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Trilingual Primary Education in Friesland

Jehannes Ytsma, Fryske Akademy.

This chapter deals with recent developments imgpilal primary education in Friesland
province, The Netherlands. The first section gs@se insight into the present day
language relationships in the province. This seagea backdrop to the trilingual project
discussed further below. Section 2 goes into thitipa of Frisian in primary education
in Friesland. Thereafter, section 3 is concerndd thie position of English in primary
education in The Netherlands and in Friesland.iéw section (4) deals with a newly
established project on trilingual primary educatiofrriesland. Section 5 winds up the
chapter. This final section contains some conclgidemarks.

1. Background and Sociodemogr aphic Situation

Friesland is officially recognised as the onlytgiual province in The Netherlands. The
province has well over 600,000 inhabitants, whiches to approximately four per cent
of the total national population . Survey resedrab shown that 94 per cent of the
provincial population can understand Frisian angh&ecent claim to be able to speak the
minority language (Gorter & Jonkman, 1995:8). Asda literacy is concerned, 65 per
cent can read Frisian and only 17 per cent carewrithe language. A comparison of the
figures cited on language proficiency (from 1994thvearlier research findings (dated
1980) made clear that the language relationshigiseiprovince have been remarkably
stable since the early Eighties (Gorter & Jonkni®95:8).

As said, a very high percentage of the total pdmracan understand Frisian. Moreover,
no less than 85 per cent of the Dutch-speakingoitduats can understand the minority
language (Gorter & Jonkman 1995:12). This has twitlo the fact that Frisian and
Dutch are typologically related varieties. Both &ermanic languages. Frisian and
English are related too; they belong to the brasfdBoastal Germanic languages. By
contrast, Dutch and German are Continental Germaarieties. In (historical)

linguistics, Frisian has been considered the laggumost closely linked to English.

A considerable part of the population of Friesl@novince uses Frisian on a daily basis.
It has been found that a small majority of the iitemts (55%) has Frisian as mother
tongue, whereas 54 per cent speak Frisian at hGoegr & Jonkman, 1995:11/16).
These figures show that the minority language @y tops the dominant language in
the numerical respect. In the light of primary eatian, it is particularly of interest to
look at the current language relationship among begmof the youngest generation. In
this respect, it has been assessed that 53 peofcinat children in Friesland have Frisian
as mother tongue and 39 per cent of youth havelagdirst language (Gorter &
Jonkman, 1995:17). The remaining percentage ofhiidren (7%) speak a local dialect
as first language. Furthermore, it should be ntitatinot many people living in Friesland
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have a foreign language as mother tongue. In ésigact, it has been estimated that only
some two per cent of the provincial population havereign language as first language
(Gorter & Jonkman 1995:11).

Yet, English occupies a certain position in a nundiéormal domains of Dutch (and
Frisian) society. That is to say that the foreigmguage functions vividly within ‘modern’
domains such as media and business. For examete,ithextensive exposure to English
in the mass media. De Bot (1994) remarks that BDtper cent of the television
programmes in The Netherlands are English lang(&lgsubtitled in Dutch). Moreover,
English is increasingly used in commercial advarjsin this respect, Gerritsen (1996)
mentions that almost a fifth of the pages in Dutelwspapers and magazines contained
English language product advertisements. Gerritsecludes that fully English-
language product advertisements are fairly wellldsthed in The Netherlands.

The tendency towards internationalisation has lseen as a threat to the position of
Dutch in the European context (De Bot, 1994). Grminternationalisation undoubtedly
strengthens the role of English as a lingua fran¢aurope and perhaps it can even
marginalise the Dutch language internationallyhia fong run. However, this does not
directly affect the position of Dutch within the odanguage area, for there are no signs
that English intrudes in the informal core domdithe family. In this sense, it remains a
‘foreign’ language indeed.

2. Frisian in Primary Education

Since 1980 Frisian has legally been an obligat@ngliage for primary schooling in
Friesland. Core objectives were specified for #sehing of Frisian in 1993 and these
have been revised in 1998 (Staatsblad, 1998). @reeabjectives function as a guideline;
they prescribe for schools in general terms whatitog about. The school curriculum
should be designed in accordance with the corecbbgs. The core objectives set for the
teaching of Frisian in Friesland are identicalitose for the teaching of the Dutch
language in The Netherlands. This means that ufipetence in Frisian and Dutch (i.e.
understanding, speaking, reading and writing abiig aimed at all pupils in the
province, whether they speak Frisian or Dutch atdwdn reaching the core objectives,
the schools can employ a new language course cBieBryske Taalrotonde' (The
Frisian Roundabout), which has been developed b 6@slan the centre for
educational advice. The course has been used yB00gout of some 500) primary
schools in the province since its introduction 894. The starting point of the Frisian
language course is the communicative use of tigetdanguage in a variety of
meaningful contexts.

Current figures are not available, but an Inspatésurvey conducted in the late
Eighties (Inspectie van het Onderwijs, 1989) resédhe following picture of the

position of Frisian in primary education. Ten pentof the schools had an exemption
from the obligation to teach Frisian. These schaoéslocated in non-Frisian areas of the
province. The schools which taught Frisian gengidilll so for one lesson per week, in
every grade. The lessons are mostly given by tpalae class teacher. Frisian was also
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used as medium of instruction to teach other schwlojects, but a fifth part of the
schools did not do so. In most cases, Frisian wad as vehicle of instruction for 10 to
30 per cent of teaching time; note that monolinduraian-medium (immersion) schools
do not exist. Research has shown that Frisian-apgakhool children generally
appreciate the use of Frisian as medium of ingongcthereas Dutch children mostly
disapprove of it (Ytsma, 1995:128). Importantlyhdts also been shown that many Dutch
parents overtly deprecate the use of Frisian ahache of instruction in primary
education (Ytsma, 1995:136). While there is (sodiggussion about the use of Frisian in
the classroom every now and then, the use of Datsben as self-evident.

The Inspectorate survey also showed that pupilvaton for the Frisian lessons was
not always favourable. One third of the schoolsdatdd that their pupils were poorly
motivated for Frisian schooling, one third of tlilsols reported a neutral motivation
among the children and the last third estimatetttier pupils were strongly motivated
for the Frisian lessons (Inspectie van het Onder989:29). The new Frisian language
course possibly has improved students' motivatoonesvhat, since a recent evaluation
indicated that most children appreciated 'De Taahde' (Le Ritte, 1998).

In the study 'Taalpeiling yn Friesland' (Languagsessment in Friesland) conducted in
the early Nineties it turned out that the resuftBrésian primary schooling were
disappointing (De Jong & Riemersma, 1994). The@stboncluded that there was a gap
between the core objectives set for Frisian orotfeehand and the research results
relative to the command of Frisian among the eldastary school children tested on the
other. In particular, speaking ability turned aube low among Dutch children and
writing ability was poor among Dutch and Frisianldten. Moreover, the results of a
decoding test on reading ability were below par agniooth groups of children. In view

of the very modest place of Frisian within the sdleurriculum - both as school subject
and as medium of instruction - these unfavouraddearch findings should not come as a
surprise. Importantly, however, the 'Taalpeilireyealed positive outcomes as to the
command of Dutch at the end of primary educatioadg 8). In general, the performance
of Frisian and Dutch primary school children indstand was equal to that of the
children attending schools in the whole of The Mdtnds (De Jong & Riemersma,
1994:226). In other words, it was proven once afam bilingual schooling had no
detrimental effects on Dutch language proficierkyto the results on reading
comprehension, the Frisian schools even outperfditimase in all of The Netherlands.

3. English in Primary Education

English became legally obligatory in primary edumain The Netherlands in 1986. No
single school is exempted from the obligation &ctethe foreign language. Core
objectives were set for English teaching at primangl in 1993. A revision of these
objectives has taken place in 1998 (StaatsbladB)199 essence, the objectives come
down to plain communicative abilities in the donsaof understanding, speaking and
reading (for further discussion see 84.1). Engbshsually taught as a school subject in
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grades 7 and 8 only, i.e. from age 10 or 11 onwaddsonwide research conducted in
1991 pointed out that merely five per cent of thenpry schools started with Primary
English in grade 6 (Vinjé, 1993:34). Unlike Frisjdine first foreign language at school is
not used to teach other school subjects. In otleedsy content-based instruction does not
occur (or only rarely occurs). The English lessaresgiven by the regular class teacher
in nearly all cases (88%; Vinjé, 1993:34). Time exgiture for foreign language

teaching is limited. In grade 8, the mean teackimg@ amounted to 47 minutes per week,
whereby most primary schools taught English for ongvo lessons per week (Vinjeé,
1993:34). The primary schools use various commidanguage courses. A majority of

61 per cent of the schools used a communicativesepd per cent made use of a
grammar-based course, and 32 per cent of the schoglloyed a mixed,
communicative/grammar-based course (Vinjé, 19930Daijing the English lessons most
attention is paid to listening and speaking abgityl to vocabulary development. The
above-mentioned figures about the position of Ehgin primary education apply to
primary education in the whole of The Netherlarmg,there is no reason to assume that
the situation in the Frisian schools differs substdly. The fact that the latter schools
have to teach Frisian as an additional subjectupnably does not have consequences for
the teaching of English.

The foreign language lessons are quite popular grttenprimary school children.
Interestingly, the eldest children in The Nethedsi(grade 8, age 12) pointed to English
as their favourite school subject (Vinjé, 1993:9M)is is in line with earlier research
findings obtained in Friesland, which showed thap8r cent of the primary schools in
the province indicated that their students werdligighotivated in regard to English
lessons (Inspectie van het Onderwijs, 1989:29).sEme study put forward, however,
that not all primary schools in Friesland saw Estgls an essential part of the
curriculum. In fact, 58 per cent of the schoolddated that English was important to
them, whereas 42 per cent did not evaluate EngBsh significant language at primary
level (Inspectie van het Onderwijs, 1989:28). liksly that the latter schools were of the
opinion that the teaching of English is really ttmmain of secondary schooling. This
points to a general problem relative to the teaglinEnglish at primary level: the
connection between Primary English and Englishhaagsecondary level. It has been
noted that secondary schools find it hard to coje the huge spread of the knowledge
level of (aspects of) English among their firstadgatudents (Edelenbos & Hettinga,
1993).

The national study mentioned above has evaluatecesults of Primary English in The
Netherlands. Edelenbos (1993:110) summarised ttoemes as follows. He stated that
reading ability is moderate, understanding spokegligh is good, the children manage
on average to get by in quite a few plain speetttasons and vocabulary development
scores pretty high. On the whole, the conclusi@mseto be that the results of Primary
English in The Netherlands are not unsatisfactdowever, in all likelihood the rather
favourable command of English among the eldestagbimary children tested cannot
be solely attributed to the factor of schoolingeTuanctioning of English in the wider
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society (see 81) undoubtedly plays a significalg as well. In this respect, it is
interesting to note that 45 per cent of the childegamined in the nationwide study into
Primary English are of the opinion that they leBnglish mainly at school. Furthermore,
33 per cent think that they learn the languagelaa as much as outside school, and the
remaining part (23%) feel that learning Englishetlyi takes place by listening to the

radio and watching television (Vinje, 1993:94).

4. Trilingual Primary Education in Friesland

As has been outlined above, elementary schoolsésl&nd have been confronted for
over a decade with three compulsory school langudgesian, Dutch and English. An
advantage is that the regional, national languagef@eign language are three related
varieties, which may facilitate positive linguistiansfer (see84.2). On the other hand,
interrelated varieties can involve linguistic iriegence (i.e. negative transfer).
Furthermore, it has been mentioned that the fork@igguage not only has a place within
the setting of the school, but that the languagart} functions within society as well.
All'in all, we are of the opinion that the contéxtriesland is such that an innovative
project on truly trilingual primary education isafgble. By trilingual schooling we mean
that the three languages concerned are not onjjtaas school subject, but also used as
medium of instruction. The new trilingual projestan initiative of the Fryske Akademy
and the Frisian department of the provincial cefareeducational advice (GCO

Fryslan). The task of the Fryske Akademy is to follow upthe project with scientific
research. The Fryske Akademy conducts a longitlidindy principally on children's
language proficiency (L1, L2 and L3) and their spslychological disposition towards
the three languages (i.e. attitudes and motivatibimg responsibility of GC®ryslanis

to develop learning materials (Frisian/English) &mdounsel the schools partaking. The
development of additional learning materials isdezkas parts of world studies will be in
Frisian (all grades) and English (upper gradesihén1997/98 school year five
experimental primary schools started to work (firiéihgually Frisian/Dutch, see 8§4.2)
with the model in grade 1 and in 1998/99 two mateosls were added to the project. In
the years to come, the trilingual model is graduiaitroduced in the successive
classrooms of the schools taking part. This meaaisEnglish is now taught as subject in
the seven project schools, and will be system#yicesled as medium of instruction only
after a couple of years. Before that, English bélused prudently as medium of
instruction in pilot settings (see 84.2). At thelei each school year the children are
tested in Frisian and Dutch (and ultimately als&imglish) in order to gauge progress.
The schools participating are small and locatedliages in the Frisian countryside. It is
hoped that the number of schools increases inghe fature and that the project has an
emanating effect on other schools. In the secti@hsw we shall go into the educational
objectives of the project (84.1) and elaboratetemvorking method and didactic
principles (84.2).

4.1. Objectives



-6-

Primary schools in Friesland can take the offic@ie objectives set for Frisian, Dutch
and English as point of departure for a trilingpadgramme. As said, regarding Frisian
and Dutch the core objectives imply full (oral amdtten) language competence. As to
foreign language teaching, the targets imply thatdbjectives are understanding,
speaking and reading, albeit at a humble leveleNwat writing in English is excluded in
the core objectives. The approach for Primary Bhgh The Netherlands has been
specified as follows:

"The purpose of offering the English language m phimary school is, on the one
hand, to make the pupils familiar with a foreigndaage at an early age. On the other
hand, attention is being paid to the function ofjish as an important international
language. Pupils recognise English as a souraeofwords in Dutch. They form the
basis for speaking and reading the English langusigging from everyday situations.
Therefore, pupils should make a start with the &itjon of a vocabulary, obtain an
understanding of sentence structure and be alfiledd@ut the meaning of words"
(SLO, 1998).

More specifically, the present attainment targetHrimary English in The Netherlands
are as follows:

- The pupils should be able to understand simpleesations about everyday
situations.

- The pupils should be able to understand enoughigngords to understand spoken
messages about personal information, food and ditwekliving environment and
time.

- The pupils should be able to talk to each otheuabveryday situations; their
pronunciation should be understandable.

- The pupils understand the main issues of a simptéen text.

- The pupils can use a dictionary to find out theameg of words.

In sum, the educational objectives of the trilingumject entail full Frisian/Dutch
bilingualism and biliteracy, whereas the five attaent targets listed above serve as the
ultimate goal for English language teaching. Nbt the targets as to English are
identical to those for all primary schools in Thetherlands, but the project schools want
to reach these goals in an optimal fashion. Thé seotion gives an account of the way
in which the Frisian trilingual project attemptsrealise the objectives set for the three
languages at issue.

4.2. Didactic and pedagogical aspects of trilingual education

The newly established Frisian multilingual projecbased on three theoretical principles
mentioned by Cummins (1987) in relation to sucaddsfingual schooling. These
principles are (a) additive bilingualism, (b) lingtic interdependence and (c) interactive
pedagogy. The principle of additive bilingualisnys#hat learning another (second)
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language is not at the expense of the first languaanslated to our trilingual project
this means that the minority language must be anbiatly enforced at school, not only
by systematically teaching it as school subjectaigo by regularly and consciously
using it as medium of instruction. The principldiafuistic interdependence implies that
language proficiency in one language can be tramesf¢o proficiency in another
language. Transfer of language proficiency easilyucs between interrelated varieties as
Frisian, Dutch and English. Besides, transfer isentikely to occur for 'deeper’ aspects
of language proficiency such as for instance readomprehension. In our project we
shall make use of the principle of transfer in$kase that, for example, reading
comprehension is not separately taught two (oedhienes, but as one underlying ability
which can be practised in more than one languagihalt sense a trilingual primary
school in Friesland actually is not a school tleathes three languages. It is, in fact, a
'language school'. The principle of interactive gy means that language learning
takes place on the basis of meaningful communicakor this reason we pay a great
deal of attention to the conscious and separatefusesian, Dutch and English as media
of instruction in the classroom (see below).

Furthermore, the Frisian project broadly follows ttoncept of Two Way Bilingual
Education (cf. Baker, 1996:186 ff.). Lindholm (clten Baker, 1996:187) mentions four
characteristics of a Two Way Bilingual programnie: § minority language is used for at
least 50 per cent of instruction, (2) in each peobdinstruction, only one language is
used, (3) majority and minority speakers are pressepreferably balanced numbers and
(4) both type of speakers are integrated in aidaes.

As regards the use of the three languages as gaffighstruction (points 1 and 2) the
model applied in our project is such that Frisial ve used as medium of instruction for
at least 50 per cent in grades 1 to 6. The remgipant of teaching time is in Dutch in
these grades and the two languages are delibesstparated. In the first year of the
project (1997/98) the separation between the twguages has been realised in the
lower grades mostly by a division of time: one wé&eisian as medium of instruction and
the next week Dutch. In the case of a shared f@byehicle of instruction could be
coupled to the person, one teacher consistenthgusiisian, the other Dutch. In the
upper grades (7 and 8) English is going to be &med0 per cent of teaching time. In
practice, this means that English is used two gaysveek during the afternoon. The
subjects weekly to be taught in L3 are English¢eyi world studies and creative arts. To
prepare the children for the use of English as oradif instruction, the children in grade
6 will get English lessons oriented towards vocabutlevelopment in the areas of world
studies and creative arts.

The population of the schools which are currendytipipating in the project is Frisian-
speaking for the greater part, so this is not elytin accord with the third feature of a
Two Way Bilingual programme, which departs fromareded numbers of majority and
minority speakers. On the other hand, the FrisrahButch children are indeed
integrated in the lessons, as Frisian and Dutchigpg children all are in the same class

(pt. 4).
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A point of concern to us is teachers' own Englaiguage proficiency. As said, the point
of departure for language teaching in the projethat language learning takes place by
language use. This holds that good language learenuires proper language use. In
other words, the teachers must provide the pupilsrgect language model, also when
using English as medium of instruction. The teaslethe project are (almost) all
Frisian/Dutch bilinguals and those who teach Ehgisthe upper grades have a fair
knowledge of the language. Yet, their English pldp#s not fluent and accurate enough
to effectively use the language in teaching otleosl subjects. Therefore, a specially
designed preparatory English course was organms&€98/99 to further improve oral
language ability and to give insight into foreigmguage didactics according to
immersion principles. As part of the English coyseme teachers will - as a pilot -
prudently try out the use of English as mediumrmatriuction in their own classes. This
way we get insight into the (im)possibilities o&tfunctional use of English as medium
of instruction, which can be helpful when the pobjechools actually arrive at the stage
of trilingual schooling in the 2003/2004 school yea

As mentioned earlier, we decided to teach Engliatdelayed immersion. In doing so,
we pass over Lenneberg's well-known critical pehggdothesis, which implies that one
should just start (second) language learning &ra @arly age (Lenneberg, 1967).
However, we believe that this notion has not bemvincingly supported by empirical
evidence. Holmstrand (1982:64) concluded on theslzdsan extensive review of the
research available that 'it is clear that the elegtifindings ... unequivocally imply that
the theory of the early optimal age for languagenang lacks foundation'. We tend to
agree with Singleton (1989) that not much can Il wdh certainty about the role of
language in (second) language acquisition.

Delayed immersion has several advantages to &, paying attention to English in
higher grades fits in the Dutch education systehere the first foreign language at
school is normally taught in the upper grades. 8eécone makes use of the high
motivation among the (older) students. Older sclebdtren are increasingly confronted
with English. Therefore, they become strongly meatiad to learn the language as they
grow older; it takes on a true instrumental valuetfiem. This motivates them to learn
the third language, and it is widely assumed thativation is an important factor
regarding (second) language learning (cf. Gardi#85). Third, one can make use of the
knowledge of English the children already have @eguspontaneously outside school.
Fourth, the students have had time to become bidihigefore being confronted with the
third language. Recall that being bilingual mayhalve a positive effect on third
language learning (cf. Cenoz & Valencia,1994). Besj postponing English may
prevent linguistic confusion among children who iaréhe process of becoming
bilingual. Note that the potential for linguistiatérference increases with the number of
languages learned, in particular among relatectiras. The risk of linguistic confusion
has also been mentioned in the Basque Country.ZCamb Lindsay (1994) noted that
when English was introduced at age eight leveh@Basque Country in 1993, it was
hypothesised that the introduction of the thirdglaage at that age may confuse the
children linguistically, especially since they #&arning to read and write in the second



-9-

language (Basque or Castilian) at precisely thes &gth, at the final stage of elementary
schooling it must be possible to functionally usgjish as medium of instruction to
teach other school subjects. This immersion apprtessens the pressure on other parts
of the curriculum, for English is not an extra ®dbjtaking up teaching time.

The Frisian project entails a model of 'successilingualism' as it were. Successive
trilingualism means that the school languages (ntynalominant and foreign language)
are more or less stacked. We began with a bilingystem in the lower grades and this
will be extended to the middle grades. The minaaitg majority language get equal
attention at these stages, both as school subljda@asamedium of instruction. This way,
minority children build on their own language, andjority students are partly immersed
in the minority language. Finally, the foreign larage will be added in the last two
grades. In the higher grades, the foreign langeagebe used as medium of instruction in
keeping with principles of immersion education. &ty speaking, our system runs from
a bilingual to a trilingual teaching approach. Skem another angle, the focus shifts
from the teaching in and of the regional and naidamnguage (L1/L2) to the teaching in
and of the international language (L3).

Perhaps an optimal trilingual model in Frieslandildaun from monolingual (minority
language) teaching in the lower grades, via adplat scheme (minority and majority
language) in the middle grades to a trilingual béag approach (minority, majority and
foreign language) in the upper grades. Howevespimprovince there is no tradition of
immersion schooling whatsoever and primary schsiillsshrink from the idea of
immersion education. When we first tried to impletnguch a wholly successive model
in the project schools, the school teams geneualtierlined the theoretical
underpinnings of such a teaching system, but thayefl that (Dutch and Frisian) parents
would not be in favour of it.

5. Concluding remarks

The Frisian case of trilingual primary schoolingetatively unique in the sense that the
three target languages are all interrelated. Bhisstinct from other cases of trilingual
primary schooling in Europe. In Catalonia and Fidl@ne has to do with two related and
one unrelated language, whereas the Basque mgitdirprimary schools are even faced
with three unrelated languages. The Frisian linguconstellation with interrelated
varieties seems to be an advantage and a disadeaaitéhe same time. The relatedness
between the varieties probably facilitates the aence of (positive) language transfer,
but on the other hand it may perhaps easily ledidgaistic interferences (negative
transfer).

We realise that our approach to trilingual primsehooling differs from other recent
trilingual initiatives taken elsewhere in Europee\decided not to opt for an early start of
Primary English, as is the case in experimentayammes in Catalonia (Artigal,1995),
the Basque Country (Garagorri, Elorza & Lindsay,)%nd Finland (Bjérklund & Suni,
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this volume), where the teaching of L3 often stattthe beginning of primary schooling
or already at Kindergarten level. We think we hgaeed reasons for postponing L3
teaching (see 84.2). We fully realise that we thgngass over the critical period
hypothesis, which means that one should simply ktaguage learning at an early age
(Lenneberg, 1967), but we believe that this nokias not been unequivocally
corroborated by empirical evidence. Anyway, futtegearch can show to what extent
our model of late immersion in the foreign languagtually works. When it might
appear that the results obtained relative to Endé#l short of expectations, this may
lead to a more intensive English programme in ighdr grades or to an earlier
commencement of foreign language teaching. Ontier dhand, when the outcomes
obtained turn out to be satisfactory, we have t¢e fanother problem touched upon above
(see 83), namely the laborious connection betwe¢ensified) Primary English and
secondary schooling. We expect that the trilingualect gives the pupils a clear
advantage in English language proficiency and doesdary schools have to cope with
that. This is a tricky issue, all the more becatseproject schools turn out their eldest
children to large number of different secondaryosts in the province. It remains to be
seen how we - or in fact the receiving secondahngals - can solve this question in the
future.

In addition to differences, there are also similesi between the Frisian project and the
other trilingual experiments in Europe mentionedwab In all cases, English is the third
language at school, which once again underlinepdieer of this world language. More
important is the common feature of all these molilal experiments that a
communicative approach is chosen to English langteaching, the basic idea being
that language learning takes place by languagdmusiee Catalan and Basque
experiments this is realised by meaningful socitdriaction in the target language. For
instance, pupils and teachers collectively draraatisries in English. In our case, the
communicative approach is brought into practicedgh the functional use of the
foreign language as medium of instruction, in kegpvith the immersion principle.

Our contribution illustrates that trilingual prinyagducation can offer a new and
fascinating chance for various bilingual areasumdpe. Multilingual schooling at

primary level in bilingual areas is a challengéuidil the widely held adage of 'unity in
diversity', for this type of multilingual educatigays attention to the region's own
language, the state language and a foreign, irttenah language. To put it differently,
trilingual schooling can prepare the present-dayegation of school children to function
as tomorrow's European citizens. There clearlyisingle, all embracing solution for
trilingual primary schooling. At the most there amme general guiding principles -
such as language learning by language use - whicloe applicable in varied contexts.
At any rate, in designing a suitable model foirtigual schooling, educational language
planners have to take into account the followingeass: (a) the goals of language
teaching, especially as far as the teaching ofdreagn language is concerned, (b) the
linguistic distance between the distinct languagmeties to be taught and (c) the societal
functioning of the minority language and the foreignguage. Each of these aspects may
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have consequences for the specific arrangementrithgual teaching model in a
particular context. In short, Artigal (1995) seetm$e right in arguing that there are
'multiway towards multilingualism'. That is notgay that each individual trilingual
experiment has to find its own way, ignorant ofghs$s and experiences gained
elsewhere. The present volume is evidence of that.



_12_
References:

Artigal, J.M. (1995) Multiways towards multilinguain: the Catalan immersion
programme experience. In: T. Skutnabb-Kangas (Btlltilingualism for all Swets &
Zeitlinger: Lisse, 169-181.

Baker, C. (1996Foundations of bilingual education and bilingualisktultilingual
Matters: Clevedon.

Cenoz, J. & D. Lindsay (1994) Teaching Englishiimary school: a project to
introduce a third language to eight year oldsLbmguage and Educatid®, 4, 201-210.

Cenoz, J. & J.F. Valencia (1994) Additive trilindgisen: Evidence from the Basque
Country. In:Applied Psycholinguistic$5, 195-207.

Cummins, J. (1987). Theory and practice in bilidgeducation. InMulticultural
Education OECD: Paris, 303-329.

De Bot, C.L.J. (1994\Vaarom deze rede niet in het Engelssis.
Hertogenbosch/Nijmegen.

De Jong, S. & A.M.J. Riemersma (1998alpeiling yn FrieslandFryske Akademy:
Ljouwert.

Edelenbos, P. (1993) Opmaat voor kwaliteit. In:j¥jM. (ed.)Balans van het Engels
aan het einde van de basisschd@inhem: Cito, 109-112.

Edelenbos, P. & J.M.M. Hettinga (1993) De aansigitussen Engels in het basis- en
voortgezet onderwijs. In: Edelenbos, P. & C.J. Kogétds.)Engels in het
basisonderwijsBussum: Coutinho, 78-92.

Garagorri, X., I. Elorza & D. Lindsay (199Pyoyecto de plurilingtismo 'eleanitz’
ensenanza del Inglés a partir de los 4 andispublished manuscript.

Gardner, R.C. (198Focial Psychology and Second Language Learningrdlbeof
attitudes and motivatiorEdward Arnold: London.

Gerritsen, M. (1996) Engelstalige productadvergsiin Nederland: onbemind en
onbegrepen. In: R. van Hout & J. Kruijsen (re@galvariaties. Toonzettingen en
modulaties op een themigoris Publications: Dordrecht, 67-83.

Gorter, D. & R. Jonkman (1999ral yn Fryslan op ‘e nij besjoeRryske Akademy:
Ljouwert.



-13-
Holmstrand, L.S.E. (198Z&nglish in the Elementary School. Theoretical angpkical
aspects of the Early Teaching of English as a FpréianguageUppsala: Almgvist &
Wiksell International Stockholm.
Inspectie van het Onderwijs (1989t onderwijs in het Fries op de basisschool: stand
van zaken 1988-1989.
Lenneberg, E. (196 Biological foundations of languagdlew York: John Wiley.
Le Rutte, M. (1998kvaluaasje Fryske TaalRotonderyske Akademy: Ljouwert.

Singleton, D. (1989)anguage Acquisition. The Age Fact@evedon: Multilingual
Matters.

SLO (1998) Home page Stichting Leerplan Ontwikkgliwww.slo.nl.

Staatsblad (1998) Besluit 354.

Vinjé, M. (1993)Balans van het Engels aan het einde van de basissernhem: Cito.
Ytsma, J. (1995krisian as first and second language. Sociolingaiahd socio-

psychological aspects of the acquisition of Friseanong Frisian and Dutch primary
school childrenFryske Akademy: Ljouwert.



