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Chapter 7
On the Road to Nowhere? The Transition Problem of
‘Bilingual Teaching Programmes

KEristin Kersten & Andreas Rohde

Pre-reading guestions

1.

In very general terms, 1. e. without a specific focus on foreign language teaching
or bilingual programines, collect different factors that may be relevant in the
transition from preschool to primary level and from primary to secondary level.

. Compare a regular language-course-oriented English teaching programime to

an immersion programme (partial or full, with at least 50 % of the subject
matter taught in English}. What are the specific challenges of each programme
in terms of transition?

. Given that a particular secondary school is not capable of establishing an

immersion programmne for primary school children who have beent in such a
programme, discuss possibie English teaching models that could accommodate
those primary school children.

. Think of measures that can be taken by preschools or schools in order to

facilitate the transition between the inssitutions.

Structure of the chapter

In the following sections three different levels of transition are discussed. The
chapter starts with changes and challenges that young children are confronted
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with when they first enter a preschool instizution such as kindergarten. T’
second step, two odels of transition from preschool to primary school level are

introduced and discussed. Different scenarios for a smooth transition with regard’
to bilingual education are iflustrated. The chapter continues with the question: of

how pupils coming from a bilingual or traditional primary school can be

acicommodatec'i at bilingual or regular secondary schools. The chapter concludes
with a study iliustrating how the different preschools and schools react to the
challenges of dealing with previously acquired skills, knowledge and experience

of their learners. (The term preschool, in this paper, is used for programimes with ng
formal instrizction.)

1 introduction

The nationwide introduction of English at primary school in 2003 (except for thé :
Saarland) has not only given rise to the discussion of how the foreign language-i:s_ _
ideally taught at primary level but also highlighted the question of how the

transition from primary to secondary level has to be created. ¥ the students have
already been taught English for at least two years, at the secondary level the

curricula have to be adapted to this two-year experience and we have to recognise:

the students’ foreign language experience instead of starting from scratch;
pretending the secondary level is the genuine start. This discussion has revealed
two different teaching concepts in foreign language teaching (FIT): Whereas

appropriate teaching at primary level tends to be action- and communication-

oriented (“using language to learn it”, Howatt 1984 as quoted in Richards &
Rodgers 2001: 155), teaching at secondary level, especially at German grammar-:
school, still s very strongly structure- and course-oriented (lekrgangsorientiert,

“learning the language to use it”, cf. ibid.). There are still a number of grammar "

school teachers who claim that English at primary school does not generate at least
comparable language skills (Lernstinde) among the children and that this urges
them, the grammar school teachers, to start afresh (Sommerschuh 2003: 1190, see
also below). This problem is reinforced by the fact that, more often than not,

English at primary level is taught by teachers who have not studied English for -
second/foreign language teaching and do not have the necessary knowledge of

how English or any other foreign language is best introduced at primary level,

very often underestimating the children’s abilities (Kolb & Maver 2009: 16, Rohde
2012: 371,

At first sight, the transition between bilingual programmes appears to be even 3

more problematic to handie. On the one hand, the programmes also comprise the
preschool level so that the transition between preschool and primary level has to
be focused on (as a case in point, the transition from the parental home to a
preschool programme must not be ignored either). On the other hand, the
programmes are individually adjusted to the respective institution’s resources and
are therefore very difficult to compare to each other (Kersten et al. 2010) so that
every discassion about transition is necessarily individual.
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2 From the parental home to preschool

The attendance of a preschool is usually not mentioned within the problem area of
fransition because in that case we are not dealing with the transition from one
educational institution to another. Yel this first step out of the shelter of the
parental home into an educational institution requires our attention. What
Jlirgens & Standop (2011: 3931) suggest for the transition from preschool to
primary school therefore also goes for the introduction to preschool: The child has
to orient towards new roles, new relationships, and new social bonds. This
transition requires individual adjustment processes as a reaction to entering a
modified tearning and living world. This new orientation must not be under-
estimated. Most of the parents have experienced their children’s reluctance to be
1eft to their own devices during their first days in a completely new environment,
At the beginning, a transition measure therefore often is a parent’s presence in the
preschool for at least a few hours.

H the child comes into a bilingual group in which cne of the two preschool
teachers uses English exclusively, this is a further challenge, at least for some time.
The child does not only make contact with other children and adults, who will be
part of the children’s future daily life. She/he is also introduced to a new means of
communication, a new language. In most of the cases this does not present a
problem as usually German is also spoken in the preschool group, but the fact that
single individuals of the groups or staff exclusively use English can lead to critical
and stressful moments for the children. Ir: this vein, Tiefenthal (1999) reports that
a girl burst into tears when the English speaking preschool teacher described a
scene in a book with the words, “look, thisis a frog”. The girl was at first not able to
accept that familiar concepts could be referred to with different names hitherto
unknown to her.

The preschool supports the transition from the parental home into the pre-
school group in that the new educational institution builds on domestic experi-
ences. Thus there are toys and numerous opportusnities to play. In addition, all the
daily routines such as brushing one’s teeth, having breakfast, going fora walk etc.
are continued in the preschool and give security to the children in this new
environment. Thus, in a bilingual programme, the only new component may be
the pew language, and the children find out quickly that they do not have to
understand every single utterance because, espedally during the first months, the
new language accompanies the preschool routines, which are well known from
the children’s domestic experience. Another important factor for a smooth
transition might be the presence of the other, more experienced children,
who take the bilingual environment for granted. Observing the relaxed and
natural handling of everyday situations in two languages will have a reassuring
effect on the new child.

3 From preschool to primary school

School entry is a cut in the child’s biography in which the child and her/his family
have to cope with changes according to status, role and identity, which are

new roles,
new relation-
ships, niew
social bonds

bilingual
programmes
in German
preschiools



school
readiness
paradigm

the skills
model

the eco-sys-
tem mode!

96 Chapter 7

accompanied by intense emotions {Faust et al. 201%: 40, Kucharz et al. 2011). In
addition, the concept of a schocl readiness paradigm (Schulfihigkeits-Paradigma)
which is unilaterally targeted at the primary school level (it highlights sodio-
emotional independence, cognitive and physical prerequisites) may lead to
stigmatization and negative selection. In this respect, many children are dis-
advantaged, for in their upbringing, school readiness has not been viewed as
significant - especially if they have not attended a preschool programme (Jiirgens
& Standop 2011: 409). Bven if the construct of school readiness has recently been
viewed in close connection with the eco-system mode! discussed in the next section,
it remains a hurdle and a threshold that decides whether or not a child is admitted
at primary school (ibid.).

Two distinet models of transition from preschoeol to primary school level are
discussed by Carida (201 1): The skills model and the eco-system model. The skills
model highlights the demands made on the children upon school entry, i.e. fora

momentary event, and is therefore very similar to the German idea of school -

readiness. It comprises the general skill of learning, which, according to Jiirgens &
Standop (2011:402) is often understood in a narrow way in the sense of the ability

to store new knowledge, What Jirgens & Standop see as more significant is the -

acquisition of procedural knowledge and the ability to deal with the unknown,
e, g to handle unfamiliar situations. Instead, at primary school level, the children
are believed to already have acquired a number of skills/abilities (social adjust:
ment, rule acguisition, consciousness etc, cf. Dockett & Perry 2001: 3, see also
Lustropp 2010). These abilites, however, should not be seen as skills that have to
be specifically developed for primary school level, but for every level of education
(Kucharz et al. 2011). In other words, the different institutions do not require
distinct skills or abilizies. Rather, in every new step the child takes, these
capabilities are further developed. There is no sequence or order of distinct skills
but rather they form a continuum and are fostered throughout the child’s learning

bicgraphy (ibid.: 409). For Jirgens & Standop, a school readiness paradigm (see - .

also Bckerth et al. 2011) has to be replaced with a child readiness paradigm
(Kindféthigkeitsparadigma) which bridges the gap between preschool and primary
school. In the child readiness theory the tables are turned: An institution hasto be
ready to accommodate children with different skills and abilities (ibid.}, a notion
compatible with the recent claim for indhusive learning of both “typically develop-
ing” students and learners with special needs. One possibility to realize such a
paradigm would be the so-called educational establishments (Bildungshduser)
which accommodate children from ages 3- 10 {Striitz etal. 2007, Drex] 2011). The
national curricula (Bildungspline) which were introduced in all of the {ederal states
of Germany between 2002 and 2006 {Faust et al. 2011: 40} could represent the
basis of a comprehensive development.

The eco-system model, on the other hand, looks at the total amount of factors
which are part of the transitional process, thus alse regarding the parties inveolved
in the children’s education process: the family, preschool, primary school and
wider society. These parties are viewed as co-construciors of the child's education
(Faust etal. 2011: 40). In the eco-system modei there are no a prioti skills/abilities

formulated for the child o acquire. Rather the model calls upon a tight
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cooperation of the involved parties in order to pave the way for a smooth
transition across the institutions. Cooperation measures comprise rmutual visits by
both children and preschool staff and primary school, information events for
parents, advanced training for staff ete. {Faust et al, 2011, Glallo et al. 2016,
Luttropp 2010). Cooperation between preschool and primary school still is
grregular and selective. One important question is: What inhibits cooperation
measures? According to a survey {Faust et al. 2011), preschool teachers assess the
measures as more important than primary school teachers. It is assumed that the
preschool stafl wanis to be treated as partners at the same level with the primary
school teachers ~ something which has as yet not been realized on a larger level
{(ibid.: 58). Another observation is that not all preschools are part of cooperation
activities. A reason for this may be that those preschools whose children later go to
many different primary schools {so that there is no larger number of children:
entering the same primary school} do not seek cooperation or are not contacted
for any cooperation measures. One problem in this regard is that the involved
parties have the duty of discretion so that data cannot g¢asily be exchanged (ibid.,
see our survey below).

There is no specific transition problem for regular preschool and primary school
programmes with regard to the onset of English asitis only introduced in the third
grade at primary level {with the exception of Baden-Wiirttemberg and North-Rhine
Westphalia where it is introduced right at the beginning of the first year and in the
second half of the first year, respectively). However, there are four other scerarios
with regard to English: Some children move from an English-free preschoaol
programme into a partial immersion prograrmme which features some/most of
the school subjects in the foreign language (German as a subject is usually taughtin
German). Other children move from a bilingual preschool programme into a partial
immersion primary school programmne. A third scenario would see children come
from a bilingual preschoo! into the regular primary scheol with English either
beginning in grade 1 or 3. The latter scenario is one that especially parents iry o
avoid as they fear that acquired skiils in the second language will soon be lost again.
There is no conclusive research available yet as to when and to what extent once
acquired language skills may be forgotten or lost again, Studies focusing on the
relearning of a second language by children in a naturalistic setting suggest that skills
which were believed to be lost may be revived and even extended within a short
period of time (Rohde 2002}, This evidence, however, must not be seen as a
justification of discontinuous bilinguai programmes. The fourth scenario concerns
languages other than English, which are not part of the German primary school
curriculim, If the programine is continued from preschool to primary schoolin one
way oranother, similar scenarios as described above will take place. If, however, the
preschool programme is discontinued in primary school, the gap orthe cut-off of the
foreign language will be much longer/stronger than in the case of English, and the
effects on the acquisition of this particular language cannot be foreseen.

As mentioned above, one significant skill (that may be easily overiooked) is
handling “the unfamiliar” in terms of novel situations in which children have to
quickly decide how to react to the specific demands. This is a skill that is clearly
important for both preschool and primary school contexts and would be part of
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the above sketched continuum view. There is some prelisninary evidence fiié;
bilingual preschool project that suggests that bilingual children accept unfains _
situations (incuding wnknown words and objects) more readily than-th,
monolingual peers {Rohde 2005: 207). n
In more specific terms, one problem that may arise in bilingual programnis
between preschool and primary school level is the pressure that may be fe
preschool level to achieve certain foreign language aims dictated by the pritm;
school. This pressure from the educational institution which is one level abg
preschool in the education hierarchy should by all means be avoided, As form
foreign language teaching at primary school level is deemed unsuitable it is all
more inconceivable for preschool children. We believe that foreign language dr;
and targeted practice of language forms easily lead to exhaustion and have il
potential to kil the children’s positive attitude towards the new language. The
measures are not believed to be appropriate although, in fact, there is at least otie
workbook available for preschools which follows, at least partially, a formia)
linguistic approach by including a formal grammar section which, telling]
happens to be inaccurate in places (Boliig & Bollig 2006: 26). i
The issue of inappropriateness points to a general problem of transition whil
needs to be discussed. As yet, there cbviously is no integrated curriculum )
English neither for regular FLT nor for partial immersion programmes which
would distinguish between preschool, primary and secondary level. Such ar
Integrated curriculum would necessarily run into the danger of putting eac
educational institution lower in the hierarchy under pressure by suggesting:
certain skill level to build on. This, however, is extremely problematic as it hag
become clear that the characteristics of the three (four, if the parental home
included) levels involved in our discussion differ from each other considerably s
that no curriculum is conceivable which would see the acquisition of English ass
linear integral process. It becomes clear that we face problems as long as we
envisage FLT as a language course in which every involved educational institutior
Is supposed to cover a fixed number of lessons in that course. Rather, it becomes:
apparentthat every eco-system has its own inherent features so that none of thesé
systemis should be pushed by the needs of the systems higher up in the hierarchy:

In other words, neither the eco-system view nor the skills/abilities view allow for -

an approach where a second language is taught according to a view of formal
progression, This suggests that intensive bilingual programmes may in fact avoid

the problems typical of transition by simply focusing on the children’s respective -
environment, their current interests, subject matter areas and, more generally, .

their cognitive and emotional development. Bilingual teaching is no method that
caters for the peculiarities of a particular age. Itis a teaching concept that sees the
language as an expression of the learners’ states of mind and not of different
grades of grammatical or vocabulary knowledge. Through bilingual teaching, the
second language accompanies the children’s development rather than determin-
ing it through fixed language curricula. In other words, we cannot avold general

problems of transition due to different eco-systems and different required skitlsin

subjects such as maths, history, geography or social sciences. Through bilingual
teaching, however, which is not language-course-orienied but content-based and
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mmunicative, the subject of English does not present an additional barrier for
ansition as it practically merges with the other subject matter.

From primary to secondary level

ﬁe fact that there is no fixed curriculum for German preschool education renders

the transition from preschool to primary level reiative.ly €asy as 't}.ze labovei
mentioned skills and “child readiness” views do not require any spedilic ‘fagua
inowledge. This is diffexent between primary and §ecor}dary ievel. The secm; gry
school expects the children to have acquired certain skilis and faFtual knm; e ig}e
o that the primary schools may feel the pressure to cater for the higherlevelin the

hierarchy.

At secondary level, however, Tinglish teachers complain about very hetero-

geneous English competences. The secondary leveilteachers’ expf:ctatlopsﬂare
rarely met. 65 % of these teachers deem English at prirmary schogl level ;;loglh ‘esz
(Bottger 2009: 16%). In the course of the EVENING study in North- 1nd
‘Westphalia, 35 % of both primary and secondary school teachers reporte

‘that there was no contact between the schools or that contact Wasﬁrarf;
{65 %) (Thitrmann 2009: 91). Kolb (2011: 168) vassu'mes that OQEY 20 /; o
‘the Fnglish teachers at primary level have a university degree for *gzlac ft?g]
English. Those primary school teachers without a degree (undgr?tanda V) 'Lf.’
less well informed about teaching at secondary level. In addition, theredxfh a
correlation between the foreign language competences of the students and the
primary school teachers’ gualification (ibid.: 168%).

In addirion, there is a discontinuity in terms of teaching methodology, learning

environment and academic demands. At primary level, language 'teachu'lg is
communicative, multi-sensory and action-oriented (ha:nd!mgsorzentzert} with a
focus on oral language and listening comprehension. Wmte'n langgage has onhf a
suppottive role even though its significance is gradually increasing (Serrurier

Zucker et al, 2009: 1301.). This situation is different, par.tiy to a very high degreel,
in bilingual programmes, and particularly in immt?r31c?n. At secondary lewjﬂei
teaching is more form-focused and rule-oriented and is still based on gramrganlcgab
knowledge (a fact that is also clearly reflected in the secondary school texibooks;
of. KeRier & Plesser 2011}, The divide is even more pr{.mouncetd by the fact that, at
secondary level, English has the status of a major subject, Whlch_ does ‘not sugges;
that FIT has to be more form-focused but certainly more reliable in i{erm& od
teaching and learning aims. That such goals and methods c?lo not necelssanly nee

to be mutually exclusive has increasingly been szresscrd in r_ecent hieratu're ;)Ii
ianguage pedagogy, which promotes aumnomousf action-oriented, meaningtu
and content- and context-related language lea_rnmg for all levels of 1a.ng%1a1ge
teaching (e.g. Piepho 2003), A wider implementat.l(,)n of successful prmcxi)' e;l
known from content-based language teaching and blh]{lgual pregra{nmes, whic

have long taken these approaches in;:o account, might help bridge the gap

seemingly different goals. .

bet'gli:er’lﬁgmgioject Przg-gec—Co (primary and secondary continuity in fOFﬁggn
lariguage teaching) involving seven Ruropean COUNITEs has come up with a

the primary
school
teachers’
qualification

teaching
methods at
primary and
secondary
level

Pri-Sec-Co
Project
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set of twelve bridging tasks and a host of different materials that have been
developed to promote continuity at both the end of primary and the beginning of
secondary school (Serrurier-Zucker et al, 2009: 131, Kolb et al. 2012). It is
doubtiul, however, whether secondary schools in Germany are genuinely willing
to modify or adjust their teaching approach: In the DESI study {Deutsch- und
BEnglisch-Schillerleistungen International), carried out between 2001 and 2005,
10-15 % of the students at both secondary modern schools {Realschulen) and
grammar schools {Gymnasien) received scores higher than average and well
bevond the requirements of the curricula {Klieme 2006: 2). This reinforces
the perception especially of the grammar scheol as an autonomous and self-
sustaining system, less so for education policy makers and the public but rather
from the point of view of those working and teaching at grammar schools (Bladau
1998: 157, cited after Kolb & Mayer 2009: 18},

When students have beenin a bilingual programme at primnary schoollevel, the
question is how the students can be accommodated at secondary level. As the
immersion students’ competences in Bnglish are much higher than in traditional
English teaching prograrmmes at primary level, it is obvicus that these students
will encounter problems in a regular English programme at secondary level,
which often means a fresh start anyway as the teachers have problems assessing
the children’s skills acquired at primary level. This opens another can of worms,
namely the question of how to diagnose and/or assess learners’ target language
skilis in general. One approach has been suggested by KeBler (2006}, Pienemann
& KeBler (2007) and KeBler & ILiebner {2011). Their approach is based on
linguistic profiles yielded by an expert software called Rapid Profile (for a full
discussion see KeBler 2006 and KeRler & Plesser 2011}

Ideally, the primary school bilingual programme is followed by a similar
programme at secondary school level (Wode 1995), Especially in the past twenty
years, many bilingual branches have been established at secondary level, mostly
apting for geography and/or history to be taught through the medium of English
{wildhage & Ottens 2003). Transition is not a problem if such a programme can be
provided as early as 5% grade (the usual starting point is grade 7; history as a
suabject is normally not introduced before grade 7} and the nmumber of lessons for
English as a subject is increased (4 to 5 hours per week in 5™ grade). This;

however, cannot always be warranted. In an early case study in Kiel, children

were observed and studied in a bilingual preschrool programme and later In a

partial immersion programme {70 % share of English) at a nearby primary school "

(Wode et al. 1999). After finishing primary school, 15 children went to one
particular grammar school in Kiel together. Along with 15 children from a non-
iinmersion background they formed a new 5% grade class. The school was 1ot
willing or ready to offer an immersion programime. Other than English as a subject
no further subject matter was otfered through the medium of English. The only
compromise the school was willing to offer was a special English class referred to
as ACE {Advanced Class of English). The 15 bilingual children from the preschool

project were joined by three children with an English speaking background froma -

different 3% grade class to form a unique class for the five regular English lessons

per week. The major challenge for the teacher now was to find topics and develop ..
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materials for these students since there obviously was no model for this unique
enterprise (Rohde 2004). At present, the grammar school offers geography
through the medium of English from grade 7, however, unlike at primary school,
there is ne more comprehensive nmersion programme, but at least the grammar
schooi recognises the students” acquired foreign language skills and gives them the
opportunity to further develop these skills — even if the so called ACE groups are
not more than & compromise. Scenarios such as these are likely to increase with a
more widespread implementation of bilingual prograremes in primary schools,
until sironger regulated ways of cooperation have been found.

5 The survey

The previous sections have discussed a number of relevant factors for the
transition from one educational institution to another. In order fo gain an
overview of how transition procedures are handled across different educational
institutions in Germany and whether the above discussed problems are recog-
nised by the institutions, a questionnaire titled "Transition in Bilingual Pro-
grammes” was consiructed to capture the practical experiences of bilingual
institutions from preschool to secondary school {see Appendix). The term
“bilingual” was not defined for the purpose of the survey in order to include a
range of different programmes in the survey which refer to themselves as being
bilingual. It was chosen as a neutral term which was supposed to avoid the
fuzziness in terminological usage of concepts such as “content-based foreign
language teaching”, “immersion” or “CLIL" {Content and Language Integrated
Learning) which are applied in a variety of meanings especially in the seli-
congeption of practitioners (see discussion below for a definition of these terms),
Indications with regard to the special characteristics of the programmes involved
in the survey were elicited through a background question on the percentage of
weekly input offered in the L2 (Question 3}, The questionnaire consists of twelve
both closed- and open-ended questions in German which vield infermation about
the bilingual programme itself, its forms of ransition and exchange, and about the
teachers’ personal evaluation of measures to support the transition process. The
questions were constructed based on recommendations in the research literature
and on personal experience of best practice in bilingual prograzames. The
questionnaire was piloted with teachers from one bilingual preschool, two
bilingual schools and a number of researchers from the field of bilingual learning
and teaching, and subsequently adapted slightly according to the feedback.

For two weeks in March 2012, the questionnaire was available for online
completions. The internet link was distributed to the mailing list of the FMKS
{Assoctation for Early Mukltilingualism in Day Nurseries and Schools, www.imks.
eu), Germany's largest association of bilingual institutions, which included ¢a. 300
bilingual preschools and ca. 900 bilingual schools {both primary and secondary),
at the time. In addition, colleagues in the field were asked to distribute the link
through their lists of bilingual institutions.

the queston-
naire
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institutions report to have a close cooperation and information exchange even
though no direct transitory measures are in place (n=8). A large number of
bilingual prescheols lead to conventional primary English teaching in grade 1 {in
the federal states of North-Rhine Westphalla and Baden-Wilrttemnberg) or grade 3
{n=13), Other institutions send their pupils to a range of different schools, some of
which incude a bilingual programme {n=5). The various forms of bilingual
programmes in this survey are referred to as CLIL (Content and Language
Integrated Learning) in this section (for an explanation, see Discussion below).
Types of programmes which include a form of transizion are bilingual preschools
which lead to CLIL in primary school (n=12} and primary schools which lead to
CLIL in secondary school (Bilinguater Sachfachunterricht), in most cases with
intensified English lessons in grade 5 and 6, and one to several CLIL subjects from
grade 7 onwards) (n=14). Only a small number of institutions contain a bilingual
programme from preschool to secondary school (n=5). 5 institutions report that
they are currently in the process of implementing a transition programme.

Background information

the different 102 questionnaires were submitted and included in the analysis. Of these, 36

;Ca};ggfpﬁ’;; questionnaires were submitted by preschools, 17 by primary schools, 39 by

in the study  Secondary schools (1 Hauptschule, 6 Realschulen, 27 Gymmnasien, 5 Gesamischulen
incuding Oberschulen/Sekundarschulen), and 10 by specified institutions such as
comprehensive programmes from preschool or preschool to primary or secondary -
school (n=53), a Saturday/supplementary school (Erginzungsschule), a primary
school in a transitory phase to becoming a neighbourhood school (Stadfteilschule),
a nursery schooi for children aged 1-3, and a centre for secondary education (one
institution did not give a specification of the programme in gquestion 1).
55 institutions are publicly supported, 47 institutions are funded by private
associations (question 2). Four institutions {1 preschool, 1 primary school, 1
Realschule and 1 supplementary Saturday-school) indicate not to have a bilingual
programme. Of these, the preschool offers 90100 % of the weekly language
inpuz in the foreign language (1.2} but describes further below that language input
is given in two languages; the supplementary schoel offers content-based teaching
in Czech (probably 100 % although no percentage is given). For the other
institutions (including the preschool mentioned above) the self-evaluation of
weekly input offered in the L2 is displayed in Table 1 (question 3). Survey
questions and answers were translated from German into English for the purpose
of this chapter.

. different
Types of transition types of
transition

ca. 10-25 % ca, 30-45 % ca, 50-65 % ca. 70-85 % ca. 90-100 %

32 27 16 9 12

Table 1- Distribution of percentage of weekly routines / curriculuw which takes place in the foreign -
language in bilingual prograwmmes (4. 3}

This distribution shows that the application of the term “bilingual” programme -
differs widely across the institutions. The majority of the institutions offers Engiish.-
as L2 (n=80), 9 offer French, 4 Italian and Spanish, respectively; languages offered

MoTvamsition  (lilin FromCLiLi Pram OLILis  Ceoperation SLiLm S;r.n;nfli‘ih ) Transiticn

s 3 5 : p 1 : s 3 : Secondary Preschoci  Preschuoolte r Fr: 2 T
by one institution are Russian, Czech, and Turkish (question 5). 37 institutions are Shod ke Gl bfommation Erhmant ot
based on a preceding bilingual programme (question 4). Similarly, 37 institutions . F;;:;;g’ Prhnay  Bichange  Secowdark E};ﬂagﬁ;; Preparation
Currieulum e

indicate 10 have a regulated transition between either preschool - primary school
or secondary school (however, even though the number is the same, they do not
coincide) (gquestion 6}.

Figure 1. Distribution of types of transition as indicated in the comments to q. 7

Results Table 2 shows the distribution of answers to question 8 Do you perceive this  perceived
transition between the preceding and/or succeeding institution and your own as  Problems of

Figure 1 shows the different types of transition described in the comments to _. .. R transiti
problematic in your institution at present? anstlon

question 7: What are exact forms of transition in your programme from preschaol 0
primary and/or from primary to secondary school? Please comment. The comments were...
grouped into different categories (one comment could be attributed to several:
categeries.): The majority of similar comments indicate that there are no
transitory measures whatsoever in the programmes (n=17). A number of othe
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not problematic at all 41
pardy problematic 4()
rather problematic . 18
highly problematic 3

Table 2: Disiribution of perceived problems with fransition in own institution at present (g. 8).

To sec which factor might contribute to the differences in perception, the daty
_were grouped according to several filters, There are no statistically significan
differences between the group of preschools, primary schools and secondary
schools in the data set nor between those with or without a preceding blémgua
programme (question 4),

Perceived problems with transition (96}

58

44 -

30 - # noregulated
20 trapsition
10 « regulated

0 transition

pot  partly rather highly
probl. prebl. probl probi

Figure 2: Disiribution of perceived problems with transition in the institution at present (g. &)
according to programme vegulation, {q. 6: no regulated transition: n=63, regulated
trapsition, w=37) Unpaired T-Test: 1 {100) = 2.2589, p < 0.05

This is different, however, for institutions which indicated that they had, or did not
have, a form of regulated transition in their programmmes (question 6, again the
term “reguiation” was not defined in order to include all sell-conceptions of the
participants), as Hhustrated in Figure 2 (in % of the group answers): The rate of
perceived problems in the institutions with no regulated programme is signifi-
cantly higher than in institutions with a regulated programme.

Question 9 was asked to specily this perception with regard <o the different
institutions (Figure 3, Table question 3).
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Perceived problemsaccording to Institutions

40

30

Al

10 = gtrongly agree

# partly agree

A s B - o & partly disagree
2 B ZE 23 o 3
= -] - 2% . v (isaonr
- E 8 B Sg # strongly disagree
23 2 = g =
o & g L e =
9 = L] [ =R
L= P & o &
ba ooy @3 = F B ®
] e = = B
%D =S [t fre
= =0 e S ==
o o oo —
o @ N A e
g
=4 =4

Figure 3: Perceived problems in transition, ordered according fo type of institution (raw scores;
nimbers of “no comment” are disregarded in this ilustration) (g. 9}

'ﬁ*énsitien from preschool to | strongly | partly | partly strongly | no com-

primary school... agree agree disagree | disagree | ment
.. does not cause problems in | 36 5 3 2 56
{ preschool
| ... does not cause problems in | 25 11 6 5 55

: primary school

Transition from primary to
secondary school...

.. does not cause .probiems in |14 19 - 4 . . 0. 65
primary school

. does not cause problems in {13 25 14 7 43
secondary school

Table 3. Distribution of perceived problemns with regard to level of instifurion (scores underlying
figure 3} (adapted from question 9). The difference between the groups is highly significant.
(ANQOVA, F (3, i185) = 8.861, p < 0.001)

As can be seen in Figure 3, the higher the level of institution, the more strongly the
problems of transition are perceived, as llustrated in the increasing numbers of
the colummns “partly agree”, “partly disagree”, “strongly disagree”(the number of
participants who chose not to comment was disregarded). As statistical analysis
showed, these differences are highly significant.

When asked to comment on their choice, the informants gave a large number
of different reasons: The highest number of institutions that commmented on the

*ow
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same factor suggested problems with the heterogeneity of the classes due to vast '

differences of the pupils’ language levels gained in primary school (n=16, mainly
from secondary schools). One school states:

(1} #37: Considerable problems are caused by the different approaches of each
primary school in the state of Baden-Wilrttemberg. In mmy opinton, FLT in
primary school only functions as an alibi for politicians. The level at the
Realschule was significantly higher and more homogencus before the imple-
mentation of obligatory FLT in primary school. Highly different schools of
origin prevent mutual progression.

Others claim that a lot of time and energy has to be invested to bring the pupilstoa
comparable language level. Relazed to this are four comments regarding language
weaknesses, especially in the areas of grammar and promunciation, of the pupils
who enter secondary school. This fact is ascribed to a lack of training of primary
schoolteachers in one comment. Two institutions claim to handle this heterogeneity
without any problems with the help of careful differentiation for the differentlevels,
Two others find that the language level of the pupils converges over time.

By contrast, other programmes see a problem in the advanced language level of
children from bilingual classes for whom the ordinary FLI'is below their needs and
thus remains “boring” and wachallenging (n=3). One even goes so far as to
attribute a negative “sense of efite” to Immersion children with regard not only to
their language level, which, however, were to cease after some time in the new
school, according to the questionnaire, Another problem mentioned for bilingual

institutions in particular is presented by newcomers to a running programime, or -

classes with a number of bilingual children that have to be filled up with children
who possess o prior knowledge of the foreign language in order to form a full
class. In addition, the question of the conditions under which pupils are selected
for bilingual classes is discussed by one subject in this respect.

A problem inherent to bilingual preschool transition in federal states other than
Baden-Wiirttemberg and North-Rhine Westphalia (where FLT of English starts in
grade 1) is the gap in the exposure to 1.2 English between preschool and grade 3.
Some preschoaols claim that much of the acguired language will be lost during this
gap (n=3). This problem is increasingly evident in programmes with a language
other than English and no transition at all as the foreign language of the preschool
is not offered as part of the primary curricilum. One participant mentions, it
addition, the discontentment of the parents if no programme continuation is
provided after primary school.

Concerning the exchange between programmes, six institutions claim that a
well-functioning cooperation is in place, which relies on good educational
programmes and collective preparation. Several other institutions state that
they have no experience at all, partly because their programmes are still in the
process of implementation {n=8). Another eight institutions claim that commu-
nication is difficult or does not exist, even if one pariner would like to establish a
closer exchange, Reasons for such difficulties are the extra time that needs to be
invested, as well as different educational administrative boards and curricula for
the different leveis, which hamper a coherent common pedagogical concept.
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Bmeasiie

# does nol take place

inforenation events for parents
information exchangs bolween
teachers
teachers’ mectings
information exchange about
level of developsient
children visit other classes
tenchers visit other classe:
consatltations smong heads &
schools
‘exchange on goals and method
exchange of materials
early collaborative plaaning

Figure 4: Sum of measures of transition in FL programmes (raw scores) (adapted from g. 10)

Figure 4 summarizes the number of measures of transition taken by all institutions,
as indicated in the answers to guestion 10 (in sum). By contrast, Figure 5 shows the
perceived importance attributed to each of these measures by the subjects.

Perceived importance of measures

& very important
& rather important

= d ) H
g £ B % 2 g = 2 3 arather naimportant
4 g - S ° 2 7 8 & it .

B g g T3 3 3 L E E:: g m 0ot important at all
il o =] gy Zw 2 2 = 3

2 =] : Eg  wE B ] 3]

g £ E5 2 o £ <

£ 3 ¥ 25 BE Hx =T % g 5

12 -4 il = 54 = - =

54 5 3 85 BE 55 3§ % ¥ B

¥4 % £ g¢ § =z3 ¥ & = &

5 £ 25 % 3 E g B g

= = E = 5 ® = a k- &

E g 5% = 2 5 3

= B % % 2 H 5

= 4 B 5 w

E = g

!

Figure 5. Perceived importance of measures of transition (raw scores) (. 11)

measures of
transition
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Comparing these two illustrations, it becomes obvious that the four measures
taken most frequently, i. e, information events for parents, information exchange
between teachers, teachers’ meetings and mutual information about the chil-
dren’s development {Figure 4), are alsc considered the four most relevant in the
questionnaires (Figure 5), Similarly, the exchange of materials and early colla-
borative planning are considered less important than other measures, and do not
take place very frequently. A mismatch between perception and realisation,
however, can be found within the categories of children’s visits to the other
classes, which do not have a high relevance within the range of measures, but
seem 1o take place more frequently than others in spite of that, and the exchange
of goals and methods across institutions. The latter is perceived as fairly important
by the participants, however, its implementation is among the three most
infrequently used categories. The only additional category mentioned in question
10 under “other” is the following comment:

{(2) #22:We are trying to create interest at the new local educational conferences.

Ir: their comments to the perceived importance of these measures (question 12),
most subjects attribute positive effects to the measures mentioned. Only one
subject staies:

{33 #91: It should be the goal of the primary school to sirengthen the mother
tonigue! Category: exchange of goals and methods. Bilingual teaching in
primary schoolis useless, [itis] more important to strengthen the competence
in the mother tongue, [which is] also very beneficial for the foreign language
competence. Category: other

In spite of the overall consent 1o a number of measures, a number of subjects
menzion difficulties to find the time for such extra activities or to integrate them in
the organisation of the school routines, for example with regard to cancelled or
replacement lessons if special activities including teachers or children happen
during the schoo!l day. This seems especially relevant to schools with a large
catchment area and a high number of different preceding institutions they draw
from. Some participanis report on special work groups or informal or private
exchange, and one mentions how dependent the success is on the individual
teacher. Some describe a well-planned and impiemented exchange, whereas
some others claim that there is no need for measures of exchange. The general
tendency expressed in a large number of comments, however, Is summarised
quotes such as:

(4) #34: Becoming mutually acquainted with each other and also with the work
of the other would lead to mutual appreciation and a betier collaboration.
Category: teachers’ meetings

{(5) #69: All measures are of the same relevance to guarantee a well-structured
content-based work, the interconnection between different institutions, and
the practical implementation. Category: other
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{(6) #97: Special offers are only embraced if the preceding and the succeeding
scheol act in concert / coliaborate. Category: consultations among heads of
schools

Discussion

As has become obvious, the institutions io the data set differ widely in terms of
their programmes, the foreign languages they offer, and the intensity of the
implementation of these languages within their system. According to the
Canadian model (e.g. Genesee 1987), programmes which label themseives
mnmersion programmes have to fulfil the criterion of offering at least 50 % of
their curriculum in the foreign language. This is especially important to bear in
mind as the positive research results connected with immersion in a) the level of
foreign language attained, as well asb) in the majority language, ¢) in the subject
matter and d} in general cognitive abilities (cf. Wesche 2002, Festman & Kersten
2010) all pertain to intensive programmes that fulfil this criterion. Recent
Buropean language policy has implemented a new umbrella term for bilingual
teaching, Content and Language Integrated Learning, in short CLIL {e.g. Marsh &
Langé 2000, also see chapter 3 in this volume), which stands for content-based
foreign language learning in a variety of degrees of intensity:

Content and language integrated learning {CLIL} is a generic term and refers 1o any
educational situation in which an addifional language and therefore not the most widely
used language of the envirorrment is used for the teaching and learning of subjects other
than the language Hself. (Marsh & Langé 2000: iii)

We would argue, therefore, that strongly conteni-based sections within tradi-
tional FLT can be located at one extreme of a continuwm scale of CLIL {compare
Met 1999}, foliowed by single units, modules or projects within other subjects
carried out in the foreign language, as well as the bilingual teaching of single
subjects (Bilingualer Sachfachunterricht), while partial and full immersion pro-
grammes represent the other extreme of the continuum (cited after Kersten 2011,
see also Burmeister & Massler 2010: 7, Burmeister, forthcoming, who do not
include content-based sections within FLT in their definition), While 37 institu-
tions within the data set fulfil the criterion of an immersion programme (cf,
Table 1}, 59 institutions indicate te have bilingual programimes with a lower
intensity than 50 %, thus qualifying for CLIL programmes but not for immersion.

The forms of transition within these programmes are also very heterogeneous,
and many of the institutions seem to be in the process of searching for or of
implementing new forms, sc that all resulis have to be interpreted with caution
and seem 10 point to the fact that the situation of bilingual programmes in
Germany can, at best, be called transitory at present. However, the results from
questions 6 and & indicate that a regulated form of ransition seems to be the most
important factor to avoid problems within the institutions, as the group of
inssditutions with a decdlared regulated transition perceives it as significantly
less problematic that the group without regulation (Figure 2). This factor of
regulation seems to be even more important than the extension of bilingual

various hilin-
gual teaching
programimnes

heterogene-
ous forms of
ransition



bilingual
teaching and
levels of
education

110 Chapter 7

programumes across levels {which, in fact, might not be regulated at ail). Such
results underiine the overall importanice of the factor of regulation. This is
somewhat at odds with the view presented in the first part of the paper according
to which content-based bilingua! teaching is per se less problematic in terms of
transition as the content plays the important role rather than the langunage. It is
possible, however, that the “inherent bridging nature” of content-based bilingual
teaching has not yet been discovered by the institutions taking part in the survey,
because other factors of the respective eco-systemn may still be more relevant for
the teachers.

With regard to the level of education, the highest degree of problems seems to
be perceived in secondary schools after the pupils’ transition from primary
schools. This difference in perception is statistically highly significant. Here,
especially the heterogeneous language levels of the arriving children are men-
fioned {Figure 3, Table 3, compare Bottger 2009). Ashas been discussed in the first
part of this chapter, the higher the level of the institution, the more pressure may
be generated, especially for the institutions below as certain linguistic skills have to
be in place az a particular time. How problematic a lack of exchange of goals and
methods can prove to be became obvious in four comments on perceived
language weaknesses in grammar and pronunciation after primary school, which
are, however, not part of primary school curricula. Reasons for perceived
problems inciude, in particular, the situation of many schools that seems to be
transitory, the fact that cooperation has not yet been established, and a certain
degree of frustration if the need for an exchange is neot reciprocated by the other
institution. However, the subjects also give examples of good practice with well-
functioning collaboration (question 9}. To sum up, the need for communication
across levels seems to be high for a large number of subjects, but is often not yet at
a satisfactory level.

With regard to the measures of good practice pertaining to the transition
phenomenon, the selection offered in the questionnaire seems to cover the most
important activities, as only one subject added another aspect in the open
comment section, i.e. information at local conferences. The highest discrepancy
of measures perceived important versus measures that are actually implemented
in the institutions can be found in the visits of children in classes in the other
institution, and, on a more theoretical level, in the exchange about goals and
methods. Given the problems with transition mentioned above (question 9,
compare Jiirgens & Standop 2011, cf. section 2 and 3 of our chapter), especially
those of heterogeneity and of the insecurity about the language level with which
the pupils will arrive at the succeeding school, the lack of knowledge of the others’
goals and methods might in effect reinforce these problems (compare Jirgens &
Standop 201%: 4091f}. In this respect, it is also surprising that only two ques-
tionnaires mention differentiation to meet this challenge. Thus, increasing an
exchange about goals and methods of each programme, and the amount of
differentiation for the newcomers, might remedy this perceived unbalance to
SOme extent.
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B Conclusions

From our perspective as well as the perspective taken throughout this book, it will
become increasingly indispensable in primary English to take into account the
concept of CLIL and cross-curyicular learning as promoted by Buropean language
policy. This should be reflected in the curricula of primary English across
Germany, and in the level descriptions based on the CEFR (Council of Europe
2001 for the final primary grade. Introducing primary English in grade 1 through
teaching staff who is well-trained in modern FLT methodology will be another
advantage, as the gap between various and increasing forms of foreign language
learning in preschool will be bridged, some early sensitive pertods for language at
a young age will be met to a fuller extent (Burmeister et al. 2011, Kersten 2011,
Rohde 2012), and the language level at the end of primary school might generally
increase to & more homogenous level {Rohde & Lepschy 2007), How beneficial
bilingual and especially immersive learning in German preschools and primary
schools can be for the foreign language competence as well as for the children’s
knowledge of German and of the subject matter has recently been demonstrated
by an increasing number of publications {cf. Kersten 2010 and Kersten et al. 2010
for bilingual preschools, Kersten 2009, 2011, Zaunbauer & Maller 2007, 2010,
Zaunbauer et al. 2005, Gebauer et al. 2012) which support the overwhelmingly
numerous resulis from, e.g., Canadian immersion (see Wesche 2002 for an
overview). Thus, as we have known for several decades, the request to strengthen
the majority language (in our case, German) is one of the key factors of immersion
programmes, and well documented within their results. It has to be pointed out, in
this respect, that the request to strengthen the mother tongue (cf. comment 3) is
somewhat misleading as many muitiingual children in the German school system
have a language other than the majority language (German) as their mother
tongue. Strong support {or the different languages of children who grow up
multilingually at home should be provided by the family, in particular. For
languages other than English, however, which are not part of the primary school
curriculum, the effort will remalin to take care of special programmes and
measures o guarantee a continuation of the language learning process.

This chapter has identified some of the most important measures taken by
schools and preschools 10 enhance the difficult transition process from one
educational institution to another for the children. These measures inciude, in
the order ol perceived importance, information exchange between teachers,
information events for parents, teachers” meetings, information exchange about
the igvel of the children’s development, exchange on goals and methods of the
programmes, consultations among heads of schools, teachers’ visits to other
classes, early collaborative planning, children’s visits to other classes, and the
exchange of materials. Finally, a change on the view of heterogeneity, as
addressed in this study, is recommendable in our perspective. Much could be
gained If heterogeneity amnong the students was seen as chance for an inspiring
classroom experience instead of a burden. To meet the requirements of highly
heterogeneous language levels, mutual exchange and differentiation will become
increasingly indispensable in the FLT classroom. A good quality of teacher training
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at the university level is needed to prepare young teachers for the new require-
ments of a changing educational landscape in (early) foreign language learning.

7 Summary

‘We demonstrated that transition across English teaching programumes is a mult-
faceted probiem. If English teaching is predominantly language-course-oriented
{a linguistic skills view), pressure is generated especially at the higher school levels
as at every level linguistic skilis have to be acquired that are mandatory for the
succeeding level. Content-based English teaching (especially immersion pro-
grammes) may theoretically avoid this pressure as there is no hierarchy of
linguistic skills, i.e. no specific English language curriculum. The survey we
conducted at preschools and schools supports the idea that the higher the level of
an institution the more strongly the problems of transition are perceived.
However, if institutions take regulated transition measures, there are fewer
received problems than in programimes with no such measures - irrespective
of the programme type, content-based or language-course-criented. The sug-
gested measures which are deemed especially important by the schools, and
which are implemented most frequently, are information events for parents,
information exchange between teachers, reachers” meetings and mutual infor-
mation about the children’s development. In addition, differentiation is recom-
mended to meet the requirements of increasingly heterogeneous dassrooms,
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Review — Reflect - Research

1. What are the components of a skills/abilities model and how do individual skills

and abilities have to develop in order to mitigate transition from one institution

to another?

2. What can be advantages of a language-course-oriented English teaching
programme for an institution?

3. Compare content-based teaching from a language pedagogical perspective to
regular language-course-oriented teaching programmes. What are the com-
monalities and dilferences, especially with regard to content and language
learning goals?

4. According to our survey, information events for parents and mutual visits of
students and teachers from the different institutions appear to minimize the
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problems of transition considerably. Think of reasons why such simple
measures can have such an important effect,

5. Think of reasons why transition problems are perceived more strongly in
institutions which are located at the higher end of the hierarchy. What could be
measures to counter these problems?

6. Compare national curricula of elementary education, primary schools and
secondary schools with regard to foreign language learning in your federal
state. What are the differences and commonalities? Are the goals at each level
adjusted to those of the other levels? Are they reflecied in the teaching
materials for that particular level?

7. Based on comment 1 (#37, page 106), construct and conduct a survey on
teacher atritudes and self-conceptions in different forms of primary and
secondary schoels in your region. Are such opinions widespread, or do
they represent a minority? What is the teachers’ perception of the role of a
language teacher?

Further reading suggestions
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Annex: Questionnaire

{ibergany in Singusion Programimen

Fragebogen zur Erfassung von Praxiserfahrungen mit dem Ubergang der Fremdsprachsnangébote in bilingualen Kitas,

Grundschulen und welterfiihrenden Schulen,
E] Institution (PHichtfrage)

C Kita

) Grundschuie

(3 Hauptschute

3 Reaischule

3 Gymnasium

s Gesamtschule {inkl, Oberschule/Sekundarschule)

O Sonstiges (bitte erldutern): | 1

E Unsere Einrichtung ist... (Phichifrage)

O ... In 8ffentlicher Tragerschaft,
Q ... in freier Tragerschaft.

@ Hat Ihre Einrichtung ein bifinguales Programm? (Pflichtfrage)

) Nein
& Ja

Wann JA:
Wieviel Prozent des wichentlichen Kita-Ablaufs / des wichentlichen Curriguiums findet in der
Framdsprache statt?

Gca 10-25 % (Qca 30-45 % (ca. 50-65 % (oa, 7O-85 % (e, 50-100 %

g"i Baut Ihr Programm auf sinem vorgeschaiteten bilingualen Kita- bzw. Schulprogramm auf?
2] petichfrage)

O la
) Nein

EE] Welche Fremsprache wird in Ihrer Institution bilingual angeboten?

{3 Danisch

{3 Chinesisch
£ Englisch

) Franzdsisch
{3 Griechisch
& haftenisch
& Japanisch

{3 Miegertandisch
£ Poinisch

{3 Portugiesisch
) Russisch

{3 Spanisch

) Tschechisch
{3 Turkisch

O andere; | 1

E! Wir sind daran interessiert, wie der Uberganyg des Fremdspracheniernens von der Kita iiber die
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Grundschule bis in die weiterfithrende Schule funktioniert.

5ibt es in Ihrer Institution einen geregelien Ubergang im Fremdsprachenprogramm zwischan
Grundschule und/oder Kite und Sek. IT {Pflichtfrage)

C Ja

& Nein

w1 Welthe konkreten Ubergangsmbglichkeiten gibt es bei Thnen von der Kita in die Grundschule und von
der Grundschule in die Sel. 17 (Pfichifrage)

{Mehrfachnennaungen sind moghch)

Bas Kita-Programm fahrt in ein bilinguales Programm der Grundschula.

Bas Kita-Programm fiihrt in den normalen Englischunterricht der Grundschule.

Das Kita-Programm fibrt In einen erwelterten / angepassten Englischuntarricht der Grundschule.

Das Grundschulprogramm fihrt in ein bilinguales Programm der Sek. L

Das Grundschulprogramm fithrt in den normalen Englischunterricht der Sek. L

Das Grundschulprogramm fiihrt in einen erweiterten / angepassten Englischunterricht der Sek 1.

B EDOEEn

Sonstiges: ) i

Bitte eridutern Sle thren Programmibergang kurz:

@ Halten Sie in Threr InstHution im Moment diesen Obergang zwischen Ihrer Institution und der
vorgaschalteten und/odar nachfolgenden Einvichtung fir problamatisch? {(Pflichtfrage)

(@ Gberhaupt nicht problematisch
{) teilweise problematisch

{3 ziemfich problematisch

O hochst problematisch

Diese Frage soll Ihre Auswahl noch konkreter machen:
Dear Uberganyg des Fremdsprachenprogramms,.. {Pliichifrage)

L=ich stimme wolt zu.

2=1ch stimme teillweise za.

3A=Ich stimyme tailweise nicht zu.
4a=Ich stirmmea {berkaupt nicht zu.

1234 [Heine Angaba
... von der Kita in die Grundschule verursacht keine Probleme in der Kita, (s 1N s RN RES] L]
... vort der Kita in die Grundschule verursacht keine Probleme In der Grundschufe. | Q1 Q1010 O
... von der Grundschule in die Sek I verursacht keine Probleme in der
Grundschule. Q000 =
... van der Grundschule in die Sek I verursacht keine Probleme in der Sek 1. DI0IQIQ o

Bitte erldutern Sie Ihre Auswahi:

10 Weiche Malinahman zum Ubergang des Fremdsprachenprogramms finden in thrar Institution staft?

S {Bitte kiicken Sie aile zutreffenden Punkie an.)
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Bitke besehien Sie in Fragan 9-11:
Lefter/Innes umbaest Kite- und Schulisilungen
Lohrkydfte umiasst Eraleher finnen und Lebwerfinnen (Pflichtfrage)

informationsaustausch zwischen i
Lehrkréften

Treffen von Lehrkraften

zwischen Kita zwischen 2wischen wischen Kita, findet Absprachen zwischen den Lelfer/innen i i
und Grundschule Kita und Grundschuie tend micht
Grundschaude und Sek Sak I Sek I stats Informationsveranstaltungen fiir Eltern i §

Infarmationsaustausch zwischen | o o G o G Besuche durch Lehrkrifte in den jeweils

Lehrkraften anderen Gruppern/Klassen i ;

Treffen von Lehririften (&) %] o] Besucha durch Kinder in den jeweils i i
anderen Gruppen/Klassen

Absprachen zwischen den Austausch von Materialien

Lefter/innen G o G Q ) ! :i

informationsveranstaltungen fir o o G o o Frinzeitipe gemeinsame Planung i ]

Eltern )
Austausch von Informationen zum ; 1

Besuche gurch Lehrkréfte in den Entwickiungsstand der Kinder

Jewells anderen ) Q ) o < Austausch zu Zielen und Methoden ] 1

Gruppen/Klassen

Besuche durch Kinder in den Sonstiges ; :|

jewalls anderen G Q &} o] [

Gruppen/Klassen . A Herziichen Dank fiir Ihre Teilnahme. fhre Daten wurden an uns Gibermittelt, Das Ergebnis der Umfrage

Austausch ven Materialien ] e o o] e} wird nach Fertigstellung auf der Webseite des FMKS zugiinglich gemacht, Sie kéinnen Ihren Internat-
Browser jetzt schliefien.

Frithzeitige gemeinsame Planung [&} 0 O Q o]

Austausch von Informationen

zum Entwicklungsstand der &) o] o O &

Kinder

Austausch zu Zielen und -

Methoden o o 4 ] o

Sonstiges

] ] Q Q Q 4 @]

m Filr wie badeutungsveil halten Sie die folgenden MaBnahman zum lbergang des
Framdsprachenprogramms? (Pflichtfrage)

iP=Sahe withtig
femiich wichtig
r Litwtchiig

4 |k urwichiig
1213 |4 |Kann ich nicht sagen

Informationsaustausch zwischen Lehrkraften oloiclio ]
Treffen von Lehrkraften [aRReREeRRS G
Absprachen rwischen den Leiter/innen DI0IGCIO <

| Informationsveranstaltungen fiir Eltern QG000 G
Besuche durch Lehrkrsfte in den jewéiis.anderen Gruppen;’?.(f.a.séen [a3Es] O e} [
Besuche durch Kinder i1 den jeweils anderen Gruppen/Klassen SICIClIO O
Austausch von Materiatien GIQ OO O
Frume‘rtié;é éemeénsame Planung [¢RECRRCARS] ]
Austausch von informatione;“z Zurn Entwickiungsstand der Kinder CIoI0I0 o
Austausch zu Zielen und Methoden o QR O Q o]

Bitte kommentieren Sie Thre Auswahi: (PFHchifrage)



