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. : . Introduction

" v ' o . = m
In the. opening essay of this volume, Wallace Lambert presents us with
some diverse social and.psychological correYates of linguallsm. He
asks us to consider bilingualism.as an important worl
takes different forms and has. different correlates and consequenies in
various places. -

Two observations are partlcularly important as we attempt to
understand bilingualism and to take a closer look at the implementation
and efficacy‘of bilingual educativn-as an educational alternative for
children in the United States. First, when bilingualism is defined
broadly, there are’ many more people in the world who\are bilingual than
are monolingual and there are many more individuals iEise schooling is
in a second language than those who are educated in eir mother tongue.
Furthermore, in large areas of the world blllnguallsm is a way of life,
a social and linguistic circumstance to be accepted, drawn on, nurtured,
and cherished; it is-not a problem, a difficulty, a def1c1t to be over-
come. . .

It is within thls splrit that we present this volume of essays pre-
pared by a distinguished group of researcher-scholar-teachers on behalf
of " the Center for Applied Linguistics in collaboration with the National
Clearinghouse for Bilingual Education. These papers are intended t&°
examine bilipgualism and, to provide explicit information for teachers
about- the ways in which they can help language minority children nurture
and sustain their first language while acquiring a language of wider "
communication--English.
when we cease to regard bilingual education as a form of compensatory
education and instead look .on it as a form of enrlchment education.

[ « "

-

»
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‘ ‘ .+, G Richard Tucker )
. Center for Applied Linguisqics

SN

phenomenon that ..

The time must soon come in the United States  °
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.. Its Nature & Slgmflcance
8 - | ;o ' . _
v . e - Wallace E. Lambert ,

. . ' T ' . McGlll Umversxty

. - L L : U

One, of the wonders of the social world is the capacity humans have for
creating a variety of languages., Even more wonderful, in my thinking,
are the potential linkups we have between and among languages because of

Suppose for a moment” that we had no .modern communication ,systems and

] that an’ important. message had to be circulated throughoutr the world by

. person-to*person communication. . Let's suppose that the message is a
socially significant one~~for instance, .’ eating acorns protects one from
cancer"~-and suppose that the discovery took place in- the toe of Italy
s and the news -is to be relayed.up to the Swiss, Yugoslav, and French bor-
' ders and from there out around the world. Although the message would '
¥ certaanly have a bumpy transmission’ through‘numerous dialect communities
~in-Italy itself '(Hall, 1980).and through various language groups in

miltilingual YugoslaVia, it would ultimately penetrate all language

barriers. .
* fhe ‘most important elements in the relay, of course, would be )
ﬁg o t bidialectic or bilingdhl people, and they would be found in high con~ -
N?E centrations at the borders of each linguistic:ebmmunity. They would,

“ 'tion experiences in the region *of overlap of the twa codes, or they
. .. °* might be migrants from one region to another, meaning that they -browght
' their old-community code along with them.® In either case, thances are
* ~that they would be less versed in the written form of - the other Ianguage
than intthe’spoken form.
Of course some’ bonafide res;dents of each community could also be
bilingualjif they- had the interest and inquisitiveness (like that: of an
-+ gnthropologist) to get to know.another’community's language, literature,
. and culture. This fore educated _subgroup would likely "be better ,versed
. in the written than the: spoken form of the other language. As we shall
see, the ways people become bifingual make impprtant differences.
» © At certain relay points; only a few people would be bilingual enough
- -to translate thé message, whereas at other points many bilinguals would

e -~ be availabfe.‘ An ’English version of, theiﬁessage might pass w1€hoﬁt need.

of translation amongrlarge numbers of educated Danes or Swedes, whereas =
a Danish or'Swedish versxon would stop abruptly at the ports of England
o or France before a Danish-to-English or ‘Swedish-to-French bilfngual
° ﬁﬂcould be * found. Thus, certain languages at certain times in history end
: up high on a hierarchy .of languageﬂétatus or usefulness while others
P have little, usefulness. cutside.a, restriéted community' .Where .one's
languageefélls inrthis hiera%chy-influences one's atﬁitude toward
'learning enother language; those with a high-status i language wondgi why
'they need +£o know. any other 1anguage, whereas those with a Iow-status
‘—language real}ze they mustr ’ .

people who are bilingual. .

o
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have developed their bidialectic or bilingual skills' through communica- .
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My aim here is to describe what it is to be one ‘of these critical
,. message relayers and, more generally) what the social s1gn1f1cance of
being bilingual is. First of all, bilinguals are people who, because of
ahgestry, interest, or sheer place of residence, have social and .emo-
tional connections with some "other" place and some "other" group. The
demarcation betwéen "own" group and "other" group is emphasized more by
monolirnguals than bilinguals, for it is the monolingual person who is
especially likely to wonder and ask questions about bilingualism, *
questions such as: €an one really depend upon the allegiances of those
who are partly connected elsewhére? . The monolingual, who is shut out of
the communication flow in a bilingual's other language, often haﬁzmes

amuni-
cated in the unknown code. °

‘It is just a short step, then, to where the monolingual would become
concerned about social polxcxes that might encourade either societal or
individual forms of bilingualism. For a society, the argument qoes, the
more bilinguals there are, the less integyrated and cohesive (and thus
the less productive) the society must be; for individuals, the more
bilingual they become, ‘the, less intégrated their personalities. must be.
Of course, the argument continues, there-will always be a need for
bilinguals 'to translate and xelay messages from one ethnolinguistic - |
group to another and that chore can .be done best by those o are in
transition--still bilingual but on the road to real 1ntegration 1n the
new group. In agy case, translating and message relaying might best be
considered as mechanical, relatively low-status operations. There is “no
sense in encouraging or.aggrandizing bilingualism at any level. It is
quite a different matter, however, when the- better educated within one's
own ethnolinguistic group learn other languages .and learn abput other
people s ways of life.- Their bilingualiﬁy and their allegiahces ‘are not
questioned so long as they can prove that: they have deep, unshakable ’
roots in the home society. . . '

» Only recently has this traditional Niew of bilingualism been chal-~
lenged, and the challenge has come ‘mainly from neﬁjgesearch findings in
the behavioral -sciences. Consequently, we now have a clearer picture

of WHat b lingualism is and how it works. Rather than being a persgn
divided bdtween two linguistic and cultural groups, belonging to neither
one fully, the bilingual can be said to have the potential of belonging
comfortably to: bothaethnolinguistic groups ahd to be a well-integrated
pérson as a conseqqence. At the society ‘level there is a ‘growing appre-
ciation for, the presence Of bilinguals who, in the minds of some people
in both developed and developing nations, are begfnning to_be ,Seen. as a
precious national resource. ‘

To arrivé at this new perspective, researchers’began by checking on
some. widespread ‘beliefs~~-for example, the belief-that ﬂling bilingual
results in some type of mental eonfusion or retardation. Carefyflly con-
ducted surveys ‘of the performance on intelligence and school achievement
tests found that bilinguals, instead of being handicapped, were\actually
scoring higher”than matched, monolinguals on IQ tests and moving along as
swiftly if not more swiftly in school (see Lambert,. 1978, and Cummings,
- 1979, ‘for reviews of the pertinent research studies). -

’ Then researchexs began. to ask questions about the mind of the
bilingual, - Does it function ag well as the fwono ingual s .mind? , We. now
 have several reasons to argue that it ma§ be something more and ‘some~
thipg-better than the monol}ngual mind4 For one thing, the fully

ﬂ X _ o »
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.bilingual person manages to work €ffectively with two linguistic systems
. and to keep the two fq&ctlonally separated (see Lambert, 1969). For

exampl the bilingual can listen to a long list of words read word by

.word, half presented in one language‘%nd half in the other in a mixed

order, and remember not only as‘'many as a monolingual can when the whole
list comes in one language, but also almost never make, translatlon
errors in ‘recall, i.e., saying rapefrult when pamplemousse-\ms "the word
actually presented. Furthermore, the two systems provide the bilingual
with a cross-language and- cross-cultural comparative perspective that
the monolingual rarely experiences, e.g., a realization of the important
diffenences that exist in shades of meaning across languages, not only
in ;he meanings of words but also -in the meanings of gestures, sounds,
and pitches. .

This sensitivity to meaning that comes with blllnguallsm deepens
one's understanding of concepts. It becomes clear that congepts have
distinctive meanings in the ,context of each linguistic system, and this
realization broadens one's perspective on language and reality. Through

experience, bilinguals realize that words are only arbitrarily attached

to referents,(e.g., the things we sit on are called chaises. ih one
gsystem, Stuhls in another). This awarefiess protects bilinguals from the
traps of "reification" 1i.e., believing "that because there is a name for
something, that .something necegsarily exis%s, or that names and refer-""
ents are naturally lirnked.and inseparable. As a consequence, bilinguals

. are better able to'think beyond the bounds of lirguistic systems and“to

play and create with words and concepts.. It is as though blllnguallsm
provides persons with a mental stereoscope, enabling them to see con-
cepts in perspective, and this is perhaps what Wilder Penfield meant
when on several occasxons he argued that "the bilingual brain is a bet-
ter brain. &

A word of caution is called for, though, because not all bilinguals
are able to maintain functional equivalence in their two languages, mnor
are all able to reap the advantages of bilinguality. .Many are held up

" in their progress toward full billnguallsm because of personal and moti-

vatlonal reasons (see Gardner and Lambért, 1972), and many, because of
soc1ety s 1nsens1t1vit1es, are forced to abandon their blllnguallty (see
Lambert, 1978). .

As for the héalthlness of the bhilingual's personality, the few re-
search findings so "far ayailakle reveal no signs of disturbance or
maladjustment that can be attributed to bilingualism. For example,
young people who become functionally bilingual through immersion pro-
grams benefit by increased sélf-esteem and confidence because of the
experience (seé Lambert and Tucker, 1972), and those o were permitted
tq become bilingual and bicultural through early famjly experiences
develop a deep appreciation for their parents and e roles parents
play, at the same time as they benefit from the cultural diversity rep-
resented by their parents (see Aellen and Lambert; 1969). . .

Recent research by soc1olingu1sts has also forced d re-examination
of the effects of linguistic and eultural pluralism on the economic and
social development of societies+ Stanley Lieberson and. colleagues, for
exdample, Ain, their cross-national comparjisons of mother-tongue diversity
and national development‘find«no substance to the belief that mother- -
tongue 'diversity hampers the economic oy social development of nations

(Lieberson and Hanson, 1974). This new research has direct implications -

for developed hations Iike the United States and Canada which receive
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large numbers of immigrants. There are signs that these nations aré,
experimenting with changes in their social and educatiomal policies so .
ds to protect the languages and cultures of newcomers . Thus, there may )
be-the beginnings of an appreciation for languages and cultures as pre-
cious societal resources. There arg: of course serious and cogent
counter arguments to6 such changes, and much more research is called for .
before we cdn expect fundamegﬁal modifications in national poljcies on . T
societal pluralism (see, for example, Rabushka and Shepsle, 1972). .
. It turns out then that many of the bilingual’ person's problems of
adjusting ‘and’ coping are determined primarily by thé attitudes and
reactions of amorphous collectivities of people in society. On a ) e
‘berson-to-person basis, things usually go more smoothly. But society is.
harsh and oftgn merciless because people in collectivities pick up on
the slightest sign of ethnicity--including the.way a person uges - ) . N
language-—and read all sorts of things into it, often things that aren't -
really there, ¥xcept in the minds. of the "reader." Take the accents bi-,
linguals often have in their speech. Accehts reveal in an instant the s .
whole experience of expatriation and migration that is sometimes a joy~-
ous affair but often a spirit—wrenching one. For many listeners,
“Yaccents conjure up stereotypes about "foreigner" or "stranger in opr-
midst," with @1} the attendant suspicions about bilingual/bicultural
people-with.divi ed allegiances and the like. Society thus makes up its .
collective mind About people on the basis of small things like accents ¢ <
.and language styles. ‘\

Of course the status hierarchy of languaqes works itself into these
judgments, and thus bilinguals with humble backgrounds are s1ngled out
and* hurt most. .Research is now exploring this soc1al\3udgment-making
process. For instance, tape. recordings are made of ,a series, of ! ’
speakers, each reading a standard passage. In the series some speakers -*
are bilingual or bidiaiectic so that they give two renditions, one with
and one without an actent or-a forelgn language. These readings are
presented to listeners, who are asked fo Judge the personality makéup ‘of
each speaker. The‘listeners are kept 1gnorant of the fact that the same .
speakers appear at different places in the series. - -

What' is astonishing in such” studies is the fact that®so many listen- °
ers, from all walks of life, attribyte biased, stereotyped traits td a
speaker according to the’ language or accent guise the speaker momentari=~
ly adopts. Thus, the accent or the other language®evokes in large pro-
portions of listeners an ‘image of a less dependable, less-spgcially
attractive, less likely to succeed person than is the .case/when the same .
person drops his .,accent and "speaks white (see Lambert,'1 6¥ Giles and /_"'
Powesland, 1975). . ' . o

There is, of course, no truth to these attributions, but true or '
not, they are so crystalized and w1de—spread in so many societies that
they constitute a formidable barrier to interpersenal communication and
understanding. Knowledge abput this process, paves the way for correc-
tives, and these arg now being tried out. For example, innovative

approaches to learning about other’ languages. and culturés are being = .
introduced to children in school settings, and these seem to have a cor-
rective effect (see Lambert and Tucker, 1972). - P '

t :

' These studies of reactions to speech style indicate that society
puts great pgessure on ethnolinguistic minority groups to shed’ the
traces of old cultures, languages included, and to embrace the new.
This pressure usually means that members of a lessg prestigious ethno-

.
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llngUlSth community are expected to accommodate to some vague but -
powerful norm about the expected and acceptable language of communica-
tion'. They are induced to put aside.their native or home language and

¢

- Genesee -and Lambert, 1980).

even the accented traces associated with it. They are expected, in

other words, to venture onya~reite toward blllnguallsm that essentially
subtracts “the home Jlanguage by shifting the focus to the: nev, usually
more prestigious, language ‘of the host culture. We refer to this form
of bilingualism, where the language of the new country comes to substi-
tute for thé original home *language as ﬂsubtractlve" bilingualism, imply-
ing that in the long run the blllngualism is more apparent‘than real °
since one language ig progressively put aside or subtracted. .

Some now believe that this experience leaves ethnolinguistic minor-
ity group mepbers--adults as well as children--in a psychologlcal limbo
and that it contribfites to the often noted incapacity they have with
both natlve and new-nation languages and the dlfflcultles they have in
ach1ev1ng Tn school or in occupatlons (see- Lambert, 1978). By way of
contrast, "additive" bilingualism characterizes those who are at honte
and well rooted in their own language and cultur'e but who delve seri-
ously into the mastery of a second or foreign language. Additive bilin-

<

sgualism provides opportunities for maihstreamers to "add" one,or more

anguages to their repertories and to enjoy a number of personal advan-

tages--in self-confidence, openness of find, intéllectual enrichment--

as a conseduence of becoming bilingual (Lambert and Tucker, 1972; !
.The challenge for social planners and educators in this decade, then,

1s to help transform instances of subtrdctive bilingualism into addltlve

. ones. Some research on how such transformations take place are avail-

able (see Lambert, 1978; Lambert; Giles, and Picard, 1975), but much
more has to be done. These transformations invblve radical changes in
ddllective thinkings™ Instead of being pressured‘to accommodate and to
put their home languages behind them, the ethnolinguistic minority group
is given an opportunity to develvp fully the home language by being
schooled in the early.years through that language so that it can be
written and read as well as spoken and ‘understood. ‘The "rooting" of the
home language in this fashion ,is coordinated with an. dindependent program'
of study conducted through the nationdl language, engbling the "minor-
ity" group young: person. to be at' home in both languages and cultures. .
As I see_ it, our best chance to meet this challenge is to recognlze
that there are two faces to bilingualism, a subtractive- and an add*§ ve
face, “and to provide opportunltles for majority group members--the
mainstreamerd in society--to embark on effective programs of language
learning and bilingualism. Mainstreamers are the ones who stand to pro-
fit so much' from the addition of a new language. Society stands to pra-
fit even more because as soon as mainstreamers make the gesture to
develop real skill in other languages, they thereby demonstrake an
appreciation for minority groups and mlnorlty languages. This appre-
ciation then would beythe impetus minority group - ‘members neeéd to master
and be proud of the home languages and cultures Ehey are so often pres-

sureé/to bypass and ignore.
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HOW CAN ELEMENTARY TEACHERS BENEFIT™ FROM#KNOWING ABQUT FIRST LANGUAGE
ACQUISITION? ) o
Knowing something about the way chlldren have ledrneqd language ..
during their first few years will help the ‘classroom teacher to under-
stand two things about thexr students: how best to facilitate further
lahguage growth in the classroom'and why some childreh geem less able -
than others to. deal with the language demands made in the, classroqg
.Elementary teachers use language for all the tasks they Jface each
day in their classrooms--explalning, teaching,’ praising, dlsc1p11n1ng,
negulating, Joking, and chatting with 'their students--and they‘generally
assume that their students: use and understand language as they them-
selves do. When something goes wrong-ln‘the completlon of one of those
daily tasks, teachers often fail ‘to con51der that it may be a language
problem, not recalcitrance or a learnlng dlsablllty, that is cau51ng the
breakdown.. . .
* _As adults, we are used to the idea that language has many  different
unctions, and that it ‘must be used differéntly in dlfferent settings.
\\(h;laren o arrive for the first day of school, ;bowever, Ry have ex~
perienced language in ‘only.a small number of settings and may literally ° '
not know how to talk in unfamiliar situations, even though their‘lan-
guage is well developed and .quite gdequate in the familiar settings.
For many thildren, school is their first encounter with language used to-
convey new and. tomplex informatlon, to- display knowledge, to play lan-
gquage games, or to talk gbout 1anguage itself. In additlon, some chil-
“dren may be facing the task of learning to do all these thinds in a new

language--English.: ° ' < }“

K ¢

Furthermoré, children's own language skills are .noticed ¥nd evalu-
ated not just in terms of how effectively they ‘communicate nkeds and
ideas ' but as language, Classroom performance may be rated on ‘the basis
of how well a child undeérstands verbal directions, asks and answers
-questions, and responds in dlassroom disgussiors. Some ¢hildfen m may
fail at these tasks, not, because of low ability or poor‘language skills,
but, because the tasks are Gnfamiliar to them. They do not have' the

.. experience of using language as the classroom demands. The barriers to
successful communication in the classroom are quite ‘obvious for children
learning English ds a second language, since they must acquire a totally
new set wof ianguage skills. It is” important“to -remember, though, that
even the children from®English-speakind homes must, learq;new uses and
styles of language, if they, are to function effectively in the class-

room. : S, N
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.WHAT DO- CHILDREN WH® ARE STARTING SCHOOL KNOW ABOUT .LANGUAGE?

Most childrén enterihg school can understand almost all of what
adults say to.thiem (in their first language)’ and can use language for a .
wide variety of communicative purposes. They can demand (Give me a
cookie), request politely (yoh't you please give me a cookie?),'report

. (Jennie wasn't at school today), inquire (Is this a dinosdur or an alli-
gator?), deny (My name isn't sweetiepiel) ,* ' promise (If you come t6 my . : .
house, ['ll show you my biclicle), and threaten (If -you don't give ue
back my bicycle, I‘1l tell my mommy!). Thesg communicative functions
are called speech acts--the act that one is trying-to accomplish with
one's speech. Research has shown :that all-childken, whether from lan-
guage~rich or ‘language-poor backgréunds, are similar, in their ‘develop-

.ment of speech acts. All normally devéloping five-year-olds can produce

N . ¢ v - ~
a widé variety of speech acts--i.e., they can use language for a wide
variety of communicative purposes. | e N .

The same speech act may be expressed in different grammatical:forms.
The speech act "request" can be expressed with a declarative sentence
(I want a cookie), an imPerative (Give me .a cookie, please), or an in-
terrogative (May F have a cookie? Could you give me a cookie?). By the
time they are three or ‘four years old, most children are skilled at us-

cookies look good) rdather than direct speech acts (Gimme a cookie) to
accompligh their purposes. Their use of indirect speech acts reveals a’
well-developed ability to calculate the effecg of their utterances on
the listener. In addition, of course,.it means that they have magtered
the complex grammatical rules governing the correct form of statements,
quéstions, imperatives, and negatives. The complexity of those rules is .
revealed by the kinds of ‘mistakes{made in the process of learhing them,
both by three- and four-year-olds, who say things like "Why you are
going to work?" "Where mummy's office is?" and "It don't can go", and L=
by older secqu-languageylearﬁers who say things liqu"How works this?" )
"where goed you?" and "I no ‘can go. No is late enough.” .

Perhaps the most ‘significant feature of language is that it is at
system which can be used to create an inﬁgg;tghgg;ie;y_oﬁ'meanings7 us-
ing a limitedwset of: words and sentence patterns. In-order to learn the
laniguage system, children must sort out régularities and patterns in the v
speech they hear. The mistakes children make suggest they are using a -
system of rules in ‘their early language. The toddler who uses the word
ball to refer to an orange or, a tire is telling us that ‘the most impor-

tant féature of ball for Him is "roundness." The child who. says "goed", '
4T{gg%gé;§ ngeed”, and "weared"'is telling us that she has learned the ) .
English rule for forming past tenses; if she. did th know the rule, she - '
»would, never be sable to ¢produce these forms.she had never heard..
Many of~the mistakes made by children learning English as a segond .
lanqdage are identical %o these errors of first-language‘learheré——the
. so-called "developmental errors." For second—-language learners,.as for
first-language learners,,these mistakes feveal that they are doing a .
gaod job of identifying regularities and forming rules abdut English, -
and ‘that they ?re teking'an active role in the languade learning pro-
cess.- Second-language learners may also at-times produce.an English
expression based on the native languageﬂ‘ A native Spanish-language .
‘speaker, for example, may say "he has three years" instead of "he is ’
« three years old," giving a literal tr %iation of the'Spanish expfes—
éion. This kind of confusion is called™®n "interference error," because

? 13
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it reveals interference from the first language. Both interference, and
developmental errors occur because children's thought processes are more
advanced than their language-~they are trying to say things for which

their knohledge of the language is not yet adequate. The fact that
children make such errors means ‘that they are striving to discover the

. . correct way to. talk about all the complex things about which they are
thinking. v . »

’
N : o

WHAT ASPECTS OF LANGUAGE DO CHLLDREN ENTERING SCHOOL STILL NEED TO
ACQUIRE?. -

There are four areas ‘in which elementary school children's language
will 5till showesmsiderable development' vocabulary, some cpmplex syn-—

tactic constructions, metallnguistic awareness, and certain social uses -

of language. Vocabulary is the area of development most familiar to
elementary teachers. “A large part of the science and social science
curriculum in the elementary years consists of giVing children :new words
to use in thinking, about the world. ™~ 1In aadition, some old words which
children much younger than six are already using will come to acquire a
more complex meaning for ‘them. Many four-~ and five—year—olds use ceme, .
Bring, and keep partiaily incorrectly (Come it to me instead of Bring it
to me; Bring it there instead of T&ke it there; You can keep these
home instead of You can take -‘these home), suggesting that, though .they
have a 'good idea of the- ‘meaning of such words, their definitions are wmot
Wtwwhmhdwdww. Br = .

The grammatical constructions that first—graders haye not yet fully
mastered include the passive (The horse was kicked by. the cow might. be

interpreted as The horse kicks the cow) and sentences with the verb ask, e

which is interpreted as if it meant tell (Ask Coeokie monster what he
likes to eat. You like cookies, Cookie Mbnster), Such cbnstructions are

) relatively rare in speech to preschoolers, so it.is not surprising that

it will take.them a few extra years to learp how to understand and pro-
duce them.

Metalinguistic ability refers to the ability to think and talk about
language. This- ability is quite separate from, and develops much later
than, the ability to use language for-communication. #Preschool children
do not yet separate language from what language means,. so they cannot
recognize that words are arbitrary symbols. The preschooler firmly be-
lieves that a rose by any other name would not only smell different but
be different! Far example, if asked for a long word, most preschoolers:
will, say sométhing like "hose" or "snake," whereas a short word is:
"little finger." Clearly, the inability to recognize that the length of
a word depends on how it sounds, not on what it means, can be a great
hindrance in' learrning how to ‘read. The child who expects the written ;
worg chair to look like a chair might be able to learn to read plctO‘ ;
graphs ‘but will have trouble with an alphabetic writing system. Futher-
more, preschoolers, when asked. for a word, will usually give either a
whole sentence or a phrase like "the big black dog," They might well,
agree that most”nouns and'verbs are words but deny such status to

"articles (a, the), prepositions (in, on), or auxiliary verbs (is, had).
' There is some suggestion, though, that metalinguistic.awdreness s &n

aspect of language development in’which the bilingual child excels over

the monolingual child. The child who has learned that perro and dog
both mean the same thing, who has discovered that Spanish sentences can-

. not be literally translated into English and still make sense, who finds

-
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‘that many adults cannot understand what'he or she is saying in one lan- \\

guage but.can understand it tn another, has had considerable opportunlty

- to reflect on and learn about the arbitrary nature of the relatlonshlp

between sound "and meanlng; ’

The appropriate. way to talk in various social situations is, some-

thing many schoolchildren, even some adults, have not yet learped. How

many of us feel fully confident that we know what to say. at a funeralQ

At a retirement receptlon? At a job interview? Such skills are, of ‘
- ‘course, 1argefy social skills, but they are also intrinsically linguist

tic. Having the right tblng to say in such situations--knowing the 1an— .

guage to use--is the key to cqQrrect social behawvior. Knowing how to’ F;
o express cOndolences, tell a joke, or introduce oneself to strangers at a
NN party means hav1ng learned what to say and when to say it. That learn-
ing depénds on ‘having experlenced such situations, having *had the oppor=
) . tunity to ‘observe how others act in them.” The teenager at his first *

N party or the adult ‘at her first funeral is faced with exactly the prob-
lem- of the six-year-old on the first day of school: they all know per- .
fectly well how' to talk, but’ none know precisely what to say in th1s )
situation. - ° oo . / ' \

°
WHAT ARE THE OPTIMAL CONDITIPONS FOR LANGUAGE L/ARNING?
Children learning to talk must discover the rules and regularities

. in the language they are learning, and they mist map the speech they *
hear onto what they see,going on around them. Children'Have a lot of .
) help from caregivers witl, these tasks. The speech-addressed to\chlldren -

tends to be slower, simpler, better enunciated, and wmore ‘repetitive than

speech addressed to adults;-thus, children have less trouh e figuring

out what actually was said than older language learners woyld have. But,

Just being exposed to clear speech is of course, not enough to ‘help any~

one learn 1anguage. Imagine trying towlearn a 1anguage by listeéning to ' )
‘it on the radio; no matter how slowly and carefully the announce spoke,

closely tied to what the children are exper1enc1ng-—what is going
around them, what they are seelng, and what they themselves are trying
to say. The One-year-old turns to look out tHe window, and'his ﬁoth r
. says, “Airplane?" - He drops his cup, and his father says, "All gohe!'\- ™
’e He raises his arms to be.lifted intp his highchair, ahd mother sa3
s yoﬂ\goy’ The child's own actions’ and focus of attention determine\to
L\ " large ‘extent what is said to hlm, anid he thus has the chance to relate
., thosge simple, clear, repetitive adult utterances to what he is expe i- .\
( encing. The utterances are made interpretable. :
* ® ’. or consider the 18-month-old who s “Mummy go." Her father an-
swers "Yes, Mummy s.gone to work. She'll be-back aftet your nap this
afternoon." The ch;ld's very simple utterance is expanded and put into ° \
correct, complete grammatical form. Thus children who are just starthng Y
to talk about past events get the chance to hear the past tense, eVen | .
" before they can produce-sif themselves. The children's utterances are "
extended-—new information is given that.is relevant to the topic 1ntro4
duced by the child. Evidénce suggésts that the best kind of parerital |
spéech during -this early period of 1anguage acqulsltion stays pretty )
+ close to the topics introduced by the . children. The greater richness %
and complexity of the parental utterances are moye useful if those

A L) © - . M -
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utterances are related to topics ‘the children have intrdduced. In addi-
tion to input about language, parents who talk to their children in thi's
way are providing large amounks of information about the world and how .
it works. » -
- By the time children are ready for school, their language is suf-
‘ficiently developed. for them to understand and learn from more complex
speech about topics introduced by others and about events that cannot be
directly experienced. Children thqhselves often initiate such complex
and abstract discussions--"Why the sun is hot?2™ "Why Mommy doesn't
have a beard?" "Why germs-make you sick?". Children of this age are
ready .to learn about language through language-~learning new~vocabu—
\\\\\\ lary items by hearing definitions of words, playing games like rhyming

B4

words, " opposites, etc. ' However, bilingual children's profic1ency in
the second language may not be developed enough.for the abstract discus-

\\\ Nonetheless, the basic principle of language'acquiSition continues to
hold--children learn the most from input that is responsive to their
‘interests and focus of attention. The classroom is the first situation
for many children in which they must attend to and act upon language
that is not directed spegifically to them. This may be why-classroom
'routines--establishing predictable, recurrent activities--seem to work
so well in the primary gfades. Such routines may be .especially impor-
tant to bilimgual .children. The vocabulary and structure of a new lan-
age are acquired more easily when classroom activities are organlzed
nd daily routines that become a familiar context for language learn-
owing what is going to happen next can simplify the task of or-
ganizing their own activities so that secondrlanguage learners can

sions that these children are able to conduct in their first language;/////

v attend to\and learn from the.language the teacher is-using.
i \ LEARN LANGUAGE THE SAME WAY? .y ‘
e, Normally developing children progress through a similar sequence of

stages in learning  their “first language. The sihgle-word stage of
pointing and naming is followed by meaningful combinations of two or
more words.' Later developments, such as the ability to form questions
and express negation, also follow a predictable pattern in the language
of most children. : ! ' N
However, there are also differences in language learners, which may-
reflect differences in the language children hear or differences in'the
strategies adopted by any particular child for sglving communicative .
problems. For example, names of objects may dominate the early- vocabu-
lary of some children, who seem to spénd several months wandering around
. . the house labeling things just for the fun of it. Other c¢hildren learn
only a few labels but- large numbers of social and expressive words--such
as "bye-bye," "thank you," "mama," "want,". and "naughty" during the
, - earliest stage of language acquisition. Some ¢hildren learn new words
or. forms by imitating them from adult speech,while other children rare-
,ly imitate. Some children try out new words or expressions‘as soon as
- they have heard\them, whereas others prefer to figure‘out exactly what a
- _ word ns or ‘how a rule works before they will.use it themselves.
%‘*« " other differences in““styles of language lea¥Yning reflect differences
in how language is used in the home or community of the child. Differ=:
ent cultures vary enormously in ‘their expectations concerning languade
behavior. : For, example, among many Native RAmerican groups, children are_
expected to be silent in the presence of adults, whereas middle-class

v
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. white Americans generally encourage chlldren to be talkative. These oot
’ principles of language use that govern when to talk, how to address '
adults, and the like are brought to school by children who may be very -
surprised to discover that their teachers' expectations differ fyom
their parents'. Although such behaviors and principles differ for dif-
ferent ethnic, or social class groups, they are part of the language
system and_are-learned just as the words and the structure of the )
lénguageiare learned. BAn understanding of how these cultural differ-
. ences in‘lanqpage use operate can assist the teacher in supporting a
’ child's ‘successful transition from talk at home to talk at school.

a
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L\earmng English as a Second Language
‘ . . in a Bilingual Setting:
. . A Guide for Parents & Teachers
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. g A large number of children in the United States, from many different
“ language backgrounds, aré currently learning English as. a second lan-
‘quage._ Some of their families have been living in the United _States for
. several generations in areas where languages such’ as Spénlsh, French, or
, Chinese are spoken; some ‘children's families have arrlved recently from
¢ countries where languages such as Vietnalese or Arabic are spoken; the
,majority of these limited English speaking children have been born in
the United States and are American citizens. Whatever their background,
children who need to learn Engllsh as a second language share many simi-
, h lar experiences. _ *
Many parents and téachers believe that it is importanﬁ’for children .
. to maintain their first language even as they learn English as a second ‘
, language.' Others feel that children should concentrate only on English.
Adults concerned.with children learning English as_a second language
« oftén have questions about the process that children go through in ac-
quiring a second@ language and about ways to facilitate this process.
Current regearch in second language acquisition has provided partial - '
answers to some of the questions asked by, parents and teachers. A - '
discussion of these answers to frequently asked questlons follows. ¢

v

- Ty HOW DOES A CHILD LEARN A SECOND LANGUAGE?
; A child learning a second language goes thrOugh a process that has -
fundamental similarities to that of a child learning a first language
. (Krashen, 1978; Cook, Long, .and McDonough,,h 1979). A baby listens to
language for maﬁy months before trying.to use words for communication,
and when young children begin to speak, they do not use complete< sen- '
tences or perfect gramiar: They omit many words or parts of words, and
they make errors in pronuncn.ation, vocabulary, and grammar (Brown, .
1973)0 . i - i . . |
When children learn a second language, they also start with just a
few words and make many errors. Both flrst-and second-language learners
. have to listen to the language they hear aréund them and try to under-
o stand it; they are acqpiring language as they are llstening.- Speech _
oy . will emerge, sometimes ‘after a silent period of ‘several months (Krashen, .
: 1981), .as the ‘language learners select the words and expressions that T
. ‘seem to beé most importéht and use them to convey their own ideas to
e others. As they hear‘more of the new language, they begin to realize
. how it .works and what its rules ‘are, and they~gradually make their own
language, output match the models they hear. Children's language learn-
iy ing fluctuates (Chamot,‘1978): ¥No one should expect or demand either
) immediate speech .or err?r~free ‘Speech from early language learners.

. “a, \ .
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) sChildren learning a second language already have a good communi-
, cation system in their first language, or in the case of many bilingual
families, in a.mixture of two languages. Children ‘may try to use parts
. of their first communication system in the second language. Sometimes
this borrowing helps the child, and sometimes it leads to errors in the ’
. second language (Saville-Troiké, 1978). Whether errors in the new lan-
guage are made because children are simplifying the language, making in-
correct assumptions about how it works, 'or transferring portions of
their first language inappropriately, these error-producing processes
and strategies are part of the normal second language learning process. -

WHICH CHARACTERISTICS ARE FOUND IN SUCCESSFUL SECOND-LANGUAGE LEARNERS?

Although many people think that children find it easy to learn a !
second language, this is not necessarily true. Children, like older
learners, experience diffitulties in learning.a new language, and some
are more successful thap others (Hatch, 1978j}. Children's attitudes and
motivation are crucial-to all learning, including second-language learn-
ing (Gardner and Lambert, 1972). Children who really want to learn the
new language and who have sufficient exposure .to it will probably be
successful 'learners. For instance, a child learning English as a second
language who has English speaking friends outside of school will prob- -
ably feel more motivated to learn English than will the child who has.no
contact with English outside of school.

Children must be open and receptive to the new language in order to
acquire it. Children who reject tbe new language and dislike the people
who speak’ it maintain a ‘psychological barrier that makes it difficult
for the new language to enter their consciousness (Schumann, 1978;

rashen, 1978). This does not mean that children should’ abandon their
“first language or the people who speak it for a se¢ond /language, and
even a second culture can beé added to the important foundation of the

first language and ‘culture without harming it. As children gain .
increasing skill in their first language, they tend to transfer their
successful communication skills to their second language. If their

,'( first, language is not sufficiently developed, positive transfer to- the

——

second ldnguage may be limited, and children may become "semilingual® in
both languages (Skutnabb-Kangas, 1979). .
Happy; interested, self-confident children 'who receive parental and
teacher support and understanding make the best second;lgpgdagg\lgarn-u_ ,«#%Eéﬁg
ers. They heed to bé linguistic risk-takers who are willdng=to ‘make
~guessés‘abou£ how ‘the new language works and try them out (Gonzales,
1981). Successful second-language learners ‘can tolerate their own
limited comprehension and expressionﬁskillé without becomingwgrustrated.
They are able to choose the most' important features Of the language to
pay attention to, rather than feeling overwhelmed by all the words,
sounds, and structures of.the new language that they have not yet learn-
ed. Of course, successful second-language learners also must Be willing
- to expend effort and active invélvemené in the process of acquisition
- (Omaggio, 1978). . ' e S el -
A
WHAT KINDS OF PROBLEMS DO CHILDREN HAVE I\ LEARNING A SECOND LANGUAGE?
‘Children are 'likely to become impatient and. frustrated. Learning
another language-takes time, and not being able@}g~commuhicate success~
fully with otfier &éhildren and teachers .can be upsetting. A child may '
becpme quiet and withdrawn and may seem to be unwilling to_ learn th‘e,'x:iew

.
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language. & Or the child may become aggressive and‘fight with other chil-
* - dren when verbal: communication breaks dqwn (Chamot, 1972). A child may . .
~learn just enough of the new lanquage to engage in basic*communication .
W ! dnd may seem ipdifferent to making further progress. A child may become
“ ! “antagbnistic toward the people who spéak thé.second language and may
" ¢ ridicule them and their culture- (Hatch, 1978)
PN All these reactions in a child’'s beginning contact with'a second
", ©  _language and culture are normal, and all can be helped through sympathe-
oo tic understanding and the provision of opportunities for -successful com-
muinication in "the second language. On the positive side, many children
see_the new language as a challenge, and they are enthusiastic and de-
¢ termined to be successful in acquiring it. They find learnivg a second \

A language interesting and feel a great sense of satisfaction fas they . . -%
learn more and more of it. - il . s |
WHERE.DO CHILDREN LEARN SECOND LANGUAGR BEST? ’ : ‘ ‘

Some children learn another language only at school and have little .
opportunlty to use it odtside the classroom. Others acquire the second
language mainly through interacting with people in the community who
speak it. This "real world" language learning contributes far more to
R children's ability to communlcate in the second language “than does_the
. language learning that occurs only in the classroom (Krashen, 1978). -, .
However, classroom language development is also important because it .
teaches the kind of language that is needed for sugcess in English 4&
school subjects. 'This classroom language differs many ways from the
language used in social situations (McLaughlin, 1981). -
The amount of time children are in contact with the second language
each day affects the rate of learning. For example, a child living and
studying in an environment where a great .deal of English is spoken will
use the new language sooner and better .than will the child who hears

English for only a few hours a day 'in. school. . R S ’ ,

. \ . s o .
IS THERE A DIFFERENCE BETWEEN THE WAY BOYS AND GIRLS LEARN A SECOND T et
LANGUASE?.

Some research studies (Stern, yp76) have found no SLgnlflcant dif-_

ferences between boys and girls 1n'secpnd language learning, .whereas
others have found that girls score'highef on second-langdage achievement
-'teésts (Burstall, 1975) or that boys Jearn more qplckly than girls " ' .
* (saville-Troike, 1978). Many indgvidual differences exist, and motlva- )
tion is an important factor (Lambert, 1981). "If children feel that it
is 1mportant to le rn the second language well, they will take advantage
of all available sources tg reach this goal. But, if, second-lan age
. learners do not. feel the need for more than basic coﬁmunlcation and
‘little social pressure- to improve second-language skills, then their
second language acquisitjion will probably not “progress “Ear beyond this ’

. ™ limited goal (Nida, 1971). L ) .

e ' HOW LONG DOES IT TAKE A CHILD TO LEARN ENGLISH as AISECOND , LANGUAGE? . i
) . This. .depends on the child's,personallty, attituae, age, and amdunt ‘f'~ e
- of  exposure to Endlish. An elementary school child& who wants to learn ’ c
English and who has many’ hours of daily contact with English both. in and
.out” of schopl will usually be able to manage basic communicaticn with _
S English speakers- after about two years. It will probably take a minimum . s
'f. ‘ of five to seven years for a child ‘to 'be able to do school woxk success— : ;
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fully in the new language (Cummins, 1981); teachers and parents should
remember that an,English-speaking child has five or six years of first
language learning and exper1ence before even attempting to do school
work- in it. | : - :

‘Children older than ten initially may make more rapid progress in
learnlng a second language than younger chlldren, but the younger ones
usually catch up and may eventually surpass the older second-language
learners (Krashen, Long, and Scarcella, 1979). Howevey, there are many

* cases of older children, teen-agers, and even adults who do learn to-use
a second language extremely well, though they often retain®'some degree
of accent from their first language. It is generally the case that a
child learner of a second language will be more ilikely achieve native- .
like competence in that language than w;ll the adolescent or adult
learner.. For this reason, the age of a child upon arrival in the United
States is a factor in that child's acquisition of Engllsh, but high
levels of profiqlency are possible no matter what age second-language
acquisition begins.
MOST CHILDREN LEARNING ENGLISH AS A SECOND LANGUAGE ‘AT ECHOOL %PEAK
ANOTHER- LANGUAGE AT HOME. WON'T ‘THEY BECOME CONFUSED BY HEARING TWO

- DIFFERENT LANGUAGES EVERY DAY? SHOULD CHILDREN GIVE UP THEIR FIRST
LANGUAGE WHEN THEY ARE LEARNING ENGLISH AS A SECOND LANGUAGE?

The anstter to both question is no. Everyone n‘bds to m#¥ntain tie
personal and cultural ties that are expressed in one's f1rst,language. .
Learning English as- a second language ean be compared to learning a use~
ful skill such as:reading or multiplicatién; It is not necessary to
give up one's first language and culture to learn Englrsh‘well. It is.
possible. to' be bllingual, that is, tb use twbd ‘languages easily, and even
bicultural, that is, to feel €omfortable in two tures.

The experlence of hearing and using two dlfferent 1anguages every
day is a common one for many children,. not ®only .in the Un1ted States but
also throughout the world. A number of studies have been made of these.
bilingual children that' indicate that while children may experience some
. initial confusion- when acquiring two language?;§stems at once, this disg-
appears as soon as children maturg and become more proficient {n thelr -
languages (Leopold, 1978; Burling, 1978; McLaughlin, 1981). . Bilingual
children alsq will switch from one ‘language ‘to the other, even in the “f:
middle of a sentence; and this, too, is a normal habit for bilinguals Qf
any age when conversing with other bilinguals (Saville=Trgike, T476).

" Recent sfudies show#®hat bilingual students Jot only haveqilnguistlc ad~ ”2
vantages over their monolingual’ counterparts, ‘but- they are also superior

v

7

° cognitively' (Lambert, 1981). . Dy ,
speaking one language at home and ‘the other l?nguage at school, )
chil en will probably have no_difficulty in- keeping‘the two apart, ,

) bECause the- topics talked about at home tend to be different from the
'.“ .ones discussed at school (saville=Trdike, 1976). Most children  find it
. easier to keep two languages geparate when each is used for certain sit-

. uations and people ‘exclusively. 1In fact, most bllinguals prefer one
language over the other in certain situations. ‘For nstance, the first.
laﬁguage may be preferred for family life,ewhereas tfie’ second language~
may be useful mainly-in school and job situations. eachers and parents
can explain td children ‘that while it is important t kﬁo@z\English to
use at sdhool and with Engrish speakers, it-is equally important to know
the first language to use at home and with other speakers'ef it. .

v 3



“the new landuage in as many dlfferent settlngs as possible.
.needs to be able to. understand at 1east part of what™is béing listened

. guage is far from proficient.
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WON'T CHILDﬁEN LEARNING ENGLISH AS A SECOND LANGUAGE IN THE UNITED
STATES JUST PICK, IT UP? OR SHOULD THEY HAVE BPﬁEIAL ENGLISH INSTRUCTION
AT SCHOOL? - @

Children will probably plck up enough Engllsh from ot hlldren_
for thelr social needs, but if they are to work' successf lly in English
in school subjects, English ,as a sSecond language (ESL) instruction cah
be very helpful. This special instruction can rovidé extra practice in
some of the features of’ English that are partlc larly difficult, and it-
can intreduce the new language gradually and iew it consistently so
that children feel succes8ful as they 1earn. " * '

One approach to teaching ESL is to make language a part of the in-
struction'in the other school subjects’, -° ESL teache can ildren
individually with theik special needs and ‘can lnterpret a child's prog-
ress to other teachers who are not speclaIrﬁts in second-language .
learning and teachlng. Regardless of the approach, a cruclal ingredient
for thé acquisition of a second language is that the 1anguage heard by.
and used with the cHildren be comprehensxble to thesB children. The
type of 1anguage input shod}d ‘be slightly beyond wthe children's profi-
ci®ncy in the language at that point, fac111tat1ng the acquisition of
more and more .complex language. Once children understdnd the meading of
what they hear in the new 1anguage, speech w111 emerge ‘when they feel
ready to talk (Krashen, 1981) L S

Of course, many children have 1earned and st111 learn a second lan=-
guage through being exposed to it in their daily life ahd ‘with no spe-
cial instruction. However, this ‘type of mnatural 1anguage acquisition
may build communication £kills prlmarxly for so¢ial situations, which
may not be Sufficient Ffor suqcessful study of school,subjects in the
second language. Recent research indicates .that there are dlffarent
dimensions to 1anguage proflclency.' One dimension has to do with the
type of language prof1c1ency requlred for social, lnteractlon, whereas
another is.related to an 1nd1v1dua1'i‘geheral ebgnltlve and acadenmic
language proficiency (Cummins, 1980)%
f1c1ency perhaps can be developed.most eaSILy ii a schdol, setting; when
sufflclently developed in ‘the first language, thisbcognltlve academlc,
lapguage proflclency transfers succeiffully to’the second 1anguage.o

.7
WHAT CAN I DO TO HELP-A CHILD LEARN ENGL. ﬁPAS A SECOND LANGUAGE?
- Pirst of all, prov1de many opportunit?l for the child to experlence
The child

to, even though complete comprehensxon evelops ‘gradually. Second-'
1anguage learners at the beginning sta probabl need to hear the same
kind of gpeech that is used by parents when they lk to very young
children learning their first 1anguage. sgrve/a mother talklng to\her
two-year-old. She uses short, “simple sentence and gestures, and she
responds with ﬂnderstandlng and interestreven ‘though - the child's lan-
Communication takes place ‘between .
mother -and child because they, talk about thlngs'that are happening at
the moment about things that are meanlngful and important to them.
Probably this same type, of interaction in=a second 1anguage provides
language experiences ;hat aid communication of meanlng (McLaughlin,
1980yY. Second~language learners seeh to, learn best whgh the emphasis is
on understanding and communicatlng an idea, rather than on correct gram-
matical forms (Krashen, 1978). .

°
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*This latter. type of language pro-'



- 3

18 . . g " ‘Faces and Facets of Bilingualism

,
r e .
“ -

. A\l
Children often learn second languages from other children who are
~— native speakers of that langyage. .[Research has found that children who'
»° ¥ make social contacts-with children who are native, speakers of. the new
language and join in play groups with them become successful second-~
language. learners (Wong Fillmore, 1976). . One reason may be that when
children are playing together, they use s1mp1e language, they talk about
what interests them .and about what is happening at the moment, and they e
care more about communication than about correct form. ' .
Tgachers can capitalize on the, llngulstlc abilities of English-
speaking children by using them as peer tutors for limited English- . <
speaking children in both formal classroom situations. and in games and °
-play activitfes ‘(Gonzales, 1981). 1In addition,.children learning
Engllsh cdn benefit from participation in community activities such as
Scouting or church groups where they canh be in- contact with English-
N ‘ ° speaking peers.

prey ) Ch;ldren can also be'encouraged to practice English with adults in
] - the community. For example, a child can buy something in a store, pay
. for movie tickets, or mak& a teklephone callx Each contact in the k

. second-language will increase the child's ablllty to communicate in it
(Chartot, 1979). Movies and television- ~programs . that, are designed for

’ children. ané\Qave plenty of Action and uncompllcated stories are good
f) . second-language experiences for children. Games such as Scrabble and
. crossword_puzzleg can help develop a-child's Engllsh vocabulary and
’ spelling, 'and any gam¢ that requires the use of English will help a
- child's abjility to use the language.- . IR}

P ‘< v

WHAT, CAN I SA% TO ﬂELP A CHILD. LEARN ENGLISH AS A SEEOND IANGUAGE? .
What you say reflects how you feel about the second language and the
culture it represents. Your positive gttitude toward the new language
and culture will increase a child's motivation.to learn it. Try not to
make critical remarks about the second langdage or the people who speak
it; the child might interpret® such a criticism to mean that you do not
feel it is worthwhile to leayn the lanfuage. - ‘
s Explain té the child that knowing another lanquage means being able
t.0o get acquainted with 1nteresting ‘people who speak that language. Wheny
the child feels anxious about not understanding "everything in English
right away,“pmovxde reassurance by explaining that it is impossible to
- - understand everything at the beginning and that everyone has nbments of
anxiety when learning.a new language (Schumann, 1978). . . ]
Praise the child for using English spontanecusly. Show your inter-~ -
T est in the child's second-language acqu1s1tlon by talking abodt what is
’ being learned. .If you are just beginning to learn English yourself, let
the child teach you. In fact, if you try to l€arn a second 1anguage
(whether it is English or the child's first Ianguage): you will not only | ,
set.a good example for the child but. -also understand much bettet both
the process and the problems experienced by *the .child.
. However, parents should use the language they feel most comfortable
- with in speaking with their children on a daily basis, while encourqging
~ them to use the gther language in appropriate situations: ‘Parental at~
“-  titudes play important part in children's learning of a second lan-
guage (Stern, 1967). Teachers need to be aware that the attitudes of
~ other children can-also affect a childfs sedond-language learning. Peer
! pressure to avoid using the new language or to refrain from using it
correctly can have a negative effect 'on a child's proficiency (Gardner,
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< 1968; Stevick, 1976). Both parents and teachers need to remember that
«¥it takes many years to learn a language well, whether it is a“first or

%» ‘second language. They should not ‘express tgpatience with a child's prog-

I

ress in acquiring' English. _ .o
14 ' Y
1} SHOULD I DO WHEN CHILDREN MAKE ERRORS IN THE NEW LANGUAGE? |
Consfant’ correction of errors makes many.chidren feel that they are
not succeeding in learnling the new language,'and so they withdraw from
active particfipatidn in ‘the" learning process. Explaln to children that
everyone makes mistakes when learning a language, whether it is a first,
»second, or third language. Most mistakes are corrected by .children on
their own as they hear correct-models and try to match.them, but this
happens gradually. °‘Be understandlng and supportlve of children as they ,
Iearn English. o
As a parent, remember that most mistakes made by young chlldren
learning their. first language go *uncorrected by adults, and that  this
same acceptance of a child's intended meaning rather than constant cor-
rection can help build-the self-confidence and communicative skills of
second-language learners as well (Saville-Troike, 1976). As a teacher,
explain the language—learhlng process to the English-speaking children
in the class and encourage them to be sensitive to the problems faced by
gthelr limited-English-speaking classmates. The purpose of lan&\@ge is
meanlngful communication. If limited-English-proficient children are
involved in saying something meaningful to therr more proficlent peers,
they should not be interrupted for correction of errors, because thlS
can irnhibit their language development. : N

< d -
°

SHOULD PARENTS BE ENCOURAGED TO ENROLL THEIR CHIQDREN IN BILINGUAL
EDUCATION PROGRAMS OR,IN ESL PROGRAMS? L”

If parents are fortunate enough to live ln a school district offer-
ing hilingual educatipn in English and their “home language, ’ theygshould
consider seriously the many advantages that this type of educatlon
offers. In bilingual programs, children receive instruction in both ESL
and their first language, so that they can make progress in subject

. matter in the language they know best while they are learning English.

2 Blllngual programs fall into two principal .categories: maintenance
programs/ and transition programs. In the first type, children are )
taught basic concepts and initial reading, writlng, and math skills-in
” their, first or stronger language. At the Same time, they have. intensive
work 1n»English so that eventually they will be able to use either or
both languages for any school subject. The first language "is maintained
throughout the child's school years by having many subjects taught in
it. The second ‘type of bilingial program is one im which chlldren begin
their- schooling in their stronger or first- language but make the tran-
.sition to 'all English instruction in the middle grades. They may “retain

conversatjonal fluency and some reading and writing ablllty in the other

language, particularly if it is spoken at home, but languages, like mu-
sical instruments or sports, need to be practiced regularly if they are
to -be truly maintained.igﬁ N .

. Some schools offer only ESL lnstruction becatise not enough non- .
English-speaking childreh of the same first-language background are en-
rolled to make bilingual instruction practicable. Children in® this

_ situation cannot maKe much progress in their school subjects until they
hhve learned encugh English to undertake their academic activities in |

°
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English, and therefore they usually fall behind in their school\wgrk and
grade level. Although some children are able to catch up eventually, -
many never ‘do, and most chlldren find that switching languages a&bruptly
«is not only difficult but also emotionally upsetting (Chamot, 1972).

In properly implemented bilingual education programs, on the other
hand, children can feel the satisfaction of progreSS1ng in thelr school
subjects in their first language while they are learning English. They
find that what they have learned in one language gan be transferred
easily to the second language, and they have nbreTipportunities for
being syccessful in their school work. Research indicates that a high
level of development in a‘first language leads to increased achievement
in a second language (Skutnabb-Kangas and Toukomaa, 1976; Cummins,

" 1980). . .

The long term effects of either ESL only or b111ngua1 education
(which includes ‘ESL) have yet to be conclusively researched, because
both successes and failures have be&n recorded for each approach.’ The
variables of individual, situational, and linguistic factors interact
and influence each child and school setting in many different ways.

" School districts exist to serve the educational:needs of the local
community, and when one of these needs is bilingual educatien., parents
should take an active -role in asking. that it be prov1ded for their chil-
dren. Parents have an important voice in their community, and'their
children's educational needs should be brought to the attention of the
school district. When blllngualaeducatlon is needed and wanted, parents
should express this need to school principals, members of the school
board, the school superintendent, and others working for the school in

’Eheln community-. x . ‘ -

v
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TERMS USED IN ESL AND BILINGUAL, EDUCATION

’

L. . THis refers to the ability to use two lan-
Q) guages for communication. A ‘balanced bilin-
> gual is a person who can use both languages

o

Bilingualism

-

equally well. Most bilinguals prefer one Jlan-
guage or the other in dertain Situations.
Code Switching This term describes what otcurs when a bilin-

* gual changes from one language to the other
during a conversation with other ‘bilinguals. A
bilingual is thus often able to choose the best
language for a certain topic or situation.

The following acronyms refér to the teaching of
English as a new language.

EFL - English as a Foreign Language, or English
taught as a school subject only, usually in a
non-English-speaking country. ’

ESL - English as a Second Language, or English
taughf in an English speaking country to
non-English speakers who need to study or work
in English. :

ESOL - English for Speakers of Other Languages,
or special English instruction for non-English
rspeakers. :
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,Seécond Language Reading

Second Language Writing
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\ reading and writing skills. so that they can be LT
/ used in every subject area. ; :
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"Cognitive styles" have been a topic of psychological inquiry for quite
some time, but only in recent years has the term surfaced in education.
This interest stems inwpart from the need to understand why some chil-
dren, particularly language minority children, do not benefit equally
' from instruction in today's-classrooms. Clearly, one souxrce of this
disparity is language--children who .do not adequately speak or-under-
stand English will -uidoubtedly have problems in English-only situations.
In addition to this language diffeﬁgnce, some résearchers have investi-
- gated other possible reasons for low academic achievement among qpecéfic
etynic, cultural,-or linguistic minorities. Cognitive styles hﬁve been
_proposed as one such reagon. - & '
. o o,
WHAT ARE COGNITIVE, STYLES? . ‘ .

Althohgh psychologiéts offer a variety of definitions® for cognitive
style, all.emgloy thegterm to refer to aspects of individual differences
in processing information. For example,°one cognitive style dimension
frequently discussed is field-independence/field>dependence, most simply
illustrated by the cliche about "the forest and the ‘trees." .The field~ T
indeperdent person can be described as one more aware of or sensitive to -
£he 'ind]vidual trees that make up\the forest than to-.the forest as a
whole. Alternatively, the field-dependent person attends more to the,
forest. Note that the information pefbeivéd is essentially the same:
the‘quest is a group of trees, and many trees together constitute a ' T

, forest. The stress of this field{;ndependent/field—dependent cognitive - -
style, as with all cognitive style dimensions, is placed on,how the in-
dividual processes the informaiion and not what is processedf_—A second
cognitive style dimension involves the verfiél/viegual modes. Some indi-
viduals prefer’and respond more readily. to verbal présentatign of infor-
mation, while others gravitate toward visual presentation of the same :
information. fhroggh whichever means, however, all have access to the
same content. ., Rl T
CONSEQUENCES IN THE BILINGUAL CLASSROOM: : : o
~These were basid ideas behind' the cognitive style concept when it "
was first introduced: More recently, some researchers have-extended . '
cmgnig@ye‘sty;ggdisguggiéns;to include group qharacterisiics:' This re--
sulted from comparing Scores ‘on various test measures of cognitive .
styles.coiiecteﬂcforue%hpxé and <linguistic groups. In the case of field ~
??ﬁ@gpendencelfiéld:&eﬁégdenCé) for instarce, scores indicated Mexican et
Americans and Blacks to be more f@eld-deppndent_tﬂan their Ahglo Amerfe:. . _.* .
can counterparts. (It must. bé ‘stated here,” however, that questions have )
5beeggraisédwﬁbbut the *validity of these findings, particularly in light _
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of the fact that language differénces may afféct test performance on
cognitive style measures.) Extending.the notion of cognitive style into
classrooms with bilingual.students, some researchers have asserted that
school and schogl tasks are geared toward field-independent, verbally
oriented students. In these circumstances, then, students from ethnic
‘or linguistic minorities eharacterized as field-dependent.or v1sually
oriented are incompatible: :with the mainstream cognitive style prefer-
ences. As with language’ differences, alternative cognitive styles are
thus seen: as impediments to successful educational participation for
.certain bilingual students. . . ’

-
.

WHAT COGNITIVE STYLES ARE-NOT -

With that brief overview of cognitive stylds and their relationship
‘to bilingual education, dt is necessary to dispel.any confusion gabout
the relationship between cognitive gtyle and cognitive ability o® gen-
eral intelligence. There-is absolutely no reservation herd: a differr~
ence in the style or mode of functioning has no effect whatsoever on the
capacitz‘for functioning. Different cognitive stylés are s1mpfy that--
they are different, not bétter or worse. This point is emphasized-«since
the dangers of stereotyping an individual or droup are obvious, particu-
larly if one cognitive style is perceivedsto be inherently better than
the other. 'Equally important is to realize that labels like field-

+ independent and field-dependent are not intended to indicate two cate=-"

gories of people. Individuals or grouyps are described using these
labels in "more or less".terms and noty as "either-or" categories. e

WHAT-IS THE RELATIONSHIP BETWEEg CULTURE, LANGUAGE, AND COGNITIVE SIYLE?

Explanations for the existence of some cognitive styles are ﬁie-
quengly linked to descriptions of varying child rearing practices. It
is afw1dely accepted fact that all ents do not naise their children
in the same way. Children are "taugil"--both formally and through
example--the expectations and values of their parents. Cultural experi-
ehce plays an important role in foxfiing these expectations and values;
common language and actiom communicate them acrqss generations. )

. Researchers have examined a variation in cognitive style that many -
teacheqs'have noticed for a long time. As mentioned earlier, children.
from certain cultural groups—-—among them- some Native Americans, for -
example—-seem to be more responsive to information presented v1sua11y
rather than verbally. This may be related in part to a cultufal pre-
ference for learning in the home through observation, and listening.
Conversely, -the process of learning in most schools emphasizes active
participation” and speaking. This contrast between home learning and
school learning is apparent and has educational consequences.

The cultural differences in’ the preferred cognitive styles of home
and school are heightened by differences between home and school Yan- *
guages. Schdol life can be characterized in two steps: teacher's verbal

presentations of informatdon' and students' vérbal indications of: havingj

leagned that information.'. If the cultyre and cognitive style of school
placeé different values_onzlAnguage .use from those of home, imagine the

. compounded difficulties of the student tryin'g to learn a second language

as well.

. .". i ' Sy, - ) .-
WHAT DO DIFFERENT COGNIT VEK STYLES LOOK LIKE 3N\ THE CLASSROOM? -
Before considering a few examples of different cognitive styles in
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"bilingual classrooms, one distinction must be drawn. Up to this point,

"cognitive styles have been discussed in terms of test measurements of ‘

preferences.m_Relating personality and social traits to cognitive styles
must be done with cautioh. For example, a person whose psychological
test performance labels him or her as fielaﬁaependent may well actually
behave in many cases as more field independent than the test might indi-
cate. Therefore, to link behavior characteristics to a certain style is
at best a broad generalization open to many exceptions.

Student behaviors associated with field-dependence include a greater
ability to learn social facts and remember people's faces. Field-
dependent students may ‘be influented by social-reinforcement and criti-

, ¢ism more -than field-independent students. In contrast, students in
this latter group may perform better om analytic tasks and appear to be
more task oriented in test situations than field-dependent ones, who
spend more time looking at.the examiner and are more attentive to the-
social aspects of testing. :

Teachers may also manifest their positions on the field-independent
field~dependent scale through contrasting teaching methods. Field-
dependent teachers, for instance, might prefer discussions to lectures
or-group responsibility for learning as opposed to taking more respon- %
sibility ‘for the teaching themselves. Additionally, field-dependent
teaching might emphasize the social aspects .of the curriculum rather
than the strictly academic content. Finally, teachers and students who
share sifiilar cognitive styles regard each other-more favorably. As
stated previously, these generalizations are only valid as any generali-
zation about group behavior can be.

~N v
.THE MESSAGE FOR TEACHERS b o
-. (1) "Cognitivé style" refers to the way in which a student tends to
process information, not his or her ability to do so.

(2) No cognitive style preférence -is better or worse than any .
other, just as no language is better or worse than another. It is more
a question of appropriateness--what the particular situation calls for or
requires.

* (3) Cognitive styles refer ‘to a psychological coneept that resulted

. from analyses of individuals by their performance in testing situations. .

. The actual behaviors that are related to a specific cognitive style are ¢
assumed to be“related\to that cognitive-style assessment.

. (4) Becausg, ‘cognitive styles are individual tendencies not neces-
sarily applicable to categories _of students, stereotypic classifications
of students or their behavior should be avoided.

T (5) Specific cognitive styles may be. correlated with particular ‘
cultural groups or specific child Yearing practices.

v

RECOMMENDATIONS FOR TEACHERS §
Since there is evidence that some children may be more responsive to
visual presentation and others to verbal, the most effective and all- ?
inclusive- educational approach would make use of both. In'bilingual :
classxooms. with. ‘students of -varying English language ability, a_ com=
bination of visual and .yerbal approaches is particularly appropriate.

. The .amount and quality of a student's class¥oom participatign are
extremely important indicators of a child's learning. For the bilingual
student, participation takes on added importance as actual practice with
" language. ' Thus,. educational 'approaches: that stimulate verbal partici~-
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-

patﬂen are desirable. Students who tend to prefer the social aspeots of

that encourage personal contact and interaction among classro mem&rs.
This increases language practice, langquage learning, and “le rning in -
.general. ) .

Changes initiated to increase student participation must focus on
classroom practices and on the staff responsible, for executing those
practices. Children are not silent because they do not want to cooper-
ate and learn. Something else is -happening. Teachers should try al-
ternative ways for students/to demonstrate what they have learned--for
-example, offer an alternative to questioning a "silent" student in front
gf his or her peers in order to lessen the competitive atmosphere of the
classroom. S

"Because cognitive styles appear to be'related in part to chiltural
differences in socialization, every effort should be made to discuss
with parents and community members their views on child rearing and the
education of children. Beyond discussion, these people must be involved
as muach as possible in classroom activities and on the school staff.

* curriculum are more likely to respond verbally to learninga:i;Zations

.The more teachers can becone actively involved.with the outside-of-

school experiences of‘their students, the\Tore effectively they can

[y
.

Finally, teachers should take some time to think about the following
aspects of their teaching: How do you indicate.acceptance of your stu-.
dents? Do you use beth words and actions to do so? How do you indicate
yoyr feelings, preferences; personal opinions in your role as a teacher-

and as an adult? How do you encourage cooperation, helpfulness, con~

i

sideration, and respect among all your students? How do you communicate

with your students about their families and their community? How*'do you
" demonstrate understanding of, the 4individual student's preferences. and
_style? How do you provide a model for your students' different academic’
and social needs? These are clearly aspects of all teaching; the best
information available indicates that these questions highlight areas of
teaching that: may be directly related to cognitive styles. The answer
to each could begin with. "It depends on the circumstances and on the
child eeo." | . RN ) .
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