learning a language
at home is successful because of (a) a neurophysiological factor and
(b) a psychological factor. The neurophysiological factor is important
because the brain of the child has an "inborn" capacity for learning
languages which diminishes with age because of the "appearance of the
capacity for reason and abstract thinking." He mentions as an example
immigrant families in which small children learn the new language in a
relatively short period of time while the parents of the children struggle
for years before being able to develop an incipient proficiency in the
language. Penfield feels that the child's brain is plastic and moldable,
as well as highly sensitive to recovery. He mentions cases of children
who have been able to "relearn" their language after serious damage to
the brain cortex. The child also has a "psychological urge'" to learn
a language because his learning is for him a method or technique for
getting to know his environment, a way to meet his needs, and, finally,

a means of satisfying his inborn curiosity and interest.

According to Penfield, there are two aspects in the language-
learning process: the imitative and the inventive, The child starts by
imitating his mother and other members of his environment but soon
develops his own initiative in uttering sounds and meaningful speech.
segments, "The mother helps, but the initiative comes from the growing

" child" (p. 240).
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Lenneberg (1960, 1967) approaches the study of language from a
biological point of view. He states that the biological study of language
is concerned mainly with the human brain. He indicates that in the biolog-
ical approach to the study of language it is important to distinguish
between "speech" and "language." He says that speech is the capacity to
construct meaningful utterances. The importance of this separation lies
in the fact that many human beings can produce speech sounds without express—
ing themselves in language patterns, while there are also’héﬁy people who
have never been able to speak and, nevertheless, have developed their
capacity for language. |

Lenneberg maintains that children will learn a language only if they
are in an environment where they can hear and see people interacting through
verbal behavior, He also indicates that language must be learned, which
does not necessarily mean that it can be taught. He states that children
have a biological capacity to learn a language. Thus, we do not "teach"
children languages.

There is a tendency, even among sophisticated social
scientists, to regard language as a wholly learned and
cultural phenomenon, an ingeniously devised instrument,
purposefully introduced to subserve social functions,
the artificial shaping of an amorphous, general

capacity called "intelligence." We scarcely enter-

tain the notion that man may be equipped with highly
specialized, innate propensities that favor, and,
indeed, shape the development of speech in the child

and that the roots of language may be as deeply grounded
in our biological constitution, as for instance our pre-
disposition to use our hands, It is maintained that
clarity on the problem of the biological foundation of
language is of utmost importance in formulating both
questions and hypotheses regarding the foundation,
mechanism, and history of language (1960: p. 1).

Lenneberg advocates a biologically-based language acquisition theory.
His theory is based on five biological premises, all empirically verifiable: ™
1., Cognitive function is species-specific.

2. Speciflic properties of cognitive function are repli-
cated in every member of the species.

3. Cognitive processes and capacities are differentiated
spontaneously with maturation.

4. At birth, man is relatively immature; certain aspects
of his behavior and cognitive function emerge only
during infancy.
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5. Certain social phenomena among animals come about by spon-
taneous adaptation of the behavior of the growing individual
to the behavior of other individuals around himn%l967:
pp. 371-73).

The implications are that the capacity for cognitive processes indicates
the existence of a potential for language. This capacity develops as the
result of physical maturation., Language acquisition and development is
then, according to Lenneberg, the result of maturation and its inter-
relationship with environmental conditions, Adult language behavior is
one of the most significant environmental conditions helping to shape the
language of children.

The imitative and inventive aspects of language learning, as dis-
cussed by Penfield, have been extensively analyzed by specialists in the
field of language acquisition. Leopold {1939-49) did extensive research
on the development of language in bilingual children, and he arrived at
the conclusion that imitation has a very limited impact on children's
learning of a language. In another publication, he states that "pronun-
ciation is the only part of language that is chiefly imitative" (1956:

p. 3)

McCarthy (1954) expands on the ideas expressed by Leopold and states
that phonological patterns are not developed through imitation but as the
result of maturation, '

Most present-day psychologists seem to agree with the
opinion of Taine (1876) that new sounds are not learned
by imitation of the speech of others, but rather that
they emerge in the child's spontaneous vocal play more

or less as a result of maturation, and that the child imi-
tates only those sounds which have already occurred in
its spontaneous babblings (pp. 494-95).

Andersson (1960) states that there is an "optimum age" for learning
a .second language. According to his views, capacity for acquisition of
language is optimum from early childhood to about the age of ten. He has
theorized that "conditioned learning" is at its peak at birth and
diminishes through the years, while "conceptual learning" is very weak
at birth and increases with maturity. These two types of learning have
what a statistician would call "negative correlation." Andersson
summarizes his position in the diagram presented below (p. 303).



1L

Birth

Learning Process Variables

In a later paper, Andersoon writes that "the best way to achieve a
significant new advance in bilingual-bicultural education is to take full
advantage of the prodigious learning potential of children between birth
and age five" (1973: p. 3). |

Because of the psychological input in language acquisition and
language learning, knowledge of two related disciplines seems to be most
appropriate to the study of language: linguistics and psychology.
Accordingly, a new discipline has emerged under the name of psycholin-
guistics, Language has been studied in depth by anthropologists, sociolo-
gists, linguists, and psychologists., There seems to be a general consensus
that language is not a static phenomenon but instead a dynamic, ever-
changing process.

Two major approaches to the study of language have been identified
in recent years: the learning theory approach and the linguistic approach.
The learning theory approach is exemplified in the theories of

Skinner (1957), who cites the relevance of the stimulus-response
associations and mediating processes in language learning., This position
maintains that language is a learned behavior, a system of habits by
means of which verbal behavior is developed through a continuum of
stimulus-response~reinforcement patterns. Thus, motivation (drive) and
reward (reinforcement) are the basic factors in the learning process.

The linguistic approach, on the other hand, contends that the
human being has an innate propensity for language acquisition. Thus,
language is a product of genetics and evolution, and the human organism
has an inherent capacity to process linguistic data. Consequently,
language is a structure of systematic interrelated units. The most
controversial representative of the linguistic approach is Noam Chomsky
(1959). |
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Skinner has tried to apply his theories of learning to language
acquisition. He considers language behavior the resuit of operant condi-
tioning. To him, speech is a response whose strength is determined by
the value of the reinforcement applied to it. Consequently, demands,

commands, and requests are reinforced by the satisfaction of specific
needs,

In all verbal behavior under stimulus control there are
three important events to be taken into account: a stimulus,
a response, and a reinforcement, These are contingent upon
each other, as we have seen, in the following way: the
stimulus, acting prior to the emission of the response,

sets the occasion upon which the response is likely to be
reinforced. Under this contingency, through a process of
operant discrimination, the stimulus becomes the occasion
upon ghich the response is likely to be emitted (1957:

p. 81).

Chomsky, on the other hand, advocates thé transformational thecry
of language acquisition.

It seems plain that language acquisition is based on the
child's discovery of what, from a formal point of view,
is a deep and abstract theory -- a generative grammar of
his own language -- many of the concepts ard principles
of which are only remotely related to experience by long
and intricate chains of un¢onscious quasi-inferential
steps. A consideration of the character of the grammar
that is acquired, the degenerate equality and narrowly
limited extent of the available data, the striking uni-
formity of the resulting grammars, and their independence
of intelligence, motivation, and emotional state, over
wide ranges of variation, leave little hope that much

of the structure of the language can be learned by an
organism initially uninformed as to its general character

It is quite interesting to compare Chomsky's position in the 1960's
with that of Langer in the 1940's. Chomsky indicates that the acquisition
of language could be due to "millions of years of evolution or to prin-
¢iples of neural organization that may be even more deeply grounded in
physical law" (1965: p. 59).

This chapter has attempted to present a compressed capsule of the
speculations, theories, research findings, and controversies dealing with
the fascinating topic of language acquisition. For an excellent report
on the subject, the author recommends the article by Rodrfguez (1971) in
Azt14n.
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The many points of view expressed and the extensive research being
carried on in the area of language acquisition are a clear indication
that it is still not known what language is, how it emerges and develops,
or how it relates to the cognitive and affective development of children.




CHAPTER II
VERNACULAR AND SECOND LANGUAGE LEARNING ABROAD

- We take it as axioma?ic that every
child of school age should attend
school and that every illiterate
should be made literate, We take
it as axiomatic, too, that the best
medium for teaching is the mother
tongue of the pupil (UNESCO, 1953).

The education of children in their own mother tongue has been one of
the most serious concerns of educators all over the world for the last 30
years. There is consensus in the international academic commnity that
children should begin their education in the language spoken by their
parents at home. This premise, which is an ideal educational goal, faces
various chailenges in various countries: about one~half of the world popu-
lation is illiterate, and an undetermined percentage of children at school
age are not attending any school whatsoever. In'addition, a high percentage
of the children of the world are being taught in a language which is not
their mother tongue or the dominant language of their community.

There are several hundred languages in the world which lack a written
form. This makes literacy in those languages an impossibility and forces
the educational system to impose on the children‘the use of a "lingua
franca™ as a medium of instruction.

On the other hand, economic, political, social, and even religious
pressures prevent vernacular languages from achieving enough recognition
and status to be used as educational vehicles.

The Paris, 1953, Meeting

As & result of the growing concern over the use of vernacular
languages in education, & group of specialists met in Paris in November
of 1953 to discuss these issues and make recommendations. The Paris
meeting was the first meeting ever to take place in which educators made
specific recommendations in favor of respecting and fostering the use of
the mother tongue in the education of childrer living in areas where the

17
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dominant language was not their mother tongue. The Paris meeting was to
have profound repercussions in the shaping of educational thought and
practice in the decades that followed. The presentations, findings, and
recommendations were later published in a monograph, The Use of Vernacular
Languages in Education (UNESCO, 1953), which has guided the thought and
practice of bilingual education programs all over the world,

A summary of the recommendations made at the seminar is presented

below:

1, The mother tongue is a person's natural means of self-
expression, and one of his first needs is to develop
his power of self-expression to the full.

2. Every pupil should begin his formal education in his
- mother tongue.

3.  There is nothing in the structure of any language
which precludes it from becoming a vehicle of modern
civilization,

4. No language is inadequate to meet the needs of the
child's first months in school,

5. The problems of providing an adequate supply of
schoolbooks and other educational materials would be
specially studied by UNESCO.

6. If the mother tongue is adequate in all respects to
serve as the vehicle of university and higher techni-
cal education, it should be so used.

7o In other cases, the mother tongue should be used as
far as the supply of books and materials permits.

8., If each class in a school contains children from

‘ several language groups, and it is impossible (o
regroup the children, the teacher's first task must be
to teach all pupils enough of one language to make it
possible to use that language as the medium of instruc-
tion,

9. A lingua franca is not an adequate substitute for the
mother tongue unless the children are familiar with it
before coming to school.

10.  Adult illiterates should make their first steps to
literacy through their mother tongue, passing on to a
second language if they desire and are able.

11, Educational authorities should aim at persuading an
unwilling public to accept education through the mother
tongue, ard should not force it.

12, Literacy can only be maintained if there is an adequate
supply of reading material, for adolescents and adults
as well as for school childrer, and for entertainment
as well as for study.
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13, If a child's mother tongue is not the official
language of his country, or is not a world lan-
guage, he needs to0 learn a second language.

14, It is possible to acquire a good knowledge of a
second language without using it as the medium of
instruction for general subjects.

15. During the child's first or second year at school,
‘ the second language may be introduced orally as a
subject of instruction,

16, The amount of the second language should be increased
gradually, and if it has to become the medium of
instruction it should not do so until the pupils are
sufficiently familiar with it.

17. Efficient modern techniques should be used in teaching
the mother tongue and a foreign language. A teacher
sy is not adequately qualified to teach a language
merely because it is his mother tongue,

18, Where there are several languages in a country, it
is an advantage if they are written as uniformly as
possible.

19, For convenience of printing, languages should as far
as possible be written with a limited set of symbols
which are written in a single line.

20, For the needs of a polyglot state which is developing
a national language, the materials for teaching the
language should be simplified for instructional pur-
poses, so that pupils may progress towards full
mastery without having anything to unlearn (pp. 68-70).

UNESCO has collaborated extensively with countries trying to teach
their children in their vernacular. It has also disseminated information
on experimental programs all over the world. '

Practically every country with bilingual communities is now experi-
menting with new approaches, methods, and techniques to educate bilingual
children.

On the following pages, four experimental programs are summarized:
two from Mexico, one from Ireland, and one from Canada.

The Tarascan Project

According to official census reports, approximately two million
people in Mexico are reported to be monolingual in a specific native
Indian language. More than 50 languages are spoken as vernacular tongues
by the native population,
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The 15 languages listed with the largest numbers of
monolingual speakers are: Nahuatl 360,000, Mixteco
125,000, Maya 114,000, Zapoteco 105,000, Otomi 87,000,
Totonaco 59,000, Mazateco 56,000, Tzotzil 49,000,
Mazahua 40,000, Tzeltal 35,000, Mixe 27,000, Huasteco
26,000, Chinanteco 20,000, Tarasco 20,000, Chol
19,000. People speaking these 15 groups constitute
almost nine-tenths of all monolingual Indians

(UNESCO Report, 1953: p. 77).

According to unofficial data gathered from various sources, the figures
listed above have reportedly doubled in the last twenty years.

In 1939, the Departamento de Asuntos Indigenas (Department of
Indian Affairs) organized a conference of specialists to design specific
guidelines for the education of Indians in their mother tongue. This
conference was the first serious attempt in the Americas to teach minority
children in the language of their community. The conferences made various
recommendations, of which four were extremely relevant in terms of sub-

‘ sequent developments: (1) encourage the scientific study of the Indian
languages; (2) establish unified and easily learned alphabets for the
separate languages; (3) produce primers for children and adults; and
(4) organize literacy campaigns.

As a follow-up to the conference, the Consejo de Lenguas Indféenas
(the Council of Indian Languages) was started, and the Tarascan project
was designed as an experimental approach to the teaching of children in their
home language, ‘

One of the most astonishing aspects of this experiment is the
reported reaction on the part of the various individuals concerned and
the similar reaction that people in the United States would have toward
bilingual education about 30 years later.

The proposal to employ Tarascan in the schools was
received with various reactions by the local people.
Some Tarascans objected that this would interfere with
the learning of Spanish, others welcomed the idea of
having their native language expressed in writing.
Non-Indians in the region were also divided, with some
of the most influential and vocal persons opposed to
the idea (Barrera-V4squez, 1953: p. 81).

Teacher Selection and Preparation. Approximately 20 Tarascans
of both sexes were recruited from the State Normal School, the school of
Indians in Mbrelia, the one in Erodgaricuaro, and the school in P4tzcuaro.
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These young prospects were given an intensive preservice training course
-ofone month in the areas of reading and writing in their mother tongue,

reading methods, introduction to ethnology and linguistics, and cultural
courses dealing with the traditions, myths, and legends of the Tarascan
people., Among the specific tasks assigned during the training period
were the following:

1. Translating texts from Spanish to Tarascan.

2, Making printscript letters.

3. learning to set type and opérate a printing press.

4. learning to type and operate a printing machine,

5. Preparing artistic illustrations for publications.
Some of the reading materials prepared by linguists and teachers deal%
with folk tales and legends; others were translations of official publi-~
cations on health and sanitation,

At the end of the preservice training period the teachers were
assigned to the various villages to start their teaching.

The Field Work. The villagers were taught to read and write

Tarascan. Arithmetic concepts were also introduced. Classes for children
took place in the morning, and the adults received instruction in the
evening. Reading in Spanish was introduced after the bilingual students
had already mastered the basic knowledge of reading in Tarascan.

Expansion of the Experiment. The success of the project made it
possible for its advocates to obtain official support for its expansion.
In 1945, the project became part of the program of the Instituto de
Alfabetizacidn para Indfgenas Monolingiies (Institute for the Literacy
of Monolingual Indians).

In 1953, the project employed 80 bilingual teachers for some
63 schools called Centros de Alfabetizacion (Literacy Centers).
However, the initial goal of the pilot project had changed drastically; 2
new policy was adopted in Mexico by means of which children of the
Tarascan and other bilingual communities wculd be taught in their native
language only as a bridge to the subsequent teaching of Spanish, Thus,
a project that started as maintenance became transitional, Nevertheless,
the Tarascan project served a very important function in opening the
door to the teaching of subject matter in the vernacular in Mexico,
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In the early 1950's, two more projects were in operation —-- the
Otomf{ and the Maya projects. In the 1960's, several other projects were
started in the country, in the fashion of the original Tarascan project.
(For more information on the Mexican bilingual projects see Castro de la
Fuente, 1951.)

The Chiapas Experiment

This program was designecd to explore the possibility and feasibility
of teaching minority children how to read in their mother tongue rather
than in the dominant language of the country. The program was tried
among Indian tribes in the Highlands of Mexico, near the border with
Guatemala. Its design, implementation, and research findings presented
some extremely relevant data for incipient bilingual programs in the
United States. As Modiano (1968) puts it in reporting the study, "Should
Spanish speaking children receive all reading instruction in English, as
is currently the practice, or shoul& they first learn to read in Spanish?"
(p. 32). Modiano indicates that learning to read in a second language
differs from learning to read in the mother tongue because of factofs such
as culture, cognitive development, and the perception of objects and
symbols.,

- In various bilingual programs throughout the world, two basic
approaches to the teaching of reading have been used: (a) reading is
taught in the vernacular and oral language skills are developed in the
second language; (b) the teaching of reading in the second language
(usually the national language) is delayed until students have mastered
basic oral language patterns in that language. In the Chiapas experiment
both approaches were used: (a) bilingual schools of the National Indian
Institute taught reading through the vernacular; (b) federal- and state-
sponsored schools taught reading in the national language.

The aim of the study was to find out which of the two approaches
better prepared the students for reading comprehension in the national
language. "Five schools representing each approach were tested in
Chenalho and Oxchue and three per approach in Zinacantan, for a total
of 13 schools per approach, or 26 in all"(Modiano, 1968: p. 38).

Teachers for the Institute schools were recruited from the local
comnunities, while teachers for the federal and state schools were
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recruited from recently graduating normal schools and also from the
"mestizo" population. These teachers had a limited knowledge of the
vernacular,

Curricular materials were selected from textbooks distributed
nationally by the federal government,

When children learning to read in the vernacular were able to
master their primers, they were transferred to first grade, where they
continued to learn to read in Spanish (the national language). Children
in the state and federal schools began their reading instruction in
Spani sh,

In each tribal area students who had first learned to
read in their mother language read with greater compre-
hension in the national language than did those who had
received all reading instruction in the latter. The
evidence of this study . . . shows that youngsters of
linguistic minorities learn to read with greater com-
prehension in the national language when Lhey first
Jlearn to read in their mother tongue than when they
receive all reading instruction in the national
language (Modiano, 1968: pp. 52-53).

The author ends her report by suggesting the implementation of an exper—
imental design in which children of the minorities in the United States
would be taught reading in their vernacular,

The Irish Experiment

In 1962, an experiment was conducted in the Republic of Ireland to
test the relevance of teaching subject matter in a second language.

One of the main objects of the survey was to deter—
mine certain effects of teaching arithmetic in Irish
to chkildren from English speaking homes. For this
purpose five groups of English speaking children in
fifth standard were tested, the essential difference
between groups being in the number of years during
which the groups had been taught arithmetic in Irish
(Macnamara, 1966: p. L7).

The survey took place in "national schools" (public primary schools)
in Ireland. Two samples of schools were chosen for the experiment. The
first sample was taker. from the following types of schools:




1, Arithmetic taught in English to all classes including
infants

English 2. Arithmetic taught in Irish to infants only
3‘;::‘;;2%3 | 3, Arithmetic taught in Irish to infants and first
< standard only

4. Arithmetic taught in Irish to infants through third
standard only

5. Arithmetic taught in Irish to infants through fifth

- standard (all other subjects taught in Irish also)
Irish
speaking 6. Arvithmetic taught in Irish to all standards
districts

The second sample selection was "controlled." According to Mac-
namara, in the study the word "controlled" is used in accordance with
Lindguist's definition: "A controlled sample is one in which the selec-

tion is not left to chance, but in which the distribution of some
selected characteristic is made to conform to some pre~determined
proportion" (Lindquist, 1940).
The survey used two arithmetic tests:

1. Schonell, Fred J., The Essential Mechanical Arithmetic
Test, Form A (sma). :

2, Schonell, Fred J., The Essential Problem Arithmetic
Test, Form A (SF4ij.

Both tests, SMA and SPA, were translated into Irish for the groups
who had been taught in Irish in all standards. The SMA presented no
translation problems, but "the translation of SPA, on the other hand, was
a difficult task, ccmplicated by the fact that in Irish there are
dialectal variations in vocabulary and syntax" (Macnamara, 1966: p., 58).

The Irish language tests were especially prepared for the survey
since the survey staff considered the extant tests unsatisfactory for
the purposes of the study.

For the English language assessment, the Moray House English Test
14 (MHE 14) was selected. "The published norms for this test were based
on complete year groups of children in Twelve Education Authority areas
(urban and rural) in various parts of England and Scotland, a total of
12,937 children in all with approximately equal number of boys and
girls" (Macnamara, 1966: p. 71).
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As stated before, the main objective of the survey was to compare
English speaking childrer who received instruction in Irish with English
speaking children who received instruction in English., Thus, the language
of instruction was the experimental variable, The comparison was made in
English, Irish, and arithmetic.

The statistical design worked with the following vaiiables:

1. Dependent variates, sets of scores obtained with each of
these tests:

SPA Eproblem arithmetic)

SMA (mechanical arithmetic) Ys
Irish

MHE (English)

2. Independent variates, scores or assessments obtained
under these headings: :

NVR (nonverbal reasoning) = X1

Socioeconomic status = Xo

‘Rating of teaching skill = X3
3. Experimental variates:

Extent of teaching through Irish = X)

Step~function = X5

Below is a summary of results, findings, and conclusions quoted
from the book by Macnamara:

The second object of the Irish survey was to compare
the English attainments of Irish and British primary
school childreri, For this reason care was taken in
selecting the schools of the first five linguistic
groups (native speakers of English) that not only
each group by itself but that the five groups as a
whole should be as representative as possible of
Irish national schools (p. 117).

Our main purpose in comparing Irish and British children
is to measure the effect of the Department of Education’s
Regulations for the teaching of Irish in national

schools on the English attainments of native speakers

of English (p. 117).

In general, Irish children's performance on Moray House
English Test 14, (MHE 1J4) was poor in comparison with
that of British children on whose work the test was
standardized. On an average, native speakers of
English in Ireland answered 22 of the 120 questions

in the text correctly (1966: p. 117).

It is important to mention here that Irish is a compulsory subject
at all levels in the national schools, while English is compulsory in
second and all higher standards, The teaching of English to infants was
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forbidden in Irish schools for about two decades prior to 1948, That
yearthe educational authorities approved the i.aching of English in
infant schools for one half hour per day. A very important factor to
be considered is the status of the mother tongue and of the second
language in the educational system of the country., For an excellent
survey of this factor, see Languages in Contact by Uriel Weinreich
(1966).

In Irish schools, then, Irish is the domirant first language.
Below are quotations taken from Chapter 13, "Conclusion," in the book
by Macnamara.

Our own research adds to the already considerable
evidence that there is a balance effect in language
learning, at least where the time devoted to the
second language is so extersive that the time
available for the mother tongue is reduced,

Native speakers of English in Ireland who have
spent L2 percent of their school time learning
Irish do not achieve the same standard in Written
English as British children who have not learned

a second language (estimated difference in standard,
17 months of English age)., Neither do they achieve
the same standard in Written Irish as native
speakers of Irish (estimated difference, 16 months
of Irish age). Further the English attainments of
native speakers of Irish fall behind those of
native speakers of English both in Ireland (13
months of English agZ% and in Britain (30 months
of English age).

Teaching arithmetic in Irish to native English.
speakers is associated with retardation in problem,
but not in mechanical arithmetic, The retardation in
problem arithmetic is estimated as about 11 months of
arithmetic age., Teaching arithmetic in Irish does
not, however, appear to have any effect, detrimental
or beneficial on attainment in English,

At present time there is a growing movement to teach

a second language in primary schools, and even to teach
some of the primary school subjects through the medium
of the second language (1966: pp. 135-38).

These issues; the teaching of a second language, and teaching in a
second language, have been analyzed in depth in the UNESCO Report (1963),
where extensive data is presented about experiments taking place in Wales,
Sweden, France, Germany, England, Argentina, the Soviet Union, and other
countries in the world, Macnamara indicates that this movement toward
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teaching subject matter in a second or foreign language is not based on
educational research but, instead, is due to political, commercial, and
cultural incentives. _

John B, Carroll (1963) has analyzed this issue in much &etail and
presents some controversial ideas that the interested reader might like to
explore, The limited scope of this monograph precludes discussion of the
issue here.

Finally, Macnamara states:

The Irish findings relating to the teaching of other
subjects through the medium of the second language are
particularly discouraging. For it seems that the
teaching of mathematics, at least, through the medium
of the second language does not benefit the second
laiguage, while it has a detrimental effect on chil-
dren's progress in mathematics (1966: p. 137).

In the "Foreword" to th