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Introduction
Alex Riemersma
Mercator European Research Centre on Multilingualism and Language
Learning, Fryske Akademy, Fryslân, the Netherlands

This study aims to describe the actual state of the art of trilingual primary
schooling in a number of multilingual regions in Europe in the first decade of
the 21st century. This study is essentially an update of the study which
reflected the situation at the turn of the century (Beetsma 2002). Around 10
years later, a renewed study with a double function seemed necessary: an
updated version of the previous study and a guide towards new
developments in terms of language planning and educational practices. In
addition, this present study wants to define some relevant areas and topics
of study in the field of multilingual education that should be put on the
research agenda of the next decade.

Status of trilingual education
In this study the definition of trilingual education is applied in accordance with
the commonly used definition of bilingual education: all three target
languages are to be taught as a school subject as well as used as a medium
of instruction during a relevant number of teaching hours.
In this volume the same countries and regions are described as in the first
publication (Beetsma 2002), apart from the Ladin Valley (Italy), which
unfortunately could not be covered this time. Fortunately, developments
within the Ladin valley are described in the Regional dossier as well as in
the study on Devolvement of legislative power & provisions (Riemersma & De
Vries 2009).
However, from the actual detailed description of the educational approaches
in the various regions one might conclude that the mosaic of multilingual
schooling shows much more variation in classroom settings, didactic
methods, and attainment targets than can be inferred from general
statements on bi- and trilingual education.
These educational approaches vary from situations with a strict distinction in
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teaching and use of the target languages, through regions where a mixture
of language education models is applied, to educational settings with
interesting developments in the direction of a total immersion approach as
described in the case studies of Scottish-Gaelic, Irish-Gaelic, Welsh, and
Swedish in Finland.
The various chapters in this volume show some interesting developments
within the field of trilingual education in the regions concerned: broadening
the scope of teaching activities, the deepening of knowledge, and the
improvement of the quality of trilingual schooling, as well as more explicit
attention to (meta-)linguistic awareness.
The last decade has seen new experiences and experiments can be
observed. The most striking ones are the introduction of early English as the
third language even at the age of four in some regions and the increase of
the use of IT instruments in the teaching and learning process, both within the
classroom for teaching practice and outside the classroom during exercise
sessions by the individual students.
Two other challenges, however, remain at the top of the agenda of the next
decade for the further development of trilingual schooling. First of all, the gap
between primary and secondary education should be addressed. Throughout
Europe, it seems that the various traditions and the differences in approaches
in terms of goals and didactic methods between these two types of education
are hard to overcome. From the perspective of continuity of teaching and
learning as well as from the integrated teaching and learning approaches,
the main challenge for the coming years is bridging the gap between primary
and secondary education. The second challenge is the improvement of the
quality of the teachers. This concerns the often observed limited language
command of the teachers, both of the minority language at stake and of
English as L3, as well as their didactic skills. In addition to these challenges
for teachers of primary and secondary education respectively, another issue
is of growing interest: their willingness and ability to discuss matters of
common interest with one another. To refer to just the most important ones:
the continuity of teaching and learning, goals and didactic methods,
differentiation, assessment, and well as the language portfolio, both of the
students and of the teachers themselves. These challenges should be
addressed by the schools themselves as well as by the teacher training
institutes.

8
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Some important areas and topics for further research
During the last decade a number of studies and special issues have been
published with great relevance for the theme of trilingual schooling. Some of
the most influening ones are the following: The 4th edition of The Foundations
of Bilingual Education (Baker 2006). A global future perspective on bilingual
education for the 21st century, based on a detailed and thorough study of
research and typology developed during the last half century, was presented
by Ofelia Garcia (Garcia 2009). Annick de Houwer (2009) issued an
introduction to multilingual language acquisition that will function as a guide
for generations of teacher training students. More detailed studies were
released by Jasone Cenoz (2009) and Sabine Ehrhardt (2009).
The special issues of both the International Journal of the Sociology of
Language (Cenoz & Gorter 2005) and of the Aila Review 21 (Cenoz & Gorter
2008) present both the results of research and questions which remain to be
addressed. All these studies not only present the results of research on
multilingual education, but also define relevant themes for research projects
aiming at the further development of balanced language planning activitites
on a European, national, and regional level.
The great variety of languages involved both as source and as target
languages demands a study with a larger scope than English only or
transitional bilingualism while aiming at balanced multilingualism. Therefore,
research should focus not only on the various special aspects of educational
practices, but also on more theoretical aspects of trilingual schooling. For
example:
(a) Backgrounds and implications of changing didactic approaches varying
from the strict distinction between three (or more) target languages to a more
integrated system of schooling through three languages, as described in the
Languages of Schooling projects (Council of Europe). This includes
theoretical concepts concerning transfer of language structures and semantic
concepts and practices of translanguaging.
(b) Common descriptions of language command and common assessment
procedures of the graded levels of language command related to the levels
of the Common European Framework of Reference (CEFR).
(c) Teacher’s competences and qualifications in terms of language command,
flexibility of language use, and didactic skills.

9

trilling 2_Opmaak 1 22-03-11 17:46 Pagina 10

Contribution to language vitality
Language planners, decision makers, but also students, teachers and
researchers need to cope with clear definitions and descriptions of the actual
status of the languages of schooling in terms of native language, community
language, first language, mother tongue, second, or third language. The
same is true of terms of immersion, two-way immersion, and secondlanguage teaching and acquisition.
In terms of language vitality it is not always obvious whether language
education is aiming at maintenance of the native language as cultural
heritage or also for intellectual development and academic training. Likewise,
it is not always obvious whether education is based on the transitional
approach or on language maintenance, aiming at the equity of languages in
terms of intended language command by the end of obligatory school
attendance.
One might discuss matters of trilingual schooling in European regions with a
regional or minority language (RML) in relationship to, or even in contrast
with, the paradigms of Colin Baker (Baker 2006), the various types of bilingual
education described by Garcia (2009), and the multi-faceted typology
presented by Cenoz (2009). Fundamental key components are summarised
by Baker in his ‘Postlude’ to the Aila review study edited by Cenoz & Gorter
(2008): language profiles of bi- and trilingual children and their parents,
qualities of teachers and teacher training, balanced language use within and
outside the class room, the continuity of learning and teaching, and the nature
of curriculum resources. Bilingual and trilingual education are crucial in
language planning and language vitality processes. Finally, a serious
discussion within the RML communities and at the European level should be
conducted concerning the eight steps of the language revitalisation process
described – and prescribed – by Joshua Fishmann (1991). Does trilingual
schooling contribute to the survival and the revitalisation of the minority
languages in the actual communities? Is trilingual education the answer and
approach that is appreciated by the new generation of students and their
parents, the teachers, and responsible politicians? Does trilingual and
multilingual schooling contribute adequately to the balance between
globalisation and regionalisation, which seems of great importance to our
students, that is to say the new European citizens? Is trilingual education for
the next decade a crucial component of the process of creating a Europe
consisting of multilingual structures serving balanced plurilingual Europeans?

10
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It is the intention of this book to offer a contribution to the further development
of language planning and language policies of the Council of Europe and EU
Programmes by presenting detailed information on the various European
multilingual regions. In the meantime, we hope that all teachers and students
of multilingual schools, in particular those who are connected to the Mercator
Network of Schools (www.networkofschools.org), will profit from the
various case studies for their own education practices. We wish that the
various descriptions in this volume contain enough food for reflection on their
own teaching methods and that the recommendations will inspire them for
their own discussions with the respective teacher training institutes and
responsible authorities.
Finally, we wish to sincerely thank all authors who contributed to this volume.
It cannot be emphasized enough that it is their expertise that is responsible
for the unique balance between scholarly authority and down-to-earth advice
and practical information which – we hope – will make this book useful for all
those working in the field of language planning and education.
We also would like to express our profound gratitude to the Ministry of
Education of the Basque Country. The ministry and the Fryske
Akademy/Mercator Research Centre collaborate in a project on research,
the organisation of European expert seminars, and the Network of Schools.
Through this fruitful cooperation this publication has been made possible.
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1. Swedish immersion as a way to promote early
multilingualism in Finland
Siv Björklund
University of Vaasa, Finland

1.1 Context
In 2008, Finland counted about 5.3 million inhabitants (Statistics Finland
2009), of whom 91.7% had Finnish registered as their mother tongue, 5.5%
Swedish, 0.03% the Saami/Sami languages and 2.7% any other language.
The statistical data clearly show that in comparison with many other
European nations Finland can linguistically be described as a homogeneous
nation. However, as population statistics from 1977 onwards have been
based on central population registers - where “mother tongue” is used as the
only registration criterion of language group (Tandefelt & Finnäs, 2007) and
where individuals cannot register two or more languages as their “mother
tongue” - varying degrees of both individual and local/regional bilingualism
exist within the nation.
In the description of the language situation in Finland, Finnish and Swedish
form a particularly important language pair as both of them are Finland’s
national languages (Constitution 1917/2000). The position of Swedish as one
of the two official languages in Finland is truly unique: only 5.5% of the
population register themselves as Swedish-speaking Finns.1 This can be
explained by the history of Finland. Until 1809, the country had been forming
the eastern part of the Swedish Empire for as many as five centuries, and
during this extensive period its language (Swedish) as well as its legal and
social structures were formed and deeply rooted. When Finland became a
Grand Duchy of Russia in 1809, the autonomy granted by the Russian Czar
included the retained position of Swedish as the Grand Duchy’s official
language until the Language Decree of 1863 initiated the process of
increasing the status of Finnish to an official language (Latomaa & Nuolijärvi,
2005).

1

For more details, see e.g. Liebkind, Tandefelt & Moring, 2007.

13

trilling 2_Opmaak 1 22-03-11 17:46 Pagina 14

The constitutional status of national languages gives Finnish and Swedish
equal status throughout the nation, even if most Finland-Swedes are
concentrated in Finland’s western and southern coastal areas. Even if the
number of Finland-Swedes has remained almost the same for a century
(approximately 289.000 speakers), the percentage of the Finnish population
is steadily decreasing. In addition, living conditions have changed
considerably. A century ago, most speakers of Finnish and Swedish lived
separate from each other, but in 1970 almost half of the Finland-Swedes
lived in municipalities with Finnish dominance. Finland-Swedes are highly
bilingual, especially in the southern parts of Finland. At the same time, the
number of mixed marriages (Finnish-Swedish) has increased: today, each
year almost 50% of all marriages among Finland-Swedes are linguistically
mixed. Families in these mixed marriages can be described as potentially
bilingual. Statistics show that since the late 1970s this potential has in fact
been realised as an increasing proportion of the children in these families
are registered as speakers of Swedish. Figures also show that for the past
decades the number of new students in Swedish schools in Finland has
exceeded the official number by approximately 10% (Tandefelt & Finnäs,
2007).
The mixed marriages which make full use of their potential bilingualism set
a good example for many monolinguals who would like to offer their children
an equally good command of both languages. When bilingualism is not a
natural part of the family history, the expectations are directed towards the
national school system. As the school system in Finland is separated in
accordance with the language of instruction (either Finnish or Swedish
schools), the mastery of the other national language by monolingual children
does not equal the level obtained by simultaneous bilingual children. This
fact, combined with an increasing awareness among parents that
communicative competence in several languages is crucial for their children’s
professional careers, led to the implementation of more bilingual education
programmes in Finland during the late 1980s. One of these programmes is
Swedish immersion, the focus of this chapter.

1.1.1 Location
In 1987, the first Swedish immersion programme was set up in the city of
Vaasa/Vasa on the Gulf of Bothnia in the western part of Finland. The majority
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of the inhabitants (approximately 59 000) were speakers of Finnish (71%), but
the Swedish-speaking minority was large enough (25%) to be present daily
in the city. In addition, the rural surrounding municipalities were predominantly
Swedish-speaking.
The pioneer immersion in Vaasa/Vasa has served as a prototype for other
local Swedish immersion programmes. During the 1990s, Swedish
immersion expanded rapidly, and today Swedish early total immersion is
offered in 13 cities in the bilingual areas of the western and southern
coastlines of Finland. Unfortunately, the spread of immersion education is
not documented in official national statistics; but today (2009) it is estimated
that approximately 4 500 students - from preschool to secondary levels - are
enrolled in immersion education. The first groups of immersion students have
now grown up and have children of their own, something which manifests
itself in a growing demand for immersion education. At present, the available
places cannot meet the demand in, for instance, the cities of Vaasa, Turku
and Helsinki.

1.1.2 Languages
The Swedish immersion programme has developed from the original
Canadian immersion programme, which has a clear focus on the
development of two languages, the students’ first language (mother tongue,
L1) and the immersion language (the students’ second language, L2). Three
languages (mother tongue, the other official language and a more widespread language) are seen as the minimum criterion to be taught during the
compulsory education period (preschool to grade 9) in the traditional
language programme in Finland. However, it was natural to include additional
languages in the Swedish immersion for Finnish-speaking students.
Additional languages are taught as foreign languages, which do not form an
integrated part of the official Finnish society and culture. English is the
predominant language among the additional languages in immersion, but
students can choose other languages - such as German and French - as
well.
In the city of Vaasa, the Swedish immersion programme comprises four
different languages in primary education (grades 1-6). Finnish is the students’
first language (mother tongue), whereas Swedish is used as the main
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immersion language. English and optional German are introduced as
additional languages at primary level.
All Swedish immersion students have Finnish as their mother tongue, and
most of them come from monolingual Finnish homes. If they have a bilingual
background, Finnish must be one of the home languages. Swedish may not
be a regular home language.
Finnish belongs to the Finno-Ugrian language family, and grammatical
relationships are typically expressed by adding suffixes, affixes, particles and
derivatives to the body of the words. The language is thus structurally very
different from Swedish, which is an Indo-European and a Germanic
language. In contrast with Finnish, Swedish as the main immersion language
shares many similarities with the additional languages of the immersion
programme, e.g. English and German.
The Swedish language spoken in Finland is one variety of the five regional
varieties of Swedish. Although there are no fundamental differences between
the Swedish spoken in Sweden and in Finland, Swedish is a pluricentric
language which no longer follows a parallel development within the core
region of the language (Sweden) and in the periphery (Finland).

1.1.3 Schools
Swedish immersion is almost exclusively offered in Finnish schools where
immersion classes are part of the school curriculum together with nonimmersion Finnish classes. Only one immersion school has so far been
established in Finland. Swedish immersion thus follows the same criteria for
establishment of immersion as the Canadian model, i.e. a student’s first
language development and identity is ensured by providing a strong L1
school environment. At the same time, the presence of a strong L1-majority
speaking immersion group cannot adversely affect Swedish language use
in Swedish schools (in practice minority language schools in Finland).
As early total Swedish immersion is a programme which comprises three
school levels, preschool, primary school (grades 1-6) and secondary school
(grades 7-9), it covers the entire compulsory education period for students
and builds upon a continuum of an expanding individual language path,

16
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starting with Finnish as the home language, introduction of the main
immersion language Swedish in preschool and additional languages in
primary education. This individual language path is well in tune with the
European Commission’s current framework for multilingualism, which states
that every European citizen should master at least three languages (mother
tongue, a neighbouring language and an international language) (European
Commission, 2005). Furthermore, the individual language path is
implemented in majority schools, which is an important part of a successful
multilingual policy, as language programmes usually tend to be more varied
in schools which serve minority speakers.
All schools which offer Swedish immersion education at primary level (grades
1-6) are state schools with no special financial arrangement for the provision
of immersion.

1.1.4 History
When the first Swedish immersion group with 25 monolingual Finnishspeaking children started its programme in the city of Vaasa/Vasa, in 1987,
the public debate was vivid. Such an extensive bilingual education form had
hitherto been implemented only in a few schools carrying the status of special
language schools. The main concern expressed in the debate focused on
the first language (mother tongue) development of the students and on their
academic mastery of different subjects (mathematics, science, geography,
etc.) as Swedish was to be used as the medium of instruction during subject
teaching. Even if not debated, it was taken for granted that the immersion
programme would include other languages as well, since at least three
languages have to be taught to Finnish students during their compulsory
education period.
From the very start, the first immersion students were scientifically evaluated
by researchers at the University of Vaasa. They pointed out that the early
start of second language learning (Swedish) in preschool stages would
probably be beneficial for the learning of other languages in immersion as
well. This notion was backed up by frustrated pioneer immersion students
themselves as they encountered more textbook-based teaching methods in
grade levels 7-9 and as Finnish was used as the medium of instruction during
third and fourth language lessons. As a consequence, a more systematic

17

trilling 2_Opmaak 1 22-03-11 17:46 Pagina 18

teaching approach was developed for all teachers involved in immersion,
and the introduction of L3 and L4 was brought forward. This early introduction
also received support from immersion parents, who see Swedish immersion
not only as a second language learning programme but as an efficient
education programme where multiple languages are used and learnt.
In the pioneer immersion programme in the city of Vaasa/Vasa, the early
introduction of English as L3 has been gradually implemented, from
introduction in grade 5 via introduction in grade 3 to introduction in grade 1.
The fourth language (German) is optional and is introduced in grade 4. In all
current local immersion programmes, L3 is introduced in grades 1-2 and L4
in grades 4-5. In some schools, it is also possible to choose an optional L5
in secondary school (grades 7-9).
Although the teaching of additional languages in Swedish immersion is
restricted to 1-2 hours per week in grades 1-6 and is marked as language
lessons in the individual immersion student’s curriculum, the medium of
instruction is the language to be learnt, and content-based teaching is applied
in accordance with the programme-based design of Swedish immersion.

1.1.5 Status
Today, Swedish immersion is a small-scale education programme in Finland.
It involves approximately 0.5% of the total student population in Finland.
Though small in size, it is defined and recognised as a programme option in
the national core curriculum (National Core Curriculum, 2004).
In the city of Vaasa/Vasa, about 10-15% of the entire student population
consists of immersion students, but in smaller bilingual cities/municipalities
immersion students may make up 30-40% of the total student population. In
some cities today, demand exceeds the number of available places in
immersion education.

1.1.6 Goals
Swedish immersion has originated from Canadian immersion, where
functional bilingualism is the ultimate goal. In accordance with the multiple
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languages used in Swedish immersion, functional multilingualism is
formulated as the main aim. Functional multilingualism is thereby defined as
a competence level at which immersion students can act and participate
naturally in the daily use of the multiple languages, in line with their age
levels. As bi- or multilingual competence is not static and dependent on how
languages are used and taught in different domains, the definition of
functional age-appropriate language usage must be flexible as well as
continuous - i.e. co-ordinated between different school and grade levels.
As in content-based teaching a language other than the immersion students’
first language is extensively used as the medium of instruction, it goes without
saying that the academic mastery demonstrated by the students must fulfil
the goals of the national core curriculum for each subject. Immersion teachers
who are also subject specialists assess academic mastery by testing both
immersion and non-immersion students with the same kinds of evaluation
instruments available to schools.
The linguistic mastery demonstrated by the immersion students follows the
criteria decided upon for each language in the national core curriculum. In
practice, this means that immersion students’ mastery of target languages in
immersion is expected to be on the same level as that of non-immersion
Finnish students of the same age. Therefore, their first language (mother
tongue) competence must at the end of immersion be as good as that of
monolingual Finnish-speaking students of the same age. Their competence
of other languages should equal results obtained by age-level students within
traditional language programmes. In particular with respect to immersion
students’ knowledge of Swedish, these linguistic aims are not overly
challenging for immersion students, who thus tend to be awarded excellent
grades in the nationwide applied ranking scale for advanced Swedish as a
foreign language at the end of grade 9.
The school certificate given to all Finnish students at the end of grade 9
contains a note that immersion students have attended Swedish immersion
education as well as a list of the total amount of content/subject teaching
with Swedish as the medium of instruction.

19
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1.1.7 Obstacles
Immersion is based upon a programme which comprises the entire period of
compulsory education in Finland (preschool-grade 9). The programme-based
nature requires long-term planning and continuous commitment from parents,
administrators and teachers. It is therefore more difficult to set up immersion
courses than, for example, CLIL provision in subject teaching.2
Immersion is optional and can therefore hardly be put into practice on a very
large scale. It mainly serves monolingual majority speakers, whereas
teaching principles and teaching practice can serve any bilingual or
multilingual education programme. Even if today’s Finland is a linguistically
homogeneous nation, where it is easy to find monolingual children who at the
start of the programme have no knowledge of the language to be learnt, the
programme may have to adapt to changing linguistic situations. In the long
run, the enrolment of migrant children with little knowledge of both Finnish
and Swedish has to be considered, to name but one issue. The programme’s
ambition is to be open for all, and students are not selected on the basis of
academic mastery or language knowledge, for example.
The characteristics of immersion are not fully recognised nationwide. This
form of education has hitherto had to conform to existing education structures
rather than being allowed to fully explore its potentials. An illustrative example
is the attainment targets for students’ mastery of Swedish, which today is
expected to be on the same level as that of Finnish students who learn
Swedish as an advanced foreign language. Though immersion students do
not generally reach native-like Swedish skills, an appropriate identification
and recognition of immersion students’ actual level of mastery would motivate
the students and improve the efficiency of the programme. Another example
is the communicative competence across languages among immersion
students, backed by assessment instruments within traditional language
teaching.
An ongoing challenge is the improvement of programme quality and
efficiency. In order to develop a programme which functions as one coherent
entity, teachers must be properly trained from a professional perspective (with
respect to language competence as well as content-based teaching in a

2
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second language). They have to share similar pedagogical visions, cooperate
intensively - both across languages and across subjects - and be confident
about fellow teachers responsible for their own parts of the programme.

1.1.8 Parents
The optional nature of immersion illustrates the importance of parental
support. Without motivated parents who wish to enrol their children in
Swedish immersion, there would be no immersion at all. In all
cities/municipalities offering immersion education, immersion parents have
organised themselves into local parental organisations for immersion. They
have in particular been active in the establishment of immersion and acted
as immersion agents in discussions with local education authorities.

1.1.9 Government
Immersion education is recognised as a programme option in the national
core curriculum. As early total immersion differs considerably from regular
programmes, nationwide requirements - for example about minimum hours
devoted to mother tongue instruction - put some constraints on the
programme structure in comparison with, say, Canadian immersion
programmes.

1.2 Input
1.2.1 Pupils
Swedish immersion is offered in 13 different bilingual cities/municipalities.
The programme is intended for monolingual Finnish-speaking majority
speakers who at the start of immersion have no or little knowledge of
Swedish. The programme is not open for simultaneous bilingual (FinnishSwedish) children who have the opportunity of becoming bilingual at home.
In general, these children do not opt for Swedish immersion; they choose a
Swedish school instead. Simultaneous bilingual children whose home
languages are Finnish and another language than Swedish may enrol, but
immersion pupils come from mainly monolingual backgrounds. A nationwide
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questionnaire administered to immersion parents in 2004-2005 showed that
many children had a bilingual / Swedish-speaking relative / peer / contact
but nonetheless Finnish was used in communication (Bergroth 2007a). In
addition, many parents stressed as reasons for enrolment that immersion as
a programme is considered efficient . Parents were shown to appreciate its
multilingual dimension.
1.2.2 Age
Children enrol in Swedish immersion in kindergarten or at preschool ages. In
some places, early total immersion begins in kindergarten with children aged
3-4. In other places, children start at the age of 5 or when preschool begins
at the age of 6.
In the city of Vaasa/Vasa, the pioneer immersion programme started with
six-year-olds, and today immersion starts when children are five years of
age. In kindergarten and preschool, the number of enrolled children generally
corresponds with the recommendations for group/class size in school
(approximately 20 students of the same age) as children continue their
programme at school level. In the city of Vaasa, for example, the maximum
intake is restricted by local education authorities to an annual intake of two
new student groups. If there are more parents who wish to enrol their children
than there are places available, these places are distributed via a lottery.
The introduction of additional languages takes place at primary level. In
grades 1-2 (when students are 7-8 years old), a third language is introduced.
In grades 4-5 (when students are 10-11 years old), an optional fourth
language begins.
1.2.3 Teachers
In general, it is mainly native Swedish teachers or near-native Swedish
teachers educated as professional classroom teachers for grade levels 1-6
who act as Swedish immersion teachers at primary level.
When Swedish immersion was first introduced, the pioneer immersion
teachers received in-service education training from the University of Vaasa,
the most important research institute for Swedish immersion in Finland. Since
the early 1990s, the University’s Centre for Immersion and Multilingualism
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has offered the most extensive and comprehensive course on bi/multilingual
issues (such as second-language acquisition, bilingual education, contentbased learning and immersion pedagogy) in Finland, and these courses are
also available through in-service education for teachers. Courses are
attended by teachers who teach through Swedish as the medium of
instruction and by teachers of mother tongue and additional languages within
immersion programmes. Among non-immersion teachers there is an interest
in participating in the in-service education, too.
As Swedish immersion expanded in the middle of 1990s, the University of
Vaasa/Vasa - which has no institutional nationwide teacher training
programme but extensive expertise in second-language acquisition,
language pedagogy and immersion teaching - started a joint immersion
teacher training programme for grade levels 1-6 in cooperation with the
teacher training unit at the Finnish-speaking University of Oulu. This fouryear programme not only gives the teachers-to-be all the formal training they
need for professional classroom teaching, but at the same time also devotes
special attention to the Swedish competence of the students as well as to
professional knowledge related to bilingual learning and teaching. The
programme has been running since 1998 and is currently being revised and
developed further. If financial aspects are settled, the current venture will
include cooperation with a Swedish-speaking teacher training unit as well.

1.2.4 Teaching materials
As Swedish immersion was especially developed to give students more
opportunities of learning to communicate in languages other than their mother
tongue, oral production within immersion is particularly emphasised in the
early stages. When they enter immersion, students cannot read or write yet,
and they are very dependent on input from their teachers, their main second
language source and language model. The importance of using the teacher
as an oral language model is further implemented in the introduction of L3 as
well, since introduction into English in grade 1 must build upon oral
communication. In Swedish immersion (and in Finnish schools in general)
literacy skills are not trained until grade 1, and therefore a communicative
approach is needed also when introducing L3 from grade 1 onwards.
Even if teachers represent important language models in immersion, careful
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attention is also paid to complementing them through other authentic oral
input in all languages of the immersion programme.
In immersion, the “one-language-one-teacher” principle is followed strictly.
This means that whenever practically possible, every teacher has just one
linguistic role in the immersion group. From the very first day onwards, the
teacher in the main immersion language (Swedish) uses only Swedish with
his/her students, both within and outside the classroom. The same principle
is used by teachers of L3 and L4.
In line with this principle, teaching materials are as authentic as possible,
too. Bilingual textbooks with instructions in the mother tongue of the students
are avoided when Swedish or any other language is used as the medium of
instruction. If learning material intended for Swedish-speaking students is
used, it is usually adapted by the teacher and supported by other textual
sources. Overall, immersion teachers are encouraged not to focus on
textbooks only, but to supply immersion students with plenty of other rich and
authentic texts and other language materials, too. Most immersion classes
have arranged a regular circulation of books with public libraries so that a
variety of different content-specific books are made available for immersion
groups.
In schools where immersion education has already been running for several
years, immersion teachers at primary level have established their own
immersion material battery, which can be reused and developed by other
teachers as well. The time-consuming preparation of new suitable material
is often mentioned and discussed by immersion teachers. In 2007, a web
portal for Swedish immersion was launched, presenting many ideas for
efficient teaching material in Swedish immersion (Swedish immersion
material, 2009).

1.2.5 Visualisation
In Swedish immersion, an abundant use of visuals is recommended, inside
as well as outside the classroom. In some schools, immersion groups have
special language rooms for additional languages. If this is impossible, the
classroom is divided into language sections, where Finnish is made visible
on one wall, Swedish on another wall, English on a third wall, and so on.
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Special attention is paid to the variety of visuals. Labels with nouns should
not be one-word labels only, but should give grammatical cues or be
contextualised. Equally important is the linguistic variety of labels: not only
things should be labelled, but also action, emotion, relationships, etc.

1.3 Process
1.3.1 Time
Table 1.1 presents the multilingual immersion programme of the city of
Vaasa/Vasa, which serves as a prototype for Swedish early total immersion
in Finland.

Table 1.1 The structure of the early total immersion programme in Finland.

Immersion starts in preschool at the age of 3-6 (in the city of Vaasa at the age
of 5). During preschool, all instruction takes place in Swedish. In grades 12, 80% of instruction time is in Swedish and literacy skills are systematically
taught in Swedish. The students’ mother tongue (Finnish) is introduced in
grade 1, and during the first year teachers concentrate on oral and receptive
language competence, cultural aspects and general language awareness.
Not until the latter stages of grade 1 and in grade 2 is literacy in Finnish
implemented. English is introduced in grade 1 and German as an optional L4
in grade 4. Although restricted to 1-2 weekly hours, the lessons in English and
German are content-based, and the language to be learnt is consequently
used as the medium of instruction.
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1.3.2 Support
Scientific support for Swedish immersion programmes is provided by the
Centre for Immersion and Multilingualism at the University of Vaasa. The
programme is evaluated by researchers at the Centre who also offer
pedagogical support for teachers. Annual two-day seminars on current
immersion issues are offered to immersion teachers and in-service education
is provided. Researchers and experienced immersion teachers jointly form an
immersion consultant network which operates nationwide as well as
internationally.
The Swedish-speaking non-governmental organization Folkhälsan, an agent
in the social welfare and healthcare sector in Finland, has supported
immersion since 2006 by providing a full-time immersion coordinator who coordinates different activities in Swedish, both inside and outside immersion
classrooms. In particular, immersion students are offered many cultural
activities related to the Swedish language and to Swedish culture.

1.3.3 Subjects
Swedish early total immersion is programme-based and thus usually defined
via instruction time given in the immersion language. At the end of the
programme, immersion students will have spent approximately half of their
time in immersion with Swedish as the medium of instruction. The medium
of instruction for each subject varies in accordance with teacher resources
and the calculated percentage for each grade level. Each subject, however,
is taught in only one language during one school year, and in both languages
(the mother tongue and the immersion language) in the subsequent course
of the programme (e.g. history in Swedish in grades 5-6 and in Finnish in
grades 7-9). In primary school (grades 1-6) teachers plan most of their
teaching as thematic units, in which they integrate as many different subjects
as possible. Within thematic units, it is easy to integrate content and language
and present thematic-related content in all languages of the programme. This
approach offers a natural way to promote content-based learning in the
additional languages (English and German), even if these lessons are
scheduled as language lessons (1-2 hours/week).
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1.3.4 Socio-cultural activities
Immersion students are encouraged to make use of all their languages
whenever possible, not only inside but also outside the classroom. As
immersion education usually forms part of Finnish school curricula,
immersion teachers are encouraged to visualise all languages and their
culture together with the immersion group, not only in zone 1 (the immersion
class) but also in zone 2 (the entire school and its nearby surroundings: for
example through bi- and multilingual signs) and in zone 3 (general society:
for instance through trilingual texts on the Internet and culture-related
festivities).

1.4 Output
1.4.1 Research
Swedish immersion has been scientifically evaluated since it was first
introduced in 1987. Research reports focus on product (outcomes of the
programme) as well as process (teaching procedures). So far, 11
dissertations have been written on the programme, supported by handbooks
for teachers, national and international articles and other scientific
monographs. The majority of these dissertations are linguistically oriented
and mainly focus on the development of the immersion language (Swedish),
although to some extent mother tongue development (Finnish) and
sociolinguistic perspectives (social background of immersion students,
language use at home, motives for enrolment) are studied and discussed as
well. Language pedagogy is a crucial factor included in most publications on
Swedish immersion. Two dissertations have been presented within this
discipline.

1.4.2 Results
The current inventory of Swedish immersion describes results from three
different perspectives. The presentation begins with a summary of some
teaching results in L1, L3 and L4 and then continues with a discussion about
immersion students’ actual use of the languages in primary school. It ends
with a description of immersion students’ mastery of all four languages in the
national matriculation examination.
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In comparison with Canadian immersion, one distinctive feature of Swedish
immersion is the relatively early introduction of mother tongue instruction (in
Finland in grade 1, as opposed to Canada where this takes place in grades
3 or 4). This early literacy in two languages seems to be beneficial for mother
tongue development. A national reading test measuring language awareness,
technical reading skills and reading comprehension in Finnish (the students’
mother tongue) has been administered to students in grade 3 for several
years. The immersion students’ results in the city of Vaasa/Vasa for the last
seven years (2003-2009) show that 37% of the immersion students in
Vaasa/Vasa score above the age-appropriate level, where nationally 23% of
students score above the age-appropriate level. Similarly, 17% of the
immersion students score below age-appropriate level, where nationally 23%
of the population score below age-appropriate level. As immersion students
have been systematically taught to read and write in Swedish and the reading
test is administered in Finnish, a positive literacy transfer across languages
must contribute to these positive results.
Results from studies in which students have been introduced to English (L3
for immersion students and L2 for non-immersion students of the same age)
with the same amount of instruction time and the same teaching methods
show that immersion students tend to be more confident in learning English,
the new language. They make full use of the learning process (and are not
concerned if they do not know every word) and actively use the language to
be learnt. In addition, results of studies in grade 5 show that immersion
students write longer essays than non-immersion students and that their texts
are lexically more varied. In the immersion students’ oral production of
English, speech flow is more fluent than that demonstrated by non-immersion
students in grade 5. In addition, immersion students make use of more
grammatical items to show relationships between lexical items than nonimmersion students of the same age. As for German (an optional L4 for
immersion students and an optional L3 for non-immersion students), a
comparative study comprising 125 immersion and non-immersion students
in grades 6-8 supports the same tendency for immersion students to employ
all linguistic resources they have. Cross-linguistic influence was evident in the
speech production of immersion students, and they sometimes even used
communication strategies.
The immersion students’ actual use of the programme’s four languages has
been studied through self-assessment reports. Even if the definition of
language competence is likely to vary, not only between individuals but also
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between students of different ages, the results are of particular interest for
future programme design. In the reports, special attention has been paid to
the relationship between the main immersion language (Swedish) and
English (immersion students’ L3, but with a position as lingua franca). In
grades 3 and 4, immersion students claimed that all three languages (L1, L2
and L3) were used at home more often than the bilingual L1 and L2
alternatives (Finnish and Swedish), which shows that English must have a
strong presence at home as the language of television, computer games,
popular songs, etc. In one explicit question about what languages are used
in TV-programmes the students prefer to watch, the most popular alternative
among students in grades 5 and 6 was “Finnish and English” - not “Finnish
and Swedish”. Furthermore, results of another self-assessment study show
that in grade 2 almost 80% of the students claim to prefer the use of Swedish
to English. Nevertheless, in grade 6 less than half the group prefer Swedish
to English. When asked which of these two languages they expect to use
more in the future, many students reported no preference, but among those
who ranked the two languages, English was ranked as more important than
Swedish in both grade 2 and grade 6.
Immersion results are further supported by grade results scored by
immersion students who participated in the national matriculation
examination 2-4 years after finishing their immersion programme. This
examination is held at the end of upper secondary education. Data collected
on former immersion students’ results in the city of Vaasa/Vasa until spring
2007 (Bergroth 2006, Bergroth 2007b) show that in the mother tongue test
75% of the immersion students scored grades in the middle of the scale or
above, on the basis of the standardised scale of nationwide normal
distribution as used by the matriculation examination board. In the Swedish
test, 75% of the immersion students obtained the three highest grades: 35
percentage units better than the expected distribution of the three highest
grades in the standardised scale of normal distribution. The results witnessed
in the English and German tests are highly similar to those obtained in the
Swedish test. For the three highest grades, the immersion students scored
26 percentage units higher than expected in English and about 30
percentage units higher in German. More than half of the students (66%) had
obtained the three highest grades in English and over 70% of them had
obtained the highest grades in German.
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1.5 Additional information
1.5.1 Future perspectives
The results obtained so far within Swedish immersion show that the
programme has become more oriented towards multilingualism. The early
acquisition of two languages within the immersion programme is beneficial for
additional languages as well. However, at the same time results also show
the vital importance of setting up and designing multiple language learning
programmes from a holistic perspective. The status of different languages
has to be considered and monitored carefully in order to compile an efficient
programme in which students develop positive attitudes towards all
languages of the programme, in which they are motivated to study all these
languages and in which they are able to make active use of them.
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2. Third language learning and trilingual
education in the Basque Country
Jasone Cenoz and Xabier Etxague
University of the Basque Country, The Basque Country, Spain

2.1 Context
2.1.1 Location
The Basque Country comprises seven provinces, three belonging to the
French ‘Pyrenees Atlantiques’ community (Lapurdi, Nafarroa Beherea and
Zuberoa), and four to two autonomous regions in Spain (the Basque
Autonomous Community, or BAC, and Navarre). In this paper we will focus
on education in the Basque Autonomous Community (BAC), which is the
most populated of the Basque regions with 2,157112 inhabitants (Instituto
Nacional de Estadística, 2008). This is approximately 73% of the total
population in the whole of the Basque Country. The BAC has three provinces
and the main cities are Bilbao, Donostia-SanSebastian and Vitoria-Gasteiz.
Bilbao-Bilbo is the biggest city with a population of 354,145 and VitoriaGasteiz is the administrative capital.

2.1.2 Languages
Basque (Euskara) is a unique language in Western Europe for being Non–
Indo-European. Unlike other minority languages in Spain (Galician or
Catalan), Basque is not a Romance language and is typologically distant
from Spanish. It is a highly inflected language with sixteen morphological
cases, and its syntax and vocabulary are different from Spanish (see Laka,
1996 and Cenoz, 2008a for a linguistic description).
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2.1.3 History
The Basque language has been in contact with Romance languages for
centuries and it has been influenced by them mainly at the phonological and
lexical levels. This contact increased at the end of the twentieth century as
the result of industrialization and the development of communications and
the mass media. The industralization of the BAC and Navarre attracted an
important number of Spanish-speaking immigrants in the 1950’s, 60’s and
70’s. Furthermore, the ‘Spanish only’ policy during Franco’s dictatorship
(1939-1975) had important consequences not only at the institutional and
educational levels but also in the private domain. In the past few years, an
increasing number of immigrants from Latin America, Africa and some
Eastern European countries have arrived in the Basque Country. The
percentage of immigrants in the BAC is 6.5% and 12.2% in Navarre (Instituto
Nacional de Estadística, 2008). Some of the immigrant students speak
Spanish because they come from Spanish-speaking countries in Latin
America (see also Ibarrarán et al., 2007; Etxeberria & Elosegi, 2008).
Nowadays, Basque is a minority language within its own territory.
The most recent sociolinguistic survey (Basque Government, 2008) indicates
that 25.7% of the population in the whole of the Basque Country is bilingual
(Basque-Spanish or Basque-French), and 15.4% passive bilingual.
Monolinguals in either French or Spanish are 58.9% of the population.
Therefore, with very few exceptions, speaking Basque equals being bilingual
in Basque and a Romance language. Nowadays there are 138,400 speakers
more of Basque than in 1991, and this means that the proportion of people
who are proficient in Basque has increased 6% in the BAC, from 24.1% in
1991 to 30.1% in 2006 (Basque Government, 2008). The main increase has
taken place in the 16-24 age group, from 25% of Basque speakers in 1991
to 57.5% in 2006 due to the extended use of Basque in education. The
percentage of Basque-speaking population has increased from 9.5% to
11.5% in Navarre, but the lack of institutional support for Basque can explain
the decrease from 33% to 22.5% in the Northern Basque Country (Basque
Government, 2008). The development of proficiency in Basque can be seen
in Figure 2.1
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Figure 2.1.
Competence in Basque
in 1991
and 2006.

Bilingual education
Even though Basque was banned from education during the Franco regime
(1939-1975), a number of private Basque-medium schools (or ‘ikastolak’)
were opened in the 1960s. These schools were not officially recognized in the
beginning, but as the number of students increased they had to be accepted
eventually.
With the new political situation, in 1979, Basque, along with Spanish, was
recognized as an official language in the BAC. The law on the Normalization
of the Basque Language (1982) made Basque and Spanish compulsory
subjects in all schools in the BAC. Three models of language schooling were
established: models A, B and D (there is no letter ‘C’ in Basque). These
models differ with respect to the language or languages of instruction used,
their linguistic aims, and their intended student population (see also Gardner,
2005).
Model A schools are intended for native speakers of Spanish who
choose to be instructed in Spanish. Basque is taught as a second
language for 3 to 5 hours a week. These schools provide minimal
instruction and, thus, minimal proficiency in Basque as a second
language.
Model B schools are intended for native speakers of Spanish who want
to be bilingual in Basque and Spanish. Both Basque and Spanish are
used as languages of instruction for approximately 50% of school time,
although there is considerable variation from school to school.
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In Model D schools, Basque is the language of instruction and Spanish
is taught as a subject for 3 to 5 hours a week. This model was originally
created as a language maintenance programme for native speakers of
Basque, but currently also includes a large number of students with
Spanish as their first language. Consequently, Model D schools can be
regarded as both total immersion programmes for native Spanishspeaking students and first language maintenance programmes for
native Basque speakers.
Parents can choose the model they want for their children, and each model
is available in the public and private sectors. Access to all three options is
limited in some areas of the country, where there are not enough students
interested in a particular model. In the Basque Autonomous Community there
are state and private schools and each type accounts for approximately 50
per cent of the total number of students. Private schools are in many cases
Catholic schools but some non-religious schools, including some Ikastolak
and other types of schools, are also private.
When the bilingual models were established, approximately 25% of the
students in the BAC attended Basque-medium schools; at present, over 90%
of elementary schoolchildren and over 80% of secondary schoolchildren have
Basque as a language of instruction. The percentages corresponding to
enrolment in the three models in pre-primary and primary school in the BAC
in the year 2008-2009 are given in figure 2.2.

Figure 2.2 Language of
instruction in pre-primary
and primary education in
the BAC (percentages) in
the year 2008-2009.
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Trilingual education
Apart from Basque and Spanish, English is becoming increasingly important
as a medium of intra-European and international communication. The status
of English in the Basque Country is different from the status of Basque
because English is regarded as a foreign language and it is not used at the
community level. On the other hand, if we compare the status of English in
the Basque Country and Friesland or the Netherlands we can observe
important differences. In the Basque Country exposure to English is
increasing but it is still extremely limited (on TV, newspapers, in the media in
general) and most parents cannot communicate in English. However, a study
comparing the linguistic landscape of shopping streets in LjouwertLeeuwarden and Donostia-San Sebastian indicates that English has a strong
presence in commercial signs in both cities (Cenoz & Gorter, 2006).
2.1.4 Status
English is a school subject in the three models but schools can also decide
to have English as an additional language of instruction. The three main
trends to improve the use of English in the curriculum are the early learning
of English in kindergarten, the integration of language and content in English
classes (CLIL) and the use of English as an additional language of
instruction. The early learning of English has spread to most schools. Many
schools have adopted a CLIL approach in the English language classes so
that content and language are taught at the same time. The use of English
as an additional language of instruction is still experimental in some schools
and well established in others. In general, both programmes are combined
so that children start learning English from the age of three or four and later
they have English as one of the languages of instruction.
2.1.5 Goals
The general aim for the official languages, Basque and Spanish, is to be able
to communicate in an efficient way by the end of compulsory education. The
level attained when Basque is not the language of instruction is quite far from
this goal. In the case of Basque-medium instruction, the network of Ikastolak
has established the goal of achieving level B2 of the CEFR in Basque and
Spanish by the end of compulsory education (age 16). The aim for English
at this time has been established as B1. Many other schools have their own
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aims that can be higher or lower than these for Basque and English but
similar for Spanish.
2.1.6 Obstacles
The main obstacles that these programmes face are related to the weak
positions of Basque and English in society (see also Zalbide & Cenoz, 2008).
The minority status of Basque in society limits the opportunities to use
Basque outside school. In the case of English, there are also problems
related to the fact that there is no communicative need to use English outside
the classroom. Motivation to learn Basque is stronger in models B and D
than in model A. Motivation to learn English is strong in pre-primary and
primary education but not as high in secondary education.
2.1.7 Parents
In general terms, it can be stated that parents strongly support trilingual
education. The increasing use of Basque as the language of instruction
shows the interest of parents in bilingual education. Parents are also very
interested in improving their children’s level of proficiency in English and
support the early introduction of English.
2.1.8 Government
The Basque Government Department of Education supports the
development of trilingual education and encourages the use of Basque as the
main language of instruction and the use of English as an additional language
of instruction. One of the recent steps given by the Government has been to
increase the number of native teacher assistants to encourage the
development of English oral skills.
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2.2 Input
2.2.1 Pupils
All children in primary schools in the Basque Country are taught at least three
languages, and with very few exceptions the three languages are Basque,
Spanish and English. French is an optional language in secondary school.
Basque and Spanish are compulsory, either as languages of instruction or as
school subjects, and a foreign language is also compulsory from the third
year of primary school (age eight) and this third language is usually English.
Children who have Basque as their first language and early bilinguals tend
to be enrolled in model D and have Basque as the language of instruction.
Children who have Spanish as their first language are enrolled in the three
models (A, B, and D) and can have Spanish, Basque or both Basque and
Spanish as languages of instruction. Some children in all the models also
have English as the language of instruction for some of the school subjects.
2.2.2 Age
Most children in the Basque Country go to school at the age of two. Preprimary education is part of the official educational system and young children
are in the same schools as other children, but their classrooms and activities
are adapted to their age. Most children who have Spanish as their first
language are exposed to Basque when they start school at the age of two or
even earlier if they attend a day-care centre. Children who have Basque as
their first language do not receive instruction in Spanish until the first grades
of primary school but are exposed to their second language in their
community or through the mass media.
In most schools in the Basque Autonomous Community, English is nowadays
taught from the age of four, but in some schools English is introduced at the
age of three and there are some day-care centres that carry out some
activities in English even earlier.
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2.2.3 Teachers
Primary school teachers in the Basque Country have a certificate of
education from a teachers’ college. Nowadays, teacher colleges offer
different studies so that teachers can obtain a specific degree in teaching
foreign languages or in teaching Basque or Spanish. Most primary school
teachers in the public system and a large number of teachers in private
schools are bilingual in Basque and Spanish. There are no data available on
the teachers’ first language, but it is exceptional to find primary school
teachers with English as their first language and the few native teachers of
English tend to work in private schools. The knowledge of English among
primary school teachers who do not teach English is usually very limited.
Therefore the teacher of English is in many cases proficient in Basque and
Spanish, but other teachers tend to be bilingual in Basque and Spanish or
monolingual in Spanish. Even though different schools can adopt different
practices, the one teacher one language principle is very common in Basque
primary schools.
2.2.4 Teaching Materials
The materials used to teach the different languages differ according to the
role of the languages in education and in the community, but they all
encourage the development of communicative skills. Most materials to teach
Basque and Spanish are published and available and include books,
workbooks, audio-visual material and multimedia. The materials used to
teach Basque or through the medium of Basque have been especially
developed in the Basque Country and are not translated from other
languages. The materials used to teach through the medium of Spanish are
in general the same as those used in Spanish schools outside the Basque
Autonomous Community. The materials for the teaching of English tend to be
especially developed and some of them have been published. These
materials have been created by teacher trainers and teachers and
experimented in the schools. When English is the language of instruction,
different schools make different choices. Some schools develop their own
materials and others adjust materials that are already in English to the
syllabus.
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2.2.5 Visualization
The three languages are used in the linguistic landscape of schools, but in
most schools Basque is the dominant language. Some examples in Basque,
Spanish and English can be seen in the pictures

Basque

Spanish

English

2.3 Process
2.3.1 Time
As we have already seen, the time devoted to learning the different
languages varies according to the school model. In model A, Spanish is the
language of instruction and Basque and English are taught as school
subjects, Basque for approximately four hours a week and English for
approximately three hours a week. In model B, English is taught for
approximately three hours a week and the rest of the time is divided between
Basque and Spanish, and the distribution varies according to the school. In
model D, Basque is the language of instruction and Spanish is taught three
or four hours a week, while English is taught three hours a week. Model B and
D schools can more easily be considered trilingual than model A schools
because they use the minority language as the language of instruction and
Spanish and English are used for learning activities or, in some cases, as
languages of instruction. In the case of model A, both the minority language
(Basque) and English are used for learning activities, but the minority
language is not used as the language of instruction except in the case of
some originally model A schools which do not fit into this model now. For
example, some schools (Eskibel, Erain, etc) use Spanish, Basque and
English as languages of instruction from the first year of kindergarten. The
children have different teachers for the three languages, and some activities
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are carried out in one of the languages (for example mathematics) while
others (stories, poetry, etc) can be carried out in any of the three languages.
In this project, the syllabuses corresponding to the three languages are
integrated, and specific materials to develop early linguistic and cognitive
awareness are used.
Some schools in all the three models are using English as an additional
language of instruction. Therefore, the boundaries between the models are
becoming soft and permeable due to the intensive use of Basque and English
in some schools in which Spanish was the only language of instruction and
the use of English as an additional language of instruction in some D model
schools in which Basque used to be the only language of instruction.
2.3.2 Support
All primary school teachers can get advice from specialists in the centres for
educational advice (Berritzegune). These centres are supported by the
Basque Government Department of Education and are distributed all over
the Basque Autonomous Community. In addition, Ikastolak have their own
consultants at the Ikastolen Elkartea, and some private schools also have
specific networks for counselling.
The specific projects to develop multilingual education usually involve a close
contact between teachers and consultants, and the meetings are used to
discuss specific problems related to the materials and the teaching
techniques. It is also common for the consultants to visit the schools.

2.3.3 Subjects
The choice of subjects to be taught in Basque and Spanish is not given in
models A and D in which Spanish and Basque, respectively, are the
languages of instruction. In model B, each school decides the specific
subjects to be taught in Basque or Spanish. When English is used as a
language of instruction, the schools decide on the subject depending on the
availability of English speaking teachers. Some schools do not teach specific
subjects in English, but use a content-based approach and include units on
mathematics, science or social sciences.
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2.3.4 Socio-cultural activities
Socio-cultural activities are usually in the main language of instruction
(Basque for most schools). There are some performances in English that are
related to the early introduction of English.

2.4 Output
2.4.1 Research
Several evaluations of the Basque bilingual programmes have been carried
out in the last years, and more than 25,000 students have taken part in these
achievement in this language, while proficiency in Spanish/French (the
majority languages) tends to be unrelated to the language of instruction. It
seems likely that since Spanish and French are the majority languages,
opportunities for extensive exposure to it outside school compensate for
reduced exposure to it in school. Most studies have also found that there are
no differences in academic development (Cenoz, 2008b, 2009). An indicator
of academic development is the percentage of students with Basque and
Spanish as the language of instruction who pass the university entrance test.
In 2009, 94.6% of the students who took the test in Basque and 89.6% of the
students who took the test in Spanish passed. The evaluations have focused
on proficiency in Basque and Spanish and academic development (see also
Etxeberria, 1999; Cenoz, 2009).

2.4.2 Results
Regarding the learning of English as a third language, the main research
outcomes are the following (see Cenoz, 2009 for a detailed account):
1. The early introduction of English in kindergarten does not necessarily result
in a high level of competence in English when exposure to the target
language is very limited (2-3 hours per week). Research studies indicate
that older children progress faster than younger children.
2. Bilingualism has a positive effect on third language acquisition. Learners
who present a higher level of proficiency in Basque and Spanish also
present a higher level of proficiency in English.

42

trilling 2_Opmaak 1 22-03-11 17:46 Pagina 43

3.There is a close relationship between different aspects of proficiency in
Basque, Spanish and English.
4. The use of English as an additional language of instruction has a positive
effect on the development of English proficiency and no negative effects on
the development of Basque, Spanish and content.
5. Attitudes towards Basque are generally quite favourable. Schoolchildren
who have Basque as a first language or/and as the main language of
instruction (D model) generally have more positive attitudes towards
Basque. Spanish L1 students have more positive attitudes towards
Spanish and in some cases towards English.
Apart from assessment of communicative competence in Basque, Spanish
and English and attitudes towards the three languages, many other linguistic
and sociolinguistic research studies are conducted in the Basque Country.
Some of these studies look at very specific aspects of phonetic, lexical,
syntactic or discourse development (see for example, García Mayo, 2006
Gallardo,2007, Goikoetxea, 2007). Other studies have a more sociolinguistic
focus and look at the use of Basque and Spanish in school settings (Martínez
de Luna & Suberbiola, 2008).
Multilingualism is one of the most important aims of a large number of
educational systems in Europe, and particularly in bilingual communities such
as Friesland or the Basque Country. Even though different educational
contexts share some characteristics, they also have a different history and
important differences regarding the role that languages play in society. For
this reason, it is not possible to find a universal single formula for the
development of multilingual education, but we can certainly learn a lot by
sharing different experiences.
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3. Trilingual primary education in Fryslân
Alex Riemersma and Sieta de Vries
Mercator European Research Centre on Multilingualism and Language
Learning, Fryske Akademy, Fryslân, the Netherlands

3.1 Context
Frisian has been an obligatory language for primary schooling in Fryslân
since 1980. English became legally obligatory in primary education in the
Netherlands in 1986. After years of primary education with, most of the time,
Dutch as the medium of instruction and English and Frisian as subjects,
research has shown that all over the Netherlands the core objectives for
English were not reached. In addition, in Fryslân the core objectives for
Frisian were not reached either.
One of the main reasons to start the project entitled ‘Trijetalige Skoalle’
(trilingual school) in Fryslân in 1997 was to improve the quality of education,
particularly regarding Frisian and English. The aim of the project was for
pupils to reach the official attainment targets for all three languages at the end
of primary school.
Seven primary schools in Fryslân started the experiment to become a
trilingual school. Next to the project schools, several other schools were
selected that did not start with the trilingual project, but acted as control
schools for the project. After nine years, in 2006, the project was successfully
completed and the project schools were officially certified as ‘Trijetalige
Skoalle’. The trilingual schools then proceeded to form the Network of
Trilingual Schools.
From 2006 onwards, other primary schools have been able to join the
Network of Trilingual Schools. In 2010, 40 schools have become members
of the Network. Not all schools have been granted the certificate ‘Trijetalige
skoalle’ yet. To become a trilingual school, they are given three years’ time
to start in phase 1. Schools that already have the certificate operate in phase
2 to keep the certificate, and they are stimulated to strengthen as well as
deepen their knowledge and didactics.
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3.1.1 Location
In 1997/1998, five primary schools started the project ‘Trijetalige skoalle’,
and two more primary schools were added to the project in 1998/1999. All
schools were located in the countryside of Fryslân. This situation has not
changed: all schools that have joined the Network in recent years are located
in the Frisian countryside, where the vast majority of the population speaks
Frisian as mother tongue (The Frisian language atlas, 2007).

3.1.2 Languages
The three languages concerned are: Frisian, the minority language spoken
as the mother tongue3 by 54% of the population living in the province of
Fryslân and the official second language of the Netherlands, Dutch, the
official first (state) language of the Netherlands, and English, the foreign
language.
Frisian and Dutch are typologically related varieties. Both are Germanic
languages. Frisian and English are related, too: they belong to the branch of
Coastal Germanic languages. By contrast, Dutch and German are
Continental Germanic varieties. In (historical) linguistics, Frisian has been
considered the language most closely linked to Old English.

3.1.3 Schools
The Network of Trilingual Schools includes 40 (out of 500) primary schools
in Fryslân, spread all over the province. Most of them are located in small,
rural villages. In some cases, the trilingual primary school is the only one
available in the village concerned, so parents cannot choose between
different schools within their own place of residence.
In 2010, not all 40 trilingual primary schools have been certified yet. In 2009,
ten schools have so far received the certificate, and in 2010 eight candidate
schools will be monitored for phase 2. It is expected that 25 (out of 40)
schools over the next three years will actually join the Network.

3

Most inhabitants of Fryslân are bilingual. All Frisian-speaking inhabitants are fluent in Dutch as well.
94% of the population can understand Frisian, 74% can speak Frisian, 65% can read Frisian and 25%
can write Frisian.
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The majority of the school population has Frisian as their mother tongue, but
this cannot be said of their teachers.
The schools in the Network are either religious or non-religious, and two
schools consist of a cooperation based on religious as well as non-religious
backgrounds. Both types are funded on equal footing in accordance with
national rules and regulations.

3.1.4 History
In 1907, the provincial government, for the first time, subverted Frisian in
education, although it was only allowed to be taught after school hours. In
1937, Frisian, thanks to the changed Law on Primary Education, could be
taught as part of the subject of Dutch in higher grades. From 1955 onwards,
it has been allowed to teach Frisian as an independent subject throughout the
curriculum, and it has been allowed to use Frisian as a medium of instruction
in the lower grades (until ages 8/9). During the 1960’s and 1970’s,
approximately 50% of all primary schools taught Frisian as a subject and
used it for a limited period of time as a medium of instruction.
In 1980, Frisian became an obligatory subject for primary education at ages
4-12 in the entire province of Fryslân. The provincial government granted
exemptions to certain schools, particularly in those regions that had their own
regional language, such as ‘Stellingwerfs’, spoken in two municipalities in
Fryslân; the regional languages on the Wadden islands; ‘Bildts’ in the
municipality of Het Bildt; Hylpers in the city of Hindeloopen, and finally
‘Stadsfries’, which is spoken in certain cities in Fryslân. Currently, only the
Wadden islands are exempted from this obligation.
From 1986 onwards, English has been a compulsory subject in primary
education in Fryslân, as well as in the other provinces of the Netherlands.
English is mostly taught in grades 7 and 8 only (at ages 10-12) for one hour
per week. English is never - or hardly ever - used as a medium of instruction
with other subjects.
In 1997/1998, GCO Fryslân4 and the Fryske Akademy started the trilingual
project with five primary schools.

4
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Four primary schools participated as project controls. In 1998/1999, two
additional primary schools and six additional control schools joined the
project.
In 2006, the project was successfully completed, and the project schools
received the official certificate ‘Trijetalige Skoalle’. The project then developed
into the Network of Trilingual Schools which other primary schools could join.
In 2007, four primary schools were welcomed and since then every school
year more and more primary schools, from all over the province of Fryslân,
have joined the Network. Today, school year 2009-2010, the Network
consists of 30 primary schools.
Part of the official Language Planning Policy of the Provincial Government is
the increase of the number of certified trilingual primary schools to 50 (about
10% of all 500 primary schools in Fryslân) in 2012.

3.1.5 Status
The trilingual primary education system in Fryslân does not have any official
status granted by law. It does, however, have an official status in Fryslân,
meaning that the Network is part of the official tasks formulated by
Taalsintrum Frysk / Cedin. The certificates of trilingual primary schools are
awarded partly by authority of the province of Fryslân.

3.1.6 Goals
In 2006, the official core objectives set for Frisian were changed. The earlier
official core objectives equalled those for Dutch, aiming at full (oral and
written) language competence. Currently, the core objectives for Dutch
remain unchanged. For Frisian, these core objectives could not be achieved,
because most schools taught Frisian for 30-40 minutes per week only, and
the language was only used as a medium of instruction in grades 1 and 2
(ages 4-6).
Core objectives for Dutch are the same for all schools and pupils in Fryslân,
as is the case for the other provinces of the Netherlands. At the end of their
primary school careers, pupils pass the national test on Dutch language,
mathematics and all the other primary school subjects as developed by the
Dutch national test institute Cito.
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The new core objectives for Frisian are based on the pupils’ different linguistic
backgrounds and competences. For Frisian and bilingual children, the policy
aims at full bilingualism. For Dutch pupils, the policy aims at more limited set
of goals related to bilingualism. For all pupils, the main aim should be to reach
as many core objectives as possible.
The six core objectives for Frisian have been formulated as follows:
1. Attitude: pupils develop a positive attitude about the use of Frisian by
themselves and others.
2. Listening: pupils are able obtain information through spoken Frisian. This
ability concerns texts that contain information, texts that provide pleasure,
and texts that contain opinions or instructions on familiar topics.
3. Speaking: in terms of content and form, pupils learn to express
themselves in Frisian in daily life situations when they ask or give
information about a subject they are familiar with.
4. Reading: pupils learn to obtain information from Frisian texts that are
common types of text (such as articles in youth sections, songs, stories).
5. Writing: pupils learn to write simple texts in Frisian on daily lifesubjects
with the aim to communicate about these subjects with others.
6. Language comprehension: pupils develop a vocabulary of frequently used
Frisian words as well as strategies to understand words that are unknown
to them.
At the end of primary school, pupils can sit an exam on Frisian at two levels:
a and b. As a rule, all pupils of trilingual schools easily pass this exam at the
highest level.
The position of English in primary education is derived from European policy
and the principle that a reasonable command of that language is achieved
when English education is commenced at an early age. The purpose of
English language lessons is to develop a foundation for communication with
native English speakers and others who speak English outside of the school.
In primary school, English language education primarily concerns oral
communication and the reading of simple text forms. Writing is limited to an
introduction to the spelling of a number of common English words. In addition,
children learn to use the English dictionary.
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The core objectives for English language education changed in 2006:
1. Pupils learn to acquire information from simple spoken and written English
texts.
2. Pupils learn to ask and give information in English about simple subjects
while developing a confident attitude in expressing themselves in English.
3. Pupils learn the spelling of a number of simple everyday words.
4. Pupils learn to use the English dictionary.
These core objectives apply to all primary schools in the province of Fryslân.
Trilingual primary schools do not have their own core objectives. In fact, they
have a different integral language policy. The three languages are taught as
subjects and are used as a medium of instruction. The schools use Frisian
and Dutch for their documents, during meetings and in communication with
parents. The three languages are clearly visible in the schools. The higher
grades take the Frisian exams and the Anglia exams for English. Trilingual
schools aim to score average or above average grades for Dutch, Frisian
and English.
CEFR
In 2001, the Council of Europe published the Common European Framework
of Reference for Languages: Learning, Teaching, Assessment (CEFR). The
CEFR is intended to provide a common basis for language learning, teaching
and assessment across Europe, and as such to encourage and to facilitate
the communication between professionals in the field of language education
from different European countries. It is language-independent in that it offers
tools for description that are not based on any specific language.
The Common Reference Levels provide specifications for language
proficiency levels that are related to a scale consisting of six levels (basic
user: levels A1 and A2, independent user: levels B1, B2, and proficient user:
levels C1 and C2). The specifications are all phrased in the form of positive
‘can do’ statements.
Anglia
The non-profit Network Anglia, consisting of 230 schools (mainly in the
Netherlands) and operating on an international level to stimulate English, is
supported by the Dutch Platform of Education. The Anglia Examination
Syndicate offers a comprehensive and structured programme for assessing
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English language competence, which students undertake at their own pace,
guided by their teachers. All Anglia levels are linked with the CEFR (Common
European Framework).The qualifications on offer are shown in the diagram
below.

At the end of the primary school all pupils of the trilingual schools pass the
Anglia test at level ‘First Step Junior Primary’.
3.1.7 Obstacles
Three obstacles may be defined with respect to trilingual education in
Fryslân. They are presented below.
• All trilingual primary schools are located in the province’s countryside.
• There is a lack of Frisian teaching materials.
• Teachers lack sufficient English proficiency skills.
In 2004/2005, the Dutch Education Inspectorate studied the position of the
Frisian language in primary and secondary education in all schools,
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throughout the province. Relevant conclusions of the report (2006) are
described below.
Six percent of the primary schools in the province of Fryslân do not teach
the Frisian language, although they are legally obliged to do so.
• School boards and schools have generally failed to develop a policy for
Frisian as a school subject and as a language for teaching.
• Thirty-three percent of the teachers who provide lessons in Frisian are not
formally qualified to teach this language. Most of the school authorities
(83%) fail to obligate teachers to qualify for the certificate to teach Frisian.
• Frisian lessons mainly aim at a favourable attitude towards Frisian as well
as understanding and speaking the language. Vocabulary, reading and
writing in the Frisian language receive less attention.
• The didactic repertoire of teachers in Frisian is limited. They do not provide
adequate educational arrangements for Frisian-speaking and non-Frisian
speaking pupils. Furthermore, little use is made of computers.
On average, the situation in trilingual schools is much better where Frisian
and English are concerned. These schools have developed a policy for the
teaching of all three languages. Most teachers are qualified for Frisian and
most of them have the qualification ‘Classroom English’. With the assistance
of Taalsintrum Frysk, native speakers of English are appointed as a teaching
assistants at most schools.
A gap exists between pre-primary (ages 2.5-4) and primary school, as well
as between primary and secondary school. In 2010, 100 pre-primary
provisions (day care centres and pre-school facilities) in Fryslân follow a
specific language policy by providing either fully Frisian-medium or half
Frisian-half Dutch tuition. These institutions are partners of Stifting Frysk
Berne-opfang (SFBO). This foundation’s philosophy is based on the fact that
multilingualism forms a solid and reliable basis for young children. The
foundation takes into account that children are - or will become - bilingual
and keeps their language development in mind. Children from these preprimary schools enjoy certain advantages. Unfortunately, these children do
not always visit trilingual primary schools. In addition, not all pupils in the
trilingual primary schools come from a bilingual pre-primary provision. Thus,
the gap between pre-primary school and primary school presents a
challenge, not only for the children themselves, but also for their teachers.
Currently, the SFBO and Taalsintrum Frysk are bringing together pre-schools
provisions and primary schools in the same village in order to stimulate the
continuity of bilingual teaching and learning.
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After eight years of trilingual education, pupils move on to secondary
education with a particular advantage concerning English and Frisian. With
the increasing number of trilingual primary schools, more and more pupils
will have had trilingual primary education. These pupils are affected by the
gap between primary and secondary education due to the lack of
differentiation in goals with regard to English and Frisian. Subsequently, the
year 2007 saw the start of the project ‘Meartalich Fuortset Underwiis’:
Multilingual Secondary Education. The project has been set up by
Taalsintrum Frysk and the Mercator European Research Centre on
Multilingualism and Language Learning (part of the Fryske Akademy).

3.1.8 Parents
The Education Inspectorate report for 2006 shows that 70% of the parents
agree it is highly commendable that Frisian is being taught as a subject. In
fact, as many as 12% of the parents are of the opinion that schools should
teach more Frisian. These percentages are higher than school directors had
originally expected.
Parent attitudes towards the Frisian language are positive: 78% are of the
opinion that Frisian is a true language of its own, like Dutch. As many as 35%
of the parents find it necessary for people in the province of Fryslân to be able
to speak Frisian, and 85% of the parents would find it a pity if the Frisian
language were to disappear.

3.1.9 Government
The initiative towards the establishment of trilingual schools in the province
of Fryslân was not directly influenced or supported by the national or
provincial government. In fact, it was GCO Fryslân (the present Taalsintrum
Frysk, part of Cedin) and the Fryske Akademy which initiated the trilingual
project. These institutes developed the trilingual model and invited individual
schools to participate.
The provincial government of Fryslân is currently investing in the Network of
Trilingual Schools with extra facilities in terms of guidance, training courses,
research, support and development.
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The Education Inspectorate is responsible for all subjects, including Frisian.
However, one of the inspectors working in Fryslân has been given the special
task of monitoring Frisian, for which task 0,1 fte working time is allocated.
The Inspectorate has developed a ‘reference tool kit’, which is used by all
inspectors while monitoring schools and classes.
The current Dutch government has recently decided to study the possibilities
of devolving political power from the central government in The Hague to the
provincial government of Fryslân, in particular with regard to Frisian linguistic
and cultural affairs. This also involves responsibilities and duties with respect
to Frisian in education.
In its preparations for the political debate on these matters, the provincial
government of Fryslân has requested the Mercator Research Centre to
compile a report concerning four bilingual and three trilingual regions in
Europe where the central governments have devolved some of the political
powers to these regions. The report entitled ‘Study on the Devolvement of
Legislative Power & Provisions’ was published in February 2009. It offers a
comparative analysis between these seven regions with their own regional or
minority languages.
The report’s main conclusion is that in the regions studied over the last 20
years a new balance has been created between central government and
regional authority through new legislation, mostly in relation with the
ratification of the European Charter on Regional or Minority Languages. This
new balance has resulted in new dynamics, in favour of the regional and
minority languages as well as their cultures.
A digital version of this report is available on http://www.mercator-research.eu

3.2 Input
3.2.1 Pupils
In 2010, the Network consisted of 40 schools. This concerns approximately
2500 pupils in Fryslân.
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Approximately 60-70% of these pupils has Frisian as their mother tongue.
The remaining 30-40% has Dutch as their mother tongue (or a local dialect).

3.2.2 Age
Children usually start attending primary school at the age of 4. At the trilingual
primary schools, education in Dutch and Frisian starts in grades 1 and 2
(ages 4-6). Occasionally, pupils sing English songs or learn some English
words, but the language is not a language of instruction. These classes take
about 20-30 minutes per week. The same holds for grades 3 and 4 (ages 68).
From grade 5 or 6 onwards (8-9-year-olds), pupils increasingly receive
education in English - sometimes as a subject, but ideally as a medium of
instruction. In grades 7 and 8, up to 20% of the time taught is spent in English,
so English is used as a medium of instruction.
In almost all trilingual schools, English is introduced as a medium of
instruction from grade 5, where English preparation lessons are introduced
from grade 1. The Dutch Education Law provides some experiments aiming
at the use of 15% of education time through the medium of English (or French
or German).

3.2.3 Teachers
The Teacher Training Institutes for primary education in Fryslân do not
especially train their students for trilingual schools. Students follow the regular
programme and may choose the subject Multilingualism in their second, third
and fourth years. They do not receive a special diploma or certificate for
Multilingual Education. During their internships, students may take a Minor
course of 30 ECTS on Multilingualism as well as participate in special training
for bilingual and trilingual education.
As for Frisian: the language is compulsory in the first and second year of
teacher training. It is an optional subject in the third and fourth years, and
students can either choose this or opt for the certificate ‘Frysk Foech’, which
allows them to teach Frisian. Two ECTS are coupled to this certificate.
Students can pass their exams for Frisian on the basis of 7 ECTS (mother
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tongue speakers) or 9 ECTS for those who have Frisian as a second
language. Basic qualification includes language skills and didactics. The
competencies for the subject Frisian are described in Greven 2005, in the
context with those for Dutch and English, as well for other subjects in teacher
training.
Internships are completed during the four year of teacher training. Students
visit their internship schools more frequently every year, especially to practise
their own teaching skills. In the final year of teacher training, students either
complete a six-month fulltime internship or a part-time internship for the
duration of one full school year. In this intensive internship, students teach
classes independently by themselves, with the official teacher as their coach
in the background.
Not all teachers are certified to teach Frisian. At the trilingual schools,
however, teachers do in fact need the certificate. They receive support from
Taalsintrum Frysk for a special crash course for teachers dealing with writing
in Frisian. No certificate exists for English. Trilingual schools obtain support
from Taalsintrum Frysk through a training course entitled ‘Classroom English
for Teachers’.
Not all teachers are native speakers of Frisian. All Frisian-speaking teachers
are bilingual and speak Dutch in addition to Frisian. Some trilingual schools
work with a Dutch teacher for one part of the week and with a Frisian teacher
for the other part of the week. This way, pupils will not mix up the two
languages and teachers can teach in their mother tongue.
As for English: in the first and second year of teacher training, English
lessons are compulsory, but only for 1 ECTS credit per year. Students cannot
choose English in their third and fourth years, nor do they receive a diploma
or certificate for English.
All teachers need extra training to some extent to be able to use English as
a medium of instruction. So far, not enough classroom teachers are confident
in using English. In order to meet their needs, the phenomenon of native
speakers of English has been introduced. They assist the teacher and work
with the pupils in the classroom on a weekly, part-time basis. Often, the pupils
are led to believe that the native speaker does not understand any Dutch or
Frisian, so they feel they have to communicate in English. Native speakers
are appointed by Taalsintrum Frysk on the base of a subvention by the
provincial government.
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3.2.4 Teaching Materials
All teaching materials are available in Dutch: methods, learning and reading
books, audio-visual material and IT.
In 2006, the Frisian method Studio F was introduced by Taalsintrum Frysk.
Most primary schools use this method - 388 out of the 500 primary schools
in Fryslân - and the method is still being ordered by schools today. It is
perfectly suited for grades 4-8 and it is based on the new core objectives for
Frisian: attitude, reading, writing, listening and speaking. The method also
has a separate book for spelling. It has four different working levels for each
grade, based on the pupils’ linguistic backgrounds and levels. Teachers are
able to assess the levels that pupils should be able to work with.
Studio F consists of the usual instruction books as well as television and
radio programmes for different grades. It also hosts a comprehensive website
with interactive language games, a chat room, e-mail projects, an interactive
follow-up story, the subject ‘Creative’ to upload stories and poems, and finally
the statement of the month to be considered.
Other teaching materials for Frisian include the television programme
‘WitWat’ and an accompanying website. For the subject of History, a Frisian
method has been developed: ‘Kanon fan de Fryske skiednis’, specifically
concerned with Frisian history. The magazine ‘Switsj’ is published for primary
schools and appears eight times per school year.
For the younger children in the first two years of primary education, many
different materials have been developed in the form of stories, games, books
and songs.
For English, different methods are available for grades 7 and 8. Trilingual
schools may choose which method they wish to work with. One of these new
methods, COOL, is completely all-English: all information and explanations
for pupils are given in English. The method has been developed by the Anglia
Network.
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Among teachers, and especially among the native speakers of English who
assist them, COOL has proven to be the favourite method. It works with
several themes and can be used in all grades. The method entitled ‘English
for starters’ has been developed by Taalsintrum Frysk especially for grades
5 and 6 (ages 9-10).
3.2.5 Visualisation
Taalsintrum Frysk has introduced special trilingual cards to visualise the three
languages throughout the school environment. Each card shows one word,
for example ‘clock’, and this word is given in Dutch, English and in Frisian.
The cards can be hung in the classroom as well as in the corridors and school
halls. All trilingual schools use these cards, from grade 1 to grade 8.
Alternative ways to visualise the three languages include books in the
classroom, spelling rules for different languages posted on the walls,
examples of pupils’ work in three languages, and finally English, Frisian and
Dutch ‘corners’.
In order to inform the pupils what language they should use that day or part
of the day, most schools use the Frisian, Dutch or English flag to visualise the
appropriate language of instruction.
Not all certified trilingual schools have a trilingual website yet. Some schools
have a bilingual website, in Frisian and Dutch. The certified trilingual schools
have reached phase 2, in which it is optional to develop a trilingual website
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(Source: Taalsintrum Frysk)

3.3 Process
3.3.1 Time
According to the trilingual school model, Frisian is the medium of instruction
in grades 1 to 6 half of the time, and in the other half of the time Dutch is the
medium of instruction. In grades 5 and 6, English can be taught as a subject
for one hour per week. In grades 7 and 8, the division is 40% Frisian, 40%
Dutch and 20% English as a medium of instruction.
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In practice, schools are flexible when it comes to managing this 50% division.
Some schools alternate a Frisian week with a Dutch week. Others prefer to
work with parts of the day, for example one English afternoon per week.
When there are two part-time teachers for one grade, schools sometimes opt
for a Frisian-speaking teacher and a Dutch-speaking teacher. Either way, the
languages are divided systematically and consciously. Over the last few
years, under pressure of the Education Inspectorate, the division of education
time in the higher grades has been changing towards a 50% Dutch, 30%
Frisian and 20% English distribution.
3.3.2 Support
The trilingual schools (i.e. the certified schools and the candidate schools) are
counselled by Taalsintrum Frysk. The institute offers them:
• Guidance and advice on questions about language development and a
multilingual language policy.
• Guidance and advice in developing an integral language policy.
• A workshop held two afternoons per school year to exchange practical
experience and information on a language topic.
• The opportunity to get in touch with other language coordinators.
• The opportunity to be coupled to a certified trilingual school.
• A discount on Frisian and English courses for teachers.
• Guidance in finding native English speakers.
• A study trip to Wales, every two years, with colleagues from other trilingual
schools.
• Guidance in obtaining the international diploma for English for grades 7
and 8.
• Guidance for English from grade 1 onwards.
• Acknowledgement as a Language School, after being certified as Trilingual
Primary School.
• € 2,000,- for acknowledged special expertise once the certificate has
been obtained.
• Another € 1,000,- after two years, following a visitation.
• Positive PR for setting a good example for candidate schools.
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3.3.3 Subjects
Frisian is often used as a medium of instruction for the subjects History,
Geography, Biology, Crafts and Physical Education. One problem here is that
no Frisian teaching materials are available for all subjects. For example,
Dutch is often used for Mathematics.
The native speaker of English uses English for all subjects. The teacher
sometimes uses English for the subjects History, Geography or Biology and
for cultural activities such as school performances and singing.

3.3.4 Socio-Cultural Activities
Taalsintrum Frysk promotes the use of all three languages in school
performances. Most schools perform one particular part of a play or one song
in English, just to show the parents the English achievement of their children.
For the same reason, school papers are also mostly written in three
languages to show parents to what extent their children are able to write in
either Frisian, Dutch or English - and of course for PR purposes promoting
the trilingual school. Trilingual school papers also form one of the aims in the
process of obtaining the certificate ‘Trijetalige Skoalle’.

3.4 Output
3.4.1 Research
Research on trilingual education in Fryslân is based on the dissertation by De
Jong and Riemersma (1994) and that of Ytsma (1995). The trilingual primary
school project is based on Cummins’ theoretical principles (1987) for
successful multilingual education in areas where a minority language is
spoken as well as on Baker’s features (1996) for the options of ‘Maintenance
Language Bilingual Education’ and ‘Two Way Bilingual Education’.
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Little attention is paid to language attitude (Bangma, I. 2009). Still, the
research undertaken by Ytsma and Van Ruijven is continued in the
Boppeslach5 research project (2007-2010) which covers not only the trilingual
primary schools, but over 100 primary schools that are working with balanced
language policies and education plans.
3.4.2 Results
The results of the project have been studied in terms of the pupils’ language
competence. In a longitudinal follow-up study, pupils have been tested on
vocabulary, technical reading, reading comprehension and spelling; for
English, listening skills were tested too. The results have been compared to
those produced by control schools (Van Ruijven & Ytsma, 2008).
The results are encouraging. At the project schools, no difference was found
in terms of Dutch language proficiency, while at the control schools, obviously,
more time was spent on teaching in Dutch - with a similar outcome.
The pupils at the project schools and the control schools have been tested
with respect to their language proficiencies. The first two grades (ages 4-6)
took the test Bilingualism for Pre-school Children. The pupils in the third and
fourth grades (ages 6-8) have been tested in both languages: a vocabulary
test and a test for technical reading were administered. In grades 5 to 8 (ages
8-12) pupils were tested for both languages: technical reading, spelling, and
reading comprehension.
The pupils at the project schools performed significantly better than the pupils
at the control schools with regard to Frisian language competence, as a result
of the time investment in Frisian. The pupils at the project schools proved to
be ahead of the pupils at the control schools with regard to technical reading
in Frisian and Frisian spelling. These results did not only apply to Frisianspeaking pupils, but also to Dutch-speaking pupils at the project schools.
Secondly, the head start on Frisian language competence demonstrated by
the project pupils did not negatively affect Dutch language competence.
With respect to Dutch language competence, the pupils at the project schools
nearly equalled the national average in two out of three domains.

5

Boppeslach refers to the success of the traditional Frisian sport ‘keatse’. A ‘boppeslach’ is a tremendous
performance (comparable to a ‘home-run’ in baseball).
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Regarding the sub-skill technical reading in Dutch, the pupils clearly improved
from the sixth to the eighth grades. With the exception of a higher percentage
of pupils demonstrating high scores on the Dutch test, the distribution proved
to be reasonably similar to the national distribution at the moment when the
pupils were in the eighth grade of the project schools.
In grade 8 of the project schools, there were more pupils who scored lower
levels on Dutch spelling against far fewer pupils scoring higher levels in that
test. This unfavourable result indicates that at the end of primary education
the pupils at the project schools performed below the national average as
far as Dutch spelling was concerned.
Dutch reading comprehension was also tested. In the grade 8, not all pupils
managed to equal the high levels reached in the sixth grade. Nevertheless,
when the pupils were in their eighth grade, the distribution could still be
considered favourable compared to the national distribution.
With regard to English, the pupils at the project schools performed at the
same level as the pupils at the control schools. However, according to their
own statements, they spoke English more easily and more confidently. At the
end of primary school, all trilingual school pupils passed the Anglia test at
level ‘First Step Junior Primary’.

3.5 Additional Information
3.5.1 Future Perspectives
The number of trilingual primary schools in Fryslân is planned to increase to
50 by the year 2012. This would involve 10% of all primary schools in Fryslân,
but less than 10% of the pupils. Taalsintrum Frysk is actively approaching
primary schools about trilingual education. Usually, these schools already
have a ‘Frisian morning’ or ‘Frisian day’ and have demonstrated their interest
in the concept of trilingual education.
The concept of trilingual education is expanding into the direction of Early
English (from grade 5 or even as early as grade 1), and into the direction of
the weekly ‘Frisian spoken day’.
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In the current school year (2009-2010), the pilot project Multilingual
Secondary Education is due to start at seven different secondary schools all
over the province of Fryslân. Pupils will be offered the opportunity to choose
the multilingual programme. Frisian and Dutch are obligatory languages to be
used as medium of instruction. Schools may choose another modern foreign
language, which will generally be English. Still, it could also be German, and
even French is a possibility.
According to the project model, Frisian and English will each be used for a
minimum 20% of the time, and 60% of teaching will be in Dutch. However, it
is the project’s ambition to change this to 30% Frisian and 30% English.
Language competence will be monitored with the use of the certificates
related to the Common European Framework of Reference for Languages
(CEFR).
Frisian will be introduced as a medium of instruction in History and
Geography, whereas English will be used as a medium of instruction in
Science.
Apart from the Multilingual Secondary Education project, there are currently
three secondary schools in Fryslân which offer a bilingual programme in
which Dutch and English are used as medium of instruction. In the lower
grades, so far only those pupils have participated in the programme who
have reached the highest level of secondary education (VWO) . In these
schools, Frisian is taught as a subject only.
In today’s Teacher Training for Primary Education (PABO) curriculum, a
limited number of European Credits (ECTS) is assigned for English as a
subject. No attention is paid to English as a medium of instruction. Students
can pass their exams for Frisian on the basis of 7 ECTS (mother tongue
speakers) or 9 ECTS for those who have Frisian as a second language.
During their internships, students may take a Minor course of 30 ECTS on
Multilingualism as well as participate in special training for bilingual and
trilingual education. These elements, however, are to be developed into a
future Trilingual Stream (Dutch, Frisian and English) at the Teacher Training
Institute (Bachelor level), which can subsequently be concluded with a Master
Programme on Multilingual Education.
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4. Trilingual Primary Education in Catalonia
Carmen Pérez-Vidal and Maria Juan-Garau
Universitat Pompeu Fabra and Universitat de les Illes Balears, Catalonia
Spain

4.1 Context
This chapter focuses on trilingual education in the Catalan Autonomous
Community (Catalonia, Spain). It does not refer to the other main Catalanspeaking autonomous communities, namely Valencia and the Balearic
Islands, dealt with in other chapters in this volume (see Juan-Garau and
Pérez-Vidal’s two chapters).6
In 1983 the Linguistic Normalization Law came into force, which provided a
model consisting of Catalan immersion programmes in nursery and primary
education for the nous catalans (new Catalans) and Catalan medium
instruction for Catalan speakers. In 1990 the General Law for the Educational
System (LOGSE) was issued, establishing a foreign language as an
obligatory subject in the primary education curriculum from age 8, whereas
previously it started at age 11. English had been slowly replacing French as
the optional subject taken by schools.
One of the main reasons to start trilingual education projects in Catalonia
was to improve the quality of language learning, alongside with the objective
of following the European recommendations regarding plurilingual education
in multilingual societies.
Trilingual projects began in 1997 as pilot projects. Nowadays, Catalan
legislation includes trilingual education as one of its goals: at the end of
primary education, pupils must be sufficiently competent in Catalan, Castillian
(Spanish) and a foreign language, generally English and sometimes French.

6

Nor does it deal with the remaining territories in the Catalan-speaking area, namely the Franja
in Aragon, the French Roussillon, Andorra –the only territory where Catalan is the official language– and
the city of Alghero on the Island of Sardinia.
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Currently, 388 trilingual projects are undertaken in state-funded primary
education, lasting for three years, after which schools are expected to keep
the project going. There is no accreditation system for the schools or the
pupils. Private and semi-private schools run a variety of projects following
general regulations.

4.1.1 Location
Catalonia lies on the north-eastern coast of Spain. It is the largest and most
populated of the territories in the Catalan-speaking area with a population of
around 7 million inhabitants out of a total of an estimated 11 million Catalanspeakers, making Catalan more widely spoken than over half of the
languages officially recognised by the European Union (Pons and Sorolla,
2009). According to the last official survey (ibid.: 31),7 97.5 % of the
population reportedly understands Catalan, the community’s autochthonous
language. While 85 % can speak it, 90.5% can read it and 62.3% can write
it (see also Siguan, 2008).
The schools with trilingual programmes have been distributed from the
beginning among the four provinces in Catalonia: Barcelona, Tarragona,
LLeida and Girona. Trilingual schools tend to concentrate in urban areas and
in locations where tourism has been a central economic force.

4.1.2 Languages
Trilingual education in Catalonia mostly involves Spanish, Catalan and
English:
• Catalan, which was nearly the only language spoken in the territory around
1900, is nowadays the minority language.
• Spanish is the official State language in Spain as well as the first and only
language of the internal migrant population that arrived in Catalonia from
other parts of the country, first in the 1920s and later between the 1940s1970s. Consequently, until the 1980s only Catalan speakers were
bilingual Catalan/Spanish in Catalonia.

7

This survey is based on 2003 data.
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In the 1990s, another immigration wave from southern and eastern
countries arrived with new languages, a situationwhich has brought along
enormous challenges for the educational system and the pupils, as their
languages and cultures are often unknown and tend to be forgotten.
• English is the foreign language which is not generally spoken in Catalonia,
although increasing internationalisation, particularly in the Barcelona
Metropolitan area, has brought in a large English-speaking population.
Regarding the sociolinguistic language use of Catalan and Spanish,
nowadays 53% of the population reportedly have Spanish as their first
language, while 40% have Catalan. Concerning the language spoken within
the family, figures are more favourable for Catalan: more people adopt
Catalan as the language of the family (45% Spanish, 43% Catalan) and as
the language passed on to children (52% Catalan, 41% Spanish) (Vila et al.,
2006).
With respect to language use in schools, legal orders today establish Catalan
as the language for communication inside and outside the classroom and
with the families. De facto, 60% of pupils use Catalan with some of their peers
in the playground (Vila and Vial, 2003). Use of Catalan is conditioned by the
neighbourhood’s sociolinguistic features.
In contrast with English, which is of Germanic origin, Catalan is a Romance
language, as is Spanish.

4.1.3 Schools
There are 2,273 primary and pre-primary schools in Catalonia divided into
three types, all offering trilingual education: state-funded schools, private
schools, and semi-private schools (partially funded by the State via the
Catalan Autonomous Government).
As for private and semi-private schools, up until the year 2000, schools with
a strong trilingual programme were mostly private international schools or
foreign schools, 15-20 in total, using French, German, Japanese or English
as the main curricular language, and Catalan and Spanish as language
subjects. They tended to be laic and popular among well-to-do, well-educated
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families (see Muñoz, 2001; Pérez-Vidal, 1997). A few private elite schools,
also non-religious, included a foreign language, mostly English but also
French, as the medium of instruction (Pérez-Vidal, 2001). Since 2000, the
trend to introduce trilingual programmes in the private and semi-private
educational sector in Catalonia, both religious and non-religious, has grown
spectacularly.
As for state-funded schools, the new Catalan Education Department issued
after the last general election (2006) has set itself the goal of improving
foreign language learning standards through the medium of trilingual
education. The Plan is an unprecedented initiative in its scale in the history
of policies affecting foreign languages in Catalonia.
The instrument used to establish trilingual education in state-funded schools
in Catalonia is the publicly funded Plan of Action for the Promotion of Third
Languages (Pla d’Impuls a les Terceres Llengües). The Plan has different
targets: teachers, students and the curriculum, and extra-curricular initiatives.
As for teachers, training is the central component of the Plan: language and
methodology courses, both at home and in the UK, are addressed to both
content and language teachers.
As regards curricular changes, the Plan proposes:
•
•
•
•
•
•
•
•
•

Starting age for English at pre-primary level (age 3);
Non-linguistic content taught through the medium of English;
Ratio reduction in English: 12/1;
Promotion of oral skills via public contests with prizes;
Theatre, radio, TV in English;
New technologies;
Individual and group study abroad periods;
Introduction of a language requisite at a B2 level for the teacher education
English specialisation.

Concerning extra-curricular activities, the Plan seeks to promote:
• Activities organised by social institutions (town halls, educational
organisations) through the medium of English;
• New teaching materials: games, songs, video games.
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The main implementation scheme in the Plan of Action is known as the
Experimental Plan for Foreign Languages (Pla Experimental de Llengües
Estrangeres, PELE). At the start of the PELE, in the year 2005-06, there
were 40 primary schools with trilingual projects. Numbers have been steadily
growing since then: 127 schools had joined the programme in 2006-07, 189
in 2007-08, 305 in 2008-09, and 388 in 2009-10. Once schools have applied
the PELE Programme for a three-year period, the project is regarded as
being consolidated by educational authorities, although no official certification
of the school being trilingual is granted. Schools are not related through
permanent networks or platforms. The Plan is not well-known publicly.
In 2009, about 388 primary schools are undertaking trilingual projects, mostly
in English and some in French, under the third (c) of the main four strands in
the PELE Programme:
a) introducing a foreign language at the pre-primary level;
b) improving oral competence in primary education;
c) teaching content subjects through a foreign language in the last
cycle of primary education (ages 10 and 11);
d) introducing a second foreign language in the last cycle of
primary education (ages 10 and 11).
Languages are given priority in the school’s strategic plans and curriculum
development, as well as in the allocation of funds.
Regarding the benefits for the schools: they receive a small amount of
funding per year, and they are eligible for the teacher education schemes,
native teaching assistants and pedagogical assessment. The following
requisites for schools to be eligible apply:
1. The schools must include their PELE proposal in the School’s
LinguisticProject (SLP), a mandatory document issued yearly.
2. The SLP including the new PELE proposal has to be previously approved
by the School’s General Staff Meeting and the School Board, with their
explicit commitment to continuity in the PELE.
3. Continuity must be established for three years.
Other traits of the PELE Programme include: a) access to native teaching
assistants to improve conversational schemes; b) grants for students and
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teachers to improve foreign language competence; c) support to apply for
Comenius projects, and d) piloting the European Language Portfolio.
Public knowledge of the Plan does not parallel its dimensions in some
domains: mainly teacher education and accompanying measures. The Plan
is not mandatory: schools join it on a voluntary basis. Pupil allocation in
schools is done centrally on the basis of address of residence. This means
that families have no guarantee that their children can benefit from trilingual
schooling. This is in contrast with the bilingual models adopted in Catalonia
for Catalan (Pérez-Vidal, 2000).

4.1.4 History
It was not until 1970 that a few hours of Catalan were allowed in the school
curriculum, and Catalan was not an obligatory subject until 1978. After 1983,
bilingual programmes were implemented to ensure full competence in both
official languages and to promote Catalan. First an immersion approach to
Catalan was adopted, intended for Spanish-born children, most importantly
in pre-primary and primary education, and later on in secondary education.
Later, the programme sought to ‘normalize’ the use of Catalan by making it
the language of instruction and communication in all state-run educational
institutions.
The actual use of Catalan and Spanish as the medium of instruction in each
school has been changing since 1978 when only 1.5% schools declared to
teach almost only through the medium of Catalan to the beginning of the
1990s when it became almost the only language used, reportedly 90% of the
time in 1998 (Vila et al., 2006).
Up until 1999, 260 trilingual pilot projects involving 52,200 pupils were
initiated which introduced a content-based methodology in the English as a
language subject curriculum (see Muñoz’s 2001 report). The CRLE (Centre
de Recursos de Llengües Estrangeres) assessed the schools, on the basis
of the Education Reform (1990) which had established:
• The earlier introduction of foreign languages in the curriculum, previously
at age 11, from that moment onwards at 8, (unfortunately with no increase
in the total number of hours);
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• Interdisciplinary, project-work and task-based approaches;
• A second foreign-language as an optional subject on parents’ demand.
Inspired by the European Commission funded projects, a second scheme
(Orator 1999-2004) was launched to foster projects integrating a foreign
language and a content subject (that is the Content and Language Integrated
Learning, CLIL, approach to education). One specific pilot project to be
mentioned is that of Vila Olímpica, a state-funded primary school, developed
in conjunction with the Autonomous University of Barcelona with an
integrated language curriculum. In addition, we must refer to the project
Linguapax launched in 1991 by professor Siguan with the collaboration of
Unesco-Catalonia and the Catalan Education Department. This project
sought to introduce an ethos of international understanding and cooperation
through foreign languages (English and French).

4.1.5 Status
In Catalonia, the use of Catalan, Spanish and English in primary education
has been granted official status by means of several decrees and official
procedures (the most recent one: EDU/221/2007).
Regarding specific trilingual programme features, Catalonia operates with a
combination of top-down and bottom-up initiatives. This is partly the result of
a long-standing tradition of progressive open pedagogic innovation in
Catalonia, revolving around the idea of schools’ autonomy and innovation.
The provision is that Catalan is the by default medium of instruction in the
curriculum, following regulations issued by Education Department:
EDU/134/2008 and EDU/295/2008. As for Spanish and the foreign language
chosen by schools (among English, French, and formally any option) they
become the medium of instruction according to each school’s decision, by
means of an officially approved General Pedagogic Plan, which includes the
above mentioned School’s Linguistic Project (SLP). Teaching materials in
CLIL are only allowed to be written in Catalan, according to the regulation,
contrary to CLIL principles.
The SLP will enable those schools wishing to do so to apply, and possibly
compete, for specific funds for the implementation of programmes with a
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foreign language used as the medium of instruction, for which the widespread label Content and Language Integrated Learning (CLIL) programmes
is used.
Table 4.1 summarises the official regulations concerning plurilingualism and
pluriculturalism, that is the teaching of content areas in the curriculum either
through Catalan, Spanish or a foreign language (Decrees 142/2007,
143/2007, 181/2008 and 142/2008). They refer to multilingualism and to the
CEFR as an instrument that allows the educational system to abide by
European standards.
Table 4.1 Legislation concerning foreign languages in trilingual education.

Stage and age

OBJetIVeS

MeaSUReS

PRE-PRIMARY

Optional

Oral practice

(AGE 3-6)

Initiation

TOTAL HOURS FL1

TOTAL HOURS FL2

(age 5)
PRIMARY
(AGE 6-12)

Plurilingualism in
Catalan, Spanish and
a FL1 (age 6,7)
Immersion for the
newly arrived
Optionality of a CLIL
component
A minimum of
1 hr./week

No admission
requirements
Teacher’s
required level
of proficiency
= B2 CEFR
Stated in the SLP

Optionality of a FL2
(age 10-12)

Stated in the SLP

420

140

Note: FL1= The first foreign language; FL2= The second foreign language
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4.1.6 Goals

Languages appear among the 14 objectives set for primary education (EDU
915/2007) in current legislation. The core of the linguistic policies revolves
around three axes:
• The adoption of the same linguistic goals for all pupils irrespective of their
linguistic background: full bilingualism in Catalan and Spanish and
adequate competence in one foreign language, generally English but also
French, at the end of primary education;
• The possibility for schools to establish immersion programmes for new
iimmigrant pupils in which linguistic background differences are taken into
account; The right not to be separated in different schools or groups on
the basis of linguistic background.
Provision is made for schools to use interpreting services in order to establish
contact with incoming families with different linguistic backgrounds upon
arrival.
Legal regulations refer to plurilingualism as a goal in multilingual Europe and
to the ‘privilige’ of being educated in a bilingual educational system. Trilingual
education is not mentioned as such in those regulations, not even multilingual
education, but the term ‘foreign languages’ is used instead.
The general linguistic objectives for Catalan, Spanish and the foreign
language optionally chosen by the schools with a methodological approach
called ‘integration’ are jointly stated as follows:
• Pupils are expected to attain a sound communicative competence in
Catalan and Spanish, to be able to use these languages comfortably in
daily life. They are also expected to be able to understand and issue simple
messages, both oral and written, in the foreign language chosen by the
school.
• Catalan and Spanish will be approached by means of an integrated
methodology, in accordance with the sociolinguistic context of the school.
More specifically, a certified level of English is not established as a leaving
standard for primary education. For compulsory secondary education (age
16) the Plan of Action for the Promotion of Third Languages (Pla d’Impuls a
les Terceres Llengües) sets itself the goal of a B1 level. Primary education
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is non-selective and students are not assessed except for diagnostic
purposes and to check attainment in the 8 ‘core competences’ statutorily
established, one of them being Linguistic and Audiovisual Communication.
4.1.7 Obstacles
The emphasis laid in the Catalan educational system on academic abilities
is often an important drawback for the development of oral language
competence of young pupils (Vila et.al. 2006). There are other additional
obstacles, including the following:
• Programmes are only supported for three years in state-funded schools, in
contrast with private and semi-private schools where they tend to be stable.
• No standard accountability procedure and ensuing accreditation
systemexists for trilingual schools or trilingual pupils.
• No integrated language curriculum has been provided to teachers.
• Primary English language teachers often have a limited command of
English.
• Content teachers may have limited or no knowledge of English, making it
difficult for them to teach through the medium of English.
• Teacher education does not offer dual qualifications in English and a
content subject.
• Native speakers cannot easily access state-funded education as validation
of non-local degrees –even EU degrees– is a long and difficulty process
at present.
• There are still not enough appropriate published teaching materials, and
designing one’s own materials is time-consuming.
• New immigrant population with as many as 250 new languages challenges
trilingual policies.
• There is often a tendency to ghettoize those new populations.

4.1.8 Parents
The legal order EDU/221/2007 establishes Catalan as the language to be
used with parents. Parents are considered agents in the process of
educational innovation. They are entitled to information through regular
school meetings with their children’s class tutor (see Maldonado et al., 2009).

77

trilling 2_Opmaak 1 22-03-11 17:46 Pagina 78

Parents are expected to play a key role in motivating pupils and in allowing
them language practice at home through: talking about relevant events;
telling or reading stories; discussing school activities, and praising children’s
effort to learn languages.
As for the ‘new immersion’ organised for the recent immigration wave with
different first languages, documents state the need to involve parents in the
development of school programmes, alongside with showing respect for their
heritage languages.

4.1.9 Government
Catalonia is one of the six communities in Spain, of a total of 17, which has
a Statute of Autonomy, its own Government and a Parliament with legislative
capacities, including the domain of education and language policies. The
political initiative and the legislation concerning trilingual language policies
come from the Catalan Autonomous Government.
European support and central government support has been influential in
the development of present-day Catalan language policies. Different units,
currently the CIRLE (Centre d’Investigació i Recursos de Llengües
Estrangeres), have been instrumental in setting up and/or giving support to
the different trilingual schemes.
The General Inspectorate and the Catalan General Council for Evaluation
and Assessment in Education (Consell Superior d’Avalució del sistema
Educatiu) have played a key role in measuring and publishing pupils’
achievement.
Investment has been high, as shown by the €221,300,000 figure allocated in
2007 to the Plan of Action for the Promotion of Third Languages in primary
and secondary education.
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4.2 Input
4.2.1 Pupils
The linguistic backgrounds of the pupils are as follows: 88% are
Catalan/Spanish speakers having either both languages or only Spanish as
their mother-tongue. The remaining 12% corresponds to the new immigrant
population.
Immigrant pupils are distributed as follows: 4,4% are of South American
origin (Colombia, Ecuador, Bolivia) and 2.4% from Nothern-African territories.
The remaining percentage comprises pupils from Africa (Morocco, Algeria,
Senegal, Nigeria, Ghana, Gambia), Asia (China, India, Pakistan), and more
recently from European countries such as Bulgaria, Romania, Croatia, and
Serbia (Education Department, 2007; Vila et al., 2006).
Immigration figures have risen from around 1,8% in 1995 to the 12% figure
for primary and 8% for pre-primary (2005-2006) At present, the educational
system seeks to integrate pupils with 250 first languages with a ‘new
immersion programme’ (for a detailed description of the proposed policies,
see Education Department, 2007).
All primary school pupils in Catalonia, that is around 400,000, receive
bilingual education. No official data are publicly available on the number of
pupils involved in trilingual education schemes. Nevertheless, the number of
schools that participate in the CLIL strand of the PELE Programme amounts
to approximately 8% of primary schools in Catalonia (based on 2007-08
data).

4.2.2 Age
Compulsory primary education in Catalonia starts at the age of 6. Pre-primary
education (0 to 6 years of age) is used as an immersion period, with Catalan
as the only vehicular language. More and more English is introduced in preprimary schools by means of songs, games and possibly videos, particularly
in private schools, and the PELE encourages it as of age 3. In pilot
programmes, both state-funded and private, it can even be the language of
instruction. Such is the case of Fundació Betània-Patmos School, which
introduces “English showers” for 20-30 minutes per day at age 4.
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Once primary education starts, Catalan is taught as a language subject for
420 hrs., in addition to being the language of instruction in the rest of the
curriculum. Spanish is taught as a language subject from grade 1 and for the
same number of hours as Catalan. Another 245 hours of ‘common structures’
are taught, with an integrative approach to Catalan and Spanish. English is
introduced at the age of 6 (grade 1) and it can optionally be introduced a
year earlier. Table 4.2 presents the number of language as subject hours in
primary education.
Table 4.2 General language programme in primary education.

LANGUAGE

Age of Onset

Language as subject (hrs.)

CATALAN

6 (grade 1)

420

SPANISH

6 (grade 1)

420

ENGLISH

6 (grade 1)

420

+245 hrs. of common
linguistic structures

4.2.3 Teachers
Regarding initial training in trilingual education, two out of seven higher
education teachers’ colleges in Catalonia are training their English students
specifically for the trilingual schools. This takes place in the form of specific
modules lasting about 2 ECTS with both a theoretical and a methodological
component (see Escobar, in press, for a complete account of pre-service
CLIL teacher education in Catalonia). Additionally, English trainees may opt
for an internship or practicum in a school with a PELE project.
As for accreditation, there is no specific diploma qualifying English teachers
for Trilingual Education through this training. Regarding Catalan and Spanish,
at the end of their degree trainees are considered to be proficient in both
languages, although there is no specific certificate obtained. Teachers are
required to use either language in teaching in accordance with their SLP.
Regarding English, teachers’ level is not certified.
Content teachers joining a trilingual project and expected to teach through the
medium of English have not usually been trained in English in college as
there is no provision for dual qualifications, which would make the teaching
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of a content subject through English easier and most probably of higher
quality standards.
Regarding linguistic requisites, content teachers are required to have a
certain level in this language (generally B2 of the CEFR) to join the PELE
Programme in a school. Specialists are expected to have such a level.
Of the approximately 60,000 teachers recruited in primary and pre-primary
education in Catalonia, many are native speakers of Catalan and all of them
are bilingual in Spanish. English native teachers are hardly recruited in statefunded schools as the civil servant status of teachers, requiring degrees
validated in Spain and tenure examinations, makes it difficult. Private and
semi-private schools, however, have more legal room to hire native English
teachers, although this is only common in some schools, and in international
and foreign schools it is the rule. Nevertheless, English teachers in statefunded primary schools are often supported by native language assistants.
As for in-service teacher education schemes, trilingual teacher education,
hand in hand with the integration of new migrant children, is the priority at
present. Training schemes target the state-funded schools, not private or
semi-private ones. There is no design for CLIL in-service training in statefunded education, in contrast with interesting experiences in the private
sector (see Escobar & Pérez Vidal, 2004).
As for general training, a specific English Teacher Training Programme for
Pre-primary and Primary Education (Programa de formació per a
l’Ensenyament de l’Anglès a l’Educació Infantil i Primària) has been in
operation, which has trained some 600 teachers. In addition, as many as
6,203 teachers, both English specialists (3,527) and non-specialists or
content teachers (5,787) have received in-service English language training
in 2008-09 as part of the Plan of Action for the Promotion of Third Languages.
In schools launching a PELE Programme, teachers receive a 30-hour training
course with theory, lesson planning and materials design hands-on practice
in year 1.
An important training scheme, which has existed since around 1990, consists
of one-year leaves of absence with a full salary. Teachers can either join
study abroad programmes or develop CLIL materials in situ. Practitioners
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with specific training in content and language integrated teaching have
recently become responsible for this initial teacher education plan, which
involved 77 primary schools in 2008-09 (Margelí and Bou, 2009).
In-service language teacher education is also available through the new
European Lifelong Learning Programme in which Catalonia participates
(Programa d’Aprenentatge Permanent, PAP).8 Catalan language teachers
actively take part in Comenius, Grundtvig and e-Twinning programmes
among other international initiatives (133 exchanges were organised in
2008). Content-based, project-work and task-based approaches are used in
these programmes.
A new unit has been set up, the CIREL (Centre de Suport a la Innovació i
Recerca Educativa en Llengües), to establish connections between language
teaching research and language classroom innovation.9

4.2.4 Teaching Materials
All sorts of teaching materials are available in Catalan and Spanish both for
content teaching and subject teaching: course books, learning and reading
books, audiovisual material and IT. There are two sources of materials:
commercialised materials and teacher-made materials.
Regarding published materials, Catalan saw a burst of publications in the
1980s which were non-communicative in nature. Progressively,
communicative materials in Catalan are available both for language and
content subjects, generally very attractive. A monthly magazine La Cuca Fera
is used by many schools as reading and activity material to be used at home
by parents and children together.

8

Between 2007 and 2013, a budget of almost 7 billion euro’s will be available for exchanges of teachers
and learners of all ages as well as for cooperation between education institutions within the European
Union.

9

CIREL highlights the cooperation of the LLeRA (Llengua i Literatura: Ensenyament, Recerca i
Adquisició) research network to which the authors of this paper belong through ALLENCAM (Adquisició
de Llengües des de la Catalunya Multilingüe), a consolidated research group led by C. Pérez-Vidal
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As for teacher-made materials, the Education Department has promoted a
bank of materials (http://www.xtec.net/aulanet/ud/index.htm), some designed
with sophisticated ICT support (http://www.edu365.cat/primaria/index.htm),
and specific domain webs for History and Geography, Mathematics, Science,
Arts
and
Crafts,
English
and
Catalan
(for
example
http://www.xtec.net/aulanet/ud/catala/ortografia/index.htm). Finally, content
area interactive materials are also available (see, for example, materials for
Science http://www.edu365.cat/primaria/muds/natural/activitats.htm).As for
published materials in English, in the 1990s under the 1990 Education Law
a course book was edited for primary education English (as a subject), with
the support of the CIREL (then CRLE), the Big Red Bus I, II. It encompassed
early language learning principles and interdisciplinarity. More recently,
Richmond Publications has launched a project to produce course books for
Science and Arts and Crafts, and Oxford University Press has had a similar
initiative. Other publishers such as Macmillan invest in additional materials on
curricular subjects, but not course books proper.
Regarding teachers’ produced materials in English during PELE training
courses or leaves of absence, they are displayed for public use with materials
for specific content areas: Science; Arts and crafts; Physical education;
Music, and Mathematics.
Materials design is instrumental for the implementation of IT-supported
teaching. Numerous in-service materials design IT courses are available.
A recently announced future development, already in a pilot phase in
secondary education, is the use of texts in digital support as the base for
learning in the Catalan education system.

4.2.5 Visualisation
Projects to visualise trilingualism in schools are not officially promoted, partly
due to the status of Catalan as a minority language. It is assumed that visual
presence is key to the maintenance of use of Catalan. Legal orders state
Catalan as the only language for public communication within the school
community and with families, with the exception of new immigrant families.
School-based language integrated projects take initiative in this direction.
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Many schools display children’s and teachers’ produced materials in public
parts of the school’s building. Otherwise visualisation of trilingual education
generally takes place inside classrooms, through displays of pieces of work,
spelling rules or words in one of the three languages, as well as flash cards,
posters and drawings of different sorts from published materials.
Schools web sites are in Catalan. CLIL projects sometimes produce web
sites in English linked to the projects, such as the Mathematics, Science and
English (videoclip) created at Maria Ossó school in Sitges
(http://www.edu3.cat/Edu3tv/Fitxa?p_id=29785&p_ex=clil).

84

trilling 2_Opmaak 1 22-03-11 17:46 Pagina 85

4.3 Process
4.3.1 Time
According to legal regulations, Catalan is the medium of instruction in preprimary and primary education. Spanish and English can be introduced
according to the school’s SLP, on the basis of their sociolinguistic
environment and children’s linguistic background.
Each school’s PELE distributes the hours the SLP must reflect the decisions
taken by the school. A minimum of around 750 hours must be taught in
Catalan and Spanish as language subjects.
As for English, it can be introduced in pre-primary or in primary education
within the PELE programme. There are four different models which can be
followed, as stated:
1. English is taught as a subject, 2 hours per week, starting at age 6.
2. English is taught as a subject, 3 hours per week, with half the class, to
practice oral skills with all primary education levels (ages 6 to 11).
3. English is used as the medium of instruction in grades 7 and 8 of primary
education (ages 10 and 11) for at least one hour a week.
4. A second foreign language is taught starting at age 10 with 1,5 hours per
week

4.3.2 Support
Former CREL, recently refunded as the Support Unit for Research and
Educational Innovation in Languages (CIREL), has been the counselling
office in the Catalan Education Department since 1985, with 2-3 leave
teachers on their staff devoted to the promotion of trilingual projects and the
design of classroom materials. It is located in the city of Barcelona, with a
decentralised structure through the different boroughs and major towns in
Catalonia. It has a loan library with resources for teachers of all kinds.
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In 2009, the CIREL was set up with a new vision of connecting teacher
in-service education and research. It offers:
• Guidance and advice for questions related to language development and
multilingual policies;
• Guidance and advice for applying PELE projects;
• Guidance to find native language assistants;
• Guidance and advice to apply for European exchange schemes;
• Guidance and advice to apply for leave of absences for the design of
teaching materials;
• Teacher training talks and seminars with local and internationally renowned
figures in the field;
• Information on research publications and education-based research
projects (ARIE) as well aspects annually financed by the Catalan
• Autonomous Government’s funding body (AGAUR).

4.3.3 Subjects
The main subjects taught through the medium of Catalan are Social Sciences
and Geography. The subjects mostly taught through the medium of English
are Sciences, Arts and Crafts, Music, Technology and free optional subjects
such as school magazines, Tourism, Theatre, and PE.
Integrated projects are encouraged by the Education Department, such as
the above mentioned primary school’s pilot project led by the Autonomous
University in Barcelona. Similarly, a Mathematics and Science module is
offered in Maria Ossó (Sitges), and an English and Arts module in Guillem
Issam (La Fuliola).
As for the language used in PELE projects, teachers are not discouraged to
switch between Catalan, Spanish and English in English medium courses,
particularly in the early stages of the project.
www.xtec.cat/cirel/02/vila_olimpica/vila_olimpica.pdf
http://www.xtec.cat/practicomp/comunicativa/practiques/ceipmariaosso.htm
http://www.xtec.cat/cirel/02/cicle_inicial/docs/englart.pdf
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4.3.4 Socio-Cultural Activities
English language teaching has a long tradition of school performances and
theatrical performances. Extra-curricular options such as English Theatre are
commonly found in schools, both state-funded and private, to raise oral skills
performance. They are often used to show parents progress in English.
School newspapers are also a common feature.

4.4 Output
4.4.1 Research
In the field of research in trilingual education, a network of research groups
from the seven state-funded Catalan universities was launched in 2006,
sponsored by the Catalan AGAUR Agency. LLeRA includes 19 research
groups working in the fields of language and literature in education: 4 in
language acquisition (ALLENCAM, GRAL, GREL, GRERLI); 8 in literature,
poetry, literacy, strategies, reading and writing, interculturality, and attitudes
in education (Girona CULTURE AND EDUCATION, Lleida CULTURE AND
EDUCATION, GRETEL, GRELL, POCIO, SINTELE, THINKING AND
ACTING); 4 in language learning, content learning, and pedagogy (PLURAL,
GR@EL, GREAL, LEAC), and 3 on immigration, plurilingual interaction and
intercultural competence (GREIP, CILCEAL, IMMIG).
The LLeRA network takes stance on matters concerning language policies in
Catalonia. Its Catalan/English web site displays information on the 19
research groups it includes, with their aims, publications, independent or
network activities, and postgraduate programmes.
A selection of Catalan studies focusing on the impact of trilingual education
on linguistic competence, language learning and content learning in different
domains follows below:
• On the use of a foreign language, mostly English, as the medium of
instruction, see Escobar, 2006; Pérez-Vidal and Juan-Garau, in press
within the ALLENCAM project.
• On the effects of an early introduction of a foreign language, see Muñoz,
2006.
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• On the effects of Catalan/Spanish bilingualism on literacy in English see
Sanz, 2008.
• On new immigrant children’s language development, see Nussbaum and
Unamuno, 2006.
• On language awareness and language learning, see Cots, 2007.

4.4.2 Results
Catalan primary pupils’ linguistic competence as regards reading
comprehension and writing in Catalan and Spanish has recently been
assessed (Consell Superior d’Avaluació del Sistema Educatiu, 2009). A
sample of 64,388 sixth-grade primary pupils and 2,083 schools participated
in an external examination process. Preliminary results indicate that pupils’
average competence in reading and writing is adequate and balanced in both
languages (76.9 and 75.1 on a one-hundred-point scale for Catalan and
Spanish respectively). Spanish results are reportedly similar to those
obtained in monolingual Spanish-speaking communities (OECD 2001, 2003;
INCE 1999, 2000; see PISA’s results, Department of Education 2006:532,
PISA 2003 report for Spanish: Primary- Spain: 65% score-Catalonia: 65%;
Secondary: Spain 64%, Catalonia 63%).

As regards English, the effects of the PELE Programme on children’s
linguistic competence have not been as yet officially assessed. Nevertheless,
schools are required to assess the implementation of the programme at the
end of each three-year period of its running. Likewise, the Education
Inspectorate supervises the development of all PELE projects in order to
ascertain their contribution to the improvement of the school’s quality
education and produces a global report. The information thus derived is taken
into account in the concession and development of subsequent proposals.
No certification or label is granted to the schools on the basis of this
assessment.
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4.5 Additional Information
The European strategy towards multilingualism underlies the normalization
processes undertaken in Catalonia –as well as in the other two ‘historical’
autonomous communities in Spain, the Basque country and Galicia– in
addition to promoting the appearance of trilingual programmes to teach
additional languages. Hence, multilingualism has favoured minority
languages in general and Catalan in particular, not only because of its explicit
defence of minority languages, but also because of its plea for diversity.
Contrary to what might be expected, the new Teacher Education Degree has
wiped off all specialisations (hence English as a specialisation) and
consequently it might even lower English language standards in teacher
education. The advent of a new primary teaching degree in line with the
European higher education area will entail the disappearance of a specialized
EFL degree for primary education teachers, and fewer hours of English than
in the former degree. However, one positive aspect of this new degree is the
fact that all teacher trainees, whether they intend to teach (in) English or not,
will be required to attain a certain level in this language (generally B2 of the
CEFR).
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5. Trilingual Primary Education in Aosta Valley
Annabella Cabianca and Gabriella Vernetto
Aosta Valley, Italy

5.1 Context
The regional context of Aosta Valley is characterised by the presence of
different languages and cultures, all of which, although with different Statutes,
contribute to the formation of the plurilingual repertoire as demonstrated by
the people living in the territory.
At institutional level, the official languages recognised by the Statute of
Autonomy of Aosta Valley are Italian, French and German, with the latter
being spoken solely in the municipality inhabited by the Walser community
(the Lys Valley). Beside these statutory languages, the regional law protects
and enhances other regional languages as well: Franco-Provençal, with
different variations present in the entire region, and Titsch and Toitschu,
German dialects of the Walser community. Laws and official documents are
written in Italian and French, and passing an exam of competence in the
French language is indispensable to obtain jobs not only in the State and in
the Regional Administrations but also in the local Boards. The two languages
are taught at equal levels and are used as education languages, albeit to a
different extent. Supplementary tests in French are added to the final State
exam at the end of the primary and secondary cycles. These tests are not
required at national level in the national education system.
The socio-linguistic situation of the Region, however, is more complex. The
PASVA research project (Administrative and Scholastic Plurilingualism in
Aosta Valley), carried out in 2007 by the Chanoux Foundation concerning
the three languages present in the Region (Italian, French and FrancoProvençal), highlighted the actual diffusion of competence in these
languages. The study has shown that 96,01% of the population claim to be
competent in Italian, 75,41% in French and 55,77% in Franco-Provençal. It
also points out that 24,88% of the people in Aosta Valley are proficient in the
two official languages, albeit at different levels of competence and use, and
that 50,53% can speak three languages to a certain extent: Italian, French
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and Franco-Provençal (Profil de la Politique Linguistique de la Vallée d’Aoste:
Rapport Regional, 2007:38). These data lead us to conclude that the majority
of the regional population can speak two or more languages, even if it
concerns different levels of competence and different social uses. However,
15,36% of the population is monolingual Italian speaking.

5.1.1 Location
All the schools in Aosta Valley, from pre-primary to upper secondary level, are
involved in this system of bilingual or plurilingual education, although it has
been structured in different ways depending on the different school levels.

5.1.2 Languages
The languages concerned are listed below.
• Italian and French are taught for the same number of hours. Article 39
of the Statute states that: “In all schools of every kind and of every level,
dependent on the Region, the same number of hours per week is dedicated
to the French language as to the Italian language”, and also that they are
both used as education languages: “Some disciplines can be taught in
the French language” (art. 39).
• German is taught as a third language in the schools belonging to the
Walser community, starting at pre-primary school. According to Article
40-bis of the Statute: “The populations of German language speakers of
the municipalities of the Lys Valley as identified by Regional Law n. 29
have the right to safeguard their own characteristics and their linguistic and
cultural traditions. The teaching of the German language in the schools is
granted to the populations addressed in the first paragraph through
appropriate adaptations to local needs”.
• English is taught as a foreign language, starting at pre-primary school.
• The regional languages Franco-Provençal and the Walser dialects are the
object of sensitization and promotion projects, but are not taught as such,
nor are they used as vehicular languages.
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5.1.3 Schools
The education system adopted in Aosta Valley includes the equal vehicular
use of Italian and French and is extended to all disciplines, both in preprimary and in primary schools. In practice, even at the other school levels,
the principle of equal timetables and equal teaching of all non-linguistic
disciplines in French is not literally applied. In the Language Education Policy
Profile (2007) quoted above we notice that the regional system is located
between the partial and middle models up to the lower secondary school
level, just reaching the partial level in the upper secondary schools.
The Bi- or plurilingual Education System: basic outline
The bi- or plurilingual education system previously illustrated has been
developed over time. The timetable equality concerning the teaching of the
two languages as a subject has been rapidly adopted after the Statute came
into force. The use of French as a vehicular language has proliferated since
the 1970s; it has been implemented through adaptations of the national
guidelines according to the needs of the regional context.
However, some important choices have strongly marked and characterised
the system as a whole, as illustrated below.
• A democratic and non-elitist character has been developed.
Languageeducation has in fact become an opportunity offered to all
students attending the schools of the Region (from pre-primary to upper
secondary school, from the Lycée to vocational training).
• An early approach to the second language has been adopted. The diversity
of linguistic exposure offered from infancy onwards in addition to input
forming their own previous repertoire allows students to get in touch with
different languages. The opening towards linguistic and cultural
diversities is of particular importance here. The early contact with different
languages and cultures has been made the priority objective in education
to ensure diversity and tolerance, and to develop a culture of dialogue and
mutual exposure.
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• Alternating languages is encouraged. Shifting from one linguistic code to
another takes place in a natural way, in line with the various
differentcommunication needs, as naturally happens in a bilingual context.
• Scientific support has been enhanced. Cooperation between the different
players has been intense and very productive: with the University
ofGrenoble for pre-primary education as well as with the Swiss University
of Geneva and the Service de l’Enseignement du Français of the same
canton for primary education.
• Methodological support has also been stepped up. The region
haspromoted training courses for teachers, action-research projects and
the publication of teaching materials, including the methods Valentine et les
autres for use in pre-primary schools and Séquences for primary schools.
As a result of choices made at national level and after pressure from parents,
English has been introduced in the education system since the 1990s. In the
school year 1998/1999, the introduction of English as the third community
language was first taken up in primary schools as an experiment. This was
done in consultation with the regional Council and on the basis of the families’
requests in order to broaden the curriculum, in accordance with the
availability of the schools and using the chances offered by the autonomy
granted at national level and implemented in the various organisations
concerned as well as in the didactic fields resulting from the educational
reforms. Initially, this process involved only the students of the highest
grades, increasing from 33% in the academic year 1989/1990 to 61% in
2001/2002 and to 92% in 2003/2004. As of the academic year 2004/2005
English has become a compulsory discipline for all students, starting in the
first grade of primary school - as is the case in the rest of Italy - with different
timetables in the different grades, ranging mostly around 30-32 hours per
year.
Considering the peculiarities of the regional education system 10,
characterised by the early learning of three languages, teachers are
encouraged to capitalize on the intellectual potential of the early bilingual
child, in terms of receptiveness, flexibility, tolerance of errors and ambiguities,
ability of implementing compensation strategies, taking risks, etc. In general,
the children appear to be enthusiastic about the new language, which is
already very much present in their everyday lives through mass media,
publicity, fashion, pop music, etc.
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The above-mentioned developments would clearly seem to contribute to
developing the children’s ability to:
•
•
•
•

control more than one linguistic code;
transfer knowledge from one code to the other, employing what is known
as “economy of scale”;
make inferences, hypotheses, logical deductions;

With the purpose of realising:
• a mutual reinforcement of languages;
• the development of meta-linguistic and cognitive capacities;
• the development of tolerance and broader cultural horizons;
• the general enrichment of the individual learner’s personality.
Teaching the English language, then, has not only a purely instrumental role,
albeit an important one in today’s world, but it also contributes to the general
emotional and cognitive development of the children concerned and aims to
promote a positive early contact with the plurality of languages and cultures
(intercultural education).
In the primary and lower secondary schools of the Walser community, this
third language is replaced by German. English is also taught as an optional
language and is chosen by the great majority of the students.

5.2 Input
5.2.1 Pupils
At the start of the school year 2009/2010, 5755 pupils were attending primary
school.

10

In short, the methodological approach generally adopted is:

• Child-centred, taking into account his/her particular type of intelligence and learning style;
• active, experimental, holistic;
• interdisciplinary and interlinguistic;
• positive and motivating;
• aimed at enhancing the cognitive and meta-cognitive abilities, the overall linguistic patrimony and the
global personality of the learner.
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5.2.2 Age
Children enrol in primary education at the age of 6 and start learning Italian
and French as well as English. They are also exposed to sensitization
activities in favour of the regional languages.

5.2.3 Teachers
In order to teach at primary school, all teachers must have certified English
language skills corresponding to the B1 level of the Common European
Framework of Reference.
The region offers various methodology and language training courses for all
teachers wishing to improve their knowledge of the language and their
teaching skills.
Four types of modules are offered every year:
• language (110 hours);
• methodology (40 hours);
• self-training: held by the Language Centre at the University of Valle
d’Aosta (30 hours);
• immersion: living and training in the United Kingdom (70 hours).
However, teachers are not obliged to attend these training activities, and only
the most motivated ones continue to improve their competences with respect
to the languages concerned and the teaching methodologies.
In line with national legislation, the educational organisation of schools
expects the presence of three teachers in two classes. These teachers must
share the same status, carry equal responsibility in relation to pupils and
each teach their own subjects, for example, 1) Italian, geography and
physical education, 2) French, history and music, 3) mathematics, science,
arts. In principle, each teacher teaches the disciplines he or she prefers.
In addition to working in area schools, all teachers must pass an examination
in French. This examination consists of a written test (text argument) and an
oral test. In the area of writing, candidates have a choice of three topics
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concerning bilingual and multilingual education, language teaching and nonlanguage subjects in L2, minority languages as well as education to enhance
democratic citizenship. The oral examination tests knowledge of the cultural
community of Aosta Valley, in particular its language and history, as well as
the specifics of the school organisation in Aosta Valley and the geography of
the region.
The teaching of German in all schools in the Walser community is in the
hands of qualified teachers of German.
For the regional languages (and the Franco-Provençal and Walser dialects),
it is the native speakers or second language teachers who carry end
responsibility in most cases.
Currently, no data are available on the language teachers. However, from the
PASVA study (2001) we may conclude that the same figures apply among
primary school teachers, because the great majority of language teachers
are recruited from the local population.

5.2.4 Teaching materials
It should be noted here that in Italy teachers are free to choose textbooks and
texts they wish to use in class, depending, of course, on the school plan and
the planning of classes. For the teaching of Italian, textbooks are used that
are published in Italy. For the teaching of French, instructors primarily use
textbooks published in France. For English, they use A1 material, following
the Common European Framework, which is the standard tier to reach at the
end of primary school. For the teaching of German, a booklet that
summarizes the history and related activities has been prepared and is
inserted in the personal file called Meine Deutschmappe (My German
Portfolio), which will accompany pupils throughout their eleven years of basic
training.
A European Portfolio of Languages for schoolchildren, developed on the
basis of model 65/2004 (Autonomous Province of Bolzano), is currently in
its implementation stages, with validation expected to take place in the spring
of 2010.
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For the teaching of Italian and French as well as for the teaching in Italian and
French, the region has developed specific materials: the teaching sequence.
Each instructional sequen-ce provides an introduction to the texts and
highlights the concepts of reading-writing inter-action and oral use related to
a single text type. The teaching sequences are scheduled for an increase
over two years and their coordination is planned in three stages: the first is
solely designed for first-grade use, the second for second and third grades,
and finally the last for fourth and fifth grades.
Thus, every two years, different genres are covered and taken up again after
the skills of the pupils have improved. The texts that are the subject of
learning in the teaching sequences carry specific features as a point of focus
– such as verb tenses or content organisation - which depend on the situation
in which the texts are to be used. These situations are many and varied, as
are the texts themselves. Nevertheless, each can be defined through its four
components: context, content, planning and textualization, components that
are the subject of learning through various activities.

5.2.5 Visualisation
In principle, the displays in schools are bilingual: Italian-French. Classroom
walls are also a prime spot to show and share the products made by
students: these posters and signs are often multilingual.
The official website for education in Aosta Valley, Webécole
(http://www.scuole.vda.it ), uses three languages: Italian, French and FrancoProvençal. School sites are almost exclusively in Italian. One school has
translations of key information in French, German and English. However,
some pages devoted to exchange projects and partnerships with schools are
in French.

5.3 Process
5.3.1 Time
The Italian system does not provide a rigid planning of schedules. However,
the Statute of Autonomy of Aosta Valley stipulates that “In schools of every
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kind and degree which depend on the region, a number of hours equal to
those devoted to the teaching of Italian is to be reserved, each week, for
French” (art. 39). The same principle of parity in the teaching of French and
Italian is extended to the use of both languages as a medium of instruction.
This implies that all subjects are taught in both languages and for an equal
amount of time. It also implies equality in terms of educational principles, and
its practical application is the responsibility of each school.
As far as the teaching of English is concerned, empirical data indicate that
English is taught for approximately one hour per week in all grades of primary
education.

5.4 Output
5.4.1 Results
The reform of the educational system does not include a central examination
at the end of primary school. The state exams are held at the end of the first
round of secondary education (age 14), and so far we have not yet planned
any tests to evaluate the intermediate results in terms of achieved levels of
motivations.
On the occasion of the state examination in 2009, students in Aosta Valley
took first position at national level as regards their Italian language skills (test
INVALSI).
One characteristic of primary school is the absence of predefined
assessments that schools must comply with. Teachers are free to seek the
experiences of others and activities which are appropriate for a natural
approach to training in two languages. This choice is based on educational
planning as an instrument to balance the principles of the freedom of
teaching, the responsibility held by teachers, the constraints of didactic
programmes, the analysis of the actual learning requirements, and finally the
attention to the actual needs of the pupils.
English is only taught in some pilot schools which have the necessary
resources (trained teachers or external resources: trainees, humanities and
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language students, science students in training). Advocacy initiatives for
regional languages are implemented (for example Cerlogne Contest,
Civilisation Days).
In the regulations of the middle school, the relationship between the
languages is currently shifting from the principle of equal time allocation to
each of the languages to the principle of integrated language teaching and
learning. The parity of the use of Italian and French is superseded by the
concept of integrated bilingual education, which is yet to be formalised in
educational legislation. The regional programmes are based on a
pedagogical guideline, to wit an educational approach which is intertwined
with a balanced strategy for the teaching of both Italian and French.

5.5 Additional Information
5.5.1 Future Challenges
Over the past few decades, following changes in the social composition of the
region, and because of the growing number of citizens coming from other
regions or countries, it has become important to re-think this system of
bilingual and plurilingual education in order to make it meaningful even to
those who do not share its anchoring to the cultural and patrimonial values
that founded it. Despite the clear importance in this context of sound linguistic
competences, data concerning the linguistic needs deriving from the local
economy are scarce. At the same time, the international and national context
would seem to privilege the massive teaching of English at the expense of
the other community languages and of those languages that have been
introduced by recent immigration waves.
On the other hand, the enforcement of the law about school autonomy that
has taken away from the regional institutions the role of propelling power for
change, largely delegating this role to the schools, forces the education
authorities to look for new strategies aimed on the one hand at obviating the
inequality between schools that are running the risk of becoming larger and
larger and, on the other hand, aimed at diffusing and generalizing best
education practices that can be examples and incentives to the whole school
community. In this sense, it is becoming increasingly important to develop
appropriate tools to gather reliable data in order to re-launch in-service
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training for teachers and to establish coordination links between pre-service
and in-service training.
Receiving and integrating students of non-Italian citizenship is another aspect
focused on by the Councillor’s Office in order to try to provide tools and
methodologies capable of guaranteeing equal opportunities of success to all
students. For this purpose, the Office has participated in the implementation
of the basic segment of a post-graduate finishing course. This course is
fostered by the University of Aosta Valley’s Faculty of Educational Science,
which has provided in-service training to teachers and pre-service training to
students of Educational Science. In the current academic year, a network of
certain schools of higher education and the “Centro Territoriale Permanente
Valter Ranieri” of Aosta have realised a project of inclusion related to students
who do not speak Italian. The project has specifically been adapted to the
characteristics of the territory.
Another field in which the Councillor’s Office operates is that of evaluation:
of the education system on the one hand and of student competences on
the other - not only linguistic competences, but also those they have acquired
using the languages for tasks linked to DNL (non-linguistic-disciplines). The
creation of a regional structure for the evaluation of the school system
(SREV), as provided by Regional law n° 19/00 about school autonomy, meets
the need of establishing a sound data base, particularly related to the aspects
of defining, qualifying and making the school system of Aosta Valley different
as far as its specific cultural, linguistic and territorial features are concerned.
It is then a matter of systematically gathering, elaborating, correlating and
interpreting data and information according to generally accepted,
scientifically sound and reliable methods . As far as student competences
are concerned, the Region has adopted the OCSE-PISA 2009 test, put in
French, which will be administered again to a significant group of students in
2010. Concerning the recognition of bilingual competences of the students
even outside the region, the majority of the upper secondary schools have
been included in the double Franco-Italian diploma named ESABAC (State
Exam – BACcalauréat): students who will pass the ESABAC 2010 will receive
a diploma that is valid both in Italy and in France.
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5.5.2 Articles
It is phrased as follows:
1. Castilian is the official Spanish language of the State
2. The other Spanish languages will also be official in the
respectiveAutonomous Communities, in accordance with their Statutes.
3. The wealth of Spain’s different linguistic forms is a cultural heritage which
should be subject to special respect and protection.
The Statute of Autonomy of Catalonia of 1979, in article 3, determines:
1. The language of Catalonia is Catalan.
2. The Catalan language is official in Catalonia, as is Castilian Spanish, which
is official throughout the Spanish State.
3.The Catalan government will guarantee the normal, official use of
bothlanguages; will take the necessary measures to ensure knowledge of
them, and will create the conditions making it possible for them to achieve
full equality…
4. The Aranese language will be subject to teaching and to special respect
and protection.
The Act establishing the Special System for the Aran Valley (Act 16/1990, 13
July), which determines the powers of the General Council of Aran, states:
1. Aranese, a variety of the Occitan language native to Aran, is official in the
Aran Valley. Catalan and Spanish are also official there, in accordance with
article 3 of the Statute of Autonomy of Catalonia.
Concerning the spirit of this initiative and the medium-term intentions: see
Perera (1988).
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The most important articles in this order, for our current considerations, are:
Article 2.- Aranese will be taught for two hours a week in the language
section of the curriculum in all primary and secondary schools. It may be
implemented progressively in secondary education.
Article 3.- The areas of experiences and social sciences at primary levels
of education may be taught in the Occitan language. In addition, Aranese
will always be used to teach the content of the programme concerning the
natural and social environment of the Aran Valley.
Article 4.- Primary schools, via the language plan drawn up by the teaching
staff, will gradually incorporate the use of the Occitan language into
teaching and may present proposed timetables for alternating teaching in
the form of Occitan in the Aran Valley.
Article 5.- As the language of the Aran Valley, Aranese will be incorporated
into the internal and external communication of Aranese schools.
Article 6.- Teachers with academic accreditation in Aranese or oral
knowledge of the language have to comply with the content of this
resolution as part of the extension of the experimental plan established in
it.
See Suïls and Furness (1999) concerning certain problems encountered in
writing language in the Aranese context. Concerning the discussion at the
beginning of the 1980s, see Viaut (1986 and 1987).
See Seira (1994) for a description of the pre-school model and the first stage
of primary education until the beginning of the 1990s.
- P3 to 1st year of primary education (between ages 3 and 6): Occitan as
vehicular language; presence of Catalan and Spanish, not written, as a
subject of teaching for two hours a week for each non-vehicular language;
- 2nd year of primary education (age 7): Occitan as vehicular language and
introduction of written Catalan and Spanish this year for two hours a week
for each non-vehicular language;- 3rd year of primary education to 6th year
of primary education (between ages 8 - 12): teaching alternating the three
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languages throughout the valley: in general, mathematics in Spanish,
content related to social sciences in Occitan and the rest in Catalan
- The learning of French (two hours a week) is introduced in the 3rd year
of primary education and the learning of English (two hours a week) is
introduced in the 5th year of primary education.
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6.Trilingual Education in the Aran Valley: Occitan,
Catalan and Spanish.
Jordi Suïls Subirà
University of Lleida, The Aran Valley Spain

6.1 Context
6.1.1 Location
The Aran Valley is an Occitan-speaking region on the northern slopes of the
central part of the Pyrenees, under Spanish State administration. It is a
border area in various senses: it has traditionally been isolated from the other
regions in the same state on the other side of the Pyrenees and, at the same
time, it is separated from the rest of the Occitan region by national borders.
Nevertheless, the territorial relationships can in fact be viewed in another
sense, too. Through their physical proximity, the Aranese maintain a close
relationship with other Occitans, reducing the role of the political frontier to a
relative one. The political link with Catalonia and the rest of the Spanish state
has shaped the continuing historical relationship with their southern
neighbours and, more recently, with the Spanish and Catalan administrative
apparatus. In both cases, there has been an extension of the close
relationships formed by these territorial connections, subsequently leading to
significant cultural and linguistic developments.

Geopolitical context
It is important to mention that the Aran Valley lies within the territory
administered by the Government of Catalonia, one of the so-called
Autonomous Communities of the Spanish State. This Community has certain
recognised rights over its own language - Catalan - through its Statute of
Autonomy (a particular legislative framework applicable to this part of the
Spanish State). Since 1979, this framework has recognised the linguistic
identity of the Catalan language, as opposed to Spanish, and the particular
nature of Occitan in the Aranese region. Along these lines, Catalan was
declared an official language, alongside Spanish, throughout autonomously
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administered Catalan territory. Occitan was declared an official language,
alongside Catalan and Spanish, in the Aranese region. This Statute, as
reformed in 2006, declares that from then on, Occitan (called Aranese in the
Aran Valley) is an official language in all autonomous Catalan-administered
territory. This fact has created entirely new prospects, although Occitan is
currently still facing certain problems in the Aran Valley region itself.
The management of Aranese in schools is the responsibility of the General
Council of Aran, an administrative body with its own powers over Aranese
affairs (education, culture, tourism, etc.).
Demography
The Aran Valley currently has about 7,200 inhabitants, in a region measuring
620 km2. Traditionally, the valley caused a flow of migration into French or
Catalan territory, particularly seasonal, but in the last five decades it has
become a region welcoming people from outside the area as well.
Immigration mainly took place from Spain, and this has had a far-reaching
impact on the region – not only from a demographic perspective, but also in
cultural terms.
Since the 1960s, large-scale industrial tourism has been witnessed as the
basic means of economic activity in the Aran Valley. In the meantime, the
farming/stock rearing sector, which had until then been dominant, has been
abandoned almost completely.
Between 1981 and 1996, the number of inhabitants increased by 22.7%. This
increase was due to the contribution of immigrants. Specifically, between
1991 and 1996, for the first time, the number of inhabitants born in the valley
dropped from 52.26% to 45.98%, thus creating a minority group. In addition,
in terms of language, it must be borne in mind that a good number of those
born in the Aran Valley do not have Occitan as their mother tongue, as they
come from immigrant families that have settled in the region from the 1960s
onwards. In conclusion: the demographic contribution of the Spanish
language then made itself felt as an important sociolinguistic factor.
As a consequence, the school language project adopted by the Garona
primary school was conceived on the basis of the contrasting percentages
related to the home languages spoken by the pupils.
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As for the 2009-2010 school year, the figures are as follows:

Occitan (Aranese)
Catalan
Spanish
Gallician
Roumanian
Arabic
Portuguese
French

26%
20%
33.5%
6%
6%
6%
2%
0.5%

Languagepolicy
Before 1979, only Spanish was recognised at institutional levels, in the media
and in education. The promotion of the native language, then, began with
quite restrictive conditions in terms of applicability: not only related to the
demographic component, which required the entry into the planning agents’
calculations of any possibilities in terms of the likely perception among the
target population, but definitely also related to the lack of a written tradition
or the use of Occitan in formal contexts. This had consequences for the
characteristics of the language itself in use within the family (with visible
interference from Spanish), and also concerning its level of prestige. Both
factors are closely connected as a result of the exclusive presence of Spanish
as the long-standing official language - going back centuries. This aspect
became apparent, for example, in the difficulties arising when it came to
producing a proposal for a consistent codification to be adopted for written
Aranese - the general spelling reference applied to modern Occitan, as
explained by Lamuela (1987).
The adoption of a clear spelling reference was a necessary condition for
applying a public programme to teach Occitan and also to teach in Occitan.
At the same time, it was essential to have the means to construct and
disseminate the planned content.
Among the sociolinguistic planning agents in the Aran Valley, schools are by
far the most important and, as they play a vital role in the inter-generational
transmission of the language, they act as catalysts for the diverse range of
attitudes surrounding them as well as for speakers’ evaluations of the
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linguistic situation. Schools not only disseminate the language; they are also
an agent spreading a language model. Also, on this more qualitative point,
we find that the three official languages in Aran are used in different
situations: for Spanish, a widespread, well-known normative model is
selected; a less well-known one is chosen for Catalan; and a third one is
adopted at an incipient phase of dissemination for Occitan.
The table below shows that the percentage of people who can speak Occitan
in the Aran Valley has clearly fallen in the last twenty-five years. The reasons
for this are concerned with the contribution of immigrants. Still, schooling has
partly compensated for this reduction, and this is made clear in the increase
in the percentage of those who can read and write the language:

Command of Occitan
% understanding
% speaking
% reading
% writing

1984
93.30
79.19
24.61
8.96

1996
90.05
64.85
59.20
24.97

2001
88.88
62.24
58.44
26.69

Source: Idescat and Climent (1986)

6.1.2 Languages
The languages in the Aranese schools that we are concerned with here are
first and foremost those which have official status in the Aranese region,
namely Occitan, Catalan and Spanish. However, it must be said that English
and French also have a presence as vehicular languages, although
predominantly at secondary school level.
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The Spanish Constitution of 1978 does not specify the names of the
languages subject to protection when, in article 3, it establishes that “the rest”
of the State’s languages will be considered co-official, together with Spanish,
as established by the respective Autonomous Communities.11
Finally, following the reforms approved in 2006, the Statute of Autonomy of
Catalonia establishes that Occitan is official throughout the Catalan territory
administered by the Government of Catalonia, so not only in the Aranese
region.
6.1.3 Schools
Education in the Aran Valley is organised in eight schools, one of which, in
Vielha, includes both primary and secondary education, while the other seven
offer only primary education. Of these, two centres, Les and Bossòst, can
organise separate classes for different levels while the other five (es Bòrdes,
Aubèrt, Arties, Gessa and Salardú) are unitary schools, where pupils from
different levels share a classroom.
There are no private schools in the Aran Valley, meaning that all schools
apply the same model in dealing with languages, with a minimal difference
between them. The differences basically stem from the size of the centres;
that is, the number of pupils studying there and the organisational possibilities
this offers, depending on the human resources available.

11

It is phrased as follows:
1.Castilian is the official Spanish language of the State.
2.The other Spanish languages will also be official in the respective Autonomous Communities, in
accordance with their Statutes.
3.The wealth of Spain's different linguistic forms is a cultural heritage which should be subject to
special respect and protection.
The Statute of Autonomy of Catalonia of 1979, in article 3, determines:
1.The language of Catalonia is Catalan. 2.The Catalan language is official in Catalonia, as is Castilian
Spanish, which is official throughout the Spanish State. 3.The Catalan government will guarantee the
normal, official use of both languages; will take the necessary measures to ensure knowledge of
them, and will create the conditions making it possible for them to achieve full equality…
4.The Aranese language will be subject to teaching and to special respect and protection.
The Act establishing the Special System for the Aran Valley (Act 16/1990, 13 July), which
determines the powers of the General Council of Aran, states: Aranese, a variety of the Occitan
language native to Aran, is official in the Aran Valley. Catalan and Spanish are also official there, in
accordance with article 3 of the Statute of Autonomy of Catalonia.
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It should be taken into account here that only one centre – Vielha – is large
enough not to be considered a typical rural school, while the smaller five (es
Bòrdes, Aubèrt, Arties, Gessa and Salardú) constitute a network
differentiated in terms of the use and management of resources (which in
Catalonia is called the Rural School Area -ZER: Zona Escolar Rural). Here,
we find schools with just twelve pupils or less in each grade. For example, the
schools of Les have 90 pupils, Bossòst has 96, but Aubèrt has 7 pupils and
Gessa has 5. In contrast, the school of Vielha has 520 pupils. All these
numbers apply to the 2009-2010 school year. It should be pointed out that this
contrast between centres with almost urban features (in terms of the number
of pupils, mobility of the population, etc.) and other typically rural ones has
given rise to a highly interesting array of experiences when it comes to
dealing with linguistic diversity. Some innovations have been implemented in
all schools after being pioneered in some of the smaller schools.

6.2 Input
6.2.1 Pupils
The number of pupils concerned in pre-primary and primary education is 820
in the 2009-2010 school year. Nevertheless, some demographic features
affecting the linguistic components should be noted.

6.2.2 Age
In the Spanish State, the minimum compulsory age for schooling is six, but
public education is guaranteed from the age of three at P3, P4 and P5 levels
(pre-school for those aged three, four and five). Primary education as such
runs from ages six to twelve and is organised in three cycles, each lasting two
years: initial cycle (up to eight), middle cycle (up to ten) and higher cycle (up
to twelve).
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The Periodisation of Language Treatment Resulting from the Legal
Background
The way languages are dealt with in Aranese schools and its development
to date derive form a compromise between the legislative context of
autonomous Catalonia and the particular demographic and cultural context
of the Aran Valley. So, the periodisation used to introduce the three official
languages in education applies to the provisions of the law for Catalan and
Occitan. The principle operating in the background is that education must
favour the minority language in order to compensate for the dominant social
presence of the majority language. In this way, pupils should achieve a
balanced knowledge of the two languages. The teaching background is
related to the transfer of competences: these can be dealt with on the basis
of the minority language, something which in fact ends up benefiting both
languages (minority as well as majority). This principle has generally been
applied to Catalan, which finds itself in an imbalanced position compared
with the more advantageous position of Spanish. Concerning Occitan, the
legislative framework is not so demanding, but it follows that it should be
given a similar treatment in its own region. As we have said, the particular
context of the Aranese community has affected the final results, and the
difficulties concerning materials and human resources must also be borne in
mind.
The so-called Catalan Linguistic Normalisation Act of 1983 affects nonuniversity education. Article one stipulates that: “the Catalan and Spanish
languages must be taught compulsorily at all levels, in all types and degrees
of non-university education in all public or private schools”. In an additional
note, the Act stipulates that “Aranese will also be taught in schools in the
Aran Valley”. The same Decree provides for the need to train teachers, when
it says (article 10.3) that “Aranese courses will be organised for teachers who
have to teach in schools in the Aran Valley”. Article 12 states that “Aranese
may also be used in internal activities in schools in the Aran Valley”.
Concerning administrative use in schools, the law establishes that Catalan
must be used and states that “Aranese may also be used in the Aran Valley”.
The same optional provision is established for communications with the
general public outside the centre and for notifications that need to be placed
on notice boards, as well as for the names of schools. In addition, Decree
362/1983 devotes point 4 of article 15 to establishing that “the Department
of Education will offer free Aranese classes to the non-teaching staff [at
schools in the Aran Valley]”.
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As a result, Aranese retraining courses for primary school teachers in the
valley began during the 1983-1984 academic year. Since then, the courses
have been run by the General Council of Aran. In the summer of 1983, the
teachers also organised the first Teaching Conference, which later became
what is known as the Summer School, held in August.
More than eighty per cent of the Aranese teachers now have the proper
qualifications for teaching Occitan and teaching in Occitan in primary
education.
These provisions also resulted in the establishment of the so-called
Experimental Plan to Promote Aranese from the 1985-1986 school year
onwards, leading to the introduction of Occitan into schools for two hours a
week, in lesson time. That same year, some schools also began teaching
subjects in Aranese.
Finally, in the 1988-1989 academic year, the Garona school (the pre-school
and primary school centre in Vielha) offered the opportunity for children to be
taught in Aranese as the vehicular language through an option of three
possible class-groups depending on the vehicular language used12: Occitan,
Catalan or Spanish. Other schools in the valley, all of them smaller and most
of them unitary schools, began to use Occitan as the vehicular language. In
all the options referred to (vehicular language Occitan, Catalan or Spanish),
there was parallel teaching of the other two languages, which could be
organised in different ways in terms of timetabling. So, one of the possible
combinations was to devote teaching in the morning exclusively to content
taught in Occitan and to devote teaching in the afternoon to content relating
to Catalan or Spanish (two or three hours a week in each of the two
languages).

12

Concerning the spirit of this initiative and the medium-term intentions: see Perera (1988).
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Certain points in Decree 363/1983 that could be seen as rather ambiguous
were taken up again in the Order of 3 August 1990 “under which Aranese, a
form of the Occitan language, is incorporated into the curriculums of the
schools of the Aran Valley”.13
As a result of this Order, the teaching of Aranese for two hours a week was
extended to secondary education. In addition, in primary education, Occitan
was the language used for content concerning the Aran Valley in the areas
of social and natural sciences.
A few months later, the application of these articles was detailed in the
Resolution of 31 December 1990 “establishing the relevant guidelines for
the implementation of the Order of 3 August 1990”. In this Resolution, article
2 stipulates that “pupils at both levels, primary and secondary, should be
compulsorily taught Aranese and the result of the assessments should be
incorporated into the school record book and grade list and should also
appear in the pupil’s academic file”. In addition, it says that “the subject
‘Aranese language’ should, for all purposes, be considered administratively
and academically equal to the other subjects relating to official languages in
Catalonia”.

13

The most important articles in this order, for our current considerations, are:
Article 2.- Aranese will be taught for two hours a week in the language section of the curriculum in all
primary and secondary schools. It may be implemented progressively in secondary education.
Article 3.- The areas of experiences and social sciences at primary levels of education may be taught in
the Occitan language. In addition, Aranese will always be used to teach the content of the programme
concerning the natural and social environment of the Aran Valley.
Article 4.- Primary schools, via the language plan drawn up by the teaching staff, will gradually
incorporate the use of the Occitan language into teaching and may present proposed timetables for alternating teaching in the form of Occitan in the Aran Valley.
Article 5.- As the language of the Aran Valley, Aranese will be incorporated into the internal and
external communication of Aranese schools.
Article 6.- Teachers with academic accreditation in Aranese or oral knowledge of the language have to
comply with the content of this resolution as part of the extension of the experimental plan
established in it.
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Decree 75/1992 of 9 March, “establishing the general organisation of infant
education, primary education and compulsory secondary education in
Catalonia” leaves it in the hands of the General Council to formalise the
“Aranese language curriculum”. This curriculum was approved by the
General Council of Aran in February 1998 (see Conselh Generau d’Aran,
1998).
This legislative picture changed following the Resolution of 11 June 1996,
“giving instructions for the organisation and operation of public schools in
Catalonia concerning infant, primary and special education for the academic
year 1996-1997”. In point 1.2.3, this Resolution declared that “in the Aran
Valley, Aranese, as the local language, will normally be the vehicular
language of learning, in accordance with current regulations”.
6.2.3 Teachers
The previous sections gave an idea of the legislative requirements to be
applied in terms of the necessary training that primary school teachers have
to receive in order to meet the demands of dealing with the languages
concerned.
Decree 244/1991 of 28 October, “on knowledge of the two official languages
concerning the filling of teaching posts at non-university public education
centres in Catalonia for which the Department of Education is responsible”,
establishes that compulsory knowledge of Catalan and Spanish for teachers
working at schools in Catalonia for which the Catalan government is
responsible is extended to Occitan for teachers working in the Aran Valley:
“spoken and written knowledge of Aranese must also be accredited”
(additional provision 3).
Through their training, irrespective of whether or not they are of Aranese
origin, teachers working in the Aran Valley in principle have a sufficient
knowledge of Catalan and Spanish. This minimum knowledge is guaranteed
by Catalan legislation and applies to the entire area of primary and secondary
education so that, once this is completed, all pupils have achieved a balanced
mastery of Catalan and Spanish. Although this is not always confirmed in
practice, the University must ensure in all cases that students trained as
primary school teachers achieve sufficient mastery of Catalan and Spanish
to teach those languages as part of their activities.

117

trilling 2_Opmaak 1 22-03-11 17:46 Pagina 118

The above does not apply to Occitan, however. Non-native teachers working
in the Aran Valley must spend a year receiving education in Aranese Occitan,
enabling them to use this language for their professional work. The General
Council of Aran guarantees training up to what is known as C1 - B2 level in
the European standardisation system (CEFR). However, it must also be said
that the vast majority of teachers working in Aranese schools are people born
in Aran, who normally have Occitan as L1.
One access route to mastery of Aranese Occitan is university education, but
this is not generally available. Only the University of Lleida, on its own
initiative, established in 1998 the possibility to learn the language up to
knowledge level C (as established by the General Council) thanks to a
dissemination programme financed by the European Commission. A good
number of students selected this option and some of them are currently
working in the Aran Valley, so the results may be termed highly promising
and of great interest. However, the Spanish government has substantially
altered the organisation of Primary School Teaching studies, as result of
which the chance to learn Occitan has virtually disappeared. However, in the
current academic year (2009-2010), the University of Lleida has opened a
new specialisation – Catalan and Occitan studies – offering access to
specialisation courses. In addition, the language service at the same
university organises additional beginners’ courses in the Occitan language.
With the declaration of Occitan as an official language throughout the region,
changes in the Catalan legislative framework have made it possible to
consider and organise forms of education that are sufficiently stable and
easily accessible from the entire region administered by the Government of
Catalonia.

6.2.4 Teaching Materials
The codification approved at the beginning of the 1980s and the creation of
the Teaching Resources Centre, together with the goodwill demonstrated by
teachers and the collaboration between institutions, have led to a good
number of publications aimed at children, for the benefit of schools as well
as wider audiences: the Era Gabarra story collection, published by La Galera
(with more than twenty titles); the Parpalhòla collection (for infant education,
see Amiell et al.,1995 a and b, and 1997 a and b); the Aran series (for primary
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education, see Pérez et al., 1989, and Vergés et al., 1990); Lectures
basiques (for primary and secondary education, see Naranjo and Vergés,
1987), and finally also a dictionary basically intended for school use (Vergés,
1991). However, it must be pointed out in this respect that there are fewer
materials aimed at children in Occitan than there are in Catalan or Spanish.
Often, as teachers report in personal conversations and communications,
they have to produce materials in Occitan by adapting existing materials
published in Catalan or Spanish. Moreover, they report that the human
resources required for this task cannot be found.
As for writing texts, the desire must be noted to establish resources to bring
the Aranese model closer to the models in use in the rest of Occitania. The
very practice of codification evidences this, but it is also visible in the
application of linguistic resources that are quite innovative in comparison with
the more common models in the Aranese context of Catalan and Spanish In
this respect, we specifically refer to stylistic resources for writing texts.14
In general, given that all three languages have a presence as vehicular
languages, there are no specific materials intended for teaching each of the
languages (except those commonly used for the introduction of
reading/writing or the methods commonly used for teaching Catalan or
Spanish as subjects). However, Occitan shows certain gaps in this sense,
and materials commonly used in Catalan or Spanish for teaching language
subjects are often adapted in-house to be applied to Occitan. This task
receives little institutional support except for the work done by the Teaching
Resource Centre and work carried out by the teachers themselves, who
design materials for internal use in the face of the lack of methods produced
by publishers.
In general, what we refer to here is written materials, not audiovisual ones.
When it comes to this type of teaching material, very little is available for any
of the three languages.

14

See Suïls and Furness (1999) concerning certain problems encountered in writing language in the

Aranese context. Concerning the discussion at the beginning of the 1980s, see Viaut (1986 and 1987).
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6.2.5 Visualisation
The above picture shows the entrance of the school: five announcements in
different languages. There is an announcement from a group of museums in
Vielha and another one from a tennis school (left), both published by the
council of Vielha. The first is in Spanish and the second is in Occitan (for the
two target audiences). The yellow announcements at the top and in the
centre are both in Occitan: one of them is about the offer of seasonal ski
forfaits (an exclusive service for the Aranese people) and the other (in the
middle) is about stage activities for children. The other two are in Catalan,
offering information about certain courses of different contents offered by
private parties.
This particular photograph was taken in a classroom for P4 pupils (four-year
olds). It shows the list of those who are present or absent, the menu of the
day or the announcement of an anniversary - all in Occitan. The names of
certain objects are visible on a label: in this case “hièstra” (window). In
contrast, shop signs or placards announcing private services in the streets
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are mainly put in Spanish; sometimes in Catalan, and even less often in
Occitan.
The blackboard in the above picture shows the date and that day’s number
of pupils, in Occitan: “èm 12” (we are twelve); 6 mainatges 6 mainades (six
boys and six girls). It also shows labels indicating “taulèu” (blackboard) and
“ordenador” (computer) as well as the names of certain colours.

6.3 Process
6.3.1 Time
In this section, we shall explain the specific configuration of the Aranese
model for dealing with languages in schools following developments after
the 1999-2000 academic year.
In education, the legislative stipulations deriving from the Linguistic
Normalisation Act 7/1983 would appear to treat Occitan less clearly than
Catalan. Decree 362/1983, which was intended to establish the first
application of this Act in non-university spheres, determined that Catalan and
Spanish had to be taught at all levels in all public and private schools.
Concerning Aranese, it stated, as we have seen, that “Aranese will also be
taught at schools in the Aran Valley”, without specifying whether it had to be
taught to the same degree as Catalan. Meanwhile, article 6 says that
“Catalan, as the language of Catalonia, is also the language of education”,
something that is not stated for Occitan in Aran, in accordance with the fact
that this language is assigned an optional presence - and not always a
compulsory presence. All provisions formulated to make Catalan compulsory
include an additional note at the end concerning Aranese, but they refer to it
as optional and not compulsory. As far as this aspect is amended in the
aforementioned Resolution of 11 June 1996, it refers only to infant and
primary education.
Nevertheless, this constituted a first step towards the gradual extension of the
teaching of Occitan in the Aran Valley and a final possibility for Occitan to
become the vehicular language during the first years of primary education.15

15

See Seira (1994) for a description of the pre-school model and the first stage of primary education
until the beginning of the 1990s
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In the 1994-1995 academic year, classes using Spanish as a vehicular
language were discontinued. Classes using Catalan were abolished in the
1996-1997 academic year. This enabled Aranese schools to change over to
the situation permitted by the Resolution of 11 June 1996 mentioned in the
previous section. The result is a model taking Occitan as the vehicular
language as far as the end of the Initial Cycle of primary education. Then,
until the end of primary education, the system alternates the use of the three
languages, where content related to social sciences is taught in Occitan,
mathematical content is taught in Spanish and other content is taught in
Catalan. This situation has become the general language approach
throughout the valley.
In order to understand the resulting state of affairs, a distinction must be
made between the current model, that is the one that has been applied after
the discontinuation of classes taught only in Catalan and Spanish, and the
model as it was before this discontinuation. We have seen that the first
version of the model offered the opportunity to choose one (or another) of the
languages as vehicular until the end of the initial cycle of primary education.
This flexibility was clearly in line with the programme to maintain Occitan and
Catalan without wishing to make any impositions on the majority of families
who have Spanish as their habitual language. In this way, the school’s
Language Plan assumed that, in the light of the pupils’ family linguistic
situation, the majority composition of each class would see home and school
languages coinciding.
In practice, this meant that there were Occitan-speaking parents who chose
classes taught in Spanish for their children and Spanish-speaking parents
who opted for classes taught in Catalan, etc. A variety of situations resulted,
ranging from a model of L1 maintenance (Catalan- or Occitan-speaking
parents choosing the Catalan or Occitan lines respectively) to a model in
which classroom composition was, mildly put, rather mixed in terms of the
family linguistic situation when a large number of Spanish-speaking pupils
were enrolled in a class with schooling in Occitan or Catalan. Finally,
submersion programmes became available in which pupils with a minority
L1 receive tuition in Spanish.
It is clear that the justification of models like the above lies in the avoidance
of any potential conflict between the public administration and the parents of
pupils which might have arisen had Occitan been proposed as the principal
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vehicular language. In a way, then, the Aranese case is an exception in
Catalonia as a whole, and the Administration itself accepts that everything
that is applied to Catalan cannot be applied to Occitan. Still, practice has
shown results to be very different from what had been assumed, eventually
leading to a specifically defined model.16

6.4 Output
6.4.1 Research and Results
To date, very few studies have been carried out on the results of the Aranese
model for dealing with languages in schools. We mention Suïls (2001),
summarised in Suïls, Huguet & Lamuela (2001) and Suïls & Huguet (2003).
This study considered the results in terms of linguistic knowledge of Occitan,
Catalan and Spanish in the 1999-2000 academic year. The results for all
pupils in the valley were observed at the end of each primary education cycle
- 2nd, 3rd and 6th years. Language knowledge was examined by means of
comprehensive tests (ranging from lexical competence to reading and
writing) in order to obtain scores between 0 and 100 points for each pupil. The
family linguistic environment, the language curriculum and intelligence scores
were considered individually.
All this has shown that there are still pupils who were taught in each of the
three languages as a means of learning, as they came from the model where
this differentiation had not yet been applied in favour of Occitan.
In sum, we can observe that the linguistic knowledge exhibited by pupils who
have been taught in Occitan throughout their school careers, from the first
stages onwards, is enhanced in all three languages, not only Occitan,
regardless of the family linguistic environment.

16

- P3 to 1st year of primary education (between ages 3 and 6): Occitan as vehicular language;
presence of Catalan and Spanish, not written, as a subject of teaching for two hours a week for
each non-vehicular language;
- 2nd year of primary education (age 7): Occitan as vehicular language and introduction of written
Catalan and Spanish this year for two hours a week for each non-vehicular language;
- 3rd year of primary education to 6th year of primary education (between ages 8 - 12): teaching alternating the three languages throughout the valley: in general, mathematics in Spanish, content related to social sciences in Occitan and the rest in Catalan
- The learning of French (two hours a week) is introduced in the 3rd year of primary education and
the learning of English (two hours a week) is introduced in the 5th year of primary education.
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That is, even pupils whose mother tongue was Spanish obtained better
results if their schooling had taken place in Occitan rather than Spanish or
Catalan. However, the option in which Occitan was the vehicular language
did not iron out the social imbalance between languages: in all cases,
Spanish was the language where the best average results were obtained
and Occitan always came off worst. The subsequent proposal based on
these conclusions was that the role of Occitan as a vehicular language should
be increased throughout primary education, and that this strategy should also
be extended to secondary education.
Today, in secondary education, only two hours of teaching Occitan are
guaranteed per week. This means that the results achieved in primary
education in terms of the relative balance between the languages are
somewhat reduced in an environment – secondary education – where
Occitan is clearly at a disadvantage compared with Spanish and Catalan.
This is also related to the types of teachers we find in secondary education,
who are generally much more mobile than they previously were and who
often are insufficiently competent to teach in Occitan.

6.5 Additional Information
We also mention Suïls et al (1998) here, summarised in Suïls (2002) and in
Suïls & Huguet (2007). This study investigated the attitudes of the Aranese
towards their native language and showed, in relation to schools, that
schooling in Occitan, which up to that point (1998) had been increasing for
primary school pupils, exerted an effect on language transmission by parents.
This meant that those with school-age children often became involved in the
process, adapting themselves linguistically if they did not have Occitan as
their mother tongue and always showing a clearly positive attitude towards
the linguistic vitality of Occitan.
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7. Trilingual Primary Education in the Balearic
Islands
Maria Juan-Garau and Carmen Pérez Vidal
Universitat de les Illes Balears and Universitat Pompeu Fabra, The Balearic
Islands Spain

7.1 Context
7.1.1 Location
The Balearic Islands form an archipelago situated off the Spanish northeastern coast in the Mediterranean Sea. They have approximately one million
inhabitants. According to the latest sociolinguistic survey (Pons and Sorolla,
2009: 31), 93.1% of the population reportedly understands Catalan, the
community’s autochthonous language, while 74.6% can speak it, 79.6% can
read it and 46.9% can write it (see also Siguan, 2008). These islands have
not been alien to the multilingual wave spreading across Europe and have
thus wholeheartedly embraced the new European perspective regarding
multilingualism and in particular the CLIL approach (see, e.g., Commission
of the European Communities, 2003, 2005, 2008; Pérez-Vidal and EscobarUrmeneta, 2002; Pérez-Vidal, 2009).

7.1.2 Languages
The languages used to teach/learn and interact in the primary classroom in
the Balearic Islands are:
• Catalan, the community’s minority language that has official status and
whose teaching and use has been promoted thanks to normalization
policies;
• Spanish, the official State language;
• English, the main foreign language.
• Catalan and Spanish are typologically closely related Romance languages,
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which have been in contact for years in the Balearic Islands resulting in
linguistic interaction between them, with the influence of Spanish on Catalan
being more perceptible than that of Catalan on Spanish due to the former
language’s weaker position. Virtually every Catalan speaker in the community
is bilingual Catalan/Spanish and thus Catalan, unlike Spanish, has no
monolingual speakers. Over the last decade, the Balearic Islands have
welcomed a large number of immigrants with diverse linguistic origins. In
fact, the percentage of newcomers currently surpasses 40% of the population
(Ramon, 2005), placing the Balearic Islands among the regions with most
immigration in the European Union. For most of these newcomers, Spanish
has been the first language option when interacting with the local community.
English is a Germanic language that is regarded as a foreign language by the
majority of the population, despite the fact that there are quite a number of
English-speaking residents and tourists in the Balearic Islands. The study of
a second foreign language, usually German or French, can be introduced as
from the last cycle of primary education (ages 10 and 11). It is not compulsory,
but fairly common–especially in secondary education.
The Balearic Islands education system (Conselleria d’Educació i Cultura,
2008a) clearly establishes Catalan as the primary language of teaching,
learning and communication in all state-funded schools. They should promote
the use and normalization of Catalan while respecting individual language
rights. The Education Department facilitates the integration of immigrant
children into the autochthonous culture of the Balearic Islands through the
implementation of specific learning programmes to that end.

7.1.3 Schools
At least 40% of primary schools in the Balearic Islands can be considered
bilingual in the sense that non-linguistic subjects are taught through the
medium of Catalan or Spanish, with the remaining schools applying a Catalan
immersion programme (Consell Escolar de les Illes Balears, 2009: 143). The
proportion of Catalan/Spanish used in instruction, however, varies according
to school type.
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Thus, state schools teach mostly through the medium of Catalan, while semiprivate and private schools make comparatively more use of Spanish as the
vehicle to transmit subject content (ibid.: 143).17 At any rate, all schools have
to transmit at least 50% of all content subjects in Catalan. Additionally, an
increasing number of primary schools have introduced a third language as
the medium of instruction of content areas, as explained below.
Two primary state schools, Na Caragol in Artà (Majorca) and Sa Graduada
in Maó (Minorca), started an ‘English Section’ in 1996 and 1997 respectively
within the agreement between the Spanish Ministry of Education and Science
and the British Council to develop an integrated Spanish-English curriculum
in state schools directly under the tutelage of the Ministry.18 These English
Sections constituted a pioneer CLIL initiative in the Balearic Islands.
Successful as their outcome has been, this CLIL model is rather costly and
has not spread further.
The European Sections Programme, an alternative model, has grown
exponentially since it was first launched in the academic year 2004-05. In
2008-09, a total of 119 European Sections were approved in 100 primary
and secondary schools in the Balearic Islands (Conselleria d’Educació i
Cultura, 2008b). The development of the programme in primary education is
provided in Table 7.1 below. The programme has so far been implemented
mostly at the primary school level (with 60% of European Sections in 200809), followed by compulsory secondary education. European Sections have
started to appear in post-compulsory secondary education and vocational
studies in recent times (see Pérez-Vidal and Juan-Garau, in press, for an
account of CLIL programmes at different educational levels in the Catalanspeaking area). The foreign language chosen in primary education has
always been English. A new programme can be started to teach any nonlinguistic area, subject or module of the curriculum totally or partially in the
foreign language chosen. In primary schools, European Sections can be
started as from 1st grade (ages 6-7). Schools taking part in the programme
are state-funded. They can either be public or semi-private. The latter are
often religious.

17

Semi-private schools are partially funded by the State (in this case by the Balearic Islands Autonomous
Government).

18

This was the case of the Balearic Islands before the management of education was transferred to the
autonomous government.
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Table 7.1 Primary European Sections in the Balearic Islands between 2004-05 and 2008-09.
Year

2004-05

2005-06

2006-07

2007-08

2008-09

Number

6

18

34

38

71

Source: Education Department (International Programmes Unit) of the
Balearic Islands Autonomous Government
Some private schools in the Balearic Islands also implement CLIL schemes,
while others offer immersion programmes in a foreign language, mostly
English.

7.2 Input
7.2.1 Pupils
All primary pupils in the Balearic Islands are taught at least three languages:
Catalan, Spanish, and English. Catalan and Spanish are taught as
mandatory school subjects and they are also the medium of instruction of
other content subjects, except at schools with Catalan immersion (around
60% of all primary schools), where only the latter language is used. Some
children additionally have English as the medium of instruction of one–and
occasionally more than one–content subject. In the academic year 2008-09,
a total of 7,410 primary schoolchildren (around 12% of the total) and 150
teachers took part in the European Sections Programme.

7.2.2 Age
Children who have Spanish as their first language are often introduced to
Catalan when they start attending infant school at the age of three, if not
earlier. Children who have Catalan as their first language often start being
formally instructed in Spanish in primary school at the age of six, although
informal contact with the language in the community or through the mass
media is very common. Most infant schools are now exposing children to a
foreign language, English, at the age of three, although it only becomes
compulsory to introduce a third language at the age of six, two years earlier
than previously.
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The early introduction of English in addition to the community’s two official
languages is grounded on the idea that the sooner the foreign language is
introduced the higher the learners’ final attainment will be. Trilingualism is
also expected to place learners at an advantage with regard to their cognitive
development.

7.2.3 Teachers
Primary school teachers in the Balearic Islands have a degree in education
from a teachers’ college. They are all required to be proficient in both oral and
written Catalan and Spanish, which enables them to use either language in
teaching in accordance with the School’s Linguistic Project (SLP). English
teachers either hold a specialized degree or have obtained special
certificates through in-service courses. They are qualified to teach the three
languages. While most primary school teachers are bilingual in Catalan and
Spanish, there are very few English teachers who have English as their first
language and they tend to work in the private sector. However, in statefunded primary schools within the European Sections Programme, English
teachers are normally supported by native language assistants.
The Balearic Islands Autonomous Government has given priority to foreign
language teacher training with special reference to CLIL teacher education.
This becomes apparent when we examine the final report of the quadriennial
teacher training plan for 2004-2008 (Servei de Formació Permanent del
Professorat, 2008). Table 7.2 below summarizes the number of foreign
language related formative events organized by the different Teacher Centres
(Centres de Professorat, CEPs) and by the International Programmes Unit in
collaboration with the Teacher Training Unit (Servei de Formació Permanent
del Professorat, SFPP) at the Education Department. The events are divided
in four interest areas: European Sections, European Language Portfolio,
foreign language knowledge improvement, and dissemination of the
international dimension. Altogether, these activities represent 43% of all
formative events. Moreover, in the new quadriennial plan for 2008-2012,
foreign language teaching–and CLIL in particular–continues to be a high
priority (Conselleria d’Educació i Cultura, 2008c).
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Table 7.2 Foreign language teacher training events organized by the Balearic Islands Autonomous
Government (2004-08)

CEP

CEP

CEP

CEP

IbizaInca
Forment.

Manacor

Minorca

Palma

1

0

1

0

2

97

101

10.9%

10

2

3

3

6

40

64

6.9%

Foreign
language
knowledge
improvement 16

7

11

18

42

24

118

12.8%

1

1

1

2

108

114

12.3%

European
Sections

European
Language
Portfolio

Dissemination 1
of the
international
dimension

CEP

SFPP

TOTAL Percent
over total
events
(N=924)

Adapted from Servei de Formació Permanent del Professorat (2008: 21)
To mention but a few examples of in-service teacher training events, the last
two calls for participation in the European Sections Programme issued by
the Education Department (2008-09 and 2009-10) were accompanied by two
courses (over 200 hours each) aimed at improving the linguistic competence
in English and CLIL methodology of content teachers willing to join the
programme.
It is to be hoped that the new degree programmes currently being introduced
at the UIB, among other universities, which require a minimum level of
English (B2 of the CEFR) to be reached in order to graduate, will improve preservice teacher education–thus facilitating trilingual programme development.
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7.2.3 Teaching materials
According to the Balearic Islands curriculum (Conselleria d’Educació i
Cultura, 2008a), teaching materials, including textbooks, reference books
and other supplementary materials, should be preferably in Catalan. Spanish
and English language courses are naturally taught using materials developed
in those languages.
Materials used to teach Catalan and Spanish or content subjects in those
languages are generally high-quality ones and readily accessible. ELT
materials are also abundant and suitable for classroom use. They tend to
follow a communicative approach to language learning and to include
multimedia ICT resources. However, there is still a dearth of materials
specifically designed to teach content subjects in English. A straightforward
translation of L1 teaching materials is not usually a good alternative and
hence teachers either adapt existing materials or else develop their own,
which may pose a threat to the spread of trilingual experiences as this task
is challenging and time-consuming.
7.2.4 Visualisation
The three languages used in the Balearic Islands’ primary schools are
generally made visible through pupils’ task displays, posters and other types
of classroom decorations as well as through temporal exhibits in school
corridors and halls. School festivals may also include oral activities and
performances in different languages. Increasingly, some primary schools are
updating their websites with trilingual materials, although it is still not always
the case that the entire website contents are available in all three languages.
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7.3 Process
7.3.1 Time
Primary school pupils are taught for at least 25 hours per week. Out of these,
the times allocated to the teaching of Catalan, Spanish, and the foreign
language (English) as school subjects are shown in Table 7.3.
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Table 7.3 Weekly distribution of language teaching hours.

Languages

1st cycle
(6-7 yrs)

2nd cycle
(8-9 yrs)

3rd cycle
(10-11 yrs)

Catalan
Spanish
Foreign Language

4
4
1.5

3.5
3.5
2

3.5
3.5
3

As can be seen, the number of hours devoted to the teaching of the foreign
language gradually increases, while there is heavier emphasis on the
teaching of the community’s official languages in the first two years of primary
education. The Balearic Islands primary curriculum additionally establishes
that a minimum of half an hour per day be devoted to the development of
reading skills.
The use of the three languages as a medium of instruction can vary from
school to school and should always be reflected in the School’s Linguistic
Project (SLP). Decree 92/1997 (Conselleria d’Educació i Cultura, 1997)
establishes that the numbers of hours taught in Catalan should be at least
equivalent to the number of hours taught in Spanish. Overall, there is a
tendency for state schools to teach most content subjects in Catalan, while
semi-private and private schools often teach a higher number of content
subjects in Spanish, as mentioned in Section 3. In schools implementing
CLIL programmes, the number of hours delivered in English can increase
between two and three per week depending on the content subject that is
taught in that language. At any rate, the average number of hours delivered
in the foreign language cannot be inferior to one hour per week.
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7.4 Output
7.4.1 Research and Results
To our knowledge, the linguistic and attitudinal effects of trilingual schemes
as such on primary education learners have not yet been directly evaluated
in the Balearic Islands. A diagnostic assessment of linguistic competence in
the three languages present in the Balearic Islands primary classrooms has
recently been carried out with a sample of 10,547 fourth-grade primary
schoolchildren (Institut d’Avaluació i Qualitat del Sistema Educatiu, 2009).
Preliminary results, on a 100-point scale, appear to indicate that overall
Balearic Islands pupils outstand in Catalan (70.3), followed by Spanish (57.3)
and English (52.2). A relationship has been found between parents’ socioeconomic and cultural level and language attainment, revealing that the
higher the family’s socio-economic and cultural level is the more competent
children appear to be in all three languages. This relationship is especially felt
in the case of the foreign language. The differences observed between
languages, however, become less prominent when the secondary education
level is surveyed.
Schools participate in the initial and final evaluations of CLIL programmes
carried out by the Education Department. At the beginning of the academic
year, they need to present the specific syllabus for the European Section to
the International Programmes Unit at the Education Department. They also
have to reflect the programme within the SLP. The final school report sent to
the Education Department must make specific reference to the development
of the European Section. Finally, an external technical committee is set up by
the Education Department to assess European Section programmes and
decide on their continuity.
Investigation into the linguistic benefits of CLIL programmes in Catalonia and
the Balearic Islands is being carried out within the framework of the SALACOLE Project, a state-funded coordinate project based at Pompeu Fabra
University (PFU) and the University of the Balearic Islands (UIB) whose
leader and PFU main researcher is the second author of this paper, while
the first author is the main researcher at UIB. The overall project aims at
measuring the effects on the acquisition of L3 English of two learning contexts
with undeniable interest, due to their linguistic, social and political impact.
They are the Stay Abroad (SA) in the target-language country and CLIL.
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These contexts are, in turn, compared with the regular Formal Instruction
(FI) in English that students receive in their home institution. The UIB team
is currently collecting and analysing data on the linguistic and attitudinal
effects of CLIL on compulsory secondary education and plans to extend its
research goals to the primary school context in the near future (see JuanGarau, 2009). Preliminary data on the spread of content-based approaches
in the Balearic Islands, with special reference to post-obligatory secondary
education, can be found in Salazar-Noguera and Juan-Garau (2008) and
Borrull et al. (2007).
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8. Trilingual Primary Education in the Southern
Part of Carinthia
Georg Gombos
Carinthia, Austria

8.1 Context
8.1.1 Location
The following report is concerned with trilingual education in the southern
part of the province of Carinthia, Austria, residence of the autochthonous
Slovene minority. The latest census lists some 12,586 speakers of Slovene,
but it is nevertheless estimated that some 30-40,000 people still have some
knowledge of the language.

Languages
The languages spoken in Carinthia are German (state language) and
Slovene (official language). Apart from these, there are a great number of
both Slovene and immigrant languages spoken by individuals. The amount
of mother-tongue teaching for immigrant children in primary schools is very
limited. Slovene is one of the Slavonic languages and the state language of
the neighbouring Republic of Slovenia. As German belongs to the Germanic
languages, the linguistic distance between the two languages is
considerable, although there are a number of words and expressions - and
even some grammatical features - in the Austrian German dialect forms
spoken in the south of Carinthia that can be traced back to the influence of
Slovene.
English is taught in the Austrian school system from primary level onwards.
So, in this respect whenever we speak of bilingual schools in Carinthia, we
mean schools that offer German and Slovene as a subject and as a medium
of instruction. In addition, English is compulsory throughout Austria, so in
effect we could also speak of trilingual schools. Still, this term is currently not
being used.
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8.1.3 Schools
In order to be able to compare the different educational provisions of several
European countries, one has to be aware of the ages at which children enrol
in the different school forms. In the first three years of education, children
aged three to six may visit kindergarten. Primary school starts at the age of
six and lasts for four years. Kindergartens in Austria are managed by the
authorities of each of the nine counties (Bundesländer) – Carinthia being one
of them. Each county has a separate law on kindergarten education. Each
municipality is responsible for its own kindergarten. The Austrian government
passed a law in June 2009 that makes the last year prior to primary school
obligatory as well as free of charge. In other words: the first two years are not
obligatory and a fee is charged.
The so-called Minority School System (Minderheitenschulwesen) applies to
the region where the ethnic Carinthian Slovene minority lives. It is based on
Article 7 of the State Treaty of 1955. The State Treaty does not cover
kindergarten education and consequently the Minority School System does
not do this either.
The municipalities which belong to the designated area can offer bilingual
groups (maximum size: 25 children with two teachers) but due to political
pressure, only a few have done so in the past decades. The situation has
improved slightly and currently some 8 municipalities now offer bilingual
education. One of the reasons for improvement was the foundation of private
bi- and trilingual kindergartens as a reaction to the refusal of some
municipalities to set up bilingual groups. Some municipalities lost children to
these private bi- and trilingual kindergartens. These kindergartens are
subsidized by local and federal government and at times they have also
received funding from the EU. The local government passed a law in 2001
that provides the framework – also the financial framework – for the private
bi- and trilingual kindergartens (Kärntner Kindergartenfondsgesetz für private
zwei- und mehrsprachige Kindergärten). There are nine kindergartens, in
which approximately half of the time is devoted to Slovene and the other half
of the time to German. In addition, two of these kindergartens offer half a day
in Italian and one kindergarten half a day in English.
In Austria, primary school starts at the age of six and lasts for four years.
Most schools are run by the state and the county; there are only very few
private schools.
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The law provides for an “approximately equal amount” of teaching in Slovene
and in German in the bilingual schools, but this is not really practised
everywhere. The reasons for this are manifold: the attitudes towards the
Slovene language expressed by teachers, parents or by the head teacher
may not always be favourable. On the other hand, the teachers may find it
very difficult to teach highly heterogeneous groups of students when it comes
to Slovene language competence. They are certainly poorly trained for that
challenge. A lack of adequate teaching materials and the need to produce
them on the way may also add to the weakening of the Slovene language.
In contrast to this negative tendency, there are also positive trends where
teachers try hard to meet the requirements and teach approximately half of
the time in Slovene. One good example is the private primary school
Mohorjeva Hermagoras in the county’s capital Klagenfurt, where the
languages of instruction are changed on a daily basis: one day Slovene, the
next day German. Another example is the public primary school in Klagenfurt
that alternates the language of instruction on a weekly basis: one week in
Slovene, the other week in German.

8.2 Input
8.2.1 Pupils
As for the pupils, it must be said that the parents have to declare whether or
not they want their child to learn Slovene. This personal declaration principle19
has divided the population ever since its introduction in 1958, leading to
diminishing attention for Slovene. The situation has changed in the past
decades, however: in 1958 about 21% or 2094 pupils were registered, and
the all-time low was seen in 1975/1976 with about 14% or 1224 pupils. From
then on, the percentage of pupils that attend bilingual classes has risen
steadily to about 41% or 1853 pupils in the school year 2007/200820.
Nevertheless, the number of pupils shows the decline in absolute numbers.
Another phenomenon has to be mentioned in this regard: the language
competence of the pupils in Slovene is drastically diminishing, in addition to
increasing numbers of German-speaking families (with or without a Slovene
ethnic background) that find bilingual education attractive.
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See also Mercator Regional dossier: Slovene, p. 6f.
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Wakounig (2008), p.317
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8.2.2 Age
Ideally, children receive bilingual Slovene-German tuition right from the start
(age six). As for trilingualism, it must be mentioned here that English has
become an obligatory subject in Austrian primary schools, also in the minority
schools. In the Austrian context, one would not call a school ‘bilingual’ just
because it has English lessons in its curriculum. The term ‘bilingual’ is
reserved for ethnic minority schools or for schools that have a clearly bilingual
programme with a significant number of lessons in the target language
(CLIL). Likewise, bilingual schools with Slovene and German would not call
themselves trilingual, although they also offer the obligatory English lessons.

8.2.3 Teachers
Teachers are trained at the local teacher training institution (Pädagogische
Hochschule Kärnten). Students wanting to become primary school teachers
follow lectures and seminars for teaching English in their bachelor curriculum.
As most of the subtopics are integrated with other curriculum topics, it is
impossible to determine the exact number of credits (ECTS) to be awarded.
Nevertheless, the curriculum would seem to be in need of some reforms in
this respect. In addition to the bachelor curriculum, students can either
choose to become bilingual teachers or choose to become teachers of Italian
(both are optional).
The new curriculum for the bilingual Slovene-German course of 2007
comprises 54 ECTS and lasts for four years, the last year being spent as
training on the job. As most of the lectures and seminars are held in Slovene,
the teachers are required to have a command of Slovene at the B2 level of
the Common European Framework for Languages when entering the course
(assessed through oral as well as written tests) and they have to reach C1
by the third semester.
The curriculum comprises modules including the following topics: language
acquisition (6 ECTS), intercultural learning (6 ECTS), methodology and
school practice for team teachers (3 ECTS), methodology for bilingual
teachers (18 ECTS), heterogeneity/interculturality and bilingual school
practice (12 ECTS), culture and identity in the bilingual area (3 ECTS), and
finally literature and reading comprehension enhancement (6 ECTS).
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All teachers speak fluent German. Concerning English, it can be observed
that the older teachers who have to teach English have had no initial training
- and probably very little in-service training – and also that their younger
colleagues have certainly received insufficient training. In some cases, Italian
is reported as L3 (or L4 because English is obligatory anywhere anyway). In
addition, there may be some L1 Italian speakers, but they certainly form an
exception.

8.2.4 Teaching materials
Teaching materials for Slovene are not sufficiently available. This can also be
attributed to the heterogeneous character of language competence
demonstrated by the pupils. Some materials have been developed by the
teachers and subsequently published, and other materials are developed by
the teachers on a day-to-day basis according to their needs. There are,
however, sufficient materials available for English.

8.2.5 Visualisation
Visualisation is a highly topical issue in Carinthia, as can be witnessed in the
conflict concerning the refusal formulated by the local government to put up
bilingual place name signs (in defiance of the law). Likewise, there are
schools where the visualisation of the Slovene language is hindered and may
cause conflict. Nevertheless, these phenomena seem to fade out slowly, but
there are certainly no coordinated efforts to visualise the Slovene language.
Visualising English, on the other hand, is no problem and may take place as
the teacher deems fit. But here again, no coordinated strategy has been
formulated.
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8.3 Process
8.3.1 Time
English is taught for 32 lessons per year in the first two years of primary
education and for one lesson per week in years 3 and 4. As the English
lessons have to be provided by the class teacher, the allocated time can be
split up according to the needs of the teacher and the children.
For Slovene, the law speaks of an “approximately 50:50” division, but this is
hardly ever realised in practice. The new person in charge at the
“Landesschulrat” (Regional School Authority) is currently trying to realise a
50:50 split, but encounters difficulties from all sides.
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8.4 Output
8.4.1 Results
There is a general lack of evaluation, which makes it difficult to speak of any
clear results. Some assessments are positive, as in the example set by a
primary school in the provincial capital Klagenfurt. This school teaches in
Slovene one week and in German the next, leading to better results as
reported by the teachers. There is certainly a need to devise adequate
evaluation tools for future assessments.

8.5 Additional information
Apart from bi- and trilingual language teaching within the framework of the
Minority School System, there are some primary schools that offer Italian as
an additional foreign language.
The project “Three hands” (“Drei Hände-Tri roke-Tre mani”) is a cross-border
trilingual project in the border area of Austria, Slovenia and Italy. It was started
in 2006 in the three kindergartens of Nötsch (Austria), Kranjska gora
(Slovenia) and Tarvisio (Italy). These villages/towns are situated together
within a range of some 35 kilometers. In the current school year (2009/2010)
there are two groups of kindergarten children per kindergarten (involving
about 150 children) who take part in the project in which the teachers teach
their L1 in the neighbouring country. In this way, the children have one half
day of Slovene and one half day of Italian per week (seen from the Austrian
perspective). In the course of the current 2009/2010 school year, the project
has been launched in the primary schools of the three villages/towns
mentioned above. It is generally hoped that the project will be successful and
that the initial two hours of Slovene and two hours of Italian per week will
signal the start of a promising future. Thus, it is hoped that more language
teaching will become possible in the longer term.
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9. Trilingual Primary Education in Luxembourg
Sabine Ehrhart
Université du Luxembourg, Luxembourg

9.1 Context
9.1.1 Location
The greater Luxembourg region has been the continuous meeting point of
two spheres of cultural influence: Germanic and Romanic. These different
populations were geographically distributed according to their language.
Roughly speaking, the Eastern part spoke a Germanic language and the
Western part a Romanic one, but as early as the Middle Ages, a bilingual
teaching system united both linguistic groups. As everywhere in Europe, at
this period, education was restricted to a very small group of people and
organised by the Church. Bilingualism in this case could mean either German
or French in combination with Latin.
After the Napoleonic Wars, at the Congress of Vienna (1815), new borders
were drawn in the region and new states emerged. The Walloon (Frenchspeaking) district was incorporated into the Kingdom of Belgium in 1839 and
the now smaller country of Luxembourg received the territorial limits that are
recognised today. Since that rearrangement, nearly all of its population was
Germanic-speaking. However, French was kept as the written language for
official purposes and also in higher education.21
Today, the more rural eastern and northern parts of the country may have a
slight preference for the two Germanic languages (German and
Luxembourgish) whereas the more industrial South (close to the French
border) as well as the rather cosmopolitan city of Luxembourg tend to be
closer to French. Nevertheless, the same type of trilingual primary education
is given everywhere in the public school system throughout the country.

21

See also Gilles & Mounin 2003, Rapport National Luxembourg 2005, Profil de la politique
linguistique éducative 2005-2006 ; Horner & Weber 2008; Weber 2008; Fehlen
(different publications, see references) and Ehrhart (forthcoming).
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For an observer coming from outside the small country – with only 2500
square kilometres and a population of roughly 500 000 people - it is puzzling
to see how much variety exists on the individual level: each Luxembourger
has his or her special combination of language biographies.
9.1.2 Languages
According to the Loi du 24 février 1984 sur le régime des langues,
Luxembourgish is the national language of all Luxembourgers, French is the
language of legislation, and French, German and Luxembourgish are the
languages of administration and jurisdiction. In the EU, Luxembourgish has
the status of a treaty language, but not of a working language.
The vision of the Ministry of Education on the matter of linguistic diversity
expresses the following: “The country’s official languages are
Luxembourgish, French and German. For Luxembourg, this trilingualism is
vital, for reasons of its intensive exchanges with its neighbouring countries as
well as the country’s geographical position on the crossroads of two major
linguistic spaces, the German and the French. The language of the
Luxembourgers is Luxembourgish. The main language used between
Luxembourgers and foreign language fellow citizens is French. The teaching
of languages holds an important place in Luxembourg’s educational
system.”22
Since the beginning of the 20th century, immigration has been playing a very
important part in Luxembourg’s economic and demographic development.
Currently, Luxembourg’s population is defined by an extremely high
percentage of foreigners: some 40% of the entire population and more than
65% of the active population do not have the Luxembourgish nationality. The
Portuguese-speaking community is especially important within this group.
This demographic evolution has made the language situation still more
complex. Fernand Fehlen quotes Nico Weber discussing Luxembourgish
language use and society: ”French is what keeps it together, multilingualism
(and polyglossia) is what keeps it going, and Lëtzeburgish is what keeps it
apart.” (Fehlen 2009c:3)
Because of the important demographic changes as a consequence of
migration during the last decades, the ecology of the Luxembourg school
population fits less and less into tradition-based language planning: more
than half of the school population does not speak Luxembourgish at home 22

Homepage of the Luxembourgish Ministry of Education. www.men.lu. Download 14th July, 2009.
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which nevertheless is the first school language in preschool - and only about
four percent of the population declare German as their first language (Fehlen
2009b), although this is the language of basic literacy for everyone.
While only 20 percent of the people have French as a first language (Fehlen
2009b), this language is used more and more frequently as pupils increase
in age. French is dominant in most branches of secondary education, not
only as a teaching subject, but as a medium for subject learning as well.
Therefore, most of the pupils in Luxembourgish schools (as do most of the
workers in the country’s offices and workshops) use their L2, L3, L4 and L5
(second, third, forth, fifth language and so on, in the sense of the introduction
of this language into their lives) for important parts of their everyday
communication.
The above issues present an enormous challenge to educational language
planning as well as the maintenance or the creation of a sustainable
language ecology. Strong initiatives have been taken within the Ministry of
Education to find new paths (Plan d’Action Langues pour le Réajustement
des Langues à l’Ecole see Ministère 2007, Initiative on Language
Awareness/Ouverture aux langues) in order to stimulate the interlinguistic
and cross-cultural communicative competences of the entire school
population and their teachers. For the first time in the school system, the
directives of the new government constituted in the summer of 2009 indicate
the possibility for larger groups of students to choose a type of education
with less linguistic diversity (for instance, more French for those with another
Romance language as one of their home languages). This proposition will
have to be studied carefully as it includes the risk of creating a two-tiered
education system based on the languages taught and studied at school.

9.2 Input
9.2.1 Schools - students - age
The most striking point of the Luxembourgish school system is the number
of languages used for all the 47336 elementary school pupils aged 3 to 12
(numbers for the school year 2009/2010) and their order of introduction. The
system is solidly based on a trilingual structure, and the order of introduction
is as follows.
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Early childhood education from age 3 to 4 is optional, preschool education
from 4 to 6 is compulsory (presently, in September 2009, the system is
undergoing changes in its organisation). At this stage, from ages 4 to 6, the
language of schooling is Luxembourgish. Primary education is intended for
pupils between 6 and 12 years of age; reading and writing is taught in
German and the principal teaching language for grades 1 to 6 is German.
From the second half of grade 2, when they are 8 years old, children begin
to learn French. There are special linguistic arrangements for the great
number of newly arrived pupils and also for children with a migration
background for whom parents have chosen an additional option in another
language (for instance, there are Portuguese classes within the framework
of public schools and also on private initiatives).
Secondary Education for pupils from 12 to 17 years of age is compulsory.
This can take place either through technical secondary education or through
classical secondary education. According to the National Curriculum, a good
knowledge of German and French is required in the first year. English is
taught from the second year onwards. Subject learning is officially done
through French and German; only physical education may be taught in
Luxembourgish. Generally speaking, German is still more strongly present in
grades 7 to 9, but from grades 10 to 13 French becomes the main ‘vehicular
language’. After the age of 6, that is to say during primary and secondary
education, Lëtzebuergesch – the “national language of the Luxembourgers”
according to the 1984 law quoted above is hardly ever mentioned in official
texts and official school practice as the language of instruction, but it is very
much present in oral communication, inside and outside the classroom.
The plurilingual educational system in Luxembourg is older than theories
regarding age-factors (see the paragraph on history in part 1), and as such
it is impossible to explain its creation through this rationale. despite a
common perception Despite a common perception that earlier exposure to a
language leads automatically to greater competency, according to our
personal observation, there does not seem to be a clear causal relationship
between a very early starting age for exposure to a particular language and
the actual competency in the observed language. French starts earlier than
English, but in quite a few cases of learner biographies, there seems to be
less inhibition towards the latter. Nevertheless, further studies of the
plurilingual learning strategies employed by Luxemburgish pupils should be
conducted: these may shed greater light on age influences and on the impact
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of the different types of plurilingual introduction scenarios not only on the
actual motivation to learn and use a language but also on the learning
outcomes. These studies should make a clear distinction between the
students’ representations of their use of the different languages and the
actual ease with which they use them.

9.2.2 Teachers
Pre-service-training
As the entire school system is at least trilingual, students wishing to join the
4-year Bachelor Programme in Educational Sciences, the programme
proposed by Luxembourg University for teacher education, are supposed to
have sufficient knowledge of the country’s official languages upon arrival at
the university. They have to pass admission tests in French, German and
Luxemburgish. For German and French, a near-native command is
demanded, and for Luxembourgish a high level in oral communication (both
active and passive) is required.
The University of Luxembourg defines itself as a trilingual university with
classes taught in French, German and English. Before the creation of the
Master Programme in Luxembourg Studies, Luxembourgish was not taught
as a subject, nor used as an official medium of instruction in higher education.
However, Luxembourgish has always been frequently used for oral
communication, especially in the teacher education programmes. The
frequency of its use depends on the linguistic competences and also the
preferences of the teachers and the students.
An important variation concerning linguistic preferences can be observed as
well: not only among teaching staff (at the university, most teachers are
trilingual, but this may not necessarily be so in all cases) but also among the
students themselves. Students coming from migrational backgrounds with a
Romance language frequently spoken at home often have a slight preference
for the use of the French language, both in their oral contributions and for the
writing of academic texts within their educational training. I have experienced
this myself when I set my students certain homework tasks without specifying
the language to be used. This attitude may be attributed to the traditional
Luxembourgish belief that romanophone pupils (speaking either Italian,
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Portuguese, Spanish or another Romance language) are automatically good
at French in school.
Every student in the programme needs to complete a compulsory stay of 6
months abroad and presently, the Bachelor programme is encouraging
students to go to countries where one of their ‘weaker’ languages is spoken.
In the new government programme (summer 2009), future secondary school
teachers are asked to spend at least 4 semesters in a country where the
language they will teach is an official language (in reality, most of them tend
to stay longer: up to 4 or 5 years).
In addition, some teachers of Luxembourgish origin are being trained in
Belgium, in French-speaking parts like Virton or Arlon. These teachers tend
to be slightly more motivated to use French spontaneously in their
conversations with pupils, but they also teach through German and
Luxembourgish - like the others. Another important group of Luxembourgish
teachers are trained in the German-speaking parts of Belgium around Eupen,
and they are usually closer to the Germanic languages.
Although there is no official qualification for Luxembourgish yet (a programme
aiming at the formation of teachers for Luxembourgish as a foreign language
is being developed presently), it is important to note that the use of the
Luxembourgish language is essential for everyday life at the (pre)schools, as
this is the most common language of communication for everyday life in the
institution. Students need Luxembourgish for their teaching fellowships:
without the command of this language, they would not be able to do their
jobs well, which entails establishing a good relationship with their classes,
their colleagues and with parents. Consequently, most of the candidates for
the teacher education programme are Luxembourgish nationals: for the class
of 2009-2010, 126 out of 133 students are Luxembourgers. The others
maintain close links to the country and show a good command of the
Luxembourgish language.
There is no special in-service training on language proficiency as teachers
are supposed to have a qualification to teach in all three languages.
Nevertheless, the SCRIPT (Service de Coordination de la Recherche et de
l´Innovation Pédagogiques et Technologiques) regularly offers courses on
language awareness as well as linguistic and cultural diversity for all
teachers. The Formation Pédagogique does this for secondary school levels.
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9.2.3 Teaching Materials
As for the written material, German is the dominant language for primary
schools. Only very few publications are available in Luxembourgish and only
few children’s books have been published in this language. Most teachers
regularly read publications on pedagogical issues in German, French and/or
English. For secondary schools, the number of books in French increases
progressively with the age of the students.
The Ministry has made an effort to publish books using several languages,
especially for preschool levels. The languages used for this purpose are
Luxembourgish, French, German, English, Portuguese and some other
languages. Preschool teachers are used to reading aloud to their pupils in
Luxemburgish by directly translating from books that are written in German
(or sometimes French).
In primary school, most books for pupils are in German. Pupils with
insufficient knowledge of this language may be invited to consult French
books while the others treat the matter in German or Luxemburgish.
Parents with migrational backgrounds tend to use books in their mother
tongue(s) as a personal addition, for instance geography books in
Portuguese, in order to give their children information about their family’s
country of origin.
Only few books are based on the concept of plurilingual competences as it
is proposed by the CEFR (such as for instance books using several
languages together). Some German books have chapters on language
awareness with some indications on loan words or phonetic diversity in
comparison to other classroom languages.

9.2.4 Visualisation
This section illustrates how the three languages are made visual in the
classroom and the school building. There is a growing tendency in
Luxembourgish schools not to restrict the number of languages to three, but
to add English as well. On some occasions, more class languages are used
(although not all of them are used and although this is done during a
restricted period of time).
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The ‘language line’ is an example for taking into account the diverse language
ecology of the classroom: during an activity for the 6-year-olds, children were
asked to put a coloured dot behind their names: yellow = Luxembourgish,
dark blue = German, dark green = French, bright green = Yugoslavian
(meaning Serbian and Croatian), bright blue = Italian, red = Portuguese. They
then had the possibility to draw a line towards their best friend(s) in the main
language they used for communication.23
The three languages are also made visual on the school’s website. In
general, the websites are in Luxembourgish, with frequent quotes in German
and some in French. There is no translation and no indication for the
transition from one language to the other (for an example, visit:
www.schoulscheffleng.lu).

23

See illustration. In several other sessions, more and more lines were added (not seen in the
illustration). The credits for the activity and for the photo go to Renate Leibenath, Isabelle Kayser and
Christiane Tonnar.
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9.3 Process
9.3.1 Time
Here we describe how much time per week is spent on teaching in the first,
the second and the third language respectively.
At primary school, pupils are offered 5 to 8 German lessons per week,
depending on their age. French is taught at an introductory stage in form two
after Christmas (the children are about ( years old) with varying hours, and
from form three onwards (for students over ) years) it is taught 7 hours a
week (approximately 1000 lessons during the whole of primary education).
According to the official texts, Luxembourgish language and culture are
taught 1 hour per week, but its real use as a learning subject varies
significantly. Its use as a medium of instruction is supposed to be much
higher.
Altogether, the teaching of languages takes up 39,4% of all available teaching
time at primary school (Division p. 15). Some observers note that this
percentage is well above the international average and they argue that it
might take away teaching time from the non-linguistic disciplines. As a matter
of fact, this argument is unconvincing as solid linguistic levels are needed
for understanding the disciplines that are taught in a language other than
Luxembourgish, according to the official curricula.

9.4 Output
9.4.1 Results
There is no - or only very little - discussion about trilingual primary education,
but all the more about trilingual secondary education. Luxembourg’s rather
negative results in the international PISA and PIRLS tests have led to
discussions about the contribution of multilingualism to these scores.
Trilingualism as such is considered to be an asset, and Luxembourgers are
frequently heard saying that their country is too small to use only its own
language; they feel they should know the languages of their bigger
neighbours.
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The transition between pre-primary education and trilingual primary education
is a focal point in the educational system. A doctorate study by Renate
Leibenath (from the LACETS du LCMI research group at Luxembourg
University) tries to shed greater light on this question, especially on the
transition Luxembourgish-German for people with a non-Germanic home
language.
The transition between trilingual primary education and secondary education
slowly proceeds from more German to more French, with an official
introduction of English as a foreign language and with very little official space
for Luxembourgish. Below, we present the time-table of one student in the
secondary system to illustrate this issue (figure prepared by Marie-Anne
Hansen-Pauly). It must be borne in mind here that there are different types
of schools with highly varying programmes and that this is just one example.
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10. A Trilingual School in North Frisia
Alastair Walker
North Frisia, Germany

10.1 Context
10.1.1 Location
The area under discussion in this report is North Frisia, situated in the northwest of Schleswig-Holstein in Germany. The school being reported on is the
Risum Skole/Risem Schölj/Risum Schule (the name being given in Danish,
Frisian and German respectively) in the municipality of Risum-Lindholm.

10.1.2 Languages
Schleswig-Holstein is especially interesting from a linguistic point of view as
six languages are spoken here: Frisian, Low German, High German, Jutish,
Danish and Romani. All languages are also spoken in North Frisia apart from
Romani. Frisian, Low German and High German are West Germanic
languages. Danish and Jutish are North Germanic languages. (Jutish is
usually considered a Danish dialect which does, however, differ strongly from
standard Rigsdansk.) Romani is an Indo-Aryan language.
In the Risem Schölj the languages used both as subjects and for teaching are
Frisian, Danish and High German.

10.1.3 Schools
Frisian is at present taught in approximately 20 schools in North Frisia,
principally as a subject although in the occasional school it is also sometimes
used as a medium of teaching. The Risem Schölj in Risum is, however, the
only school which expressly uses Frisian as a medium as part of its didactic
concept. Danish is used in all schools belonging to the Danish minority as the
(principal) medium of instruction and in some schools in the German state
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system as a subject. Jutish, the indigenous Danish dialect, is not taught in
school. Low German is taught in some schools on a voluntary basis. Romani
is used in three schools in Kiel.
There are no statistics available as to the possible configurations of
trilingualism in schools in Schleswig-Holstein, although in all cases (apart
from Risum) the trilingualism will only be weak. There are possibly schools
within the state system which offer lessons in one or more of the languages
Danish, Frisian and Low German, but these cannot be considered part of a
conscious concept of indigenous trilingualism. There is a further school from
the Danish minority which offers Frisian classes, but again this is not within
a conscious concept of trilingualism. Thus, the only school which consciously
offers a trilingual programme is the Risem Schölj in Risum.
The Risem Schölj is situated in a rural community and officially belongs to the
Danish school association. The Danish schools are an alternative to the
German state schools and are on an equal standing with these, their
qualifications being recognised in German institutions. As from 1st August
2008, the school has been officially divided into two sections: the primary
section (classes 1-4, ages 6-10) and the secondary comprehensive section
(classes 5-9, ages 11-15).
The school is conceived primarily for the Frisian people but is willing to accept
any child from the surrounding area in its intake. The definition of trilingualism
here is that all three languages have an equal status in the school. The aim
is to show children that Frisian can be used in all situations similar to Danish
and German, and that regional identity and language, in this case the natural
multilingualism of the area, are closely linked to each other.
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10.2 Input
10.2.1 Pupils
The primary school has 23 pupils and the comprehensive school 17 pupils,
giving a total of 40 pupils. All pupils in the school are taught the three
languages. In North Frisia as a whole, approximately 925 pupils are taught
Frisian (although in general only 1-2 hours a week) as well as High German.
As the percentage of pupils in the Risem Schölj with competence in Frisian,
Danish, Low German and High German varies over the years, the situation
in the school year 2009/2010 will be quoted here.
At present, 25% of the pupils have Frisian as a mother tongue, which is
equivalent to 10 such pupils. A further 50% come from families in which
Frisian is (partly) used; 25% have no background in the Frisian language.
No pupil is a native speaker of Danish and only 2.5%, i.e. one pupil, comes
from a family where Danish is (partly) used.
5%, i.e. 2 pupils are native speakers of Low German, whereas 60-80% still
have some Low German in their families or surroundings. It would, however,
appear that pupils no longer learn Low German from their natural
surroundings.
All pupils have an active competence in High German, which they use and
hear every day.

10.2.2 Age
Children first attend kindergarten from 7 a.m. to 2 p.m. This is an integral
part of the Danish school system beginning at the age of three. Here,
practically 100% of the work is through the medium of Danish. Up to 2006,
some hours were spent each week working systematically with Frisian, but
this was discontinued. This was, however, reintroduced in August 2009 with
two hours a week, but parents have to sign a written agreement to allow their
children to participate in the Frisian lessons. High German is not officially
used in the kindergarten as pupils have sufficient contact with the language
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outside. It is, however, sometimes used to aid communication. Thus, by the
time children leave kindergarten, they are used to using three languages.
The rationale for the trilingualism is to depart from the nationalistic way of
thinking whereby Frisian is seen principally as an independent language.
Frisian is part of the multilingual society in North Frisia and this should be
reflected in school. The three languages are given equal status in school,
and to a certain degree in kindergarten, which does in effect mean raising the
status of Frisian relative to its standing in society.
Various methods are used to teach the three languages:
a) the teachers are Frisian or Danish speaking and thus each one is a person
of linguistic reference for the pupils;
b) the languages are taught as subjects in the respective languages;
c) High German is used to aid comprehension if necessary, and also when
working with German texts to discuss a certain point or subject matter.
In school, Frisian is used partly in normal tuition as a medium. It is not
introduced as a subject until the third year although it is often used in other
lessons with Frisian pupils.

10.2.3 Teachers
There are five teachers at the school, one of whom is working half-time. This
number is needed in order to be able to teach all subjects in all nine classes.
Of the five teachers, three are Frisian native speakers with a Frisian cultural
background, one is a native speaker of High German from South Schleswig
who has also learnt Danish, and one is a Danish native speaker from South
Schleswig.
Two teachers studied Frisian at the teacher training college (now university)
in Flensburg; the others had no Frisian in their training.
No formal qualifications are demanded pertaining to competence in the
languages. All teachers do, however, have to be competent in at least Danish
and German. It is the headmaster’s decision as to which colleagues will be
employed.
All five teachers can understand, speak, read and write Danish and High
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German. The three Frisian teachers also have this competence in Frisian.
Both of the Danish colleagues have a fair knowledge of Frisian with an ability
to read but not to write the language.

10.2.3 Teaching Materials
The three languages being taught cannot be put in an order of priority as 1st,
2nd and 3rd languages as all are treated equally. The teaching materials for
Danish and German are as used in the respective German and Danish state
schools. The Frisian teaching materials have been developed on the
premises, there being a good collection created by the former headmistress
Marie Tångeberg. The audio-visual material available are films made in the
village and on the spräkeräise (language trips) to other linguistic minorities.
(Every other year the Frisian association Friisk Foriining organises a trip for
approximately 30 people of all ages from Risum-Lindholm and the
surrounding area to a linguistic community such as the Slovenes in Carinthia,
the Gaels in Scotland, the Welsh in Wales, the Irish in Ireland, the West
Frisians in the Netherlands, the Rhaeto-Romans in Switzerland and the
Bretons in Brittany.)

10.3 Process
10.3.1 Time
The number of lessons taught in school are as follows: 1st year = 20, 2nd
year = 24, 3rd year = 29, 4th year = 30, 5th-9th year = 31lessons. Each
lesson lasts 45 minutes.
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The number of lessons in which Danish and German, the indigenous
language Frisian and the foreign language English are taught as subjects
are as follows:

Frisian

Danish

German

English

class 1

0

7

3

0

class 2

0

8

6

0

class 3

2

7

6

0

class 4

2

6

6

1

class 5

2

5

5

4

class 6

2

5

5

4

class 7

2

4

5

2

class 8

2

4

5

2

class 9

2

5

5

2

In formal teaching, the three Frisian teachers teach primarily through the
medium of Frisian, the basic pedagogical model, however, being that of a
dynamic interchange of languages throughout the lesson, using Danish and
German as support measures, according to the needs of the linguistically
heterogeneous class. Perhaps this concept can be considered a forerunner
of what is now known as “translanguaging” (García 2009). The two Danish
colleagues teach through the medium of Danish, using German as a support
measure. Thus, approximately 50% of the teaching is in Frisian and 50% in
Danish. High German is a subject and is also used as a support measure, i.e.
when the pupils need to have something explained in German. Similarly,
when the material for certain subjects is in German, then the teaching can
also take place in this language.
In informal situations the three Frisian teachers usually speak Frisian with
the Frisian speaking pupils and often with the other pupils. The two Danish
teachers usually speak Danish with all pupils.
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11. Trilingual Primary Education in the Valencian
Community
Maria Juan-Garau and Carmen Pérez Vidal
Universitat de les Illes Balears and Universitat Pompeu Fabra, Spain

11.1 Context
11.1.1 Location
The official name of Valencian Community applies to the territory along the
mid eastern coast of Spain including three provinces, from north to south:
Castelló, València and Alacant. The Valencian Community has an innermost
area where Spanish is predominantly spoken and a coastal area where
Catalan, or Valencian (as it is most currently called), is generally spoken.
According to the latest sociolinguistic survey (Pons and Sorolla, 2009: 31),
78.2% of the population reportedly understands Valencian, the community’s
autochthonous language, while 57.6% can speak it, 54.9% can read it and
32.5% can write it (see also Siguan, 2008).
Languages
The Valencian education system establishes that learners should be able to
use both Valencian and Spanish properly by the end of compulsory
education. These two romance languages share official status in the
Valencian Community and are typologically closely related. The normalization
of Valencian has been fostered for more than twenty-five years now through
different bilingual education programmes, which have laid the foundation for
the current trilingual education system, as explained in the following section.
English, a Germanic language, is by far the most common foreign language
taught as a school subject and it has additionally become a medium of
instruction of one or more other subjects in an increasing number of
Valencian schools over the last decade, giving rise to trilingual education
schemes.
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Schools
In the Valencian Community the mainstream education system is organized
along linguistic lines or programmes following Decree 79/1984 (Consell de la
Generalitat Valenciana, 1984). In the predominantly Valencian-speaking
area, and similarly to historical developments in Catalonia, in 1983 a law
regulating the use and teaching of Valencian (Presidència de la Generalitat,
1983) was issued which provided for two linguistic lines (Vila, 2008: 36-37):
1.The Teaching in Valencian Programme (Programa d’Ensenyament en
Valencià, PEV), in which Valencian is the by default language of instruction,
hence recommended for Valencian-speaking children, and Spanish is
taught both as a compulsory linguistic subject and as the medium of
instruction of curricular subjects.
2.The Progressive Incorporation [into Valencian] Programme
(Programad’Incorporació Progressiva, PIP), in which Valencian is taught
both as a compulsory linguistic subject and as the medium of instruction of
curricular subjects and Spanish is the language of instruction by default.
This programme is recommended for Spanish-speaking children.
Later on in the 1990’s a new linguistic line was launched for primary
education only:
3.The Linguistic Immersion [in Valencian] Programme (Programa d’Immersió
Lingüística, PIL), aimed at students whose first language is not Valencian
and in which teaching is carried out in Valencian, adopting an immersion
methodology, with Spanish being introduced progressively from the third
year of primary school as the medium of instruction. The natural follow up
for this line in secondary education is the PEV.
In the Spanish-speaking area, the Basic Programme, in which Spanish is the
medium of instruction and Valencian is a compulsory language subject, is
also available. According to Vila (2008: 37), though, education through the
medium of Valencian is only available in the Valencian-speaking area in
practice. The figures for the teaching in Valencian amount to 24.2% of the
population (ibid.: 37), most of it being found in the public sector primary
education.
Early education in foreign languages, or plurilingual education, as is called in

174

trilling 2_Opmaak 1 22-03-11 17:47 Pagina 175

Valencia, has been introduced by means of the Enriched Bilingual Education
Programme (Programa d’Educació Bilingüe Enriquit, PEBE), which can be
combined with the other existing schemes (PEV, PIL, PIP). This programme
allows for the introduction of English as the medium of instruction of content
subjects at age six, when children start primary education, for 1:30 hours
weekly. Schools adopt the PEBE on a voluntary basis with no extra funding
or human resources allocated to them (Conselleria de Cultura, Educació i
Ciència, 1998; for similar programmes in other Spanish autonomous
communities see Pérez-Vidal, 2009; Pérez-Vidal and Escobar-Urmeneta,
2002; Pérez-Vidal and Juan-Garau, in press).
In the year 1998-99, 53 schools adopted the PEBE. Since then numbers
have steadily increased up to the current figure of 291 primary schools in the
whole of the Valencian Community distributed as Table 11.1 shows: 35 in
Alacant, 44 in Castelló and 212 in València. Vila (2008: 37) emphasises the
fact that: “in this latter year [2006], the majority of schools applying the PEBE
were public centres with the Valencian programmes (PEV/PIL)”, implying that
bilingualism seems to pave the way for plurilingualism.
Table 11.1 Schools in the PEBE programmes in 2008-09.
PEV

PEV/PIP

PIL

PIL/PIP

PIP

Bàsic E

Total

ALACANT

12

6

1

8

8

0

35

CASTELLÓ

25

0

8

1

9

1

44

VALÈNCIA

91

20

21

16

60

4

212

TOTAL

128

26

30

25

77

5

291

Source: Education Department of the Valencian Community Autonomous
Government.
The expansion of the PEBE coincides with new legislation establishing
organic regulations to implement plurilingual education in the last two years
of nursery education (Conselleria d’Educació, 2008). The new decree permits
the early introduction of English at the age of four in nursery education for
1:30 hours per week distributed in two or three sessions. In 2008-09, a total
of 240 schools incorporated English at this level. Plurilingual policies have
recently received further impulse thanks to yet another new regulation
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(Conselleria d’Educació, 2009) allowing for an experimental programme for
nursery and primary education to be launched. On a voluntary basis, schools
can establish their curriculum as follows: 80% taught through English, 10%
through Spanish, and 10% through Catalan. Three schools in the Valencian
Community will implement this programme, largely modelled on international
schools, in the academic year 2009-10.

11.2 Input
11.2.1 Pupils
Most pupils in the Valencian Community are brought up in a bilingual context,
with Spanish being the dominant language in some cases and Valencian in
others. A number of other first languages are also present in Valencian
schools as a result of immigration. This wealth of linguistic backgrounds has
been further enriched by the incorporation of a foreign language as a medium
of instruction. All in all, there are currently almost 200,000 pupils involved in
trilingual programmes: 138,223 in 748 pre-primary and primary schools and
58,626 in 301 secondary schools (Maldonado et al., 2009).

11.2.2 Age
The age of introduction of Valencian and Spanish in the curriculum varies
depending on the programme followed. In the case of PEV, Valencian is the
dominant language of instruction, but Spanish is already introduced at the
pre-primary level using a communicative approach. Under PIL, however,
education starts exclusively in Valencian and Spanish is not introduced until
the age of six or eight, depending on the school’s sociolinguistic context. As
for PIP, the language of instruction is Spanish and Valencian is progressively
introduced as from the age of eight.
As regards the foreign language, English can be introduced as early as age
four, as mentioned in Section 3, and it becomes generalized by age six. The
early introduction of English is grounded on the tenet that it can eventually
help pupils attain higher levels of communicative competence in this
language, without being detrimental to the acquisition of the two official
languages, and at the same time enhance their general cognitive abilities.
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11.2.3 Teachers
Aware of the importance of foreign language learning in the construction of
plurilingual and pluricultural identity in 21st-century Europe, the Valencian
Community’s Education Department is not only increasingly encouraging
plurilingualism in schools, but also setting up teacher training actions, through
its Teacher Training Service (Servei de Formació del Professorat, SFP) and
its network of Training, Innovation and Educational Resource Centres (xarxa
de Centres de Formació, Innovació i Recursos Educatius, CEFIRE), to
ensure that teachers are well prepared to face the challenge. More
specifically, a Foreign Language Training Plan (Pla de Formació en Llengües
Estrangeres) available to all teachers in the community has been launched
encompassing both foreign language (mostly English) and methodology
courses in accordance with the Council of Europe’s recommendations. As
part of the aforementioned general plan, the PALE Programme (Programa de
Suport a l’Ensenyament i Aprenentatge de Llengües Estrangeres) supports
teachers at different educational levels, including nursery and primary
schools. An A2 level of the CEFR is required to enter the programme, which
includes two 60-hour courses aimed at improving the participants’ linguistic
competence in the foreign language, a two-week linguistic and cultural
immersion in a target language country plus a 50-hour foreign language
methodology course. A total of 2,940 teachers participated in the PALE
Programme in 2008-09, and more than 2,500 have already enrolled in the
2009-10 edition. A description of pre-service teacher training in the Valencian
Community is provided by Fortanet (in press).
11.2.4 Teaching Materials
Following the Education Department’s recommendations, language learning
should proceed in a way that resembles naturalistic conditions as far as
possible, hence it should be focused on meaning rather than form, especially
at the primary school level. Accordingly, the materials used tend to centre on
developing communication and conveying content rather than on the formal
aspects of language.
Commercially produced materials are readily accessible and generally fit to
teach Valencian, Spanish and English as school subjects. Content-based
materials are also available to teach in the L1 and L2. However, suitable
materials to teach content areas in English (L3) are still scarce. As the
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translation of L1/L2 materials into English and the use of L1 English materials
are not generally good options, teachers often need to adapt existing
materials or else develop their own. In so doing, they tend to take into account
their learners’ specific needs and to incorporate multimodal access to
information.

11.2.5 Visualisation
The three languages used in the Valencian Community’s primary schools are
generally made visible through pupils’ task displays, posters and other types
of classroom decorations as well as through temporal exhibits in school
corridors and halls. School celebrations and festivals often include oral
activities and performances in different languages. Primary school websites
tend to be in Valencian although sometimes there is some presence of the
different languages used in education.
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11.3 Process
11.3.1 Time
As regards time allocation, Table 11.2 presents the distribution of teaching
hours per week in the foreign language (usually English) in pre-primary and
primary education (see Conselleria d’Educació, Cultura i Esport, 1998, for
primary education and Conselleria d’Educació, 2008, for pre-primary
education).
Table 11.2 Times allocated to the foreign language in pre-primary and primary education
Level

Cycle

Ages

FL as subject

FL as medium of instruction

Pre-primary

2nd

4-5

-

1 to 1:30 hrs

Primary
Primary

1st
2nd

6-7
8-9

2h

1:30 hrs
0:30 h

Primary

3rd

10-11

3h

1h

The proportion of non-linguistic areas taught in Valencian and Spanish varies
according to the linguistic model opted for: PEV, PIP or PIL.

11.4 Output
11.4.1 Research and Results
Research on the effects of multilingual programmes in the Valencian
community has been conducted within the framework of the ELA research
group in Jaume I University in Castelló. Alcón and Safont (2001) is
representative of pioneer work in Spain in the domain of pragmatics and
multilingual language acquisition. More specifically, Safont (2005)
approaches trilingualism, with the combination of Spanish, Catalan and
English as its focus of analysis. Mention must also be made of the work done
by Vicent Pascual (2006), whose seminal book has approached the issue of
content-based language teaching and multilingualism with admirable lucidity,
representing an invaluable tool for teacher training purposes.
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11.5 Additional Information
Bilingual programmes have a long-standing tradition in the Valencian
Community. They have paved the way for the implementation of trilingual or
plurilingual programmes which started over a decade ago and is gradually
expanding. A defining feature of the different plurilingual programmes that
exist in the Valencian Community is that a number of factors are taken into
account prior to their implementation, including the sociolinguistic reality of
the area where the school is set as well as parents’ and teachers’ views.
Plurilingualism is reflected in the use of three languages (Valencian, Spanish
and English) in primary education and is considered as an enriching element
both for individuals and Valencian society at large.
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Websites
Conselleria d’Educació (Education Department, Valencian Community):
www.edu.gva.es
Ministerio de Educación (Spanish Ministry of Education):
www.educacion.es
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