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Abstract

Teaching and Learning Spanish in Primary and Early Secondary School
in West Central Scotland

This thesis explores four aspects of the teaching of Spanish in primary and
secondary schools in Scotland: the implementation practicalities of the Modern
Languages in Primary Schools Programme (MLPS) for schools, pnmary teachers’
competence in teaching Spanish; pupils’ attitudes and their foreign language
competence. The research which took place between 1999 and 2002 involved

teachers and pupils from 39 primary schools and 9 secondary schools in three local

authorities in West Central Scotland. It was based on semi-structured, in-depth
interviews with head teachers, teachers and pupils and 42 class observations
undertaken during schools visits, as well as on 39 questionnaires completed by
primary teachers, 43 by primary head teachers, 9 by secondary ML principal teachers
and 2974 pupils between PS5 (nine years of age) and S1 (12 years of age), and 197
Interviews to assess pupils’ linguistic competence. The study is contextualised by a
detailed account of the political and curriculum developments in the world of MLPS
in Scotland and in England in the period from 1960 to 2002, and by an analysis of

the research literature associated with this field.

Following an analysis of the implementation practicalities encountered by
primary schools teaching Spanish and their liaison arrangements with associated

secondary schools, the research examines the methods used by prnimary teachers in
the Spanish lessons and the extent of their use of the target language. In terms of the
pupils, the report presents findings on the reasons for and level of pupils’
contentment with learning Spanish before they embarked on the experience (P5),
through P6, P7 and their first year in secondary school (S1); their attitudes to the
activities used in the Spanish lessons; their perceptions of difficulty in learning the
language and of the usefulness of that learning in primary school; and S1 pupils’
preferred choice of languages for S2. Finally, the research explores the development

of pupils’ linguistic competence between P6 and S1 in the four skill areas.
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The thesis concludes that much remains to be done in Scotland in terms of
MLPS implementation issues such as the supply of suitably trained teachers and
liaison arrangements. Primary teachers used a variety of activities in their Spanish
lessons which fostered positive attitudes to language learning in pupils. However,
many teachers lacked confidence 1n their linguistic competence, arguably due to a
poor provision of continuous professional development from the authorities. The
positive attitudes found in pupils in their first year of Spanish learning were found to
decline with age and progression through to secondary school. The implications of
the study for the teaching of modern languages in primary schools and a number of

areas for further research are identified.
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CHAPTER 1

INTRODUCTION

In Scotland, most primary schools have been teaching a Modern Language
since the early 1990s following the positive results from the National Pilot Projects
evaluation whose final report was published in 1995. However, no specific research

has been undertaken in this area some 10 years since the pilot project which started

in 1989. In an attempt to fill the gap, this researcher decided to investigate the

teaching and learning of Spanish in primary and early secondary schools in West

Central Scotland. Having trained primary teachers to teach Spanish as part of the
Scottish Modern Languages in the Primary School (MLPS) project since 1994, and
having taught Spanish in different primary schools for a number of years, the
researcher felt some school-based research was needed at a time when many doubts
were emerging as to whether pupils really benefited from learning a foreign language

(FL) and on the work the primary teachers were doing in this area.

The present project started in January 1999 and culminated in June 2003,

with the data collection process taking place in primary and secondary schools
between April 1999 and June 2002. The aim of the project was to witness the reality

of primary schools teaching Spanish in three local authorities in Scotland, the
management of pupils’ transfer to secondary schools, and the attitudes of pupils
towards learning Spanish. The investigation involved the school itself, the head
teachers, the teachers and pupils in PS5, P6 and P7 in primary schools, and in their
first year (S1) in secondary schools. It researched both the context and the outcomes
of the Spanish teaching and learning experiences in Scottish schools. Four main areas
were investigated in this research: the implementation issues which the primary
schools faced when teaching Spanish; the primary teachers who taught the FL; and

the pupils’ attitudes and linguistic competence.



The 1dea behind this project was to follow a set of pupils before they started
to learn Spanish in PS5 (9-10 year olds, Year 4 in England) and during their first three
years of Spanish learning in P6 (10-11 year olds, Year 5 in England), P7 (11-12 year
olds, Year 6 in England) and S1 (12-13 year olds, Year 7 in England) in order to
provide a longitudinal study of their attitudes. For this purpose, a large number of

primary schools was first contacted (39) in April 1999, although this number had to

be reduced in the following years due to three main reasons: restrictions from the
schools due to teacher absences or timetable constraints, the fact that a number of
primary schools had stopped teaching Spanish because of particular circumstances,

and finally the researcher’s own time restrictions arising from part-time study. The

primary schools involved in the research in May/June 2000 and 2001, when pupils
were in P6 and P7, totalled 23. In April/May 2002, 36 first year classes were visited
in 9 different secondary schools. In terms of pupils, the sample was high with 1087

pupils completing attitudes questionnaires in P5, 495 in P6, 532 in P7 and finally 860
in S1.

All of the primary and the secondary schools involved in the research offered

assistance to the researcher throughout the project and were generally

accommodating to the - at times - inconvenient visits from a person external to the

school. However, although many schools adapted their timetable when this was

required, not all of the visits that had been planned could be completed.

After the initial visits in May/June 1999, a number of primary schools
stopped teaching Spanish. In some cases, this was because their associated secondary
school had decided to teach only French in the first year, hence all the feeder primary

schools had to teach French. In other cases, this situation arose because the primary

teacher who had been trained to teach Spanish had moved to a different school due to
promotion or to compulsory transfer, or was on long-term absence and the authority
could not provide a supply teacher or a peripatetic teacher to teach the FL in that

school.



Allowing for these restrictions, a substantial sample remained and allowed

the researcher to undertake an exploration of the issues surrounding the teaching of

Spanish in primary schools.

The thesis 1s divided into 10 chapters. Chapter 1 is an introduction to the

project, its aims and its structure. Chapters 2 and 3 provide a chronological history of
the developments in MLPS in England and in Scotland respectively since the 1960s
to the present day (2002). These two chapters provide a detailed picture of the many

developments during the past 40 years.

Throughout this period there has been relatively little relevant educational
research in the early language learning area. Chapter 4 highlights the problems faced

by researchers in this field and provides a critical review of research in MLPS since
the 1970s as well as a record of research in MLPS since 1990 to 2001 1n the four
main areas investigated in this thesis: implementation issues in primary schools;
primary teachers teaching a FL; pupils’ attitudes; and pupils’ linguistic competence.
Chapter 4 also sets out the 14 research questions which the present thesis

endeavoured to answer. Based on these research questions, chapter 5 concentrates on

the sample, the timescale and the research instruments used in the research.

Chapters 6 to 9 then report on the findings for each aspect of the

investigation. Chapter 6 concentrates on the implementation practicalities which
Scottish primary schools face when teaching Spanish. Chapter 7 analyses the reality

for primary teachers teaching Spanish in their schools, and Chapters 8 and 9 focus on

pupils’ views and capabilities.

Chapter 6 is divided into five sections analysing the arrangements for Spanish
teachers in primary schools (class teacher or drop-in teacher); the length and

frequency of the Spanish lessons in primary schools; the liaison arrangements

between primary and secondary schools; the transfer, if any, of pupils’ records from

primary to secondary schools, and finally some general conclusions.



Chapter 7 concentrates on the primary teachers teaching Spanish and looks at

three main aspects. First, the methods which primary teachers use in the FL lesson

are analysed and linked to the skills taught in the primary FL lessons. Following
these methodological considerations, the teachers’ use of the target language is
studied along with the training which those primary teachers had received (prior to

teaching Spanish and since they started to teach the FL in the primary school).

Having looked at the practicalities of the Spanish MLPS programme
pertaining to schools and teachers, the thesis then concentrates on pupils. The first
two sections in chapter 8 describe the findings on pupils’ attitudes to learning

Spanish between P5 and S1, and their attitudes to the activities used in the Spanish

lessons from P6 to S1. The following two sections concentrate on the P7 and S1
pupils’ perceptions of the difficulty of learning Spanish, and the S1 pupils’
perceptions of the usefulness of learning Spanish in primary school. Finally, in the
light of the debate about the notion of an ‘entitlement’ to languages among ML

practitioners in Scotland in 2000-2001 (discussed in chapter 2, section 2.11 and

chapter 3 section 3.9), S1 pupils were asked about the languages they would choose

to study in S2.

Following from the pupils’ attitudes, chapter 9 concentrates on P6, P7 and S1

pupils’ linguistic competence according to the four skills included in language
learning: listening, speaking, reading and writing, with a final section summarising

the main findings in terms of pupils’ linguistic competence.

The final chapter, chapter 10, provides the conclustons of this research and
considers their implications for the teaching of Spanish in Scottish primary schools

and early language learning in general.



CHAPTER 2

MODERN LANGUAGES IN PRIMARY SCHOOLS
IN ENGLAND: 1960 to 2002

INTRODUCTION

The research described in this thesis is concerned with the learning and teaching
of Spanish in Primary Schools in the West of Scotland. However, it is necessary to look
at the wider picture as Scotland has learned much from experiences in the rest of the UK
and elsewhere in Europe and has made use of conclusions drawn from evaluations
conducted elsewhere. Since the 1960s and during the investigations for this present
research (1999-2003), the teaching and learning of MFL in primary education has been
an area of ever growing interest in the educational world. This chapter presents a
chronological history of the developments that have been undertaken in England since
the 1960s. It provides a detailed account of the major events and shifts in thinking in the

world of Modern languages in Primary Schools (MLPS) from their early Pilot Projects
in the 1960s until December 2002. Chapter 3 provides a corresponding analysis for

Scotland. For ease of reference, the Scottish acronym MLPS is used throughout this

thesis.

Following this introduction, a timeline is provided which represents the different
developments which have occurred in England and in Scotland from 1963 to 2002. The
numbers in brackets in the timeline identify the sections of the chapters where each

particular development is explained.



Some of the developments described in this section also apply to Wales. The
general situation in Wales i1s somewhat different as MFL were never made compulsory
in Key Stage 4 as was the case until 2002 in England. However, 5 to 16 year old pupils
in Wales have had to learn Welsh as a first or second language along with English, so
where a MFL was introduced this was actually the third language Welsh pupils were

learning.

The English and Scottish education systems are of course different. In England

the teaching of foreign languages is usually commenced when pupils are around 9 years
old, Years 5 and 6, in Key Stage 2. In Scotland, pupils generally start to learn a foreign

language in the last two years of their primary education, P6 (10 to 11 year olds) and P7
(11 to 12 year olds).



Developments in Modern Languages in the Primary School

England

1963 (2.1.)
Launch of Pilot

Scheme teaching
French

1964 (2.1.)
Training of teachers .
takes place.

8 year olds start to lcam -
French

1974 (2.1)

Publication of Burstall et al
¢valuation report on Pilot
project

“Primary French in the
Balance”

1964

1968

1966

1967
1968
1969
1970

1971

1972

Numbers indicate the sections in Chapters 2 and 3 where the events in question are explained

Scotland

\- 1963 -

1960s - 1970s (3.1)
“French in the Pnnmary
School” paper from
the National Steering
Committee for Modern

Languages

1973
1974
1978 (2.1.)
Withdrawal of funding for 1975
Primary French following
negative conclusions from - 1976
Burstall et al. evaluation
1977
1978
1977 (2.2.) - 1979
Nuffield Foundation
Survey on pI'OViSiOIl Of _ 1980
Modern Languages in
Primary Schools _ 1981
- 1982
- 1983
- 1984
- 198§
- 1986
Continued ....



England Scotland

- 1987 - 1989 (3.2.)
SED Circular 1178
National Pilot Projccts
(6 clusters; French and

German; P7 pupils)

Strathclyde Regional Pilot
Projects

- 1988 - (10 clusters; French and
German; P7 pupils)

1990 (3.2.)

- 1989 National Pilot Project
Extension

(12 clusters; Spanish and
Italian included; P7 pupils)
Strathclyde Regional Pilot

( 2 extra clusters; Spanish
and Italian included; P6 + P7

pupils)

- 1990

1991 (3.2.)
National Pilot project
(First 6 clusters: P6 +

1992 (2.3.2.)
“Primary Foreign
Languages: A Fresh
Impctus” 1992 1992 (3.2.)
Conference organised by National Pilot Projects
ALL and NAHT (All clusters; P6 + P7
pupils)
Continued ...



England

1994 (2.3.3.)
Sir Dcaring’s Report
on National
Curriculum.
Introduction of 20% of
school time left to
each school’s
discretion.

1995 (2.3.4.)

CILT survey on
“Modem Foreign
Languages in the

Primary School”

Revision of National
Curriculum (2.4.)
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Scotland

1993

Evaluation of National Pilot
Project by University of
Stirling (Low et al) (3.2.1)
January: Extension of Modern
Languages to all schools

announced (3.3)

Shaping of new training
material by SOED (3.3)
October: First Phasec of
Primary teachers training in a

modcrn language (3.3)

1993

1994 (3.3.)
End of Pilot Projects.
Training of teachers
continues.

First traincd teachers start
teaching MLPS

1994

1995 -

1995 (3.3.)
Training of Teachers

continucs

1996
Second phasc of Pilot

evaluation (3.2)
Training of Teachers

continucs (3.3)

1996 -

Europcan Union
Ministers of Educahon |
Resolution onEarly
Language Teaching - 1997 }1 9 97 it
r EurOpcan Umon BT
‘Ministers of Education .
Resolution on Early
Language Teaching
1997
General Elcctions
Labour promise to develop the
teaching of Forcign Languages 1997 ,(3-3-)
in Primary Schools Training of teachers
continucs
Continucd ...



England Scotland

1998
Training of tcachers continucs.

1998 (2.5.)
Nuffield Langunages October: HMI report
Inquiry into the UK’s “S.tandards czllgd delzig in
capability in languages Primary and Secon
k) o Schools: 1994-1998: Modem
L 1998 Languages” (3.4.)

November: Sctting up of
Action Group on Languages
and Review and Development
Group to write up new 5 - 14
Guidclines for Modcm

Languages (3.5.)

1999

March: DIEE / CILT Early
Language Leaming Initiative
NACELL

(National Advisory Centre on
Early Language Lcarning)
Good Practice Projects (2.6.)

1999

November: QCA non- - .
Training of teachers continues

statutory guidclines for
Modern Languages in Key
Stage 2 (2.7.) 1999

October: Publication of 5-14
National Guidelines on Modern

Languages for consultation. (3.6.)

December; Prime Minister’s
?ndorsement of ELL
Initiative. (2.6.)

2000
Training of teachers
2000 continucs.
May: Nuffield Lan 2000 '
ay. IC guages December: AAP Pilot
Inquiry Report Study; Assessing MLs
(2.3.) Achievement: A Scottish
study of late primary and
September: 11
Publication of QCA’s ?gr%secondary PP
schemes of work (2.7.) -
New Nfltlonal Curriculum December: Citizens of a
comes into eflcct. multilingual world.
(AGL report) (3.8.)
Continued ...
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England Scotland

2001
Last nationally funded training

2001 course for pnimary tcachers

March: QCA rcport (Phasc 8)

on feasibility of

introducing the August: Circular 3/2001 on

tcaching of a MFL into curriculum Flexibality (3.9.)

the statutory

curriculum at Key September: Ministcrial

Stage 2 (2.10.) - 2001 - response to AGL report. (3.9.)
European

Year of October: 5-14 National
Languages Guidclines for Modemn

(2.9 Languages (3.10.)

September:
Dcvelopment of ELL

(DELL)

2001 —-2002: Teacher
Training Agency pilot
project to offer B.Ed.
courses with French. (2.6.)

2002 2002

January / June/
September: SEED
clarifying documents on
entitlement (3.9)

2002
February: DIES Green

Paper and Language
Learning Document (2.11)

December: DIES National
Languages Strategy (2.12)
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2.1. 1960s -1970s: Pilot Scheme in England and Wales

On March 13th, 1963, Boyle, then minister of Education, launched the Pilot
Scheme for teaching French in Primary Schools in England and Wales (Schools

Council, 1966, p. 2). The schools involved in the English Pilot Scheme were thought

to be representative of the wider picture with establishments from all areas and pupils

from many social backgrounds and abilities. The National Foundation for
Educational Research later commissioned an evaluation of this Pilot led by Burstall

(Burstall, 1974) which is further analysed in chapter 4, section 4.1.1 of this thesis.

The main aim of the Pilot Scheme was to ascertain:

On what conditions it would be feasible to contemplate the genecral
introduction of a modem language into the primary school curriculum in
terms of conscquences for the pupil, the school and the teacher.

(Schools Council, 1966, p.3)

Also in their mind was the question of “whether or not an earlier start

provided identifiable advantages over starting at 11 (Schools Council, 1966, p.5).

The principles taken into account in the Pilot Scheme were:

1. The training of primary school teachers in French
For this project, primary teachers had to be trained both in the French

language and the methods to be used to teach it. In July 1963, authorities were told to
plan the training that would be required for the primary teachers starting from the

basis that they already had some knowledge of the foreign language.

It was thought reasonable to suppose from the outset that, given adequate
additional training both in French and in up-to-date methods, the average
primary school teacher, whose qualifications in French might be limited
to a pass at “O” level, acquired perhaps some years ago, and whosc
fluency in the language was likely, to start with, to be limited, would be
able to teach the carly stages. (Schools Council, 1966, p.3)

The training of primary teachers in French was organised in three main areas

which were undertaken one after the other:
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a) Local Language Courses
These were varied and generally took place before the period of time in

France. They were based in language laboratories where teachers used varied
materials. The main problem of these local courses was that they were not uniform at
all, some teachers having as little as 2 hours/week for 3 months while others received
up to 90 hours’ tuition. In the 1960s, a lot of language teaching and learning was
done through language laboratories where students did not communicate with each
other but repeated set sentences from an audio-tape. Nowadays, in the 21st century,

methods have changed and the learning of modern languages follows a

communicative approach.

b) Intensive Language Courses
These courses were held from the Spring term of 1964 at the British Institute

of Paris and at the University of Besangon. They were specifically designed to meet
the language training needs of primary school teachers and their main objective was
to enable the teachers to reach the highest standard of proficiency in spoken French
of which they were capable in the time available, and to improve their knowledge of
contemporary France (Schools council, 1966, p.9). The programme for those courses
was left to the French institutions and unfortunately situations arose where they did
not meet exactly the needs of the primary teachers. During such courses, visits were

also made to schools in order to enable teachers to be in contact with French primary
schools. In her article “The needs of the teacher”’, HMI Mulcahy recognised that
these three months in France were not the best training but no other solution was

avatlable at the time.

It should also be made clear that a three-month intensive language course
will not in itself produce linguists. The benefit will be greater if teachers
attend local coursces for at least on¢ term and if possible, for 2 or 3 terms,
in preparation ... The necessity of adequate preparation has been shown
on one of the courses at Besancon where visits to schools had to be
postponed because a third of the teachers had not reached the requisite
standard of comprehension, However thorough the preparatory course and
however beneficial the intensive course, the average teacher will still need
further local courscs in language after he has attended an intensive course.
Intensive courses of 3 months’ duration are the barest minimum nccessary
to establish a compctent grasp of French, and the Council would have
liked the 1ntensive course to run for 6 months but a period of such length
would have been impracticable. (Schools Council, 1966, p. 22-23)
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¢) Courses in Methods
After the three-month stay in France, primary teachers took part in one of

three ten-day methods courses organised for them and staffed by members of HM

Inspectorate.

The main aims underlying the 3 courses organiscd in 1964 by HM
Inspectors for the pilot were:
(i) to explain the international and national background of the

primary projcct;
(ii) to formulate the basic idcas of sound primary school practice
and good modern language tcaching within the context of the primary

school;
(iii) to show why, how and with what matcrials French could be

taught successfully to junior children; and
(iv) to describc and present the various audio-visual courses

available and then to show by practical demonstrations how various
teachers had used them and children reacted to them.
(Schools Council, 1966, p. 23-34)

In the summer of 1965, three additional courses were organised for the

primary teachers to discuss the development of the project, their own experiences

and the materials produced for them by the Nuffield Foundation.

2. Additional training for secondary teachers
Secondary teachers also had to be trained to teach pupils who were coming to

their first year with some knowledge of French. A main issue the secondary teachers
had to address was the fact that pupils were coming with very different abilities and

competences in French.

3. Primary — Secondary continuity

Authorities, schools and teachers had to adapt to the new situation where

pupils were starting language learning at different stages in their school life if this
scheme was to be seen as a lasting project. From the outset, the Schools Council

regarded the Pilot Scheme as “continuing for at least 5 years” (Schools Council,

1966, p.4).
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4, A common starting age in the primary schools
For the pilot study in England and Wales, the starting age was set at 8 years

mainly due to issues related to staffing but also to pupils’ adaptability to school life

as 1t was felt that “it would be desirable to give children a chance to settle down to

junior school life before starting to learn French™ (Schools Council, 1966, p.4).

Another point taken into account in the English Pilot Scheme, was to put

aside the view that French was ‘something’ that was done in school when there was

some extra time to fill, and that it was mainly for the more able pupils.

What it was emphatically hoped to avoid was the practice, which up to
the launching of the Scheme was becoming increasingly common, of the
occasional introduction of a little French to selected pupils in their last
primary year, particularly after they had taken the ‘eleven-plus’
examination. (Schools Council, 1966, p. 5)

5. The integration of French into the Primary Curriculum
In the Pilot Scheme in England, the teaching of French was to be part of the

curriculum and not a subject that was taught apart from all the others, with no

connection to the pupils’ daily school life. Through French “connections should be

made wherever possible with other subjects such as craft, art, history and so on, and

the teachers encouraged to use the same active methods as are used for other

subjects” (Schools Council, 1966, p.5).

In the English Pilot, as is the case in Scotland, sometimes the teacher taught
his/her own class, while at other times the teacher had to take a difterent class. In the

Pilot, the teaching pattern most used was of a daily input of French during 20 to 30
minutes. The methods used were based on two audio-visual courses "Bonjour Line"

and "En Avant" reinforced with some teaching material produced by the Nuffield

Foundation.

The Schools Council had identified a number of issues to be investigated in
an evaluation undertaken by the NFER from 1964 to 1974 and which were important

to the good progression of the Pilot Scheme:
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1. Do other aspects of educational and general intellectual
development gain or suffer from the introduction of a forcign
language in the primary school?

2. Are there levels of ability below which the teaching of a foreign
language is of dubious valuc?

3. Is any substantial gain in mastery of a forcign language achicved
by beginning to tcach it at the age of 8 instead of 117

4. What methods, incentives and motivations are the most effective
in fostering learning of a forcign language?

5. What are the organisational, tcaching and other problems posed
by such an expcriment?

In 1974, Burstall, Jamieson, Cohen & Hargreaves published a final report
Primary French in the Balance on the evaluation of the Pilot Scheme which had
taken the form of a “longitudinal study of three age groups or ‘cohorts’ of pupils

attending the schools taking part in the experiment” (Burstall et al, 1974, p.11).

The main aims of the evaluation were:

e To investigate the long-term development of pupils’ attitudes
towards foreign language learning,

e To discover whether pupils’ levels of achievement in French are
significantly related to their attitudes towards foreign language
leaming.

e To examine the effect of pupils’ variables (such as sex, age,
socio-cconomic status, perception of parental encouragement,
employment expectations, previous leaming history, contact
with France, etc.) on the level of achievement in French and
attitude toward foreign language Icarning.

e To investigatc whether teachers’ attitudes and expectations
significantly affect the attitudes and achicvement of their pupils.

e To investigate whether the carly introduction of French has a
significant effect on achicvement in other arcas of the primary

school curriculum.

(Burstall et al, 1974, p.13)

The findings of this final evaluation of the teaching and learning of French
centred on the five main issues identified by the Schools Council (details of which

are considered in chapter 4, section 4.1.1). Although some of the findings were

positive, the overall impression was fairly negative particularly with respect to issues

3 and 5 above. Following this negative assessment of the Pilot Scheme, the national
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funding for Primary Foreign Languages in England and Wales was withdrawn in
1975.

2.2. 1977: Nuffield Foundation Survey

Following the report from the NFER, a survey on the provision of MLPS in
England and Wales was undertaken by The Nuffield Foundation to establish under

what conditions it would be feasible to introduce French in the primary schools. The
results of this survey were reported in “The Early Teaching of Modern Languages™
by Staff Inspector Hoy in 1977. According to Poole (1999), the main concerns aired

in the survey were: the lack of suitably qualified staff, the inadequate methodology

used in the different programmes in place; the lack of continuity between the primary
and secondary phase; the view that French was incompatible with the educational
philosophy of primary schools whose main task was seen as developing the basic
skills of literacy and numeracy; and finally the belief that the status of English as a

world language made the study of another language seem redundant.

After studying the details of the survey, the Nuffield Foundation identified a

series of conditions that would have to be met for a successful introduction of French

in primary schools:

e Clear short and long term aims and objectives;

o Sufficient supply of adequately trained teachers;

¢ Adcquate methodologies;

e Intcgration of French into the whole primary curriculum;

o Continuity of provision between primary and sccondary school;
o Contact with targct culture;
o Asscssment of progress.

(Poole, 1999, p.43)

These conditions have been kept in mind in most of the programmes
introduced consequently. However, even with the conditions having been identified
over 20 years earlier, there still does not seem to be a robust model of teaching a

foreign language in primary schools at the beginning of the 21% century. After this
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survey, once again, the teaching of Modern Languages was not introduced nationally

but was left to each school’s own discretion.

2.3. 1990s: Reintroduction of Foreign Languages in Primary Schools

In 1988, the Education Reform Act of 1988 introduced a National Curriculum

in England and Wales for the first time. At that time, although many voices were

already being heard about the benefits of learning a foreign language at the early

stages of a child’s education, the government was still not convinced and did not

include 1t in the National Curriculum.

The Working Group cstablished by the sccretary of state for cducation to
draw up the National Curriculum for modemn languages suggested that the

early teaching of modern languages was in principle a good thing but he

observed that: ‘Full scale teaching of forcign languages in primary
schools ... is not at present possible, not because children of this age

cannot successfully learn a language but because very few teachers in
primary schools are equipped to teach it’ (DES 1990:5).

(Sharpe, 2001, p. 45-46)

2.3.1. The Kent Primary Project

During the 1990s the Local Educational Authority of Kent undertook a
Primary French Project based on training and supporting non-specialist primary
teachers teaching the foreign language, as opposed to specialist teachers visiting

schools as had been the case in other authorities (Sharpe, 1995, p.40).

In his article “The primacy of pedagogy in the early teaching of modern
languages”, Sharpe (1995) explained that this decision to support the primary
teachers, rather than use specialists, was based on four key factors:

» Long term viability: The idea that the project had to be a long term one and that
the use of specialist teachers would give a less durable solution than the one
offered by training the primary teachers. Recruiting secondary ML teachers was
already problematic at the time, so the LEA saw a possible problem also arising

in the primary sector.
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* Value for money: In Kent it was recognised that the expense of bringing in
outsiders did not make the programme feasible at a national scale and it was
cheaper to train many primary teachers who could use their expertise throughout

their working lives (rather than paying a specialist teacher just for one year).

* Pupils’ perceptions: The teaching of the foreign language by a specialist might
instil in the pupils the idea that the foreign language was something apart from

the classroom daily life and not something everybody could do. The message

given to pupils with the presence of a specialist could be that “this is something
difficult, this is something special, this is something that my teacher who teaches
me everything else cannot and is not qualified to do” (Trafford, 1994; p.15).

e Empowering primary teachers; The use of specialist teachers meant the dis-
empowering of primary teachers, the teaching of foreign languages was seen as

something they could not do.

In this project, major importance was assigned to the “primacy of pedagogy”.
Authorities in Kent believed that in terms of early teaching of modern languages, the
methodology used was more important than having linguists teaching the children
and that “what matters most in successful primary modern language teaching is not
that the teacher has a high level of linguistic competence but that the teacher is a
good teacher” (Sharpe, 1995, p. 40). However, this did not negate the importance of
an amount of linguistic knowledge that would be sufficient to teach the agreed

syllabus to primary school pupils, and they felt it was “obvious that teachers do need

to have enough knowledge and skill to teach the intended syllabus™ (Sharpe, 1995, p.
41).

With this in mind, the Kent project organised INSET sessions that had the
objective to empower the primary teachers so that they felt confident and enthusiastic
about teaching elementary French in terms of mastery of effective teaching
techniques (pedagogy), reflective awareness of the criteria of good practice and
personal characteristics (enthusiasm) and interpersonal skills (empathy), and, to a

significant extent, knowledge of the foreign language and culture. A key point

emphasised in this training programme was the advantage of the primary class where
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the teacher was in contact with the pupils all day and could “embed” the foreign

language as part of their everyday routine. This way, the children saw from an early

stage that the foreign language had a real communicative purpose.

Finally, a major point that differentiated this Kent project from others, such

as the national training programme undertaken in Scotland in 1993 (see chapter 3,
section 3.3), was the fact that teachers who wished to do so could work towards
receiving accreditation for the work done through attendance at training sessions and

the production of a portfolio of work consisting of evidence of “professional

development” in ETML, together with some written reflections on this evidence.

2.3.2. The 1992 Conference

On November 30, 1992 the conference “Primary Foreign Languages - a fresh

impetus” took place in Coventry organised by the Association for Language

Learning and the National Association of Head Teachers. In his introduction,
Varnava (Head Teacher of Norwood School in London and Chair of the International
Committee and National Council Member, National Association of Head Teachers)
stressed the enthusiasm displayed by the many areas where Primary Foreign
Languages were being taught and emphasised the importance of formulating a policy
that all involved could adhere to. In his opinion, what existed in England at the time

was a “patchwork of activity, enthusiasm and experience” (Trafford, 1994, p.6) and

it was necessary to look at the whole picture to be able to formulate a national policy

for MLPS.

In that conference, Lady Brigstocke, conservative whip in the House of Lords
at the time, spoke about a debate that had taken place as early as July 1990 where
sub-committee C of the EC select committee in the House of Lords presented its
report on European schools and language learning in UK schools. In this report,

Baroness Lockwood (chairperson of the committee) realised that

20



It would take 10 ycars to plan and mount a programme for language
tcaching in the primary school. That is why she recommended that
planning should start now [this was in 1990] and that onc¢ feature of the
planning should be the inclusion of a foreign language as an essential
component of the B.Ed. course for primary teachers.

(Traflord, 1994, p.11)

Unfortunately, 10 years later the situation in the ITE institutions had not

changed: students training to be primary teachers did not have to know or have any
qualification in a foreign language as a requisite to their training. This situation was

found both in England and in Scotland. Some teacher education establishments had
introduced the teaching of a foreign language as an elective, but this was mainly

French and was not standardised through the country. A new pilot project was

introduced in England in 2001-2002 (see section 2.6) for teachers of French, which

was later widened to teachers of Spanish and German.

2.3.3. The 1994 Dearing Report

In 1994, Dearing’s final report on the National Curriculum and its

Assessment was published encouraging a slimming down of the curriculum i1n

England and Wales at Key Stages 1, 2 and 3 (pupils aged 5-7; 7-11; 11-14). In his

summary, he stated that “urgent action is needed to reduce the statutorily required
content of its programmes of study and to make it less prescriptive and complex™
(Dearing, 1994; Para 2.1). Apart from the time devoted to the teaching of the
statutory areas of the curriculum, Dearing left some of the teaching time in primary

schools to be used at each school’s discretion:

It will be for the school to decide what to teach within these broad
categorics. My recommendation that the bulk of the time relcascd during
Key Stages 1 and 2 be used for extension work in the subject areas of the
National Curriculum should not preclude the introduction of, say, a

foreign language in Key Stage 2 if the school has the expertise to do this.
(Dearing, 1994, Para 4.46)

In May 1994, The School Curriculum and Assessment Authority published
draft proposals for consultation for the revision of the Dearing Report. However,

these proposals dealt with Key Stages 3 and 4 and offered no guidelines to teachers
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who had decided to introduce a modern foreign language in Key Stage 2 following

Dearing’s suggestion.

2.3.4. The 1995 CILT survey

In 1995, the Centre for Information on Language Teaching and Research

9

(CILT) published a report “Modemn Foreign Languages in the Primary Schools

which gave an indication of the situation in England and Wales. Questionnaires were

sent to Local Education Authorities in order to have a wider picture of the provision

of MLPS. In general CILT found that.

e The ovcrall provision was “varicd, patchy and gencrally
uncoordinated” (CILT, 1995, p.3-5);

e French was the language mainly taught with little diversity of
choice;

e The nature of the provision ranged from a Europcan awareness
programme¢ with links, exchanges and visits to the target I
country, to a language awareness one with some instances of a
mixture of both;

e The pattern of provision varied widcly ranging from 10 to 120
minutes per week. The model of provision was also varied with
daily short sessions to weckly long sessions. The model also
differed where the embedding model was adopted in some cascs

while the foreign language was taught as a scparate subjcct 1n
other cases. Finally in some instances the teaching of the foreign
language was time-tabled in the daily curriculum while in others

it was an extra curricular activity taught outside school hours;

o The staffing models were also very different around the country,

ranging from teachers who had an A-lcvel from some years ago,
to teachers who had no previous qualification in the foreign

language, and from class teachers to visiting teachers;

e The training provided also varicd from some LEAs offering
linguistic training, others methodology training, and others a
mixture of both;

e The continuity between primary and sccondary levels was also a
problem where the only method of liaison used in most LEAs

was the transfer of the pupils’ record of attainment, with some
visits, taster Iessons and planning together identified at times.

2.3.5. The 1996 SCAA conference

On 7-8 October 1996, an international conference organised by the School

Curriculum and Assessment Authority (SCAA) was held in London under the
heading of “Modern Foreign Languages in the Primary Curriculum”. At this
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conference experience from countries such as Austria, France, Scotland, Australia

and Wales was represented. At the conference Brossard, Inspecteur Pédagogique

Régional from France, explained the MLPS situation in France where since 1994,
pupils aged 7 and over learned a FL through a video based course produced by the
Ministry of Education. This method was later found not to be very successful as it

relied heavily on the teachers’ mediation when teachers themselves had often not
received a great amount of training. From his observations of French MLPS classes,

Brossard drew a number of conclusions that could be applied to any MLPS

programme, namely:

e The most efficient primary teachcrs are thosc with a good

command of the target language and a clear view of foreign
language objectives at this levcel,

e Language lessons should be a break from other activitics, but
should also be integrated into a whole school programme;

e Objectives should be modest, with emphasis on competence, not
performance;

e Team work and peer training are scen as positive features, as 1s
co-operation between primary and sccondary schools, or
between clusters of primary schools;

e In-service and pre-service training in language proficiency 1s
vital.

(SCAA, 1997, p.9)

McGregor, HMI inspector for languages for the Scottish Office, also
explained the situation of MLPS in Scotland where primary teachers were being
trained to teach the FL since 1993-1994 after the success of the National Pilot
projects started in 1989 (see sections 3.2 and 3.3 of chapter 3). In her talk, McGregor

outlined the key issues that are necessary for the success of any MLPS programme

highlighting the fact that:

There must bc commitment and a positive attitude at all levels,
particularly head teachers, with the financial backing at local and national
level to sustain the project. (SCAA, 1997, p. 10)

In her opinion, the key issues that had to be borne in mind all the time in any

MLPS programme were who was responsible for modern languages at all levels
(national, local, cluster, school); dealing with liaison and staffing; deciding what

stages were going to be taught and what language was to be taught;, making sure
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there was communication with parents and with other participants (other primary

schools, secondary school); and finally, there must be effective learning and teaching

with an existing quality control system in operation.

After the presentations from the different speakers, the participants were
divided into eight workshop groups to discuss issues related to MLPS. From those
discussions some main points emerged such as the idea that “the regular class teacher
could be supported by a peripatetic expert” (SCAA, 1997, p.17). [This idea was also
one that many practitioners, both primary teachers and MLPS tutors, in Scotland are
in favour of.] However, the cost of maintaining peripatetic teachers in some LEAS
might be a problem. Another aspect raised in those discussions involved the
methodology used in MLPS and the inclusion of FL in pre-service training:
methodology should be appropriate to the pupils’ age and the learning should include
both linguistic and cultural aspects of the language taught. Teaching the cultural
aspect of the country where the FL is spoken might be difficult for some primary
teachers who have not had contact with the target country. This situation could be
solved by introducing the FL in pre-service training where future teachers would
have a period abroad to improve their language and to learn about the culture. In
2003, this was still an unsolved issue although some Initial Teacher Education
institutions (both in England and in Scotland) were starting to introduce the FL in
their Primary teacher training courses. A final aspect discussed in those groups was

the fact that continuity between primary and secondary stages should be addressed

following a general curriculum framework agreed between all involved.

In the report published after the conference, the following summary of key

points emerging from the sessions was included, namely:

e There should be a national policy to raise the profile of modern
forcign languages tcaching and learning;,

e Schools have a key role to play in developing positive attitudes
and motivation among pupils towards modem foreign
languages;

e If modemn foreign languages were introduced into the Key
Stage 2 curriculum, their introduction should be gradual and
planncd,

o The different nature of education in the primary and secondary
scctors should be taken into account;
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¢ The financial implications of any provision should be costed:;

o The implications regarding tcacher supply and tcacher training
should be considered;

e A tcam of expcerts should be identificd to develop a strategy for
Intcgrating modern forcign languages into the primary
curriculum.

(SCAA, 1997, p. 3)

As will emerge 1n later sections of this chapter and the next one, many of

these findings were later “re-found” by other groups involved in investigations on the

situation of MFL in the UK (Nuffield, 2000, sections 2.5 and 2.8) or in Scotland

(Ministerial Action Group on Languages, 2000, section 3.5 of chapter 3) or in a
report on the feasibility of introducing MFL into primary schools (QCA, 2001,
section 2.10). Unfortunately, this re-discovering of ideas in MLPS and re-drafting or

re-wording of policies is an ongoing problem in the world of MFL teaching in the

UK and implies an unfortunate delay in decision making that negatively affects

schools and young people’s education throughout the UK and beyond.

2.4. 1995 - 2001: National Curriculum Revision

From 1995 on, the School Curriculum and Assessment Authority (SCAA)
was involved in a monitoring programme looking at a possible revision of the
National Curriculum in 1998/1999, with the implementation of revised orders for
Key Stages 1 to 3 taking place in September 2000, and in September 2001 for Key
Stage 4.

In 1997, the SCAA set up a monitoring programme to collect information
about the implementation of the curriculum in schools. The details of this programme
were included in “Monitoring the School Curriculum: The Framework™ which was
designed to establish aims for the SCAA’s work on developing the school
curriculum; identify key areas in which SCAA will initiate and promote broader
thinking about the school curriculum; establish the range of approaches that will be

used to nitiate and evaluate work on developing the school curriculum, outline how
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the development process will be managed and identify a broad time-scale and

specific action points for work over the next 5 years (SCAA, 1997; Appendix A).

During this revision period, five key areas were identified for consideration,
namely the purpose of education; lifelong learning and the world of work; flexibility;

the structure of the national curriculum and finally, national standards.

In the opening address to the SCAA conference held in October 1996 (section
2.3.5), Tate, SCAA chief executive, stated that that they had “no views on the future
role of modern foreign languages in primary school... at the moment” and were

approaching “the issues with an entirely open mind” (SCAA, 1997, p.7). However, in
May 1997, general elections took place that witnessed the return of the Labour Party

to government. The teaching of MLPS was already in many politicians’ minds and
the Labour policy document on education “Excellence for everyone: Labour’s
crusade to raise standards™ stated that “Labour will develop the teaching of foreign

languages in primary schools to boost children’s linguistic skills” (Labour Party,
1997, para 2.30).

On November 20, 1997, the Ministers of Education of the European Union
adopted a resolution on the early teaching of languages supporting the movement
already in place in various member states. The UK was taking over the presidency of

the union in 1998 and at this meeting, Wilson, the then Scottish Education Minister,
welcomed this resolution and praised the work being done in Scottish primary
schools stating that “language teaching would figure prominently in the education
agenda of the UK presidency” (Scottish Office News release, 1788/97, 20/11/97).

Once in government, in January 1998, Blunkett, the then Secretary of State

for Education, “lifted the requirements for time spent on individual subject areas in

the primary curriculum to allow schools to focus on the 3Rs (reading, writing and

arithmetic) and suggested that schools could offer ‘taster courses’ in other subject

areas including Modern Languages if they wish to do so” (Poole, 1999, p.17).
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2.5, 1998: "Where are we going with languages?': The Nuffield Languages

Inquiry

As Moys, secretary to the Nuffield Languages Inquiry, stated in the

introduction to the consultation report “Where are we going with languages?” (Moys,
1998) published as part of the remit of the inquiry in spring 1998, the Trustees of the
Nuffield Foundation decided to establish an inquiry into the United Kingdom’s
capability in languages. The aim of this inquiry was to estimate the needs the United
Kingdom would have in languages over the next 20 years, and to assess whether the
present picture represented a firm foundation for the future. This consultative report
would “map the territory of the current languages scene before the Inquiry starts to
take evidence, and ... identify what are most likely to be key issues to be addressed
by an inquiry such as this” (Moys, 1998, p. 4). In the foreword to this publication,
McDonald and Sir John Boyd, Chairman and Co-Chairman of the foundation,

explained the point of this inquiry:

The Nuffield Languages Inquiry provides a long overduc opportunity to
take stock of our national capability in languages. And to ask some
questions. Increasingly our traders, investors, travellers and young people

operate worldwide. Docs our current language provision offer a firm basis
for the future? Are we satisfied with the level of aspiration and

achievement? Are we clear about the contribution that languages skills
can or should make to our national ‘skills pack’?

(Moys, 1998, p.1)

With this in mind, the inquiry was asked to consider and provide

recommendations to three main questions: (1) What capability in languages will this

country need in the next 20 years if it is to fulfil its economic, strategic, social and
cultural aims and responsibilities, and the aspirations of its citizens? (2) To what

extent do present policies and arrangements meet these needs? (3) What strategic

planning and initiatives will be required in the light of the present position?

In the consultative report, Boaks (Deputy Director of CILT) looked at the
situation in schools in the whole of the UK. With respect to the primary sector his
main points concentrated on the provision and organisation of the teaching of MLPS

and the existing policies and practice in this area. Boaks concluded that there was no
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UK-wide provision. In England, Wales and Northern Ireland there were some LEA-
led 1nitiatives, while in Scotland a nation-wide programme had started in 1989 with
some pilot projects, followed in 1993 by a new training programme. However, the
situation in preparatory schools was different as there was an important provision of
Modern Languages although they were “usually taught as a discrete subject by
specialist teachers and receives a greater share of curriculum time than in LEA
primary schools” (Moys, 1998, p. 34). At the same time, Boaks highlighted that
continuity between the primary and the secondary stages of education was still a
main concern. However, in his article, Boaks stressed one conclusion from the
Scottish pilot experience which was that “the benefits to the learner of an early start

are maintained up to the age of 16” (Moys, 1998, p. 34).

In terms of policy and practice, Boaks identified the following issues as
important: the training of teachers; the different learning objectives of different
projects; and once again, the variety of programmes existent in the country. With
respect to the training of teachers, Boaks stressed that it had to be borne in mind that
the teaching of a MFL was still not part of the Key Stage 2 curriculum and would this
change, it would have great implications in terms of training teachers of ML which
was already problematic in the statutory secondary sector. In terms of the learning
objectives of the different early language learning projects, two different views were
present. On one side, Boaks identified those who saw that “awareness of language

and a sensitisation to other cultures are key educational objectives which lay

foundations for successful language learning later on” (Moys, 1998, p.34). On the

other side, could be found those who “argue the case for a strong early start in

‘proper’ MFL learning” (Moys, 1998, p.35).

However, an important issue present in the UK at the time was the very
different opinions on the introduction of early ML teaching and learning. Some
practitioners supported the introduction of a MFL in the early years, while others

were more cautious towards the idea due to the differences it could create n
provision between regions or even areas in the same region. Other practitioners were

also concerned about the provision of languages other than French and the problems
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this could cause, but even with these misgivings, all practitioners acknowledged “the

need to continue to lobby for proper resourcing” (Moys, 1998, p.35). In this respect,
Boaks highlighted that in the UK there seemed to be a will to introduce MLPS,
although there was also a fear of the unknown and of the possibility of lack of

resources if a new programme were to be set. As he put it: “The approach from the

government so far may be described as encouraging growth but refraining from any

major commitment of resources” (Moys, 1998, p.34).

At the end of his article, Boaks identified a number of questions that should be
addressed by the inquiry. Unfortunately, a number of these questions had already

been raised in previous projects but no solutions had been found or no attempts had

been made by government or other stakeholders to find solutions.

e What languages should we be teaching in schools?

e What should be the aims and objectives of FL provision in |
Primary schools?

e Is there an over-rcliance on teaching French in sccondary
schools to the exclusion of other languages?

e What would be an effective languages curriculum in both
primary and secondary schools?

e Can programmes such as languages for all, languages for
lifelong learning and languages for linguists be brought into the
school curriculum?

o How can we ensure, as young people progress through school,
that they maintain interest in languages, linguistic skills, and 1n
other cultures — to wish to pursue language learning from school i

|

into adulthood?

¢ How can the context for language learning be improved both
within and beyond schools?

e How can schools be supported best when they wish to bring
innovations to thc language curriculum and to language
teaching?

e What does the study of a MFL add to language education in
general?

e What improvements could be made to the curriculum and
qualifications framework in order to recognise the achievements
of all learners?

e What further improvements in the quality of language learning
can be made within current constraints and how can teachers be
empowered to create improvements?

e What steps can be taken to ensure a closer correlation between
the languages offered in schools and the future needs of the
individual and the nation?

(Moys (ed); 1998; p.43)
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These were the questions specific to the teaching of MFL in schools identified

in this consultative report. The report from the inquiry was published in May 2000

and its findings and recommendations can be found later in this chapter (section 2.8).

2.6. March 1999;: Early Language Learning Initiative

In 1999, the British government saw the importance of the teaching and
learning of foreign languages in the primary sector and on March 25" 1999, the

Under Secretary of State for School Standards, Clarke, announced a Department for

Education and Employment Initiative to promote and develop the provision and
quality of Modern Foreign language learning in the Primary sector for England and
Wales. The Early Language Learning (ELL) Initiative would be delivered in two
phases, from April 1999 to March 2002, and from April 2001 to March 2004. It was

managed by CILT and aimed to provide advice and support for institutions involved
in or considering the provision of early MFL learning; to offer greater support and
coherence for existing initiatives; to support networks for sharing experience, and
finally, to establish a basis for future developments. At the end of the first phase, a
report was published by CILT highlighting a number of issues emerging during that

phase which “provided the rationale for the extension of the Initiative in 2002 -

2004” (CILT, 2002, p.3).

In December 1999, Prime Minister Blair endorsed this initiative when
delivering the annual Romanes Lecture on Education at Oxford University on

December 2™

Let mc start at primary level with a few concrcte examples. Modemn
Languages. English may be the new lingua franca, a competitive
advantage for us as a nation, not least in education. But the compctitive
advantage for each of us as individuals is the capacity to make our way as
freely as possible through the new Europe and the wider world. Everyone
knows that with languages the earlier you start, the easier they are. The
National Curriculum rightly makes a modern language compulsory from
the beginning of secondary school. But many children gain a valuable
head start earlier. Some primary schools alrcady do excellent work in this
area, and language teaching from the age of seven or eight is almost
universal in independent schools once competence in the basics has been
achicved. As all schools move towards universal competence in literacy
and numeracy, the scope for more language teaching in the later primary
years 1s somcthing we are scriously considering,

(ELL Bulletin, 2, Deccember 1999)
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However, as King, Director of CILT, stated in the first edition of the ELL

Bulletin, this did not mean the introduction of Modern Foreign Languages as a

statutory part of the Key Stage 2 curniculum.

The outcomes this organisation aimed to work on were: the establishment of

the National Advisory Centre on Early Language Learning (NACELL) at CILT; the
development of high quality curriculum resources for classes and teachers; the
establishment of a network of practitioners making particular use of ICT; the

development and dissemination of models of good practice by the Good Practice
Project (GPP); finally, the review and co-ordination of training for teachers of MFL

in the Primary sector.

2.6.1. NACELL
The targets for the National Advisory Centre on Early Language Learning

(NACELL) were specified in the first issue of the ELL Bulletin as the creation of a
national system of information advice and support for early language learning, the
provision of access to high quality advice and support for all primary schools
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