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PREFACE

The following document provides a selection, description and
summary of programmes and research involving two languages of instruction.
It attempts to identify the general issues raised in the literature,
as well as to focus attention on factors which are specific to
particular types of programmes.

Zvidence suggests that a good case can generally be made in
favour of second languag: programmes. However, the reader is
alerted that this docunent does no* prcvide answers to many of the
theoretical questions that have been raised since the literature to
date is still confusing and incomplete. In practice, the direction
taken by many programmes is largely based on social, political and
financial considerations.

For the people in the Toronto school system, it misht also
be useful to consider this report s :thin the following f{remework:

(a)} recently, the de-wud for programmes involving
maintenance of 1ative languages and cultures by
ethnic groups in Toronto has been increasing.

In addition, there are a number of French programmes,
includiug a few of the immersion variety.

Contained in t .is report is a discussion of the
concerns and characteristics which distinquish «
native languasge programme for an ethnic child in

one part of the city, from an intensive French
programms for an English-speaking child in another
part of the city.
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(b) In approving 1he experimental programme at General
Mercer School, which involves the use of Italian as
a transitional lmnguage of instruction, the Toronto
Board requested that a research component be assoclated
with the project.
This report provides background reading for those wheo
are interested in the programme at General Mercer and
in the subscequent Research Department reports, which
this and other related Toronto programmes will give

rise to.
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SHEOONT LALGTAGE PROGHAILEL.S FOR YOG (UILDREN

"Als jemand de taal van e¢en bericht nict kan verstasan,
dan kan kij ook niet de bedoeling begrijpen; misverstand is bijna
onvermi jdelijk."

The difficulties encountered by anyone suddenly immersed
into an unfamiliar language medium can be known only to those who
have had the experience. These difficulties und the processes by
which a person then begins to learn the new language are merely two
elements of the many areas of concern in the field of bilingualism.
For example, educators might be concerned with how to lntroduce the
language of instruction effectively to minority language children,
or how and when to teach a second language to other students. A
1list of other areas of ccncern might ineclude the affective influences
of biiingualism, on emotions, attitudes and self-worth, or theoretical
considerations, such as ecognitive effects, and differences between
the mental processes of bilingual and monolingual persons, or the
political implications of bilingualism, or the finaneial and
administrative complexities.

"Bilingualism is so complicated a phenomenon that one has
the giddy feéling that in speaking of it one speaks of all things
at once." (Macnamara, 1967, p. 5)

Because bilingualism is a vast topic, and one could write

extensively on almost any one aspect, this paper will be restricted to
diseucsinis prosrarres which use more than one language of instruction.
W4ithin +his area, consideration will be given to different typec of

programmas or models, the pecpls to whom they ure direeted, the reacons



for which they were estublished, the results of the programmes, and the
relationship mmong these aspects. Because specific language programmes

have usually been introduced for very practienl reasons, rather than ‘.o
demonsirate some theoreidcml issue, muny of vhe utheorecicul issues cun

not be resolved by the programmes and are thus beyond the scope of this paper.
Although this paper is basically concerned with the practical aspects of
bilingualism, there are some theoretical issues which cannot be bypassed
because of thelr implications for the implementation of second language

programmes.

Separation of Languages

One of these is the question of whether or not to separate
the two (or more) languages being learned. That is, how important
1s it that the contexts, either of persons, place or time, of two
or more languages be distinct for a child. In theorizing about
bilingualism, Ayala (1971) and Barkman (1969) expressed the view that
the separation of the contexts of languages will produce a co-ordinate
system. In the co-ordinate system, it is theorized that a concept in
cne language will always conjure up associations only in that same
language, that is, the two sets of referents, one in each language,
will function independently.

On the o'her hand Ayala and Barkman suggested that a
compound system will develop if the two languages have not beea
separate”, Compound bilingualism is viewed a:x less efficient; the
reasoning behind this is that since the two languages have been mixed
in the envirconment and since they have a single set of representational
mediation processes, intertf'erence can occur. Ayala (197L) speculates
that the type of confusion resulting from compound interference would

be as follows: a word with only one meaning in ‘he native language

but several in another language may be incorrectly translated intc
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the verna~tlar and *herefore misunderstood. Acsuming that these are
the -twps involved, prccerving would necessarily be slower with a
compound system cf bilinmunlicm because of the translation or extra
mediation step.

It would appear that in order to ensure the development of
a co~-ordinate bilingual system, it would be necéssary to separate the
languages at the time of learning. Speaking one language al home and
the other at schoel, or instrue’ in the two .languages at different
times of day with different instructors, could be a few practical ways
of achieving the separation. Taylor (1970) suggests that a compcund
bilingual can eventually become co~ordinate if the two ianguages are
gradunlly shifted in'o separate domains. Althcugh the optimal degres
of separation required to achieve the goal of co~ordinate bilingual
persons is not yet known, it is probably an important administrative
consideraticn. For 2xample, 1s it suffielent or necessary o separa‘e
+he wwo languages in -ime? Although many second language programmes
have been established with at least some degree of separation, they
have not been accompanied by any research cn the distinetion between
comordinate and compound bilingualism.

Another factor which is no- accounted for in the f{ramework
of separating languages is the child's own contribution. Ic it importsnt
that the child himself not mix the two languages,.or is it sufficient that
the rest of the world not mix them? Previous investigations have demonstrated
that mixing is certainly a very common feature in young children learning more
than one language (CZwain, 1971, 1972) and most likely cannot be prevented.
In order to communicav2, a child will use any tool available to him. The
specific language he i. urins f e¢ no berome relevain until he failc ‘o be
understood. In addition, since i+ is no*% possible to contrel the use and
separation of languages in the home, does not the :juesticn of separation

become one of pure academic speculation?
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Varieties of rixing or code switching seem to be very common
for monolingual people who have only one language at their command.
Within this one language system, they huve several variatione which
they employ as & tool to eommunicate with different people or in
different situations. Hymes (1967) lists such varieties as
whispering, loud speaking and exeicement as examples of the techniques
& monolingual speaker uses., Examples of switching between these
variations are very easily observed both in children and in adults.

It kas been suggested that language switching by bilingual speakers

i1s the sarme nechanism as cede switching for monolingual speakers
(Swain, 1971, 197:; Gurperz, 197C). Gumperz gives exaumples of
language switching in bilingual adults which elosely parallel ‘he
varintions used by monolingual speakers. He considered that ins‘ances
of swi-ching wer: delibera-e 2ttempis to udd expression to the state-
ments and were no* merely mistakes.

Swain observed language development in young children from
bilingual French-fnglish homes. Their switching often produced
incorrect statementc which cesulted from adding an expression or
rule appropriate only to forming yuestions in French, to English
questions as well. From her evidence, Swain propesed common
storage for the two languages in which the appropriate language tag
would be added to the elements stored as differences between the
languages were learned. Che assumes that early mixing of two
languages by young children is due to lack of differentiation
rather than interference and that mixing disappears at the stage
at which a child differentiates the twovlanguages. However, the

children in Swain'c samples were from bilingual homes where the two

languages were mixed. Thus there remains the possibility that
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the obeerved lack of differentiation was due to the bilingual home
cituation and is no* a necessary phase that nall children expored to
two langungec pass through.

Al hourl: *hlrs iscue has not been recolved it is still
reasonable to assume the universality of a utapge in young children,
thnt of net diffcr ntiating between twos longuages. ol differentiating
implies mixing languages which would appear to be a symptonm of a
compocund bilingual aystem. Perhaps it is only at a later stag:
°f learning, when twe languages can be differ:mtiuted, thn co-
~rainace bllinsanlicnm e exic-, Perhapr 10 i only ‘he demse of
efficlency with which any existing system is ured that changes.

In theory, *the distincuion between compound and co=ordinate
tilingualism iz reaconable, but in practice, separating two languares

~may be an imposcible task outside of a controlled laboraory setting.

Age and Second lLanguage Learning

Ancther theoretical uestion is the age at which a child
chould be introduced to a second language. For example, it ics
generally thought *ha*. young children can learn another language
mere easily then older children or adults becauce they are suill
zble to produce *he variety of soundc required in different lancuares,
are mere likely to imitate, and are lesc likely to be concelous of
naking errors. In addition it has been cuggected that a young childf.
mental flexibility ic greater since he can treat the new forms and
rules of & second lanrunge like new rules of hic first languape, which
he 1z otill learnine, without foreing them into previcucl; learned
putterns that may be lnappropriate. Thus young chiidren may pick up
new languages more unconsclously and may achleve a preater de-r:..

c¢f' native=like pronunciation than oldwr chi:dren and adulus.



Further informition on thic topic may be obtnined Ly referring to
Penficld (3W7};, Saif and Sheldon (1949) and Ayala (1971). A trend
townrd teginning sccond languapre programmes in the junior clementary
schoel graaes has followed {rom this knowled:e.

Cn the other hand, clder children and adults may be
perconally motivated to learn 2 second language and can rely on their
fluenecy in their mother tongue to facilitate their nequisition of an
addl-icnal languase. Thelr additional experience may compensat.e for
“helr Jorr of flexibility in sound preduction and of mental flexibility,
(Perron, 197.).

The method of lenching a second lancuage of necessity will
vary with the age of the students. For younger children, the languagc
ic generally introduced directly without translation through s-cories,
songs, rhymes and other classroom activities. Older children may benelit
from ndditional informa*ion about ‘h prammar nnd s'ructure of a

lansuage cince they can relate this to information they already pocsess.

Influence of Bilingunlism on Intelligence

Another fuestion often raised concerns the influence of
bilingualism on the intelligance of the speaker of two or more languages.
Beth verbal and neon=verbal intelligence measures have been concidered;
however, armchair thinking has resul-ed in *wo dinme“rically oppoced
theories. From cne point of view, it was hypothesized that bilingualiem
l1cs an asset in concept formation and abctraction sinee it would encourage
the separation of ‘hough' =nd meaning from words, their physical
referents (Peal and Lambert, 1967)., On the other hand it was
hypothesized that bilingualism Xs harmful because knowing more than

one ref'erent for the same concept could ereate mental confuzion because
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of lingual interference and actually retard learning (Jenson, 1962;
Peal and Lambert, 1967).

In general, studies prior to 1960 on the effects of
bilingualism on intelligence may be broken down into three groups:

those finding no difference in intelligence between diglots and monoglots;

those finding an advantage for munoglots in either verbal or non-
verbal intelligence; and those finding advantages for diglots.

Reviews of the studles investigating the relationship
between intelligence and bilingualism are abundant; the reader
may wish to refer to the following: Jenson, (1962); Tayler (1970);
Peal and Lambert (1967); and Macnamara (1966). The consensus of
opinion is that none of the early studies were properly controlled.
Bilingual and monolingual subjects often differed in age, sex
and sociceconomic status. Adeguate and consistent measures of
biliagualism were also not generally used. For example, students
in the United States were assumed to be bilingual if they had a
Spanish surname, or if they had been instructed in a second language.
Proficiency in the two languages was nct rated so it is quite con=
ceivable that some of the younger children who were tested were
barely capable of expressing themselves in any languags.

Defining and measuring bilingual ability is one of the
important details which should be considered. Closely related to
it is the cultural background of the children being tested. If it
is different from the monolingual culture on which most tests have
been standardized, the tests themselves should be carefully examined
for cultural bias. In view of the insepagability of language and

culture, the cultural experiences of a "bilingual"” person are
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inevitnbly unlike thoce of his monclingual peer. Thuc there is
no guarantee that differences between groups can be attributed to
linguistic differences alone.

Even the language of testing must be taken into account.
Many of the "bilingual" children have been selected from non-Englishe
speaking or immigrant families. Is it then preferable to test in
the child's first language in which he has had no formal instruction,
or his secend language which he has nct yet mastered? Both mey
provide an inaccurate estimate of his real ability.

Peal and Lambert (1967) tried to settle the centroversy about
*he influences of bilinrualism on varicur aspects of incelligence.
In a well=-controlled study, they made certain tnat their two samples
did in fact ccnsist cf bi.ingual and monolingual children by clearly
defining bilinrualisrm as balanced ability in the two languages.
Children in their ztudy, all from French backerounds, were 3judged
to be balanced bilincual on +he basis of “our different criteria:
giving an enual number of associations to stimulus words in both
lunguages; detecting ejual numbers of French and ZInglish words
embedded in seguences of abcut' fifteen letters; meeting a specified
eriterion on the Peabody Picture Vceabulary Test in Inglish; and
rating oneself as being able to speak, understand, read and write
the two languages equally well. Socioeconomic status, age and sex
were controlled. A variety of intelligence tests was administered,
including both verbal and non-verbal components.

Jn non-verbal sub-es.s requiring cconcep’ formation, or symbolic
flexitilii-y, “he btilin-~unl studen*s were csupericers; on spa*ial or
perceptual tests, there were no differences in performance batween

the two groups. Overall, the bilingual group performed significantly
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better on most of the verbal and non-verbal subtests which were

administered.

Macnamara (1966) criticized Peal and lembert for relying on
the Peabody Vocabulary score in English, which is alse & measure of
J.Q., as the determining factor in selecting the bilingual children.
He felt.that this created a serious bias toward including only the
brighter children in the study.

Lambert and Anisfield (1969), hcwever, refuted Macnamara's
attack by explaining that the vceabulary score was necessary to
eliminate those children whose abilitles in ansh'ai English were
balanced but minimal. They had been furtherihssured y *he teachers
that repeating the vocabulary test in French Qas unnecessary. In
addition, the French achievement of the monolingual and biliagual
students, as measured by school grades, did not differ, adding
support to Lambert and Anisfield's claim that their bilingual sample
was not biased. They therefore maintainea, on the basis of the
obtained intelligence measures, that bilingualism has not been
shown to negatively influence intellectual development.

Two more recent studies in this area report advantages
for those who are bilingual, not in the traditional domain of
intelligence tests but in specific cognitive functions. Liedtke and
Nelson (1968) found that bilingual grade one pupils scored higher
in a series of Piagetian conservation tests than their monolingual
peers, matched for age, sex, intelligence, socioeconomic status,
and previous education experience. That is, their level of cognitive
functioning was at a more advanced sta ¢e because of enriched

envirommental experiences.
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Ianco-Worrall (1972) also found that young bilingual children
were at an advanced stace of cognitive functioning in the area of semantic
development. Children from four to eight years of age were presented
groups of three words orally, and were asked to pick the two which
belonged together. The bilingual four-to six-year-olds in her sample
made more Selections of words that belonged together semantically while
monolingual children relied more on phonology for their choices. For
>lder children there were no differences in the number of semantic
choices, suggesting a temporary advantage for bilingual children in
this task. In the Plagetian tasks toc it would be relevant to know
whether the advantage in cognitive functions for bilingual children

could be maintained through later stages of development.

Immersion Programmes in Canada

Bilingual education programmes in Canada, especially those
started in more recent years, have been concerned about the effects of
bilingualism on intelligence. Because of the desire that bilingually
instruéted students not fall behind their monolingually instructed
peers in academic performance, evaluative comporents have been incorporated
into many bilingual programmes.

Immersion programmes are directed toward children of English
and French-speaking parents who want their children to become fully
bilingual in Canada's two official languages. For example, in & Irench
immersion programme, children have the opportunity to use the new language
(i.e. French) as a tool for communication. Barik and Swain (1972; also

Swain and Parik, 1973) discuss this ac nne »f the main reascns for
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implementing second language instruction as eably as possible, and in
an intensive way. The following is vne model of a French Immersion
programme: during kindergarten and grade one,the teacher uses only French
and the children, who initlally speak only English, graduelly replace it
with French, the language of instruction in the classroom. The
curriculum is generally the same as other programmes at the same grade
level and information about French culture is added. One hour each day
»f English language arts is introduced in grade two and the programme in
English is gradually increased in successive grades until French and
English are used equally. By grade five, the programme is half English
and half French.

Barik and Swain's evaluation included a compsrison group of
Ottawa students who had received instruction for twenty to thirty minutes
each day in French as a second language. After statistical adjustments
for age and I.Q. differences, testing at the end of grade one revealed
that the French immersion group scored higher in aural comprehension of
both French and English. No differences emerged in mathematical ability
which was measured in English but the immersion group was behind in
English word knowledge, discrimination and reading. Lambert, Just and
Segalowitz (1970) reported similar lags early in an immersion programme
and also observed that they disappeared by the end of grade two. Considering
that no instruction in Bnglish had been given at this stage, the lags were
not very surprising and the transfer from French to Inglish had been
remarkably great. Performance of the French immersion children on tests
gtandardized for native French speakers was in the low average range.

A similar evaluation, conducted by the Cttawa Separate School

Beard (Edwnrde snd Cusc.rly, 1977), c~mpared the effectiveness of



teaching French to Enrlishe-speaking pupils for éeven*y-five minutes per

day, for twenty to thirty minutes per day, or through an immersion programme.
Pupils in grades three through eignht were in twenty to thirty minute

second language teaching pericds, while those in grades one and two were

in the two more intesive French programmes.

The French immersion programme in the Ottawa Separate School
Board delays the introduction of English language arts to grade three,
but begins teaéhing religion in Eknglish in grade one. In addition, in
kindergarten, instruction may be in either language so that the immersion
programne does not formally begin until the first grade, when parents
have the option of enrolling their children in the seventy-five ninute
programme or the immersicn classes. In comparison to the seventy-five
minute programme, more of the students in lmmersion classes had received
French instruction in kindergarten. In addition, the French immersion
classes contained fewer students of neither French~ nor bnglishe-cpeaking
backgrounds than did the seventy-~five minute programme. Beyond these points,
there were no descriptive differences between the groups entering the
two experimental French programmes,

The only differences whliech emerged in the test performance of
the primary grade students were not surprising. The seventy-five minute
group excelled only on some of the English language subtests, while the
immersion group had higher achievements in French. Both programmes
yielded satggfactory performance in French and the immersion group was
able to transfer its French instruction to English tests.

Perhaps the most interesting finding was that primary students
in the more intensive French programmes had attained as great a knowledge
of French as senior elementary students who had been instructed in French

for several yesars for twenty or thirty minutes per day.
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A report bty Burstall {1972) indieated that eight-to thirteen-
year-cld children in zZngland, lenrning French as a cecond languuge for
twenty to thirty minutes daily, show no deficits in English vocabulary
skills or other areas of the curriculum. In summary, twenty o thirty
minutes of French instruction has no detrimental effects, although this
evidence suggests that it is not the most effective method of instilling
French communication skills.

There are further indications of the success cf the French
immersion programme., After being in a grade one Fre:nch immersion class,
the pupils were a3 accurate and efficient in decoding and encoding messages
in both French and English as were matched monolingual pupils in the
tw> languages (Jamuels, Reywolds and Lambert, 1949). Giles (1971) reported
above average performance in tests of verbal ability throughout elementary
school for students in a French immersion programme. Spelling problems which

had been aniicipated did ocecur in the earlier grades but decrearcd later.

Lambert et al. (1970) used novel tecknijues to test French
immersisn students after grude one and twe in comparison with menolingually
instructed French and English-speaking pupils. Oa word associaticn tests
in French, immersi-n students gave similar numbers and types of sssociations
as t! 2 monolirgual eontral students. As judged by native French speaxkers,
immersion students' knowledge and pronrmeiation ~f Freneh phonemes
was rated averure t~ gnnd.  The immersizn class was also able to create
intelligible stories in French, although they had more grammatical errors
and somewha® poorer expression than the French control group.

The zuthors stress that the experimental French immersion
21uss was not 2 geleet croup and even coatuinel tw chlldren Judecl £

nave "pereeoptunl problems." Even these tw> progressed at a n>rmnl spead.



They add o jermeg o b Lnololon clliddlion provides an edquind
cpportunity Tor oIl clildeon cinc. chle cctoartine polnte are nore nearly
nlike. lHewever, tiore hno been very little research on how individual
differences relute to purformance in an immercion programme,

Althourth the develcopmentul patterns of bilinpually and
roanolingunlly inctructed children are different in the early elementary
sradez, due to differences in ianguare emphacie at thie stuge, introdueing
wocecond languagce intenclively to younge children apprears not to have any
lasting Jdetrirmental effect. on acudemie performance. It- effectiveness

in achieviny bilinrunlisrm reems rather inmpressive,

Two Jnocuecescful Pilingunl Programmes

Twe relatively larse ceale bilingual education programmes suggest
that an intensive mcdel ennne® be universally spplied. Both have been
extabli hed for o lones time sna rie2 tenchine twe official lunguuges. Their
recudts at Py value do nos favour bilinmualism, althougsh other factors
cuch 20 at<isudor aud mesives!on mey aleo be involvaed.

In Azadin, lovn leotla, Chiszoon (196«) attemptec te £ind out
whether bilinpunlicr wee an -weo2t or o handlenp o the native Frenche
cpeadding ctudento leerning ncllich,  The chiildren were in gprades four

-y

to nln qnd monnlimgunl zZnplichesp2akinge children were included as a

L

control yroug. Frr the tilinmunld children, French was their native language.
All childrzn cempleted the Pilntner llon-Verkal I... T2s8%, and the American
ochool Achisvement Tert, Davn from two countliecr, Richmond and Inverness,

were exatined cepnrately.
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favoured the bilinguul students. Despite their intellectual advantage,
the bilineual otudents recred lower thun the monolinsual students in
many schievement subtests in the lower gradec and by grades seven,
eight and nine were still behind in some verbal subtests, namely,
Paragraph, Sentene= and Word Meaning, and Reading. They were ahead
i1 some of the Arithuetic cubtests,

It chould be menticned that the moncolingual pupils of both
Acadian counties also scored below the national norms on most parts of the
nchievement test., In other words, none of the groups examined was
really performing as well ac desired, but the bilingual students, on
the whole performed worse than the monolingual children. Although
the author discusses several reasors for the performance levels,
including poor attendance records, inadequacy of teacher training
and supplies, community attitudes, overenrolment, and an unusually
heavy reading lcad ecpecially in bilingual elacsrooms, the faet
*hat all tests were administered and completed in English, the second
language of +he bilingual pupils, could nlro be a eontributing factor.

o

Shiagson als: Jdeseribec sqwme of tie differcuces between the
successful teaching -f sec-nd lanpguages in Eurnpenn countries and the
relative failure in ‘cndin. OSie attributes the suecess f European
methods % thelr relevnnce and interest for che pupils, to delaying
instruetisn mitil the mother tongue has been mastered (usually grade
three ~r f>ur), and to the excellent teacher training specifically
geared toward bilingual instruction. At thre time of evaluation,
dewva Cestia lacked a2ll of these.

In Ireland, the cituaticn le somewe b unijue. At n time when
cver ninety per cent of its population was monolingual English-speaking,
the Irish language was reinstated (Macnmmurs, 196G). The result was that

o Englich was still the lanruage of the country while Trish was learned only




in school for political and cultural reasons. Since 1921, with the
establishment of the Irish Free State, the method, time and value of
introducing Irish into the curriculuwm has been 2 majer controversy (although
until Macnamara's publication, neither side had considered previding experi-
mental support for their views). In 1963, a Commission for the Restoration
of the Irish Language recommended continuation of the balance of forty-two
per cent instruction time in Irish in the first six years of primary
schooling including extended use of Irish for teaching cthar subjects.

Macnamara's research was confined to an examination of achievement
in English and Irish language and in arithmetic which constitute the major
emphasis of the curriculum in the primary grades. His conclusions may be
summarized briefly as follows: native speakers of English taught in
Irish have a poorer command of written English than students in lngland,
and of written Irish than native Irish-speaking students. The native
Irisi speakers have the lowest performance in written English. In
arithmetic, native English speekers taugnt in Irish are behind in
protlem solving ability but not in mechanical arithmetic which is less
dependent on language. The analysis was carefully controlled for such
extraneous factors as age, I.Q., sex, socioeconomic status and teacher
experience and qualifications.

Outside the realm of bilingualism, many factors were offered
by Macnamara to account for the differences in test performance between
Irish and British students. Test sophistication, motivation, environmental
experiences, test blas and teaching methods were among these.

Perhaps another factor not mentioned but worth considering is
the opportunity to use the two languages. English is the languape of the
vorking populations Irish is streszed in schiool. Confliet ic therufore
inherent in Irish education and motivation to learn the cceond nutional
language is likely to be low. For the =hildren of lrelund, tho outcome is

hardly encouraging, but exposure to two languages alonc may not be responsible.
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Attitudes and Motivational Factors

The ascesoments of bilingual eduecaticn projects diccureed o
far have dealt almost exclusively with achieving language goals and
academlc success. Considering the importance of changes in attitudes
toward and understanding of other language communitiec, and changec in
self awareness and self worth as possible by-products of a bilingunl
education system, it is surprising that these social influences have
not received much attention in may research studies.

Pesl and Lambert found that the attitudes of the bilingual group
from French-speaking backgrounds toward English-speaking people were more
favourable than were the attitudes of the monolingual Frenchespeaking
children. Although it would be very nice to conelude that one's attitudes
become more positive as one learns more about another group's language
and culture, there can be another interpretation since no pre-measures
of attitudes were taken. Favourable attitudes might encourage learning

the new language. Possibly, both forces are in effect simultaneously.

Positive sttitudes toward the members of the other language
group are an important aspect of successful language learning since they
strongly influence motivation. Gardner (1968) distinguishes between

integrative motivation, the desire to interact with members of lhe olher

language commuaity, and instrumental motivation, the wish to get alend
ia sehool or in a job. Although instrumental motivation is sufficlient
f:r using a language to some degree, perhaps in a mechanical or rote
way, the desire tc integrate or interact is more likely to increase the
ability to communicate successfully and fully in the lunguage.

Zarkman (1947) cltes as evidence a study by Gardner and Lanlert oiiwlnes
tlhat students with integrative motivation achleved rentvr siceess In

learnlig their second language than those with instrumental motivat!i .

A learner's motivaticn mesy be influenced by many indilvidig
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in different ways. PFor example, parents who actively cupport the
acquicition of a second language by encouraging thelr child to ctudy it
are affecting instrumental motives. Thelr passive role, their attitudes
toward the community whose language the child is learning, is s newnnt
more subtle but is important in developing integrative motives. In vaery
ruch the same way, teachers, peer groups and the community may affect the

motivati~n to learn & new language.

Twe Types of Children Learn Second Languages

Tyually important in influencing whether or not an individual
will become bilingual must be the attitudes of the target langiage group
trward the learner's language community. '

At this point, it i1s necessary to distinguish between two
types of students who may become bilingual. So far in this paper, «nly
tiie pers>n wh> already speaks the dominant language of the country

en he begins school, has been considered. For example, the Englishe
speaking child in Cntario, or in the United States, or the French-speaking
child in 2uebec, or the Spanish~speaking child in lexico would fall into
‘hiz cutedgory. These individunls migh* have the op*lon of learning a
racond langunce 4w some point in their schoeling. Thelr cecond language
will urunlly be on2 of ‘heir cwn or their parenis' choice.

The second category is filled by those who begina scliocl speaking
saly their native language which 18 a minority language of the country.
Examples are abundaat: the Italian~or German-speaking Canndian, the
Spanish=or Indian-speaking American, and the English-speaking Mexican
represent oaly a few. For these groups, it is compulsory that they
acquire a second language. They must learn the dominant language of thelr
¢ autry a8 so-n us possible when they start attending sche-! in order to

funation successfully in the world outside of thelr home.
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The Immersion Model for Minority Language Students

In an over-simplified analogy, these minority language group
children are entering an immersion programme in the dominan' language.
The analogy is over-simplified because the differences are very
significant but often not reflected upon.

The first difference is that there may be only a single
minority language child in one classroom. This means that he alone is
struggling to learn a new language in addition to the contents of the
crriculun which are presented entirely through a medium foreign to him,
Everyone else,required to cope only with the curriculum contents, is 2t
a relative advantage. Therefore, in contrast to the situation in the
immersion programmes previously considered, all children do not begin at. the
same starting point. The minority language child is behind. Second,the
curriculum and teaching methods are not specifically designed to teach
a new language, but only to teach content material. The child must
therefore grasp a new language and culture osmotically. Even though a
child's first language appears to be acquired through osmosis, the
second is rarely (Perren, 1972; Vygotsky, 1962).

A third difference, which is a consSequence of the first two,
18 that the child is missing the contents of the curriculum presented in
a language which is foreign to him all the time that he is learning the
language of instruction. This is also true if he is taken out of his own
class until he has learned the language. School failure is an almost
inevitable consequence and evidence to support this outcome is sadly
abundant (Cottrell, 1971; Modiano, 1966; Gudschinsky, 1971; feith, 1969;

1CCA report, 1969; Valencia, 1970). The child's native language anud

potential bilingualism Serve as a handicap to his educatlonal performance.
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In speaking of minerity language children, Sealey reminds us:
"It is important for the teacher to realize that the
yung -~ pupil does not live in a language vacuum.
He has been raised and learned to communicate in
a highly developed and satisfactory language. He
has a full commitment to this language and all
that it implies. He nas, as a result of that
language, a fully developed set of concepts,
a way of categorizing things and a way of
thinking."

(Sealey, 1971, p. ¢}

Congeguences of Dismigsing Native Languages
What are the consequences for the minority language child?

It is not necessary for him to be bilingual; the message he receives is
that it is sufficient to speak the language of the school. He is
almost being asked, albeit in a subtle way, to reject his native language.
Furthermore, since language is an integral part of culture, rejection of
culture may easily accompany language rejection.

0f course he may still become bilingual and bicultural through
encouragement from outside his educational environment. Moving back
and forth between two languages and life-styles, especially the latter,
mey at times be very difficult if the appropriate behaviours tied to each
are inconsistent. For example, a girl whose culture teaches her to be
silent and submissive in the presence of adults could e&sily be accused
of insolence in the classroom when she fails to answer.

Another serious consequence ls that parents often complain
when their children neglect their culture, lose respect and even refuse
to spesk their language (Meyerson, 1969; Brault, 1964; Levine, 1969).
The conflict exists not only within the family; but extends tc the
relationship between parents and the school which is seen as the agency

pulling children away from their parents. Although the school's influence



mey be no nmore than to praise a child for speaking the language of the
schonl and %40 fail to understand his native language: the following
quotations reveal feelings of disruption, anger and resentment:

"When society forces a youngster to use a second
language and to forget his mother tengue, it is
tearing up roots and disrupting kis inuermost
stability."

(Jenscon, 1962, p. 136)

"How much it hurts a child to have his cwn language
ignored in a class of strangers probably never will
be mcasured by the social scientists.”

{Lind, 1973, p. 10)
"Resentment is assured, as expressed by a graduate
of Sca Antonio, Texas scho:l system: 'Schools try to
brainwagsh Chicancs. They try to make us forget our
history, tc be ashamed of beiang Mexican, of speaking

Spanish. What they succeed in dcing is making us
feel angry and enpty inside.'”

(Ramirez, 1973, p. 139)
Or perhaps a feeling of worthlessness will prevail. Recently
Chief Dan George expressed fear that his minority group may be able to
centribute nothing to Canadian soclety.
"And now you hold out your hand and you beckon me to
come acro3s the street. Come and integrate you say.
But hew can I come? 1 am naked and ashamed. How
can I come in dignity? I have no presents. I have
ne gifts. What is there in my culture you value?
My poor treasure ycu can only sccrn. Am I then to
come as a beggar and receive all from your omnipotent
hand."
(George, 1971, p. 13)
After having subtle negative messages reinforced for several
years, the student when he reaches secondary school is permitted,
ironiecally, to begin to learn a second language, pcscibly his first

language. <Cften his native language is not in the list of acceptatle

teaching subjects. Even wh-n it 2o, hiz l-ial -dvantare 13 lost
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since it is unlikely that the student still has his original fluency in
his first language. Furthermore, if there are any siblings in the home,
the children will be even less likely tc speak their parents' language

(Clyne, 1970). Clearly this is not an efficient method of attaining the

desired goal of bilingualism.

. Trend Toward Native Language Programmes

In North America, a recent trend has been to start native
language programmes with young children. Teaching more than one
language to younger children is not a new phenomenon. Many European Counties
start their pupils on the path to multilingualism quite early, usually
after they are firmly established in their native language. Such
a procedure is almost essential because of the close proximity of
different language groups in separate countries and because there is often
more than one official language within a country (Chiasson, 1962). For
example, in both Belgium, with two offiecial languages, and Switzerland
with four, primary school instruction begins in the mother tongue which
mey or may not be one of the official languages. After a sound base
has been established in the mother tongue, and when the child is still
in primary school, a second language, one of the official languages is
introduced gradually as the medium of instruction. Often a third

- language is also begun before a student enters secondary schocl.
In North America the situation is quite different. There

are so many different languages represented that it is not feasible to
make them all official and expect everyone to learn them. The Federal
Government, through policy and money, hag recently given increased
encouragement and support to French-English bilingual education in
Canada. Support of multiculturism is n different component of the

Federal Govarnment.'s thrust.
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Teaching in other languages, usually the native languages of
minority groups, has very recently been intrcduced in North America.
The United States amended its legislaticn and on January 2, 1963 signed
into law an act permitting bilingual education. Gaarder has indicated
that the office of education has interpreted bilingual education officially
to mean:

", ..the use of two languages, one of which is English,

as mediums of instruction...for the same student

population, in a well organized program which

encompasses part or all of the curriculum, plus study

of the history and culture associated with a student's

mother tongue."

(Gaarder, 1970, p. 164)

According to Andersscn and Boyer, the act is intended to:

", ..conserve our language resources and to advance

the learning of the child, irrespective of

language. 1t seeks to make learning the objective

of the classroom, using other languages in

addition to English to accomplish this objective."

(Andersson and Boyer, 1970, p. v)
Ramirez (1970, 1973) suggested that teaching in the native tongue be
introduced for one or more of the following reasons: to permit a student
to advance in other curriculum areas without falling behind while he is
learning the national language and hopefully thereby to reduce the rate
of dropping out later; to reduce the conflict that may arise between a
child and his parents over language usage and cultural inveolvement; to
enable or increase communication between parents and teachers; and, to
teach and respect both languages and cultures. If fulfilled, these
goals represent some of the advantages of second lénguage programmes.

The enthusiasm and potential impact generated by the Bilingual

Education Act are expressed in the following quotation:
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"It is encouraging that after centuriés of imposing
conformity, the diversity of the American culture 18
being realized and molded into a creative force
rather than left as gomething to shame or at best
patronize. The mother tongue is the best medium
for a child to learn...before English and the
American culture are introduced. Children feel
more Secure and the parents, whose words and
ways are no longer demeaned, are more puditive
in their ideas of education for thelr children...
The child in this kind of learning situation
can become a literate, an advantaged bilingual,
rather than a confused failure with substandard
command of both languages.”

(Meyerson, 1969, p. 526)

Minority language groups musi feel comfortable with the
motivation behind native language instruction. An offer of native
langurge instruction may be viewed as an attempt by the dominant language
group to maintaln their advantaged status quo, since knowledge of English
is compulsory for successful competition in North America. For example,
it is because of suspicious feelings of this nature that the American

Council of Sioux Indians has prevented instruction in the Sioux languzge.

As part of the ingredients necessarv for success, Benton reflects,

®Bilingual schooling, as part of bilingual education,

presupposes an environment in which both languages

are respected, and in whicn an informed understanding

of thc cultures which lie behind the languages is

present or is sought.”

(Benton, 1973, p. 14)

As long as these conditions of mutual concern and respect cannot be met,
and suspicions not laid aside, native language programmes cannot be
successful. Distrust and negative attitudes are therefore possible

disadvantages of native language programmes.



In offering instruction in native languages for minority
language groups, the United States has followed the example of some of
the Spanish speaking nations to its south. Gudschinsky (1971) describes
three early experiences with native language programmes. In the Peruvian
jungles, because Indian pupils were not learning when taught oﬁly in
Spanish, some of the Indians themselves were trained to be instructors
in their own language. Pupils spent two years learning to remd and
write their native language and then a third year in transition to
literacy in Spanish. After these three years, they entered regular
Peruvian classrooms continuing to use texts printed in both Spanish and
the vernacular Indian for two more years. Only after these initial five
Years did they follow the regular curriculum in Spanish. While there was
no formal evaluation, success of the programme was inferred from the number
of graduates, some of whom even went on to university.

A second example, in Quechus Feru, followed a very similar plan
but the transition to instruction entirely in Spanish was faster. 1In
Quechua too, success was measured by the decrease in the number of
Pupils who dropped out of school. In addition, the academic achievement
of the students who began with native language instruction was superior
to those who had received monolingual Spanish instruction.

South Vietnam was the third region described by Gudschingky
to implement native language teaching for Highland people in order that
they might benefit from their educational experience. The results were
similar: fewer studerts dropped out of school, and they were more fluent

in the national Vietnamese language than were former Highland graduates.



Even without formal evaluation, the success of these programmes
was obvious. Gudschinsky discusses Several factors which he believes
were responsible for the success. The programmes carried the support
and understanding of the entire community and the teachers were, for &
change, members of the Same commmity. For new students, the cultural
shock was minimized and the child's sense of personal value and identity
could be augmented. The pupils were able to develop a habit of Success
rather than failure because basic concepts in content subjects were
developed in the mother tongue. Fluency in the child's own language
was fully used in learning the skills of reading and writing and the
focus on the mother tongue actually contributed to second language
learning since reading skills could be used as a learning tool.

Modiano (1966,1972) investigated the efficacy of a comparable
programme in Mexico. Specifically, she was interested in whether
students who were first taught to read in their native tribal language
would later read Spanish, the national language, with greater understanding
than studcnts who were taught entirely in Spanish. On two independent
measures, the bilingually instructed students in three separate tribal
areas surpassed the monolingually instructed pupils. A greater
percentage of the students who were taught first in their native
language were rated by th:ir teachers as being able to understand what
they read in Spanish, and the same group Scored higher in a reading
comprehension test devised by Modiano so that its content would be
culturally relevant.

Modiano believes that reading in the mother tongue involves
acquiring a single skill, asscciating written Symbols with familiar oral

symbols. On the other hand, learning to read in an unfamiliar language

requires the additional skills of learning new words, sounds and meanings.



The Language in Which Reading is Introduced

cray (1969) demonstrated that good readers, regardless of
language and orthography, show remarkably similar characteristics in
the skill involved in reading. This adds some weight to Modiano's
belief that reading should be introduced in cne's native language.
Gray measured eye movement patterns, and frequency and duration of
eye fixations during both silent and oral reading. His description of
reading as perceiving words, grasping meanings, reacting to what is
read and applying the ideas acguired, is alsc independent of language
or script.

Consistent with Gray's research, is the transfer of reading
skills which was observed in the French immersion programmes. It
should be noted however, that in the French immersion programme,
reading and writing begin in the children's second language and not
their mother tongue. Clearly in learning to read,other factors besides
the native language must be in effect simulianeously.

The programmes described both by Gudschinsky and Modiano all
introduced reading in the native language. However, reading has not
been isolated from other factors, namely that all other information
was presented in the nauive language. It is therefore not possible
to conclude for these programmes whether it is better to introduce
reading in a child's native languuage or in a second language. To
resolve this issue, one would have to compare the effectiveness of
two programmes: one in which reading was introduced in the native
language; the second in which reading was introduced gradually with
the second language, with all other conditionsz remaining constant.

In reviewing the literature, no comparigons of this nature were found.
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Other aspects would alsoc need to be considered before deciding
in which language reading should be introduced. For example, it may
depend on the two specific languages involved. (ray describes three
forms of written representations: word-concept or ideograph; syllable-
sound or syllabary; and letter-sound. Whether transfer would be easier
berween tyo languages within the same representational form than between two
different forms is an important, but unanswered question. Instances of transfer
repurted so far have been between French and English, Spanish and English,
and Spanish and Indian languages which are all letter-sSound representations.
Even within a single representational system, transfer may occur more
readily between languages that are more similar in pronunciation and

vocabulary. Clearly more information i1s needed in this area.

Native lLanguage Programmes in the United States

In the United States, during the first year of funding under
the Bilingual Education Act of 1968 alone, seventy-six native language
projects were started. OSome of thesé use the mother tongue as a bridge
to ease the transition to English as is the case with the programmes in the
non-English-speaking coun'riec mentioned above. The range in organization
within the seventy-six programmes is quite great, however, and the other
end of the continuum also exists: complete bilingualism for both
minority and dominant language groups and continued instruction in both
languages. Some indication of the variety in models and types of
organization of bilingual education programmes can be found in reports
by Gaarder (1967), LaFontaine and Pagan (1969), Ott (1968), and Ayala (1971).
Gaarder (1970) feels that unfortunately,very few programmes

have fully qualified teachers, or persons who can fairly and fully
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represent two cultures since they themselves are products of a system
which the Bilingual Zducation Act was meant toc correct. Many of the
instructors themselves have had little or no formal training in their
native language and may have been embittered by their own educational
experience.

The ingredients for successful bilingual programmes.in
schools can be stated briefly: '

"community support, well prepared teachers, adequate

regsource materials in both languages, and opportunities

to use both languages outside the school gates." -

(Benton, 1973, p.14)
The ingredients sound simple encugh, but as we shall see; many of the
native language programmes in the infant stage have had some difficulties,
although initial evaluations show some promising results,

Most of the minority language Americans are Spanish-speaking
and consequently the second language projects in the United States are
concentrated in the Spanish language districts. Ainsworth and Christian
(1970) report on a Spanish and English kindergarten programme with
bilingual teachers and aides who gave most of the instruction in Spanish.
Testing revealed gains in both Spanish and English vocabulary by the end
of the year. From taped conversations, the general impression gained was
that verbal fluency inecreased and scores on the Draw..a-man test suggested
that general intelligence alsc increased.

Unfortunately the major message informs researchers of the
difficulties involved in testing children of that age level and since no
comparison groups were tested, it is not possible to determine how
sigificant the advances really were. Jome of the testing itself was rather

pecorly administered further reducing the meaningfulness of the results.
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All testing was conducted in the classroom with serious distractions, and
the pecrle who tested and interpreted the children's speech were
untrained and did not use standardized or consistent procedures with all
the children. The results emphasize the need to involve the teacher in
the evaluation of a programme of this nature for young children and
rely at least partially on observations of natural classroom situations.

Keith (1969) and Muller and Leonetti {1970) summarized
evaluations of another elementary Spanish-English bilingual programme.
This programme, in New Mexico, stressed the understanding and
appreciation of cultural heritage by aiming toward fluency in both
Spanish and English and building positive self concepts. From kindergarten
through to grade three, the students stayed with the same instructor.
Each year of the project, in the areas of mental ability, learning
readiness, academic achievement, student attitudes and parents' attitudes
ani involvement, the bilingual group was asSsessed in comparison with both
traditional and experimental English programmes. In the "experimental"
English programme, while instruction was in English only, a bilingual
aide was present to acsis* in comprehansion when needed.

At the end of the fourth year, there were no differences on
any mental ability or academic achlevemeat measures among the three groups,
and any lags the Spanish-English classes had demonstrated mid way in the
project had disappeared. Considering that all testing wms carried out
in English, the. initial lags of the bilingual group are not swurorising
since they had still received relatively little English language instruection.
The fact that they did catch up is notable, and again reminiscent of
Lambert's results with French immersicn programmes,

Since Muller and Leonetti stated that their gelf concept data

could not be meaningfully interpreted,no valid information on this aspect
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of the students' progress was available. There were differences in
parents attitudes and contacts with the school. Parents from experimental
groups expresged more favorable attitudes and had more involvement with
the programme than did parents with children in the traditional programme.
Parental involwvement took the form of parent-teacher conferences, teacher-
cluse demonstrations, home visitations, instructional workshops and
parent study groups.

In another study, Skoczylas (1972) found that after two years
of bilingual instruction with equal time for Spanish and English,
Meéxican-American pupils had more favorable self images than did
monolingually instructed Mexican-Americans. Their skills in oral English
did not differ but the bilingually taught students ranked higher in
Spanish oral ability. On a primary mathematical test in English, however,
the control group scored higher. Perhaps the bilingual c¢lass had been
taught mathematics in Spanish, and had not yet mastered the same content-
specific concepts in English. Because the English langwage skills of the
two groups were not different, it is likely that the lag of the experimental
class was temporary. The need for longer term follow~-up evaluations and
for controlled separation of testing from language is once again made
clear. The main advantages of this programme seem to be in personal
development and maintenance of the native language.

Another programme ia ew Mexico (Cordova, 1970) concentrated
on teaching in both Spanish and English for four years, beginning in
kindergarten,to Opanish-speaking children only. Evaluations included
tests of achievement and parental involvement and attitudes. At the
end of grade one, students in the regular programme had made greater

gains in achievement test scores but by the end of the following year,
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there were very few differences and neither thé regular nor the
experirentel programme children were consistently ahead. The pareats
of students in the bilingual programme had contacted the school more
frequently than the other parents but did not differ in thelr attitudes
toward cducation.

Another project in Celifornia was directed at improving
Spanish and English languate skills by providing home instruction before
kindergarten for eighty Spanish-speaking children (Bilingual Education
Project, 1972). After six months of instruetion in English as a second
language, the children were taught equally in Spanish and English.

The school curriculum for kindergarten to grade two reinforced the
development of skills in both languages, while the eighty children remained
together. No English-speaking children were included in these classes.

The }eport contains only deseriptive and no evaluative information.

Zirkel (1972) deseribes and evaluates a set of programmes for
Puerto Ricans in grades one to three in Connecticut. The first, a
bilingual model, involved Spanich instruction for a significant part of
the curriculum with English presented as a second language. The second,

a quasi-bilingual model, had children receiving only limited instruction

in Spanish for a short period each day by an itinerant teacher. The control
group, cnrolled in a regular programme, received instruction in English

as a second language.

The bilingual group showed more improvement over the regular
control class than did the quasi-bilingual group. In grade one, their
self-concepts were more favourable and in grades two and three, on
academic measures in both Spanish and English, they scored higher.
Furthermore, as determined by interviews, parents of children in the
bilingual programme were better informed about the nature of ﬁhe programme
their children were in.



Whether the differences in favour of the bilingual group were
attrid able tc Spanish instruction time iS not ascertainable from the
information provided since other mal-r discrepancies also existed in
conjunction with this detail. For example, instrnetor discontinuity,
that is, switching teacners Lack and forth for young children, is one
major distinction which must be considered as a possible contributor.

A second factor is that if the regular teacher in the quasi-bilingual
model did not understand Spanish, his pupils were effectively in a
"reguiur" programme for a substantial part of the time, that is, the
purils had to rely on English in the prese: .. of that teacher.

Jot all bilingual programmes have been Set up during the
school year. A short-term summer programme (I:CCA Report, 1969) was
developed for Spanish~speaking children who had already been branded
as learning problems for one reason or another. After six weeks of
culﬁural, educational, social and recreaticnel experiences, English
and Spanish test scores had increased significautly, and fewer students
remained in the "academic risk" category. Even this very short experience
helped the students to recognize and value their own culture, and stresses
the needs of minority groups or mincrity language community children which
are often not met by a regular school programme.

dot all bilingual education programmes in the United States
are directed toward Spanish~speaking children. For example, in Utah,
Navajo Indians comprise a significant part of the population, and in
twenty-two per cent of their homes, English is never spoken (Cottrell, 1971).
Before a native language project was introduced, these children generally
Fad teen xept in grade one fur an extra year 8- that they could catch up

in speaking and understanding English. The nim of the bilingual
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education programme was to prevent this automatic academic retardation,
to tuild nore positive self images, and to involve and communicate with
the parents. English was taught as a second language while curriculum
content was presented in Navajo.

The Navajo children in the project were compared on self image,
oral English and a readiness test,to both an English speaking group and
a Navajo control group. However, the latter group had significantly
more contact with the English~speaking majority before and outside of
schecol. In performance, the Navajo children in the experimental
project full between the other two groups but did not differ significantly
from either group on any measures. However, the Navajo controls did héve
poorer self-images than the English controls and also fell behind them
on som~ of the academic measures. These results zuggest that the project
Jdavajo children were somewhat better off with initial instruction in their
native language since in a regular programme it would be expected that

their performance at best would be like that of the Navajo controls.

Qne~Way Versus Two-Way Bilingual Programmes

The above projects had in common the aim of using the native
language as a bridge to make, for example, Spanish-speaking children
fluent in English. They did not also involve teaching Spanish to English-~
speaking pupils; that is, the bilingual instruction was one-way or in
one direction only.

A one-way language programme would be easier to ecarry out
since language teaching 1s directed toward a more uniform group. Imagine
a two-way language programme in which Spanish-speaking children were
learning English at the same time that English~speaking children were

learning Spanish. In this situation, a d4ifferent approach from that in



a one~way programme would be necessary to prevent each group from
becoming restiess or bered while sitting through the elementary lessons
Peotkelr e langmiace, AlYLagh thic Leg notl rerregent an advantace
for one=way programnmes, it does indicate a need to consider the two as
different from the point of view of currieulum. For both, a bilingual
teacher would be necessary.

Which programre is more desiratle must depend on the goals
of the programme and the ability to have 1t implemented, tased on legal
and administrative considerations. If the programme is used strictly as
a bridge to eventual instruction entirely i:. the dominant language,
directing attentisn only toward the mincrity language group would be a
practical apprsach. However, even with a transitional goal in mind, it
might still be an option to include some dominant language children in
the class in order to iacrease the amount of English used. Under these
conditions cne would expect the dominant language children to acguire a
minimal and fleeting knowledge of the mincrity language since teaching
the minority language is not a goal. 4 transiticnal programme would be
texporary; once the gap is bridgedinstructisn continues only in the
deominant language.

If the goal is t> maintain the minority native language, a one~
way programme nmight again be expected. Unlike the transitional programme,
some form of instruction in the native language is continued. If terminated,
this maintenance programme in practice becomes transitional. It should
be noted that the opposite is alsc possible; if a transitional programme
is continued, it may become a maintenance programme.

- .-
- * oy

- . .
. a e e, e . q Ao LI g ¢+ . Yo ol b e
PRS0 L neguillve & o LERONINS JTLLT US 1 TANIPLLY &L At

I\

might. be, for example, the development of the a - i-ude that cne's native
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language is not significant enough for the dominant language group to be
concerned with. Separation of the two groups may emphasize this aspect.

If the soal Is bilinguallism in beth directicns, a8 two-way
programne might be expected. A two-way langusge proramme is likely to
imply respect for each other's language and each other, and is most
likely to foster favourable attitudes among language communities. However,
the effects of intergroup contact on attitudes has not been resolved.

. In a 1ition, in relation to the bilingual programmes this issue has not
received much attention. Another factor to consider is that a two-way
programme which has the support of more than a sinagle minority language
group, may be mora likely to continue.

From the literature reviewed, in the United States, one-way
language programmes sSesm to be more common, a possible reflection of more

complex administrative and curriculum procedures with two-way programmes.

Two-Way Eilineual Progprarmes

There are some programmes which do come somewhat closer to
offering bilingual education for two language groups $imul taneously, that

is, a two-way model.

Valencia (1970) documenied an experimental kindergarten programme
aimed toward three different language groups in Nebraska. The programme
had three components: oral English instruction for speakers of non-
standard English; reinforcement of concepts in the native tongue, either
Spanish, Sioux or English; and oral Spanish instruction for all English-,
Spanish~ and Sioux-speaking children. Vernacular instruction with the
Sicux~Americans had to be earried out informally becnruse the Ameriean

Council of Sioux Indians opposes instruction in their native language.
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To determine the effects of the programme, tests in English
oral langunge achievemen, Spanish cral proficiency and intergroup
vio, o mdniale comes ot e cthiree o hade groups in che experimental
programme. A contrul group of children not exposed to the experimental
prograume was also tested, In English, all the mean scores favoured
‘he experimental group, although only their pronunciation was signifi-
cantly better than that »f & control group. Gain scores over time were

alse greater for the experimental group.

The results of oral Spanish fluency testing must be viewed
cautiously both because of the instrument itself and because of the
scoring indices used. It is probably safe to conclude that both English
and Spanish speaking pupils improved in Spanish-sSpeaking ability.

Measures of intergroup attitudes taken before and after the
programme revealed that attitudes were quite positive initially, and did
not change significantly in the course of the programme. Parental
attitudes toward education and their expectations for their children
were also quite favourable. There were no significant differences in the
way the parents of experimental and control children answered their
questionnaires.

Because the time of operation was limited to one year at the
kindergarten level, it is difficult to assess the programme accura'ely.
However, for the same reasons, the small gains in oral English ability
are probably very aignificant.

In San Francisco, a bilingual-bicultural education project was
initiated for both English-and Spanish-speaking children (Dillon, 1971).
FEach group was taught the ~ther's lanpuape - = recrnd lanmuape & »
three years from kindergarten through to grade two. Children were

tested in both their native and thelr second language.
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In the native language, gaias were greater for the English-
speaking children, and in the second language, for the Spanish-speaking
o DTl s T sther woric 41l ehiliddren advanced more in English than in
Srunish. All advances were however average or better than average for the
period of interest. Dillon suggested that the greater gains in English
proficiency could probably be attributed to the influence of out-of—éhe-
classroom experiences whish would have been predominantly English. To
offset these outside influences, Dillon felt that Spanish instruction
should be stressed to encourage truer bilingualism.

Comparisons in oral Inglish were made wi*h children
enrolled in another programme, the District bilingual programme, for
which no description was offered. The .)panish-speaking children
in Dillon's project ranked higher in kindergarten and grade one but by
grade two the two groups of Spanish speakers did not differ. More
meaningful comparisons could have been added by testing some children
frem the same background in regular classrooms and by including some
description of the District bilingual project.

Spanish~and English-gpesking children in Colorade are also
learning each other's languages from bilingual teachers and aides.
Simmons' (1971) final evaluation report, however, leaves much to be desired
28 1t is more nearly a document of how not to conduct an evaluation.
one of the children had ever been in a test situation before, the groun
tests were too difficult, and children copied answers. Furthermere, the
tapes of children's speech were inaudible due to technical problems and
no comparison groups were included. In other words, no objective neasures
of the programme's success are available. !onetheless, the instructors
and directors all felt subjectively that the programme was worthwhile and

shiould be ~~tinued. Pertaps later »ralustions wolld be more informative.



The ideal in a bilingual educational model is perhaps well
represented by foral War (Gaarder, 10947 and 1972; Valencia, 1969).
el b o lonto e onwoclve cpender. o0 Jpanich whe have ne option
but to become bilingual; the other half are English-speaking American
children whose parents,by opting for the programne,displéyed a desire
o have them become bilingual. Gaarder and Valencia indicate that the
programme instructors are well qualified in both languages and have the
full support of both the community and the administration. Based on
measures of achievement, by the time students have reached the fifth
grade, they were learaning equally well through either medium, Spanish

or English. The plan for the future is to continue using both languages

as instruction media at least throughout elementary school.

Overview of Native Language Programmes ir the United States

"The bilingual programme.,.recognizes that children of minority
language groups have languagscs and cultures wer-h cherish@pg and charing".
(Sampson, 1971, p. 1l1). Teaching mincrity language comm&nity students,
who had not been deriving maximum advansage from the educational system,
in their mother tongue was introduced as a compensatory measure and from
“he information available, app&rently has been a successful iechaigue.

At least no clearly negative results were reported in any of the projects.
The main positive effects seem to be enthusiasm, inereased parental involvew
men., increased positive feelings of self worth for the children in ‘he
programmes, as well as increased fluency in their native language. As
expected, lower levelsof achievement in English, in comparison to suitable
control groups, were often found, Generally, “hese lags were temporary,

and disappeared after several years.
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Throughout the descriptions and discussions of the various

proj-cis, one cannot help but notice the enthusiasm with which the
T mE v s grnetel 0 parents and educators allke. COften where books

were not available in the student's native language or even about his
culture, whether for reasons of budget or supply limitations, students
and teachers together enthusiastically created, recorded and transeribed
their’ own reading materials. Where bilingual instructors were not

. readily available, paraprcfessional community members were brought in to
assist in language aspects of class routines (LaFontaine, 1971).

Another interesting finding associated with the bilingual
programmes is that parental involvement has been higher than with regular
instruction programmes (c¢.f.,Cordova, 1970; Muller and Leonetti, 1970).
One exception to increased parental involvement was noted by Picchiotti (1969).
Parents were not particularly well represented at Open House and paid very
few visits to the classroom. Their lack of response was partly attributed
to their satisfaction with the programme, and to the expense of public
transportation for these welfare recipients, but not to a lack of interest.
Furthermore, the parents were kept informed about the programme by a school
community representative.

In other words, administrative complexities, especially in the
primary grades where most of the programmes are concentrated, can be

. greatly reduced by ardent and imaginative instructors, and a supportive
comnunity. These seem to be the most important ingredients for success.

Unfortunately since very few of the reports are really complete
from a research point of view, that is, descriptions, evalua®ions and
comparisons of curricula and programmes, it is not possible to say which
methods or models are most effective. In some cases, evaluations lacked

the appropriate and necessary comparison or control groups ~hereby
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1imiting the generalizability of the results. In other cases, the reports
“uil to describe the actual programme in detail making comparisons between
rroJects lmposiilles  inootilD otner cases, evaluations were not carried
out or were ilnadequate.

Fishman (1970) has criticized the bilingual education campaign
or being an anti-poverty programme. Although necessary, he feels that
it is insufficient because bilingual education should be available to
all, not just the poor. To have it available to all, at the very least,
would entail more two=-way programmes.

It should also be noted that this is the inverse of the
situation with French immersion. Many of the students enroclled in French
immersion programmes, at least in Ontario, are from the middle socio-
economic groups. JSome educators have expressed concern about the ability
tc generalize the French immersion situation to lower socio-ecconomic
groups. In the native language programmes most students are from the
lower socio=-economic groups. These sampling factors make it difficult
to generalize the effectiveness of both types of programmes.

Funding is, of course, a necessary consideration. A4 full
bilingual programme requires at the very least an adequate supply of
curricular materials in two different languages. Often these are not
even obtainable in the target languages.

Even if one project did get off the ground, duplication might
not be possible because of lack of additional funds. This situstion
could be frustrating both for a School Board and for communities desiriug
such programmes., Restricting programmes to the lower grades and to only a
single launguage group would alss imply reducing the money necessary to

fund a project but this could convey the impression that one language group
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is being favoured. 'Funding from outside agencies through research

ar sther grants is usually temporary and often insufficient to meet

The fact trat most of the projects are temporary or short-term
introduces a new dimension to the problem: the effects of taking the
native language instruction away from pupils who have had it for two,
three or four years, or the effects of taking it out of the community
after a single age group has gone through é single cycle of the programme.
one of the programmes give any indications of where its graduates
will 2o, whether they will return into traditional classrooms or will
continue to receive instruetion in two languages. In the long run, more
harm than good might come if they were suddenly robbed of what was
fulfilling their needs, although the effects might not be discovered for
several years. Community reaction would probably be severe 1f programmes

were ended abruptly. OStopping the progrsmmes would also contradict any

intention of creating advantaged bilingual students.

Another consideration is that a programme must fall within legal
bounds. For example, if a school administration act allows instruction
in only certain languages, many aative language programmes ecould not

be implemented.

The Situation in Canada

Very few examples of native language programmes, a: least wi-hin
the public educational system, were found in Canada. The legislation
governing languages used in teaching is quite specific. In Ontario,
section 21, subsection (e) of the Schools idministration Act, under the

duties of teachers, states:
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"(e) in instruction and in all commmications with the

pupils in regard to discipline and the management

of the school,

() to use the English lunguage, except where it is
impractical to do so by reason of the pupil not
understanding English, and except in respect of
instruction in a language other than English when
such other language is being taught as one of the
subjects in the course of study, or

(i1) to use the French language in schools or classes
in which French is the language of instruction
except where it is impractical to do so by reason
of the pupil not understanidng French, and except
in respect of instruction in a language other
than French when such other language is being taught
as one of the subjects in the course of study."
Because the above act is characteristic of other Canadian
provinces, and because French and English have been endorsed as Canada's
two official languages, programmes such as the immersion programme, in
either English or French, are not only legal, but even encouraged.
However, at the same time, native language programmes for non-French
cr non-inglish-speaking elemen<ary schocl pupile are not generally

available. For the most part, they are nco® even legally feasible.

One province, Alberta, officially altered its Education Act in
April 1971 (Sampson, 1971) to permit instruction in languages other than
French and English, and to allow other languages to be taught as subjects
or to be used as media of instruction, provided that instruction in
English is given gimultaneously. To date, no school board in Alberta
has implemented any programme in which another language (other than English
or French) is used for instructional purposes, although some consideration
is being given to introducing studies in which the Cree language may be

used for instructional purpOSes; However, since the education of many

1 ?amoureux, P.A., Associate Director of Curriculum, Department of
Education, Province of Alverta, Personal Communication, Oct. 29, 1973.
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native Canadian Indians falls under Pederal jurisdiction, there may be

different provisiong for native Indian language programmes.

The Situation _in Toro

In Toronto, the situation for ethnic community citizens is
beginning to change. Their demands for maintaining their language and
cultural traditions are being heard. They have already taken the initiative
in organizing after school classes for their children and are demanding

school time to teach native languages.

The extent of interest in second language programmes in the
City of Toronto is reflected in a recent survey of parents of almost 39,000
public school children.2 The survey revealed that eighty-five per cent
of the respondents would enrol their children in an optional French
programpe or wish their children to continue taking French. 1In a
section concerned with languages other than English or French, it was
discovered that forty-four per cent would enrol their children in an
optional "foreign" language programme. While some of this latter response
was for a language as yet another subject in the curriculum, (i.e. Russian,
Latin) most of it was the expression of interest in native languages and
cultures by Toronto's ethnic groups.

In a project underway at the present time in the Metropolitan
Toronto Separate School Board, a handful of recent Italian immigrants from
eight to thirteen years of age are receiving instruction in their content
subjects in Italian while they are learning the English language as a
subject (Henderson and Silverman, 1973). The project was approved by
reason of it being impractical to use the English language because all the

students did not understand English.

2  Background information and the results of this survey are su:marized
in Appendix A,
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The two year programme is currently in itz second year,
and evaluations are still in process. Contrary to some expectations,
the students are all highly motivated to learn and use English even
though their teacher would understand them if they relied on Itallan
to communicate. Basal measures of I.Q. and achievement were
established during the first year for both the experimental and
a control group of Italian background children. Italian translations
of tests were used. Measures of English language achievement will
be obtained in the second year of the project.

The evaluators felt that some of the greatest advantages
of the programme were the ones most difficult to assess objectively.
For example, one boy who joined the experimental group only for
the English language instruction period, was a quiet non participant
in his regular classroom, but active, talkative and happy in
the experimental group. Observations of this nature, even if
informal, are probably the type that generate enthusiasm for native
language programmes.

The Toronto Board of Education recently introduced one
experimental project in <he fall of 1973, and twe others are
expected to start in March, 1974.

The first project is a two~year transition programme
starting in junior kindergarten for children of Italian background.
The programme will rely on the children's native language and
cultural experiences as the teacher initially will communicate
mainly in Italian. English will be introduced gradually over
the two-year period of transition. Both the teacher and the

educational assistant are bilingual and they will remain with

the same children throughout senior kindergarten. A research
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component is associated with the project; descfiptions of both the
sample and the programme and evaluations are underway.

By the third year of school, it 1s expected that the
children in the transition programme will be ready for the regular
Grade 1 programme in which they may begin to read and write in
English. It should be noted that this feature was shaped, in part
at least, by legalistic considerations. Before the transition
programme was implemented another proposal by a Toronto teacher
was presented to the Board for consideration. This proposal included
the introduction of reading and writing in the child's mother tongue.
However, it was discovered that this would not be in accordance
with the Schools Administration Act. Modifications were made to
make the proposal legally feasible while attempting to preserve
most of its features.3

Recently, the Ministry of Education has approved twe other
one-year experimental projects, at the slementary school level.

One project inwvolves instruction in Chinese culture and language,
while the other is in Greek. In both cases the programmes will
run for twenty to thirty minutes per day.

Other examples of speclal programmes for minority language
children may occur on the initiative of individual instructors
but no records of these instances are kept. It is clear that the
trend toward bilingual education is growing and "realizing dreams
that were always there. That dream [of bilingual education] has

3 Both proposals are discussed in a report to the Toronto Board which also
contains general guidelines to follow wien considering proposals
for the study of languages other than English or French at the
elementary school level (cf. Board Minutes May 3, 1973 pp. 316~318).
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been Jrcamt ever since the days of the Pilgrims, because they came

exactly in order to maintain themselves as they were rather than to

change, and so did many groups since then. That has been f[their] dream ...
and it is high time that it came to be realized ... for immigranis and
their ciildren and grandeiitldren." (Fishman, 1970, p. 56)
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It is clear that before & second language programme can be
introduced, several factors concerning the language environment must
be considered: whether or not the second language is the child's
native language (i.e., mother tongue); what langusges are available
and to what degree in the home, in the media and in the school; what
attitndes various community groups have toward the secoud language
and the progruauule.

Some indication of the extremes of community reaction to
proposed native language programmes is provided in Appendix B. The
arguments from both sides must be heard and considered. Second
language programmes, especially native language programmes, require
the cooperative effort of not enly the educators and parents, but
also the other community members, in order to be successful. Also
to be included in the list of factors which must be resolved before
second language programmes can be implemented are administrative
complexities and financial and legal considerations.

The goals of any second language programme must also be
given careful consideration. It is necessary for parents, instructors

and researchers to know whether the goals are to have the children

d zvelop some degree of conversational competence in & language,

tn teach them to read and write a language independently of
speaking it, to enhance the self worth of the pupils, to develop
an appreciation and understanding of culture, whether their mother

culture or unother, or to develop fully bilingual inc .viduals by
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maintaining the native langusge or by teachiné two official
languages of a country, for example, French and English in Canada.
Many combinations of these goals are possible.

The immersion model has been successfully applied with young
children to achieve the goal of bilingualism in Canada's two official
languages, English and French. In accomplishing this goal, immersion
programmes, which provide intensive instruction in the second language,
have been significantly more effective than less intensive programmes
(e.g. 20 -~ 30 minutes per day).

Many children begin school in North America speaking a
language which is the minority language of the country; Itelian-
speaking Canadians and Spanish-speaking Americans represent two
examples. Many programmes utilizing the child's native language
recently have been implemented in the United States.

Although many of these programmes are referred to as
bilingual projects, it is often difficult to determine whether full
bilingualism is actually one of the goals. In many cases, there is
ne indication of how long instruction in the native language will
continue or how much time will be devoted to each language. Often the
native language is used on a short-term basis to bridge the gap for
instruction in English, to enhance the students'! positive feelings
about himself, his language and his culture, or to prevent academic
fajlure.

In other words, many programmes have been established for
very pragmatic reasons. Furthermore, testing conditions, materials
and procedures were often inadequate, and in many cases, the samples

involved were small, As a result, the llterature to date is both
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confusing and incomplete; thus, there are no éatisfactory answers to
mnr questions of a theoretical nature. This paper has attempted to
organize information about some of the issues raised in connection

with bilingual programmes, such as, the age at which a second language
in introduced, the issues surrounding the separation of the contents

of two languages, the relationship between intelligence and bilingualism,
and the relationship between motivation, attitudes and language learning.

In spite of the fact that few issues can be resolved at
this stage, some of the results are clear, and there are some concrete
indications of the ingredients necessary for successful second language
programmes.

From an academic point of view, the results may be summarized
as follows: the children in native language programmes attain a
greater knowledge of their mother tongue than those in traditional
programmes. Childrsn in immersion programmes successfully learn two
languages, reinforeing the idea that young children can easily master
more than one language. Generally, students alsc progress satisfactorily
in all reguler areas of curriculum and initial lags in the dominant
language, when measured over longer periods, disappear in most cases.

It would seem then, that second language programmes are an
advantage. In the case of immersion programmes, they can produce
bilingual individuals and in the case of native language programmes,
individuals with positive feelings toward their own language and
cultwre. The alternative may be an individuul who rejects his
mother tongue and culture, leading to conflicts both in the home

and the school. There is also some indication that children learning
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two languages have greater cognitive flexibility than their monolingual
counterparts.

The degree of bilinguslism attained by students in second
language programmes may vary with the emphasis in a programme. The
results of the immersion programmes in Canada clearly indicate that
bilingual fluency can be attained in an intensive language programme.
In native language programmes, however, the relationship between
intensity of instruction and linguistic fluency has not been investi-
gated, possibly because bilingualism has not always been the goal'of
these programmes. Native language programmes have taken a variety of

forms: some have used the native language on a short-term basis;

others have attempted to maintain some degree of fluency in the native
language; still others have been two-way programmes, offering instruction
in two languages to two language groups simultaneously. Each variety
implies different goals, organizations and outcomes.

Consistent with these variations is the emphasis of evaluation.
Thus, immersion programmes heve stressed linguistic and academic
achievement. Some evaluations of native language programmes have been
directed as much or more toward non-academic and non-linguistic aspects,

to be more in line with their goals.
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SURVEY OF INTEREST IN FRENCH AND OTHER LANGUAGES:

Background

The following is an extract from the minutes of the
Toronto Board of Education dated December 14, 1972:
"(a) That a city-wide survey be conducted to determine
the varying needs for French instruction in the
Toronto Public Schools to serve as a basis for
future planning of programmes.
(b) That a comment be included on the first page of
the survey form to the effect that, if the number
of French teachers is increased, in most cases
there will have to be a corresponding decrease in
teachers in other areas."
(Board Minutes, December 14, 1972)
The original form of the city-wide survey on French
instruction was amended by the Board on January 18, 1973, to
include a section concerned with languages other than English or
French. The following questions were incorporated into this section.
"6. If an optional course of 20 minutes per day were
offered in a language other than English or French,
would you enrol you child in this programme?
YES "NO

7. If you answered ‘'yes! to question 6, in what language
would you prefer this instruction to be?"

(Board Minutes, January 18, 1973)
The cautionary notation stating that programmes in French
will not necessarily be Implemented was generalized to refer to
other languages as well,
The survey form and covering letter to parents,1 was distributed

to the pupils, in Junior Kindergarten to Grade 7, during the month

1 This material is presented on pages 65 and 66.
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of February, 1973. In addition to the English version, translations
in seven other languages were distributed.

Data from the survey were contained in two separate reports
to the Board in early May, 1973. One report, from the School Programs
Committee, focused on the implications of the survey results for
French instruction. The second report from the Educating New
Canadians Committee, dealt with the feasibility and the implications
of implementing foreign language programmes and contained general
guidelines to be followed when considering proposals for the study

of languages other than English or French at the elementary school

level.

Return Rate
Throughout the City, completed questlonnaires were obtained

for 38,787 pupils (in JK to grade seven inclusive). Since the total
enrolment for this group was approximately 57,600 pupils (based on
November, 1972 enrolment), the city-wide return rate was 67%.

Response to Optional French orei @ Programmes (20 Minutes
per Da

Incorporated into the survey were two general questions,
one asking whether parents would enrol their child in an option French
Programme (20 minutes per day) end the second dealing with an optional
programme in a language other than English or French.

Briefly reviewing the city-wide results, it was discovered
that:

(a) 85% (n = 32,876) of the respondents would enrol their
children in an optional French Programme or wish their
children to continue taking French.
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(b) 44% (n = 16,949) would enrol their children in an
optional "Foreign Language" Programme.

Since 85% of the respondents would enrol their child in a
20 minute French Programme, for many respondents the information
obtained was for a foreign language "as well as French". In other
words, the results suggest that many respondents wish English, French
and enother language.

In analyzing the results according to the six academic
areas,2 the requests for French varied from 94% in Area 6 to 75%
in Area 3. The requests for foreign languages went from 51% in
Area 2 to 40% (Areas 5 and 6).
Response to 20 Minute vs. Immersion French for Kindergarten ils

Parents of children in Junior Kindergarten had & choice
of expressing interest in two French programmes: the 20 minute per
day progranme and the total immersion programme.

Briefly reviewing the city-wide results, it was discovered
that:

(a) 82% (n = 1,828) of the JK respondents would enrol

their children in a 20 minute per day French

programme,

(b) 36% (n = 813) would opt for the total immersion
French programme.

(¢) 18% (n = 411) would enrol their children in an

immersion programme if it were available at a

nearby school and they were responsible for

arranging transportation.
These results suggest that roughly 50% (411 of 813) of the parents
who indicated a preference for the ilmmersion programme would arrange
transportation to enable their child to participate. It should also
be noted that in 13 schools thoughout the City, 50% or more of the

respondents answered "Yes" to the question on total immersion.

2 Based on reorganization on July 1, 1972, the school system was
decentralized with a geographlc division into six academic areas.
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Parents who expressed interest in an optional Foreign
Language Programme were also given the opportunity to indicate their
preferred language(s) (wuestion 7 of .he survey). The distribution

of responses according to specific languages is summarized in Table 1
. for the city and for each academic area.
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TABLE 1

NUMBER OF REQUESTS* FOR FOREIGN LANGUAGES PRESENTED
CITY-WIDE AND FOR THE SIX ACADEMIC AREAS
(THE LANGUAGES ARE PRESENTED IN RANK ORDER ACCORDING TO THE CITY-WIDE REQUESTS)
e e rrere———
Academic Area

Language City-wide Area 1 Area 2 Area 3 Area 4 Area 5 Area 6
Italian 4060.0 297.0 1716.0 826.5 332.0 637.0 247.5
German 3049.5 590.0 254.0 174.0 536.0 658.5 837.0
Spanish 2549.5 337.5 271.5 183.5 448.5 409.5 899.0
Gresk 1536.0 126.0  275.5 165.0 533.5 334.0 102.0
Chinese 1139.5 64.5 39.5 461.5 331.5 82.0 160.5
Portuguese 952.5 385.5 198.5 314.5 R2.0 0.0 12.0
Latin 521.0 74.0 75.5 40.5 26.0 107.5 127.5
Ukrainian 448.5 314.5 48.0 18.5 23.0 31.5 13.0
Russian 374.0 77.0 5.0 16.0 32.0 59.5 164.5
Polish 369.5 _272.5 36.0 8.0 30.5 10.0 12.5
Hebrew 94.0 1.0 3.0 5.0 5.0 7.0 73.0
Yugoslavian 60.5 20.0 13.5 5.0 12.0 9.0 1.0
Japanese 51.0 9.0 7.0 1.0 9.5 19.0 5.5
Hindi 43.0 7.0 7.0 4.0 11.0 2.0 5.0
Maltese 16.0 13.0 2.0 0 0 0 1.0
Other Languagesi# 283.5 71.0 7.5 2.0 68.5 440 48.5
Not Codeable### 1664.0 218.0 338.0 297.0 340.0 252.0 219.0
TOTAL 17212.0 2877.5 3337.5 2544.0 2831.0 2693.5 2928.5

¥ Since some answers listed more than one language, the first listed received a code
of one, the second a code of one-half (0.5), as did the third listed.

*# Includes all other languages, not meeting the criteria of at least ten requests
per Acedemic Area.

© . ##% TIncludes all answers lnvolving non-specific languages, (e.g., "any Janguage").
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QUESTIONNAIRE BEST COPY AVAILABLE

NAME OF PUPILS

SECTION § — PLEASE ANSWER THE PART (A, B, OR C) THAT APPLIES TO THE CHILD WHOSE NAME IS
ENTERED ABOVE.

PART A
Angver only 4if child {e entering senfor kindergarten in the fall of 1973.

1. 1If an optiomal, French Prograa (20 minutes per day) vere offered in your i J r J
No

. school for kindergarten pupile, vould you enrol your child in this prograat? Yes
2. If an optfonal, total {smersion® progrem in French were offered in your J
school for kindergarten pupils, would you enrol your child $n this prograat Yes No
3. 1f the total immersion® programs wers mada available at & nearby school and
you vare responsible for artansing transportation se that your child could l r l
attend, would you still enrol him/her in this prograa? Yes No

® A total ismersion program means that all instruction {n kindergarten and
grade 1 £» given in French. In grade 2, Eoglish ie {ntroduced snd increesed
in grades 3, &, and 5 until instruction is given 50 per cent in English end
S0 per ceant in French.

000000000000 ooooooooooooooooooooooooooooo.‘oooooooooooooooooooooooooooo”ooooosooooooooooooo 20008000000000000000000080000000000000800

* PART B
Ansver ocoly 4f child Ls entering grade 1, 2, 3, 4, or S 4n the fall of 1973,
4. If an optional French Program (20 minutes per day) vare offered in your ( J f j
school, would you enrol your child in this progran? Yes Ne
PART C
Ansver only $f child is entering grade 6, 7, or 8 4in the £all of 1973,
S. If the regular French Program (20 minutes per day) vere made optional [____J L____J
next year, vould you want your child te continue taking French? Yes No

SECTION I ~ TH!S SECTION IS CONCERNED WITH YOUR WISHES FOR A COURSE TO BE OFFERED IN A
LANGUAGE OTHER THAN ENGLISH OR FRENCH, ONCE AGAIN, THE SURVEY IS MO GUARANTEE
THAT THE CHOICES MADE WILL BE INTRODUCED IN TME SCHOOLS, T SHOULD BE MNOTED
* THAT AT THE PRESENT TIME THE ONTARIO MINISTRY OF EDUCATION DOES NOT PROVIDE
FINANCIAL SUPPORT FOR COURSES IN LANGUAGES OTHER THAN ENGLISH AND FRENCH IN
THE ELEMENTARY SCHOOLS,

. 6. If an optional course of 20 minutes per day vere offered in s language other{ I
than English or French, would you enrol your child in this progrem? Yes Ko
7. If you snevered “YES" to queation #6, in what language would you prefer this
{nstruction to bet? et —
COMENTS:

Rane of School
ERIC - Geste
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SURVEY OF PARENT INVEREST IN FRENCH INSTRUCTION

T0 THE PARENTS OF PUBLIC SCHOOL PUPILS s

At present, French nstruction is offered in the public schools
of the City of Toronto to ail pupils in regular classes frem grade 5 to
grade 8 inclusive,

For a number of years, the French Department has recognized the
peed for greater flexsdility in the kinds of programs offered in order to
meet the varying needs for French instruction as expressed by parents in
different parts of the City. In some aresms, parent groups have requested
s dovmward extension of the French program to grade 1; in other parts of
the City, linguistic and cultural problems related to English as & second
langusge have been of major concern to the pupils and parents.

Under the present conditiona of increased parental demands for
wore French $n some localities on the one hand, and of severe dudget
restrictions on the other, it secems to be an appropriate time to survey all
parents concerning their wishes with resnla to French iastruction and to
use the results of the survey as a basis for future plamning. Xt should be
clear that the survey is po Ruarantee that the choices made will be introduced
in_the schools. Any changes resulting from the survey will depend on competing

demands for money and personnel.

The questionnaire on the back of the page has been prepared so
that each question s?a} be answered with a check mark (v/) n the Corresponding
dox. Space has deen provided at the end of the survey for any comments you

might wish to add. One survey form should be comoleted for EACH child n your

family vho will be attending elementary school, that is senfor kindergarten to

grade 8, in the fall of 1973,

Since the various choices will require a personal comitment on the
part of the student, it fa hopad that he or she will be fnvolved in the decision-
making process. This is particularly true of pupils enrolled in grade 6 and 7
at the present time,

PLEASE COMPLETE THE QUESTIONNAIRE ON THE BACK, AND RETURN IT TO THE

SCHOOL PRINCIPAL BY FEBRUARY 23, 1973.
Your co-~cperation will be greatly npprceheeé.

RORALD B, JONES,
Pivector of Education.
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APPENDIX B

On December 6, 1973, the Toronto Star printed the
article headlined: "Toronto schools try-out: Wells okays
courses in Chinese, Greek."

On three separate days "Volce of the People" carried
letters which commented, negatively and positively, on this

article. This materisl is reproduced on the following pages.
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Teach students English |
not Chinese, he says

To the editor of The Star: who can neither communicate of-
The 'l;orong:&ard c{ Etdru:auﬁon;; fcective!y nor kremte to their fellow | . 5
proposal to uce instruction anadian workers. EST
Chinese and Greek at selectedpub- 1 cannot heip but feel that any COPY AVAILABLE
lic schools (Dec. 6) is an indication program which de-emphasizes basic
that some members of the board do  gtudies at the primary school levsl
not understand the purpose of ele- renders a disservice. New Canadian
mentary schooling. parents are being misled if they
A primary education is supposed think that the teaching of their
to equip a child with some of the particular language and culture will

. basic skills required to become a help their children adjust to lifein
successful member of society. Con- (Canada. F. R. FOULKES
trary % what Trustee XK. Doc Yip Torouto

that a child growing up :
province not only master the Eng- No specsal -treafme?t
' gsh 1:;;:@:«;‘:n but also be sm%g of for New Canadians
anadian cultural wvalues. ese
things are important because, like To the editor of The Star:
it or not, they still represent the Minister of Education Thomas
facts of life in Ontario. Viells gave permission to tezch cer-
The business of government, com. tain ethnic languages and cultures
merce, and industry is conductedin In_some Toronto schools
English; igmremmer;t publications, - ml;ndoubtedly this is just a first
m agazines, majornewspapers, .
books, the theatre, the cinema,the I can understand the desires of
universities, legal documents—all Rew Canadians fo maintain links
use English. for their children with their coun-
As an educator, every dayIface ftries of birth. But since they chose
products of the school system who to come to Canada in the first
are unable to read, write, and place, they must expect to adopta
speak scceptable English. I feel fair part of the Canadian way of life
especially sorry for some of the for their children. u
ethnic students because, although . These ethnic groups should take
they ars often top performers, the same interest in this country
many of them cannot find good jobs that others hive in the past. They
upon graduation. Employers just do have costributed to the enrichment
not want to be bothered with people of this country without needing spe.
———— Cia] treatment. .
i Surely these ethpic groups can
take the pride in themselves &8
people and in their families to ar-
range their own heritage and eul-
tural development without official
government programs.
1 can say all this because I am
also a new Canadian.
G. S. DENT

{ Toronto
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1 ‘How far with
this experiment?” .
"o the editor of The Star: "Voice of the People"

I live thifi abn ?‘rea widt: people of Toronto Star
many ethnic backgrounds.

Now the Greek parents have per- Dec. 24/73
mission to have special classes In
Greek language and culture during
regular school hours (Dee. 6). Ae-
cording to the news report, this was
decreed by the Ministry of Educa
tion as an experiment.

Where does experimentation take
off and the reat thing come in?

In the meantime, what about the

test of is?* '
. Mrs. Y. SUYAMA
- : Toper to-




To the editor of The Star:

I am very disappointed with Min-
ister of Education Tom Wells' deci-
sion to approve Greek and Chinese
language and culture to be taught
in the schools during regular school
hours.

How irresponsible! You cannot
isolate new Canadians by giving
them false security and make them
d.fferent from other school children.

New Canadians must integrate.
They must mix with other children
and the sorner that occurs the bete
ter it is for them.

I speak not only as a teacher of
English to New Canadians but, as
one who has lived the experience of
being a New Canadian student, and
I can identify with their problems.

Instead of isolating the new Cana-
dians and teaching them their own
language and culture, why doesn't
\Wells expand the Teaching English
as 8 Second Language program in
areas needed? By providing more
teachers and materials and by

! teaching them the English language

and Canadian culture they will fit
into the regular classroom of the
school sooner and feel more com-

. fortable with other children.

It appears that Wells has not

balanced his decision logically or .

|

wisely; instead he seems fo be,
grasping for votes from the immi- "
grant communities by appeasing

certain factions rather than cencen-

trating on what is the best for the

New Canadian child's development

emotionally, academically, and psy-
chologically.

FOTINI YAROSHUK

Scarborough

- Tl -

‘Wrong philosophy
for an educator

To the editor of The Star:

As a participant in a meeting
earlier this year in which the pro.

posal to teach courses in Greek in
two Toronto schools was explained
to a group of concerned citizens by
some of the educators who drafted
the proposal, an interesting insight
into the philosophy of some of our
educators was revealed,

When asked: “What is the com-
mon language of Toronto?' one ed-

: ucator replied: “There is no com-

mon language; there are 55 inden.
tifiable languages.”

When asked: “Then what lan-
guage would a8 Portuguese man and
an Itallan man communicate in?*
the same man said: “They would
not communicate.”

If this is the type of thinking
behind current educational
grams in Toronto, then God help
our children.

The man who made these state-
ments takes rea! pride in develop-
ing this new program, now ap-
proved by minister of education
on an experimental basis for two
Toronto schools.

TOM SMYTH
Toronto

pest COFY AVAILABLE

Don’t isolate New Canadians, educator says

‘Teaching of foreign
languages shocking'

To the editor of The Star:

I am shocked at the recent deci-
sion to teach Chinese and Greel
cultures and languages in Toronto
public schools.

I have always felt that I should
bring my children up as Canadians®
first preferably bilingual as Canada

Is bilingual and because this is the
country where they are probably
going to live and work whea they
grow up.

1 also feel that it i{s my own
responsibility fo teach them about
their heritage. This is not the com-
munity's or government's responsi
bility.

Now the government has decided
to step in at the request of some
people who do not have enough
faith in this country to commit
themselves to bring their children
up as Canadians -and who seem to
need help in preserving their herit-
age.

H.R. VAN LOENEN
Toronto

b

"Unice 2f ‘une Pecple"
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Another language
will improve English
savs school truslec

1o the editer of The Star:

v te pon.e o the lstters W ER
tootbes, 600 5% Dentr and Mrs A
alama (B 20 1 wach th penress
m  rea ant (o advoeating the W
voongrat, Whimgeal  immersion of
gz peaple m the elementary
cohanty of Tarnrtn

‘e proagram  of tne Totento
foard nf Educatipp it an aptinnal
wHeE  fApen nnt nnly to thP Fhﬂrh'“n of
ethrir deieendants, it to all chil.
Jdron

Th: . mogam was indtiated he the
(ireas parente of PFrankland and
farknr un Pohtie Schonle and the
thyeeen naents of Ddgen and Orda
feable arhonte The ratinnala far
Lthitting tais program e tn clnte
tha cersration  gap hetween (he

sl and ther prarents antl fn
re o e chitidren refain snme nf
toaer o nttaral hersiage,

t+  manr  homee the olnldien
ool Baglich while their parents
Gecl ther nwn vernaeslar. A ittle
Voaeh ar UChitese pyltyre wrll en
aree the ¢ nildren to commmicate
ketter weth their parentes ane their
fede cammt e

taws tn afl thia iz the fart that
we rarnnt zeparats enliure and tan.
cryne

Wiila | smes with Faulkec that
e Preitsh fanmiage and eniture
are e..ential ta survive m Canadian
wmcetv. 1 dn nnt agree that the
arismal cuttnee and langage hind.
et a chiof’s development in an
A G ] el e and (anguage

tie the eantrar 1 helieve that a
2tyet wf anethar tantuage will i

pra-a therr Eaghith knnaledge. o
arli affnrd them an appartumity $n
campars the eonctriuctinn and svn
ta. of sentences, and certatnfy if
wilt hreaden their vitens: and out
'ote an Life

t'aitheg  zaems o undavesfimate
the pntential af tha vang peaple. In
Fatnpe penple cperak three or fonir
langnages simultanannely,

Traus multtcyMurabiem . ha ed pon
mutual paapert and gsharing, nnt
vt On tha eantrare, it pan
and zhanld he 3 meanz of achieving
natianal unpty, ag it ehimnatag any
natinn af infaninridy ar nf a second
€135 cttrenyy

R OPOWR VIP
Tritee, Ward &
Totontn Ragrd af
Fdueatinn

‘Seeond longuage
buileds respeet’

To the editar of % he Stas

The prapazal te intiaduce insteyge.
fron of Chimeze and faoect at aplert.
erd publs wehongs Star, fer g 8
steat wdea 1 find grenndiezz the
prote-ts ot same FnZlvh spraking
toadors

Mzn | daght of then fetfers 1 Sfar,
fres  “f and Der. " ars reallv
wirtten an hehalf nf the new Cang
dians andd therr ehildren

Poare 1 oas & privilese ecory naw
Conathan ean emoy m thiz 2o gand
cotuntrs | a priilege foroan immi
crant .o hard te tearn Sthoat as, nnf
for foreels e eun langaare, sinee
e can nar mare reapert ta @t
precented ander the aeis nf his
2 Mony amd gae of atter e tatlnong
nt owtitme s his own peaple It e
tmpattant that ik poniees has tn
he granted afficialls by the autheri.
iv af tha publie schoal It will
present the foching of bong A teC-
omit nr thod e dask citizen,

He wil nat ha ashamesd antymora
tn gpeak the languaps of hte par-
ents ard tmefatherz, hut ha sl ha
moud of hiz roats, culture and her.
iane 1 witl maka im realise that
his parents are not Cenomies” af
h oo, bw- 4@ the: -p"‘ﬁk no

B

TS LYt T HAY (8 1
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‘Fuglish isn't
heing de.emphasized’

. To the editor nf The Star-

I anndar whethar thoca wha oriti-
gcvb the rocent prapasal by tha
P Ortarin Roard of Fducatinn it
* tearh (Cunpce and Gresk in Torontn
©puhire achanle understand the real
ianag inyvnived,

They tepm tn arcus that immi.
grante ought ta learn Fnglich as
soen as posuihie and that the pro-
pazed pragram de emphasizeg Fing-
hsh tn favor of ancther language
taat 15 of sentimental value only to
new (anadiang,

Unfartunately, thie {e nat tha ix.
2 Alnst new  Canarhiane whnse
native langyaces was ont Enghich
eontings ta .ppak their natiee lan.
guage 2t home and ther eluldren
ave hranzht ap heteming ta thug
Lanznage which thev learn to epepk
2t 'eact as wall ac Finghsh in their
e serhnnl da_ys.

fmea mn schanl, hawever, thay are
onle tznzht Foghish, naver leapning
termabiv the lanfuage  spoken at
therr anme.  Ae o rawmjt, parents
find 1t in~reacingly diffionit ta cem-
munteata with thetr aun children as
thev graw nlder,

Tz 1n nnat gn heran:e parents

don’t spaak  Feclizh wheh they
cbuvinusiv nead i arrder ta Liva in
Canada., hut rather hecanse they
stiit  prafer tn ~pwak their native
fanguage  at hamae and  heeguse
there can he hitis compymiratinn
betwesn twn different enitures live
ing under the samea ranf.

Some parents tre tn el the
problem by teachin: their phildren
themselves the tan-uaze and the
eiitiurs  af their home  Many asnd
their children ¢ private evening
schonls  Thus the-e rhildren have
Iezs time Ip sperid nn therr work for
their day time schnoi and thes nftan
find thewr svemins clacen 8 waste
beeanze their teachare are nnf guel.
ifind to teach and tha nijcses are
poarly arzanized A check with the
varions athnie 2roaups arnund Taron.
fn will camvinea ancvane who rares
to cherk that the.e a«n {arts of life

it 18 hepatise of tha-a {arty that
ethnic  paremt orcanizationg  have
peen askmg the Triontn Roard nf
Fducation for a innz time tn intro.
diuee ather lanminizes mnta the pree
mary and sseand oy echanl pro-
gram. m arder ta pars their ohrl.
deen the tnennventencs of attending
twn schonie st the cams fima, and
themeglvae tha pypensa and the
worry that themr rildren are not
tanght praperly.

They are nat a.L-n that English
be deemphacized; matead, they
want! ta See sehnnis nﬁm- additinna}
emmrsee wihnch  their slnldren ran
take instead nf ofaer nan.enmpulen.
rv entirses,

JOREC A OpPanTas
Tarontn

"Woice of 'he People”
Torontc Zear

Jan. 5, 1974 (~cntinued)

‘Second languare

no handicap’

To the editar af The Star:

FF R Fonlkes hazae hig nppﬂgf
mon £ tha meradurtan of the Greak
and {"hinaca [inshareg an the
grounds that surh an axpanson of
curreuttm  wnnld andermme the
future success of thase chpdents in
ar English.speaking provines,

1 ennreds the ne~d far a flyent
working knowlerdze of tha Englieh
langnage, howe-er the point in
question hara 13 whether the teach.
g af Chinase and ek weonld in

fact handicap tar Fozteh,
I asspma it Fontkes, ag the
edurcator he rlion ta ha wenid

then he famihir b the expert
anrag af the ather procinres and
their poalices ot muilt bnlual raine
ing at the elemient e ool 1§ e
onneern far new anadbans onpld
onlv he put R-vle o a moment
thace programt evammed, his gn
certainttes wanld he resnlved.

The prairis pravin~es have multi.
lingnat fanmuaze trainmg programe
which have shoun aver tha vears
that such programs enhanre the
stident's  future procpects of myee
ras8. The younz sctudent wrth mule
Hlinguat training ¢teoclnps the 8.
pacity and fisxthihity to deal with
mitch hroader ranze a: intellectual,
gorirl and seanomie prnbhlome,

A saciety that {7 s pravide the
meang hy which & pe-tinn ean
taka plare, fnorvees e indnadnaf
it 2 mald nat & b can chanang,
gnd thus we a< a uaten offar

Wa are g emisry that sub-orhog
tn twa official werl ez janzuages,
and p muthealtural deptity, T e
rept and respert thewe principles;
but principles nn matter haw lofty
are merely empts, wnrde when ot
put  Inte an in:tatimalized prae-
tice.

STRT KAVAR
Etnhicnke
N
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