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PREFACE

In accordance with our schedule, this nm::g of the Bulletin appears two
months after the last number, no. 22, was issued. _ :

In the preface of the previous issue, we have already explained the various
neasons why the present graphic form of the Bulletin was chosen. In particulanr,
we felt that a rapid and economical production would help to compensate both for
the somewhat unsophisticated presentation and also for the Lack of a strict
unigormity in style and in the orthographical conventions in the various articled
and reports coming from a number of different souwrces. 1t is imporntant to Limit,
aé much as possible, the netyping of the' material sent 2o us. Therefore, from
now on, with the agheement of the AILA International Committee, we intend to ask
the authors and National Associations to present material, articles and informa-
Lion for the Bulletin in a camera-ready format. o

A List of typing conventions is published at the end of this issue: we would
be very gratedul if authors and Associations could follow these conventions 80
that it will be possible to neproduce directly thein typewnitten material. We
would also take this occasion to ask memberns 2o send in matenial for Bulletin
no. 24 at their earliest convenience. The deadline is 15th November, 1978.

No. 24 will contain, among others, general arnticles on Adult Language )
Teaching and Lexicography, a detailed repont on the scientific and organization-
al aspects of the Montréal Congress and a deseription of multilingual programs
underway at the Institutions of European Communities.

As announced by the Secretary General, it was nmot possible to publish issue
no. 21 4in Madrid. We plan to publish it in the fonm of a special booklet dedi-
tc?fzd 2o Hot?e):qwlgmge Education which will neach the National A{filiates duning

e course o 78.

. In this preface, 1 would also Like 2o thank B. Spolsky, the author of the
article published in this issue on the relevance of grammar to second Language
pedagogy.

Tﬂm 48 no doubt that second language pedagogy 44 one of the main fields
0§ Applied Linguistics. 1In addition, this Lopic is connected with the impontant
problem of the applicability, and, in a centain dense, the verifiability through

on; o4 the various theonies whose napid and continuous evolution
characterises the actual situation of general Linguistics.

By a happy coincidence, in this very peniod, the AAAL (American Association
ﬁt‘&ppuzd Linguistics) of which B. Spolsky is one of the founders, has joined

A note by M. Gorosch follows Spolsky's article. As was already stated in
the preface o the previous issue, we believe that discussions on the topics
proposed by the guest authons of the Bulletin are v useful. We will be very
happy to publish any comments from AILA members o other scholans .

Finally, 1 must once again express oun gratitude to CNUCE which has allowed
us Lo freely use its computers and printing center. As before, the cost o4
punting the covers and the cost of the paper used have been covered by AILA.

Antonio Zampolli



AILA PPFSIMENT’S MNTF
New Fields in Applied Limquistics

General and Applied Linguistics share one object in common:
linquistic communication. But one of the aspects in which they
differ from each other is in their relations towards this object.
Whereas General Linquistics deals with the descriptive analysis
of linguistic communication, through various exploratory and/or
explanatory models, refusing to participate in any attempt at
influencing its development, taking facts as they are with no
intention of modifying them, Applied Linquistics, on the other
hand, can be said to have linguistic communication not only as an
object of study, but also as a place for action [1].

Applied Linguistics, as it wvere, aims at facilitating
communication between individuals and/or groups of human beings,
- or even in some cases between man and machine [2].

There are various ways and means by which linquistic
communication can be eased and improved, most of which have been
extensively studied and acted upon over the last twenty years.
To name but a few, let us mention lanquage teaching theory and
practice, for both mother tongue and foreign lanquages, lanquage
learning theories, bilingualism, child lanquage acquisition,
language teacher training, language testing, socio-linguistics,
discourse analysis, error analysis, and so on.

But since Applied Linguistics is essentially concerned with the
changing needs of the world, new fields of investigation have
recently begun to be considered. These are: human and machine
translation, computational 1linquistics (which differs from
mathematical linguistics, a branch which was well represented at
the First International Conference of AILA in Nancy in 1968 but
is no 1longer very active), lanquage for special purposes (LSP)
and terminology [3].

It is on these last two fields that I would like to dwell briefly
here, once again with no intention to mean that these would be
the only fields of interest of Applied Linguistics - and
consequently of AILA - in the years to come. On the contrary, if
one looks at the themes to be discussed in Montréal this year, it
is evident that Applied Linquistics covers a wide range of
interests. So a glance at these two newcomers should not hurt.

Language for Special Purposes

It was with surprise and, at first, a bit of amazement that I
discovered, during the First European Symposium on LSP in Vienna,
that there was no consensus amona the specialists of LSP
themselves on a definition of LSP. For some of them the concept
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was restricted to a very well defined subset of lexical items of
a language, while for others LSP included any linguistic (and
even meta-linquistic as for example gestures) facts closely
related to a typical situation (for example a tourist trying to
fulfill his basic needs for feeding and lodging in a country
whose language he does not speak). But why a definition of LSP?
After all, Applied Linguistics has been going on for quite a
number of years and yet no definition of it is accepted by all.
And nobody is unhappy about that fact. So let us leave it to
specialists in the field, to define, or rather to describe in
full detail what LSP is, what its objectives and methods are and
what it has achieved until now, and limit myself to stress the
social importance of LSP [4] in the last quarter of the present
Century.

Curiously enough, language teaching - whose aim is to facilitate
communication between individuals - has always kept away from
sociolinguistics, even in the "New Key" enthusiastic years of the
50's and the 60's. It strikes me as the most radical change in
language teaching theory and practice that LSP is primarily
concerned and gives full consideration to the defining of
objectives, not in an absolute way, but after a careful analysis
of the particular needs of the learners. In other words, LSP
does not consider one goal to be attained by language learners,
but as many goals as the learners' needs will determine. This, in
turn, influences the choice of the contents of courses, since
what is to be taught will vary considerably according to the
needs to be fulfilled. And again, this in turn affects the
methodology of language teaching, since it should be adapted to
different types of learners with different needs. And finally, of
course, language teacher training will be affected considerably
by LSP, for new types of teachers will have to be developed.

What LSP is bringing to language teaching theory and practice may
very well be a re-orientation as important, if not more, than the
one that took place at the beginning of this century. Such a

;e-oriantation has been wanted since the beginning of the present
ecade.

Teaminology

Terminology faces the same problem as LSP as far as a universally
accepted definition 1is concerned [5]. But it does not prevent
terminology from existing, terminologists from doing their jobs
and new terminologies from being created every day.

Relations between linguistics and terminology have been
explicited in at least two recent articles by Sager [6] and
Guilbert [7] (May, 1977), in which interested readers will find
most useful information.

But what then of Applied Linguistics and terminology?

1 think it can be said that while terminology is connected to
General Linguistics, mostly through lexicology, lexicography and



semantics, it forms part of Applied Linquistics.

The object of terminology is clearly defined: it is the term, a
"signe linguistique” composed of a concept and its linguistic
expression. And terminology studies the term, internal relations
between its two components, its behaviour within context, its
rules of formation, its place in a hierarchical system of
classification of concepts, etc. That part could be called
general terminology. As for the other part, three aspects can be
distinguished.

1. Terminology is involved in some form of lanquage planning.
For this subset of any language that constitutes technical
terms, terminology sets up rules for the formation of
neologisms, provides guidelines for the use of synonyms
(which it tends to eliminate as much as possibile) and
homonyms, etc. in order to facilitate communication between
users of technical terms within one lanquage (monolingual
terminology) or from one lanquage to another (multilingual or
comparative terminology).

2. Another role of terminology is to produce inventories of
technical terms for each discipline (specialized
terminology) , once again within one lanquage or between two
or more languages. Of course, it has to develop methods and
train specialists to carry on these tasks.

3. Terminology is also concerned with very practical problems,
such as layout of vocabularies, fiche format for terminoloay
banks, standardized format for storage of data on computer
magnetic tapes, standardization of sians and symbols, etc.

By these three aspects, terminology is clearly a vart of Applied
Linguistics.

But there are also quite a number of points of connection between
terminology and some fields in Applied Linquistics. This is not
the place to discuss them in detail, so let me just enumerate a
few of them: teaching languages for special purposes,
translation, technical text analysis, LSP teacher training,
elaboration of didactic material for LSP, etc.

LSP and terminology are not really new. They have been in
existence ever since the world started trading and developina
technology, the beginning of which no historian can put a precise
date on. But while they were, up until now, restricted to a
relatively limited number of users, many social factors as for
example the development of mass media, the greater mobility of
individuals, etc., are bound to cause LSP and terminoloqy to

become more and more part of everyday life. Let us face the
challenge.,

G. Rondeau,
President of AILA
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Footnotes:

(1]

(2]

(3]

[a]

(5]

(7]

This calls, of course, for the non-establishment of a strict
boundary between the two disciplines and implies that no
Applied Lingquistics can exist without General Linquistics.

An example of this type of Applied Linquistics is to be found
in the Third European Symposium on Communication, held in
May, 1977 in Luxembourg under the theme "Franchir la barriere
linguistique®. See in this 1issue a report by J.
GOETSCHALCKX .

The last two have recently been studied in Vienna at the
"First European Symposium on LSP®" and more information on the

symposium itself will be found in a report in the next issue
of the Bullelin,

Literature on LSP is a bit scattered, but relatively
abundant. The reader interested in obtaining bibliographies
and more detailed information, should contact the
FAGSPROGLIGT Centre, c/o Prof. Dr. M. Gorosch,
Handelshg¢jskolen i Ke¢benhawvn, Fabrikvej 7, DK 2000,
Kopenhagen F. The Centre publishes the UNESCO-ALSED LSP
Network Newsletten,

The last attempt that I know of at defining terminology goes
back to 1975, when the Régie de la lanque francaise (Québec)
organized an international meeting of experts on the theme:
"Essai de définition de 1la terminologie®™ in Lac Delage.
Proceedings may be obtained from the "Editeur officiel du
Québec®. See Note 7 below.

SAGER, J.C., "Classification and Hierarchy in Technical
Terminologies”, in V. HORSNELL (ed.), TImiormaties 2,
Proceedings of a Conference held by the Aslib Co-ordinate
Indexing Group at New College Oxford, 1974,

GUILBERT, L., "Terminologie et linguistique®, exposé presenté
au f8e Colloque de terminologie, Lac Delage, 1975, in H.
DUPUIS (red.),, Aectes du Colloque .international de
(lﬂlilﬂlﬂg-ﬂl. QquQC, R'LIFI r 1976.



THE RCLEVANCE OF GRAMMAR TO SECOND LANGUAGE PEDAGOGY

B. SpoLsky

University of New Mexico, Albuquerque, New Mexico.

Where once it scemed to some applied linguists
that a grammar and a theory of language were all important
to language teaching, so that a change in the former neces-
sarily led to a new methodology in the latter, it is now
generally realized, as Stern- (1972), Roulet (1972), and
Strevens (1973) make clear, that second language teaching
is a multifaceted problem, related to many different dis-
ciplines and not directly dependent on any one. Models that
propose a more complex relationship have been discussed by
the scholars named, as well as in some of my earlier papers
(Spolsky, 1966, 1969). Even with these models, which suggest
all the other factors that need to be taken into account,
it is still fair to argue that the relevance of grammar to
language teaching deserves early and full consideration,
thus asserting the importance of the autonomous field of
linguistics to second language pedagogy which is one of its

principal applied fields.
In a recent monograph, Roulet (1972) presents a use-

ful and thorough analysis of various theories of language,
and of their applications to and implications for language
teaching. In this paper, I wish to consider the same problem
in a slightly different framework. Following in some ways
the approach of W. Nelson Francis (1954), I shall consider

the different meanings of the term "grammar" and the different



kinds of "grammar" that may each have a different relevance
to second language pedagogy.

In his often reprinted article, Francis distinguished
three meanings of the word grammar. Grammar 1 is more or
less the native speaker's knowledge of the structure of his
language; while Francis did not use the term, but talked
rather of '"the set of formal patterns in which the words
of a language are arranged in order to convey meanings',
he was referring to what has since (Chomsky 1957) been refer-
red to as linguistic competence. Grammar 2 is the work of
the linguist; it is "the branch of linguistic science" con-
cerned with describing language. Grammar 3 is "linguistic
etiquette'; it is more precisely the set of rules referring
to socially stigmatized or accepted forms of the standard
dialect. Francis' aim in 1954 was to show that the current
"new grammar", in its attempts to describe the language, was
being handicapped by attitudes connected with "good'" and
""bad" grammar. His approach is however a useful starting
point for our present concern, and I shall follow his classi-
fication, with some modification.

The first kind of grammar we are concerned with is
the native speaker's knowledge of his own language. I shall
refer to it as linguistic competence, dodging for a while
the issue of whether it should or should not include the
kinds of knowledge about language use included in communica-
tive competence (see Paulston and Bruder, 1976). The second

kind of grammar is any of the various attempts by linguists



and grammarians to characterize linguistic competence:
without prejudice, I shall refer to these as scientific
grammars. I will widen the range of Francis' use of Gram-
mar 3 to include not just grammars concerned with teaching
speakers of a language how to use approved standard forms,
but also all grammars directly intended for language
teaching: for these I shall use the term pedagogical gram-
mars. One more meaning of the term grammar is needed for
the discussion that follows. It is, I suppose, a sort of
Grammar 1, referring to the knowledge of a second language
that a language learner has at any specific time. This
notion is explored by Richards (1972) who considers it a
form of what Selinker (1969) calls interlanguage. A useful
term following Corder (1967) is "transitional competence."
We have then four distinct meanings for the term

grammar:
1) The native speaker's linguistic (or communicative)

competence.
2) A scientific grammar which is an attempt to describe (1).
3) Transitional competence, the temporary stage of (1) of

a second language learner.
4) A pedagogical grammar, something to be used in an attempt

to modify (3) or (1).
With these terms, we may characterize a goal of second lan-
guage teaching as an attempt to make a learner's transitional
competence as close as possible (or as necessary) to a

native speaker's linguistic competence. Our question then



is, what part does scientific grammars and pedagogical
grammars have to play in the process?

Let me start with pedagogical grammars. I should
like to begin with distinctions I suggested in an earlier
paper (Spolsky, 1966). I proposed a first distinction be-
tween a pedagogical grammar intended for native speakers
of a language (this would include grammars of the kind
Francis characterized as grammar 3) and grammars intended
for the teaching of foreign languages. My concern in this
Paper is only with the latter. It is useful, as I will try
to show, to distinguish three further divisions, according
to the intended user: the learner himself, the teacher,
and the curriculum writer. These are functional distinctions:
in actual practice, there might be an overlap, as when a
learner teaches himself, or as when a teacher takes on some
of the curriculum writer's work in selecting and organizing
material to be covered.

A pedagogical grammar for the learner will contain
those statements about the language and descriptions of the
language being learned that the learner needs to be conscious
of. How much it should contain, and in what form, will
depend on a number of factors: the age, aim, interests of
the learner, the aim of the course, etc. There are those
who have held that a pedagogical grammar should be minimal

and incidental: proponents of both the direct method and



the audiolingual method fall into this category. And there
are those who argue that the pedagogical grammar is basic

to language pedagogy; proponents of the traditional grammar-
translation method, and some of the interpretations of the
new '"cognitive code'" approach might fall into this group.
Various inconclusive experimental attempts have been made
to study the question of how much grammar is useful, or

what kind of model is best (cf. Levin, 1969, 1972, and
Krashen,1976). Considering the wealth of factors that may
affect the outcome of any empirical study of language teach-
ing, it is not at all surprising that there is no conclusive
evidence of any one form of pedagogical grammar for the
learner. Indeed, as the work of Levin and his colleagues
suggested, there is no simple generalization concerning

even the amount of exposure the learners of various kinds
need to pedagogical grammars.

A pedagogical grammar for the teacher presumably
includes that for the learner, but it goes beyond it in
providing information that will be useful in understanding
a student's problems and in planning explanations or exercises
to deal with them. Such a grammar should help the teacher
recognize "errors", the evidence, as Corder (1967) sug-
gested and George (1972) and others have shown, of the
nature of the learner's transitional competence. It is
at this point that one might propose the usefulness of
something like a contrastive grammar: either a parallel

grammar of the learner's own language, or a set of state-
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ments about the relationship between the grammar of the
learner's language and the grammar that is being learned.
Di Pietro (1971) gives some notion of the kind of material
that might be presented in a contrastive description.
A pedagogical grammar for the curriculum writer
must go even further, for it should contain as much informa-
tion as possible that is relevant to the selection and
organization of material (see Mackey, 1965). It should
therefore include the fullest available statement of everything
known about the structure of the target language. It used
to be argued (cf. Di Pietro,1968) that such a grammar should
also include a contrastive analysis of the target language
with the learner's native language, but it has become more
generally accepted that there is no obvious way to go from
a contrastive analysis to a set of lessons or pedagogical
principles (Gradman,1972, Di Pietro 1972, etc.). Important
also is the inclusion of the sort of information on statistical
facts about the language (the probability of occurrence of
various kinds of structures) that George (1972) has shown
to be closely related to the development of false hypotheses.
For all of these pedagogical grammars, the criteria
of adequacy are related directly to function: the form of
a pedagogical grammar of whatever kind will depend on how
it is to be used, and its value can be measured by its use-
fulness, or by some method of adequacy defined within the

theory of second language pedagogy. For example, the peda-
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gogical grammar for learner and teacher will need to have the
degree of clarity that such an audience requires, and the
pedagogical grammar for the curriculum writer should be as
complete as possible and be easily convertible into teaching
material. An application of these principles to linguistic
statements is illustrated by Valdman (1964) who shows that

a modified archiphonemic analysis of the French oral vowels
is much more amenable to pedagogical restatement than a
purely phonemic description.

Within this framework, one might consider the question
of the relation of the scientific grammar, i.e. of any specific
linguistic description, to a pedagogical grammar. The
criteria for pedagogical grammars for learners and teachers
are so different from those for scientific grammars (cf.
Chomsky, 1957, etc.) that there is no necessary direct relation-
ship between the two. Both strive to be selections of
facts about language chosen for a specific purpose and
presented to a specific audience, but as the purposes and
audiences are different, so the criteria for judgment may
also be different. There is no logical reason that when a
specific scientific grammar or model for linguistic descrip-
tion iﬁ shown to be inadequate for metatheoretical reasons,
all pedagogical grammars need to change too. It is reason-
able for learners to be presented with rules in traditional
form, even though their teachers have grammars that are
structural or transformational, so long as the same facts

of language are captured. At the same time, there might
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well be cases where pedagogical grammars can usefully draw on
several different models of description, each of which will

help to illuminate another aspect of the language being

described.
In some stage in the distant future, we might finally

have something that we consider a complete description of

the full range of linguistic competence. Such a description,
an ideal scientific grammar,.night well serve as the best
source for curriculum writers as well, although modified
pedagogical grammars for teacher and learner will still be
needed. Until then, there are good grounds for those con-
cerned with second language pedagogy to make the best use
they can of all available grammars, and no grounds for as-

suming that any specific grammar is a necessary and sufficient

basis for language teaching.
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Note on Spolsky's article
on theoretical versus pedagogical grammanrs

This article by B. Spolsky treats an essential problem of Applied
Linguistics - its relation to Theoretical Linguistics and to
Language Teaching/Learning. It sums up, in an excellent way.
experiences which language teachers and students have made during
the last 25 years in order to innovate and to adapt methods and
materials to new requirements: shifts in linguistic theory have
immediate implications for theoretical grammar, but should be
carefully studied before being introduced into pedagogical
grammar. Has Applied Linquistics developed a set of principles
for Pedagogical Grammar, by which it would be possible to
evaluate the applicability of linguistic theory, or theories from
other branches of science implied in language teaching/learning,
e.g. psychology, sociology, literature? Such a set of principles
would be an inteqral part of every language training programme
and a necessary instrument for all syllabus experts, producers of
teaching materials, etc. I would welcome other articles on this
topic in our AILA Bulletin.

There is a wider aspect to this matter - the category, the
»status® of Applied Linquistics. Is it tributary and dependent in
relation to Linguistics, or does it have a "profile®™ of its own?
At all linguistic levels: phonetics, morphology, syntax, etc.
there are two modalities: the theoretical and the applied, and
both should have equal scientific "status®, but different sets of
principles, depending on differences in aims and scopes. Applied
Linguistics is a young branch of science and much research and
developmental work has to be done in order to establish those
sets of principles. Why not start with Grammar?

Max Gorosch
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LES PROBLEMES DE LANGUES DANS LES PROGRAMMES DE L' UNESCO
L. IACHARIEV

Créée il y a dé&ja 31 ans, le 20 novembre 1946, l'Organisa-
la science et la culture

tion des Nations Unies pour 1l'é&ducation,
avait pour mission d'effacer le triste souvenir d'une guerre
dévastatrice, de restaurer la vie éducative, culturelle et
scientifique, de remettre sur pied les systémes d'é&ducation
nationaux et de ré&ouvrir lés institutions culturelles ayant subi
les sévices de la guerre. Sa mission, pourtant, allait au dela

I1 s'agissait plutdt de créer une institution

de la restauration.
internationale qui appellerait a4 1'instauration d'un nouvel état

d'esprit visant & "contribuer au maintien de la paix et de la
sécurité en resserrant par 1l'éducation, la science et la culture,
la collaboration entre nations, afin d'assurer le respect
universel de la justice, de la loi, des droits de 1l'homme et des
libertés fondamentales pour tous, sans distinction de race, de
sexe, de langue ou de religion, que la Charte des Nations Unies
reconnalt 34 tous les peuples" (Article premier de la Convention
créant une Organisation des Nations Unies pour 1'Education, la
Science et la Culture, adoptée 3 Londres le 16 novembre 1945).

Ainsi donc, depuis sa création, l'Unesco ne cesse de promou-
voir la coopération internationale et la réflexion sur les besoins
Il suffit,

et problémes d'un monde en &volution constante.
d'ailleurs, de passer en revue les problémes et les objectifs
pour les années 1977-1982, qui sont le résultat d'un large
assentiment de 1l'ensemble des Etats membres (142 actuellement),
pour connafitre les grands domaines de l'action de l'Unesco.

On y trouve, par exemple, la promotion des droits de 1'homme,

le renforcement de la paix, l'homme en tant gque centre du
développement, l'application de la science et de la technique
dans 1'intérét de 1'homme et de la société&, 1l'action &ducative
pour répondre aux besoins de l'individu et aux exigences de

la société dans la perspective de l1'éducation permanente et dans
la cadre du développment &conomique, social et culturel,
l'am&lioration quantitative et qualitative des chances qu'ont
certains groupes de réaliser leur potentiel individuel et social,
1 'homme et son environnement, la communication entre les personnes
et entre les peuples, le transfertet 1'échange d'informations.

Le survol rapide des objectifs de l'Organisation permet de
constater que l'homme et son éducation, au sens le plus large du
mot, figurent en bonne place. Il permet, d'autre part de voir
la recherche d'une approche globale pour la solution des problames
approche basé&e sur 1'idée de solidarité de tous les hommes et )
sur l'interprétation synthétique de la problématigue mondiale.
Elle correspond au caractére global du processus de développement
et reflédte l'interdépendance des divers é€léments technologiques,
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&économiques, sociaux, politiques et culturels. Cette approche
appliquée 3 l'éducation, permet de prendre conscience de la
n8cessité d'aborder et de vaincre les obstacles de caractére
social, &conomique ou politique, de supprimer toute sorte de
discrimination sociale, raciale ou sexuelle pour aboutir 3@ une
éducation qui soit un moyen de promotion humaine et gui crée

des attitudes propices @ la compréhension mutuelle, sans
péjoration, 3 1'édification d'une paix durable. L'Unesco s'efforce:-
dans cette perspective, d'élaborer une conception de 1l'é&ducation
congue comme moyen de développement des ressources humaines
d'amélioration des chances offertes sur le plan social et des
perspectives de travail, une &ducation profondément démocratique
se réalisant dans un processus permanent et qui, d'autre part
refléte mieux les aspirations des collectivités, et corresponde
davantage aux exigences du développement national.

Considérés dans cette optique, les probl2mes de langue
revétent une importance particulidre. La langue ou les langues
participent & tous les niveaux du processus &ducatif, tantdt
comme moyen exclusif d'acc@s A une civilisation, 3 une culture,
tantdt v8hicule privilégié de l'expression individuelle ou des
aspirations d'un groupe, tantdt comme instrument privilégié de
transfert du potentiel é&ducatif de la société dans son ensemble
ou de l'amélioration de la participation de tous, jeunes ou
adultes, dans le développement global du pays et dans le processus
&ducatif en particulier. La connaissance d'une langue dé&termine
le plus souvent la vie, la carridre, les chances d'un nombre
croissant de personnes et favorise leur é&panouissement. Les
problémes de langue réapparaissent toutes les fois qu'il s'agit de
réformer 1'éducation, de rénover les structures afin de promouvoir
la démocratisation et 1'&ducation permanente.

Ces quelgues considérations constituent le cadre intellectuel,
la stratégie, en vue de l'€laboration et de la mise en ceuvre des
programmes concrets de l'Organisation. Dans la pratique et a
travers les programmes approuvés tous les deux ans, l'Unesco centre
son action autour de deux axes:la promotion de la langue maternelle,
support et véhicule de l'authenticité& culturelle et d'une civilisa-
tion propre d'une part, et d'autre part l'apprentissage d'une ou

pPlusieurs langues autres que la langue maternelle dans la
perspective de l'Epanouissement de 1'individu, de sa promotion
sociale et culturelle a8 travers l'ouverture sur le monde, sur

d'autres civilisations, 3 travers la compréhension et la valori-
sation des différences. L'€tude des langues maternelles et des
langues non-maternelles devrait se réaliser, selon l'optigque de
1'Unesco, en termes de complémentarit& et d'enrichissement mutuel:
elle devrait aboutir a une meilleure communication et compréhension
mutuelle, assurer comme le dit le Directeur g&né&ral de 1'Organi-
sation, M. Amadou Mahtar M'Bow "un esprit de disponibilité& et de
participation au dialogue universel, 3 1'idéal de l'entente et de
la compréhension internationale dans un monde gu'on ne peut pas
refaire et ol il faut co-exister”.

L'Unesco, par conséquent, a orienté son action vers les
&tudes, réflexions collectives, consultations permettant de










































































































































































































