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1.      Organisational Models
1.0  
Introduction

Two good reference points to models in general terms can be found at　http://www.cilt.org.uk/pnmary/cumcular.htm  (which also includes some sample 

costings of models) and http://www.cilt.org.uk/primary/index.htm#report  These 

documents cannot give a complete picture of primary language activity in England, but provide a sufficiently large sample to be representative. The Scottish Primary Programme 2000 evaluation, accessible at http://www.cilt.org.uk/research/aap.htm  offers a view of attainment by primary beginners at two points, the end of primary education and two years later, and forms a substantial investigation into the effects of a broad and well-funded programme. This report does not seek to repeat the material contained in the above sources, but to offer some synthesis, some findings from the author's own experience of working with primary foreign language schemes and some suggestions for Japanese specific issues.

As an overarching consideration throughout this report are the different potential levels of engagement with foreign language learning, which may be found in primary schools. These may be determined by a range of different factors, for example head teacher curriculum preferences, staff skills, the context and location of the school, finance and, ultimately, the school development plan priorities. Four examples of these very different levels of engagement are:
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• In some cases the model preferred is a 'sensitisation' or a language awareness module of work. This structure can also be favoured by partner secondary schools who are accustomed to receiving learners who have not yet experienced any formal foreign language learning. It may involve a sampling of one or several languages, often with a cultural focus.
• In many areas foreign language learning has been provided by clubs, principally French-oriented such as La jolie ronde or Cercle français. This model may involve after-hours lessons and in the past has centred largely on a songs and games approach, although more recently linear schemes of work have also been introduced.
• Since the advent of language colleges (now numbering around 180) the partnership or family model has grown significantly. Secondary foreign language teachers regularly teach predominantly Y5 or Y6 learners on an outreach basis: this curriculum is more likely to be based around the KS2 Guideline Scheme of Work, which is itself closely linked to the original KS3 scheme. (http://www.standards.dfes.gov.uk/schemes/primary mfl/?view=get)
• In very rare cases a school adopts a content and language integrated programme where a school subject is partially taught through a foreign language. Recognised examples of this would include the PIMFLIPS experiment in Aberdeen (http://www.scilt.stir.ac.uk/PDFfiles/

Walker20Road.pdf), the Elliott School initiative which is part of the national CLIP Project (http://www.cilt.org.uk/clip/index.htm) and a new project in Nottingham to integrate History into German which will not report 
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until late 2004. But additionally curricular linking has also taken place in the extensive programme organised by Liverpool LEA and some work has been done on Geography and French linking at QCA Scheme of Work level.
Clearly the first and fourth models are very far apart but are equally valid in bringing foreign language work into schools at a level which can be delivered, maintained and later built upon. This discussion of levels of engagement is very important for the Japanese language learning community because it may allow more projects to begin at lower levels, while still recognising the benefits on a longer term scale to develop into richer models.
1.1
 Who learns?
Around the UK there are instances of foreign language learning in every age group from Nursery to Y6. To take Nottingham City LEA as a sample authority, the 15 schools which have established foreign language learning either on a continuous or regular modular approach, include two at Nursery level, three at KS1 and ten at KS2. The DfES has spoken of an entitlement to MFL for all learners in KS2, and therefore a KS1 emphasis is not expected, but neither is it being discouraged. Many of the outreach models by language colleges focus on Y5 and Y6, on the basis that it is advantageous to build competence in the learners who are due to transfer sooner rather than later. A further rationale for this is perhaps because secondary trained teachers are more likely to be
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able to relate to learners aged 10 and 11 than those of a younger age. Primary classes tend to be mixed ability, although it is common now in year groups with more than one class to band for literacy and numeracy. The decision about whether it is a whole class, a banded class or a whole year group which learns the MFL is an important one. Many heads in conversation have indicated that it is inappropriate to exclude any children from a year group which has been designated for language learning. This has implications for staffing and may account partly for the model which exists most commonly, where a voluntary club is set up for learners of all age groups.
Clearly a full range of ability in a foreign language learning classroom has implications for the amount, the nature and the style (especially in terms of the Four Skills) of language introduced. But this is well-known to Y7 teachers and should not pose a problem to secondary outreach staff unless the learners are substantially younger (eg Y4 and below) where the developmental range will not be familiar to the teachers involved. (See Section 2 for more detailed discussion).
Such consideration will be more crucial in the case of Japanese, where the balance between oral/aural and reading/writing skills appears to be a subject for debate even at KS3 level. Issues concerning whether any script is introduced, and when it is possible to start to expose learners to kanji need discussion, especially since the increased motivation which is evident in the primary sector may lead to greater capability than might be expected amongst some learners.
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1.2 
Which languages?
Nationally, according to the CILT evaluation French and German are the preferred languages, but in terms of the new initiatives Spanish is gaining popularity at a rapid rate. Other languages appear more often as 'tasters' rather than as regular timetabled subjects, but each area is unique in this respect and the presence of strong communities can create an interest in specific languages. Additionally some language colleges are creative about how they organise their outreach work, with examples of Japanese (see the second report in this submission) and even Russian in one known instance.
A vital issue in primary language learning is continuity between the primary and secondary sectors. The so-called 'failure' of the Primary French initiative in the 1960s is thought to have been largely the result of children with and without language learning experience being mixed in Y7 with no progression available to those who had already taken normally a minimum of two years of French.
Continuity concerns can often determine the choice of languages if outreach is the model and will always mean a discussion with partner secondary schools even if it is staffed from within the primary school. In the case of Japanese, a secondary school which has the language available from Y7 would need to ensure that a sufficient number of primary classes across a number of schools was learning Japanese. Given that teaching groups in Y7 are most commonly based on tutor groups, it is not normally possible to create a teaching group which has been drawn from only 1 or 2 schools. Therefore, ironically, the 
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major language in the secondary school is not always the automatic choice for primary partner schools. If, say, four schools are involved, then it becomes possible to create mixed ability and mixed school origin teaching groups for continued Japanese and other groups for beginners in Y7. If Japanese is not introduced in the secondary school until Y8/Y9 there is less of a problem, as there will be an enforced gap of at least a year. With some differentiation and the planned use of the existing skills of the experienced learners, continuity and progression become easier to organise. It would still be desirable for at least 2 primary schools to be offering Japanese even with that model.
Japanese may also be a very appropriate language for a taster/sensitisation model as it can involve a great deal of cultural content in addition to the language learning experience and can therefore also contribute significantly to Citizenship issues.
1.3 Who teaches?

Summary of most common options:

	Identity of teacher
	Qualifications/

Experience
	Advantages
	Disadvantages

	Primary teacher with language skills
	Qualification in FL + in  primary education with general primary teaching experience
	Able to make curriculum relevant to age group chosen; able to teach primary learners; able to see opportunities to embed FL work in wider curriculum; able to teach foreign language with secure methodology


	May have little secondary practice (needed for discussions about continuity)

	Secondary FL specialist  
	High level Qualification in FL + secondary teaching experience
	Experienced in language learning / teaching
	May not pitch well towards primary learners; may not see potential for curricular embedding; may have a 'narrower methodology" as determined by recent secondary practice

	Native speaker (asst or locally employed)
	Non-teaching qualification; some or little experience, perhaps with adults
	Good language command; able to include authentic cultural content
	May not know English system; may have little experience of general primary teaching methodologies; may not have understanding of how to teach language; may not pitch well to younger learners


As the table above shows, there are three major options available to a school seeking to introduce primary foreign language learning. While the Language Strategy advocates the use of other personnel from outside the profession, the Scottish Project (Evaluation 2000) noted that most if not all of the participating teachers had been trained and that the vast majority were primary teachers, in many cases the class teacher. The use of secondary colleagues was very sparse and the use of outside agencies apparently non-existent. The CILT analysis of language provision up to 2001 showed a similar pattern, although the number of language college outreach programmes has increased substantially since that time. The columns above showing advantages and disadvantages indicate not what will happen if certain types of teacher
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are involved, but what might be the issues involved in adopting certain models of teaching provision. 
It seems clear to the author of this report, and this seems to be borne out by the Scottish Evaluation that the best person to teach at this level should be:
• a trained and experienced primary teacher (ideally the class teacher) 
who has
• a knowledge of a foreign language which is
• culturally authentic and
• secure (at an appropriate level for the intended curriculum).
In addition, further highly desirable qualities are:
• some expertise in foreign language methodology, and
• knowledge of the participating learners

It is at this point that philosophies of primary language learning may start to diverge. The above checklist assumes that the MFL teaching and learning will be embedded in the wider curriculum perhaps in terms of content but certainly in terms of methodologies. Others might argue for a list which places expertise in foreign language teaching methodology at the top. That is more likely to involve separate status in the curriculum with a model of teaching and learning close to that of KS3. 
The checklist below is offered as a means of identifying a training agenda. 
As stated above, it will be contentious if the skills list it sets out is seen as 
a hierarchy of priorities. But it can be used as a basis for discussion
whatever ‘philosophy’ is espoused.

	Suggested Priority
	Capability
	Type of training needed if lacking
	Time implication

	  1
	  Knowledge of 

  primary  

  methodology
	Formal INSET / retraining or substantial observation
	Returners' courses usually approx. 50 hrs - this is more likely to be in own time, but observation also needed (school time)



	2
	Secure foreign language capability
	Some formal language classes + residence abroad
	Own time for classes, but time abroad best achieved through teacher exchange



	3
	Knowledge of FL methodology
	Formal INSET / retraining or substantial observation


	School time
 (min. 2 weeks ?)

	4
	Knowledge of  age-range
	Observation needed (although own children may offer useful experience)


	School time 
(min. 1 week ?)


The question which is most often debated is whether it is easier to provide language enhancement and language methodology for existing primary teachers or primary methodology for existing secondary language teachers. Neither method is cheap or fast. In the Nuffield funded Nottingham Primary Foreign Languages Project the overwhelming expressed need by teachers is for language enhancement. Some also express uncertainty about methodology, but in reality at sessions held to share practice, they
naturally have an instinctive feel for techniques which work well with primary learners, and which are valued by secondary teachers who attend.
But if it is felt that secondary methodology in MFL is also appropriate for primary learners, it is clearly less time- and cost consuming to employ secondary trained personnel and to forgo primary training (and perhaps even to manage without observation).
If good primary teaching is seen as being essential to the delivery of MFL in the school then both sets of personnel need training. Language enhancement will be the priority for the primary staff and methodology at primary level for the secondary participants.
Team-teaching which also involves in-class training is a possibility route to combine skills and develop the model. Where secondary outreach teachers are able to work in the classroom with primary colleagues, each gains understanding and new skills. The primary teacher should then be able to teach solo, and the secondary teacher can move to another primary classroom to work with another colleague (but with an enhanced understanding of the learners' needs). Some language colleges (for example Monkseaton High in Whitley Bay) are making training a central part of their primary outreach teaching.
1.4 
A note about lesson length
There is a purely practical issue about lesson length which can often lead to a 30 minute allocation for primary foreign languages. A very pressurised
curriculum with regulation over the time given to Literacy and Numeracy allows little flexibility. Sometimes the preference is for 30 minutes if two such sessions then become possible in a week: 'Little and Often" was the mantra for language learning over a very long period. But a 60 minute allocation has been preferred in some instances and the depth reached in that time can compensate for the greater gap between lessons. A 60 minute lesson naturally demands greater variety of material and methodology and the foreign language knowledge and methods skills levels of the teachers may be relevant in this respect. But it is another important issue for discussion since a token time allocation even if on a regular basis will lead to limited progress and apparent failure of a project. Language learning will often take place in the afternoon and there is a need to choose a structure which fills a coherent timetable block and which allows the students both to be active and also to have time for consolidation of material in some form.
2.   
Curriculum Models
2.1 
The Four Skills
From the early 1980s, with widening provision of MFL in secondary schools, with the growth of the Graded Tests movement, the onset of GCSE and finally, the introduction of the National Curriculum, a model of the curriculum based on topics of study and an assessment model based on the Four Skills has dominated language teaching and learning. Indeed the proposed new accreditation framework has the four skills as its base.
The KS3 Framework for MFL departs from this, for example in its use of the 
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word, sentence and text divisions taken from the National Literacy Strategy. This is explored in more detail in Section 2.2 below. 
Different languages can be provided for at primary level in different ways if a Four Skills model is used. Western European languages can realistically be offered with all skills relatively equal, although the tendency is to focus more on listening and speaking in the first year of learning. German, Spanish and Italian are more immediately accessible in terms of reading and writing than French. Russian would cause different problems and right to left alphabetic scripts would be harder still. In the case of Japanese and Mandarin, teachers would need to consider (as they already do for KS3 learners) the implications of the overall class L1 English and EAL range of developmental reading and writing capabilities. It is likely that learners will cover the range of ability and that some will have both motivation towards and capability for reading and writing in Japanese.
The tendency on occasions to break down the curriculum into very short and somewhat decontextualised units, eg numbers, greetings, family with very little linking and a 'single-word' approach is often now thought to be problematic and it is easy in the case of numbers, for example, to integrate them into another activity, for example for the scoring of a game played with other vocabulary, for dates of birthdays in the class, for some simple numeracy work rather than to teach the numbers per se.
While a presentation, practice, production model of teaching is still favoured, the use of stories or drama to introduce new vocabulary has been found to be 
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very successful. Additionally, the use of new technologies is not just motivating but also allows more intense practice of contextualised language. Examples here are songs downloaded from websites with animated pages to accompany them or powerpoint presentations which combine visuals and text and which encourage learner participation through multi-choice tasks included on the slides.               
Webpages in general can be a rich stimulus for interest in language. Thus a topic based approach can allow a broader exposure to the target language with very clearly articulated expectations for understanding on the one hand, and production on the other. One undoubted finding from immersion and content integrated projects is that learners are capable of understanding much more than we think, as long as our demands for them to use all of that language are not unrealistic at each stage of the learning.
2.2 
Language and Metalinguistic Awareness
If the four levels of engagement listed at the beginning of this report are re-examined, it is clear that only in the fourth would a focus on language and grammar awareness be crucial as one element of the programme. However it could form a part of any of the other three, if teachers decided it was important. The National Literacy Strategy is now long established
and seems to have contributed towards learners' awareness of English language structure. The KS3 Framework for MFL (http://www. standards. dfes.gov.uk/keystage3/updates/news/?newsid=3068) focuses strongly on such elements and this KS3 structure is currently a major focus in at least two of the DfES funded Pathfinder projects in primary language learning. Clearly this 
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indicates that grammar may play more of a part at primary level than has been the case. In the case of Japanese, there are clearly some features of the language which can be introduced and spoken about overtly (preferably after the learners have heard and used them in context and so have a recognition of the forms concerned) because they are less problematic than in certain other languages. Other grammatical elements will be avoided, just as they are at KS3 now. There is scope here for some very creative decision making about the order of topics and language. Clearly the topics need to be relevant to primary learners but need not follow conventional schemes if the language structures encourage alternatives.
2.3  
Links with other Subjects
It is possible to see cross-curricular linking at different levels in terms of the time given to the model, the amount of integration, and the focus (is it on content or language or both ?). The current interest in Citizenship offers an immediate source of potential linking and this can be also seen through Geography. An example taken from KS1 Geography, but which could form the basis of an approach higher up the age range can be seen at:
http://www. standards. dfes.gov.uk/schemes2/geography/geo22/?view=get  
This is a topic about a contrasting locality overseas, where the advice is to focus on everyday lives. Unit 9 of the History KS2 Scheme concerns the lives of children during the second world war and offers some comparative opportunities, both between past and present (what could they play with, what could they eat, what did evacuation involve ?) and between nations.
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This may sound rather daunting but at primary level there is often a very tenuous link, for example work in Science on the body is complemented by the vocabulary of parts of the body and games such as Simon says and this low-level approach could be said to undersell the potential for linking. 
There have been very serious attempts to go beyond this. Schools in Scotland, Spain and England have introduced partial immersion for times ranging from one hour to one or more days per week. In these schemes school subjects such as Mathematics, Technology, Physical Education, Geography and History have been taught at least partially in the foreign language. The basis for this approach is that all language encountered by the learners is in a rich meaningful context and is thus comprehended, used and sometimes also independently produced as part of a process which is directed not at language learning but at understanding information and concepts. This happens often through a more highly charged cognitive activity which again boosts learning.
It is possible to 'steer the middle ground' here and find ways of integrating some content activity, perhaps through the use of visuals and tables/diagrams/statistics where simple foreign language questions can elicit more content-based responses which deal with facts and opinions rather than merely the language of the message.
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3 Assessment Models

There will be disagreement about the role of assessment in primary foreign language learning, but the government policy is clear. The adoption of a 'learning ladder' approach is already underway, with specifications for levels of attainment from beginner to degree-level competence. The task of creating the assessment materials and of training teachers to assess is currently (Sep 03) being offered to tender by the DfES. This system is intended to cover all age groups and so an issue will be the extent to which beginner assessment is appropriate both for primary and adult beginners. At the point of writing it is in too early a stage of development for us to be sure if it will become a supporting tool or a 'hoop' for the learners.
We have referred throughout this report to the differing levels of engagement with primary language learning which are currently to be seen in schools. Clearly this applies also to assessment, with the taster or songs/games approaches both usually having no in-built assessment structure. Where languages are taught as more conventional curricular items, assessment practice can often follow a secondary model, ie
- vocabulary testing,
- speaking assessment carried out often through role play,
- reading and listening tests structured mainly through tick boxes and grid filling,
- limited writing, through something creative such as a poster or through listing activities or message writing.
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There is a clear issue here for Japanese teachers to discuss whether an
assessment model involving mostly listening and speaking is created or when and how to introduce elements of script to enable some basic reading / writing skills to be developed and used as an assessment vehicle. The purpose of assessment also needs to be defined. Is it a process by which the success of primary foreign language learning is measured (and if so, is it the only such measure?) or is it the means to report to the school and to parents? Is it intended to inform and reward learners? Is it for the teacher's benefit to improve the provision? The response to these questions will largely determine the scope and nature of the assessment methods chosen.
      Alternative views of assessment or the recording of achievement also have a role here. The European Languages Portfolio is an EU-wide initiative which in the UK has produced a version for primary learners which can be bought or downloaded free from the CILT website: http://www.cilt.org.uk/primary/elp.htm The function of this document is to provide learners with the means to record their increasing knowledge and skills. It will provide a useful progression evidence document at the KS2/KS3 transition point and will involve learners in understanding their own progress and how to enhance it. The Portfolio is intended to include best work as well as charting the progress through the tick sheets and response boxes, and could therefore become an important tool for many of the purposes described in the paragraph above

