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Evidence for the bilingual option

The monolingual approach has persisted in the goighe communicative approach —
clearly a direct method derivative - until the peasday. This paper calls for a revision of a
methodology where the learners’ mother tongue Ig arstopgap device. It presents different
groups of learners who testify to the effectiverdéssbilingual approach. The evidence is in:
For beginners, L1 support is an immediate solutroot, a last resort. Detailed proposals are
made to improve courses for immigrants with naavguages unrelated to conventional
European school languages. At the same time, #pepcalls for a bringing together of
foreign languages teachers and teacher educatocemnaluct combined research on what

works best for foreign language learners.

The theory in a nutshell

With regard to the role of the mother tongue in FLielp or hindrance? — mainstream
philosophy has settled for a weak-kneed compronuisethe foreign language as much as
possible, and allow the MT (or another languageaaly known to the students) for
explanations of difficult words and grammatical swactions. This is a dismayingly
uninformed position linguistically, since it doestrspecify the various aspects of mother

tongue skills which could support foreign languagquisition:

As children grow into their mother tongue, (1) thewe learnt to communicate combining
body language with language; (2) communicatingy tieve learnt to articulate and develop
their voice; (3) communicating, they have learntdoceptualize their world and have
grasped the symbolic function of language; (4) camicating, they have acquired an
intuitive understanding of grammar; (5) they havguared the secondary skills of reading
and writing. In acquiring a first language, theyéan fact constructed their selves. The MT
is therefore the greatest asset any human being<to the task of FL learning. It provides
an indispensable Language Acquisition Support 8yste all have to use established neural
pathways in order to create new ones. If learniersot use this support and make the
connections in their minds all by themselves, Fcteers would not get anywhere. Instead of
ignoring it, teachers should help their pupils Buipon existing competencies and make the
right associations.



In the following sections, different groups of lears testify convincingly to the effectiveness

of a bilingual approach.
Naturally developing bilinguals

Not only the founders of the monolingual approatcthe turn of the 20 century, but also its
modern proponents to this day refer to mother terggquisition, claiming the direct method
is nature’s method. The Internet couResetta Stonexplains its monolingual approach like
this: “It essentially means that you learn GermarGerman, without translations, like you
picked up your mother tongue.” Would it not be mumbre to the point to look at naturally
developing bilinguals as expert witnesses andmaddels for foreign language learners, such

as children raised in linguistically mixed marriage

Young developing bilinguals employ the followindibgual strategies to successfully extend
their linguistic competence:

» Out of pure curiosity and for the joy of learnimgjnguals ask for the equivalent
expression in the language which is not being isedommunication at the time.

» Bilingual children order their linguistic world lyontrasting equivalent expressions.
They can thus create clarity of meaning and constygractise both languages at the
same time.

* In order to extricate themselves from a vocabuthifjculty, they switch to the other
language and ask for an equivalent. This is nodorgriosity, but asking out of
necessity.

* When they do not understand something, and th@p¢hey are talking to cannot
give, or refuses to give, them an equivalent inrthieonger language, they will try to
find an equivalent expression themselves in omleonfirm their understanding and
clarify the situation.

» Bilingual children do not always make the efforiatsk for an equivalent but simply
insert a phrase from the other language into ararte. Such mixed-language
utterances are more likely to be produced in thei-dominant language, the one they
feel less confident about.



Ample evidence is provided in the classical fouluanoe study by Leopold (1949) as well as
in a host of later studies. Among them, Taeschh®83) and Saunders (1988) stand out as
particularly rich sources of the strategies usedabpilingual family. It is perhaps not a
coincidence that the most vigorous and outspoketaclkat against methodological
monolingualism came from C. J. Dodson, autholahguage Teaching and the bilingual

method (21972), who was a natural bilingual, son of arsa mother and an English father.

But what about immigrant children with no one tdpheith translations? Many develop over
the years into highly proficient bilinguals. Thauations are well-known where the children
of immigrants interpret for their parents when tiged arises. Is this counterevidence against
a bilingual theory of second language acquisitidfé’think not. More so than adults, children
are statistical learners. Their brains computesitemm probabilities between syllables and
between words. For this, children need big datakvtiiey get when they attend schools
where the national language is spoken throughBatt of this massive input is
comprehensible because much of it occurs in regyreal life situations in and between
lessons. Children pick up the same phrases they Ineard over and over again, with slight
variations. They will understand what the speakest them to do without, at first,
understanding the complete wording. Constant fore&gguage contacts will, however, make
many phrases completely transparent over time ewehi the patterned nature of the new

language.

Even when there is no native word heard, comprebens, initially, for beginners, bilingual.
Because understanding means making connectionsestiéiblished ideas and notions which,
in turn, are strongly connected with mother tongxpressions. These mother tongue
expressions are activated, however briefly, as wecdgnition experiments have shown
(Weber & Cutler 2004). All languages seem to t@pmmon conceptual system (llles et al.
1999), and foreign language acquisition is, irlifigdn extension of L1 acqusition. We can
learn to talk about the weather in a new languagalse we access familiar weather notions
which are already part of our mental make-up luplwia the first language. However, as L2
proficiency increases and the links between L2 waumd concepts are strengthened, mother-
tongue associations can drop out of the recogngfoness and associated concepts can be
directly accessed ( “mental short-circuiting”, #dzkamm & Caldwell 1009, 87).



Polyglots: Always connect.

Polyglots take languages to heart and make themeantission. But, as a rule, they do not
care much about teaching methodology discusse@dphing experts and linguists. Instead,
they all seem to find their own extremely succdslkgfarning practices more or less by trial

and error, and they generously share them withreti@n the internet, they freely offer

advice on how best to go about learning languapey brganise conferences and document
their techniques via videos. For them, learningleages — and creating links between them -
has become an absorbing and enjoyable hobby, @aydeificourage others to take it up as

well.

From what we have seen, there can be no doubfptigglots prefer a bilingual approach
which allows them to dive right into the foreigm¢mage. In fact, what has been a subject of
considerable controversy among language teachenamy countries for more than a century,
does not seem to be an issue at all. It is takegrémted — it almost appears self-evident - that
beginners should start out with texts which thefyfunderstand because translations (or

glossaries) are provided in one way or another.

“Ideally, the books should be in bilingual textruat’ says Alexander Arguelles, a professor
of linguistics, one-time editor of the RELC jourraadd, as a polyglot, significantly present on
the internet. “It's such an excellent format foruding foreign languages that it's
flabbergasting that it's not more widespread and common use.” He particularly
recommends Assimil books which have been aroundiliomost a century. Here the basic
texts are presented as parallel versions, onersitiee language, one side foreign language,

S0 one can quickly go from one to the other.

Arguelles also praises the German series “Kaudeohélfor its bilingual format. Both
AssimilandKauderwelsctbooks not only give full idiomatic translationgjtkalso literal
translations. Thus, learners receive input wheeg tinderstand both what is meant and how
it is said. In other words, the learners’ mothertee is used in two different ways for two
different purposes: (1) ordinary meaning conveyaarwk (2) structural transparendyake
Chinese{R#¥ ni hao, which is the standard greeting, so it trdaslas hello / good morning /
good afternoon. Good to know, of course, from amamicative point of view, but not good

enough for learning the language. If, however, veegiven an additional literal translatiori: n



hao = *you good, the words are no longer buried frozen formula, but are available for
innumerable other phrases. With this “double comn@nsion” learners can make — in
Humboldt's famous words — “infinite use of finitesans” (“unendlichen Gebrauch von
endlichen Mitteln”). For Butzkamm & Caldwell (200%1ff.), double comprehension is the

basic condition, both necessary and sufficient/ldoguage acquisition to take place.

Incidentally, in a more distant past, some authecsgnised the learner's need for
understanding both what is meant and how it is. &adnetimes they included two types of
translations in their teaching arrangements. Rebar(1842), among others, provided an
interlinear, i.e. literal translation as well afaa English version of his French texts, called
‘The same in good English'. Others used textscyr&aniliar to their students in the mother
tongue such as the Gospels and added literal &téorss where necessary. There is indeed an
unbroken bilingual tradition from antiquity to thiery day. However, what is a familiar
format in some self-instructional courses is conspusly absent in most schoolbooks —
because of the monolingual orthodoxy.

A special trick favoured by some polyglots is t@ ke same basic texts for several foreign
languages. Here the approach is clearly not mogadih but bilingual or better still,
multilingual. Schliemann, the German archaeologrsd discoverer of ancient Troy, used a
French text by Fénelon for several languages. &d ditsky (1929, 118), who used the Bible
for different languages, in order not to “lose ags minute by being obliged to use a
dictionary.” (The argument “translation saves timeoccurs again and again in the didactic
debate.). Similarly, when tackling Arabic after dfing Indonesian and Javanese while at
Harvard, Clifford Geertz, the ethnologist, repoffshe old Harvard sentences got translated
once again, into bravura structures they had néreamed of, and worked very well.” The

translations were provided by Moroccan graduatdesits. This brings us to our next group.

Missionaries and ethnologists

Let us have a look at the pioneering missionarié® went overseas and started to learn
unknown languages in a world which could not been@al. They were certainly learners

with the highest possible motivation, energetic aader to preach the gospel in the language
of the people they would meet there for the finstet We are not concerned here with the

many special problems of Bible translation, buthwiite simple facts of ordinary language



acquisition for everyday communication. The misaigs came to live among the natives,
they had to enter the very lives of the peoplerdeoto survive among them. Was this not the
ideal learning situation, being completely surrceshdby the new language, total immersion?
No grammar rules, no bilingual vocab lists so mfrolwned upon by Direct Methodists, but

the real thing: Picking up the language as youlgmutithe daily business of living together,
preparing meals together, building huts, performatigkinds of daily chores, with all the

things around you to be handled and named, andusbfpictures or the few “realia” one

could bring into the classroom? Being in the mfsso many native speakers, all of them
potential informants, in almost all your waking g Is this not the archetypical language
learning situation, success guaranteed? Somevideathle Robinson Crusoe method, with the
little difference that Robinson teaches Man Fridayt, the other way round? “Friday began to

talk very well...” Unfortunately, this is fictiorgnd the reality is quite different.

Eugene A. Nida (1952, 15), a pioneer in translastudies who worked for the American
Bible society and is reputed to have revolutioniBgole translations, has this to say about
many missionaries’ journeys into the secret reatrhsinknown languages: “One must sit
down with natives and begin to ask for words — somes without so much as being able to
say, “What do you call this?” It may take weeksstamble across this key phrase. At first,
one may be forced to sit and stick out one’s lolgmland in this way point to objects, for
there are several places in the world where paniith the finger is a very crude, vulgar

gesture.”

For him, who was probably the best authority ondigcult work of missionaries, there is

not the least shred of doubt that a bilingual appho if possible, would have made life much
easier for the missionaries: “The task of masteanignguage is not so difficult if there is
someone in the tribe who speaks some foreign layjegudnich the missionary also knows; but
if there is not so much as a single word in comntba,initial stages may seem agonizingly
difficult....” (Nida 1952, 30). Agonizingly difficli, yes indeed. It sometimes took several

generations of missionaries to completely comeimsgvith an indigenous language.

The same applies to ethnologists who would not agstwhere near truly alien cultures
without penetrating their languages. Nigel Barlgyhis wonderfully comic and inspiring
account of his life among the Dowayos of Camerdus first experience in the field, relates

how much he depended on his native informant amehofomplains about the miserable



Pidgin English of his assistant. “I was never sweether my difficulties with them were
purely linguistic or whether much more was involve@arley 1986, 92). Here we catch a
glimpse of how much our views about language |legrmiave a Eurocentric bias. The sense
or logic behind our traditional European schooblaages and our ways of communicating are
more or less familiar to us, despite obvious déferes. The monolingual approach could hold
sway for so long only because comprehension diffesicould be overcome comparatively
easily. In the whole debate about the role of Lianguage teaching it was ignored how much
of our understanding was “silently” contributed bwyr mother tongues embedded in a

common European culture.

In her autobiographical novel about field work img#kia, another anthropologist relates the
advice she had been given before setting out ticafr’Never use an interpreter”, my
professors had intoned, “or you’ll never learn taaguage properly.” “You'll learn the
language more quickly,” Sackerton had confirmedechly, “if no one around can speak
anything else.” (Smith Bowen 1984, 2). Not a bititbfThe advice, not unfamiliar to young
teachers going abroad, proved to be less thanutefplie manages with the meagre Pidgin
English of her servants and with “a missionaryallgeexcellent word list (unfortunately only

from the language into English) (p. 7).

Tong Wu (2010, 44) reports about early missionarmmesChina: “Neither polyglots nor
ordinary missionaries learned the Chinese languatieut the participation of their MT. A
lot of diaries and memoirs written at that timeealed that one of the most urgent things to
do upon their arrival in China was to look for &rgonal tutor’ or ‘linguistic informant’ with
at least some sort of Pidgin English... This basiindpual help was highly appreciated by the
early groups of foreigners in China because thagnkd from experience that a monolingual

approach could only make their linguistic surviware difficult.”

It bears repeating: Our views of language learmage been tainted by the fact that in our
schools we usually deal with related languages wvéittcommon cultural background.
Comparisons with remote languages clearly revealniodern Eurocentric bias not only of
the monolingual but also of the “no grammar” dowtriBy the same token, native languages
are often devalued. Here is a diary entry of a immesy in 1892 quoted by Tong Wu (2010,
42). “This language is grandly indifferent to anwth like a decent or consistent order of

words. ‘Bring me that large book’ is nothing of thart in Chinese. The noble Chinaman says,



‘Take hold that piece large book carry come.’” Trardvtranslated as ‘piece’ is what is called
a numerary adjunct.” Modern terms for these corsibns are ,serial verbs" and ,measure
words“ and, it goes without saying, modern grammafs Chinese are no longer

condescending or derogatory.

The deaf: speakers of sign language

For more than a century, deaf people in schoolstierdeaf have suffered unnecessarily
because schools have often adopted a policy of gratesm. Sign language was ignored, and
the deaf were taught the national oral languagdawit recourse to the signs they had
acquired naturally, by living them, together witther deaf children. Teachers invented
special rituals to shame their pupils out of signim those schools “a deaf child did well to
learn 52 single words — one a week — by the eriteofirst year.” (Kisor 1990, 26) However,

things are changing and a bilingual approach isiggi ground in the schools for the

congenitally deaf. Teachers are beginning to uga $nguage, the natural L1 of the

profoundly deaf, as a bridge to oral languageszZlBarnim & Butzkamm, 1999).

Since at first signs were considered to be granesaugjesticulations, teachers of the deaf did
not learn them and could not have used bilingudineues even if they had wanted to. This
reminds us of the many expatriate teachers whadtéssir own tongue monolingually simply
because they are ignorant of the mother tongudseafpupils. Unfortunately, the profession
is slow to change and exploiting the first languesgtill officially frowned upon in many

parts of the world, in teaching the deaf as welhalSLT.

A related aspect of the monolingual vs. bilinguahttoversy has to do with respect for
indigenous languages: “As the students learn tles f English grammar, they are also
receiving a subtler message: that ASL has an ggoathplex and worthy grammar, a
grammar they have already mastered.” (Hager CoB88,1152) The same observation could
be made for endangered languages of small minomtfech are often devalued as mere

“dialects”. A bilingual approach could strengthéermn.

Role reversal: teachers as learners



We find it extremely illuminating when teachersriselves learn yet another language and
discover they often wanted exactly what they haehlield to discard in their own teaching,

namely mother tongue support.

“Much of my frustration with direct methods comesm my own experience being taught
Japanese in such a way. Countless times | would theateacher make a statement, feel |
“understood” each individual word, but had no ideaat the sentence as a whole meant. |
realize there are those who say that certain théimgply can’t be translated. Word-for-word,
of course not. But idea-for-idea, that's a diffdretory. With all due consideration to the red
herring of cultural differences, | would still amgythat unless you can rephrase a statement in
your own first language such that the essenceeofrtbaning is maintained, you really don’t
understand it.” (Weschler, 1997).

“Of course meaning is central. So why did my coureek tell me not to worry if | didn’t
understand everything? On the contrary, faced withacher’'s or course book refusal to help

me understand everything, | was outraged and &testr” (Gower 1999, 12)

Similar views are expressed in other retrospedaiéreports as listed by Wu (2010, 45ff.),
coming from teachers who once again had the chahaenewing their connection with

language learning. Perhaps a witness such as Wildgrivers should not be overlooked. As a
professor of Romance languages at Harvard andtaoranf several pertinent books there can
be nodoubt that she was well familiar with both theahes and practices of foreign language
teaching. These are relevant excerpts from hetbgagay diary of learning Spanish, her sixth

language, showing a strong need for bilingual tasce:

“I am very frustrated by the lack of an English-8isa glossary in my private textbook and
other books.”

“| feel sure now that in an immersion situation|estst for adults on their own, it is important
to have someone to whom one may have recoursedais @wn language.” (Rivers 1979,
72;74)

We wonder what she would have felt had she takea trpmote” language such as Turkish

or Arabic instead of yet another Romance language.
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No need to multiply examples here. A well knowrctear trainer has the courage to speak out
clearly: “Thirty years ago | was so much part ad irect Method orthodoxy of the day that |
frowned on bilingual dictionaries and one day fommgself miming the word ‘although’ in an
elementary class [...] How had | managed to exclagigeal experience as a language learner

from my practice as a language teacher for so ngaays?” (Deller and Rinvolucri 2002, 4)

Teaching immigrants with “remote” languages

Try teaching your own language to speakers of “tefnéanguages, embedded in alien
cultures and unrelated to conventional Europeamdclanguages. “Was ist Weihnachten
(What is Christmas)?” | was once asked by a yoamgigrant, showing the cultural divide.

Nothing could be plainer: A bilingual approach aster and less frustrating for both teachers

and learners.

Refugees seeking asylum in Germany get accommadatid financial aid, but only after
being officially granted asylum are free intensi@aguage courses made available to them.
To our surprise we found that some had been waiting decision about their asylum status
for almost a year, and in all those months they &egluired only about a dozen German
words and phrases. That means, there had been litibgycontact with their German
neighbours. The problem has now been recognisediramdany areas voluntary workers
arrange regular meetings where they try to taltheorefugees and teach them some German,

often in a one-to-one situation.

When we started meeting regularly with migrants, téxtbooks used in the official
integration courses came from well-known publish&hey were expensive glossy books
using a German-only approach.

What follows are some typical observations frontipgrants in these courses with
monolingual textbooks. They illustrate the two @mus ways of coping with comprehension

difficulties: asking others for bilingual assistemar consulting a dictionary.

K, from Kazakhstan, “Often | didn’t understand ard of what was going on.”
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But there was a woman next to her who had had sveweous experience with German in
her Russian family. So she asked her for transiatiiut could not do it too often because her
friend had once indicated to her: “Sorry, wherahslate for you I'll miss what the teacher is

going to say next.”

A., from Syria: “Some of the participants have tvenger in Germany than I. It's easier for
them. Fortunately, | have a friend who sits next®and is married to a German. So he helps

me to understand. Sometimes | don’t understanceatopun and my answer is totally wrong.”

M., from Syria: “In our first course, the teachelyspoke German. It would have helped if
the teacher had explained German grammar in Enlgéshuse all of us from Syria had some

English.”

“We are four Syrians in the course, so we help edlclr. Someone asks a word, and those
who know say the translation.”

A., from Syria: “I often write Arabic translatioris my textbook and | also saw a Chinese

woman scribbling Chinese characters in her textfook

Sh., from East Turkestan (China), also reportsttieit teacher only spoke German.
“However, when we approached him during the breakasked him for English translations,
he was willing to provide them.” It seems that thefas an “official” German-only rule which
the teacher, however, felt free to break outsigecthurse.

In our privately organized course, with no “offi€iaules to follow, we do exactly like the
missionaries did in remote areas of the world: ie @f our clients is linguistically more
advanced than another who comes from the samergoln@ quite naturally becomes our
linguistic informant and translation helper. Misenstandings can be clarified on the spot.
With mother tongue support, the foreign languagenitcan immediately become a usable

piece of language, available on similar occasions.

But our digital age has new, wonderful possib#itier language many learners have already

become aware of:
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N., from Syria, uses his smartphone during thesm “| speak the word softly, as
noiselessly as possible, into the microphone atddito the translation with one earphone

only. So with my other ear | can still follow thescher.”

M., from Eritrea, also has a smartphone but nostedion program for Tigrinya, his native
language. So he looks up an English translatiamgsiones even Arabic and / or Amharic
translations of which he has some understandimg.eShe words looked up are stored by the

programme, he learns them during bus-rides aftescl

To improve the situation both for learners and hess, the following changes are proposed:

» Textbook publishers offer bilingual word lists obmis and phrases in many
languages. The lists should be arranged in thrieenets and ordered according to
lessons - this is standard practice in Germansetuaoks of English. These lists can
be printed separately or downloaded freely fromitibernet. Bilingual classroom
phrases for beginners should also be available.

» Teachers allow a “time-out” to help learners wheapthe same language clarify
comprehension problems among themselves. Learserdictionaries and
smartphones and share the information gained.

* Teachers select and present youtube videos ona$ggmiman grammar topics to
groups of students who share the same languagbegsvatch and learn, the teacher
continues working with the rest of the class. Germ@mmar videos are provided
free of charge by bilingual native speakers ancehadten been clicked more than a
million times (see, for instancBgiaa Abdullahfor Arabic andAlmani be FarsiFor
students who come equipped with a good knowleddgngfishsmarterGerman.com
is a great help.)

» Teachers ask former students who have become iertfigilinguals to provide them
with parallel translations of selected texts whiahy will use time and again with new
students.

» Contrary to what the BAMF (Federal Agency for Mitipa and Refugees)
recommends, homogeneous classes where all stigtemtsa language will be formed
wherever possible. For them special textbooks ssdHossein Tavakkoly's
“Deutsch fur Perser” could be used alongside tiauid German-only textbooks.
These textbooks are written in the learners’ omgleage. That's why they can,

wherever necessary, provide word-for-word trangtetiof unfamiliar and “bizarre”



13

German constructions. Here are four examples iiitisg this technique, also called
mother-tongue mirroring, for English speakers:miany languages the phrase “Do
you have a passport?” is rendered literally “Iyytor passport?”. In Twi, comparisons
such “Kofi is bigger than me” are expressed bymsea a verb: “Kofi big exceed
me”. In Mandarin, the plural of nouns is not marksdan ending, but by inserting a
special measure word: “two books” is literally “twolume book”, “two knives” is
“two grip knife”, somewhat similar to "two piece$ soap” or ” two bars of chocolate”,
etc. In the Ponca-language “I have a sister” isetbimg like “I am sistered”. — In this
way, languages can become transparent for onee@moth

* Inthe long run, teachers could make themselvedifarwith salient grammatical
peculiarities of their students’ languages. They mezord files of recurring errors
from speakers of these languages and developgtat® deal with them. Even a
little knowledge of students’ languages will gooadg way.

» Textbook lessons for advanced students usuallywdiéalcertain topics such as “trade
unions”. Teachers should point out to their stusiémat there could be Wikipedia
articles on the same topic in their own languaBesading them will certainly help
them to understand the foreign language text b&d@mprehension is the key to
language.

» Since students come from varying school cultutesy should be taught effective
learning techniques such as the read-and-look-upade

Our digital age provides many opportunities toataihe teaching and learning of foreign
languages to the individual needs of the learr{&ee also chapter 13:,ldeas for multilingual
classes” in Butzkamm & Caldwell, 2009, pp.229W)jith these possibilities, the traditional
German or English-only approach in the internatictesses of the Goethe-Institute or the
British Council, which may have made sense in fordezades, should now be a thing of the
past. -The situation is complex, and the bilingual apphoscmo cure-all against failures.
Teaching migrants will remain a difficult job. Stras differ significantly according to their

origins, cultures, languages, ages, talents, nagivaand previous knowledge.

Teaching one-to-one.

“Bilingual techniques ... allow us to release andhsfar the immense charge and reservoir of
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meaning embedded in the mother tongue to the timgtiage” says Wilberg in his book on
one-to-one teaching (1987, 147).

Michael Schmitz from Berlin, once a Berlitz schtedcher, turned away from the Berlitz
method, created his own teaching system includiegr@n grammar videos etc. and became
a highly successful independent German coach: “lirgene’s mother tongue from the
classroom is a big mistake as it is one of thetgetaiesources we have when learning a new
language. Also, when learning fast, motivation tetadbe high because you can see your

progress and how you improve day by daittds://smartergerman.com/abgude also says:

“The bilingual approach had and still has a hugeaat on my work and liberated my

teaching from its tight monolingual corset thatthto wear way too long. With your

approach | managed to speed up the time that lesaneed to learn German by as much as 80%
and have found my calling. “
https://www.youtube.com/watch?v=fOSoVfg7p90&list¥E-4bDL112cnpPVUKChjteL -
S8747sX9&index=5

Yves Bertrand, a retired linguist at a Paris ursitgr gives free German lessons to

underachieving youths in the neighbourhood. Hente@999, p. 303):

“Prevailing methodology is not suited to certaindgnts. In my mind my task is to correct the
errors of the textbook or of its approach. By ertanean not so much a point of detail as the
systematic refusal to use French apart from gramaiaxplanations... . So | regularly asked
him to translate the passages he was studying, @mdkly realized where he was not
understanding and where he was misinterpretinthdrsame way, | asked my three charges
to give me back the new vocabulary working fromr@an to French and from

French to German ... For me the interests of thelaiddre far more important than the
precepts and taboos of the accepted methodologyebtitts proved me right.” (our
translation).

A detailed study of the techniques preferred anterias used by independent professional

language trainers working in one-on-one situatisrtsghly desirable.

The common sense of ordinary people
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Last, but not least, ordinary people. What do thitisevho are unaware of professional
language didactics and simply use their commoneseAgain, we need only glimpse at what
in fact is only too obvious.

When Sister Elisabeth Holfert, who had no lingeistackground, was called to work as a
deacon in the Arab quarter of Strasbourg, she @ went to see the chief of the Berber
clans: “Immediately | undertook to learn BerbereBvday | came and sat beside the chief
and asked him: “How do you say ‘give me your arm’levon’t hurt you’, in short, the
everyday expressions that | needed to know in rfeyas a nurse. | jotted down phonetically
everything he told me and learnt it by heart ingliening, and the next day | returned to see
the chief who corrected as much as needed. Imiysl ended up speaking Berber with a
good accent which earned me the nickname, the gistéx (Goure 1981, 119; our

translation).

David, now a teacher of English, remembers a hplidan English summer camp. “To get
food you had to wait in a queue. As | was very ypand didn't like some of the dishes, |
didn’t want too much food on my plate and asked[@sgrman] parents to teach me suitable
phrases. The very next day | used the phrase dootuch’ or ‘just a little bit, please’ “.
Examples could easily be multiplied.

Here is another type of bilingual approach, a “reghapproach as it were, which we have
also frequently encountered: Mohammad from Syoiainstance, reports that in order to
improve his German, he watches episodes from tteetiee Conan series in German, which
he had once enjoyed as a child in Arabic. Othersad the original Asterix comics which

they first read in their mother tongue.

Is the direct method really nature’s method, asdoasften been claimed? Is it more “direct”
than the bilingual approach Sister Elisabeth, Maimaich and David used? We believe that
these simple observations alone are the final bdmv@dherents of the monolingual principle.
For beginners, at least, nature’s method is bilhgu

The theory-practice divide
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It is self-evident that one cannot learn a languageonstantly using another one. So the
foreign language must become the working langudgigecclassroom. On the other hand, a
naturally acquired language, usually the mothegtenis the bedrock on which any
subsequent language learning must be built. Sodaowhe cognitive potential of the mother
tongue be tapped and existing competencies beiteqgifo Is that why teachers of foreign

languages feel so caught in the middle of a metlogizal dilemma?

These seemingly conflicting demands could be thietying reasons of the dislocation
between what Initial Teacher Education (ITE) progneaes advocate in terms of target
language use and the practice seen in schoolsdtilehd Ross 1980; Johnson 1996; Borg
2003).

Lynch’s (2015) study followed a group of Modern gamges teachers in training from their
ITE year to the end of their first year of teachasggNewly Qualified Teachers (NQTS) in
Scottish secondary schools. His findings revediatithe NQTs used considerably less target
language during their NQT year and had changed ¥ievs on the target language

substantially since their teacher training year.

If there is a ‘judicious’ amount of L1 that can lged in class, as is often advocated, then
teachers need advice on this issue to stop L1 biegatime lingua franca of the classroom.
Here, the controlled use of proven, well-definelihgual techniques, old and new, as
provided by Butzkamm & Caldwell (2009), could pretéhe inconsiderate, haphazard and
time-consuming use of the mother tongue whicheshidline of so much language teaching.

Factors influencing teachers’ approach

The main reasons the NQTs gave for the changes, diseipline, difficulty in teaching
grammar and time pressure. Many teachers identiéegl of difficulty of what they are
trying to introduce, explain or get across as béregmain problem. When questioned on
their approach in the final interviews, or why thagl things in certain ways, the NQTS’

responses indicated that they considered the mmpsiriant thing is to make sure pupils
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understand and that they could best do that irQrle student mentioned that she did not
have time to ‘mess around’ explaining in the tatgaguage.

A hard thing for ML teacher educators to admithigttmaybe the teachers are right. After all,
comprehension is the key to language acquisitidmere may be simply times when a short
explanation in L1 may help the lesson along. Teaebacators may need to revisit their
thoughts on target language use and think morerimg of optimising use of the target

language rather than maximising it.

Working together

Teacher educators may need to come together mamaditurrently happening with

classroom teachers to share ideas and contribuasresdvocated by Mcintyre (1991) and
Furlong et al, (2000) . Instead of remaining wtik tonflict of what teacher educators
advocate in terms of L1/L2 use in the classroomwanat teachers actually do in the
classroom (and the associated guilt often exprefssatbing something differently), both
parties should come together to discuss, examideesearch what works and come to an
agreed understanding, which may be different frdmatis currently advocated. In this way,
perhaps, a new approach could be co-constructadhwiould inform future teacher
education programmes, so that what is advocateshher education programmes is
replicated in schools, or what is seen in schaolghat is advocated in teacher education
programmes. Teachers and teacher trainers alikebewsvare of bilingual techniques such
as the sandwich technique and mother tongue rigpar be shown other strategies that may
help comprehension (pupil as interpreter, functiguaters on classroom walls, helpsheets).
Certainly, university teacher education programs®sn to have emphasised extensive L2
use in class over many years, although there hage arguments by a number of researchers
for a systematic, well-aimedse of L1 (Butzkamm 2003; Hammerly 1989; Cook 2001

From the research examining L2 use in schools @irah990; Meiring & Norman 2002), it

is known that experienced classroom teachers fitehsive use of L2 difficult.

Cook (2001, p. 414) lists a number of ways he amrsiL1 can be used positively in the
classroom, including for classroom management. Bikzkamm, Cook’s stance is to use L1

in the L2 classroom in a planned way, as he sesiiygbenefits for the language learner
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with this approach. Others whose studies lead tioesimilar views are Hammerly (1989) and
Pachler and Field (2001), to name but a few whswgbort the inclusion of MT in the L2
learning process. Moreover, empirical studies atabalary learning such as Tian and
Macaro (212), Lee & Macaro (2013) and Zhao & Mad@@16) — again to name but a few -

found a positive effect for a bilingual approactcampared to English-only explanations.

Conclusion

It goes without saying that the mother tongue (Milistn’t become the lingua franca of the
classroom. This is arguably the single biggest dangforeign language teaching. But in a
laudable effort to make teachers conduct classroonige foreign language, mainstream
philosophy has thrown out the baby with the batlewathe monolingual dogma became so
entrenched that native English speakers went diat iine world and thought it quite all right
to teach beginners without having the faintest Kedge of the MT of their pupils, with
books not containing a word other than English. &utve have seen, L1 support is an
immediate solution for various groups of learnart,a last resort. Admittedly, the evidence
presented here is anecdotal, but its cumulativeceffeems to us convincing. For many
decades large parts of the teaching profession ftedrsed to see the obvious. The best
window into the logic of a foreign language is @aunally acquired language, usually the
mother tongue. Bilingual techniques can de-foragrthe foreign, can make grammatical
functions plain and thus make all the differendee Tother tongue — or another language
previously acquired — can be made our most powaltfyl Advocacy for the use of L1 in the
foreign languages classroom should not be seamraplace L2, rather that a skilled uge

L1 can be the very thing, the conversational ludidhat allows teachers to maximize their
pupils’ exposure to the foreign language and hedort develop best the skills needed to
communicate in the foreign language. “A pedagogy ithable to incorporate translation in
this way need not sacrifice any of the things #ratdone in communicative approaches”
(Pym 2018). In their state-of-the-art article ,Ol@mguage use in language teaching and
learning®, authors G. Hall & G. Cook come to thexcloision: , The way is open for a major

paradigm shift in language teaching and learni{@012, p. 299).
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