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Abstract

H aving for m any years successfully used D ram a in Education (D iE) in her c lassroom  as a m eans o f  
supporting and im plem enting a com m unicative approach (CLT) to the teaching and learning o f  
m odern foreign languages (M FL), the author undertook this study to understand m ore fully the 
relationship  betw een the tw o approaches to teaching and learning. A n extensive review  o f  literature in 
the areas o f  second language acquisition (SLA), com m unicative language teaching and learning 
(CLT), and learner autonom y is undertaken to explore the foundations on w hich an active approach to 
the teaching and learning o f  languages m ight be based. To better contextualise the research, the aim s 
and guiding principles o f  language teaching and learning in a E uropean context and in the Irish 
second level school context, as well as initiatives and challenges to their attainm ent, are investigated. 
The focus then turns to D ram a in Education, exploring w hat it is and w hat it is not, before 
establish ing links betw een it and a com m unicative approach to language teaching and learning.

To test the use o f  DiE in other language classroom s besides her own, the author conducted a 
longitudinal research project (2001-2007) during which student language teachers w ere invited to 
participate in a series o f  w orkshops focusing on the use o f  DiE in the M FL classroom . Their opinions 
on the use o f  DiE in the language class were collected through questionnaires and interview s. A cross- 
section o f  language learners w as also surveyed to determ ine their view s on the use o f  DiE in the 
teaching and learning o f  languages.

To establish a background for the teaching and learning o f  M FL in second level schools in Ireland, 
p ractising  teachers w ere surveyed to ascertain their opinions on the levels o f  support provided for 
them  to im plem ent a w ider range o f  teaching m ethodologies, foster learner autonom y, facilitate 
greater oral participation and to encourage learners to use the target language independently. To 
determ ine language teachers’ fam iliarity with DiE approaches and strategies, the extent to w hich they 
use them  in general, and in particular in the teaching and learning o f  languages, a questionnaire was 
issued to practising language teachers. To form  an im pression o f  learner experiences in the M FL 
classroom , student teachers w ere surveyed on their experiences o f  learning M FL in second level 
schools. To com plem ent this overview , student teachers com pleted a needs analysis on aspects o f  
language teaching and learning that they considered im portant for their language m ethodology 
sessions.

The m ajor findings reveal that DiE can support a com m unicative approach to the teaching and 
learning o f  languages. The student teachers w ho participated in the D iE train ing  w orkshops alm ost 
unanim ously appraised the approach as being highly effective in prom oting the tenets o f  a CLT 
approach. It was also revealed that a m ajority are still using these approaches tw o or m ore years after 
com pleting their initial teacher education. In contrast, the data relating to the student teachers’ 
experiences as language learners highlighted a significant reduction in the use o f  a com m unicative 
approach over the duration o f  the research period, revealing instead a strong em phasis on a 
structuralist approach, rote learning and reliance on text books. This trend contradicts the guidelines 
and initiatives developed by the Council o f  Europe and the Irish D epartm ent o f  Education and 
Science.
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Chapter One 

Introduction

1.1. Aims of the study

This study aims to explore the position o f  communicative language teaching (CLT) and learning in 

modern foreign languages (MFL) in second level schools in Ireland. Against a background o f  recent 

European and subsequent Irish initiatives in the field o f  second language teaching and learning, the 

study aims to assess the extent to which Irish language teachers and student language teachers are 

engaging with and implementing a communicative approach (CA) in their classrooms. Specific 

attention will be paid to the use o f  Drama in Education (DiE) in language classrooms in order to 

ascertain Irish language teachers’ and student language teachers’ attitudes to and prior experiences of, 

the use o f  this active learning methodology.

An investigation into the relationship between DiE and communicative language teaching will be 

undertaken in order to determine the potential role, if any, o f  DiE in the communicative language 

classroom. The study ultimately aims to determine whether the adaption o f  a different teaching and 

learning methodology, as embodied in a DiE approach can positively impact upon learner engagement 

and achievement both cognitively and affectively in second language acquisition.

1.2 Background issues

The study o f  modern foreign languages has garnered much support nationally and internationally in 

recent decades, with substantial social, personal, economic and cultural benefits being attributed to the 

ability to be able to speak one or more additional languages to o n e ’s mother tongue. N ot withstanding 

the problematic issue o f  the increasing dominance o f  English as a second language in many countries, 

the Council o f  Europe has established several policy initiatives in recent years in order to support and 

facilitate the learning o f  other modern foreign languages. The literature is replete with acknowledged 

references to the many advantages accruing as a result o f  greater diversity and mastery o f  other 

languages, with the social, cultural and economic benefits ranking highest in this regard. However, the 

literature in the field acknowledges the personal, affective and cognitive benefits resulting from the 

study o f  a second or third language, benefits which are deemed to enhance an individual learner’s 

overall cognitive abilities and impact positively on their general educational development in other 

subject areas.

Despite a substantial level o f  agreement about the advantages o f  studying a second language, both for 

the indi\idual concerned and for the wider economic and cultural development o f  ones country.



progress towards the Council o f  Europe’s desired aim o f  mother tongue plus two additional 

languages, is a long way off, and the statistics reveal that Ireland am ong other countries, has 

substantial work to do in this regard. A number o f  reasons are cited for the delay in the achievement 

o f  this recommendation, and these will be explored in the thesis. The use o f  a communicative 

approach in language teaching and learning is deemed a necessai^ com ponent towards supporting the 

realisation o f  increased capacity building in second language acquisition, and CLT has provided the 

foundation stones upon which the Irish M FL syllabi are based. However, the extent o f  implementation 

o f  a communicative approach in Irish second level schools is contested, and several recent 

Department o f  Education and Science (DES) Inspectorate reports convey that the situation is less than 

desirable with much room for improvement in the use o f  active learning approaches in language 

classrooms which the Inspectorate regards as fundamental to the achievement o f  communicative 

competence in the target language (TL).

1.3 Methodology

This study aims to provide a comprehensive review o f  the literature in the field o f  second language 

acquisition (SLA), focusing particularly on the theme o f  active learning and learner autonomy within 

that domain. In order to achieve this, an extensive literature search will be conducted in the fields o f  

second language acquisition, communicative approach, learner autonomy, European and national 

policy initiatives, and Drama in Education as a potential mode o f  delivering communicative language 

teaching in classrooms. This will be complemented by a longitudinal study o f  teaching and learning 

practices in second level language classrooms in Ireland. The practitioner based research project will 

use a mixed methods approach to access and gather data from the following sourccs:

• practising language teachers

• student language teachers

• language learners in second level schools

The study is longitudinal in nature, gathering data from 2001 to 2007, owing to an important research 

objective o f  trying to achieve a valid and reliable picture o f  the status o f  active teaching learning 

methods in classrooms, and the efficacy o f  a DiE approach to com m unicative language teaching and 

learning. Surveys o f  practising language teachers representing a cross section o f  school types 

nationally will be undertaken at three different points during the research period in order to assess 

patterns and consistency o f  reporting and to identify any changes in teacher practices or opinions to 

communicative language teaching and active learning over the duration o f  the research period. 

Similarly, a cohort o f  student language teachers will be invited to participate in the project each year 

from 2001 to 2007, in order to identify any perceptible or noticeable differences in experiences o f  

being a language learner themselves and o f  their reception to and use o f  a DiE approach to 

communicative language teaching in their classrooms. Follow up interviews will be conducted in
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order to determine tiie extent to whicii these teachers continue to use DiE as a communicative 

approach in their classrooms after two or more years o f  completing their initial training as part o f  the 

project. Finally, the opinions o f  language learners in second level schools will be accessed in relation 

to determining their experiences o f  learning through a DiE approach to the communicative language 

teaching and learning. These second level learners are the pupils o f  the student teachers participating 

in the DiE training project.

1.4 Thesis layout

In summary, the thesis is laid out as follows. Chapter 2 will offer an examination o f  some o f  the main 

areas o f  research in second language learning, including the Universal G ram m ar approach, input, 

output and interaction, cognitive approaches such as interlanguage and learnability theory, learning 

strategies in SLA, and socio-cultural and socio-linguistic perspective. Chapter 3 aims to provide a 

detailed discussion on the development and significance o f  a com m unicative approach to language 

teaching and learning. It will outline its emergence from the structuralist approach and explain its 

relationship to language acquisition. Communicative competence will be defined from the literature, 

and the central tenets o f  a communicative approach will be presented and discussed.

The area o f  learner autonomy in language teaching and learning will be addressed in Chapter 4. Its 

background in socio-ideological changes in Europe in the 1960s will be explored, as will its 

psychological underpinnings and influences. The importance o f  learner autonomy in first and second 

language acquisition will be explorer and definitions o f  learner autonom y in language learning will be 

provided. Discussion will finally focus on identifying approaches to fostering learner autonomy in 

language classrooms. Having identified important theoretical considerations in the literature, Chapter 

5 will present an overview o f  the status o f  SLA and MFL teaching and learning in Europe and Ireland. 

Recently developed policy initiatives and guidelines from the Council o f  Europe will be discussed, 

and these are considered against a background o f  the Irish education system and its syllabi and policy 

guidelines for second language learning at second level. A detailed exploration o f  the Junior and 

Leaving Certificate Syllabi will be undertaken in order to locate evidence o f  the European emphasis 

on communicative competence and active learning.

This emphasis on communicative approaches and the role o f  active learning therein is followed

through into Chapter 6 which attempts to examine the fields o f  DiE and its relationship to

communicative language teaching and learning. A distinction between what is com m only understood 

as drama in classroom teaching is drawn against proffered definitions o f  what a DiE approach to

teaching and learning offers. Comparisons between simulation and amateur drama and theatre

activities with a DiE approach are made and a critical, analytical assessment o f  the potential linkages 

between DiE and communicative approaches in language teaching and learning is undertaken.

3



Following consideration o f  the theoretical underpinnings as presented in the thesis. Chapters 7 and 8 

undertake to describe and present the results o f  an extended, mixed m ethods research project which 

seeks to investigate the prevalency o f  active learning in second level schools in Ireland. Chapter 7 

outlines the methodological decisions and choices made and presents an overview o f  the project 

undertaken. The results o f  the data collection exercise over a period o f  six years is summatively 

presented, discussed and analysed in Chapter 8 against a backdrop o f  the literature cited in earlier 

chapters o f  the thesis.
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Chapter Two 

Second Language Acquisition

2.1. Introduction

Every tim e teachers m ake decisions about the content o f  their language lessons or m ethodology used 

they are m aking suppositions about how learners learn languages. U nless they can be sure that these 

suppositions m atch the reality o f  learners’ learning processes then they cannot be sure that the 

teaching-learning situations they set up will foster effective language learning.' C lassroom  language 

teaching is m ore likely to be successful if  it takes into account w hat is know n about the m echanism s 

in \o lv ed  in language acquisition." Therefore, in order to understand learners’ w ays o f  learning 

languages, language teachers need to have an understanding o f  Second Language A cquisition  (SLA). 

With this inform ation they can then evaluate the ways in which they attem pt to foster learning in their 

classroom s.

It is som etim es considered useful to distinguish betw een ‘second’ and ‘fo re ign’ languages as 

respectively those that are and are not spoken in the com m unity o f  w hich the learner is a m em ber, 

even if  temporarily.^ H ow ever, in this chapter second language (L2) refers to any language that is 

learned after the learning o f  one’s m other tongue. It refers to the learning o f  a language naturally, 

through being surrounded by users o f  the language, as well as learning it in the classroom . A 

distinction is som etim es proposed betw een formal, conscious learning and inform al, unconscious 

acquisition. This distinction has both active supporters'* and critics^ In this w ork, unless indicated, 

both term s will be used interchangeably. Thus, L2 acquisition is defined as the w ay people learn 

languages other than their m other tongue and Second Language A cquisition (SLA ) is the study o f 

this.^ One o f  the objectives o f  SLA is to describe how learners acquire their L 2 .’ It m ay, for exam ple, 

describe how  learners build  up their gram m ar or how  learners’ accents change over time. A nother 

objective o f  SLA is to exam ine the influence o f  external and internal factors to explain w hy learners 

acquire their L2 in the way they do.**

' R. Ellis, The S tudy o f  Second  Language Acquisition. (Oxford: Oxford University Press, 1994), 4.
'  D. Little, S. Dcvitt and D. Singleton. Learning  F oreign Languages from  A u then tic  Texts: Theory and  Practice. 
Third Printing (Dublin: Authentik. 1994), 1.
 ̂ Ibid.
H. Zobl. ‘C onverging evidence for the ‘acquis it ion-leaming’ d is tinction’ in A pp lied  L ingu istics Vol. 16 (1995), 

35-56.
P. Robinson. ‘Individual differences and the fundamental similarity o f  implicit and explicit adult second 

language learning’ in L anguage Learning Vol. 47 ( 1997), 45-99.
 ̂ R. Ellis, Second  Language Acquisition. (Oxford: Oxford University Press, 1997), 3.

’ Ibid.
“ Ib id
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Ellis identifies two ways in which SLA research is useful to the language teacher:

A. T o enable teachers to make explicit their assumptions about how languages are learned so 

they can critically examine these. In this way they can develop their own explicit ideas o f  

how their learners acquire the target language.

B. To furnish teachers with information they can use when they are making pedagogic 

decisions.'^

Mitchell and Myles argue that a better knowledge o f  the language learning process will lead to a 

better understanding o f  success and failure in L2 learning with a subsequent ‘pay-off  for the millions 

o f  teachers, and tens o f  millions o f  students and other learners, who are struggling with the task ’.'® 

However, cognisance must be taken o f  the fact that SLA research does not provide teachers with 

recipes for successful p ractice ." It does, however, provide insights for teachers by which they can 

build their own informed theory.'" Knowledge o f  SLA enables teachers and educators to take learning 

and learner-centred viewpoints in their reflections on, and their evaluations of, the selection and 

organisation o f  the content and methodologies used in the language class. Long, however, cautions 

that while current theories o f  SLA are a potential source o f  insights into language learning they may 

be, at least in part, wrong and should therefore be treated with caution. Consequently, theories o f  

language learning should be seen as current attempts to explain interim understandings o f  language 

learning but never as the truth about language learning.'^

SLA research has, from its early days, been a field that has involved a variety o f  disciplinary 

perspectives. However, the main theoretical influences have been linguistic and psycholinguistic and 

this continues to be the case. '”* A second language learning theory aims to explain how the L2 is 

learned. Depending on what one counts, the literature contains as m any as sixty hypotheses, theories, 

models and theoretical frameworks.'^  A theory may deal with a particular phase o f  learning or it may 

be more general in scope. Some theories emphasise the learner’s innate characteristics, some give 

primary importance to the role o f  the environment in shaping language learning, others seek to 

integrate innate characteristics and environmental factors to explain how second language acquisition 

has taken place. No single theoretical position has gained dominance.'^ In this chapter a selection o f

R. Ellis, The Study o f  Second Language Acquisition. (Oxford: Oxford University Press, 1994), 4.
R. Mitchell and F. Myles. Second Language Learning Theories. (London: Arnold, 1998), 2.

' '  M. Long. ‘Acquisition and Teaching’ in Routledge Encyclopedia o f  Language Teaching and Learning, Ed. 
M. Byram. (London: Routledge, 2000), 5.
'■ R. Ellis, The Study o f  Second Language Acquisition. (Oxford: Oxford University Press, 1994), 4.

M. Long. ‘Acquisition and Teaching’, in Routledge Encyclopedia o f  Language Teaching and Learning, Ed. 
M. Byram. (London: Routledge, 2000), 4.

M. Sharwood Smith. Second Language Learning: Theoretical Foundations. (Harlow: Longman, 1994).
M. Long. ‘Second language acquisition theories’ in Routledge Encyclopedia o f  Language Teaching and 

Learning. Ed. M. Byram. (London: Routledge, 2000), 528.
'* R. Mitchell and F. Myles. Second Language Learning Theories. (London: Arnold, 1998), x.
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approaches and theories that are active and significant in the new millennium are examined. The 

theories are considered separately under their general approach or family o f  related second language 

learning theories. Some o f  the theories are well established in SLA research yet continue to evolve, 

for example, Universal Grammar Theory, others are relatively new comers yet offer productive 

challenge to established thinking, for example, connectionism and socio-cultural theory.

In the following sections individual theoretical perspectives on second language learning are 

considered in some detail. Section 2 examines the Universal G ram m ar theory o f  language learning. 

Section 3 examines theories on the role o f  input, output and interaction in second language learning. 

Section 4 deals with cognitive approaches to second language learning theory and the final sections 

deal with socio-cultural and socio-linguistic perspectives.

The next section deals with the Universal Gram m ar approach. This is inspired by contemporary 

linguistic theory. Linguistic theory in SLA aims to describe the language produced by second 

language learners and to explain why the language they produce is the way it is. The Universal 

G ram m ar approach has been the strongest linguistic influence on second language acquisition 

research in recent years and has inspired a range o f  studies, books and articles on SLA.'^

2.2 The Universal Grammar I'heory

The Universal Grammar (UG) model o f  language acquisition is based on the argument that people 

demonstrably know aspects o f  language that they could not have learnt from the fragmentary input to 

which they have been exposed.'** This is known as the poverty-of-stimulus argument, or ‘Plato’s 

p rob lem ’.'^ Chomsky proposed the concept o f  UG because he believed that children could not learn 

their first language so quickly, and with such little effort, unless they had an innate faculty to help 

them."® Universal Grammar is the distinct part o f  the mind com m on to all hum ans that enables them to 

know  and acquire languages."' Universal Grammar, Chomsky proposes, guides them in their language 

learning by providing them with a clear set o f  expectations o f  the shape the language should take."" 

Language learning is thus highly constrained and this makes it much more manageable for the child: 

the child’s mind turns the language input it encounters into a grammar using its innate capabilities. A 

g ram m ar or system o f  language knowledge is created by the hum an mind and is also constrained by

R. M itchell and F. M yles. Second Language Learning Theories. (London: Arnold, 1998), 42.
L. White. U niversal G ram m ar and Second Language Acquisition. (Amsterdam: John Benjamins, 1989). 

'** V . Cook. Linguistics and Second language Acquisition. (London: The M acM illan Press Ltd., 1993), 207. 
"” N . Chomsky. Lectures on Government and Binding. (Dordrecht: Foris, 1981).
■' V . Cook. ‘Universal grammar’, in R outledge E ncyclopedia o f  Language Teaching and Learning, Ed. M. 
Byram. (London: Routledge, 2000), 647.
'" N . Chomsky. K now ledge o f  Language: Its Nature, Origin and Use. (N ew  York: Praegcr, 1986).
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its structure."^ Thus, according to Chomsky, ‘a language is not, then, a system o f  rules, but a set o f  

specifications for parameters in an invariant system o f  principles o f  Universal G ram m ar’.'"'

Universal Gram m ar theory holds that all human beings are born with a universal set o f  principles and 

variable settings for parameters that control the shape that hum an languages can take."^ Chomsky 

proposes that the principles are unvarying and apply to all hum an languages. They are thus the 

‘universal design features o f  human language’."* The parameters, however, can have a number of  

open values and they account for differences between languages."’ The principles are present as part 

o f  the U G  in the mind and they becom e attached to the individual’s knowledge o f  a particular 

language along with values for parameters."** Parameters are universal but the values they take vary 

from one language to the next."’ A parameter is ‘tr iggered’ by something the child hears in the 

language i n p u t . T h u s  the role o f  language input is to trigger the appropriate setting for each 

parameter.^' All the evidence required to set the parameters must be available in the input to which 

children are exposed, in other words, in ‘positive ev idence’ rather than through explanation or 

corrections, ‘negative ev idence’, since this is the only type o f  input that children everywhere are 

known to receive.^"

Although there is general agreement among linguists that children are born with some kind o f  innate 

language faculty the position for L2 acquisition is unclear.^^ Universal G ram m ar theory has not been 

specially constructed to explain second language acquisition. Nonetheless, L2 learners like mother 

tongue (LI )  learners also have the task o f  constructing a gram m ar on the basis o f  fragmentary 

language input. However, their needs are different because they already have a mental representation 

o f  at least one language and are already successful communicators. In addition they are cognitively 

mature and therefore have better abilities to problem-solve and to deal with abstract concepts.

V. Cook. Linguistics and Second Language Acquisition. (London: M acmillan, 1993), 1.
N. Chomsky. The M inim alist Program . (Cambridge, MA: MIT Press, 1995), 388.
N. Chomsky. K now ledge o f  Language: Its Nature, Origin and Use. (N ew  York: Praeger, 1986).
R. T ow cll and R. Hawkins. A pproaches to  Second Language A cquisition. (Clevedon: M ultilingual Matters 

Ltd., 1994), 61.
N. Chomsky. ‘Principles and Parameters in Syntactic Theory’ in E xplanations in Linguistics, Eds. N. 

Hornstein and D, L igh tfoot. (London: Longman, 1981).
A. Saleem i. U niversal G ram m ar and Language Learnability. (Cambridge: Cambridge U niversity Press, 

1992), 58.
V. Cook. Linguistics and Second Language Acquisition. (London: M acmillan, 1993), 201.
Ibid.: 202.
Ibid.
V. Cook. ‘Universal grammar’ in Routledge E ncyclopedia o f  Language Teaching and Learning, Ed. M. 

Byram. (London: Routledge, 2000), 648.
”  W. O ’Grady. ‘Language acquisition without Universal Grammar: a general nativist proposal for learning’ in 
Second Language Research Vol. 4 { 1996), 314-97.



M itchell and  Myles^"* and  Ellis^^ dist inguish  be tw een  a num ber  o f  possib il i t ies  c o n c e rn in g  the role o f  

UG in L2 learning:

1. N o  access  h y p o th e s is  (also referred  to as ‘the F undam enta l  D if fe rence  H y p o th e s i s ’): L2 

learners  acqu ire  the  L2 g ram m ar  w ithou t any reference to the U G  w hich  a troph ies  w ith  age.^^ 

T he  L2 is the re fo re  learnt th rough  general p rob lem -so lv ing  processes .

2. Full access  hypo thes is :  LI acquisi tion  and L2 acquis i t ion  p rocesses  are s im ila r  w ith

d if fe rences  be in g  due  to  cognitive  m atur i ty  and the needs o f  the learner.^^

3. Ind irect  access  hypo thes is :  U G  is indirectly  accessed  th rough  w ha t  the learners  k n o w  o f  the 

L 1. T he  p ara m ete rs  are set for the L 1; they are not in a neutra l o r  defau lt  state .

4. Partia l  access  hypo thes is ;  som e aspec ts  o f  U G  m ay be ava ilab le  bu t  o the rs  are not,^’ for 

exam ple ,  the p r inc ip les  m igh t  be ava ilab le  but not the full range  o f  the param ete rs .

5. D ual access  hypo thes is :  adu l t  learners have continued  access  to U G  but also  m a k e  use o f  a 

p ro b lem -so lv in g  m o d u le  tha t co m p ete s  with and inte rferes  w ith  the language  specific  

m odu le . '’*’

If  U G  cons tra in s  L2 acqu is i t ion  ju s t  as it does LI acquisition, this d oes  not m ean  tha t the L2 learner  

will deve lop  h is /her  la n g u ag e  in exactly  the sam e w ay  as an LI learner. U G  is necessary ,  but is not 

sufficient in i ts e lf  for lan g u ag e  acquisi tion  to occur, for exam ple ,  a d e a f  ch i ld  will no t  deve lop  

linguistically  in the sam e w ay  as a hearing child  even tiiough both  have  access  to UG."" ‘L anguage  

acquis i tion ,  inc lud ing  L2  acqu is i t ion ,  thus depends  on m ore than ju s t  U G . ’ T h e  h y po thes is  tha t U G  

cons tra ins  adul t  L2 acqu is i t ion  does  not m ean  that adult L2 acqu is i t ion  will be  deve lo p m e n ta l ly  

identical in all w a y s  to  ch i ld  LI acquisition. T he  restriction to pos it ive  ev id en c e  in L I  learn ing  m ay  

not apply  to the L2 learner  and  L2 learners can benefit  from fo rm s o f  nega tive  ev id en c e  such as

R. Mitchell and F. Myles. Second language Learning Theories. (London: Arnold, 1998), 61-2.
R. Ellis. The Study o f  Second Language Acquisition. (Oxford: Oxford University Press, 4* Impression, 1996), 

453-5.
J. Meisel. ‘The acquisition of  the syntax of negation in French and German: contrasting first and second 

language development’ in Second Language Research VoL 13 (1997), 227-63.
S. Flynn. ‘A Parameter-Setting Approach to Second Language Acquisition’ in Handbook o f  Second Language 

Acquisition. Eds W. Ritchie and T. Bhatia (San Diego: Academic Press, 1996), 121-58.
R. Bley-Vroman. ‘What is the Logical Problem of  Foreign Language Leaming?’ in Linguistic Perspectives on 

Second Language Acquisition. Eds. S. Gass and J. Schachter ( Cambridge: Cambridge University Press, 1989), 
41-68.

R. Hawkins and Y. Chan. ‘The partial availability o f  Universal Grammar in second language acquisition: the 
‘failed functional features hypothesis”  in Second Language Research Vol. 13 (1997), 187-226.

S. Felix. ‘More evidence on competing cognitive systems’ in Second Language Research Vol. I, (1985), 47- 
72.

S. Flynn and Barbara Lust. ‘A Minimalist Approach to L2 Solves a Dilemma of  UG’ in Portraits o f  the L2 
User. Ed. V. Cook (Clevedon: Multilingual Matters, 2002), 117.

Ihid.



correction.'^^ G ram m atical explanation may be necessary to help learners overcom e barriers that LI 

learners do not encounter.

N onetheless, UG has been useful in describing the language produced by learners, the L2 and the L I. 

UG has inform ed an understanding o f  the stages L2 learners go through and o f  the system aticity o f  L2 

learners. It has also enabled L2 researchers to draw up a principled view  o f  language transfer/cross- 

linguistic influence in term s o f  principles and param eters. H ow ever, the U niversal G ram m ar approach 

studies language as a m ental object rather than a social or psychological one. It concerns itse lf with 

the developm ental route followed by learners when learning the L2 and not w ith social and 

psychological variables that affect the learning process. Therefore, it v iew s the individual as an agent 

for the UG blueprint and not as a social being with varied characteristics. The next section review s 

theories that centre on the learner as a social being and on the learner’s need to com m unicate and 

interact.

2.3.1 Input, output and interaction theories

T here is a consensus am ong theorists o f  language learning that language input is necessary for norm al 

language learning to occur. It is believed that learners need to interpret and process the language data 

around them  if  they are to develop their language com petence. In the late 1970s and early ’80s 

K rashen proposed a theory that input, at an optim um  level o f  difficulty, w as all that was necessary for 

language acquisition to occur.'’  ̂This theory becam e known as the Input H ypothesis.

2.3.2 The Input Hypothesis

The Input H ypothesis states that ‘hum ans acquire language in only one w ay -  by understanding 

m essages or by receiving ‘com prehensible inpu t’.C o m p re h e n s ib le  input is defined as input that is 

ju s t beyond the learner’s current L2 com petence in term s o f  syntactic com plexity. It can be 

represented by i + I w here i represents the learner’s current level and I represents the next step in the 

lea rner’s developm ental sequence."*** For the learner to progress the input m ust alw ays be slightly 

beyond the level at w hich the learner feels m ost com fortable. The gap betw een the i and the i + I is 

b ridged  by context, w orld knowledge and extra-linguistic competence.''® The hypothesis holds that 

acquisition  w ill occur provided the learner hears meaningful speech and tries to understand it. The

V. Cook. ‘Universal grammar’ in Routledge E ncyclopedia o f  Language Teaching and Learning, Ed. M. 
Byram. (London: Routledge, 2000), 648.

Ibid.
S. Krashen. Second Language Acquisition and Second Language Learning. (Oxford: Pergamon, 1981). 
S.D . Krashen and T.D. Terrell. The N atural Approach. (N ew  York: Pergamon and Alem any, 1983).
S, Krashen. The Input H ypothesis: Issues and Im plications. (London: Longman, 1985), 2.
S.D . Krashen and T.D. Terrell. The N atural Approach. (N ew  York: Pergamon and A lem any, 1983).
S. Krashen. Principles and Practice in Second Language Acquisition. (Oxford: Pergamon Press, 1982), 21. 
S. Krashen. Principles and Practice in Second Language Acquisition. (Oxford: Pergamon Press, 1982).
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Input Hypothesis is central to K rashen’s model o f  L2 acquisition. He argues that learners acquire 

languages through trying to understand what other people are saying. Active knowledge o f  how to use 

the L2 does not come from production. Listening is the crucial activity. The theory claims that 

‘Speaking is as a result o f  acquisition and not its cause’. I t  emerges as a resuh o f  a growing 

com petence from comprehensible input.

However, the Input Hypothesis has been criticised for being vague and imprecise. Johnson argues that 

people rarely know or do not know things in black and white terms and that therefore it is difficult to 

establish what ‘i’ is and what ‘+ 1 ’ might mean.^" Me Laughlin highlights the lack o f  definition o f  

comprehensible input.”  It is circular; whatever leads to acquisition must be comprehensible input and 

therefore comprehensible input is what leads to acquisition. He holds that the theory is impossible to 

validate since no independently testable definition o f  what comprehensible input consists o f  is given. 

It is therefore impossible to test how it may relate to acquisition.

Com prehensible  input is accepted by Swain as important but she argues that comprehensible input is 

not in itself enough: understanding is not the same as acquiring.^^ On this basis she formulated her 

O utput Hypothesis.

2.3.3 The Output Hypothesis

S w ain ’s Output Hypothesis has as its foundation the idea that understanding language and producing 

language are different s k i l l s .C o m p r e h e n s io n  o f  L2 input is often achievable by semantic/pragmatic 

means so the learner does not have to process the unfamiliar syntax. Production, on the other hand, 

forces learners to pay attention to the means o f  expression.^’ Swain holds that production skills can 

only be developed by pushing learners to produce language through oral work and written work.^** It is 

the effort o f  composing new utterances that forces learners to form new hypotheses about the target

S. Krashen. Principles and Practice in Second Language Acquisition. (Oxford: Pergamon Press, 1982), 21.
K. Johnson. An Introduction to Foreign Language Learning and Teaching. (Harlow: Pearson Education Ltd., 

2001), 94.
B. Me Laughlin. Theories o f  Second-Language Learning. (London: Edward Amold, 1987).

^U hid: 26-5\.
M. Swain. ‘Communicative competence: some roles of comprehensible input and comprehensible output in 

its development’ in Input in Second Language Acquisition, Eds S. Gass and C. Madden (Rowley, Mass.: 
Newbury House, 1985).

Ibid.
P. Allen, M. Swain, B. Harley and J. Cummins. ‘Aspects of classroom treatment: towards a more 

comprehensive view of second language education’ in The Development o f Bilingual Proficiency. Cambridge 
Eds. B. Harley, P.Allen, J. Cummins and M. Swain (Cambridge University Press, 1990).

M. Swain and S. Lapkin. ‘Problems in output and the cognitive processes they generate: a step towards 
second language learning’ m Applied Linguistics Vol. 16 (1995), 371-391.



grammar and then to try them out.”’’ The production o f  language or output stimulates learners to use 

the complete grammatical processing needed for accurate language production.^’” In this way they test 

their ideas about how the target gram m ar works and are given opportunities to receive positive and 

negative feedback from their interlocutors. Production also facilitates greater automaticity as a certain 

amount o f  practice is required for language use to becom e routinised.^' Therefore, new syntactic 

structures are more likely to result from learners’ attempts at L2 production than from struggling to 

comprehend input.^" However, production will aid acquisition only when the learners are pushed.

Swain argues that pushed output has three learning functions.^’̂

1. A noticing function: during output production learners may notice a gap between what

they want to express and what they can express; this may help them to become aware o f  what 

they do not know at all and what they partially know.

2. A hypothesis-testing function: learners may use output to test a hypothesis and then

following implicit or explicit feedback to alter or accept the hypothesis.

3. A meta-linguistic function: learners’ language production helps them to consciously

reflect on their target language use, in other words, their output serves a meta-linguistic 

function which helps them to control and internalise linguistic knowledge. The metatalk is a 

surfacing o f  the language used in problem-solving.*^

Long accepts that output is important but focuses on how the learners’ output can alter the input they 

receive to make it more comprehensible. Thus, Long proposes an extension o f  K rashen’s Input 

Hypothesis and this has become known as the Interaction Hypothesis.*^

B. H arley  and M. Sw ain. ‘T he in tcrlanguage o f  im m ersion  students and its im plications for second language 
teach in g ’ in Interlanguage, Eds. A. D avies, C. C riper and A .P.R . H ow att (E dinburgh: E dinburgh  U niversity  
P ress, 1984).

M. Sw ain. ‘T hree functions o f  output in second  language learn ing’ In P rincip le  an d  P ractice in A pp lied  
L ingu istics: S tud ies in H onour o f  H.G. W iddowson, Eds. G. C ook and B. Seid lhofer (O xford: O xford U niversity  
Press, 1995), 125-44.

Ib id :  126.
M. Sw ain  and S. Lapkin. ‘Problem s in ou tpu t and the cognitive p rocesses they generate: a step tow ards 

second  language learn ing’ \n A pp lied  L ingu istics Vol. 16 (1995), 371-391,
P. A llen , M. Sw ain, B. H arley  and J. C um m ins. ‘A spects o f  classroom  treatm ent: tow ards a m ore 

com prehensive  view  o f  second language ed u ca tio n ’ in The D evelopm en t o j B ilingua l Proficiency, Eds. B. 
H arley , P. A llen, J. C um m ins and M. Sw ain (C am bridge: C am bridge U niversity  Press, 1990).

M. Sw ain. ‘T hree functions o f  output in second language learn ing ’ in P rincip le  a n d  P ractice  in A pp lied  
L inguistics, Eds. G. C ook and B. Seid lhofer (O xford: O xford  U niversity  Press, 1995), 126.

M. Sw ain. ‘Focus on form  through conscious re flec tio n ’ in F ocus an Form  in S eco n d  L anguage A cquisition  
Eds. C. D oughty  and J. W illiam s (C am bridge: C am bridge U niversity  Press, 1998), 69.
** M. H. Long. ‘N ative speaker / non-native speaker conversation  and the nego tia tion  o f  com prehensib le  in p u t’ 
m  A p p lied  L inguistics Vol. 4 (1 9 8 3 ) , 126-41.
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2.3.4 The Interaction Hypothesis

Long agrees that comprehensible input is necessary for language acquisition and he is concerned with 

how input is made comprehensible.^^ He sees modified interaction as the means by which this 

happens: input is made comprehensible and processible during negotiation.^* Negotiation serves as a 

social process and assists comprehension. W hen learners attempt to interact their attempts may go 

wrong and misunderstandings may occur. Those involved in the interaction must then try to repair it 

by a process known as negotiation o f  meaning. In order to maximise comprehension and to negotiate 

communication difficulties, native speakers (NS), in partnership with non-native speakers (NNS), use 

modifications to input and interaction. These modifications include repetitions and paraphrase, 

comprehension checks, clarification requests and use o f  gestures. Long concludes that interaction 

modifications are particularly important in ensuring the learner receives comprehensible input.^'^ Thus, 

this hypothesis incorporates both input and output.

Studies based on the Interaction Hypothesis have shown that negotiation o f  meaning takes place in NS 

-  NNS pairings as well as between more and less fluent speakers given the right task conditions.™ The 

prime trigger for interactional modification appears to be a perception that the interlocutor is 

experiencing ongoing comprehension problems.^' Interactional modification makes input more 

comprehensible.^" Comprehension promotes acquisition.^^ Long thus infers that interactional 

modification must be necessary for language acquisition to occur.^"*

To promote interactional modification learners need opportunities to interact with other speakers in 

ways that lead them to adapt and modify what they are saying until the learner shows signs o f  

understanding.’  ̂ Long argues that the nature o f  input can be qualitatively changed through negotiation 

o f  meaning between language learners and their interlocutors.’  ̂ When input is negotiated to increase 

comprehensibility its potential usefulness as input is advanced as it becomes better suited to the

M.H. Long. ‘Linguistic and conversational adjustments to non-native speakers’ in Studies in Second 
Language Acquisition Vol. 5 (1988), 177-194.
*** M. H. Long. ‘Native speaker / non-native speaker conversation and the negotiation o f  comprehensible input’ 
in Applied Linguistics VoL 4 (1983), 126-41.

TOD. Larsen-Freeman and M.H. Long. An Introduction to Second Language Acquisition Research. (Harlow: 
Longman, 1991), 120-28.

M. H. Long. ‘Linguistic and conversational adjustments to non-native speakers’ in Studies in Second 
Language Acquisition Vol. 5 (1983), 177-93.

T. Pica, R. Young and C. Doughty. ‘The impact o f interaction on comprehension’ in TESOL Quarterly Vol. 
2 /(1 9 8 7 ), 737-758.

S. Krashen. ‘Newmark's ignorance hypothesis and current second language acquisition theory’ in Language 
Transfer in Language Learning. Eds. S. Gass and L. Selinker (Rowley, M.A.: Newbury House, 1983), 135-56.

M. H. Long. ‘Linguistic and conversational adjustments to non-native speakers’ in Studies in Second 
Language Acquisition Vol. 5 (1983), 177-93.

M. H. Long. ‘Native speaker / non-native speaker conversation and the negotiation o f comprehensible input’ 
'm Applied Linguistics Vol. 4 (1983), 126-41.
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par t icu lar  le a rn e r’s deve lopm enta l  level and  acquis i t iona l  n e e d s / ’ T hus ,  th rough  in teractional 

m od if ica tions ,  there is a f ine-tuning o f  the L2 input so it b e c o m e s  be t te r  su ited  to  the  le a rn e r ’s cu rren t  

state o f  language  development.™  The input b ec o m e s  m o re  co m p re h e n s ib le  to the  learner,  w h ile  still 

con ta in ing  n ew  linguistic e lem ents ,  thus m a x im is ing  po ten tia l for  acqu is i t ion .’  ̂ T h e  p rocess  enab les  

learners  to  no tice  the gap be tw een  their  in te r language  p ro d u c t io n  and  the  input received.**** It also 

facilita tes the  lea rner ’s aw areness  o f  rule app l ica tion  and  misapplication**' and  p rov ides  feed b ack  to 

learners  on  contras ts  be tw een  the L I  and L2.*"

L ong  poin ts  out that m os t  studies have taken p lace  in w es te rn  educa t iona l  se ttings and  the re  are few 

s tud ies  o f  negot ia t ion  involving L2 learners in o ther  contexts.**^ R e sp o n d in g  to the  deve lop ing  

in fluence w ith in  S LA  research o f  U niversa l G ra m m a r  and  learnabil ity  theory**"* he has re fo rm u la ted  

the In terac tion  H ypothes is  p lacing  m ore em p h as is  on  l ink ing  fea tu res  o f  input and  the  linguistic 

e n v i ro n m e n t  with ‘learner-in ternal fac to rs’ and  exp la in ing  h o w  these  links m ay  help  the  L2 le a rn e rs ’
85su b se q u en t  language  developm ent.

‘N e g o tia t io n  for m eaning , and espec ia lly  nego t ia t ion  w o rk  tha t  t r iggers  in te ractional 
ad ju s tm e n ts  by the N S or m ore com peten t  in te rlocutor ,  facili ta tes acqu is i t ion  b ecau se  it 
co n n e c ts  input, internal learner capacities,  par t icu la r ly  se lec tive  a t ten t ion ,  and  ou tpu t in 
p ro d u c t iv e  w a y s . ’***"

T h e  n ew  version o f  the Interaction H ypo thes is  h igh ligh ts  that nega t ive  ev idence  ob ta ined  th rough  

nego t ia t ion  for m e an ing  and from env ironm enta l  con tr ibu t ions  m a y  con tr ibu te  to L2 learning. 

L ea rn ing  m a y  take p lace  during the in teraction, o r  the nego tia t ion  m a y  be the  initial step in the 

learn ing  process ,  a sort o f  pr im ing  device.**’ T he  no tion o f  se lec tive  a t ten t ion  as a m e an s  by  w h ich  

inpu t b ec o m e s  intake is also brought to attention.**** T hus ,  language  learn ing  is s t im ula ted  th rough

”  T. Pica. ‘Classroom interaction, participation and comprehension: Redefining relationships’ System Vo!. 19 
(1991), 437-452.
’** T. Pica, R. Young and C. Doughty. ‘The impact o f  interaction on comprehension’ TESOL Quarterly Vol. 21 
(1987), 737-58.

D. Larsen-Freeman, and M. H.Long. An introduction to second language acquisition research. (Harlow: 
Longman, 1991), 144.
**'’ R. Schmidt and S. Frota. ‘Developing basic conversational ability in a second language: A case study o f  an 
adult learner o f  Portugese’ in Talking to Learn. Ed. R. Day (Rowley, M.A.: Newbury House, 1986), 237-326.
**' M. Tomasello and C. Herron. ‘Feedback for language transfer errors’ in Studies in Second Language 
Acquisition Vol. 11 (1989), 385-395.
**̂ M. H. Long. ‘The role o f  the linguistic environment in second language acquisition’ in Handbook o f  
Language Acquisition (Vol. 2): Second Language Acquisition, Eds W. C. Ritchie and T. K. Bhatia (New York: 
Acadcmic Press, 1996), 413-68.
**̂ Ibid.
**"* S. Pinker. Learnability and Cognition. (Cambridge, MA: MIT Press, 1989).
**̂ M. H. Long. ‘The role o f  the linguistic environment in second language acquisition’ in Handbook o f  Second  
Language Acquisition. Eds. W. C. Ritchie and T. K. Bhatia (San Diego: Academic Press, 1996), 454.

Ibid.: 451-2.
*”  S. Gass. Input, Interaction and the Second Language Learner (Mahwah, N.J.: Lawrence Erlbaum Associates, 
1997).

Ibid.: 414.

14



co m m u n ic a t iv e  pressure by input and interaction.''*'’ T herefore  the  th ree  r eq u irem en ts  for  L2 learning 

are: pos i t ive  ev idence  (input), negative  ev idence  (feedback) and  ou tp u t . ’® N eg a tiv e  ev idence  and  

se lec tive  a tten tion  or focus on form will be d iscussed  in the fo llow ing  tw o  sections.

2.3.5 Negative evidence

N eg a t iv e  ev idence  refers to the kind o f  input tha t enables a learner  to rea lise  tha t a par t icu la r  form  is 

not ac ce p ta b le  accord ing  to the target language  norm s. In L2 in te rac t ion  th is  m ig h t  be  explici t  in the 

fo rm  o f  a fo rm al correction  offered  by the  teacher  o r  im plici t  in a m o re  fo rm al reph ras ing  o f  a 

le a rn e r ’s u tte rance  offered by a native speake r  interlocutor.^' T heor is ts  a rg u in g  for  a s trongly  innatist 

m o d e l  o f  language  learning have argued  that language is not learnab le  f rom  an  exc lus ive  d iet o f  

p os it ive  ev id en c e  about the l a n g u a g e . P o s i t i v e  ev idence  p rov ides  the lea rner  w ith  in fo rm ation  on 

w h a t  the  target language sys tem  does pe rm it  but fails to rule ou t g en e ra l isa t ions  tha t can  be m ade 

from  the  input received but w hich  are ac tua lly  incorrect. S tud ies  have sh o w n  tha t ac tive  correc tion  

c o n tr ib u te s  to  increased accuracy  in le a rn e rs ’ target language p roduc t ion  (see  rev iew  in D ekeyser ,  

1993)®^. Sax ton  perceives  negative  ev idence  to be  characterised  by  an im m ed ia te  con tras t  be tw een  the 

e r ro r  and  the  correct a l ternative to the e r ro r  supplied  by the i n t e r l o c u t o r . T h e  ad jacency  o f  the 

co rrec t  and  incorrect forms, she argues, creates  a conflict for the  learner  w h ich  d raw s  the le a rn e r ’s 

a t ten t ion  to  the dev ian t form. D ue to m e m o ry  lim ita tions nega tive  ev idence  can  m ost  likely not apply  

to  long  s tre tches o f  discourse'^^ but m ay  be e ffec tive  with p ronunc ia tion  o r  basic  m e an in g  o f  lexical 

i t e m s . L y s t e r  and Ranta suggest that in teractive negative fee d b ack  m o d e s  such  as clar if ication  

req u e s ts  and  metalinguistic  feedback are m os t  effec tive in push ing  learners  to am e n d  their  hypo theses  

ab o u t  the  L2 structure .’’ Spada and L ig h tb o w n  also ho ld  tha t regu la r  inc iden tal ,  con tex tua lised

S.M. Gass. ‘Input and Interaction’ in The Handbook o f  Second Language Acquisition, Eds. C. Doughty and 
M. Long. (Oxford: Blackwell, 2003), 224.

Ibid.: 241.
S. Gass. ‘Input and Interaction’ in The Handbook o f  Second Language Acquisition. Eds. C. Doughty and M. 

Long (Oxford: Blackwell, 2003).
S. Pinker. Learnahility and Cognition. (Cambridge, MA: MIT Press, 1989).
R.M. Dekeyser. ‘The effect o f  error correction on L2 grammar knowledge and oral proficiency’ in Modern 

Languages Journal Vol. 77 (1993), 501-14.
’“’M. Saxton. ‘The contrast theory of  negative input’ in Journal o f  Child language Vol. 24 (1997), 155.

J. Philp. Interaction, noticing and second language acquisition: an examination o f  learners ’ noticing o f  
recasts in task-based interaction. (Ph.D. dissertation. University of Tasmania, 1999). Cited in S.M. Gass. ‘Input 
and Interaction’ in The Handbook o f  Second Language Acquisition. Eds. C. Doughty and M. Long. (Oxford: 
Blackwell, 2003), 248.

S. Gass. ‘Input and interaction’ in The Handbook o f  Second Language Acquisition. Eds. C. Doughty and M. 
Long (Oxford: Blackwell, 2003), 248.

R. Lyster and E. Ranta. ‘Corrective feedback and learner uptake: negotiation of  fomi in communicative 
classrooms’ in Studies in Second Language Acquisition 19 (1997), 37-61.
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negative  feed b ack  will enable  learners to form  correct u t te rances.’*' S upp o rt in g  the ir  f ind ings  T rahey  

argues tha t a m ix  o f  bo th  posit ive and nega tive  ev idence m ay  be requ ired  for  acqu is i t ion  to occur.'^^

2.3.6 Focus on form

R ecen t v e rs io n s  o f  the In teraction H ypo thes is  have tried to incorpora te  the no t ion  that le a rn e rs ’ 

p rocess ing  capac it ies  and  their degree  o f  a t tention  to m atters  o f  fo rm  m ay  in f luence  the ex ten t  to 

w hich  L2  input bec o m e s  incorporated  into the learner’s deve lop ing  L2 sys tem , i.e., b e c o m e s  intake. In 

sharp  con tra s t  w ith  K ra s h e n ’s views'®”, researchers  such as S h a rw o o d  Smith'®' and  Schmidt '® ' have 

argued  tha t the role o f  unconsc ious  learning has  been exaggera ted  and  tha t i f  acqu is i t ion  is to  take 

p lace  then  learners  need  to pay som e degree  o f  a t tention to language  form s. T h is  is su p p o r ted  by 

ex a m p le s  o f  incom ple te  acquis i tion  on C anad ian  Im m ers ion  P ro g ra m m e s  desp i te  be in g  su r rounded  by 

seem ing ly  r ich  i n p u t . S w a i n  show s tha t language learners w ho  are  focus ing  on m e an in g  m a y  not be 

able to a t tend  to fo rm  at the sam e time.'®^ S tudies  o f  these p ro g ra m m e s  c o n c lu d e  that ana ly tic  focus 

and  expe r ien tia l  focus  are com plem en ta ry  and m ay  prov ide  essential support  for one  an o th e r  in 

second  la n g u ag e  teach ing  and learning.'®^ If  unders tand ing  m e an in g  takes a lot o f  p rocess ing  space  

then  l inguis tic  fo rm s will not be a t tended  to or no ticed  at the sam e tim e. T here fo re ,  L ig h tb o w n  argues 

that the re  is a need to in troduce fo rm -focused  teach ing  as part o f  the programme.'®^

S chm id t  a rg u e s  that there are d is t inguishable  types o f  a t tention learners  m ig h t  g ive  to language  forms. 

H e uses  the  te rm  ‘n o t ic in g ’ to refer to the process o f  vo lun ta ry  or invo lun ta ry  reg is te r ing  the 

o ccu rrence  o f  a s tim ulus,  for exam ple ,  no tic ing  the odd spe lling  o f  a new  voca b u la ry  word.'®^ This  

involves  so m e th in g  m ore  than attention  since it has to have a set o f  expec ta t ions  aga ins t  w h ich  to 

c o m p a re  the  fea ture  that surprises us. It a l low s us to be aw are  o f  fea tures  w e  do  or  do  not understand .
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Newbury House, 1985).

P. Allen, M. Swain, B. Harley and J. Cummins. ‘Aspects o f  classroom treatment: towards a more 
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H e posits the  v iew  tha t the  m ore  one no tices the m ore one learns.'**** N o tic in g  ac co u n ts  fo r the fea tu res 

o f  input tha t are a tten d e d  to  an d  so becom e intake. F o r no ticed  inpu t to  b ec o m e in take  learn ers  m ust 

co m p are  w hat they  h av e  o b se rv ed  in input w ith  w h a t they are p ro d u c in g  b ased  on the ir cu rren t 

in te rlan g u ag e  sy stem , i.e. they  m ust no tice  the gap.'°'^

S chm id t uses the te rm s u n d e rs ta n d in g  and aw areness  fo r exp lic it k n o w led g e : ‘aw a re n ess  o f  a ru le  or 

g en e ra lis a tio n ’."® It is th ro u g h  th is asp ec t that learners deve lop  system s o f  m o n ito rin g  an d  co n tro llin g  

th e ir  ow n reso u rces. H e arg u es tha t consc iousness  ra ising  an d  inpu t en h a n ce m e n t th rough  

c o m b in a tio n s  o f  m e ta lin g u is tic  co m m en tary , n ega tive  feedback  and h e ig h ten e d  sa lien cy  fo r L2 ta rg e t 

item s m ay b e  u se fu l fo r e ffec tiv e  c lassroom  learn ing  o f  at least som e p arts  o f  the  ta rg e t language 

s y s te m . '"  N eg o tia tio n  an d  m o d ifica tio n  o f  input, w h eth er from  p o sitiv e  o r n eg a tiv e  ev id en ce , m ay 

h e lp  to m ake fea tu re s  o f  the ta rg e t language m ore n o ticeab le , thus h e ig h ten in g  the  le a rn e r ’s aw aren ess  

o f  the  re la tio n sh ip s  b e tw e en  fo rm  and  m e a n in g ." '

N eg o tia tio n  and  m o d if ic a tio n  o f  input p rov ide  feedback  th rough  ta rg e t- lik e  m o d e ls , recasts  and 

red u ced  rep e titio n s o f  u tte ran ces. T h ese  ta rge t-like  m odels fac ilita te  the le a rn e r ’s p ro d u c tio n  o f  

m o d ified  o u tp u t."^  T h e  recasts  re fo rm u la te  and expand  the le a rn e r’s in c o rrec t u t t e r a n c e s . T h e  

red u ced  rep e titio n s d raw  le a rn e r’s a tten tion  to  the e rro r m ade. A  co n tex t is p ro v id ed  fo r the le a rn e r’s 

p ro d u c tio n  o f  m o d ified  o u tp u t esp ec ia lly  w hen  signals are c la rifica tio n  req u es ts  and  o p en  q u es tio n s ."^  

A s learners a ttem p t to  m o d ify  th e ir  o u tp u t to  m ake it m ore co m p reh en sib le , th e ir  L2 co d in g  b eco m es 

m o re  e lab o ra te ."^  E x p lic it k n o w led g e  allow s learners to  no tice  fea tu re s  in inpu t tha t they  w ou ld  

o th e rw ise  m iss an d  to  co m p are  w hat they  no tice  w ith  w hat they  p ro d u ce ."^

R. Schmidt. ‘D econstructing consciousness in search o f useful definitions for applied linguistics’ in AILA 
Review Vol. 11 (1994), 17.
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Research in this area has thrown much light on the circumstances and the process by which 

interlocutors will negotiate meaning. It has examined and m ade explicit the types o f  modifications 

which take place and their effects on the language learning process. It has shown that L2 learners need 

positive and negative feedback as well as opportunities for pushed output. This next section examines 

some cognitive approaches to second language learning (SLL). Cognitive approaches to SLL are 

primarily interested in the learning com ponent learning dimension o f  second language learning.

2.4.1 Cognitive approaches

Cognitive SLA researchers do not believe that language learning is separate from other aspects o f  

cognition."** Thus, they propose that by better understanding how the brain processes and learns new 

information, the SLA process can be better understood."^ Before dealing with cognitive approaches 

the related concept o f  interlanguage will first be examined.

2.4.2 Interlanguage

In the late 1960s and early 1970s Roger Browne studied the acquisition o f  grammatical morphemes in 

child first language development. He found that children acquired them in remarkably similar 

sequences. '"” A series o f  investigations in the 1970s set out to determine whether there is a ‘natural 

sequence’ in acquisition o f  second language gram m ar. '”' Dulay and Burt, studying learners in a non- 

instructional environment, found that learners from different first language backgrounds acquire a set 

o f  grammatical items in the same o r d e r . O t h e r  investigations involving adults revealed the same 

conclusions: second language learners pass through stages o f  acquisition that are very similar to first 

language learners.''^ This means that certain features o f  language are manifested early in the learning 

process and others occur much l a t e r . T h e s e  developmental sequences are similar across a range o f  

language learners regardless o f  their first language.'"^ There are differences due to the learners’ first 

language but the differences are less striking than the similarities.'"^ Thus, researchers concluded that 

it was the nature o f  the language being learned that determined the order o f  acquisition.'"^ Further

K. Johnson. Language Teaching and Skill Learning. (Oxford: B lackw ell, 1996: ), 77.

R. Browne, A First Language: The E arly S tages. (Cambridge, M ass.: Harvard University Press, 1973).
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studies to see if tliis ‘natural o rder’ o f  acquisition could be changed by instruction showed that 

knowledge o f  grammatical rules did not guarantee that learners would be able to apply these rules in
P8communication. “

‘M astery’ o f  a language is gradable, there are degrees o f  knowing and a learner can partially know a 

linguistic rule. The name given to learners’ developing second language knowledge is 

‘interlanguage’. I t  refers to the internal grammatical system that a learner has constructed at any 

given tinie.'^° Each stage o f  progress constitutes an interlanguage. Cognitive theories o f  interlanguage 

hold that learners use learning strategies to build mental grammars o f  the target language.'^ ' Learners 

then draw on these mental g ram m ars to comprehend and produce language. The series o f  

interconnected stages that characterise the learner’s progress over time are called the ‘interlanguage 

con tinuum ’.'^" The theory o f  interlanguage holds that learners are involved in a continual process o f  

hypothesis formation and t e s t i n g . E a c h  gram m ar contains competing or concurrent hypotheses and 

this accounts for variability in the learner’s performance. These mental g ram m ar systems are dynamic 

and constantly changing through continuous recreation and restructuring.'^'’ Thus the interconnected 

stages overlap because each interlanguage is subject to constant r e v i s i o n . A l t h o u g h  the rules may 

deviate from the target language rules they have a degree o f  internal consistency.

Interlanguages are systematic and rule g o v e r n e d . T h e y  should be viewed as systems in their own 

right and not as incorrect versions o f  ‘native’ speaker l a n g u a g e . T h e  rules in the learner’s mental 

gram m ar represent the learner’s hypotheses about the target language. Each gram m ar builds on the 

gram m ar that preceded it. Therefore the interlanguage is characterised by ‘complexification’ as each 

gram m ar is more complex than the one that preceded it.'^* The interlanguage is thus seen to consist o f  

a series o f  overlapping grammars, where each shares elements o f  the previously constructed gram m ar 

but with new or revised rules. Learners draw on their LI to help them hypothesise and gradually 

restructure it as they see how it differs from the target language (TL). They start with a simplified

S. Krashen, Second  Language A cqu isition  a n d  Seco n d  Language Learning. (Oxford: Pergam on, 1981).
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version o f  the LI which is gradually complexified.'^’’ The interlanguage system is permeable in the 

sense that the rules that constitute the learner’s knowledge at any given m om ent are subject to 

amendment.

Errors are conclusive evidence that learners do not simply learn rules about the target language and 

then reproduce them in their language p r o d u c t i o n . T h e y  show that learners construct their own rules 

on the basis o f  the language input received and that sometimes these rules differ from target language 

rules. The errors are evidence o f  internal processing o f  the language.''*' Errors are variable but this 

does not reject the idea that they are rule-based. Learners are most likely to produce errors in one 

context but not in another. Ellis identifies two types o f  contextual variation

1. Learners use their knowledge o f  the L2 differently in different situations. W hen they are 

under pressure to com m unicate  without time to maximise their existing knowledge o f  the 

L2 then they are more likely to produce errors than if they had tiiriC to monitor their 

production.

2. Learners will produce errors in one type o f  sentence but not in another.

Thus evaluating L2 performance in terms o f  target language gram m ar is unsatisfactory as the learner 

draws systematically on his/her own interlanguage grammar.

L2 learners do not generally reach the same level o f  competence as the LI l e a r n e r . T h e y  tend not to 

reach the end o f  their interlanguage continuum attaining a plateau in their language learning beyond 

which they do not progress. Selinker referred to the tendency o f  many learners to stop developing 

their interlanguage in the direction o f  the L2 as fossilisation.'"’* They stop learning when their 

interlanguage contains some rules that are different to the target language system. Non target forms 

become fixed in the interlanguage with certain rules and items fossilised. Extended exposure to the 

target language will not necessarily alter fossilised items nor will extended teaching or learning.''’’ 

Fossilised forms result from the learner’s own cognitive processes in SLA and not from imitation.'"*** It

S.P. C order. ‘ “ Sim ple codes” and the source o f  the learner's  initial heuristic  h y p o thesis’. S tud ies in Second  
L anguage A cquisition  I: 1-10.
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is not the case that learners are incapable o f  producing the correct L2 form but their interlanguage 

form is the norm that they resort to especially when under pressure to com m unicate  and when the 

desire to communicate is strong.

The application o f  the interlanguage theory is based on the belief that language teaching must work 

with the natural learning processes that teaching and teaching materials must adapt to the learner 

rather than v i c e - v e r s a . T h e  crucial insight contributed to SLA research by Selinker’s interlanguage 

concept is that an explanation is sought in the processes and properties o f  the mind.'^ ' He assumes an 

independent grammar and also a psychological mechanism  for creating and using it.'^“ Interlanguage 

theory has promoted the development o f  SLA research by advancing the notion that learners have 

their own mental grammars that they draw on when producing in the target l a n g u a g e . T h e  term 

interlanguage is now used by theorists from different backgrounds and is thus almost theory 

neutral.'^'’ The systematic, staged development proposed by interlanguage studies form the basis for 

P ienem ann’s Learnability/Teachability Theory.

2.4.3 Learnability/Teachability Theory

Learnability theory comes from the fact that regardless o f  the learning context learners follow a 

systematic, staged development in their acquisition o f  certain grammatical structures which is 

independent o f  the LI and the type o f  input r e c e i v e d . T h u s  Pienemann holds that certain linguistic 

structures, for example, basic sentence word order, can only be learned when previous steps on the 

developmental route have been taken; instruction cannot change the ‘natura l’ developmental 

c o u r s e . T h e  underlying cause o f  the staged development may be based on learner’s developing 

ability to unconsciously analyse and organise certain elements in the language input.

Exploring the pedagogical implications o f  the learnability theory, Pienemann'^* concludes that by 

observing the L2 learners’ productions and locating them on the developmental route for a given 

structure the teacher can then predict what the learner is ready to learn next. Thus in his teachability

R. Cherrington. in te r l a n g u a g e ’, in R outledge E ncycloped ia  o f  L anguage T eaching  an d  Learn ing . Ed. M. 
B yram . (London: Routledge, 2000), 308.
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dim ension o f  the hypothesis, Pieneman'"^^ proposes that explicit teaching o f  a particular structure can 

only be effective if  the learners have clim bed the necessary steps on the developm ental route. 

D oughty has show n that when learners are seen to be at a particular developm ental stage then 

teaching o f  certain  linguistic structures can speed up the acquisition process.'^® H ow ever, it is 

believed that certain  o ther aspects o f  language, for exam ple, vocabulary , can be taught at any time. A 

learner’s success in learning these w ill depend on factors such as m otivation and the type o f  

instruction received.'^ ' P ienem ann’s hypothesis is interesting because it is one o f  the few  that attem pts 

to assess the pedagogical im plications o f  its research.

The next section exam ines the C onnectionists w ho attribute greater im portance to the role o f  the 

environm ent than to any innate know ledge in the learner.

2.4.4 Connectionism

C onnectionists do not hypothesise the existence o f  a neurological m odule designed for language 

learning a l o n e . T h e y  argue that w hat is innate is sim ply the ability  to learn. C onnectionism  is also 

know n as Parallel D istributed Processing (PD P). It likens the brain to a com puter that has neural 

netw orks or clusters o f  connections betw een inform ation nodes. These connections can be im proved 

or w eakened through activation or non-activation respectively. Learning is believed to occur on the 

basis o f  associative processes rather than by the construction o f  abstract rules. C onnectionism  believes 

the hum an m ind to be predisposed tow ards looking for associations betw een inform ation nodes. As 

associations recur the connections becom e stronger, and as they becom e m ore num erous, they becom e 

part o f  a larger netw ork o f  connections.

C onnectionists see input as the princip le source o f  linguistic know ledge w ith learners being sensitive 

to regularities in the language i n p u t . W h i l e  looking for the regular co-occurrence o f particular 

language form s learners draw  probabilistic patterns on the basis o f  these regularities. Through 

repeatedly hearing or seeing language features in specific situational or linguistic contexts, learners 

develop neurological connections betw een these e le m e n ts .'^  A s these patterns becom e strengthened

M. Picncmann. ‘Is language teachable? Psycholinguistic experiments and hypotheses’. Applied Linguistics 
/O, (1989): 52-79.
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P. M. Lightbown and N. Spada. How Languages are Learned. (Oxford: Oxford University Press, 1999): 
135.
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by repea ted  ac tiva tion ,  learn ing  o c c u r s . T h u s  linguistic  k n o w le d g e  is dev e lo p e d  th rough  the 

cons truc tion  o f  as soc ia t ive  p rocesses  and  not th rough  the lea rn ing  o f  r u l e s . T h e  learner  does  not 

extract rules and  then  app ly  them . H e /she  reg is ters  assoc ia tive  p a t te rn s  tha t b e c o m e  s treng thened  with  

use. '^’ For ex a m p le ,  learners m igh t get the  sub jec t-verb  ag re e m e n t  correc t  not b ecau se  he/she  know s 

the ru le  but b ec au se  ex a m p le s  o f  ‘I s a y ’ ‘H e s a y s ’ have  been  h ea rd  so often  tha t each  subject p ronoun  

causes the co r rec t  verb  fo rm  to be  a c t i v a t e d . T h u s ,  c o n n e c t io n ism  holds  tha t ru le- l ike  beh av io u r  

does no t  im ply  ru le -governed  behaviour.

T h e  nex t sec tion  rev iew s  an approach  tha t  has  its o r ig ins  in p ro ce ss in g  m o d e ls  f rom  cognit ive  

p s y c h o l o g y . T h e  m ode l ex a m in e s  h o w  prac tice  enab les  learners  to p rocess  language  input to lead to 

au tom atisa t ion .

2.4.5 M cLaughlin’s information processing model

T he un d e r ly in g  p r inc ip le  o f  this m o d e l  is that c o m p lex  b eh a v io u r  bu ilds  on  s im p le  processes. T hese  

p rocesses  are m o d u la r  and can be s tud ied  independen tly  o f  one  another. '™  T he approach  v iew s L2 

learn ing  as the  acqu is i t ion  o f  a com plex  cogn i t ive  s k i l l . I t  is a skill b ec au se  aspec ts  o f  the task  m ust 

be  p rac tised  and  then  in tegrated  into a f luen t per fo rm ance .  T h is  m e an s  that c o m p o n e n t  subsk ills  m ust 

be  au tom at ised .  It is a cogn it ive  p rocess  b ec au se  it is be l ieved  to  invo lve  internal p rocesses  that 

regu la te  and  guide .  A s p e r fo rm ance  im p ro v e s  there is a cons tan t  res truc tu ring  o f  internal 

rep resen ta t ion  as learners  sim plify ,  un ify  and  gain  increased  con tro l  o v er  t h e m . ' ’"

A u to m a tisa t io n  and  res truc tu ring  are cen tra l to  the  in fo rm ation  p rocess ing  m odel.  A u tom atisa t ion  is 

b ased  on  the no tion  that the  w ay  in w h ich  w e  p rocess  in fo rm ation  m a y  be e i ther  contro l led  or  

a u to m a t ic . ' ’  ̂ L ea rn ing  involves a shift from  the  contro l led  p rocess ing  o f  in fo rm ation  to au tom atic  

p r o c e s s i n g . L a n g u a g e  learners  first en g a g e  in contro l led  p ro ce ss in g  o f  the  L2: they  have to pay  

a t ten t ion  to any  aspec t  o f  the language  tha t  they  are  t id ing  to  u nders tand  or  p roduce .  T he ir  efforts  are
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constrained by tiie limitations o f  the short-term memory (STM). To m aximise their information 

processing ability learners routinise skills. This helps them to reduce the burden on their information 

processing capacity. Through experience and practice the sequences that were produced by controlled 

processing becom e automatic. They are then stored in the long-term mem ory to be available when 

required with minimal attentional control by the learner. This frees the learners to focus on what they 

are saying, not how they are saying it, as well as on other aspects o f  the target language that will, in 

turn, gradually becom e automatic.

Information processing is also extended through restructuring. There is a continuing m ovement from 

controlled processing to automatic processing o f  the L2. This results in a constant restructuring o f  the 

L2 learner’s linguistic system: quantitative changes in the interlanguage. The restructuring 

destabilises some structures in the interlanguage that previously seemed to have been acquired, 

leading to the temporary reappearance o f  L2 errors. '’^

The next section deals with another model that attributes a central role to practice leading to 

automatisation .

2.4.6 Anderson’s ACT (adaptive control of thought) model

This is not unlike M cLaughlin’s model in that practice leading to automatisation plays a central role. 

It is a general cognitive model o f  skill acquisition and can therefore be applied to the aspects o f  L2 

learning that need proceduralisation or automatisation.'^^ It involves declarative knowledge 

( ‘knowledge that’) becom ing procedural knowledge ( ‘knowledge h o w ’). His model conceptualises 

automatisation, which he calls the knowledge compilation stage, as the process o f  converting 

declarative knowledge into procedural knowledge.'™ He argues that the m ove from declarative to 

procedural knowledge takes place in three stages.

1. The Cognitive Stage: a description o f  the procedure is learned, for example, the teacher 

gives an explanation o f  how a particular tense is formed.

2. The Associative Stage: a way to perform the skill is worked out by the learner.

3. The Autonom ous Stage; the skill becomes more automatic.

Thus, after language rules have been taught the learner is more aware o f  them. Their knowledge of 

them  is declarative. They produce the L2 using the rules they have learned. With practice they may 

com e to produce language without having to recourse to the rules they have learned. The class-taught

B. M cLaughlin. Theories o f  Second Language Learning. (London: Edward Arnold, 1987).
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declarative knowledge thus becomes procedural in form.'*^” The learner’s speech becom es more fluent 

as more knowledge becomes proceduralised and is thus more easily and more rapidly accessed. The 

central tenet is that learners begin with declarative knowledge which slowly becomes proceduralised 

through practice. The problem with A nderson’s model is the implied position'**' taken by him that all 

or most o f  the L2 grammar is initially learned through the explicit teaching o f  rules followed by the 

learner.'**"

The next section examines how the A CT M odel has been applied to learning strategies.

2.4.7 Learning strategies

Learning strategies facilitate learning and may thus be seen as procedures that the learner employs to 

maximise the effectiveness o f  his/her language learning. Strategies are thus a proceduralising 

mechanism for the more efficient processing o f  comprehension.'**^ Little defines them as being ‘ ... 

any action that language learners perform in order to increase their target language profic iency’. '**“* 

Strategies, like any other complex cognitive skill, have to be learned. O ’Malley and Chamot'**^ 

consider that learning strategies can be represented as procedural knowledge that may be conscious in 

the early stages o f  learning and later performed without the learner’s conscious awareness.'**^ They 

see them as ‘a set o f  productions that are compiled and fine-tuned until they becom e procedural 

know ledge’.'**̂  Thus learning strategies can be practised to becom e proceduralised more quickly, 

thereby freeing the working mem ory for other aspects o f  learning.

Learning strategies can be divided into three categories: metacognitive, cognitive and social/affective 

strategies.'**** Metacognitive strategies are used to plan, organise, monitor and evaluate o w n ’s own 

learning and thus to understand o n e ’s own learning processes, for example, intermittently 

summarising what one has heard to ensure that the information has been retained. Cognitive strategies 

are used to create, strengthen and develop mental associations between the new and the known, for 

example, using text or discourse features to understand the meaning. Oxford distinguishes between 

‘direct strategies for dealing with new language’, for example, cognitive strategies, and ‘indirect

'**° J.R . A nderson. C ognitive P sycho logy an d  its Im plications, 2"‘‘ edn. (N ew  Y ork: F reem an, 1985).
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strategies for general managem ent o f  learning’, for example, metacognitive strategies.'**^ Like 

O 'M alley  and Chamot, Oxford also has a category o f  affective strategies for controlling emotions and 

motivation as well as social strategies used for learning with other p e o p l e . S o c i a l  and affective 

strategies concern the w ays in which learners decide to interact with other learners and native 

speakers. They can be used to increase enjoyment in language learning. However, Little highlights 

that distinctions between strategy types, though seemingly clear-cut, can mislead as in practice they 

often overlap with communicative or language use s t r a t e g i e s . H e  further argues that since 

metacognition is part o f  cognition, it is difficult to draw a line between cognitive and metacognitive 

s t r a t e g i e s . O x f o r d  acknowledges the overlap between learning and communicative strategies but 

argues that learning often results from communicative strategies even if  learning is not the primary 

aim and that thus it is useful to maintain the theoretical distinction between the two.'®^

In addition to its application to learning strategies the A C T  model has also been incorporated into 

Towell and H aw kins’ model o f  learning to describe how fluency develops.

2.4.8 Fluency development in second language acquisition

Towell and Hawkins endeavour to integrate how learners learn the L2 system with how they learn to 

use it. To explain why certain grammatical features occur before others and why learners go through 

rather rigid stages in their acquisition o f  the L2, their model starts from the basis o f  a Universal 

G ram m ar (U G ). '’  ̂ The model attempts to reconcile UG derived hypotheses about the L2 structure 

with what happens to these hypotheses during the processes o f  language learning and use. Thus, their 

model m akes links between linguistic and cognitive approaches to the study o f  L2 learning.

Learners’ internally derived hypotheses about the L2 structure, shaped by the UG and their L I ,  are 

stored in the mind in different ways at different stages o f  the learning p r o c e s s . T h e y  are first stored 

in the declarative long-term memory. This ‘declarative’ knowledge may be either implicit or explicit. 

When it is put to use, if  hypotheses are confirmed by external data, then it becomes stored in the 

procedural long-term memory in associative form. It may then be revised causing some re

organisation o f  the declarative knowledge leading to other revised productions. After successive re-

R. Oxford. Language Learning Strategies. (N ew  York: Newbury H ouse, 1990), 14.
R. Oxford Ed. Language Learning S trategies A cross the World: C ross C ultural P erspectives. (Manoa: 
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organisations the productions becom e autom atised and tiius free from  attentional control. They are 

then stored in the autonom ous part o f  the procedural m emory.

A form ula that has been learned as a routine, for exam ple ‘W h at’s your nam e?’ can be stored initially 

in declarative m em ory as an unanalysed whole. I f  it can be rem em bered for use in a given context it 

m ay be m oved to the procedural m em ory at associative level. Later it m ay be sent to declarative 

m em ory to be analysed and re-analysed under controlled processes to see if  it can be re-organised in 

accordance w ith what the learner now know s about the L2. It m ay then finally be stored as 

autonom ous procedures or returned to procedural m em ory for continued availability  as an unanalysed 

routine.'^*

Explicit rules, for exam ple, verb conjugations are learned and stored in the procedural long-term  

m em ory but they will only be recalled in the form  in which they w ere learned. The learner then has to 

extract the relevant inform ation from them and this takes time. T hey can be sent back to the 

declarative m em ory to undergo a controlled process o f  analysis through interactions w ith internally 

derived hypotheses. Thus they may eventually be available for autonom ous language p roductions.'’’

Learning strategies involve the use o f  proceduralising m echanism s for faster processing o f  linguistic 

input. These m echanism s do not appear to be dependent on or need to interact w ith internal 

hypotheses."®*’

C ognitive approaches to SLA have enriched our understanding o f  how  learners use and process 

language and the developm ent o f  fluency. They have h ighlighted the processes involved in speeding 

up the acquisition process. H owever, despite the efforts o f  connectionist m odels, these approaches do 

not explain adequately the route followed by L2 learners: w hat the m ental gram m ars o f  learners 

consist o f  and w hat constrains learners’ hypotheses about the language system .

The follow ing two sections exam ine language learning in social term s. In contrast to those w ho value 

in teraction through the target language as a source o f  ‘inpu t’ for internal learning mechanisms,"®' the

R, T ow ell and R. H aw kins. Approaches to Second  L anguage A cquisition . (C levedon , A von: M ultilingual 
M atters, 1994), 250.
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theorists exam ined in these sections view interaction as constituting the learning process: they hold 

the language learning process to be essentially social in nature.

2.5.1 Socio-cultural perspectives

Socio-culturists view dialogic com munication or collaborative talk as being central to the joint 

construction o f  knowledge including knowledge o f  language f o r m s . T h e  socio-cultural perspective 

sees know ledge as being initially developed inter-mentally after which it is appropriated and 

internalised by the individual. This view o f  language learning has been given new impetus by the 

w ork o f  Lev S. Vygotsky.

2.5.2 M ediation

The most fundamental concept o f  sociocultural theory is that the human mind is mediated."®^ 

Vygotsky argued that just as hum ans do not act directly on the physical world but use tools to change 

it and the circumstances under which they live, symbolic tools are used to mediate and change the 

nature o f  our relationships with others and with o u r s e l v e s . V y g o t s k y  held that all higher forms o f  

mental activity in humans are mediated by symbolic m eans . '”’ Symbolic tools enable humans to 

organise and control mental processes. Included in symbolic tools are numbers and arithmetic 

systems, music, art and l a n g u a g e . F r o m  a Vygotskian perspective, language is the prime symbolic 

tool available for the mediation o f  mental activity: language is a tool for thought."®'^

The skilled individual can ies  out tasks and activities autonomously by self-regulation. However, the 

unskilled individual learns by carrying out tasks and activities under the guidance o f  more skilled 

individuals through other-regulation.”'° Thus, successful learning involves a shift from inter-mental 

activity to intra-mental activity. This learning is typically mediated by language.”"  The learner is 

inducted into a shared consciousness through supportive dialogue until he/she appropriates the new 

skills or concepts to his/her consciousness."'^ Thus, the directive, communicative speech o f  the 

collaborating other becomes transformed into self-directive, inner speech. The learner should then be

E.M. Hatch. ‘Discourse analysis and second language acquisistion’ in Second language Acquisition: A Book 
o f Readings. Ed. E.M. Hatch. (Rowley, MA: Newbury House, 1978), 401-35.
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L.S. Vygotsky. Thought and Language. (Cambridge, MA: MIT Press, 1962).
J. P. Lantolf 'Introduction to the Special Issue’. Modern Language Journal 78, (1994): 418-20.
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more capable o f  regulating his/her own performance on another similar occasion. This process o f  

collaborative talk which serves to lead the learner through successive steps in problem solving or 

internalisation o f  knowledge has become known as scaffolding."'^ For Vygotsky thought is essentially 

internalised language and language develops entirely from social interaction between individuals.

Vygotsky assumed that learning begins from the starting point o f  the learner’s existing knowledge and 

develops through social interaction. This was made explicit in his idea o f  the ‘Zone o f  Proximal 

D evelopm ent’ (ZPD)."'^ The ZPD is the domain o f  knowledge where the learner cannot carry out 

tasks or activities independently but can do so successfully i f  given appropriate scaffolding. Vygotsky 

defined the ZPD as:

‘ . . . the  distance between the actual development level as determined by independent problem 
solving and the level o f  potential development as determined through problem solving under 
adult guidance or in collaboration with more able peers.’"'*’

Thus in a supportive, interactive environment the learner can advance to a higher level o f  knowledge 

and performance than he/she would be able to do if  working alone.

2.5.3 Application of socio-cultural theory to second language learning

Vygotsky holds that all cognitive development, including language development, arises as a result o f  

social interactions."'^ The same learning m echanisms apply to language learning as to learning other 

knowledge and skills: all learning is seen as being first social and then individual.^'** Learners are 

viewed as being actively involved in their own learning which they shape through their choice o f  goal 

and operations.

Sociocultural theorists"'’ assume that language acquisition takes place during the interactions between 

learner and interlocutors. Peer scaffolding can lead to linguistic development in the individual.” ” 

Lantolf  claims second language learners advance to higher levels o f  linguistic knowledge when 

they collaborate and interact with speakers o f  the second language w ho are more knowledgeable than 

they are. The ZPD may be observed in the variety o f  speech strategies, for example, repetition,

D. Wood, J. Bruner and G. Ross. ‘The role of tutoring in problem solving’. Journal o f  Child Psychology and  
Psychiatiy  17, (1976): 89-100.

L. S. Vygotsky. M ind in Society. (Cam bridge Mass.: Harvard University Press, 1978).
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simplification, modelling, used by more advanced speakers to create supportive conditions for the 

leamer to understand and produce language. Collaboration can occur without the kinds o f  

communication breakdowns and repairs associated with n e g o t i a t i o n . T h u s  it can provide a basis for 

scaffolding, completion and production o f  modified output especially in learner-to-leamer 

interaction.

This approach has a lot to offer in the form o f  a theory about the processes o f  learning. However, the 

definition o f  ‘learning’ in this tradition is not without controversy. M ost o f  the Vygotskian studies on 

language development have worked within a context o f  form-focused instruction. In addition the 

Vygotskian tradition offers little insight into the rates and routes o f  learning.

The next section continues to examine the social perspective o f  language learning. Sociolinguists, like 

the socioculturalists, view learning as a collaborative affair with language knowledge being socially 

constructed through interaction, however, they have paid less attention to the detail o f  the 

expert/novice interaction.

2.6.1 Sociolinguistic perspectives

Sociolinguistics involves an examination o f  the social influences on language and the role o f  language 

in society."^ Mainstream sociolinguistics is primarily concerned with the study o f  language in use.“^̂  

Correspondingly, in second language learning one main concern is with the description o f  L2 use. 

Sociolinguistic approaches to the nature o f  SLA have been concerned with the attitudes that L2 

learners have towards the L2, the people who speak it, or the culture that is associated with the L2.*"’ 

The nature o f  these attitudes, whether positive or negative, may influence a learner’s motivation to 

learn the L2 and indirectly the nature o f  SLA i t s e l f S o c i o l i n g u i s t i c  approaches are also concerned 

with examining the effect that the context, and the learner’s evolving engagem ent with it, may have 

on the rate o f  L2 learning.
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2.6.2 Communicative competence

There is widespread acceptance o f  the sociolinguistic construct o f ‘com m unicative com petence’ as the 

goal o f  L2 teaching and l e a r n i n g . I t  has its origins in the realisation o f  the need to emphasise the 

importance o f  knowing the socio-cultural appropriateness o f  an utterance in addition to knowing the 

correct grammar."^’ Thus it includes both linguistic and pragmatic knowledge, appropriateness o f  

meaning and appropriateness o f  form."^“ Canale defines communicative competence as:

‘ ... the extent to which utterances are produced and understood appropriately in different 
sociolinguistic contexts’."”

The notion o f  communicative competence means the language is considered less as a system and 

more in terms o f  the uses made o f  it."̂ "̂  For the learner the emphasis  is more on ‘skill’, on ‘being able 

to d o ’ than on knowledge. For the teacher the emphasis has changed from focusing on knowledge to 

fostering the ability to communicate in the language: form has been m ade subservient to meaning.

Sociolinguistic competence refers to a language user’s knowledge o f  what utterances are appropriate 

to specific social contexts. Canale and Swain'^^ and Canale"'^’ divide sociolinguistic competence into 

two categories: knowledge about the appropriateness o f  form, and knowledge about the 

appropriateness o f  meaning. Appropriateness o f  form refers to the degree to which a given verbal or 

non-verbal form is appropriate in conveying meaning in a given context. Appropriateness o f  meaning 

depends on knowing and respecting the rights and obligations o f  o n e ’s social role in a given situation, 

for example, the role o f  customer or waiter."^*^ It is widely accepted that sociolinguistic competence is 

a crucial com ponent o f  communicative competence.

Communicative competence may be the target but its attainment may be effected by the learner’s 

thoughts, feelings and attitudes in connection with the target language com m unity  or culture or the
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learning environm ent in w hich the language is learned. The next section exam ines affect and em otion 

in L2 use.

2.6.3 The Affective Filter H ypothesis

K rashen’s affective filter is arguably the best know n hypothesis in L2 learning theory dealing w ith the 

im pact o f  attitudes and em otion on the effectiveness o f  L2 learning. It proposes that learners’ 

‘m otives, needs, attitudes, and em otional s ta tes’,""*® or w hat psychologists call ‘a ffec t’, can 

subconsciously act as a ‘m ental b lock’ to prevent learners from  acquiring  language from  available 

input.'"" For acquisition to take place learners need to be able to absorb the appropriate parts from 

input. Thus, a learner w ho is, for exam ple, unm otivated, lacking in self-confidence, or anxious may 

filter out input thus rendering it unavailable for acquisition .■'*" I f  the learner is stressed or unm otivated 

the filter will be higher and therefore block input. I f  the learner is relaxed and m otivated the filter will 

be low ered thereby enabling a greater proportion o f  L2 input to be converted into acquired 

k n o w le d g e .K r a s h e n  postulates that the reason younger learners acquire the L2 m ore successfully 

over the long term  is because ‘the affective filter gains dram atically  in strength at around puberty ’."'*''

The affective filter can help account for individual d ifferences betw een L2 learners in a classroom  

situation who receive identical input but show  w ide d ifferences in their developm ent o f  both acquired 

and learned know ledge. It could be suggested that the less successful learners have higher affective 

filters than the m ore successful ones."'*^ A problem  w ith the hypothesis is that it is difficult to be sure 

that affective factors cause the d ifferences in acquisition. Success in acquisition m ay, in itself, 

contribute to a low ered affective t'llter.""'*’ In addition the affective filter has been criticised for being 

too vague and a-theoretical."'*’ M itchell and M yles point to the folly o f  any claim s that those who are 

self-conscious w ith low self-esteem  m ust have higher filters and therefore be bad language learners 

and that those w ho are confident and extrovert m ust be good language learners, as this is clearly not 

alw ays the case.""**̂
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The affective filter m ay account for individual d ifferences betw een learners w orking in the sam e 

learnm g environm ent. H ow ever, an account also needs to be taken o f  variability in learner 

productions, w hich is considered next.

2.6.4 V ariation in L2 use

Sociolinguists view  learner language system s as being unstable and characterised  by high degrees o f  

\a riab ility ."‘*'̂  This m eans that they can show  great variability  in the intuitions m ade about the L2 and 

in L2 productions at various stages o f  developm ent."^” Thus, variability refers to the fact that L2 

learners are seen to produce different versions o f  particular constructions w ithin a short tim e span, 

m aybe even in succeeding utterances."^' In addition to their productions varying in the types o f  

‘erro rs’ m ade, learners are liable to sw itch betw een correct and inconect form s over lengthy periods 

o f  time.^^"

V ariability has been linked to a variety o f  factors and T arone groups these under four categories:"^^

1. V ariation according to linguistic context.

2. V ariation according to psychological processing factors, for exam ple, the degree o f  planning

involved in learners’ productions.

3. V ariation according to features o f  the social context (interlocutor, task or topic, social norm s).

4. V ariation according to language function.

Ellis has proposed a categorisation o f  types o f  variability  sim ilar to T arone’s although he includes an 

additional category o f ‘non-system atic variat ion’. H e  argues for non-system atic or free variation on 

the basis o f  introspection o f  his own language use."^^ A non-system atic variation, as its nam e 

suggests, show s no system  or pattern in its occurrence. H ow ever, Preston argues that variation that 

appears to be unsystem atic m ay just be variation for w hich the underlying system  or stage o f  

developm ent has not yet been discovered.
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E m pir ica l  studies such  as those  reported  by B ay ley  and  Preston^”  co n f irm  the v iew  o f  T a ro n e  and 

Ellis th a t  variability  in learner  p roductions are a t tr ibu tab le  to  a w ide  var ie ty  o f  factors .  T h e  m a in  

g roups  o f  fac tors tha t co rre la te  m ost s trongly w ith  var iab il i ty  in L2 p roduc t ions  seem  to be linguistic  

rather than  soc io linguist ic  in n a t u r e . T h i s  m ay h o w e v e r  be  due to  the  fact that the  va r iab le  fea tures  

s tud ied  do not carry soc ia l p restige  or stigma.

2.6.5 Tarone’s approach

T a r o n e ’s theory  p rov ides  an  explana tion  o f  h o w  k n o w le d g e  is acqu ired  and  h o w  ch a n g es  in the 

le a rn e r ’s in te r language  take place . She holds  tha t L2 learners  acqu ire  a co n t in u u m  o f  g ra m m a rs  for 

the  L 2 . ' ^  She calls these  g ram m ars  ‘s ty les ’ and  they  ran g e  from  v e rnacu la r  s ty le  to carefu l  style. 

T a ro n e  refers to this as the capab i l i ty  continuum."^ '

^ V e r n a c u l a r  style S tyle  2 Style 3 S tyle 4 S tyle  n ^ - ^ c a r e f u l  s ty le -^

(m ore  p idgin-like)  (m ost  tl- like)

T h e  v e rnacu la r  style is the least target-like but is the m o s t  in ternally  consis ten t.  It requ ires  the  least 

a t ten t ion  from  the learner.  T he  careful style is m o re  ta rge t- l ike  but has  less in ternal cons is tency  as it 

inco ipo ra te s  acqu ired  know ledge ,  learned kn o w led g e  and  so m e  carefu l s tyle n o rm s  t ransfe rred  from  

the  L I . T he  careful s ty le  requ ires  the m ost a t tention  from  the learner. V ariab il i ty  in the p roduc tions  o f  

L2 learners  is caused  by ‘s ty le-sh if t ing ’ a long  the  var iab il i ty  c o n t i n u u m . T h e  cho ice  o f  styles 

d ep e n d s  on the degree  o f  a t ten t ion  paid by the learner  to  the  language  fo rm  in a pa r t icu la r  instance.^^^ 

C o n d i t io n s  o f  use w ill de te rm in e  the  am ount o f  a t ten t ion  that the  learner  can  g ive to  a par t icu la r  form  

and  this  will result in use o f  d iffe rent styles. L2 le a rn e rs ’ k n o w led g e  o f  the  L2 is thus  m ult ip le .  It 

posits  tha t new  fo rm s  m a y  en ter  the in te r language  in tw o  w ays:  n ew  fo rm s m a y  b e  p ro d u ce d  

sp on taneous ly  in the v e rnacu la r  style g radually  sp read ing ,  o v er  t im e, into inc reas ing ly  careful styles. 

A lte rna tive ly ,  they m a y  first appear  in the m os t  fo rm al s ty le  w h en  the learner  is p ay ing  carefu l 

a t ten t ion  to p roduc tions  befo re  gradually  sp read ing ,  o v er  t im e, into the  less fo rm al s ty l e s . '^  N e w  

fo rm s  m ay  enter any o f  the ‘s ty le s ’ or g ram m ars  and  sp read  o v er  t im e to the o ther  styles.
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2.6.6 Ellis’ approach

Ellis suggests that learners have only one style or gram m ar but rules within this gram m ar may be 

variable."**’ Thus, he holds a view o f  L2 linguistic competence that allows variable rules where the 

target grammar does not. Variable rules, he argues, explain the observed variability o f  learners’ 

productions and are also evidence o f  staged development in SLA."** In the early stages o f  learning, 

the L2 learner has non-variable rules: rules that have only one realisation. With further exposure to the 

L2, competing variants becom e associated with the same rule. As the learner notices target language 

manifestations o f  the rule these com e to ‘co-exist with previously acquired forms, at least initially.’"*’ 

This may result in either free variation, with forms appearing in all contexts in an apparently random 

fashion, or systematic variation where one o f  the forms appears in one context (linguistic or social), 

the other in others. Free variation serves as a precursor for systematic variation."*'* Learners try to 

eliminate free variation and thus they associate each variant with specific contexts either linguistic or 

social."*'^ Ellis views free and systematic variation as important elements in understanding staged 

development.

L2 ethnographers take a more rounded view o f  the learner than in other approaches examined. Self

esteem, motivation and so on are believed to be constructed and renewed during the course o f  L2 

interaction and have a considerable effect on the rate o f  learning and the level o f  success attained. 

Current ethnographies o f  L2 communication and L2 socialisation provide useful insights about how 

the learning context and the learner’s evolving fashion o f  dealing with it can affect the rate o f  L2 

learning. The idea that the nature and quality o f  interactions in which the learner becomes engaged 

can influence the route o f  development o f  the L2 has not been fully investigated.

2.7 Concluding comments

if  all the facts were in and agreed upon, and i f  a process like SLA were fully understood, 
and agreed to be understood, there would be no need for a theory about it.’"™

As has been demonstrated here, L2 acquisition is complex and does not lend itself to one particular 

explanation. The theories are developed in and for a particular context and this context shapes the 

content and the form o f  that particular t h e o r y . C o n s e q u e n t l y ,  there is great diversity in the area o f  

research on second language learning. The different research approaches focus on different parts o f

R. Ellis. Second Language Acquisition and Language Pedagogy. (Clevedon: M ultilingual M atters, 1992). 
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the learning process. Some work from the basis o f  m odelling learner gram m ars, others focus on 

language processing and others on interaction in L2 learning. Ellis identifies three view s regarding the 

scope o f  a second language acquisition theory."^" O ne is that SLA should m ove tow ards elim inating 

inferior theories and developing one single com prehensive theory. A nother is that a m odular approach 

inform ed by an over-arching fram ew ork that sets boundaries w ithin w hich to theorise w ork best. The 

third view  is that m ultiple, overlapping theories are inevitable and desirable. As has been show n, there 

is a great diversity  o f  theories. H owever, those that are not found useful by researchers and 

p ractitioners tend to w ane in influence or becom e incorporated into o ther m odels. Those that are 

found useful will continue to flourish."^^

M itchell and M yles predict that for the foreseeable future L2 learning w ill be treated in a m odular way 

with d ifferent research program m es exam ining d ifferent aspects o f  the p r o c e s s .H o w e v e r ,  Ellis 

w arns that m odularity  can delim it the dom ain o f  investigation too m uch w ithout theoretical 

justification . It can also lead to the investigation o f  a dom ain o f  investigation in total isolation from 

the study o f  other dom ains."’  ̂ A ttem pts to cross-refer betw een different research strands and exam ine 

relations betw een them  in a system atic way w ill develop understanding o f  the L2 learning process.'™ 

Links have been m ade betw een specific theories to account for different aspects o f  the L2 learning 

process, for exam ple, Tow ell and H aw kins’ m odel w hich links U niversal G ram m ar theory with a 

theory o f  inform ation processing.'^^ Ellis has linked his input hypothesis w ith socio-cultural theory to 

argue the need to plan for learner control o f  classroom  discourse to prom ote acquisition.'™

Theorists rem ain divided on w hether L2 learning theory has any practical applications in the L2 

classroom . SLA theories may provide insights into universal m ethodological principles w hilst saying 

little or nothing about the particularity o f  appropriate classroom  pedagogical procedures.'™  Some 

theorists have argued for ‘pu re ’ theory building, w ithout need to fulfil requirem ents for practical 

application.^*® O thers have argued for a perspective w here theoretical developm ent has foundations in 

and responds to social practice, particularly language teaching and learning.'* ' O thers have argued
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that L2 teaching should be guided system atically  by research findings in the area o f  SLA.^*^“ Long 

argues that w hile SLA theories may be an im portant com ponent o f  a theory o f  language teaching a 

consideration o f  o ther factors, such as situational variables, w ill alw ays also be required."**^

W hile the goal o f  m ost SLA theorists is to identify w hat is necessary and sufficient for language 

learning to occur, the language teacher is m ost interested in finding ‘the com bination o f  conditions 

and practices that w ill bring about language learning fastest’ and w ith least effort, regardless o f  

w hether strictly necessary or sufficient or not."*'* SLA research contributes to technical know ledge 

while language pedagogy is concerned w ith practical know le d g e .N o n e th e le s s ,  although they may 

have d ifferent end goals, given that SLA theorists and language teachers are both interested in L2 

developm ent it w ould be ‘self-defeating’ for either group not to consider the o th e r’s work."^^

H ow ever, Long cautions against ‘eclecticism ’ in language teaching w here teachers select w hat they 

consider to be the best parts o f  several theories. He argues that since different theories reflect different 

understandings ‘the resulting m ethodological m ish-m ash is guaranteed to be w ro n g ’."**’ On the other 

hand, a m ethod that is based, in part, on a single theory is m ore coherent, and, subject to caveats, has a 

chance o f  being right.■**** This writer accepts the need for cum ulative program m es o f  research w ithin 

the fram ew ork o f  a particular theory yet inclines tow ards a p luralist view  o f  SLA theorising. Teachers 

need an understanding o f  the range o f  theoretical positions in order to help their learners learn in a 

w ay that best suits their needs and interests. Judgem ents that are form ed based on som e sort o f  

theoretical foundations are better than those that are not.”**"̂ In addition, fam iliarity w ith SLA research 

can help teachers to shape problem s in a way that m akes them researchable.^^®

There is a need for dialogue betw een the realities o f  the classroom  context and the m ore 

decontextualised  findings and interpretations from  program m es o f  research. SLA research can enable 

teachers to interpret and m ake sense o f  their classroom  experiences. C onsequently , it can stim ulate 

teacher reflection on the range o f  pedagogic choices available to them . L ightbow n suggests that the
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findings o f  SLA research will lead teachers to have ‘m uch m ore realistic expectations about w hat can 

be accom plished’.^ '̂ Inform ation about findings and theoretical view s in SLA can help teachers 

evaluate claim s m ade by textbook w riters and proponents o f  various teaching m e t h o d s . T h e  irony is 

that as SLA develops it becom es increasingly technical and consequently  increasingly difficult to 

explain to lay readers."’^

A lthough, different research areas exam ine different aspects o f  the second language learning process, 

a significant finding from  the review  o f  literature in this chapter is the degree o f  concurrence in 

relation to the im portance o f  input, output and interaction or a m ix o f  these in the learning process. 

For exam ple, the U niversal G ram m ar approach holds that language acquisition depends on m ore than 

the innate faculty can offer: it also needs positive and negative evidence or a com bination  o f  each.'^'' 

This suggests that learners need active participation  in their language learning. They need input but 

they also need opportunities to use the target language. S w ain’s O utput Hypothesis'*’̂  and L ong’s 

Interaction Hypothesis"'^^ also em phasise learners’ need for active use o f  the target language. 

C ognitive language theories propose that learners follow  a staged developm ent in their language 

learning and that gram m ar can be taught explicitly  at appropriate stages in learners’ development."^^ It 

is recognised that giving learners opportunities to interact m eaningfully  through active and 

participatory m odes o f  learning can enable teacher and learners to understand the stage at w hich the 

learners are in their language developm ent. Thus, it could be argued that active pedagogies could have 

a diagnostic  function. In addition, they m ay be able to provide m otivating contexts to sustain learner 

interest w hile reinforcing new gram m ar items. C ognitivist approaches em phasise the need for practice 

to prom ote language item s from  controlled use to autom atic use and to facilitate proceduralisation o f  

language in order to develop fluency."^** Sim ilarly, socio-cultural"’’ and socio-linguistic^'**’ 

perspectives on language learning advise that learners can advance to higher levels o f  language
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learning in supportive, interactive environments. Chapter 6 will explore whether the use o f  an active 

learning methodology, as embodied in a Drama in Education approach, can help establish a classroom 

environment that promotes and supports a practice based and socio-cultural approach to second 

larguage learning. It will be investigated whether an active teaching-learning approach can be a 

va uable tool for the second language classroom, regardless o f  the theoretical leanings to which a 

teacher adheres.

In the following chapter, the development and significance o f  a communicative approach to language 

teaching and learning is outlined, paying particular attention to the detail o f  how to theoretically 

implement a communicative approach in the classroom.
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Chapter Three

A Communicative Approach to Language Teaching and Learning

3.1 Introduction

This chapter aim s to explore the developm ent o f  a com m unicative approach to teaching and learning 

in the language classroom . It will differentiate betw een a structuralist approach and the evolution o f  

m ore com m unicative approaches where the em phasis shifted from  the rules o f  gram m ar to the notion 

o f  suprem acy o f  com m unication. A detailed discussion o f  com m unicative com petence will be offered, 

w ith particular em phasis on elucidating from  the literature how to develop such com petence.

3.2 Structuralism

Prior to the developm ent o f  a com m unicative approach to language learning and teaching structuralist 

approaches w ere popular. Structuralist approaches w ere based on behaviourist doctrines. It was 

believed that m astering a language was best achieved by learning a set o f  habits that are conditioned 

to occur in response to words or phrases that are presented in a syntactic f r a m e . T h u s ,  language 

learning was regarded principally as a question o f  acquiring gram m atical, phonological and 

vocabulary item s that w ere graded according to difficulty. This structural grading aim ed to lead 

learners step by step through the finite set o f  structures that represent the gram m ar o f  a language until 

each w as m astered. The theory was that learning a language is easier if  learners are exposed to the 

gram m ar system  one part at a time.™' The teacher isolated and ordered structural items. Each item 

w as system atically  presented, intensively drilled, and practised in context before the next structure 

w as presented. In this way learners increm entally built up an inventory o f  language items. The aim 

w as to develop a stock o f  gram m atical items that w ould be converted into perform ance w hen the need 

arose.

The level o f  proficiency that learners attained w as described in term s o f  their m astery o f  structures 

and their ability to m anipulate them. The em phasis was on structural correctness -  inaccuracy w as not 

tolerated. Language teaching did not ignore com m unication  or conceptual and functional levels o f

J.P.B. Allen, and H.G. Widdowson, ‘Teaching the communicative use o f  English’, in The Communicative 
Approach to Language Teaching. Eds. C.J. Brumfit, and K. Johnson (Oxford: Oxford University Press, 1987. 
2nd edition, 1981), 123.
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Language Teaching. Eds. C.J. Brumfit, and K. Johnson (Oxford: Oxford University Press, 1987. 2nd edition, 
1981).

Keith Johnson, ‘Communicative approaches and communicative processes’ in The Communicative Approach 
to Language Teaching. Eds. C.J. Brumfit, and K. Johnson (Oxford: Oxford University Press, 1987. 2nd edition, 
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m eaning but it gave precedence to form and s t r u c t u r e s . U s e  o f  language w as depreciated.^®^ Little 

attention was given to the way that sentences are used in com bination to form  ‘stretches o f  connected 

di scourse’. I t  was believed that the parts o f  the system  assim ilated in a step-by-step  process w ould 

eventually  becom e integrated with each other to allow the learner to produce spontaneous utterances.

The problem  with the approach was that one knew about a language rather than know ing how  to m ake 

use o f  it for real com m unication. Sem antics were not sufficiently taken into a c c o u n t . T h e  language 

being learnt was unlike ‘rea l’ language. It illustrated sentences but neglected the verbal purposes o f 

the sentences and the effects o f  speakers’ roles. Learners w ere, thus, not generally successful in 

converting their know ledge o f  the language into use o f  the language.

As far back as the fifties C hom sky dem onstrated that structural theories o f  language w ere incapable o f  

accounting for the creativity  and uniqueness o f  individual sentences.^*** C hildren routinely create new 

sentences they have never heard or learnt before. He argued that hum an language is not im itated but 

created new from an underlying know ledge o f  abstract rules. Sentences are not learned through 

im itation and repetition but are created anew each tim e, generated from  the learners’ com petence. 

This, he argued, is only possible because learners internalise rules rather than strings o f  words. 

Furtherm ore, observing the com plexity and abstractness o f  linguistic rules that learners acquire, he 

proposed that learners have an innate faculty which guides them  in the learning o f  a language. 

C hildren learning their first language are program m ed to d iscover its rules and have an innate 

know ledge o f  w hat the rules should look like. These findings obviously underm ined the theoretical 

underpinnings o f  a structuralist approach, how ever it was som e tim e before classroom  practice 

changed.

3.3 A turning from structuralist to communicative approaches

In the seventies there w as a grow ing aw areness that the rules o f  gram m ar w ere useless w ithout the 

rules o f  use.^’’̂  There was a realisation that know ledge o f  how a language functions in com m unication
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does not autom atically  follow  from know ledge o f  gram m ar and sentences.^ '” T raditional approaches 

had often created language learners who w ere structurally  com petent but could not apply their 

gram m atical know ledge to the pu ipose o f  com m unicating  through the target language outside the 

c l a s s . T h e r e  was an em erging realisation that habit-form ing techniques, on their own, are not 

sufficient to enable learners to develop the ability to com m unicate in the target language. A 

consciousness w as developing that language cam iot be thought o f  solely as a system  o f  linguistic 

e lem ents w ithout dim inishing its m ajor function o f  com m unication^'^. It w as generally  agreed that 

learners m ust learn not only how  to construct gram m atically  correct sentences but also how  to use the 

target language to get things done.^'^ It w as established that language learning should deal w ith the 

gram m aticality  and the acceptability  o f  sentences but also w ith pragmatics.^'"’ Learners needed to 

know  how  to use sentences and structures functionally , to exploit the functional possib ilities o f  

language. They needed opportunities to use language com m unicatively  so that they could ‘integrate 

separate structures into a creative system  for expressing m ean ings’.

It w as increasingly recognised that the traditional approach w as inefficient because it aim ed to teach 

learners all parts o f  the gram m ar system  despite the fact that not all parts are o f  equal potential use. 

L earning tim e was devoted to m astering the system  w ith consequent neglect o f  providing learners 

w ith opportunities to practise com m unicating in the target language. The bringing together o f  

gram m atically  identical sentences for the purposes o f  drilling w as artificial since this does not happen 

in real com m unication .’ '* Learners w ere thus inhibited from  putting their language to im m ediate 

com m unicative use: they had neither the com petence nor the opportunities. A constant focus on form 

and structure m ade it difficult to use the language com m unicatively. The approach could be 

dem otivating for those who needed im m ediate applicability  o f  the theory. In the seventies and early 

eighties B ritish linguists began to question the effectiveness o f  the structuralist approaches and to seek 

alternatives.
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W iddow son distinguished between tw o types o f  m eaning in language: signification and value. 

S ignification is the m eaning that language item s have as elem ents o f  the language system . V alue is the 

m eanings that the elem ents have when they are used for com m unicative purposes. He believed it a 

‘radical m istak e’ to suppose a know ledge o f  how to use language for com m unicative purposes w ould 

com e autom atically  because one knows how  sentences are com posed and their signification as 

linguistic units. Thus he proposed that linguistic structures and situational settings be taken into 

account along w ith com m unicative acts.

N ew m ark, w ho claim ed that the success o f  the language teacher could be m easured by the ability o f  

their students to choose to say w hat they w ant to say, supported this.^'* He argued that language is 

learned w hole act at a tim e and not by assem bling linguistic structures, item s and skills. The learning 

o f  gram m ar, he held, was neither sufficient nor necessary for the learning o f  language. This view  was 

supported by Allwright^''^ who argued that teaching for linguistic or gram m atical com petence w ould 

not cater sufficiently for com m unicative com petence. By contrast, he argued, teaching for 

com m unicative com petence would cater for all but a sm all part o f  linguistic or gram m atical 

com petence. Thus, he advised a reorienting o f  teaching tow ards com m unication  practice.

B rum fit argued that since traditional approaches do not start from  w hat the student know s, they are 

thus deficit m odels. New learning must be closely assim ilated w ith w hat is already known. O bserving 

that all can learn a language but not w ithout training describe it, he concluded that there w as a 

m ism atch betw een w hat teachers were offering learners and w hat learners could m ost easily do. All 

language users are able to im provise, to paraphrase, and to use com m unication strategies in their 

m other tongues. H ow ever, if  they are not given opportunities to develop these skills in the target 

language then it is difficult for them to convert their linguistic know ledge into effective 

communication.^^® They m ust develop a capacity to use the target language with a flexibility w hich 

allow s them  to express them selves as much or as little as they w ish ‘ ...an d  sufficiently  firm ly w ithin 

an appropriate conventional model to be genuinely com m unicative.’^ '̂ This capacity can only be 

satisfactorily  developed through using the target language for real com m unication.
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Like B rum fit, Breen and C andlin argue that w e m ust not assum e that learners’ lack o f  know ledge o f  

the target language im plies that they are naive com m unicators or that they have a superficial 

evaluation  o f  com m unication.^"” They propose that we start from  w hat the learner know s and can do 

in h is/her first language. I f  the object o f  learning is com m unication then the learners’ com m unicative 

know ledge and abilities are very relevant and should be involved from  the outset. If  language is 

p resen ted  as being separate from  the learners’ psychological and social experience then ‘we are 

alm ost certainly postponing developm ent o f  the learner’s ability to com m unicate through the 

language’ "̂̂  as we are denying the essential in teipersonal nature o f  language learning that the learners 

w ill have experienced in their first language. W hat the learner know s and can do, as a com m unicator, 

m ust be incoiporated in the language learning process from  the start.

Language acquisition is inextricably linked to the process o f  using language in a variety o f  contexts.

It is a direct consequence o f  the need to use language to com m unicate in various situations to various 

types o f  people. If  language is being learnt for use then learning m ust also be directly associated with 

use.^"^ U se implies m ore than ju s t the practice o f  m eaningful functions in the classroom . The language 

used should be o f cognitive and affective significance for the language learners. It m ust allow  learners 

to express m eanings that are o f  significance for them  and to get things done in the target language. 

The relationship betw een a speaker and a language is creative and the relationship  betw een the 

speaker and the interlocutor is negotiated through this creative relationship.^'^ Thus, B rum fit held that 

the goal is to enable learners to use the language they are using for their ow n purposes, to express 

their ow n m eanings and intentions. This calls on a creative, not an im itative use o f  language. One 

cannot acquire com petence in expressing onese lf in a foreign language if  one is not given tim e and 

opportunities to do ju st that.

On the grounds that learners need to know  how  to use sentences and structures in real com m unication, 

another British linguist, K eith Johnson, argued that learners need practice linking m eaning and 

intentions. Learners cannot be expected to m ake an appropriate selection from  a m eaning potential if 

they are not given opportunities to express in t e n t io n s .J o h n s o n  criticised traditional approaches
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because they do not m ake use o f  an inform ation gap. The repetition o f  the know n, he argued, is boring 

and dem otivating. He suggested creating classroom  situations in w hich learners are free to choose 

w hat to say. This, he advised w ould create an inform ation gap and thus lay the way for real 

communication.^'*^ He believed that fluency in com m unication w ould only develop w ithin ‘task- 

oriented teach in g ’ that aim s to give m eaning to language practice by focusing learners on tasks
3*̂ 9 330m ediated through the target language. O thers supported this b e lie f such as N unan ‘ , and R ivers , 

w ho concluded that experience in expressing m eanings requires interactive situations that stim ulate 

the leam ers and m otivate them  to com m unicate personal m essages.

W ork in language acquisition was show ing that learners do not follow  a step-by-step progression 

through the separate parts o f  the language system . R egardless o f  w hat the teacher does the learner will 

follow  a sequence o f learning determ ined by h is/her internal syllabus. In a natural learning 

environm ent, learning takes place w ithout a teacher providing the sunound ings, the necessary stim uli, 

and the experiences. L ittlew ood thus argued that the essential factor is that the learners use the target 

language for com m unicative purposes.^ He believed that foreign language teaching m ust be 

concerned w ith reality. It m ust be concerned w ith the learners’ reality both inside and outside the 

classroom , w ith their present and potential com m unicative needs. The reality o f  com m unication as it 

takes place outside the classroom  m ust at all tim es be o b s e r v e d .L a n g u a g e  teaching and learning 

m ust be related to the social m eaning that it carries as the social d im ension affects the choice o f 

language made.^^" The learner must learn to analyse the com m unicative situation and choose language 

that is appropriate based on this analysis. This is only possible if  the learners are given practice in 

com m unicating  their m eanings through the target language.

An increasing interdependence o f  European countries brought the need to teach language for 

com m unication. The Council o f  Europe stated its aim; ‘ ...to  facilitate com m unication  and interaction 

am ong Europeans o f  different m other tongues in the service o f  European understanding and co 

operation and the overcom ing o f prejudice and discr iminat ion’. T o  achieve this aim  it
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to Language Teaching. Eds. C.J. Brumfit, and K. Johnson (Oxford: Oxford University Press, 1979, Second 
Edition, 1981), 200.

David Nunan, The Learner-Centred Curricuhtm. A study in second language teaching.
Wilga M. Rivers, ‘Opening Doors and Windows through Interactive Language Teaching’ in Babe! 23 ( \)  

1988: 9.
 ̂W.T. Littlewood, Communicative Language Teaching: An Introduction. (Cambridge: Cambridge University 

Press, 1981. 16th printing, 1995), 91.
Ibid.: 95.
W.T. Littlewood, Foreign and Second Language Learning: Language acquisition research and its 

implications for the classroom. (Cambridge: Cambridge University Press), 43.
Council of Europe, Council for Cultural Co-operation o f the Council of Europe ‘Evaluation and 

Recommendations' in Modern Languages Programme 1971-1981, ( Strasbourg: Council o f Europe, 1981), 172.

45



recom m ended that all Europeans be given the means and opportunities to acquire language knowledge 

and skills that will help them:

to deal with the business o f  everyday life in another country;
- to exchange information and ideas with young people and adults who speak a different
language and to communicate their thoughts and feelings to them;
- to achieve a wider and deeper understanding o f  the way o f  life and the forms o f  thought o f
another people’

It suggested that these aims be achieved by ‘basing language teaching and learning on the needs, 

motivation, characteristics and resources o f  individual learners’.”  ̂ The aims necessitated the use o f  a 

teaching/learning approach which emphasised the use o f  language for com m unicative purposes.

In the be lief  that a language can only really be taught if  it is presented and practised in relation to the 

communicative purposes to which it may be put, a communicative approach to language teaching 

evolved.”  ̂ Wilkins made an analysis o f  the communicative meanings that a learner needs to 

understand and e x p r e s s . I n s t e a d  o f  describing language through the traditional concepts o f  grammar 

and vocabulai'y, he attempted to demonstrate the systems o f  meanings that lay behind the 

communicative uses o f  language. He dcscribcd two types o f  meanings; notional categories and 

functional categories. Notional categories described concepts such as time, sequence, quantity, 

location, and frequency. They are the basic general meanings that learners should be able to express 

and understand. Functional categories described communicative functions such as greetings, requests, 

denials, offers and complaints. His work had a significant impact on the development o f  

Communicative Language Teaching.” ** The communicative language course pays particular attention 

to the functions and notions that learners need to express now and in the future, the topics that they 

will most likely need to deal with and the situations in which they will need to operate. Topics are the 

more specific areas o f  meaning to which learners should have access, such as personal identification, 

house and home, school and work, and so on. Situations are the circumstances under which learners 

should be able to operate. They give a context to language use and encompass the physical context 

where relevant, and the social and psychological roles o f  the participants.” ’

Functions, notions, situations, and topics are useful in predicting the current and probable future needs 

o f  learners. They help to ensure that the learners learn to communicate in the target language through

Council o f  Europe, Council for Cultural Co-operation o f the Council o f  Europe ‘Evaluation and 
Recommendations’ in Modern Languages Programme 1971-1981, ( Strasbourg: Council o f  Europe, 1981), 172.

Ibui
C.J. Brumfit and K. Johnson, ‘Editors’ Note’ in The Communicative Approach to Language Teaching. 

(Oxford: Oxford University Press, 1984).
D.A. Wilkins, Notional Syllabuses. (Oxford: Oxford University Press, 1976).
Jack C. Richards, and Theodore S. Rodgers. Approaches and Methods in Language Teaching. A description 

and analysis. (Cambridge: Cambridge University Press 1986. Tenth edition, 1994.)
Joe Shiels, Communication in the Modern Languages Classroom. (Strasbourg: Council o f  Europe, 1988).
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classroom communication and thus, to associate language learning with com munication o f  meaning. 

Learners are, therefore, enabled to see the immediate applicability o f  their learning, to link classroom 

learning with the real world.

3.4 Language acquisition

Developm ents in the area o f  language acquisition in the seventies and early eighties changed the 

understanding o f  how languages are acquired and consequently sparked criticism o f  traditional 

approaches to language teaching. Language acquisition theories pointed towards communicative 

approaches as being the most effective ways o f  learning to comm unicate  in the target language.

K rashen ’s acquisition-leaming hypothesis has been highly influential on language teaching 

methodologies.^'^® According to Krashen there are two discrete psycholinguistic processes operating in 

L2 development: conscious learning and subconscious acquisition.^'" Acquisition refers to the 

subconscious process o f  acquiring language and is identical in all important aspects to the process 

used by children when acquiring their mother t o n g u e . L e a r n i n g  refers to the conscious process o f  

language learning that results in ‘knowing about’ l a n g u a g e . L o n g - t e r m  language development, he 

holds, occurs only through subconscious acquisition. Krashen has been criticised for his vague 

definition o f  what constitutes conscious and unconscious processes, as it is difficult to test whether 

learners’ language output is due to conscious or unconscious processes. However, this contrast 

between conscious and subconscious processes has been very influential especially among teachers 

who believe it to explain the lack o f  correspondence between learners’ conscious knowledge o f  rules 

and their inability to apply them s p o n t a n e o u s l y . I n  K rashen’s terms, learners would have learned 

the rule but not acquired it.

Acquisition occurs, through what Krashen terms ‘comprehensible input’, when learners understand 

language which is a little beyond their present level o f  language. Input is facilitated by concentrating 

on m eaning rather than form and by ensuring that learners’ affective filter is kept low, in other words 

that learners are relaxed and unafraid o f  taking risks with their language.

Swain emphasises the importance o f  ‘comprehensible output’ to facilitate a c q u i s i t i o n . T h i s  

highlights the importance o f  giving learners opportunities to use the target language. Thus learners

Rosamond Mitchell and Florence Myles, Sccond Language Learning Theories, (London: Amold, 1998), 35.
S. Krashen, Principles and Practice in Second Language Acquisition. (Oxford: Pergammon, 1982).
S. Krashen, The Input Hypothesis: issues and implications. (Harlow: Longman, 1985), 1.
Ibid.
Rosamond Mitchell and Florence Myles, Second Language Learning Theories, (London: Amold, 1998), 36. 
M. Swain. ‘Communicative competence: some roles of comprehensible input and comprehensible output in 

its development’ in Input in Second Language Acquisition. Eds. S. Gass and C. Madden (Rowley: Newbury 
House, 1985).
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need to be furnished with occasions to negotiate new input as w ell as occasion to experim ent w ith 

new  language acquired. By negotiating the new  input learners ensure that the language to w hich they 

are exposed is m odified to the level o f  com prehensib ility  that they can m anage.

A cquisition and learning represent different w ays o f  internalising l a n g u a g e .K r a s h e n  claim s that 

learning cannot turn into acquisition, that language learned and language acquired  cannot becom e an 

integrated w h o l e . H o w e v e r ,  o ther researchers disagree and the debate continues. L ittlew ood, for 

exam ple, holds that the acquired and learnt system s do not rem ain separate but ‘b leed ’ into one 

another so that consciously learnt structures pass into the acquired store.

‘B etw een the m ost subconscious processes o f  ‘acquisition’ at one extrem e and the m ost 
conscious form s o f  ‘learn ing’ at the other, it w ould be m ore realistic to think in term s o f  a 
continuum , in w hich subconscious and conscious processes are m ingled to varying degrees

Language acquisition  is intim ately related to using language in a variety o f  contexts. A heavy 

em phasis is placed on fluency on the grounds that this will facilitate the conversion o f  conscious 

know ledge into unconscious k n o w l e d g e . A s  a result o f  exposure to language in com m unication 

situations and due to natural processing strategies, the learner constructs a series o f  internal 

representations o f  the target language. These internal representations develop gradually in the 

direction o f  native speaker com petence. Language practice w ith the risk o f  errors is not detrim ental to 

progress in language acquisition.^^'*

If  acquisition plays a large role in developing language com petence then teaching efforts should be 

directed tow ards creating contexts for language use in the classroom  by m eans o f  listening and 

reading activities, discussion, role-playing, and com m unication t a s k s . T h e s e  contexts w ould help 

learners to create internal representations o f  the language system  in the sam e w ay as they w ould in a 

natural learning situation. Since the learners’ attention should be on using the language to express and 

receive m eanings, then form -oriented procedures such as drilling and correction should be avoided.

E.W. Stevick, Teaching Languages : A Way and IVays. (Rowley, MA: Newbury House, 1980).
S. Krashen and S. Scarcella, ‘On routines and pattems in second language acquisition and performance’ in 

Language Learning 28, 283-300.
W.T. Littlewood , Foreign and Second Language Learning: Language acquisition research and its 

implications fo r  the classroom, 80.
Christopher Brumfit, Communicative Methodology in Language Teaching: The roles o f  fluency and 

acctiracv. ^Cambridge: Cambridge University Press, 1984), 38.
Ibid.: 50.

Ibid: 91.
Christopher Brumfit, Communicative Methodology’ in Language Teaching: The roles o f  fluency and 

accuracy. (Cambridge: Cambridge University Press, 1984).
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Acquisition does not involve a sudden move into full mastery; rather it is a process o f  gradually 

increasing accuracy. Natural learners do not follow a step-by-step approach to the structural elements 

o f  the system. In the words o f  Krashen:

‘ ... once we realise that we can do no more than guide and influence a process o f  growth 
which necessarily involves experimentation, trial and error, m uch unnecessary purism falls 
a w a y . . . . ’ ”̂

A pre-condition for communication and thus for language acquisition is comprehension. 

Com prehension requires three types o f  knowledge;

• world knowledge which provides us with a plausibility filter so that the meanings we

attach to utterances do not conflict with our knowledge o f  the world;

• discourse knowledge which tells us the type o f  communicative event in which we are

involved and thus helps us create appropriate expectations o f  its structure and outcome;

• linguistic knowledge, which is our gradually unfolding knowledge o f  the gram m ar o f  the

language.

Naturalistic language acquisition takes place through interaction and communication. M any aspects o f  

language learning can only operate when the learner is using the language for communication. 

Learners acquire precision o f  expression through using language not through memorising or 

discussing rules. ‘Knowledge o f  the structure o f  the language is acquired actively through use ’.̂ *̂" 

Learning is not a passive process: incoming information is, to use P iaget’s terms, assimilated and 

accom m odated thereby transforming data into acquired knowledge.

The acquisition o f  a language does not occur in a linear, uniform way. Neither the pace nor the point 

at which information is assimilated can be determined in advance. During interaction with the 

learning process the learner’s personal characteristics (previous knowledge, preferred style o f  

learning, motivation, and so on come into play so that so that the learning o f  each individual exposed 

to the same learning will be different. Each learns at his/her own pace. Different learners learn 

differently. To enable each to reach communicative competence there must be a constant adjustment 

between objectives, content and materials according to the situation o f  each learner.

S. Krashen, ‘Applications o f  psycholinguistic research in the classroom ’ in M ethodology in TESOL. Eds. J.C. 
Richards and M.H. Long (Rowley, Mass.: Newbury H ouse,1987), 38.

David Little, Sean Dcvitt and David Singleton. Authentic Texts in Foreign Language Teaching: Theoiy and  
Practice. ( Dublin: Authentik, 1988).

W.T. Littlewood, Communicative Language Teaching: An Introduction, (Cambridge: Cambridge University 
Press, 1981. 16''’ printing, 1995),18.

W ilga M. Rivers, ‘Opening Doors and W indows through Interactive Language Teaching’, Babel 2 i  (1, 
1988).
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3.5 The influence of changing definitions of communicative competence

A s our aw areness o f  how  we learn languages has evolved so too has our idea o f  w hat constitutes 

com petence in a language. This, obviously, has enorm ous consequences for the way languages are 

taught and learnt. Teaching m ethodologies have evolved in response to w hat is believed to constitute 

com petence.

L inguistic theory for C hom sky involved the characterisation o f  the abstract abilities learners have that 

enable them  to produce gram m atically correct sentences in a language. His view  o f  com petence was 

thus prim arily  concerned w ith abstract g ram m atical know ledge. He recognised tw o categories o f  

judgem ents m ade w hen people speak or write; gram m aticality  and acceptability  to the native speaker. 

He held that

‘linguistic theory is concerned prim arily w ith an ideal speaker-listener in a com pletely 
hom ogeneous speech com m unity, w ho know s its language perfectly  and is unaffected by such 
gram m atically  irrelevant conditions as m em ory lim itation, d istractions, shifts o f  attention and 
interest, and errors (random  or characteristic) in applying his know ledge o f  the language in 
actual perfo rm ance’.̂ ’̂

In the early seventies cam e a strong reaction to C hom sky’s view  o f  linguistic theory from  Dell 

Hymes.^^** H ym es believed that linguistic theory needed to  be seen as part o f  a m ore general theory 

incorporating com m unication and culture. Interested in language in use, he believed linguistic theory 

to be integrated with theories o f  com m unication and culture. He claim ed that neither C hom sky’s 

category o f  com petence or perform ance allow ed for characterising the appropriateness o f  w hat is said 

or w ritten in a given social context. Thus, he held that C hom sky’s category o f  perform ance ignored all 

aspects o f  social interaction since it included only psychological constrain ts on perform ance. He 

believed that C hom sky’s w ork conjured up an im age o f ‘an abstract, isolated individual ... not, except 

incidentally , a person in a social wor l d’. H e  thought that a d ifferent theory o f  language w as needed 

to allow  w ork on practical as well as theoretical problem s. It w ould have to deal w ith a heterogeneous 

speech com m unity, differential com petence and the constitu tive role o f  sociocultural f e a t u r e s . I n  

this theory com petence w ould be defined to include interactional com petence and it w ould be called 

‘com m unicative com petence’.

W hereas C hom sky’s theory recognised only tw o kinds o f  judgem ents that people m ake w hen they 

speak or w rite, H ym es recognised four. These w ere w hether som ething (be it linguistic or som e other 

form  o f com m unication) is;

Noam Chom sky, A spects o f  the Theoiy o f  Syntax. (Boston: MIT Press, 1965.)
Dell H ym es, ‘On Com m unicative Com petence’ in SociolingiiLstic.s Eds. Pride and H olm es (Hamiondsworth: 

Penguin, 1972), 272.
Ibid.
Ibid.: 275.
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• p o ssib le , g iven  the fo rm s o f  ex p ress io n  av a ilab le

• feasib le , g iven  the  m eans o f  im p lem en ta tio n

• ap p ro p ria te , in re la tion  to  a g iven  co n tex t

• ac tu a lly  p e rfo rm ed  (on w hat its p e rfo rm an ce  en ta ils).

A cco rd in g ly , H ym es b e liev e d  tha t ‘A  m odel o f  lan g u ag e  m ust d es ig n  it w ith  a face  to w ard  

co m m u n ica tiv e  co n d u c t and  soc ia l l ife ’.̂ *’' T h u s the  co n c e p t o f  co m p e te n ce  w as en larg ed . W h ereas  

C h o m sk y ’s v iew  o f  co m p eten ce  w as p rim arily  co n c e rn ed  w ith  ab s trac t g ram m atica l k n o w led g e , 

H ym es su g g ested  th a t g ram m atica lity  w as on ly  o n e  o f  fo u r sec to rs  o f  co m m u n ic a tiv e  co m p eten ce . 

H is th eo ry  o f  co m m u n ic a tiv e  co m p eten ce  w as a d e fin itio n  o f  w h a t a sp e ak e r  n eed s to  know  in o rd er 

to  be co m m u n ic a tiv e ly  co m p eten t in a speech  co m m u n ity . T h is  w as in co n tra s t to  C h o m sk y  w ho  

focussed  on  the ab s trac t ab ilitie s  th a t learners p o sse ss  to  en ab le  th em  to fo rm  g ram m atic a lly  co rrec t 

sen tences.

H ym es b e liev ed  tha t on ly  by  stu d y in g  lan g u ag e  in use  can  all the  fu n ctio n s o f  lan g u ag e  and 

co m p o n en ts  o f  m ean in g  be b ro u g h t into f o c u s . L a n g u a g e ,  in h is v iew , w as a sy stem  th a t is 

pe rfo rm ed  as w ell as know n  and  co m m u n ica tiv e  co m p e te n ce  m ust inc lude  ‘the ru les  o f  use  w ith o u t 

w h ich  the ru les o f  g ram m ar w ou ld  be u s e l e s s . T h u s ,  it seem ed  ev id en t tha t ‘in the search  fo r a 

co n cep tu a l fram ew o rk , a C h o m sk y an  o rien ta tio n  is no t ap p ro p ria te  i f  co m m u n ic a tiv e  asp ec ts  o f  

language are to  b e  tau g h t or learned .

H y m e s’s v iew  o f  co m m u n ic a tiv e  com p eten ce  w as c o m p lem en te d  by H a ll id a y 's  fu n c tio n a l a c co u n t o f  

language use. H a llid ay  saw  language acq u is itio n  as b e in g  the  m aste ry  o f  lan g u ag e  fu n ctio n s, i.e., 

learn ing  the uses o f  the language  and  the m ean in g  asso c ia te d  w ith  them.^^^ H e h e ld  tha t it is on ly  

w hen  language is in use  tha t all its func tions and co m p o n en ts  o f  m ean in g  are in use s im u ltan eo u sly . 

M ean ing , he b e liev ed , is a fo rm  o f  social ac tion  d ep e n d en t on  con tex t. H a llid ay  a rg u ed  tha t it is on ly  

th rough  use th a t all fu n c tio n s o f  language are  b ro u g h t in to  focus. T o g ive a b as is  fo r w hat learners 

m ay n eed  and  w an t to  do  in the ta rg e t language , he d e sc rib ed  the  seven  bas ic  fu n c tio n s  tha t language  

p erfo rm s fo r ch ild ren  learn ing  th e ir  first language:

• the  in stru m en ta l function : using  lan g u ag e  to  g e t th in g s;

Dell Hymes, ‘On Com municative Com petence’ in Sociolinguistic.s Eds. Pride and Holmes (Hamnondsworth: 
Penguin, 1972), 278.
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Dell Hymes, ‘On Com municative Com petence’ in Sociolinguistics. Eds. Pride and Holmes (Haraiondsworth: 
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• the regulatory function: using language to control the behaviour o f  others;

• the interactional function: using language to create interaction w ith others;

• the personal function: using language to express personal feelings and m eanings;

• the heuristic function: using language to learn and discover;

• the im aginative function; using language to create a w orld  o f  the im agination;

• the representational function: using language to com m unicate information.^*^

This description o f  the functions o f  language com plem ents H ym e’s view  o f  com m unicative 

com petence. Learning a language cam e to be view ed as acquiring the linguistic m eans to perform  

d ifferent kinds o f  functions.

C anale and Sw ain established a conceptual schem e in w hich to exam ine the relationship betw een 

theory and practice.^*’ They pointed out that com m unicative com petence is understood as the 

underly ing system s o f  know ledge and skill required for com m unication. They outlined three areas o f 

skill and know ledge that com prise com petence. In later w ritings C anale expanded the outline to four. 

T hese were:

• gram m atical com petence (m astery o f the language code);

• sociolinguistic com petence (appropriateness o f  utterances w ith respect to m eaning and 

form);

• discourse com petence (m astery o f  how to com bine gram m atical form s and m eanings to 

achieve unity o f  a spoken or written text);

• strategic com petence (m astery o f  verbal and non-verbal com m unication strategies used to 

com pensate for breakdow ns in com m unication and to m ake com m unication m ore 

effective).^***

C anale does not give a description o f  how these factors interact w ith one another. H ow ever, Sandra 

Savignon proposes a possible relationship between the four factors.^*’ She believes they interact 

constantly. She suggests that a certain sociolinguistic capacity and strategic capacity  allow  learners a 

degree o f  com m unicative ability even before they gain gram m atical com petence. She also suggests 

that strategic com petence is always present since one never know s all o f  a language, even one’s own. 

She defines com m unicative com petence as

M .A.K. Halliday, Learning H ow  to Mean: Explorations in the D evelopm ent o f  Language. (London: Edward 
Arnold, 1975), 11-17.

M. Canale, and M. Swain, ‘Theoretical basis o f  comm unicative approaches to second language teaching and 
testing’ A pplied  L inguistics I. (1980): 1-47.

M. Canale, ‘From com m unicative competence to comm unicative language pedagogy’ in Language and  
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Sandra Savignon, Com m unicative Com petence Theory and Classroom  Practice. (Reading, Mass.: Addison- 
W esley, 1983).
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‘Functional language proficiency; the expression, interpretation, and negotiation o f  meaning 
involving interaction between two or more persons belonging to the same speech community 
(communities), or between one person and a written or oral tex t’/™

The adoption o f  this definition implies a commitment to the provision o f  a learning environment that 

will provide the opportunities for the negotiation o f  meaning rather than the testing and practice of  

structures.” '

Van Ek” ‘ later expanded the areas o f  skill and knowledge to include six sub-competencies:

• Linguistic competence; knowledge o f  vocabulary items and the mastery o f  certain 

structural rules that allow them to be processed into meaningful utterances.

• Socio-linguistic competence: the ability to use and interpret language forms with due 

consideration o f  the context.

• Discourse competence: the ability to distinguish separate utterances and to realise 

coherence o f  separate utterances in meaningful communication patterns.

• Strategic competence: the ability to use strategies, both verbal and non-verbal, to 

compensate for gaps in o n e ’s knowledge o f  the linguistic code.

• Socio-cultural competence: having some knowledge o f  the socio-cultural context in 

which language is used.

• Social competence: having the desire and self-confidence to interact with others and the 

empathy and ability to cope with social situations.

Thus, it became clear that the learner needed more than a fixed repertoire o f  linguistic forms to 

correspond with any linguistic function. Communication is a process, and knowledge o f  the forms o f  

language is insufficient, learners need to be able to use them competently. The sub-competencies, that 

comprise communicative competence, can be developed only by using language in real 

communicative situations to express meanings and/or fulfil a function. This could not be achieved 

using structuralist approaches to language teaching and learning. Thus, to enable the effective 

development o f  communicative competence, communicative approaches evolved.

3.6 Towards a definition of a communicative approach

For centuries language curricula were grammatically sequenced but communicative language teaching 

(CLT) puts the functional nature o f  language and communication above the structural or grammatical

Sandra Savignon, Com m unicative C om petence Theoiy and C lassroom  Practice. (Reading, Mass.: Addison- 
W esley, 1983).

.lanice Yalden, P rinciples o f  C ourse D esign fo r  Language Teaching. (Cambridge: Cambridge University 
Press, 1987), 35.

,I.A. Van Ek, ‘O bjectives for foreign language learning’ in Scope, Volume I . (Strasbourg: Council o f  Europe, 
1986),



n a t u r e . A  com m unicative approach to language learning and teaching starts from a theory o f  

language as a system  for the expression o f  m eaning w hose prim ary function is for interaction and 

communication.^^'’ O f course, com m unication m ust have a purpose and m eaning is param ount; 

expressing m eaning, negotiating m eaning, understanding m eaning. Thus, a com m unicative approach 

em braces the b e lie f that learners will learn the target language best through the process o f  using it to 

com m unicate their ow n m eanings.”  ̂ To this end, a com m unicative approach holds that a language 

should be presented and practised in relation to the uses it can be put.^^^ Thus, system atic attention is 

paid to the functional as well as structural aspects o f  language.” ’ This is achieved by linking 

linguistic form s to their com m unicative functions and contextualising the language by relating it to 

the social contexts w ithin which it is used. The aim  is to m ake learners conscious o f  the 

com m unicative value o f  what they are learning and to enable them  to see language learning as a 

m eans o f  m eeting com m unicative n e e d s . I n  this w ay, learners m ay be brought to aw areness that 

vocabulary and structures learnt can be used for expressing and receiving m eaning through the target 

language.^™ They are, therefore, enabled to see the im m ediate applicability  o f  their learning, to link 

classroom  learning w ith the real world.

CLT intertw ines the organisational (gram m atical, d iscourse) aspects o f  language w ith the pragm atic 

(functional, sociolinguistic, strategic) a s p e c t s . A  basic assum ption o f  the approach is that learners 

will be able to transfer skills and know ledge developed in the classroom  to appropriate use in the 

outside w o r l d . I t  involves a m ovem ent from  the teaching about the target language through the 

teaching o f  rules, definitions and patterns to enabling learners to com m unicate through the target 

language. The em phasis is not on how m uch gram m ar the learners know  but on w hat they can do with 

w hat they know.^**" Language items are selected on the basis o f  w hat the learner needs to know  to get 

things done. G enuine everyday language is em phasised. Language learning objectives are thus 

defined in term s o f  com m unicative behaviour to be achieved. The approach is organised according to

M. Halliday. Learning how to mean: explorations in the development o f  language. (London: Edward Arnold, 
1975).

R. Mitchell, ‘The communicative approach to language teaching: An introduction’ in Teaching Modern 
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the com m unicative functions that the learner or learners need to know  to achieve their com m unicative 

goals and gram m atical form s are learned to express these functions appropriately/**^

3.7 Developing communicative competence

A com m unicative approach aim s to m ake com m unicative com petence the goal o f  language 

t e a c h i n g . I n  a bid to find how  best to teach com m unication, com m unicative com petence (CC) has 

been defined and redefmed.^*^ A s discussed in C hapter 2, com m unicative com petence involves having 

both linguistic and pragm atic know ledge. This means that the em phasis for the learner is m ore on 

‘being  able to do ’ in the target language rather than on ju st ‘know ing abou t’ the target language. 

Socio-linguistic  com petence is a crucial com ponent o f  com m unicative com petence and involves 

know ing about the appropriateness o f  form and the appropriateness o f  meaning.^***’ Learners w ill not 

develop this know ledge w ithout practice o f  using the target language in context. The em phasis for the 

teacher is on m aking form subservient to m eaning and prioritising  approaches to teaching and 

learning that enable the learner to develop the confidence and ability to com m unicate through the 

target language.’**’ To this end m otivating, supportive contexts for the production o f  the target 

language m ust be created to engage learners in the pragm atic, authentic, functional use o f  language 

for m eaningful purposes.’***

B rum fit argues that in com m unicative language teaching the classroom  m ethodology m ay be 

considered part o f  the content. It is through w hat the learners are being asked to do w ith the target 

language that they are exposed to a m odel o f  the possible uses o f  the language.^**^ Therefore, a 

com m unicative approach hinges on tasks and activities that provide learners w ith a com m unicative 

challenge. D irect rather than delayed practice o f  com m unicative acts is essential to the approach.^’® 

Through appropriate, m eaningful activities, learners are m otivated and scaffolded into 

com m unication. The object is to enable them  to relate language to the social m eanings it carries and

’**’ Michael Canale and Merrill Swain, ‘Theoretical Bases of Communicative Approaches to Second Language 
Teaching and Testing’ in Applied Llingiiistics, Vol. 7, (No. 1, Spring 1980): I,
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to see It as a vehicle for social i n t e r a c t i o n . T h u s ,  classroom language learning is linked with 

language use outside the classroom. This, as vv'ill be further discussed in Chapter 4, helps to sustain 

learners’ intrinsic motivation as they see the relevance o f  their work in the language class.

A com m unicative approach holds that form is best learnt when learners’ attention is on meaning. 

As argued in Chapter 2 the sub-conscious element o f  language acquisition demands that learners’ 

attention be focussed not on the language itself but on the com m unication o f  m e a n i n g s .P a r t i c i p a n t s  

are trying to get something done and language is a by-product o f  this. The purpose is to extend the 

num ber o f  situations in which the learner can communicate his/her m essage without being hindered 

by the need to focus on form.^^"* Learners are forced to stretch their linguistic abilities to meet the 

challenge. W here they do not meet the challenge then teaching can be given. This helps learners can 

thus see the connection between what they are learning and its com m unicative p o t e n t i a l . R e a l i s m  

and relevance sustain learners’ motivation and make the activity more appropriate to their probable 

and present communicative needs. '̂^*’

The aim is to enable individuals to create and construct utterances, both written and spoken, which 

have the desired purpose and social v a l u e . S i n c e  the capacity o f  learners to perform creatively must 

be developed; there should not be a limitation o f  creativity by prior specification o f  message and 

form.^’** Therefore, it is important that learners gain an understanding and mastery o f  the social 

significance o f  language forms. To do this they must, as argued in Chapter 2, be enabled to process 

the whole situation between themselves and their interlocutors. They need to realise the importance o f  

choosing their language based on an evaluation o f  their interlocutor’s linguistic and communicative 

competence as well as their situational and social knowledge. Thus, they need to be exposed to 

situations where they must communicate their m eaning as efficiently and economically  as possible.
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T aking L o n g ’s Interaction H ypothesis, as discussed in C hapter 2, into account, a com m unicative 

approach holds that learners should be enabled to develop skills to jud g e  the success o f  the 

com m unication  according to feedback received. They should also be enabled to rem edy any failure in 

com m unication  through a different choice o f  language. This can only be achieved by practice o f  using 

language for com m unicative purposes, to convey and receive m essages. In real com m unication 

situations, the speaker, in response to som e external stim ulus or while initiating com m unication, 

creates a m essage and the receiver o f  the m essage is able to understand m essages that could not have 

been pred icted  in advance. The learners m ust develop the ability  to carry out this process under 

pressure to com m unicate o n e’s m essage in real tim e and the need to focus on content rather than 

form.'*®*' The use o f  the target language for classroom  m anagem ent and com m unication  is an essential 

to achieving this aim. The classroom  is a social context in its ow n right w here learners and teachers 

are in real social relationships with one another. It could be claim ed that classroom  discourse is the 

only real com m unication  that takes place in the classroom  setting.'*”’ As far as possible the teacher 

should address the learners in the target language. The context w ill help learners to understand the 

teach er’s m eaning. Sim ilarly, learners should be encouraged to use the target language w hen speaking 

to one another and to the teacher. Early in the learning process learners should be provided w ith the 

vocabulary and phrases necessary to enable them to com m unicate effectively w ithin the classroom  

s i t u a t i o n . O n c e  they have been m astered they can be used creatively, transferred  to other contexts 

from  the ones in which they w ere a c q u i r e d . I n  the com m unicative classroom , students ultim ately 

have to use the language, productively and receptively, in unrehearsed contexts. M uch m ore 

spontaneous use o f  the tl is encouraged in C LT than was traditionally  practised. Thus, classroom  tasks 

m ust furnish learners w ith the skills necessary for com m unication in unrehearsed contexts outside the 

classroom .

W iddow son argues that the purpose o f CLT is to enable learners ‘to develop the ability  to cope with 

naturally occurring language in contex t’."*”  ̂ It follows, he argues, that the content be draw n from 

natural, authentic contexts w ith a devolvem ent o f  responsibility to learners w orking collaboratively. 

W iddow son holds that language classroom  activities have to satisfy tw o crucial pedagogic
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conditions."'”̂ ’ First, the problem  that is set has to engage learners in w hat they perceive to be 

purposeful activity, hi o ther w ords the problem  has to be appropriate to their reality. Secondly, it has 

to activate their learning, to use learners’ prior know ledge and experience as ‘a sem antic resource for 

m aking m ean ing’."*®’ W ith practice, and given enough opportunities to use know n language in 

different contexts, learners develop skills for m anipulating  language for effective com m unication. 

Recycling is an im portant part o f  a com m unicative approach. This m eans that language functions 

reoccur throughout a language course. On their first occurrence they are realised w ith sim ple 

linguistic m eans. As the learners progresses the linguistic m eans by w hich they are carried out 

becom e increasingly m ore complex.'*”**

The advantage o f  com m unicative language teaching over o ther approaches is that the learner is able to 

com m unicate in the target language at w hatever level he/she stopped learning. To this end classroom  

activities should provide a m axim um  o f  opportunities for learners to use the tl m eaningfully  allow ing 

them  to focus on com m unicating their m eanings or m essages and the task they are com pleting rather 

than on the correctness o f  the language or language form .‘*°'̂  They should feel com fortable taking risks 

w ith language and not be inhibited by the fear o f  m aking m istakes or errors.'*'” As argued in C hapter 

2, it is accepted that m aking errors w hile trying to use language creatively and unpredictably is a 

norm al part o f  language learning. In the com m unicative language class learners’ errors will be 

tolerated as they try to com m unicate. C onstant correction is deem ed unnecessary and even 

counterproductive."*" F luency and accuracy are seen as com plem entary principles underlying 

com m unicative techniques. At tim es fluency may have to take on m ore im portance than accuracy in 

order to keep learners m eaningfully engaged in language use. On other occasions the learner w ill be 

required to focus on accuracy. A uthentic, m eaningful in teraction is to the fore in C LT in an attem pt to 

build fluency."*'^ F luency is encouraged in tandem  w ith clear, unam biguous, direct com m unication. 

Enabling learners to com m unicate successfully from  the outset, in w ays o f  their ow n choosing, helps 

to sustain their confidence and m otivation. If  learners can m ake im m ediate and practical use o f  w hat 

is learned, i f  the m eaning can be integrated into real life contexts, then the learners w ill be m ore 

intrinsically m otivated to learn."*’̂  They realise that they can, from  the beginning o f  the language
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course, do som ething that they recognise as part o f  their ultim ate objective.'*'"' This, as w ill be further 

d iscussed  in C hapter 4, will help to support and sustain learners’ intrinsic m otivation to learn the 

target language.

H ow ever, w hile com m unication o f  m eaning is central to a com m unicative approach this does not 

m ean that gram m ar is unim portant. As posited  in C hapter 2, C anale and Sw ain did not suggest that 

g ram m ar w as unim portant but sought to locate gram m atical com petence w ithin a broader definition o f  

com m unicative competence.""^ Sim ilarly, the findings o f  Savignon did not suggest that gram m ar be 

abandoned but that structure drills be replaced by m eaning-focused classroom  activity  to increase 

com m unicative ability w ith no loss o f  gram m atical accuracy."'* Indeed, as discussed in Chapter 2, 

analytic focus and experiential focus are com plem entary  and may provide essential support for one 

another in second language teaching and learning. Involvem ent in com m unicative events necessarily 

requires attention to form  as effective com m unication  in the target language cannot take place in the 

absence o f  structure. For the developm ent o f  com m unicative com petence, as argued in Chapter 2, 

research findings support the integration o f  form -focused and m eaning-focused activity."*'^ Learners 

focus best on gram m ar when they can see how  it relates better com m unication  in the target 

language."*'**

3.8 Planning to use a communicative approach

It is generally  accepted that there is a strong and a w eak version o f  com m unicative language 

t e a c h i n g . T h e  strong version holds that class tim e should be spent on activities that require learners 

to do in class w hat they have to do outside. T im e is not given to language drills or controlled practice. 

This version corresponds closely with a task-based  instruction approach w hich is described later. The 

weak version recom m ends that learners be provided w ith opportunities for using their language for 

com m unicative purposes through activities that are integrated into the w ider teaching program m e. 

Learners are generally  led through pre-com m unicative or controlled language practice before m oving 

on to com m unicative activities. The w eak version has gained sway.'*"® N unan believes that this w eak
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version has so successfully  synthesised traditional and com m unicative principles that it is debatable 

w hether it is still useful to use the term  ‘com m unicative’ to describe this approach.'*"'

N onetheless, the w ide acceptance o f a com m unicative approach could be attributed to the fact that it 

can be interpreted and applied in m any different ways so practitioners can use it in w ays best suited to 

their circumstances.'*"" Indeed, N unan claim s that there is a cluster o f  approaches that characterise 

language learning as the developm ent o f  com m unicative skills."*"^ Y alden, for exam ple, lists five 

different varieties o f  com m unicative language teaching:'*"'*

• A functional syllabus starts with needs analysis from  w hich a description o f  desired outcom es 

o f  instruction is prepared. These are listed in term s o f  language functions; general and specific 

notions; rhetorical skills and linguistic forms. The teacher then uses appropriate 

com m unicative m ethodologies to m eet the learning goals.

• A negotiated syllabus is a variant o f  the functional syllabus. The teacher takes the role o f  a 

resource and the content o f  the syllabus is negotiated betw een the learners and the teacher. 

This is the approach that underlies self-directed or autonom ous learning.

• A natural syllabus is based on second language acquisition theory. A cquisition activities are 

provided in class. These activities are based on providing com prehensible input and are 

arranged to reflect the projected stages o f  second language acquisition.

• A subject-m atter syllabus w here a subject m atter is taught through the target language is 

know n in C anada as im m ersion teaching and in Europe as CLIL  (C ontent and Language 

Integrated Learning).

• A task-based syllabus holds, as its central thesis, that structure is best learned w hen the 

learners’ attention is focussed on m eaning. The ch ie f focus is on the perform ance o f  tasks 

rather than on the language needed to perform  them.

As posited in section 3.7, com m unicative language teaching aim s to m ake com m unicative 

com petence the goal o f  language teaching by acknow ledging the interdependence o f  language and 

com m unication. H ow  the com m unicative approach is applied w ill depend on how  the tenets are 

interpreted, the needs o f  the learners and the teaching/learning context. C om m unicative language 

teaching is learner-centred so its application will, by necessity, differ in each teaching context. Berns 

stresses that the selection o f  an approach appropriate to the attainm ent o f  com m unicative com petence
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requires different styles o f  learning and thus the developm ent o f  m aterials best suited to the particular 

learning context."’"̂  A s Brow n argues, the language teaching profession is at the point o f  m aturity 

w here it recognises that the com plexity  o f  language learners, in m ultiple w orldw ide contexts, 

dem ands an eclectic blend o f  tasks tailored to the needs and expectations o f  a particular group o f  

learners in a particu lar place, studying for particular purposes in a given am ount o f  tim e /'*

R ichterich identifies three d im ensions to a language learner’s learning;

• as a com m unicating individual (developm ent o f  his/her com m unicative com petence)

• as a learner (developm ent o f  his/her own learning strategies; learning how  to learn a

language)

• as a person (developm ent and affirm ation o f  personality)'’" .̂

Thus, he argues, a language course should consider how best to develop the learners’ com m unicative 

com petence, their autonom y as learners, and the affective dim ension o f  their personalities.'*”*̂ These 

dim ensions offer a sum m ary o f  the behavioural and cognitive objectives o f  the Junior and Leaving 

C ertificate syllabuses as will be seen in Chapter 5.

C LT places the learners firm ly at the centre o f  the language learning p r o c e s s . T o  identify the 

learning objectives for a group o f  learners, the probable situations in w hich they w ill use the target 

language will first have to be defined. This will help to specify the roles the learners w ill have to play, 

the settings in w hich the roles w ill be played and the topics with w hich they will have to deal.‘*̂ ° Trim  

believes that identifying learner needs w ill cover the way in w hich the learner w ill need to use the 

target language but also social and personal developm ent needs, such as, the im provem ent o f  study 

skills and the fostering o f  learner i n d e p e n d e n c e . H e  proposes that planning take account o f  

individual learners’ needs but also the requirem ents o f  the social groups to w hich the learners belong: 

fellow  learners, the school, the fam ily, and so on. The relevant characteristics o f  all parties to the 

learning process have to be established and their effect on the learners assessed. These factors should
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be continuously  m onitored and the program m e flexible enough to respond to the changes in learners, 

their teachers, and the circum stances under w hich they are w o r k in g .R ic h te r i c h  supports this view  

stating that learner needs m ust be identified so they can be involved in decisions on the language 

teaching and language learning p r o c e s s . T o  ensure that the learners’ needs are m et the objectives o f  

the course m ust be negotiated with the learners. They m ust be seen to be clear, w orthw hile and 

attainable. This, as will be argued in C hapter 4, supports the fostering o f  learner autonom y and a 

co llaborative approach to the language learning process. W hen learners are asked to practise that 

w hich they recognise as leading to their learning goals then it m akes m ore sense to them  than when 

they are required  to engage in activities w hich they m ust accept on the teacher’s authority  as leading 

to their desired  objective.'*^'’ O bjectives w ill give m eaningful direction to  the selection o f  learning 

experiences m ost likely to m eet the desired outcom e. H ow ever they m ust be seen as guidelines and 

not as straight jackets."*^^ They should be adapted and m odified as the course progresses to m eet 

learners’ changing needs and to allow for individual needs.

Piepho proposes the follow ing general objectives applicable to any teaching situation in a 

com m unicative approach:

• an integrative and content level (language as a m eans o f  expression);

• a linguistic and instrum ental level (language as a sem iotic system  and an object o f

learning);

• an affective level o f  interpersonal relationships and conduct (language as a m eans o f  

expressing values and judgem ents about onese lf and others);

• a level o f  individual learning needs (rem edial learning based on error analysis);

• a general educational level o f  extra-linguistic  goals (language learning w ithin the school

curriculum).'*^^

He argues that since the approach assum es that language teaching will reflect the needs o f  the learners 

then objectives cannot be m ade any m ore specific than this. The needs may be in the dom ain o f  any o f  

the four skills each o f  w hich can be approached from  a com m unicative perspective.
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Breen and Candlin propose that since all learners have special purposes for learning a language then 

their interests, m otivations and expectations o f  the language learning experience m ust be taken into 

a c c o u n t . S i n c e  there will be m any different expectations and since learner expectations will change 

over tim e a heterogeneity  o f  learner expectations needs to be accom m odated. H ow ever, they argue, 

expectations can be educated.”*̂  ̂ Thus, learners need to express their expectations before exploring 

them  and the sources from  w hich they have derived. They m ust know  the learning goals, as they will 

not learn unless they know  w hat they are trying to achieve. Thus, there m ust be a process o f  

negotiation betw een learner goals and expectations, the goals o f  the syllabus, and the m eans by w hich 

they are brought together.'*^^ This, as w ill be seen in C hapter 4, w ill increase learner autonom y in 

their use and learning o f  the target language.

3.9 Communicative tasks and activities

A com m unicative approach seeks to prom ote the natural learnm g process by engaging learners in 

tasks and activities that are transparently  related to their com m unicative o b j e c t i v e s . T h e  types o f  

activities and tasks will depend on the age, interests, needs, experiences, goals, and preferred  learning 

styles o f  the learners. A ny task or activity that develops learners’ ability and w illingness to use the 

target language appropriately and accurately for the purpose o f effective com m unication is 

accepted.'*^' The aim  is to engage learners in m eaningful activities such as problem  solving, 

discussions, and narratives to stretch and develop learners’ inter-language systems.'*''" D ifferentiation 

can be applied to learner contributions prior to and throughout the learning process, the choice o f  

activities offered, learners’ m eans o f  achieving goals, and the w ays learners choose to use their 

abilities.'*'*^

N unan holds that the content o f  com m unicative tasks and activities should focus on know ledge that is 

both cognitively and affectively significant for the learner.'^'* It needs to reflect and support the 

integration o f  language w ith the experience, interest and interpersonal concerns o f  the group.'*'*^ 

Sequencing is cyclic w ith learners acquiring related fram ew orks o f  know ledge and skills rather than
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separable b lock s o f  sequenced  structures or f u n c t i o n s . A t  the sam e tim e activ ities and tasks should  

en ab le learners to see  that learning the target language is not on ly learning to com m unicate but is also  

itse lf  a m ode o f  communication.'*'*^ T asks and activities should  a llow  the learner to see h ow  their 

learning relates to real world use o f  the target language. The focu s is firm ly on learning the target 

language through com m unication and for com m unication  and to this end there should be an 

inform ation gap to be filled  through the task or activity.'*^** An inform ation gap m eans that at least one 

party in a com m unicative situation does not have a p iece o f  inform ation that he/she requires. It thus 

reflects real life  com m unicative situations and can m otivate learners to use the target language as a 

m eans o f  communication.'*'*'^ The activity should, as far as p ossib le, a llow  for freedom  for the speaker 

or writer in terms o f  the language used and the m eanings expressed.'*^*’ This authentic use o f  language  

motiv ates the speaker or writer to find the language that best expresses his/her m eaning and ensures 

the production o f  a good deal o f  unpredictable language for the receiver."*^' It m otivates the receiver to 

g ive  the text or utterance attention since he/she cannot fully  predict what the content w ill be. Learners 

m ay be further m otivated to im prove their language in order to m ore fully express their op in ions and 

to belter understand the ideas and opinions o f  their classmates.'*^^ Thus, learner response is authentic 

sin ce it has its roots in his/her personality and d evelops out o f  the interaction betw een  participants in a 

m eaningfu l socia l context.“*̂  ̂ The com petence that is developed  through these interactions can be 

d ep loyed  later in other com m unicative situations. O f course, there must a lso be a variety o f  contexts  

in order to prepare the learners for the array o f  fram ew orks in w hich  item s m ight reoccur.'*^'*

Learners’ language needs should be m et through tasks and activ ities but these should also appeal to 

learners’ interests, their need for inform ation and their imagination."*^^ The aim  should be to 

personally interest, in volve and challenge the learner. In order to a llow  for d ifferen ces in personal 

interest learners should be involved  in the ch oosin g  o f  activ ities and tasks."*^  ̂ T his, as seen  in Chapter

4 , w ill enable learners to becom e m ore in volved  in the learning process and to learn to take m ore

'*'** H.G. Widdowson. Defining Issues in English Language Teaching. (Oxford: Oxford University Press, 2003).
Michael P. Breen and Christopher N. Candlin, ‘The Essentials o f  a Communicative Curriculum in Language 

Teaching’, ^ /7/ 7/iW Linguistics, Vol.I, (No. 2, Summer 1980): 103.
'*''* N. Pachler. ‘Re-examining communicative language teaching’ in Issues in Modem foreign language teaching 
Ed. K. Field (London; Routledge, 2000), 26-41; 22-37.

R. Mitchell. ‘The communicative approach to language teaching: An introduction’ in Teaching modern 
languages. Ed. A. Swarbrick (London: Routledge/The Open University, 1994).
^^°Ibid.

G. Jacobs and T. Farrell. ‘Understanding and implementing the communicative language paradigm’, RELC 
Journal, 34, (2003): 5-30.
^^^Ibid.

William Littlewood. Teaching Oral Communication: A Methodological Framework. (Cambridge, Ma.: 
Blackwell, 1992), 102.

Rivers, Wilga. ‘Opening Doors and Windows through Interactive Language Teaching’ in Babel 23 (1, 1988):
1 0 .

S. Savignon. ‘Communicative language teaching: Strategies and goals’ in Handbook o f  research in second 
language teaching and learning. Ed. E. Hinkel (Mahwah, NJ: Lawrence Erlbaun Associates, 2005), 635-651.
‘*̂  ̂D. Nunan. Task-based language teaching. (Cambridge, UK: Cambridge University Press, 2004).
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responsibility  for their learning w ith advantageous m otivational affects. The content o f  the tasks and 

activities should build on and extend learner experiences and interests.”*̂  ̂ In this w ay learning the 

target language can be seen by learners to be m eaningful, connected to the real w orld, and a m eans o f 

learning m ore about topics o f  interest to them . To ensure that classroom  com m unication reflects real 

life com m unication it is essential that learners be given choice in w hat they com m unicate and how 

they com m unicate it. C hoice and an inform ation gap will allow  tasks and activities to be m ore 

realistic, m eaningful, and intrinsically m otivating. They will support learners to experim ent w ith the 

target language, to choose language that they think appropriate to a situation and to see the 

consequences o f  their c h o i c e s . I n  order to enable learners to have choice in how  to express their 

m eaning they should be sufficiently  exposed to a variety o f  linguistic f o r m s . T h u s ,  they m ay com e 

to know that m any different linguistic form s can be used to perform  a function and that often a single 

form  can serve a variety o f  functions. Through practice and interactive use o f  the target language they 

will learn to choose the form  m ost appropriate to the social context, the situation, their roles and the 

roles o f  their interlocutors.

A com m unicative approach centres on a learner centred, involved learning approach w hich engages 

learners in m eaningful tasks and activities. The types o f  activity and tasks used will depend on learner 

interests and needs but all aim  to develop learners’ com m unicative com petence. T raditionally , tasks 

are generally divided into activities that prepare learners for com m unication, activities that focus 

learners’ attention on com m unicating through the target language, and activities that build on w hat 

has been learnt through the previous activities or that w ork on gaps in learning d iagnosed through 

previous activity. The stages o f  this three part fram ew ork phases are pre-com m unicative activities, 

com m unicative activities, and post-com m unicative activities.'’*” These phases are d iscussed below:

Pre-com m unicative activities aim  to enable learners to gain linguistic ability. They are usually teacher 

directed. The em phasis is on accuracy in order to help learners to produce language form s correctly  as 

a preparation for m ore com m unicative activities."**' D iscrete item s may be isolated for practice but 

alw ays ensuring the learners understand how  they are to be used for com m unicative purposes. This

H.G. Widdowson, ‘The deep structure of discourse and the use of translation’ in The Communicative 
Approach to Language Teaching. Eds. C.J. Brumfit, and K. Johnson (Oxford: Oxford University Press, 1979. 
2"‘'edition, 1981), 71.

J. Lee and B. Van Patten. Making communicative language teaching happen. 2"“' edition. (New York: 
McGraw-Hill, 2003).

Diane Larsen-Freeman, Techniques and Principles in Language Teaching, 128.
460 j  Littlewood, Communicative Language Teaching: An Introduction, (Cambridge: Cambridge Universtiy 
Press, 1981), 89.

W.T. Littlewood, Communicative Language Teaching: An Introduction, (Cambridge: Cambridge Universtiy 
Press, 1981), 89.
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phase may be seen as the presentation and practice stage. Littlewood^*" subdivides pre-com m unicative 

activities into structural activities and quasi-com m unicative activities. S tructural activities focus on 

learning, revising or consolidating the structures and linguistic item s learners need to successfully 

com m unicate their message. Q uasi-com m unicative activities offer opportun ities to practise language 

learnt or revised in a way that prepares them  for m ore spontaneous com m unication. Thus, pre- 

com m unicative activities scaffold learners into com m unicative activ ities through preparation and 

practice for com m unication. Widdowson'**’̂  highlights that learners’ ability  to do this depends on their 

having learnt the m eaning and com m unication potential o f  the code/item s and that therefore this m ust 

be developed through the presentation and practice stages o f  the pre-com m unicative activities. I f  

presentation and practice stages o f  pre-com m unicative activities fail to engage learners then the 

production stage can often be reduced to an extension o f  the practice stage.

C om m unicative activities are learner centred. They are based on the prem ise that target language use 

is positively reinforced if  learners see how they can successfully use it to give and receive 

m e s s a g e s .L e a r n e r s  are given opportunities to use language for com m unicative purposes. The 

conccrn is w ith process rather than product with an em phasis on com m unication o f  m eaning rather 

than form.'**^ According to Morrow,''** activities and tasks that are truly com m unicative m ust have 

three elem ents: an inform ation gap, choice and feedback. An inform ation gap occurs w here one 

person in the exchange knows som ething that the other does not. It m ay also occur w here a task has to 

be com pleted in order to find inform ation needed. Choice is an integral part o f  real com m unication as 

speaker or w riter decides what he/she w ill say and how he/she w ill express it. C om m unicative 

activities allow  learners this freedom. Face to face and telephone interactions depend on feedback so 

that it can be know n and made know n w hether the m essage has been successfully  com m unicated. In 

com m unicative activities others in the exchange will provide feedback through their responses and 

reactions. This, as discussed in C hapter 2, will enable the learner to evaluate h is/her success in 

com m unicating through the target language.

Littlew ood distinguishes betw een functional com m unication activities and social interaction 

activities."**^ Functional com m unication activities, he argues, have a w ell-defined com m unicative

''*■ W .T. L ittlew ood, C om m unicative L anguage Teaching: An In troduction , (C am bridge: C am bridge U niverstiy  
Press, 1981).
‘**̂  H .G. W iddow son. D efin ing Issues in E nglish  L anguage Teaching. (O xford: O U P, 2003), 119.
"**"' N. Pachlcr and K. Field. Learning to Teach M odern Foreign languages in the Secondary  schooL A 
com panion to schoo l experience. 2" Edition. (L ondon: R outledge Falm er, 2001), 45.
‘**̂  M ichael P B reen and C hristopher N. C andlin , ‘The Essentials o f  a C om m unicative  C urricu lum  in L anguage 
Tcach 'm g ', A p p lied  Linguistics, Vol. I, (No. 2, Sum m er 1980): 103.
'*** K.. M orrow , in K. Johnson and K. M orrow , Eds. C om m unication in the C lassroom , (H arlow : Longm an, 
1981).

W .T. L ittlew ood, C om m unicative Language Teaching: An In troduction , (C am bridge: C am bridge U niverstiy  
Press, 1981), 21.
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purpose. Learners m ust exchange inform ation or solve a problem  w ith w hatever language they have at 

their disposal, h i this way these activities sim ulate real life situations. Success is m easured by how 

learners are able to cope with the com m unicative dem ands o f  the situation. Feedback is inbuilt as 

learners assess the adequacy o f their perform ance by m easuring their success or failure to 

com m unicate their m eanings. Social interaction activities approxim ate m ore closely to the type o f 

interaction found outside the classroom. Language is being used for functional pu iposes but also as a 

form  o f  social behaviour. Success will be m easured in term s o f  the social acceptability  o f  the language 

produced as well as its functional effectiveness. The social acceptability  w ill depend on the criteria 

used for m easurem ent. For a beginner a satisfactory level o f  gram m atical accuracy m ay apply. For a 

m ore advanced learner it may be the production o f  language that is situationally  and socially 

appropriate as w ell as gram m atical accuracy.

Post-com m unicative activities involve advice and correction. The teacher addresses m istakes noted 

during the com m unication activities. Post-com m unicative activities may also build on the know ledge 

and experiences gained in com m unicative activities.

The com m unicative classroom  aim s to enable learners to use the target language receptively and 

productively in unrehearsed c o n t e x t s . T o  this end, L ittlew ood advises that tasks and activities 

should strike a balance betw een usage and use, betw een form al practice o f  structures and their use in 

contexts requiring interpretation and expression o f  meaning."^’ W hile pre-com m unicative activities 

enable learners to practise language before dealing with use, com m unicative activities provide w hole 

task practice w ith integration o f the four skills. It is desirable that learners see the value o f  one as a 

preparation for the other. Language practice usually com es before com m unication but som etim es an 

activity is started and, as it progresses learners and teachers realise w hat language is needed thus 

m oving from  a com m unicative activity to a practice activity. L ittlew ood suggests that activities 

should be seen as a sort o f  continuum : som e closer to a pre-com m unicative end and others to a 

com m unicative end."*™

M ore recent w ritings on CLT focus on the task as essential to the developm ent o f  com m unicative 

competence.'*’ ' The task is put at the centre o f  the m ethodological focus w ith the learning process 

being seen as a set o f  com m unicative tasks that are directly linked to the curricular aim s and 

objectives. Skehan describes a task as being an activity, w hich has relationship to real-w orld

S. Savignon. ‘Com municative language teaching: Strategies and goals’ in Handbook o f  research in second  
language teaching and learning. Ed. E. Hinkel (Mahwah, NJ: Lawrence Erlbaun Associates, 2005), 635-651.

W.T. Littlewood, Communicative Language Teaching: An Introduction, (Cambridge: Cambridge Universtiy 
Press, 1981), 89.
™  Ibid.

See Willis and Willis, 2007; Nunan, 2004; Skehan, 2003; Bygate, Skehan and Swain, 2001; Willis, 1996.
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activities, in w hich m eaning is to the fore, w here there is a problem  to solve and an objective that can 

be assessed as an outcom e o f  the task being achieved.'*’" A sim pler definition may be ‘a task is an 

activ ity  w hich requires learners to use language, w ith em phasis on m eaning, to obtain an ob jec tive’.”*̂ ^

T asks have well specified objectives and they specifically  contribute to com m unicative goals. A 

distinction is m ade betw een target tasks (uses o f  language or task learners m ust accom plish in the 

w orld  beyond the classroom ) and pedagogical tasks (tasks that occur in the classroom  and form  the 

hub o f  classroom  a c t i v i t y ) .B r o w n ”*’  ̂ argues that in som e cases task and technique m ay be 

synonym ous, for exam ple, a problem  solving task/technique or a role play task/technique w hile at 

other tim es a task m ay com prise several techniques, for exam ple brainstorm ing, follow ed by 

gram m atical explanation, follow ed by m atching task. Tasks enable learners to see the com m unicative 

potential o f  the sem antic encoding or grammar.'*’^

W illis and W illis argue that a task-based approach to teaching and learning puts the focus m ore firm ly 

on m eaning than traditional com m unicative a p p r o a c h e s . T h e y  argue that m ore traditional 

approaches, such as L ittlew ood’s pre-com m unicative, com m unicative, and post-com m unicative 

activities, put the focus on form before m eaning w ith teachers presenting the form s follow ed by 

learners practising them . A task-based approach, they hold, focuses on m eaning first and then on 

form .‘*™ Learners are encouraged to engage in m eaning with the language resources they already have. 

This m akes learners aw are o f  what they need to learn. Then, at som e stage during a m eaning-focused 

cycle, learners and teacher will focus on language as learners pause to consider how  better to express 

them selves.

N ot all are convinced about the m erits o f  a task-based approach, W iddow son, for exam ple, argues that 

the defining features o f  tasks are so hedged in their w ording as to allow  any interpretation that is 

convenient for the teacher."*^’ He argues that the criteria w hich define task-based teaching and learning 

are ‘in practice m ore honoured in the breach than the observance’.'***” This researcher has used the 

three part fram ew ork described above approach and a task based instruction approach w hich also has

P. Skehan. A cognitive approach to language learning. (Oxford: OUP, 1998), 95.
M. Bygate, P. Skehan and M. Swain Eds. R esearching p ed a g o g ic  tasks: Second language learning, teaching  

and testing  (London: Longman, 2001), 11. Cited in H. Douglas Brown. Teaching by Principles, An Interactive  
A pproach to Language P edagogy. Third Edition. (N ew  York: Pearson Longman, 2007), 50.
'*’“* D. Nunan. T ask-based language teaching. (Cambridge: Cambridge U niversity Press, 2004). J. W illis A 
framework for task-based learning. (Essex: Longman, 1996).

H. Douglas Brown. Teaching by  Principles, An In teractive A pproach to Language P edagogy. Third Edition. 
(N ew  York: Pearson Longman, 2007), 50.

H.G. W iddowson. D efining Issues in English Language Teaching. (Oxford: OUP, 2003), 125.
D. W illis and .1. W illis. D oing  Task-based Teaching. (Oxford: Oxford University Press, 2007), 4.
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a three part fram ew ork (pre-task, task cycle and language focus) and found both had their uses in 

prom oting a com m unicative approach, CLT is best understood as an approach than a method"***' and, 

as discussed above they may be seen to represent weak and strong versions o f  a com m unicative 

approach. The im portant focus is that the learner is at the centre o f  the approach. T herefore, how  CLT 

is im plem ented w ill depend on the teaching and learning context, the needs, interests and expectations 

o f  the learners. The teacher is a co-participant in the learning process. H e/She puts the necessary 

supports and structures in place to ensure that learners are provided w ith adequate exposure to the 

language as w ell as adequate confidence and m otivation  to  use it to com m unicate m e a n i n g s . I n  

som e activities he/she will take the role o f  instructor: presenting new  m aterial before enabling learners 

to practise and use the m aterial for com m unication. In others the teacher w ill act as an initiator; 

setting up the activity then w ithdraw ing to allow  learning to take place through the activity. In others 

he/she w ill act as co-com m unicator: stim ulating and presenting new m aterial w ithout taking the 

initiative aw ay from  the learners, w ithout becom ing  too dominant.'***'’

A com m unicative approach aims to give learners the confidence to use language spontaneously in 

real, unpredictable situations.'***'* To this end activities and tasks should be success oriented, guiding 

learners on w hat to look for, and having an outcom e that provides the learners w ith feedback on their 

performance.'***^ Tasks and activities should be seen by learners to be relevant and challenging, but 

also attainable. To ensure that them es, m aterials and activities are relevant, choice should be offered. 

This, as discussed above, allow s learners to share in the responsibility  for their learning and thus to 

develop greater autonom y.

Brow n argues that a focus on learners’ com prehension and production o f  the target language along 

w ith a focus on form al accuracy are com plem entary principles underlying a com m unicative 

approach."**** A ccuracy is judged  in context.'***’ A t tim es, for exam ple, i f  the purpose is to convey or 

com prehend m eanings, in order to keep learners’ attention on com m unication, fluency may be given 

m ore attention than accuracy. At other tim es, w here practice o f  language structures or item s is the 

focus and the purpose is to produce pre-determ ined linguistic structures then accuracy will take

J. Richards and T. Rodgers. A pproaches and m ethods in language teaching. edition. (Cambridge: 
Cambridge U niversity Press, 1994).
'***■ W.T. Littlewood. Com m unicative Language Teaching: An Introduction. (Cambridge: Cambridge University  
Press, 1981), 92,
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'***̂ Joe Shiels, C om m unication in the M odern Languages C lassroom , (Strasbourg: C ouncil o f  Europe, 1988), 21.
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Oxford University Press, 1983), 91-93.
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precedence over fluency.'’**** O f course an activity  m ay com bine both criteria in w hich case it w ill be 

m easured by both structural and com m unicative criteria. The teacher will o ffer appropriate feedback 

at an appropriate tim e on errors, perhaps, as d iscussed above, during the post-com m unicative or the 

language focus phase. In addition to this type o f  feedback learners will receive im m ediate feedback 

during their exchanges and com m unication through the target language speakers on w hether or not 

he/she has successfully  com m unicated.

L ittlew ood advises that it is im portant to m onitor the type o f  feedback given so that it supports the 

m ethodological purpose o f  the activity.'***  ̂ The nature o f  the feedback tells the learner w hat h is/her 

focus should be. In som e activities feedback m ay be intrinsic to the task. In others the reaction o f  

o n e ’s interlocutors gives feedback. In pre-com m unicative activities the feedback will need to relate to 

linguistic form . In com m unicative activities the focus will be on com m unicative feedback. An over

em phasis on structure here w ill encourage learners to shift their focus from  m eaning to form . Thus it 

m ay be advisable to w ithhold structural correction until after the activity. As posited  in C hapter 2, 

errors are an inevitable part o f  the process o f  second language developm ent. They are not detrim ental 

to progress in language a c q u is i t io n .P a r t ic u la r  errors belong to certain stages in a learner’s language 

developm ent and they drop aw ay as another stage is entered.'’’ ' Thus, errors should be seen as a 

natural part o f  the developm ent o f  com m unication  skills. This is an im portant tenet o f  a 

com m unicative approach to language teaching and learning.

3.10 The affective dimension in the communicative classroom

The interpersonal nature o f  com m unication m eans that it is perm eated by values, em otions and 

attitudes -  both socio-cultural and personal. T hese affects determ ine w hat w e choose to com m unicate 

about and how  we com m unicate. C om m unication cannot be affectively neutral. Learning to 

com m unicate m eans that the learners w ill com e to term s with the learning to the extent that their own 

affects are engaged.'*’" Therefore, affective involvem ent is the stim ulus behind m uch everyday 

com m unication and the m otivation for learning to com m unicate in the target language. The learners’ 

previous experience o f  com m unication will h ighlight it as a m eans by w hich hum an activity  and 

consciousness is shared and reflected on socially. Thus, the teacher should see the purpose o f

"***** H. D ouglas B row n. Teaching by  Principles. A n  In terac tive  A pproach  to L anguage P edagogy. T hird E dition  
(W hite P lains NY: Pearson E ducation  Inc., 2007), 46.
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language teaching to be ‘the developm ent o f  the learners’ com m unicative know ledge in the context o f  

personal and social developm ent’.'*'̂ ^

The developm ent o f  com m unicative skills can only take place i f  learners are provided w ith m otivating 

opportunities to relate w ith the people around them  through expressing their ow n m essages, identities 

and personalities. U sing the target language to com m unicate o n e’s ow n m eanings intrinsically 

m otivates learners as they can see the purpose o f  their language learning e f f o r t s .H o w e v e r ,  speaking 

and w riting w hat one feels in a new language can be difficult. In the early stages a sim plified version 

o f  the language is used and, therefore, it can be difficult to express oneself w ith adequate nuance and 

subtlety. Thus, one runs the risk o f  giving the w rong im pression o f  who one is or w ho one w ould like 

to be. This can be threatening and inhibiting and learners often seek to avoid it. I f  learners are to feel 

com fortable about expressing their identities through a foreign language then it is essential that the 

learning atm osphere give them a sense o f  security and value as an individual.

Enabling learners to express their individuality through the target language helps them  to integrate it 

w ith their personalities thus enabling them  to feel m ore secure with it. A supportive atm osphere 

should be established w hich allow s learners to express their feelings, ideas and opinions, even if 

unconventional, in the classroom . Learners should learn to listen to one another and tolerate one 

ano ther’s ideas. They should help one another to express them selves in the target language.'*^^ This 

can only happen i f  interpersonal relationships are accepting and not inhibiting. These types o f  

relations are essential to a com m unicative approach. H ow ever, an atm osphere that leads to the 

creation o f  good interpersonal relationships cannot be achieved through m ethodology alone.

Littlew ood suggests that engaging in com m unicative in teraction will provide opportunities for co

operative relationships to em erge betw een learners and betw een learners and their teacher.''^^ W hen 

w orking in interactive activities the teacher takes on the role o f  co-com m unicator. This places the 

teacher and learners on an equal basis and helps to break dow n tensions and barriers that m ight 

otherw ise exist. W hile engaging in com m unication activities learners’ errors are to be regarded as a 

norm al aspect o f  developing com m unication skills, they are not to be constantly  corrected. Teachers 

and learners m ust be w illing to take risks and laugh at them selves w hen things go wrong.**’^

M ichael P. B reen and Christopher N. Candlin, ‘T he E ssen tia ls o f  a C om m u n icative  C urriculum  in L anguage  
T ea ch in g ’, V o l 1 (2 , 1980): 91.

H. D ou glas B row n. T each ing  b y  P rin c ip les . An In te ra c tiv e  A p p ro a c h  to  L a n g u a g e  P ed a g o g y .  Third Edition  
(W hite  P lains N Y : Pearson Education Inc., 2 0 0 7 ), 46.

H .(j. K rum m , ‘E ffectin g  C hange in T eacher/Student Interaction’ in R e p o rt on C o u n c il o f  E u r o p e ’s W orkshop  
3, Ed. S. T ellan  (H ain eelin na , Finland).

W .T. L ittlew ood , C om m u n ica tive  L an gu age  T each ing: An In tro d u c tio n .  (C am bridge: C am bridge U n iversity  
Press, 1981).

W ilga R ivers, ‘O pening  D oors and W indow s through Interactive L anguage T ea ch in g ’ in B a b e l 23  (1 , 1988).

71



W orking in sm all groups opens possibilities o f  interaction not norm ally available in a w hole class 

approach. B rum fit recom m ends it as the m ost integrated and non-threatening m ode o f  classroom  

organisation.**’** It w ill increase com m itm ent to learning, increase aw areness o f  possible solutions to 

problem s, and reduce anxiety. It helps to sim ulate natural conversation conditions and reduces stress 

by allow ing learners to negotiate m eaning. Learners are m ore w illing  to take risks w ith their language; 

there is less fear, as one is not obliged to express oneself in front o f  the w hole class. Learner 

contributions are encouraged thus establishing a less dom inant role for the teacher and laying 

foundations for increased learner independence. Teacher talk is reduced and learner talking and 

listening tim es are increased and im proved in i n t e n s i t y . T h e  teacher takes the role o f  m onitor and 

facilitator and at tim es, co-com m unicator. H e/She may guide and stim ulate but should not take away 

learners’ responsibility  as equal participants in the interaction.

G roup-w ork allow s greater potential for the individualisation o f  instruction .”’”' Each group determ ines 

its own appropriate level because it is lim ited by its own capacities. The group w orks at a level 

determ ined by its own m em bers. Co-operative learning is facilitated thus fostering a m utual 

dependence am ong learners and an independence from the teacher.^®' A relaxed, supportive w orking 

environm ent is created in w hich learners collaborate rather than com pete. C om m unication skills are 

developed as learners involve in tw o-w ay tasks, sharing inform ation to com plete a task or solve a 

problem . Learners m obilise all linguistic resources and push their in ter-language to the lim it to convey 

their m eanings. In response to language input they engage in creative construction  actively creating 

language from  their existing language resources.

C om m unicative interaction encourages co-operative relationships betw een learners. Small groups 

provide greater opportunities for peer feedback and self-evaluation. Through back channelling, 

through the response o f  o ther learners’, there is reassurance that the m essage is getting through. 

W here the m essage is not being effectively com m unicated learners are forced to m odify their 

language, to search for alternative routes to convey their m eanings. L earners in sm all groups m ay 

encourage participants to negotiate m eaning, as they prom pt and help one another to successfully 

express their m essages.

C.J. Brumfit, Communicative M ethodology in Language Teaching: the roles o f  flu en cy  and accuracy, 
(Cambridge: Cambridge University Press, 1984), 75.

David Nunan, The Learner Centred Curriculum. (Cambridge: Cambridge University Press, 1988), 83.
Joe Shiels, Communication in the Modern Languages Classroom. (Strasbourg: Council o f  Europe, 1988). 
David Nunan, The Learner Centred Curriculum: A study in second language teaching  (Cambridge: 

Cambridge University Press, 1988), 83.
Richard Allwright, ‘Language learning through communication practice’ in The Communicative Approach to 

Language Teaching. Eds. C.J. Brumfit, and K. Johnson (Oxford: Oxford University Press, 1979. 2"‘* Edition, 
1981), 172.
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3.11 Authenticity in the communicative language class

A uthenticity  is one o f  the key concepts o f  com m unicative language teaching and learning. Every 

aspect o f  the course should be appropriate to the learners’ needs, expectations, and experience, and to 

the realities o f  com m unication w ithin the target language community.™^ A strong line o f  continuity  is 

needed betw een w hat goes on in the classroom  and the m odes o f  com m unication w ithin the target 

language com m unity. In authentic com m unication there is unpredictability  -  neither the speaker nor 

interlocutor can be absolutely sure w hat w ill be said or how. C hoice is an essential com ponent o f  

authentic com m unication. A ccording to the situation, the speaker chooses w hat to say and how  to say 

it. The socially  com petent speaker will decide w hat needs to be com m unicated  and then choose the 

m ode o f  expression that w ill best suit his/her com m unicative intent and the social situation. A ccording 

to the roles o f  the interlocutors the speakers w ill choose their m essage and their w ords. Each exchange 

will involve the interlocutors in further choices as they choose how  best to respond to the m eaning 

received. The exchange is propelled by an inform ation gap, inform ation w hich one com m unicator 

needs or w ants, and by hum an needs for interaction and bonding.

How ever, it m ust be borne in mind that the classroom  situation is a rich source o f  authentic 

com m unicative potential. Through the use o f  a com m unicative approach to language learning the 

classroom  can enable com m unication as learning, com m unication about learning and m eta

com m unication. The classroom  is a resource in itself and a m eeting point for all o ther resources -  the 

learners, the teacher, the texts, the tasks and activities. The heterogeneous characteristics o f  these 

resources necessitate classroom  negotiation and communication.^'*^ Thus, the in terdependent character 

o f  the com m unicative classroom  encourages and enables authentic com m unication based on the here 

and now o f  the participants.

Learners o f  a second language bring to the task world know ledge, discourse know ledge and linguistic 

know ledge. From  their first language, they have a know ledge and understanding o f  the structure o f  

discourse and, as experienced users o f  a language it is likely that they have a w ide range o f  potential 

discourse topics. To restrict these learners to dealing with the here and now  like infants learning their 

first language w ould be unnatural, as though they had regressed to an earlier stage o f  cognitive 

developm ent. The use o f  authentic texts can help learners to bring previous know ledge and

David Little, Sean Devitt and David Singleton. Authentic Texts in Foreign Language Teaching: Theory and  
Practice. (Dublin: Authentik, 1988).

Michael P Breen and Christopher N.Candlin, ‘The Essentials o f  a Com municative Curriculum in Language 
Teaching’ Applied Linguistics. Vo! 1, (No. 2, Summer 1980): 99.
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experiences as scaffolding to the learning p r o c e s s . A n  authentic text is one that w as created to fulfil 

som e social puipose in the language com m unity in w hich it w as produced.'®^

To increase intrinsic m otivation, the language classroom  should build  on the interests and experiences 

o f  the learners. Authentic texts, both w ritten and aural, in the target language can help to further 

learners’ know ledge in their area o f  interest. W hilst reading and/or listening to these texts the 

learners’ attention is focussed on content and m eaning rather than form , and they are thus m ore likely 

to prom ote acquisition. The learner should be encouraged to m ake an authentic response to authentic 

texts, responding to them  as com m unicative events and not ju s t as exam ples o f  the target language. 

There m ust be a variety o f  authentic texts to create as m any opportunities as possible for acquisition to 

take place. Since authentic texts have been produced for a com m unicative purpose they are usually 

m ore interesting and therefore m ore m otivating than texts created to show  the usage o f  a particular 

language item. They take the place o f  a com m unity o f  native speakers exposing learners to authentic 

language in context, thus facilitating ‘natu ralistic’ acquisition.

O f course, learners can also create their ow n authentic texts by w riting letters, e-m ails, and so on, to 

real ra ther than contrived readers. They can, for exam ple, w rite to new spapers and m agazines for 

inform ation, to letter pages, to internet chat room s, to pen pals, and so on. A uthentic texts prom ote 

acquisition by challenging learners to activate their relevant w orld know ledge, their relevant 

know ledge o f  discourse as well as their know ledge o f  the language system , thereby developing 

conditions for fostering further language d e v e l o p m e n t . T h e y  prom ote learner interest and 

m otivation  by enabling them to increase their know ledge and understanding o f  areas o f  interest and by 

show ing them that knowing another language can be useful and relevant to their lives.

A s discussed in section 3.10, the com m unicative language classroom  aim s to create an affective 

atm osphere that will em pow er learners to take risks w ith their use o f  the target language. In this 

accepting clim ate learners should be encouraged to express their opinions and feelings through the 

target language. On an affective level this affirm s learner identities, and values their culture and their 

interests. W hen opportunities for com m unication o f  o n e’s ow n personal m essages and m eanings are 

created then learners can see the purpose o f  their language learning; they can see the links betw een 

classroom  activities and the world outside. They can see the target language as being relevant to their 

lives.

David Little, Scan Devitt and David Singleton. A uthen tic  Texts in F oreign L anguage Teaching: Theory and  
P ractice , (Dublin: Authentik, 1988), 8.
^ ' '^ Ih id :  2 1 .

Ihid

74



D ifferentiation w ithin a com m unicative m ethodology dem ands and authenticates com m unication  in 

the classroom.^®* The different perspectives offered by different authentic m edia, the achievem ent o f  

shared objectives by different paths, the use o f  different learning strategies all provide the conditions 

for the prom otion o f  authentic com m unication am ong learners and teacher. D ifferentiation allow s the 

learner to becom e m ore involved in his/her learning and to becom e m ore involved in genuine 

com m unication as a m eans o f  achieving learning goals. Enabling learners to w ork w ith different 

authentic texts allow s for different interpretations and differences in how  learners w ill negotiate with 

texts. Thus, the search for authenticity and the need for d ifferentiation are complimentary.^®^

3.12 The role of the teacher in the communicative language class

The com m unicative language teacher is a facilitator o f  learning and  o f  the com m unication process. 

H e/She facilitates the com m unication process betw een all participants and betw een the participants 

and the activities and texts. He/she is a needs analyst w ho determ ines and responds to learners’ 

language needs. The teacher is an organiser o f  resources as well as a resource him /herself. H e/She 

observes and m onitors, offering feedback on learners’ attem pts at com m unication , as w ell as being a 

co-com m unicator and co-participant in the com m unication process.^'®

The com m unicative teacher strives continuously to im prove and learn. Thus, he/she m ust be open, 

w illing to take risks, and flexible. T eachers’ own learning m ust be geared tow ards the principle o f  

autonom ous learning. The teacher m ust be w illing and capable o f  com m unicating  in the target 

language. The teacher m ust, therefore, develop the confidence to use the target language in class to 

take risks and to tolerate his/her own m istakes. Through his/her exam ple the teacher w ill show 

learners that the em phasis is firmly on com m unication, and as far as possib le all classroom  

m anagem ent should be through the target language. Like his/her learners the com m unicative language 

teacher should avail o f  all opportunities to im prove his/her proficiency in the target language.^"

One o f  the teacher’s main responsibilities is to establish situations likely to prom ote 

com m unication.^'" The teacher must put the necessary supports and structures in place to provide 

learners with adequate exposure to the target language and adequate m otivation to use it as a m eans o f  

com m unication.^'^ It is im portant that the teacher helps to create a secure classroom  environm ent to

Michael P Breen and Christopher N.Candlin, ‘The Essentials of a Communicative Curriculum in Language 
, Applied Linguistics, Vol. 1, (No. 2, Summer 1980): 97.

Joe Shiels, Communication in the Modern Languages Classroom. (Strasbourg: Council o f Europe, 1988). 
Ibid: 2-4.
Diane Larsen-Freeman, Techniques and Principles in Language Teaching, (Oxford: Oxford University Press, 

2000), 127.
W.T. Littlewood, Communicative Language Teaching: An introduction. (Cambridge: Cambridge University 

Press, 1981), 92.
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help learners to accept the frustrations o f  not being able to com m unicate initially in the target 

language in the w ays they m ight wish.^’‘* The teacher’s role, w hile learners engage in com m unicative 

activities, is as a guide, a helper and a m onitor, and to discourage learners from  using the m other 

tongue. Learners should not feel threatened by a negatively d isposed audience, they should sense that 

their individuality  and social identity is respected and accepted. The teacher should support the 

learners in expressing their ow n ideas and tolerate them.

The teacher is a m anager o f  classroom  activities and a negotia tor who involves learners in the 

planning and execution o f  tasks and m aterials. W hen learners m ake a choice in activities they are 

indirectly expressing their ow n i d e n t i t i e s .T h e  teacher should ensure that the choices available suit 

the capability  o f  the learners and the nature o f  the activity. I f  learners indicate a need for guidance 

then the teacher m ust endeavour to show  them  w hat they need to do to achieve a task. '̂** H e/She 

should develop the habit o f  searching for ideas to develop their ow n resource kits or bundles o f  

activities in order to have variety o f  task and level to best m eet the needs o f  their learners.^'^ 

A lternatives presented to the learners m ust be o f  sorts fam iliar to them . W here learners are unused to 

taking responsibility  then the teacher should ask learners to m ake sm all choices w ithin an otherw ise 

controlled fram ew ork. Learner confidence to w ork independently  should be nurtured by gradually 

increasing the level o f  choices they have to make.^'** L earners should be encouraged to becom e 

actively involved, to progress tow ards independence and m anagem ent o f  their ow n learning, and to be 

collaborative and co-operative in the classroom .

If  learners are to be led to help, support and encourage one another then the teacher’s attitude should 

signal to them  that everyone’s contribution is im portant. This w ill depend on the teacher’s conduct but 

also on the types o f  activities in w hich learners are involved. Pair w ork and group w ork activities give 

learners opportunities for interaction and co-operation. They enable learners to get to know  one 

another as individuals, to w ork w ith their ow n preferred style o f  interaction, to share w ith and to help 

one another. Thus, a supportive classroom  environm ent is created  in w hich learners can feel accepted 

and therefore em pow ered to take risks w ith the target language w ithout fear o f  ridicule or censure.

The com m unicative language teacher needs to actively share responsibility  for the teaching and 

learning o f  learners.^ '’ This can provide the basis for jo in t negotiation, w ith the teacher as a co-

W iiliain Littlcwood. Teaching Ora! Com m unication: A M ethodologica l F ram ew ork. (Cambridge, Ma.: 
Blackw ell, 1992), 98.

Ibid.-. 100.
M ichael P Breen and Christopher N.Candlin, ‘The Essentials o f  a Com m unicative Curriculum in Language 

Teaching’, A pplied  Linguistics. Vol. I. (No. 2, Summer 1980): 99.
Janice Yalden, P rinciples o f  C ourse D esign for L anguage Teaching, (Cambridge: Cambridge University 

Press, 1987), 152.
Ib id :  108.
Michael P Breen and Christopher N.Candlin, ‘The Essentials o f  a Com m unicative Curriculum in Language 

Teaching', A pp lied  L inguistics, Vol. 1, (No. 2, Summer 1980): 99.
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participant, thus exploiting the com m unicative potential that the classroom  situation offers. The 

teacher m ust recognise that learners learn d ifferent things, at d ifferent tim es, in d ifferent w ays and are 

thus capable o f  arriving at com m on goals through diverse paths. This necessitates the provision o f  

choice for learners and independence in their learning. Learners should be encouraged to take 

responsibility  for their ow n learning and to share that responsibility  w ith the teacher and the other 

learners. D ifferential learning w ill encourage learners to be independent in their learning and to 

depend on others w hen the need arises. L earners and teacher are thus interdependent participants in 

the com m unicative language class.

C om petence in the target language is very im portant and in order to share m eanings, opinions, and 

experiences com m unication skills m ust take priority  over know ledge o f  the form al system . Teachers 

m ust view  language first and forem ost as a m eans o f  com m unication. They m ust put m eaning and 

social acceptability  before form al correctness. The teacher should not correct the learners w hen they 

are attem pting to com m unicate but should note m istakes and give feedback afterw ards. There should 

be a focus on w hat learners can achieve rather than on their com m unication  deficits. This has 

beneficial effects for learners’ se lf esteem  as well as for classroom  atm osphere.

‘The teacher should be enabled to regard com m unication as the m eans o f  sharing and as a 
relationship betw een gram m ar, phonology, vocabulary, functions and notions as well as social 
behaviour. These elem ents should not be regarded as discrete nor should one o f  them  be 
considered to be o f ‘m ore im portance’ than any o th er.’ "̂®

The language teacher should know  about the nature o f  learning, know  the learners and their culture, 

the learners’ m other tongue and the target language. T eachers m ust be open-m inded. They m ust 

regard  language learning as everybody’s right and understand that it is not ju s t the privilege o f  an 

elite. They m ust be ready to accept that com m unication is free interaction betw een all types o f  people 

and that foreign language com m unication is there for international understanding, hum an rights, self

enrichm ent and dem ocratic development.^^' There m ust be an attitude o f  respect for learners and their 

needs and a readiness to view  teaching as a w ay o f  enabling learners ‘to develop their talents in self

directed w ays, both as m em bers o f  groups and as ind iv iduals’. "̂" The teacher m ust be aw are that his 

role in foreign language com m unication differs only in degree from  learners’ efforts to com m unicate 

through the target language. Thus the teacher m ust view  learning as a continuous process o f  

endeavour and enrichment.^"^

Christoph Edelhoff, ‘Tcacher training as the framework o f  the M odem  Languages Project’ in Modern  
Languages Program m e 1971-1981,  78.

Ibid.: 76.
Ibid.: 78.
Ibid.: 76.
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3.13 Concluding comments

This chapter highUghted the development and significance o f  a com m unicative approach to language 

teaching and learning, and identified its main tenets in some detail. In keeping with some o f  the main 

conclusions from the previous chapter on SLA, this chapter also revealed the importance o f  active and 

participatory modes o f  leaming as highlighted in the literature. The creation o f  authentic contexts for 

language practice and use is strongly emphasised in an attempt to maximise leaming potential and 

m otivate  learners. The role o f  the teacher is stressed as facilitator and collaborator in a meaningful 

language context where there are no right or wrong answers, and learners are encouraged to 

experim ent with the language they are acquiring. A balance between content, context and form is 

advised in the creation o f  a communicative approach each dependent on the particular leaming 

objectives in focus at any given time.

H ow ever, it was recognised that learners must be intrinsically motivated to leam the target language, 

and the  development o f  autonomous learning was signalled as a key factor in this development. In the 

following chapter it will be argued that learners bring prior knowledge o f  language and language use 

to the classroom which they must link for themselves to the new material being presented, in order to 

m axim ise learning potential in the language class. The development o f  learner autonomy will be 

explored in the following chapter, where it will be suggested that this concept is a key principle in 

language pedagogy, motivation and education.
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Chapter Four 

Learner autonomy in language learning

4.1 Introduction

In continuing the exploration o f  the developm ent o f  a sound theoretical basis underpinning the 

teaching and learning practices in education, this chapter explores the contested concept o f  learner 

autonom y, w ith particular focus on its role in language acquisition and learning. The origins and 

psychological backgrounds o f  this concept are explored, and an attem pt to offer som e w orking 

definitions o f  learner autonom y and its particular significance in the language class is made. A gainst 

the theoretical fram ew orks offered, a num ber o f  approaches to fostering learner autonom y are 

explored.

4.2 Learner autonomy

M uch inform ation being offered to learners in schools has little w ith w hich they can identify 

them selves and their e x p e r ie n c e .B a r n e s  defines the problem  in term s o f  ‘school know ledge’ and 

‘action know ledge’. S c h o o l  know ledge is form al learning and is ‘the know ledge which som eone 

else presents to u s’. "̂  ̂ It is dependent on a tradition in education w hich Barnes nam es the 

‘T ransm ission Mo d e l ’. I t  assum es that the teacher’s function is to transm it know ledge and then to 

test the extent to w hich learners have received it. Learners retain enough o f  it to answ er exam ination 

and teacher questions and to do exercises. H ow ever, school know ledge tends tow ards abstraction, 

thus, if  it is never used it w ill be forgotten. B arnes contrasts this ‘transm ission’ view  o f  education with 

an ‘interpretation’ view  o f  education. The in terpretation view recognises that new  learning can only 

be understood and assim ilated in term s o f  what learners already know . L earning is possible only to the 

extent that the learner can integrate the new  inform ation offered w ith the sum  o f  his experience at that 

point in time.^^** The learners’ ability to re-interpret the know ledge is seen as being crucial to the 

learning process.^"’ Thus the interpretation m odel depends on turning school know ledge into action 

know ledge. It builds bridges, m akes connections betw een school and action know ledge. A ction 

know ledge is that w hich we acquire through l i v i n g . I t  is context bound and is acquired by im plicit 

procedures. School know ledge can be turned into action know ledge w hen it is used for learners’ ow n

D. Little. ‘Learner autonomy: A fundamental principle in pedagogy and education.’ Teamagazine. 2001. 
D. Barnes. From Communication to Curriculum. (London: Penguin, 1976), 81.

sn Ibid.: 142.
D. Little, Learner Autonomy I: Definitions. Issues and Problems. (Dublin: Authentik, 1991), 13. 
D. Barnes. From Communication to Curriculum. (London: Penguin, 1976), 142.
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piiiposes. It becom es action know ledge w hen it is incorporated into learners’ view  o f  the w orld and 

used for practical purpose. As Barnes put it:

‘O nce the know ledge becom es incorporated into that view  o f  the w orld on w hich our actions
are based, I w ould say that it has becom e “action know ledge’” .

It follow s, therefore, that the success o f  school know ledge depends on the degree to w hich it extends 

action know ledge and offers it a critical perspective.^^" Only if  school know ledge is integrated with 

action know ledge can it provide the critical perspective that will m ake this know ledge the learners’ 

own.^^^ Therefore, success in formal education contexts depends on a sustained, m eaningful 

interaction betw een school and action know ledge. It is difficult for learners to m ake sense o f  their 

learning unless they can associate it w ith their daily experience. Through learners’ active involvem ent 

in the learning process both school and action know ledge can be integrated. Learners can be helped to 

com e to term s w ith new know ledge and to relate it to what they already know.^^'* They can transcend 

the lim itations o f  the learning situation and apply w hat they have learned to ‘the day to day business 

o f  l iving’. F o r e i g n  language learners m ake best progress w hen their learning is em bedded in their 

everyday experience, culture and prior know ledge, hi this w ay the target language can enhance 

learners’ sense o f  personal identity, extend their action know ledge and gradually  becom e an integral 

part o f  what the learner is.^^^

O ur inform al learning is driven by autonom y: we learn according to our individual needs and interests 

often w ithout being consciously aware that we are learning.^^’ Such learning is pow ered by our 

intrinsic m otivation. This helps to explain how we develop skills and gain know ledge in day to day 

living. W e are intrinsically m otivated to learn that w hich we believe to be personally  m eaningful, 

personally  useful. A utonom y is fundam ental to this type o f  learning, we m ake our own decisions, 

albeit unconsciously, about w hat to learn, when to learn it, and how  to learn it. The efficiency o f  

experiential learning, autonom y and intrinsic m otivation are closely linked w hich supports the claim  

that all truly successful learning m ust be autonom ous learning.” *

Like developm ental learning, form al learning is considered successful to the extent that it im proves 

the learner’s capacity for independent behaviour.^^^ There is, how ever, a fundam ental difference

D. Barnes. From Communication to Curriculum. (London: Penguin, 1976), 81.
^^^Ihid.

D. Little. Learner autonomy: A fundamental principle in pedagogy and education. Teamagazine, 2001, 28.
D. Barnes. From Communication to Curriculum. (London: Penguin, 1976), 81.
D. Little. ‘Freedom to learn and compulsion to interact: promoting learner autonomy through the use of 

infonnation systems and infomiation technologies’. In Taking Control. Autonomy in Language Learning. Eds.
R. Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson. (Hong Kong: Hong Kong University Press, 1996), 204.

D. Little. New perspectives in language learning. 2000, 31.
Ibid: 32.
D. Little, Learner Autonomy !: Definitions, Issues and Problems. (Dublin: Authentik, 1991).
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betw een learning in an inform al context and learning in a classroom  environm ent and this has to do 

w ith unconscious autonom y and conscious autonom y. The extent to w hich individuals are aw are o f  

their behavioural autonom y in developm ental and experiential learning varies and depends on genetic 

and environm ental factors. Som e are born w ith m ore facility for self-aw areness than others; likew ise 

som e environm ents encourage the reflective capacity  that underlies self-aw areness m ore than others. 

The capacities that lead to behavioural autonom y are procedural; they are acquired  through practice 

and we m ay attain high levels o f  behavioural autonom y w ithout conscious intention, w ithout being 

consciously aw are that we are doing so.̂ '*'*

On the other hand, in form al learning situations, an aw areness o f  autonom y is necessary as formal 

learning is based on ‘conscious decisions and explicit p rocedures’.^'" It is alw ays a m atter o f  

conscious intention and its presence is partly  recognisable in behaviours that are shaped by 

r e f l e c t i o n . O u r  innate disposition tow ards autonom y m ust be supplem ented in the classroom  by 

deliberate reflection and analysis. The developm ent o f  learner autonom y in the school context is a 

conscious and intentional p h e n o m e n o n . O f  course learners w ill differ in the degree to w hich they 

develop this reflective capacity that is central to learner autonom y. This, as stated above, is dependent 

on genetic and environm ental factors. H ow ever, to acknow ledge that the degree o f  autonom y attained 

will differ is ju st to acknow ledge that som e learners are more successful than others are. '̂*^

O ne o f  the basic principles and the starting point o f  the autonom ous class is that learners bring 

know ledge o f  language and language use to the classroom . This know ledge is d isregarded in m any 

language-learning c l a s s r o o m s . I f  learners are to integrate w hat they learn at school w ith the rest o f  

their know ledge, then classroom  discourse m ust give value to the learners’ m eanings w hich are 

reflections o f  the current state o f  their k n o w l e d g e . A n  ongoing process o f  negotiation betw een 

learners’ existing know ledge and the new know ledge needed and/or presented lies at the core o f  the 

learning process. To learn the learner m ust m ake links betw een w hat he/she already know s and the

D. Little. In L earner Autonomy, Teacher Autonom y: Future D irections. Eds. B. Sinclair, L McGrath and T. 
Lamb (Harlow: Longman, 2000), 15.

D. Little. ‘Learner autonomy; A fundamental principle in pedagogy and education.’ (leam agazine, 2001), 27. 
D. Little. L earner Autonom y, Teacher Autonom y: Future D irection s. Eds. B. Sinclair, 1. McGrath and T. 

Lamb (Harlow: Longman, 2000), 15.
D. Little. ‘Freedom to leam  and compulsion to interact: promoting learner autonom y through the use o f  

infonnation system s and information technologies’ in Taking control: A utonom y in Language Learning. Eds. R. 
Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson (H ong Kong: Hong Kong University Press, 1996), 208.
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new  m aterial presented, and nobody can do that for the learner but the learner him /herself.^”*̂  It 

follow s that teachers m ust establish situations where learners can activate and develop their existing 

knowledge.^'’** Thus Dam  argues that teachers are under an obligation  to focus on learning rather than 

teaching .’̂'*̂  As B arnes puts it:

‘G etting the know ledge from  ‘out th ere ’ to ‘in here’ is som ething for the child  h im se lf to do;
the art o f  teaching is know ing how to help him  to do it’.̂ °̂

A  sense o f  responsibility  in learners m ust be developed so they will understand w hy and how  they 

learn and be w illing to play an active role in their le a r n in g .H o w e v e r ,  learner autonom y cannot be 

developed from  one day to the next and its developm ent dem ands constant effort on the part o f  the 

teacher and the learners not ju s t as individuals but in collaboration w ith one another.^^" K ohonen 

argues that both learners and teachers ‘need time to work on their deep-rooted beliefs, expectations, 

attitudes and w orking hab its’. L e a r n e r s  will need a lot o f  assistance along the way especially  i f  their 

previous experience has been very te a c h e r -d i r e c te d .T h e  developm ent o f  autonom y is a gradual 

process - it will not happen over night. S im ilarly the developm ent o f  learner autonom y in language 

learning has taken som e tim e to evolve into the concept as understood today. The follow ing section 

will give an overview  o f  how learner autonom y as an aim  in language teaching and learning has 

evolved since its first inception.

4.3 Background to the development of learner autonomy in language learning

A m ove tow ards autonom y in language learning developed in the late 1960s. The m ovem ent had its 

origins in the socio-ideological changes that w ere nascent in the European political turm oil o f  this 

time.^^^ In all, so called, industrially advanced W estern countries ideology w as shifting aw ay from  an 

em phasis on consum erism  and m aterialism  tow ards an em phasis on the m eaning and value o f
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personal experience, m inority rights, the quality o f  life and the value o f  personal f r e e d o m . ‘Student 

p o w er’ w as being highlighted in third level sectors and student centred reform s in the educational 

system  w ere being m ooted by Rogers,^”  Freire^^** and Illich.'^^ Social progress w as being defined in 

term s o f  an im provem ent o f  the ‘quality o f  life ’ based on the developm ent o f  a respect for the 

individual in society.

In 1971 the Council o f  Europe, whose aim  w as to provide adults w ith opportunities for life-long 

learning, introduced the concept o f  autonom y in language learning. O ne o f  its developm ents w as the 

estab lishm ent o f  CR A PEL (C entre de R echerches et d ’A pplications en L angues) at the U niversity  o f  

N ancy. A t CR A PEL research and practice in the area o f  learner autonom y in language learning was 

advanced. The approach developed at CRA PEL w as influenced by developm ents in the field o f  aduh 

education. These em phasised the need to increase the freedom  o f  individuals by enabling them  to 

develop their abilities to take m ore responsibility in the society in w hich they live. A utonom y, or the 

capacity  to take charge o f  o n e ’s own learning, w as believed to  arise from  self-d irected  learning. M ajor 

innovations in the CR A PEL approach included the use o f  self-access resource centres and learner 

train ing to provide support and opportunities for self-directed language learning.

Learner train ing also becam e w idely used in the 1980s and 1990s. D raw ing on the insights from 

research on learning strategies, learner training w as designed to support self-d irected  l e a r n i n g . I t  

aim ed to identify the learning strategies and behaviours used by successful learners and to train other 

learners to experim ent w ith and foster these strategies and behaviours w here appropriate.^^' At 

C R A PEL it w as argued that learners needed to develop skills for self-m anagem ent, self-m onitoring 

and self-assessm ent if  they w ere to engage in effective self-d irected  learning. Initially, training was 

used to support learners to becom e more s e l f - d i r e c te d .L e a r n e r  training is now  seen to lead to 

greater autonom y enabling learners to engage m ore actively in classroom  learning.
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Throughout the 1970s and the 1980s developments in learner autonomy became closely associated 

with the concept o f  individualisation as they overlapped in their concern with meeting the needs o f  

individual l e a r n e r s . S e l f  directed learning as practised at C RA PEL was a form o f  individualisation 

in which learners determined their own needs and acted upon them.^^^ Individualisation also took the 

form o f  programmed learning involving learners working in their own way, at their own pace, through 

a programme o f  work designed by teachers. Thus, in individualism most o f  the important decisions 

about the learning process are made by the teacher rather than by the l e a r n e r s . C R A P E L  

distinguished self-directed learning from individualisation on the grounds that the latter left all the 

important decisions about learning to the teacher. Holec argued that the extent to which the learner 

w as taken into consideration was not a criterion for judging the degree to which learning is self- 

d i r e c t e d . I n d iv id u a l i s a t i o n  takes the learners’ needs, interests, and favourite methods o f  learning 

into account but leaves the learner in a traditional position o f  dependency on the t e a c h e r . T h i s  view 

is supported by Riley who argues that individualisation as it is generally practised offers the learner 

very little freedom o f  choice.^™ The majority o f  choices are made for the learner. Individualisation, he 

argues, is in fact individualised teaching which aims at the most efficient use o f  the teacher and the 

most effective result but in terms o f  what the teacher wants the learner to achieve.”’̂ '

The early association o f  autonomy with individualisation may have been responsible for the criticism 

that learner autonomy involves learners working in isolation. This has been difficult to refute since a 

lot o f  the early work in autonomy focussed on the learner as an individual with distinct characteristics 

and n e e d s . O t h e r  difficulties with the concept o f  autonomy had their bases in the use o f  the term 

autonom y to refer to situations in which the learners worked on their own outside the conventional 

c l a s s r o o m . T h e  use o f  autonomy to describe the learning situations led to conceptual confusion in 

the f i e l d . T h i s  was in contrast to H olec’s description o f  autonomy as being a ‘capacity’ o f  the 

leamer.^’  ̂ It was understood by researchers that learners need freedom to take responsibility if  they
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are to develop autonomy.'^™ However, researchers are also aw are that learners w orking in isolation 

w ould  not necessarily develop a u t o n o m y . T h e  argum ent that allow ing learners the opportunity  to 

exercise autonom y through self-directed learning as a precondition for developing autonom y, was 

interpreted by critics o f  learner autonom y as insufficient condition. M oreover, the theory o f  autonom y 

had becom e associated w ith individualised, self-directed learning and this w as seen by m any as 

irrelevant to classroom  learning.^’*̂

The theory and practice o f  autonom y escaped its crisis o f  identity  through the w ork o f  practitioners 

such as D am  w ho experim ented with it in classroom  settings.^’’ T heir w ork w as influenced by 

developing view s o f  the classroom  as a ‘social context’ for learning and com m unication  and through 

the view  that autonom y could be developed by a shift in relationship  o f  pow er and control in the 

c l a s s r o o m . T h i s  has initiated a shift in the focus o f  research on autonom y tow ards issues o f  

collaboration  and negotiation. A utonom y in language learning has regained its perceived relevance to 

the classroom  learning context through the em phasis on the social nature o f  learning leading to a 

focus on issues o f  collaboration, negotiation, and interdependence in the fostering o f  learner 

autonomy.^**' In addition, the shift away from behaviourist ideas underlying audio-lingualism  and a 

m ove tow ards com m unicative approaches have brought language teaching theory in line w ith the 

basic ideas o f  autonom y with the em phasis on the learner at the centre o f  the teaching learning 

process.^**’ The argum ent for fostering learner autonom y is strengthened by research in the area o f  

educational psychology and language acquisition. The relevant findings o f  this research w ill be 

discussed in the next tw o sections.

4.4 Psychological underpinnings of learner autonomy

The prom otion o f  learner autonom y in the language classroom  is supported by research in the area o f  

educational psychology. Research w ithin the field o f  learner autonom y in language learning has 

draw n on research on learning in the constructivist t r a d i t i o n . C a n d y  describes constructivism  as a 

cluster o f  approaches underpinned by the belief that ‘know ledge cannot be taught but m ust be 

constructed by the learner’.̂ *" The main idea that research in autonom y in language learning has
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ascertained from  constructivism  is that in order to be effective learning m ust be a c t i v e . L e a r n i n g  

m ust be constructed  by the learner, it is not som ething that can be transferred  successfully  from  ‘one 

w ho k n o w s’ to ‘one who doesn’t know ’.̂ *̂  I f  learning is the construction  o f  know ledge then it follow s 

that effective learning involves learners being cognitively capable o f  carrying out actions that enable 

them  to take control o f  their learning. W ang and Peverly argue that:

‘E ffective learners are characterised in the research literature as being cognitively and 
affectively  active in the learning process. They are seen as being capable o f  learning 
independently  and deliberately through identification, form ulation and restructuring o f  goals; 
use o f  strategy planning; developm ent and execution o f  plans; and engagem ent o f  self- 
m on ito ring .’ *̂*̂

Learners need to be active and involved in their learning. To this end they need to becom e m ore 

autonom ous in their learning. Indeed Little argues that ‘all genuinely successful learning is in the end
588autonom ous .

K elly ’s psychology o f  personal constructs^**’ is used to support the argum ent for the prom otion o f  

learner a u t o n o m y . H e  view s hum an beings as being scientists arm ed w ith hypotheses and an 

insatiable urge to ask questions.^’ ' A ccording to Kelly each o f  us has a view  o f  the w orld by w hich we 

hypothesise about w hat w ill happen in a given set o f  circum stances. The m eanings we attach to events 

and phenom ena that we experience are called our ‘const ructs’. W e  constantly  revise our constructs 

in the light o f  new  experience. Thus, there is a steady process o f  hypothesis testing and theory 

revision as we learn m ore about our w o r l d s . T h r o u g h  our construct system  we create our own 

r e a l i t y . I n d i v i d u a l  experience will ensure that no tw o persons have the sam e personal constructs.

Each learner brings his/her own personal construct system  to the learning process. N ew  inform ation 

that the learner encounters is assim ilated into h is/her current system  o f  personal constructs.^^^ W hen 

the new inform ation is additional to a subject w ith w hich the learner is already fam iliar then the 

learning proceeds w ithout a problem . On the o ther hand, w here new  inform ation contradicts part o f  a 

learner’s current construct system  or requires h im /her to think about som ething in a different w ay then
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learning can be difficult and even p a i n f u l . A t  the heart o f  personal construct psychology is the 

claim  that each o f  us has know ledge about ourselves that w hen identified can bring about change. 

A pplied to the learning process it follow s that bringing learners to an aw areness and an understanding 

o f  their personal assum ptions about learning can help them  to take control o f  their ow n learning 

p r o c e s s e s . L i t t l e  argues that personal construct theory supports the prom otion o f  autonom ous 

learning.^’’ It also, he highlights, underlines the difficulties involved in fostering learner autonomy.^®® 

He stresses;

‘A gain, it is im portant to em phasise that there is no assum ption that this w ill alw ays be easy to 
achieve or that successful learning will inevitably follow. Indeed, it is a com m on experience 
that attem pts to m ake learners conscious o f  the dem ands o f  a learning task and the techniques 
w ith w hich they m ight approach it, lead in the first instance to disorientation  and a sense that 
learning has becom e less rather than m ore purposeful and efficient. H ow ever, w hen the 
process is successful, it brings rich rewards.'^”'

V ygotsky differs from  others w ithin the constructivist tradition by his em phasis on the im portance o f  

social interaction in the learning p r o c e s s . H e  holds that learning begins from  learners’ existing 

know ledge and experience and develops through social i n t e r a c t i o n . L e a r n i n g  is an assisted 

perform ance, a spiral process by which we m ove to new levels o f  independence only by first being 

i n t e r d e p e n d e n t . T h e  Zone o f  Proxim al D evelopm ent is;

‘ ...th e  distance betw een the actual developm ental level as determ ined by independent problem  
solving and the level o f  potential developm ent as determ ined through problem  solving under 
adult guidance or in collaboration with m ore capable peers’.

T hrough group work learners can help one another through their respective zones o f  proxim al 

developm ent. They constantly swap roles betw een tutor and learner as they w ork collaboratively. 

Thus, the grow th o f  learner independence is supported by learner dependence. ‘W hat a child can do in 

co-operation today he can do alone t o m o r r o w C o g n i t i o n  and learning are socially situated.^”’ 

C hild developm ent in general is stim ulated by social interaction. W e are social beings and therefore 

m uch o f  our thinking is not only directed tow ards an aspect o f  our social situation but is prom pted by
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that situation in the first p l a c e . T h u s  context and interaction play vital roles in stim ulating and 

shaping the cognitive processes that underlie developm ental processes and L i acquisition. This is the 

insight that V ygotsky’s socio-cultural theory offers: higher cognitive functions are internalised 

through social interaction.^®^ Learning is essentially reliant on supported perform ance leading 

eventually  to independent perform ance.^ '” O ur behavioural developm ent is successful to the extent 

that it prom otes an individual’s capacity for independent behaviour. Y et, since w e are social beings 

our autonom y is alw ays constrained by our interdependence.^"

B uilding on V ygotsky’s em phasis on social interaction Little argues that learner autonom y is 

underpinned by a dialogic view  o f  learning and language.*'" A dialogic perspective highlights the 

im portance o f  the ‘o th e r’ in learning and the interdependence o f  social in teraction and individual 

cognition in learning.**^ Human beings are social creatures and thus it is our condition that w e learn 

from  one another.

O n the in terdependence o f  the social-interactive and the individual-cognitive d im ensions o f  cognition 

and learning, A ckerm an holds that people cannot grow w ithout interaction yet w ithout separation they 

cannot r e l a t e . S h e  uses the m etaphor o f  a dance to describe the in terdependence betw een social 

interaction and individual cognitive growth and learning. She describes it as ‘a dance betw een diving 

in and stepping o u t’.*'^ This holds true also for first language acquisition. C hildren  w ho do not 

experience regular social interaction do not becom e socialised and those w ho are denied opportunities 

to interact in the m other tongue do not acquire it.*'* Social interaction is essential to the process but so 

loo is the tim e spent alone, talking to oneself, playing with and experim enting w ith and rehearsing the 

language.*'^ W e acquire language in order to be able to express our m eanings and com m unicate 

spontaneously, efficiently and independently, in other w ords, autonom ously. Y et children are 

autonom ous w ithin the acquisition process also. They decide from the earliest stages w ith w hom  they
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w ant to com m unicate witii and about what.*’'* Thus, they are autonom ous to begin w ith but their 

increasing proficiency in language enables them  to becom e increasingly m ore autonomous.*’’’

E ffective learners are cognitively and affectively active in their learning,*’"® this enables them  to 

achieve aw areness and understanding o f  the learning task as w ell as o f  their personal assum ptions 

about the learning task and help them to take control o f  the learning process.^"' L earning is reliant on 

supported  perform ance leading eventually to independent perform ance. Thus, learner autonom y in 

language learning is dependent on learners being enabled to becom e actively  involved in the learning 

process and interacting with others to support them  in their learning.^"" This supports language 

learners’ natural inclination tow ards autonom y as discussed in the next section.

4.5 Autonom y as a natural inclination in language acquisition

The acquisition o f  a first language form s an integral part o f  the developm ent o f  every norm ally 

endow ed child. L ittle“  ̂ suggests that language developm ent operates in parallel w ith the process o f  

cognitive developm ent as understood by Piaget*’"'* and Bruner^“'\  that autonom y is intrinsic to norm al 

developm ent in a child. It is a feature o f  behavioural, cognitive, and linguistic developm ent. There are 

tw o particular characteristics to the role o f  autonom y in language acquisition.*"* First it proceeds by 

an unconscious agenda, the child acquires language to suit his/her needs and interests. Second, the 

child enjoys social freedom  to interact with others around him /her. In the pre-school years it is usually 

the child who decides when he/she will talk and about what he/she w ill talk. C hildren do not acquire 

language in order to becom e autonom ous language users. They are autonom ous com m unicators from 

the earliest stages o f  the acquisition process and their increased proficiency in the language enables 

them  to increase the extent o f  their capacity for autonomy.

N aturalistic language acquisition, learning o f  a second language w ithout explicit instruction, develops 

in the sam e way as LI acquisition.*"* Through social interaction the learner is p rovided with language
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input and com m unicative needs are generated. The learner’s efforts to m eet his/iier com m unication 

needs produce m ore learning.*"^ Thus, acquisition proceeds as a result o f  com m unication and vice 

versa. O f course, in second language acquisition there is a great diversity  o f  possible outcom es 

ranging from  the m ost lim ited com m unicative repertoire to native speaker proficiency. This range o f  

outcom es depends largely on social and attitudinal conditions that are linked to social and 

psychological a u to n o m y .T h o s e  who have a strong personal interest in acquiring the target language 

are m ost likely to be s u c c e s s f u l .T h e i r  chances are further increased if  they are in a friendly, 

encouraging environm ent w ith lots o f  opportunities for different types o f  in teraction through the target 

l a n g u a g e . T h i s  kind o f  environm ent allow s the learner the type o f  social and psychological 

autonom y that a child has w hen acquiring h is/her m other tongue.

The prom otion o f  learner autonom y is supported by research in the areas o f  psychology and language 

acquisition. H ow ever, before it can be fostered in language classroom s its role in this specific context 

must be elaborated on and understood. The next section exam ines current definitions o f  learner 

autonom y in language learning.

4.6 Definitions of learner autonomy in language learning

Im plicit in the concept o f  learner autonom y is the idea that the learner enjoys a high degree o f  

freedom.^^'* B ecause the term  autonom y focuses attention on individuality  and independence there is a 

m istaken view  that autonom y means w orking alone. H ow ever, as argued previously, the freedom  the 

autonom ous learner enjoys is never absolute, it is constrained by our dependence on others. Readings 

on learner autonom y in language learning are com plicated by the use o f  different term s to describe the 

sam e or sim ilar concepts, and it is acknow ledged that term s can have different m eanings in different 

c o n t e x t s . B e n s o n  and V oller identify five different ways in w hich ‘au tonom y’ has been used in 

language education:

1. ‘for situations in w hich learners study entirely on their own;

2. for a set o f  skills w hich can be learned and applied in self-directed learning;

3. for an inborn capacity which is suppressed by institutional education;

4. for the exercise o f  learners’ responsibility  for their ow n learning;

M. Swain. ‘Three functions o f  output in second language learning’ in P rincip le an d  P ractice  in A pplied  
Linguistics: Studies in H onour o f  H.G. W iddowson. Eds. G. Cook and B. Seidlhofer (Oxford: Oxford University 
Press, 1995), 125-44.

D. Little, Learner Autonom y 1: Definitions, Issues and Problem s. (Dublin: Authentik, 1991), 26.
E. Ushioda. Learner Autonom y 5. The Role o f  M otivation. (Dublin: Authentik, 1996).
Ib id
D. Little, Learner Autonom y I: Definitions, Issues and Problem s. (Dublin: Authentik, 1991), 26.
Ib id : 4.
R.L. Oxford. ‘Toward a More Systematic M odel o f  L2 Learner A utonom y’, in L earner Autonom y across  

Cultures: Language Education P erspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
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5. for the right o f  learners to determ ine the direction o f  their ow n learning.

T hus learner autonom y m ay be identified in a variety o f  form s and is not an easily identified specific 

type o f  behaviour.^”  H ow ever, as Benson^^** argues, it is im portant to  attem pt to describe it in term s o f 

observable behaviours if  it is to be researchable and also to  m ake possible program m es for the 

fostering o f  leam er autonom y. To clear m isapprehensions about w hat learner autonom y entails, and in 

o rder to arrive at a defin ition  o f  the concept. L ittle lists w hat leam er autonom y is not. These m ay be 

sum m arised as follows:

• Learner autonom y is not a m atter o f  how  learning is organised.

• It is not synonym ous with self-instruction. O f course som e learners m ay achieve a high
level o f  autonom y w ithout the help o f  a teacher but m any do not.

• It is not about the teacher relinquishing all control and initiative in the classroom .
A utonom ous learners do not m ake teachers redundant and their autonom y w ill not be 
destroyed by teacher intervention.

• Learner autonom y is not som ething teachers do to their learners; it is not a teaching 
m ethodology.

• It does not consist o f  one easily described learner behaviour.

• A utonom y is not a steady state achieved by learners.^^^

Little rejects the com m on m isapprehension that learner autonom y is about teachers handing over 

control and learners teaching tliem selves. On the other hand he highlights the fact that learner 

autonom y is not som ething teachers can foster in their learners w ithout learner involvem ent. L eam er 

autonom y is a capacity that learners have w hich can be developed. A lthough there is not a single 

m ethodology which w ill encourage the developm ent o f  leam er autonom y it w ill be supported by 

certain approaches to teaching and learning.^®

To this effect Little suggests that the foundation docum ent for any discussion on autonom y in 

language learning is the 1981 report prepared by H olec for the Council o f  E u ro p e .^ ' In this docum ent 

H olec defines autonom y as ‘the ability to take charge o f  o n e’s leam in g ’. ^ '  He further defines this as 

m eaning:

P. Benson and P. Voller. ‘Introduction: autonomy and independence in language learning’. In Autonom y and  
Independence in Language Learning. Eds. P. Benson and P. Voller. (Harlow: Addison, W esley, Longman Ltd., 
1997), 1.

D. Little, Learner Autonom y 1: Definitions, Issues and Problems. (Dublin: Authentik, 1991), 4.
P. Benson, Teaching and Researching Autonom y in Language Learning. (Harlow: Longman, 2001). 47.
D. Learner Autonom y I: Definitions, L^sues and Problems. (Dublin: Authentik, 1991), 3-4.
D. Little, L. Dam & J.Timmer. Focus on learning rather than teaching: Why and h o w l (Dublin: CLCS, 

2000).
D. Little, Learner Autonom y I : Definitions, Issues and Problems. (Dublin: Authentik, 1991), 6.
H. Holec, Autonomy in Foreign Language Learning. (Oxford: Pergamon, 1981), 3.
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to have, and to hold, the responsibihty for all the decisions concern ing  all aspects o f  this 
learning, i.e.;

- determ ining the objectives;
- defining the contents and progressions;
- selecting m ethods and techniques to be used;
- m onitoring the procedure o f  acquisition properly speaking (rhythm , tim e, place, etc.;
- evaluating what has been acqu ired’.

This definition equates learner autonom y with having the opportunity  to take responsibility  for all 

decisions associated with the learning process. It places reflection and decision-m aking at the core 

both o f  fostering and m aintaining learner autonom y. H ighlighting the im portance o f  self-m onitoring 

and evaluation in developing autonom y it echoes F reire’s praxis^^ in its continuum  o f  reflection, 

action, and further reflection. N onetheless, Benson argues that this defin ition  is problem atic as it 

describes the decision making process in technical term s but does not m ake explicit the cognitive 

factors involved.^^ He contrasts this with L ittle’s definition w hich holds that ‘autonom y is not 

exclusively or even prim arily a m atter o f  how learning is organized’.^*

L ittle ’s defin ition ,^ ’ written ten years after H olec’s,̂ '*** concurs w ith H olec’s but, in addition, draws 

attention to the im portance o f  learner control over the cognitive processes. It gives increased em phasis 

to the aspect o f  learner autonom y that enables the transfer o f  w hat has been learned to other contexts. 

L ittle defines autonom y as follows:

‘Essentially, autonom y is a capacity -  for detachm ent, critical reflection , decision-m aking, and 
independent action. It presupposes, but also entails, that the learner w ill develop a particular 
kind o f  psychological relation to the process and content o f  his learning. The capacity for 
autonom y will be displayed both in the way the learner learns and in the w ay he or she 
transfers w hat has been learned to w ider contexts’.^ ’

His em phasis on autonom y as a ‘capacity’ supports the notion that autonom y is not ‘som ething that 

teachers do to their learners’. I t  calls attention to the idea that learners have a capacity  for autonom y 

but this capacity needs to be developed and this necessitates learners’ involvem ent in collaboration 

with the teacher. He acknow ledges that autonom y can only be developed through the practice o f  

autonom y but learners need to be supported in its practice. This m eans that learners m ust be 

encouraged to understand their role as learners and to take responsibility  for this role.^^' They m ust 

adopt a m ind-set that supports their interest and involvem ent in both w hat they learn and how  they

H. Holec, Autonom y in Foreign Language Learning. (Oxford: Pergamon, 1981), 3.
P. Freire, P edagogy o f  the O ppressed. (New York: Herder and Herder, 1970).
P. Benson, Teaching and R esearching Autonom y in Language Learning. (Harlow: Longman, 2001).
D. Little, L earner Autonom y I: Definitions, Issues and Problem s. (Dublin: Authentik, 1991), 3.
D. Little, L earner Autonom y I: Definitions, Issues and Problem s. (Dublin: Authentik, 1991), 4.
H. Holec, Autonom y in Foreign Language Learning. (Oxford: Pcrganion, 1981), 3.
D. Little, L earner Autonomy I: Definitions, Issues and Problem s. (Dublin: Authentik, 1991), 4.
Ibid.
D. Little, L earner Autonom y I: Definitions, Issues and Problems. (Dublin: Authentik, 1991).
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leam . Finally  he advises that learner autonom y is not an easily described behaviour but it w ill be 

ev ident in how  the learner approaches the learning process and in how  he/she uses h is/her know ledge 

outside o f  that particular learning context.

In com m on with H olec’s and L ittle’s definitions, D am ’s definition stresses the need for learners to 

take responsibility  for their own learning as a first step tow ards achieving autonom y. She uses a 

defin ition  from  the B ergen papers^^" to illustrate what she m eans by learner autonom y;

‘L earner autonom y is characterized by a readiness to take charge o f  on e ’s ow n learning in the 
service o f  o n e’s needs and purposes. This entails a capacity  and w illingness to act 
independently  and in co-operation with others, as a socially responsible perso n ’.

L ike Little she defines autonom y as a capacity, w hich w ill lie dorm ant unless its developm ent is 

nurtured. Thus, Dam , like Little, em phasises the need for learners to be guided and scaffolded into the 

concrete realisation o f  their capacities for autonom ous learning. This presupposes the support o f  a 

teacher or m ore capable other. Her definition highlights the social interactive aspect o f  learner 

autonom y, the need to develop the capacity to work co-operatively w ith o ther learners and the teacher 

in the pursuit o f  goals. H er definition carries the w ider social im plication o f  linking classroom  

learning w ith the outside w orld -  developing capacities whose uses are transferable.

Littlew ood, like Little and Dam , holds that the capacity for autonom y is grounded on ability  and 

willingness.*’̂ '* W illingness, he argues, entails the learner having the m otivation and the confidence to 

take responsibility  for decisions made about the learning process. Thus, ability and w illingness are 

in terdependent since learners are more likely to be w illing to w ork autonom ously  if  they have 

confidence in their know ledge and s k i l l s . I t  follow s that learners m ust be enabled to believe in their 

ow n potential, to develop their self-confidence and to increase their intrinsic m otivation to leam  the 

target language. This goal w ill be furthered by encouraging learners to becom e involved in planning 

the content and process o f  their learning. They m ust be supported in reflecting on w hat they w ill learn, 

w hy they w ill learn it and how best they will learn it. They thus need opportunities for and guidance 

in reflecting on their learning and the learning process. During and after the learning process learners 

need to reflect on and analyse how they learned.

On the basis o f  these definitions it may be seen that fostering learner autonom y entails the 

developm ent o f  learners’ capacities to take responsibility for their ow n learning. U suki adds that 

taking responsibility  for their learning m eans that learners m ust becom e aw are o f  their role as

Institutt for Praktisk P ed agogik k . D eve lo p in g  A u ton om ou s L ea rn in g  in th e  F o re ig n  L a n g u a g e  C la ssro o m .  
(B ergen: U n ivcrsitetet I B ergen , Institutt for Praktisk Pedagogikk , 1990).
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W .T . L ittlew ood . A u ton om y: an an a tom y a n d  a f ra m e w o rk ' . S ystem , 24  (4 , 1996), 4 2 8 .
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learners.*^* She argues that learner autonom y is not necessarily a m atter o f  institutional m ode rather it 

is a m atter o f  learners’ internal attitude, their attitude to them selves as l e a r n e r s .L e a r n e r  autonom y 

thus requires that learners be m otivated to create their own environm ent for learning.*^** This builds on 

T rim ’s description o f  autonom y as an adaptive ability that allow s learners to develop supportive 

structures w ithin them selves rather than to have them  built around them.*^'^ In fact D ickenson holds 

that learner autonom y may be internal to the learner w ithout having to be m ade p u b l i c . W h a t  

learners say or think about language learning may be m ore im portant than their style o f  learning or 

their personal characteristics.^^' Little supports this arguing that learner autonom y presupposes a 

positive attitude towards the purpose, content and process o f  language learning as w ell as well 

developed m etacognitive skills.^^" The learner needs to know about learning but w ithout the positive 

attitudes that support and is supported by self-confidence and intrinsic m otivation there is no 

m otivation to use the m etacognitive skills.

A utonom ous learning entails w orking in collaboration w ith others and this necessitates the 

developm ent o f  social skills. Their teacher’s support and understanding is e s s e n t i a l . I n d e e d  Dam 

describes the autonom ous language class as being both teacher and learner d i r e c t e d . S h e  explains 

that it is a learning-centred environm ent where learners are encouraged by their teachers to be 

consciously involved in their own learning. It is a language class in w hich learners are expected to 

actively engage in their own learning and are thus made aw are o f  the different elem ents involved in 

the learning process. This aw areness can also be used in other c o n t e x t s . T h u s ,  at the heart o f  an 

autonom ous approach to language learning is reflection, self-aw areness, aw areness o f  others, and 

decision-m aking.

H aving established that fostering learner autonom y entails the developm ent o f  learners’ capacities to 

take responsibility for their own learning, the following tw o sections begin to explore the use o f  this

Usuki. Learner autonomy: learning from the student’s voice. CLCS Occasional Paper No. 60. (Dublin: 
CLCS,2002), 1.
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construct in language learning, and identify approaches to fostering  learner autonom y in language 

classroom s.

4.7 Autonomy in the use and learning of language

There is a tw o-w ay relation betw een language learning and language use, self-m anagem ent in 

language learning and self-reliance in language use. In order for learners to com m unicate efficiently 

in the target language they need to achieve a high degree o f  autonom y as language u s e r s . T h e  

developm ent o f  autonom y in language learning is an essential support to the developm ent o f  

autonom y in language use.“  ̂ Learners need to have the independence, self-reliance and self- 

confidence to m eet the dem ands o f  the social, psychological and discourse roles in w hich they may 

find themselves.**** They therefore need to be enabled to develop m astery o f  these roles in the 

classroom . C onsequently  there m ust be plenty o f  language input and opportunities for interaction with 

and through the target language in the classroom.

A pplying C andy’s**̂  account o f  autonom y to language teaching Littlewood*™ highlights three kinds 

o f  autonom y that are relevant to the field o f  second language learning:

1. Learners should be helped to develop the ability to use the target language independently  and 

to use it to com m unicate their personal m eanings in real, unpredictable situations.

2. They should be enabled to develop the ability to take responsibility  for their learning and to 

apply active, personally m eaningful strategies to their learning.

3. As learners are helped to develop autonom y in com m unication and learning they gain greater 

autonom y as individuals.*^'

L ittlew ood notes how ever, that autonom y is only possible to the extent that learners have both the 

w illingness and the ability to act independently.*^" The learners’ w illingness w ill depend on how 

m otivated  they are and how  much confidence they have. Their ability to act independently  depends on 

the level o f  their know ledge and skills. Thus, he argues that language learners need to be helped to 

develop the m otivation, confidence, knowledge, and skills that they need in order (a) to be able to

*** D. Little. Learner Autonom y I: Definitions. Issues and Problem s. (Dublin: Authentik, 1991), 27.
D. Little. Learner Autonomy, Teacher Autonomy: Future D irections. Eds. B. Sinclair, 1. McGrath and T. 

Lamb (Harlow: Longman, 2000), 16.
**** Ib id
**’ P. C. Candy. ‘On the attainment o f  subject matter autonom y’, in D evelop ing  Student A utonom y in Learning. 
Ed. D. Boud. (London: Kagan Page, 1988), 59 cited in W.T. Littlewood. ‘Self-access: w hy do w e want it and 
what can it do?’ In Autonom y and Independence in Language Learning. Eds. P. Benson and P. Voller (London: 
Longman, 1997), 81.
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com m unicate m ore independently, (b) to learn m ore independently and (c) (by extension) to be more 

independent as individuals.

C hildren do not learn their m other tongue in order to com m unicate w ith their parents. They acquire

the language as a direct result o f  their attem pts to com m unicate using linguistic or w hatever other

resources are available to them. C om m unicative com petence in the target language is continuous with

the com m unicative com petence that the learner already has in h is/her first l a n g u a g e .L e a r n e r s  need

to be m ade aware o f  this and be given opportunities to experim ent w ith the target language so they

can take responsibility  for furthering their com m unicative development.*^^ L ittle argues that enabling

learners to be m ore responsible for their learning can help them  to becom e m ore responsible and

independent in general.*’* Through use o f  the target language com m unicative com petence is

developed, through the exercising o f  autonom y the capacity for autonom y is developed.*’’ Learners

becom e autonom ous by being autonom ous.

‘W hen the focus o f  learning is a foreign language, autonom ous learners becom e confident 
com m unicators in that language...and  when the foreign language is the channel through w hich 
their autonom y is developed, it effects a genuine expansion o f  their identity , can n in g  them  
beyond the com m unicative, cultural and self-reflective confines o f  their m other tongue’ .*™

A utonom y is enhanced when learners are actively involved in productive use o f  the target language 

rather than reproducing language m odels provided by the teacher or the textbook.*™ It enables them  to 

use the target language outside o f  the im m ediate learning environm ent and is also enhanced by this.***” 

In addition it enables the learners to take advantage o f  language learning opportunities that arise 

during language use.***' Thus the essential task o f  second language pedagogy is to  engage learners in 

activ ities that w ill enable them to internalise the skills that are necessary for successful face-to-face 

interaction.***" Learners m ust be enabled to turn their know ledge o f  the target language into ‘action 

know ledge’. They need to be given opportunities to use the skills they have already developed from  

their LI use. These w ill help them  to develop insights into the target language system  so that they may

W.T. Littlewood. ‘Self-access: why do we want it and what can it do?’, in Autonomy and Independence in 
Language Learning. Eds. P. Benson and P. Voller (London: Longman, 1997), 82.
*̂  ̂L. Dam. Learner Autonomy 3: From Theoiy to Classroom Practice. (Dublin: Authentik, 1995), 3.
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use their linguistic sicills in the perform ance o f  new tasics. In addition they need to develop insights 

into the learning process so that they may organise their learning as well as possible and derive 

m axim um  learning advantage from their use o f  the target language.

H ow ever, in formal language learning contexts, especially w hen they happen at a d istance from  the 

target language com m unity there is often a disjunction betw een language learning and com m unicative 

use o f  the language.^*^^ To address this disjunction, Eck, L egenhausen and W o lff have proposed a 

m odel o f  language learning as language use. In this model the learner is at once a com m unicator, an 

experim enter/researcher and an intentional learner.

Com m unicator; continually using and in this way gradually developing com m unicative skills in 

the target language.

Experim enter/researcher: gradually developing an explicit analytical know ledge o f  the target 

language system  and some o f  the socio-cultural constructs that shape its use.

Intentional learner; developing an explicit aw areness o f  the affective and m etacognitive aspects 

o f  learning.***^

Thus a learning environm ent m ust be constructed that allow s the learners to experim ent w ith their use 

o f  the target language. The learners should be encouraged to use the target language for 

com m unicating  m essages that are m eaningful for the coinm unicator and the receiver. H ow ever, as 

highlighted by Kolb, experience alone is not sufficient for progress to be m ade, experiences need to 

be processed consciously by reflecting on them .“ * They m ust be observed and consciously  reflected 

upon. N ew  hypotheses derived from  these reflections m ust then be tested in order to gain m ore 

experience that m ust in turn be reflected upon.“  ̂ Thus language learners need to develop the 

reflective skills to analyse what they have learned from their interactions w ith and through the target 

language.^****
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T he low est level o f  proficiency in the target language depends on developing  basic com m unication 

skills. L earning beyond this point is only possible if  accom panied by m etalinguistic and 

m etacognitive processes o f  analysis and reflection.***^ Thus, to progress beyond basic com m unication 

skills and to becom e more autonom ous in their langauge use learners m ust develop language 

aw areness and language-learning aw areness, as this is the only w ay to be sure that learners w ill be 

ab le to gain m axim um  advantage from  occasions o f  target language use that arise outside the 

classroom.*^®

The Eck, Legenhausen and W olff model implies a pedagogy in w hich learning by doing interacts w ith 

learning by reflection. Equal attention is given to the internalisation o f  target language form s through 

com m unication  and the developm ent o f  analytical skills through language awareness.^’ ' Thus, 

learning by doing interacts sharply with reflection. C om m unicative skills are developed alongside 

analytical skills. To prom ote such an approach to pedagogy Little proposes a version o f  Tharp and 

G a llim ore’s ‘instructional conversation’*̂ " where the instructional conversation  is carried out from  the 

earliest stages and as much as possible in the target l a n g u a g e . T h u s ,  the target language should be 

used for classroom  m anagem ent and instruction by the teacher and learners should be encouraged 

from  the outset to use the target language to com m unicate their m eanings. It follow s that m otivating, 

m eaningful situations need to be created to encourage the learners to use the target language. This will 

help ensure that links are forged betw een what goes on in the language classroom  and the 

characteristic  m odes o f  com m unication in the target language com m unity.

O f course use o f  the target language will have to be accom panied by opportunities for reflection on 

the use and learning o f the target language. In this way the learner can be a com m unicator, a 

researcher and an intentional learner com m unicating in the target language, analysing and reflecting 

on how  it is used and developing an explicit awareness o f  how best to learn it. Thus, com m unication 

and reflection play key parts in enabling learners to becom e autonom ous learners and users o f  the 

target language. It is thus essential that the teacher facilitate the creation o f  opportunities for active

D. Little. ‘Freedom to learn and compulsion to interact: promoting learner autonomy through the use of 
information systems and infonnation technologies’in Taking control: Autonomy in Language Learning. Eds. R. 
Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson (Hong Kong: Hong Kong University Press, 1996), 209.

Ibid.
D. Little. ‘Freedom to learn and compulsion to interact: promoting learner autonomy through the use of 

infomiation systems and information technologies’ in Taking control: Autonomy in Language Learning. Eds. R. 
Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson (Hong Kong: Hong Kong University Press, 1996), 210.

R.C. Tharp and R. Gallimore. Rousing Minds to Life: teaching, learning and schooling in social context. 
(Cambridge: Cambridge University Press, 1988) cited in D. Little. Freedom to learn and compulsion to interact: 
promoting learner autonomy through the use o f  information systems and infonnation technologies, 210.

D. Little. Freedom to learn and compulsion to interact: promoting learner autonomy through the use o f  
information systems and information technologies, 210.

D. Little, S. Devitt and D. Singleton. Learning Foreign Languages from  Authentic Texts: theory and 
practice. (Dublin: Authentik, 1994, third edition).
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use o f the target language along w ith opportunities for reflection. The creation o f  a learning 

environm ent that supports and prom otes learner autonom y is central to successful language learning 

and will be discussed in the next section.

4.8.1 Approaches to fostering learner autonomy in the language classroom

Learner autonom y is to be found am ong children in prim ary schools and secondary schools as well as 

am ong university students and adult learners.^^^ H ow ever, learners do not suddenly becom e 

autonom ous; they m ust w ork tow ards a u to n o m y .T h e r e  are steps that the learner m ust take, there 

are w ays o f  taking these steps and educational experiences and interventions w ill help in the fostering 

o f  learner a u to n o m y .H o w e v e r ,  fostering learner autonom y does not im ply any particular approach 

to practice nor is it tied to any particular organisational m o d e l . I t  refers to  the provision o f  

circum stances and contexts that will enable language learners to take responsibility  for their language 

learning and w ill help rather than hinder learners from  exercising their autonom y. In principle any 

practice that m otivates and supports learners to take m ore control over any aspect o f  their learning can 

be seen as a m eans o f  developing learner autonom y. In the field o f  language learning autonom y has, 

how ever, becom e closely associated w ith certain practices.*’'̂ '̂  The practices m ay have been designed 

specifically  to foster learner autonom y or they m ay be established practices that intrinsically support 

the developm ent o f  learner autonom y. Benson has classified these practices, depending on their focus, 

under six broad headings: resource-based, technology-based, learner-based, classroom -based 

curriculum -based and teacher-based approaches.™

A rguing the incoherence o f  the theoretical fram ew ork o f  learner autonom y in the field o f  second 

language learning O xford developed a m ore ‘system atic and com prehensive theoretical m odel than 

has previously ex isted ’.™' H er model offers four perspectives, each w ith a d ifferent focus, by w hich to 

view  autonom y: technical, psychological, socio-cultural and political-critical perspectives. A technical 

perspective em phasises the situational conditions under w hich learner autonom y m ay develop. A 

psychological perspective focuses on the characteristics o f  learners. A socio-cultural perspective

D. Little. ‘Freedom to learn and compulsion to interact: promoting learner autonomy through the use of 
information systems and information technologies’. In Taking control: Autonomy in Language Learning. Eds.
R. Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson (Hong Kong: Hong Kong University Press, 1996), 204.

D. Thanasoulas. Learner Autonomy, elt newsletter September 2000. Accessed 10/11/07 on 
eltnewsletter.com/back/september 2000/art 322000.htm

P.C. Candy. Self-Direction fo r  Lifelong Learning. (San Francisco: Jossey-Bass, 1991).
D. Little. ‘Freedom to learn and compulsion to interact: promoting learner autonomy through the use of 

infomiation systems and information technologies.’ In Taking control: Autonomy in Language Learning, eds. R. 
Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson (Hong Kong: Hong Kong University Press, 1996), 204.

P. Benson, Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 110. 
113-76.

R.L. Oxford. ‘Toward a More Systematic Model of L2 Learner Autonomy’, in Learner Autonomy across 
Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
Macmillan, 2003), 76.
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focuses on m ediated learning. A political-critical perspective focuses on the pow er structure, access to 

pow er and ideologies.™" O xford argues that consideration o f  these perspectives ‘is likely to provide a 

stronger, richer understanding o f  learner autonom y’.™̂

Through each o f  the four perspectives O xford identifies four im portant them es w hich should be 

considered: context, agency, m otivation and learning strategies/**^ A definition o f  each them e follows: 

Context: she defines context as referring to the situation, background, setting or environm ent in 

w hich the L2 learning takes place. Oxford™^ uses van L ier’s definition to describe 

context as affording ‘opportunities for learning to the active, participating learner’.™̂  

Each opportunity ‘affords further action (but does not cause or trigger it)’.™̂

A gency: this is defined as ‘the quality o f  being an active force in producing an e ffec t’.™** A 

learner is an agent if  he/she acts intentionally tow ards achieving a goal.™® O n e’s sense o f 

agency can be encouraged or hindered by social or cuUural conditions.

M otivation: this is defined as the internal desire to do som ething and thus L2 m otivation is the 

desire to learn another language.’"

Strategy: a strategy is ‘a plan oriented to m eeting a goal’.’ '" L2 learning strategies are thus steps 

or plans that L2 learners intentionally em ploy ‘to im prove the reception, storage, 

retention, and retrieval o f  inform ation’. '̂  ̂ S trategies m ay be observable as, for exam ple, 

in taking notes or unobservable such as m entally analysing a word.

R.L. Oxford. ‘Toward a More Systematic Model of L2 Learner Autonomy’, in Learner Autonomy across 
Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith, (Basingstoke: Palgrave 
Macmillan, 2003), 76-80.
™̂ Ibid.: 80.
™‘' Ibid.
^^Ubid.

L. van Lier. ‘From input to affordance: social-interactive learning from an ecological perspective’, in 
Sociocultural Theory and Second Language Learning. Ed. J.P. Lantolf Oxford; Oxford University Press, 2000, 
253.
™’ L. van Lier. ‘From input to affordance: social-interactive learning from an ecological perspective’, in 
Sociocultural Theory and Second Language Learning. Ed. J.P. Lantolf (Oxford: Oxford University Press, 2000), 
252 cited in R.L. Oxford. ‘Interaction in the Language Curriculum: Awareness, Autonomy’ ‘Toward a More 
Systematic Model of L2 Learner Autonomy’ in Learner Autonomy across Cultures: Language Education 
Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave Macmillan, 2003), 80.

R.L. Oxford. ‘Toward a More Systematic Model of L2 Learner Autonomy’ in Learner Autonomy across 
Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
Macmillan, 2003), 80.

A, Bandura. Self-efficacy: the Exercise of Control. (NewYork: Freeman, 1997) cited in R.L. Oxford.
‘Toward a More Systematic Model of L2 Learner Autonomy’, 80.

R.L. Oxford. ‘Toward a More Systematic Model of L2 Learner Autonomy’ in Learner Autonomy across 
Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
Macmillan, 2003), 80.
’ " / W .
^ ' ^ I h id  

Ibid.: 81.
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A pplying the O xford perspectives’ m odeP ’'’ to the six practices identified by Benson^'^ (as outlined at 

the beginning o f this section) a com prehensive fram ework is offered by w'hich to consider the various 

approaches to fostering learner autonom y. These are presented below.

4.8.2 Resource-based approaches

T hese em phasise the learners’ independent interaction with learning m a te r i a l s .L e a r n e r s  are given 

opportunities to becom e involved in the planning o f  the learning goals and the selection o f  m aterials 

to prom ote these goals. They are also involved in evaluating the success o f  their learning. Resource 

based  approaches are strongly linked to the use o f  self-access centres. These are purpose-built 

facilities w here learning resources are available to learners to work on.^'^ The resources are designed 

and organised  to enable learners to select and w ork on tasks by them selves.^'* A pplying the O xford 

perspectives m odel to the approach yields the following results:

Perspective: technical, the focus is on the physical situation w here learner autonom y may 

develop.

Context: self-access centre.

Agency; control is handed over to leam ers but this cannot by itse lf create a g e n c y . I t  is not 

generally assum ed that independent interaction with learning resources is all that is 

needed for the developm ent o f  learner autonom y.

M otivation; how m otivating this approach is depends on the learners’ goals^"' and their learning 

styleŝ "̂.

Learning strategies; a resource based approach view s strategies as tools that can be handed over 

to the learner via learner t r a in in g .H o w e v e r ,  O xford argues that in order to be effective 

this w ould need to involve the teacher’s know ledge o f  the learners’ current use o f

R.L. Oxford. ‘Toward a More Systematic Model of L2 Learner Autonomy’ in Learner Autonomy across 
Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
Macmillan, 2003).

P. Benson. Teaching and Researching Autonomv in Language Learning. (Harlow: Longman, 2001), 113-76. 
^^^I b i d : \ n .

S. Sheerin. ‘State of the art: self-access’, Language Teaching, 24 (3, 1991): 143-57, 143.
™ lh id

P. Freire. Pedagogy o f the Oppressed. (Hannondsworth: Penguin, 1972).
P. Benson. Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 134.
Z. Dornyei. Teaching and Researching Motivation. (Harlow: Longman, 2001).
J. Reid, Ed.Understanding Learning Styles in the Second Language Classroom. (Upper Saddle River: 

Prentice Hall, 1998).
P. Benson, ‘The philosophy and politics of learner autonomy’, in Autonomy and Independence in Language 

Learning. Eds. P. Benson and P. Voller (London: Longman, 1997).
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stra teg ies , the ir needs and the ir cu ltu ra l beiiefs^^'* L e a rn e rs ’ full p a rtic ip a tio n  in  the 

d ev e lo p m en t o f  stra teg ies w ou ld  also  be req u ired .’"̂

R e so u rce  based  learn ing  p rov ides learners w ith  oppo rtu n ities  to  d irec t th e ir  o w n  learn ing . H o w ev er 

h a v in g  o p p o rtu n itie s  to  d irect o n e ’s ow n learn ing  does not n ec essa rily  fo s te r  le a rn er au to n o m y  o r lead 

to  b e tte r  lan g u ag e  learning. A se lf-access  cen tre  needs m o re  th an  te ch n o lo g y  and  th e  righ t 

co n fig u ra tio n  o r resou rces to  be successfu l. S tu rtridge argues th a t su c ce ss  in  re so u rce -b a sed  language  

le a rn in g  p resu p p o se s  that the learner a lready  possesses  so m e  o f  the  sk ills  a s so c ia te d  w ith  

au to n o m y .’"  ̂ In the  absence o f  these  sk ills learners need  to  be e n c o u ra g e d  an d  su p p o rted  in b eco m in g  

m o re  a u to n o m o u s .’"  ̂ To fac ilita te  th is  teachers need  to  in te rac t w ith  learn ers  in th e  se lf-access  

cen tre .™  G ard n e r an d  M iller ho ld  tha t th e  key  to  success in  se lf-a cce ss  cen tres  is p ed a g o g ic a l inpu t in 

th e  fo rm  o f  lea rn er d eve lopm en t and co u n se llin g .’"'̂

4.8.3 Technology-based approaches

B e n so n  ho lds th a t these  app roaches em phasise  the le a rn e rs’ in d e p en d e n t in te rac tio n  w ith  ed u catio n al 

te c h n o lo g ie s .’ ”̂ T h ey  are sim ila r to resou rce  based  ap p ro a ch es  b u t d iffe r  in the  focus on  the 

te ch n o lo g ie s  used  to  access the resources. T hey  m ay inc lude, fo r ex a m p le , co n c o rd a n c in g ,’^' em ail 

ta n d em  le a rn in g ,’^' co m p u ter enhanced  in te ractive  v id eo ,’ ”  o r in fo rm atio n a l C D -R O M s’^''. It m ay  be 

the  in te rac tio n  w ith  the techno logy  that fosters learner au tonom y . A lte rn a tiv e ly  it m ay  be the po ten tia l 

o f  th e  tech n o lo g y  to facilita te  in te raction  that w ou ld  be d ifficu lt o r im p o ss ib le  to  have  in the

™  R.L. Oxford. ‘Toward a More Systematic Model o f  L2 Learner A utonom y’ in Learner Autonom y across 
Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
M acmillan, 2003), 82.

R. Oxford. Language Learning Strategies: What Every Teacher Should Know. (Boston: Heinie & Heinie, 
1990).

G. Sturtridge. ‘Teaching and language learning in self-access centres: changing ro les?’ in Autonom y and  
Independence in Language Learning, Eds. P. Benson and P. Voller. (London: Longman, 1997), 66-78.

R.L. Oxford. ‘Toward a More Systematic Model o f L2 Learner A utonom y’ in Learner Autonom y across 
Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
M acmillan, 2003), 82.
’^*R. Kelly. ‘Language counselling for learner autonomy: the skilled helper in self-access language learning’, in 
Taking control: Autonomy in Language Learning. Eds. R. Pemberton, E.S.L. Li, W .W .F. Or and H.D. Pierson 
(Hong Kong: Hong Kong University Press, 1996), 93-4.

D. Gardner and L. Miller. Establishing Self-Access: From Theory and Practice. (Cam bridge: Cambridge 
University Press, 1999), 31.
’^®P. Benson. Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 137.

G, Aston. ‘Involving learners in developing learning methods: exploiting text corpora in self-access’ in 
Autonom y and Independence in Language Learning, Eds. P. Benson and P. Voller. (London: Longman, 1997). 
’^^T. Lewis, J. Woodin and E. St. John. ‘Tandem learning: independence through partnership’, in Promoting  
Learner Autonomy in University Language Teaching. Eds. E. Broady and M.-M. Kenning. (London:
Association for French Language Studies/CILT, 1996, 105-20.

D. Little. Interactive video cassette for self-access: a preliminary report on the implementation o f Autotutor 
i r .  Computers in Education, 23 (1-2, 1994): 165-70.

M.-N. Guillot. ‘Resource-based language learning: pedagogic strategies for Le M onde sur CD -RO M ’ in 
Prom oting Learner Autonomy in University Language Teaching. (London: Association for French Language 
Studies/CILT, 1996), 139-58.
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classroom /^^ The success o f  technology based approaches depends on the w ays in w hich the 

technologies are m ade available to the learner as well as the in teractions that take place around them. 

A pplying O xford’s perspectives model the following insights are gained;

Perspective: technical, the situational conditions under w hich learner autonom y may develop 

are em phasised.

Context: m ost frequently the self-access centre but could be the com puter room , a hom e setting 

or travel environm ent.

A gency: as with resource-based approaches control m ay be handed over to learners, giving 

them  great control o f  and access to resources w hich w ill not in itse lf create a g e n c y . I t  

may be seen as ‘merely handing over the reins’. M e r e l y  changing situational 

conditions w ill not by itse lf create agency.™  A gency is not som ething to be delivered to 

the learner.’ ’̂ A gency will only be developed through interaction betw een teacher and 

learners.’'’̂  This approach pre-supposes certain attitudes, skills and strategies am ong 

learners.

M otivation: this approach can be very m otivating as it can expose learners to an unlim ited range 

o f  authentic m aterials. It can provide rich linguistic and non-linguistic input. H ow ever, 

the level o f  m otivation it generates will depend on the learners’ goals and preferred 

learning styles.

Learning Strategies: like O xford’'*" Little holds that these w ill only be effectively developed 

through interaction betw een teacher and learners.’''̂

K enning argues that since the effective use o f  technology assum es certain prerequisites learners may 

need to have some o f  the skills associated with learner autonom y to derive benefit form  them .’"*̂

P. Benson. Teaching and R esearching Autonom y in Language Learning. (Harlow: Longman, 2001), 137. 
R.L. Oxford. ‘Toward a More Systematic Model o f  L2 Learner A utonom y’, In L earner Autonom y across  

Cultures: Language Education P erspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
M acm illan, 2003), 81.

A. Pennycook. ‘Cultural alternatives and autonom y’, in Autonom y and Independence in Language Learning. 
Eds. P. Benson and P. V oller (London: Longman, 1997), 46. Cited in R.L. Oxford. ‘Toward a More Systematic 
M odel o f  L2 Learner A utonom y’, 81.

R.L. Oxford. ‘Toward a More Systematic Model o f  L2 Learner A utonom y’, 82.
P. Freire. P edagogy o f  the O ppressed. (Hannondsworth: Penguin, 1972).
D. Little. ‘Freedom to learn and com pulsion to interact: promoting learner autonom y through the use o f  

infonnation system s and information technologies’, in Taking control: Autonom y in L anguage Learning. Eds. 
R. Pemberton, E.S.L. Li, W .W .F. Or and H.D. Pierson (H ong Kong: Hong Kong University Press, 1996), 213.

J. R eid, Ed. U nderstanding Learning Styles in the Second Language C lassroom . (Upper Saddle River: 
Prentice Hall, 1998) cited in R.L. Oxford. ‘Toward a More Systematic M odel o f  L2 Learner A utonom y’, 82.

R.L. Oxford. ‘Toward a More Systematic Model o f  L2 Learner A utonom y’. In L earner Autonom y across  
C ultures: Language Education P erspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
M acm illan, 2003), 82.

D. Little. ‘Freedom to leam and com pulsion to interact: promoting learner autonomy through the use o f  
infom iation system s and infonnation technologies’, in Taking control: Autonom y in Language Learning. Eds.
R. Pemberton, E.S.L. Li, W .W .F. Or and H.D. Pierson (H ong Kong: Hong Kong U niversity Press, 1996), 213.
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H ow ever, L ittle holds that the success o f  this approach hinges on the scaffolding provided for learning 

b y  interaction and collaboration betw een teachers and learners and betw een l e a r n e r s . T h i s  is 

supported  by O xford w ho m aintains that learners need the m ental and em otional support that com es 

from  collaboration  w ith the teacher.’'*̂

4.8.4 Learner-based approaches

T hese focus on the production o f  behavioural and psychological changes that w ill enable learners to 

take control o f  their l e a r n i n g . T h e s e  approaches em phasise learner developm ent to help them  

acquire the skills they need to take advantage o f  opportunities offered for self-d irected  learning. 

L earner developm ent activities aim  to increase learners’ aw areness o f  them selves as learners in order 

to im prove their w illingness and ability to m anage their learning.^'*’ A pplying O xfo rd ’s perspectives 

m odel a c learer picture o f  this approach is achieved;

Perspective: psychological and socio-cultural.

C ontext: generally the classroom .

A gency: skills for taking responsibility for their learning are realised through collaboration and 

interaction w ith the teacher and fellow  learners. This gives them  a sense o f  urgency.

M otivation: collaborative approach will help ensure that all efforts are m ade to intrinsically and 

extrinsically  m otivate learners. Learners are supported in building b e lie f in their ability to 

organise and m anage their work.

Learning Strategies: there is a focus on developing these through learners’ full participation.

T here is general agreem ent that learner-developm ent activities should not be separated from  

language-learning activities.^^” Learners should be enabled to com m unicate in the target language 

w hile learning and reflecting on their language learning.

M.-M. Kenning. ‘IT and autonomy’, in Promoting Learners Autonomy in University Language Teaching. 
Eds. E. Broady and M.-M. Kenning, (London: Association for French Language Studies/CILT, 1996, 121-38), 
132-3.

D. Little. ‘Freedom to learn and compulsion to interact: promoting learner autonomy through the use of 
information systems and information technologies’, in Taking control: Autonomy in Language Learning, eds. R. 
Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson (Hong Kong: Hong Kong University Press, 1996), 204.

R.L. Oxford. ‘Toward a More Systematic Model of L2 Learner Autonomy’, in Learner Autonomy across 
Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: Palgrave 
Macmillan, 2003), 82.

P. Benson. Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 142. 
‘̂*Ubid: \ 49.

S. Sheerin. ‘An exploration of the relationship between self-access and independent learning’, in Autonomy 
and Independence in Language Learning, Eds. P. Benson and P. Voller. (London: Longman, 1997, 54-65), 59- 
60.

P. Benson. Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 143.
M. Legutke and H. Thomas. Process and Experience in the Language Classroom. (London: Longman,

1991), 284.
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4.8.5 Classroom-based approaches

Benson holds that these focus on developing and extending learner control over the p lanning and 

evaluation o f  classroom  le a r n in g .L e a r n e r s  are involved in decision m aking about their learning 

w ithin a collaborative and supportive environm ent. O xford’s perspectives m odel applied to classroom  

based approaches gives a com prehensive overview;

Perspective: psychological and socio-cultural.

Context: classroom.

Agency: learners are supported in developing autonom y by collaboratively  involving them  in 

the decision-m aking processes concerned w ith the day-to-day m anagem ent o f  their 

learning. H ow ever the degree o f agency will depend on the degree o f  flexibility  o f  the 

curriculum .’”

M otivation: learners may be m otivated by the belief that they have the locus o f  control and thus 

be intrinsically m otivated. H ow ever this will depend on the degree o f  flexibility  in the 

curriculum  as w ithout flexibility learners may feel that their decisions have little im pact 

and that they are being given responsibility but not given freedom .

Learning Strategies; these are developed through encouragem ent, support and collaboration.

The success o f  this approach is contingent on teachers surrendering their prerogative o f  m aking m ost 

or all significant decisions relating to the learning p r o c e s s .L e a r n e r s  can successfully  be involved in 

decision m aking on the planning and assessm ent o f  their classroom  learning providing they are given 

opportunities to do so and appropriate support.’ *̂ The degree to w hich learners can self-assess and 

control classroom  activities is likely to be restricted by a predefined curriculum  how ever, flexibility in 

the guidelines o f  a curriculum  often creates spaces in w hich teachers can enable their learners to take 

a degree o f  control over their learning.’ ’̂

4.8.6 Curriculum-based approaches

These focus on extending learner control over the w hole curricular system .’ *̂* This has been 

form alised in the idea o f  the process syllabus where learners collaborate w ith their teachers to decide

P. Benson. Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 111. 
162.

Ibid.
P.C. Candy. Self-direction for Lifelong Learning. (San Francisco: Jossey-Bass, 1991).
B. Cram. ‘Self-assessment: from theory to practice. Developing a workshop guide for teachers’ in Language 

Asses.sment in Action, (Sydney: Macquarie University, National Centre for English Language Teaching and 
Research, 1995) 271-306.

D. Little. Learner Autonomy I: Definitions, Is.sues and Problems. (Dublin: Authentik, 1991).
D. Crabbe. ‘Fostering autonomy from within the classroom: the tcacher’s responsibility’. System, 21 (4, 

1993), 443-52.
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the content and procedures o f  their iearning.’ '̂̂  It is also evident in approaches to curriculum  

negotiation that follow  the ideas and practices im plicit in the process syllabus.™  The negotiation o f  

learning content and procedures is the m eans by which com m unication and learning are achieved7^' 

Learners are im plicitly or explicitly  supported in the decision m aking process/^" A pplying O xford’s 

perspectives model to the curriculum  based approaches gives a clearer understanding o f  the approach; 

Perspective; psychological, socio-cultural and political-critical.

Context; classroom .

A gency; decisions about the content and the procedures o f  learning are m ade by learners in 

collaboration w ith their teacher with em phasis on reflection and negotiation.

M otivation; learners to set their ow n learning goals and procedures for reaching these. They are 

thus intrinsically and extrinsically  m otivated.

Learning strategies; teacher know ledge, attitude and skills help develop these w ith learner 

participation and co-operation.

4.8.7 Teacher-based approaches

These em phasise the role o f  the teacher and teacher education in the practice o f  fostering learner 

autonomy.^^^ The teacher takes the role o f  facilitator w here he/she provides support for learners, 

counsellor w here he/she interacts on a one-to-one basis with the learners, and resource w here he/she is 

a source o f  know ledge and expertise.^^ O xford’s perspectives m odel applied to teacher-based 

approaches yields the follow ing inform ation;

Perspective; psychological, socio-cultural and political-critical.

Context; teacher education centres and classrooms.

Agency; in order to foster autonom y in their learners teachers m ust be free and able to assert 

their own autonom y in the practice o f  teaching. To create opportunities for learners to 

exercise autonom y teachers m ust recognise and assert their ow n.’^̂

M otivation; teachers’ reflections on their ability to be autonom ous in their teaching is 

intrinsically m otivating, and enabling learners to becom e m ore autonom ous can be both 

intrinsically and extrinsically  m otivating.

Learning strategies; teachers develop their own sense o f  autonom y through reflection and 

negotiation and thus enable their learners to develop learning strategies.

D. Sim m ons and S. Wheeler. The P rocess Syllabus in Action. (Sydney; Macquarie University, National 
Centre for English Language Teaching and Research, 1995).

P. Benson, Teaching and R esearching Autonom y in Language Learning. (Harlow: Longman, 2001), 163.
L. Dam. L earner Autonom v 3: From Theory to Classroom  Practice. (Dublin; Authentik, 1995).
Ib id
P. Benson, Teaching and Research ing Autonom y in Language Learning. (Harlow: Longman, 2001), 111.
P. Voller. ‘D ocs the teacher have a role in autonomous learning?’, in A utonom y and Independence in 

Language Learning. Eds. P. Benson and P. Voller (London: Longman 1997), 98-113.
L. McGrath. ‘Teacher A utonom y’ in L earner Autonomy. Teacher Autonom y: Future D irections. Eds. B. 

Sinclair et al (London: Longman, 2000), 100-110.
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To foster learner autonom y teachers m ust have confidence in learners’ capacity  to assert their 

autonom y and m ust be prepared to live through the consequences for their ow n teaching.™  In fact 

Thavenius^^^ asserts that developing learner autonom y does not ju s t entail changing teaching 

techniques, it involves changing teacher personality . In order to foster autonom y in h is/her learners 

the teacher m ust be free and prepared to assert their own autonom y in t e a c h i n g . T h e  first step 

tow ards autonom y happens w hen the teacher assesses the elem ents o f  the teaching and learning 

process over w hich he/she has contro l.’ ’̂ It is argued that teacher education should m irror practices 

designed to foster autonom y am ong learners.’™

A w ide variety o f  approaches is available. Sm ith argues that the prom otion o f  learner autonom y does

not entail the use o f  any particular m ethod or t e c h n o l o g y . B e n s o n  supports this arguing that no

single m ethod o f  fostering autonom y can be judged  best.’’" A lthough claim s are often m ade for the

effectiveness o f  one approach over the others m ost researchers and practitioners w ould agree that they

are in terdependent.”  ̂ A particular approach cannot be fixed in advance as in order to continue to

‘becom e appropriate’ there m ust be ongoing negotiation betw een learners and their teacher.” '* If

learners in a particular context do not respond well to a particular approach then it m ight be the

approach which needs to be criticised, not the learners nor the validity o f  autonom y itself.”  ̂ Thus, the

effectiveness o f  an approach cannot be judged  independently o f  the w ay in w hich it is im plem ented,

the level o f  the learners, the background o f  the learners and the culture o f  the learning institute.™  It

seem s likely that learner autonom y w ill best be fostered through a fusion o f  approaches.

‘If autonom y im plies control over learning m anagem ent, cognitive processes and the content 
o f  learning, . . . ,  it seem s likely that it w ill be fostered m ost effectively through a com bination 
o f  approaches’.’”

M.P. Breen and S. Mann. ‘Shooting arrows at the sun: perspectives on a pedagogy for autonomy’ in 
Autonomy and Independence in Language Learning. Eds. P. Benson and P. Voller (London: Longman 1997), 
132-49. '

C. Thavenius. ‘Teacher autonomy for learner autonomy’, in Learner Autonomy in Language Learning: 
Defining the Field and Effecting Change. Eds. D. Crabbe and S. Cotterall, (Frankfurt: Peter Lang, 1999), 159- 
63.

L. McGrath. ‘Teacher Autonomy’, in Learner Autonomy, Teacher Autonomy: Future Directions. Eds. B. 
Sinclair, I. McGrath and T. Lamb. (London: Longman, 2000), 100-10.
'’^ '^ I b id
™  D. Little. ‘Learning as dialogue: the dependence of learner autonomy on teacher autonomy’. System, 23 (2, 
1995): 175-82.

R.C. Smith. ‘Pedagogy for Autonomy as (Becoming) Appropriate Methodology’. In Learner Autonomy 
Across Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: 
Palgrave Macmillan, 2003), 130.

P. Benson. Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 177. 
™ / t o / .  . 1 1 1 .

A.R. Holliday. Appropriate Methodology and Social Context. (Cambridge University Press, 1994).
R.C. Smith. ‘Pedagogy for Autonomy as (Becoming) Appropriate Methodology’, in Learner Autonomy 

Across Cultures: Language Education Perspectives. Eds. D. Palfreyman and R.C. Smith. (Basingstoke: 
Palgrave Macmillan, 2003), 130.

P. Benson. Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 177.
P. Benson. Teaching and Researching Autonomy in Language Learning. (Harlow: Longman, 2001), 177.
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The approach or approaches used will depend on the teaching/learning context. Dam highlights five 

differences betw een a teacher-directed learning environm ent and a teacher/learner directed  one’’** and 

these points are useful in providing a sum m ai^ o f  the essential elem ents necessary for fostering 

learner autonom y in the language classroom  regardless o f  approach. They may be sum m arised as 

follows:

1. There m ust be a shift in focus from  teaching to learning. In the learner autonom ous classroom

‘w hat to leam ’ and ‘how to leam ’ becom e the concern o f  both teacher and learners. A ctivities

and m aterials are selected w hich will involve learners in their learning process, in developing 

their com m unicative com petence in the target language.

2. There m ust be a change in the leam er’s role. The autonom ous learner is m ade aw are o f  the 

factors that contribute to the learning process such as aim s, potentially  useful m aterials and 

activities, social and affective influences and the teacher’s role. The learner is required to 

define his/her own aims, choose his/her own m aterials and activities and learn to evaluate the 

outcom e o f his/her learning.

3. There m ust be a change in the teacher’s role. To prom ote learner autonom y the teacher will

focus on learning rather than teaching. He/She w ill be open to learners’ suggestions and

support their initiatives. He/she will involve the learners in decision m aking and in evaluation. 

Thus, the teacher w ill be a consultant as well as a co-leam er in the learning process.

4. Evaluation/reflection m ust play a key role in the learner autonom ous language classroom . 

Dam argues that evaluation is the pivot o f  the leam ing process. It p ivots on questions like 

w hat am I /are you/ am I doing? W hy? W hat was good/bad? W hy? W hat can it be used for?

5. The learner autonom ous language classroom  must be seen to be a rich leam ing environm ent. 

It is a w orkshop w here things are tried out or investigated; teachers are learners and leam ers
779are teachers; process and content are mutually dependent.

Learner autonom y will not ju s t happen, it m ust be consciously fostered. This w ill involve a change in 

traditional teacher and learner roles. There m ust be active co-operation and collaboration betw een 

teacher and learners. N egotiation betw een teachers and learners w ill be key. R eflection w ill be at the 

heart o f  the process, and the learning environm ent m ust support these factors.

4.8.8 The role of learning strategies

In addition to the approaches already discussed in this section, the ability to help learners to learn is 

regarded as key to the successful developm ent o f learner autonom y in language classroom s. H ow ever, 

many learners have ‘un learned’ m ost o f  their skills as self-directed leam ers by the tim e they com e to

™  L. Dam. Learner Autonom y 3: From Theoiy to Classroom  Practice. (Dublin: Authcntik, 1995), 4 - 6.
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the  language c l a s s . T h e y  com e w ith preconceived ideas on how  learning should happen and this 

often excludes self-d irected  learning opportunities. M any like to be directed by teachers and find 

them selves at a loss w hen given learning opportunities that require them  to take responsibility  for 

their learning.’**' H ow ever, it is difficult for learners to take control o f  their learning if  they do not 

understand their learning processes. In order to make decisions about their language learning learners 

need insights into how to learn.™" This has led to a developm ent o f  techniques to help learners to 

l e a r n . T h i s  is referred to  as learner training or learner developm ent. The w ord training im plies a 

narrow  focus but in the context o f  language learning it takes on a broader, m ore educational view. 

Ellis and S inclair define learner train ing as follows:

‘Learner training aim s to help learners consider the factors w hich affect their learning and 
discover the learning strategies w hich suit them best, so that they m ay becom e m ore effective 
learners and take on m ore responsibility  for their own learn ing’.’**“’

D ickenson argues that learner train ing is essential for any learner w ho w ishes to achieve a degree o f  

autonom y in the learning process as it will furnish them  with the tools to becom e m ore 

independent.™^ It aim s to help all learners becom e more involved and m ore independent and thus, 

m ore effective in their learning.™  To achieve this D ickenson holds that learners need both 

psychological and m ethodological preparation.™’ Psychological preparation involves giving learners 

the confidence that they have the ability to take a more active and independent role in their learning. 

Psychological p reparation  depends on and is achieved through m ethodological preparation in that 

learners can best be persuaded o f  their ability to work independently by having practice and success in 

w orking this way. M ethodological preparation is about enabling learners to develop strategies or 

techniques that w ill support active, independent involvem ent in learning the target language.’**** It may 

involve enabling learners to use strategies used by successful language learners.’**’ It is achieved by 

giving learners practice in using their existing know ledge to m ake decisions about the learning

’**** C. Knoshita Thomson. ‘Self-assessment in self-directed learning; issues of learner diversity, 77-91 ’ in Taking 
Control. Autonomy in Language Learning. Eds. R. Pemberton, E.S.L. Li, WWF Or and H.D. Pierson. (Hong 
Kong: University of Hong Kong, 1996), 77.
’**' Ibid.

H. Holec. ‘The learner as manager: managing learning or managing to learn?’, in Learning Strategies in 
Language Learning. Eds. A. Wenden and J. Rubin. (Hemel Hempstead and Englewood Cliffs, N.J.: Prentice 
Hall, 1987), 145-56.
’**̂ R.L. Oxford. Language Learning Strategies: what every teacher should know. (Boston, MA: Heinle &
Heinle, 1990).
’**'* G. Ellis and B. Sinclair. Learning to Learn English: a course in learner training. (Cambridge: Cambridge 
University Press, 1989), 2.

L. D\ckcm>on. Learner Autonomy 2: Learner training fo r  language learning. (Dublin: Authentik, 1992), 13. 
Ibid.: 18.

^^Ubid
^ ^ ^ I b i d

A.U. Chamot. ‘The role of learning strategies in second language acquisition’ in Learner Contributions to 
Language Learning. New Directions in Research. Ed. M.P. Breen. (Harlow: Pearson Education Limited, 2001), 
26.
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process. It entails defining learning goals, m ethods o f  learning, resources to be used, m ethods o f 

evaluation, and m anagem ent o f  time.^'^°

Inform ed decision making on the learning process im plies the use o f  cognitive and m etacognitive 

strategies. C ognitive strategies are conscious techniques selected and used by learners in the learning 

process, they are learning techniques that the learner selects in response to a learning challenge.™' 

O ’M alley and Cham ot identify m etacognitive strategies as ‘th inking about the learning process, 

planning for learning, m onitoring the learning task, and evaluating how  well one has learned’.™' 

These necessitate reflection on learning and it has been argued that they are the key to learning 

success.™  M etacognitive strategies are used to identify the learning task, select the appropriate 

cognitive strategy, m onitor the use o f  the strategy, check the task  is com plete and assess how  effective 

the learning was.™  M etacognition is a form  o f  self-know ledge that m arks the difference betw een a 

passive learner who obediently follow s the teacher and a reflective, self-aw are learner.™^

C ognitive and m etacognitive strategies describe m ental operations used by learners in the 

m anagem ent o f  their own learning. In addition the learner needs to take action to control aspects o f  

the learning situation related to the se lf  and others. Social strategies are used in actions taken in 

relation to others in the learning situation.™* They are essential to the support and m aintenance o f  a 

social interactive approach to learning. Oxford™’ lists the follow ing social strategies:

• A sking questions;

1. Asking for clarification or verification

2. Asking for correction

• C ooperating with others:

1. Cooperating w ith peers

2. Cooperating w ith proficient users o f  the new  language

• Em pathising w ith others:

1. D eveloping cultural understanding

™° H. Holec. Autonomy and Foreign Language Learning. (Oxford: Pergamon, 1981), 3. (First published 
Strasbourg: Council of Europe, 1979).

L. D'xckcnson. Learner Autonomy 2: Learner training fo r  language learning. (Dublin: Authentik, 1992), 19. 
J.M. O ’ Malley and A.U. Chamot. Learning Strategies in Second Language Acquisition. (London: 

Macmillan, 1990), 137.
A. Wenden. ‘What do second language learners know about their language learning? A second look at 

retrospective accounts’. Applied Linguistics 7 (2 1986): 186-205.
B. Sinclair. ‘Learner autonomy: the next phase’. In Learner Autonomy, Teacher Autonomy: Future 

Directions. (Harlow: Longman, 2000), 9.
R. Kelly. ‘Language Counselling for learner autonomy: the skilled helper in self-access learning’, in Taking 

Control. Autonomy in Language Learning. Eds, R, Pemberton, E,S.L. Li, W.W.F. Or and H.D. Pierson, (Hong 
Kong: Hong Kong University Press, 1996, 93-113), 106,
™*’ R,L. Oxford. Language Learning Strategies: what every Teacher should Know. (Rowley, Mass.: Newbury 
House, 1990),
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2. Becom ing aware o f  o th ers’ thoughts and feeUngs

A ctions taken to control the social and affective dim ensions o f  the learning situation depend on 

learners’ attitudes about their capabilities and about their role and the role o f  others in the learning 

process. Thus, training learners in the use o f  learning strategies w ill be o f  lim ited success unless 

learner attitudes about their capabilities and role in the learning process are taken into account.’’** 

Strategy train ing  does not guarantee that learners w ill continue to use the strategies they have learned.

It does not guarantee an increase in m otivation and confidence in the learners. H ow ever, by m aking 

the learning process m ore transparent the learner is ‘em pow ered to m ake his/her ow n changes’.’’’ 

This em pow erm ent will help ensure that learners’ intrinsic m otivation is developed and m aintained.

4.8.9 The role of motivation

Regardless o f  the causes to w hich a learner attributes his/her successes and failures, he/she w ill not be 

m otivated to persevere w ith his/her learning unless the end goal is perceived as being personally 

m eaningful and desirable. M otivation is shaped by the subjective values that learners attach to 

learning goals and incentives to l e a r n . L e a r n e r s  vary in their perceptions o f  the value o f  goals as 

well as in the clarity w ith w hich they perceive goals. Those w ho have clearly  defined interim  goals 

leading to a m ain goal are likely to be m ost successful.**®' W here a learner is m otivated  to achieve a 

particular long-term  goal and perceives interim  goals to be a pathw ay to its attainm ent then

‘ ...m o tivation  for the entire series o f  steps converges or is channelled  into m otivation for the
im m ediate next step’.**”̂

How ever, the achievem ent o f  goals is not the only factor involved in m otivating  learners. A nother 

im portant d im ension is the learner's  perception o f  the learning experience. I f  the learner does not 

derive som e satisfaction from  the pursuit o f  h is/her learning goal then m otivation is bound to 

dissipate. Learners need to develop the aw areness that learning is, in itself, m otivating. The 

satisfaction and m otivation to be derived through the learning process m ust be discussed and 

em phasised. M aehr refers to this type o f  ongoing learning m otivation as continuing motivation.**®^ It is 

m ore generally  called intrinsic m otivation. U shioda lists four o f  the im portant positive features o f  

intrinsic m otivation:

A. W enden. L earner S tra teg ies f o r  Learner A u tonom y. (L ondon: P rentice H all In ternational, 1991), 55.
M. T yacke. ‘S trategies for success: bringing ou t the best in a learner’. TESL C anada Journa l/R evue  TESL dii 

C anada 8 (2, 1991): 45-56 cited  in D. Sim m ons. ‘A study o f  strategy use in independent lea rners’, 61-75 in 
Taking C ontrol. A u tonom y in L anguage Learning. Eds. R. Pem berton, E .S.L. Li, W .W .F . O r and H .D. P ierson. 
(H ong K ong: H ong K ong U niversity  Press, 1996, 93-113), 75.

E. U shioda. L earner A u tonom y 5: The R ole o f  M otiva tion . Ed, D. Little. (D ublin: A u thentik , 1996).
J. R aynor, ‘M otivation  in C areer S triv ing’, in P ersonality, M otivation  and  A ch ievem en t. Eds. J. A tkinson and 

J. R aynor (N ew  York: W iley, 1978), 208.
Ib id
M. M aehr. ‘M eaning and m otivation: tow ard a theory  o f  personal investm en t’, in R esearch  on m otiva tion  in 

Education, Volum e 1. Eds. R. A m es & C. A m es. (O rlando: A cadcm ic Press, 1984, 115-44).
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• it is self-sustain ing because it generates its ow n rew ards;

• it leads to voluntary persistence at learning;

• it focuses on skill developm ent and mastery;

• it is an expression o f  personal control and autonom y in the learning process.*®^

Intrinsic m otivation gives rise to  positive feelings such as satisfaction and pleasure from  the learning

process. This is im portant because if  learners receive an ‘intrinsic rew ard ’ from  the learning process, 

they are m otivated to continue being involved w ithout external pressures to do so.*°^ Intrinsic 

m otivation prom otes the perception  that learning is m otivating in i tse lf  As w ell as seeing the process 

as a source o f  pleasure it can also be seen as an opportunity for task m astery and skill developm ent. 

V iew ing the process in this light w ill help m aintain m o t iv a t io n .P e o p le  have a need to be effective, 

com petent and self-determ ining in their interactions with the w orld  around them  and this need 

m otivates and energises them.*'®’ The directing, m otivating force com es from  w ithin. This self- 

direction is crucial to sustaining intrinsic m otivation. Even activities that are intrinsically m otivating 

m ay seem  less so if  the conditions o f  engagem ent are dictated by others.**®*

To develop effective m otivational thinking learners m ust develop the capacity to m anage the affective 

d im ension o f  the learning experience.**®*’ This capacity can be developed w ith the help o f  teachers. If  

the classroom  takes the learners’ m otivational agendas as its starting point then the conditions for 

m anaging the affective side o f  the learning experience will be set. Learning w ill be perceived as being 

personally  relevant and m eaningful for the learners’ subjective view s o f  life. It w ill cater for the 

learners’ interests and the m eanings that they w ant to express. The capacity can be further prom oted 

through the kinds o f  learning goals and evaluative system s teachers construct and encourage their 

learners to construct, and through appropriate feedback in relation to learning perform ance 

outcomes.*'® The feedback should foster reflection and self-evaluation in relation to the learning 

process and the learners’ perception o f  skill and com petence developm ent.*" This w ill set in process

E. Ushioda. Learner Autonomy 5: The Role o f  Motivation. Ed. D, Little. (Dublin: Authentik, 1996), 19.
M. Maehr. ‘Meaning and motivation: toward a theory of personal investment’, in Research on motivation in 

Education, Vohime 1. Eds. R. Ames & C. Ames. (Orlando: Academic Press, 1984, 115-44), 130.
Ibid.
E. Deci. The Psychology o f  Self-Determination. (Lexington, Mass.: D.C. Heath & Co., 1980), 33.
M. Lepper and D. Greene. ‘Overjustification research and beyond: toward a means-end anlaysis of intrinsic 

and extrinsic motivation’, in The Hidden Costs o f  Reward: New Perspectives on the Psychology o f  Human 
Motivation. (Hillsdale, NJ: Lawrence Erlbaum Associates, 1978), 109 cited in E. Ushioda. Learner Autonomy 5: 
The Role o f  Motivation. Ed. D. Little. (Dublin: Authentik, 1996), 21.

R.L. Oxford. Language Learning Strategies: what every Teacher should Know. (Rowley, Mass.: Newbury 
House, 1990), 21.

R.L. Oxford, Language Learning Strategies: what every Teacher should Know. (Rowley, Mass.: Newbury 
House, 1990), 21.

E. Ushioda. Learner Autonomy 5: The Role o f  Motivation. Ed. D. Little. (Dublin: Authentik, 1996), 27.



the  appropriate types o f  internal b e lief structures and attributional p rocesses that will support learners’ 

intrinsic m otivation.

To foster the developm ent o f  intrinsic m otivation it is desirable to define learning in term s o f  m astery, 

skill developm ent and absolute perform ance criteria. Foreign language learning offers a context in 

w hich these kinds o f  learning criteria can be realised. As d iscussed previously, language is best 

acquired  through language use and this can bring into play m otivational processes and patterns o f  

th inking that support skill developm ent and perceptions o f  grow ing com petence.

The role o f  the learning experience in help ing to shape m otivational th inking processes is not lim ited 

to how learners perform  or their perceptions o f  their perform ances.*'" The subjective experiences o f  

language learning and language use, the feelings that these evoke and experiences associated with 

them , are also very pertinent to the internal m otivation o f  the l e a r n e r s .T h e s e  affective experiences 

have the potential to be hooked at any stage during the learning process. For exam ple, learners may 

begin to enjoy learning the target language because it gives them  opportun ities to engage in different 

experiences such as games, dram a, theatre, creative m ovem ent, creating crafts, and so on. In other 

w ords, w here the language enables learners to access things they like or w ant to do rather than being 

the object o f  learning.**'"’ In this way, learners can begin to associate language learning w ith areas o f  

their lives that are personally m eaningful. The language w ill be perceived as a m eans o f  accessing 

these interests and furthering their com petencies and skills in these areas.**'^ In the w ords o f  Barnes 

school know ledge is integrated with action know ledge as it becom es used for practical purpose.*^'*

Since the m ajority o f  learners take a foreign language in school because they are required to, U shioda 

argues that it is unlikely that learners’ m otivational thinking is, at the beginning o f  the process, 

derived from the experience o f  learning and using the language.**'^ T heir perception o f  skill 

developm ent, enjoym ent, a sense o f  satisfaction, and expectations o f  achieving im m ediate learning 

targets m otivates them. M otivation that is directed tow ards long-term  goals is in danger o f  deferring 

the experience o f  using the language until som e time in the future. R aynor holds that if  the learner is 

m otivated by a particular long-term  goal and sees interim  goals to be instrum ental to its attainm ent

E. Ushioda. Learner Autonom y 5: The Role o j M otivation. Ed. D. Little. (Dublin: Authentik, 1996).
R.M. Ryan, Connell and E.L. Deci. ‘A M otivational Analysis o f  Self-Determ ination and Self- Regulation in 

Education’, in Research on M otivation in Education. Volume 2. Eds. C. A m es and R. Am es. (Orlando: 
A cadem ic Press Inc., 1985), 15.

D. Crystal. Child Language Learning and Linguistics: An O verview  fo r  the Teaching and Therapeutic 
P rofessions. (Tondon: Edward Arnold, 1987 ed.), 75.

E. Ushioda. Learner Autonomy 5.- The Role o f  M otivation. Ed. D. Little. (Dublin: Authentik, 1996).
D. Barnes. From Communication to Curriculum. (London: Penguin, 1976), 81.
E. Ushioda. Learner Autonomy 5: The Role o f  M otivation. Ed. D. Little. (Dublin: Authentik, 1996).
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then he/she will be m otivated to achieve each step.**'*̂  The learner needs the experience o f  using the 

language or he/she will not have a sense o f  skill developm ent and progress, o f  developing com petence 

and  m astery. Thus it is incum bent on language teachers to enable their learners to engage w ith the 

target language through m eaningful, satisfying tasks and activities that link classroom  learning with 

the outside world.

Learners w ill never becom e truly autonom ous in their language learning unless they are intrinsically 

m otivated  to learn the target language. Intrinsically m otivated learning is learning that is 

contextualised, w here the skills and know ledge acquired can be m eaningfully  applied. It involves 

learning by doing, developing skills in the context in w hich they are used. I f  students are expected  to 

perceive a link with life outside the classroom , then the m aterial or classroom  activity m ust have 

relevance.*'^ Thus, intrinsically m otivated learning is em bedded in real life. Skills are honed by a 

desire for com petence that evolves from  using these skills in a real life context. Learners should 

perceive the target language as being continuous w ith their lives outside the classroom , as a m eans o f  

indulging their interests, expanding their com petencies and as a source o f  enjoym ent. W ithout 

subjective involvem ent, the learning process w ill fail to engage learners. It is therefore incum bent on 

every language teacher to negotiate approaches to the teaching-learning process that are appropriate to 

the needs, interests and abilities o f  his/her learners.

4.9 The role of the teacher

As has been highlighted throughout this chapter learner autonom y is not ‘som ething that teachers do 

to their learners’.**̂® It does not m ean a com plete shift o f  instructional m ode from  teacher to 

learners.**^' It involves creating a learning environm ent where the learning process is m ade transparent 

so learners are encouraged and enabled to m ake decisions about their learning, the teacher dares to let 

go, and the process is underpinned by evaluation.**^" K arlsson suggests that the role o f  the teacher is 

not to be an ‘om niscient and om nipotent expert’ but to enable the learner ‘to share the responsibility  

o f  know ing’.*"̂  The main role o f  the teacher in an autonom ous language learning environm ent is to 

enable the learners to be consciously involved in their own learning.*^'* N o am ount o f  teaching can

J. Raynor, ‘Motivation in Career Striving’, in Personality, M otivation an d  A chievem ent. Eds. J. Atkinson and 
J. Raynor (N ew  York: W iley, 1978), 199-219.

S.H. M cDonagh. Psychology in Foreign Language Teaching. (London: George, A llen and Unwin, 1981),
150.

D. Little, L earner Autonom y I: Definitions, Issues and Problem s. (Dublin: Authentik, 1991), 3.
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ever guarantee learning.**"^ Therefore, teaching should not focus on the transfer o f  inform ation but the 

em pow erm ent o f  learners, enabling them  to develop the capacity to take control o f  their learning 

process. U nless it is the aim  o f the teaching-learning environm ent to allow  learners to be independent 

then m ost o f  them  will rem ain dependent on the teacher.**^^ The teacher’s attitude to his/her learners 

may hold the key to learner autonom y. " D ickenson ‘ identifies six w ays in w hich teachers can help 

to ensure the prom otion o f  learner autonom y;

• Teachers can prom ote autonom y by show ing learners that they approve o f  it and by 

encouraging them to take m ore responsibility  for their learning.

• By giving learners successful learning experiences o f  independent learning teachers can help 

learners see that they are capable o f  exercising greater autonom y in their learning.

• Learners will acquire autonom y by exercising autonom y thus teachers m ust give them  

increased opportunities for m anaging their ow n learning.

• Teachers m ust help them to develop learning strategies so they can exercise their 

independence.

• Teachers need to help learners to becom e aw are o f  language as a system  so they can 

understand the different learning strategies available and be able to understand sim ple 

reference books.

• Teachers should share with learners w hat they know about language learning to enable them  

to have better aw areness o f  what to expect from  the language learning task  and how  to react 

to problem s they m ight encounter in the process.**"'^

Thus, the teacher plays a key role in preparing the learners m ethodologically  and psychologically  to 

take control o f  their learning.

Wright**^° suggests that it is possible, according to their practice, to categorise teachers som ew here 

along a line betw een the tw o extrem es o f  w hat Barnes*^' term s ‘transm ission’ and ‘in terpreta tion’. 

W hat is im plicit betw een the two extrem es is locus o f  control, the extent to w hich learners are 

em pow ered to take responsibility for their ow n learning. Teachers w ho w ork to increase their 

learners’ autonom y would be positioned on the interpretative end o f  the line. W right sum m arises the 

‘in terpretation’ teacher as follows:

D. Little, Learner Autonomy I: Definitions, Issues and Problems. (Dublin: Authentik, 1991), 42.
L. Dickenson. Learner Autonomy 2: Learner training fo r  language learning. (Dublin: Authentik, 1992), 2. 
M. Usuki. Learner autonomy: learning from the student's voice. (Dublin: CLCS, Trinity College, Dublin, 

2 0 0 2 ) , 1.

L. Dickcnson. Learner Autonomy 2: Learner training for language learning. (Dublin: Authentik, 1992), 2-3. 
^^-^Ibid.
*30 j  Wright. Roles o f  Teachers and Learners. (Oxford: Oxford University Press, 1987), 62.

D. Barnes. From Communication to Curriculum. ( HanTiondsworth: Penguin Books, 1976).
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‘ ...in terp retation  teachers believe that know ledge is the ability to organize thought, interpret 
and act on facts; that learners are intrinsically interested and naturally  inclined to explore their 
w orlds; that the teacher’s role is to set up dialogues in w hich learners reorganize their states o f  
know ledge; that learners already know  a great deal and have the ability to fashion that 
know ledge’.*̂ "

The inteipretation teacher sees learning as a dynam ic process through w hich learners should be 

em pow ered to becom e more autonom ous. V oller argues that it is this view  o f  learning and o f  w here 

the pow er should reside w hich has led to the em phasis on learner styles and strategies and the 

im portance o f  negotiation betw een teachers and learners in prom oting learner autonom y.

V oller highlights that the ideal o f  the teacher as ‘facilita tor’ o f  learning, ‘as a helper w hose role is to 

facilitate learning’.**̂ '' Exam ining the m ost im portant features o f  the facilitator in autonom ous 

language learning contexts, V o l l e r , l i k e  Holec*^^^ characterises them  as fulfilling tw o 

com plem entary roles; providing psycho-social support and technical support. He lists the key psycho

social features as including:

• ‘the personal qualities o f  the facilitator (being caring, supportive, patient, tolerant, em pathic, 

open, non-judgem ental);

• a capacity for m otivating learners (encouraging com m itm ent, dispersing uncertainty, helping 

learners to overcom e obstacles, being prepared to enter into dialogue w ith learners, avoiding 

m anipulating, objectifying or interfering w ith, in o ther w ords, controlling them );

• an ability to raise learners’ aw areness (to ‘decondition’ them  from  preconceptions about 

learner and teacher roles, to help them  perceive the utility of, or necessity for, independent 

learning’.*”

The key technical features include:

• ‘helping learners to plan and carry out their independent language learning by m eans o f  needs 

analysis (both learning and language needs), objective setting (both short-and longer-term , 

achievable), work planning, selecting m aterials, and organising interactions;

• helping learners evaluate them selves (assessing initial proficiency, m onitoring progress, and 

self- and peer-assessm ent);

T. Wright. Roles o f  Teachers and Learners. (Oxford: Oxford University Press, 1987), 62.
P. Voller. ‘D oes the teacher have a role in autonom ous language learning?’, in A utonom y and Independence  

in Language Learning. Eds. P. Benson and P. Voller. (London: Longman, 1997), 98-113.
*'^Ubid.: 1 0 1 .

^^^Ihid.
H. Holec. ‘On Autonomy: som e elementary conccpts’, in D iscourse an d  Learning. Ed. P. Riley. (London: 

Longman, 1985), 184-6.
P. Voller. ‘D oes the teacher have a role in autonom ous language learning?’ in Autonom y an d  Independence  

in Language Learning. Eds. P. Benson and P. Voller. (London: Longman, 1997), 102.
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• helping learners acquire the skills and know ledge needed to im plem ent the above (by raising 

their aw areness o f  language and learning, by providing learner train ing to help them  identify 

learning styles and appropriate learning strategies)’.**̂**

V oller argues that these features may be achieved in autonom ous language learning situations through 

the use o f  negotiation. It should be central to m uch o f  w hat goes on in the classroom  through teacher- 

leam er, leam er-resource, and leam er-leam er interactions.*^'^ The teacher and learners w ork together as 

jo in t negotiators o f  the learning process, a collaborative approach being central to its success. The 

teacher negotiates w ith learners and ‘external au thorities’*'*” about the syllabus and w ith learners about 

how  learning goals are to be achieved. This w ill involve an exploration o f  the aim s and objectives o f  

the syllabus both im plied and explicit. O nce these are know n then teacher and learners m ust negotiate 

to m ake the aim s and objectives the learners’ ow n through m aking their learning goals explicit and 

exam ining w hat the learners bring to the learning process. The teacher m ust be open to the learners’ 

ideas and suggestions and support their initiatives.*”*' The dialogue, the negotiation m ust be invented 

anew  in every classroom .

The process o f  em pow erm ent is gradual and the teacher’s professional know ledge and experience will 

contribute to the content and direction o f  the learning process. Therefore teacher education is essential 

for the prom otion o f  learner autonom y as its fostering requires teachers w ho are capable, m otivated 

and informed.*"*^ The teacher m ust abandon the notion that he/she can guarantee success by his/her 

ow n efforts and instead to allow  the learners to learn by doing.*'*^ Learners m ust be given the security 

and confidence to becom e m ore involved in their ow n learning. It is the role o f  the language teacher to 

enter into dialogue w ith learners so they know  w hat is expected o f  them , to help them  decide ‘w hat to 

learn ’ and ‘how  to learn ’.

To foster autonom y the teacher m ust em phasise helping learners over teaching them . There m ust be a 

shift from teaching to learning. Learners m ust be supported in setting up their aim s and objectives. 

They m ust then be enabled to m ake decisions on how  best to achieve these. The teacher’s 

understanding o f  the process should grow  along w ith the learners’ understanding. There is no set

P. Voller. ‘Does the teacher have a role in autonomous language learning?’ in Autonomy and Independence 
in Language Learning. Eds. P. Benson and P. Voller. (London: Longman, 1997), 102.

Ibid.: 109.
Ibid.
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A. Wenden. Learner Strategies for Learner Autonomy: planning and implementing learner training fo r  

language learners. (Hemel Hempstead and Englewood. Cliffs, N.J.: Prentice Hall, 1991).
D. Little, Learner Autonomy I : Definitions, Issues and Problems. (Dublin: Authentik, 1991), 44.
P. Benson & S. Toogood. Learner Autonomy 7; Challenges to research and practice. (Dublin: Authentik, 

2002 ).
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recipe; the understanding o f  the teaching learning process is alw ays in flux.* '̂'  ̂ By passing 

responsibility  to the learners the teacher has tim e to observe and reflect on the learning process.**'** In 

th is way the teacher can analyse classroom  behaviour in order to evaluate it in conjunction  with 

learners. This will enable self-assessm ent to be supported and legitim ised. In addition m ethods o f 

evaluation  m ust be decided on in conjunction w ith the learners. Since the aim s and objectives o f  the 

learning process are explicit to the learners they can m ore effectively negotiate appropriate m ethods 

o f  evaluation.

Teachers should from  the earliest possible tim e in the language process, engage the learners in using 

the target language to express their ow n meanings.**'’’ L earners will develop com petence in the 

language only to the extent that they are exposed to frequent opportunities for using it for authentic 

com m unicative purposes. The teacher m ust establish, w hat Stem  term s, a second language 

‘am bience’**'*** by using the target language for classroom  m anagem ent thus establish ing a norm  that it 

be used for classroom  interaction. It should be used to construct and m aintain m ultiple scaffolding 

w ith the group m em bers supporting one another through the target language in its use. If  it is to 

succeed the classroom  discourse m ust adhere to the interactional and discourse norm s o f  the outside
S49com m unity.

Fostering learner autonom y can lend vital support to the developm ent and grow th o f  learner self

esteem . Enabling learners to build  on the experience, in terests, and com petencies that they bring to the 

learning process validates their ‘cutural cap ita l’**̂® as well as enabling learners to becom e intrinsically 

m otivated to learn. H ow ever, learners need to be supported  in the process.

Teacher autonom y is a precondition  for learner autonomy.**^' In order to em pow er their learners to 

becom e autonom ous, teachers m ust have the freedom  and the capacity to be autonom ous in their role. 

M ost teachers w ork w ithin constraints o f  one kind or another (for exam ple, syllabus, exam inations, 

textbooks), w hat is im portant is the way the teacher responds to these constraints.**^" M e G rath argues

D. Little, ‘D eveloping learner autonom y in the language classroom: theory, practice and the European 
Langauge Portfolio’. Lecture delivered to Higher Diplom a in Education students at Trinity C ollege Dublin, May 
9'*' 2001.
**''* L. Dam. L earner Autonom y 3: From Theory to C lassroom  P ractice . (Dublin: Authentik, 1995), 32.

D. Little, ‘D eveloping leam er autonomy in the language classroom: theory, practice and the European 
Languge Portfolio’. Lecture delivered to Higher Diplom a in Education students at Trinity C ollege Dublin, May 
9'*’ 2001.
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that ‘in order to be free from  control by others one has to be capable o f  acting self-d irected ly ’.*̂  ̂

L ittle argues that the starting poin t for teacher autonom y is that the curriculum  w hich the teacher 

presents to  learners is uniquely his/hers.**^"* W hatever the teacher is teaching, regardless o f  how  closely 

he/she follow s the prescribed syllabus or program m e; he/she can only com m unicate h is/her own 

unique interpretation o f  it to the learners.**^^ Thus, L ittle argues, there is a sense in w hich the teacher 

cannot help but ‘teach h e rse lf  the curriculum  as the teacher presents to learners is his/her 

in terpretation o f  it.**̂  ̂B ecause teachers interpret the syllabus in their ow n w ay, according to their own 

personal constructs, one teacher’s teaching cannot be the sam e as anyone e lse ’s.*^  ̂ To use L ittle ’s 

ow n words:

‘N o doubt teaching m ust alw ays have an eye on the syllabus; but even the m ost slavish 
disciple o f  the syllabus cannot avoid taking a host o f  individual decisions and initiatives in 
order to teach her classes. W hy should those decisions and initiatives not w ork in favour o f  
learner autonom y?’

This recognition o f  o n e’s autonom y in o n e’s interpretation o f  the curriculum  is the first step tow ards 

teacher autonom y. Learner autonoiny w ill grow  w ithin the space that teachers consider them selves 

capable o f  creating for its developm ent. The negotiation o f  learner autonom y is dependent on the 

extent that the teacher is prepared to exercise his/her own right to autonomy.**^’ ‘In order to allow  

learners the opportunity to develop autonom y, teachers m ust them selves exercise autonom y in relation 

to their ow n practice’.**̂”

Teachers m ust be aw are o f  their ow n system  o f  constructs, to be fam iliar w ith the assum ptions, 

prejudices and values that underlie their classroom  behaviour.*^^' W hat the teacher does in the 

classroom  is shaped by his/her ow n personal constructs.*^" How teachers interpret syllabi and how  

they enable learners to cover the aim s o f  the syllabi will depend on their construct system . Every 

teacher is unique and this is the foundation for teacher autonom y. H ow ever, teachers do not operate in 

isolation, and the education system  dem ands a degree o f  accountability  in relation to decisions taken 

and the efficacy o f  approaches selected. The notion o f  m easuring the effectiveness o f  learner 

autonom y w ithin the language classroom  w ill be discussed in the fo llow ing section.

I. McGrath. ‘Teacher autonom y’. In L earner Autonom y, Teacher Autonom y: Future D irections. Eds. B. 
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4.10 Measuring learner autonomy

W hen will teachers know that their learners are autonom ous? W hen will learners know  that they are 

exhibiting  autonom ous behaviour? A steady state o f  true autonom y is m ost likely unattainable.*®^ 

There are degrees o f  autonom y, it is not an ‘absolute concep t’,***̂  nor is it a steady s t a t e . I t  is 

possible to identify key aspects o f  autonom y but it can m anifest itse lf in various w ays depending, for 

exam ple, on the learners’ ages, how far they have progressed w ith their learning and learner 

p e r s o n a l i t y . T h e  environm ent in which learners are w orking w ill also influence the degree o f  

autonom ous behaviour that they will be able to exhibit.**®’ Thus, learners m ay have a developed 

capacity  for autonom ous language learning but may not w ork in this w ay all the time.**®* The teacher 

or the learning m aterials may m ake it d ifficult for the learner to exercise autonom ous learning 

behaviours.*®^ The opposite is also quite possible: that learners know  how  to m anage their own 

learning but decide not to act on this know ledge. They may have been trained  in learning strategies 

and encouraged to reflect on and make decisions about their learning but still hold back for 

psychological o r personal reasons. Thus the absence o f autonom ous learning behaviours cannot be 

taken as evidence o f  the absence o f  a capacity for autonomy.*™

A utonom y is not an all or nothing concept and nor is it a constant concept.*^' The ability  to exercise 

control over one aspect o f  our learning does not mean that it w ill be transferred  to another. It varies in 

individual learners according to a range o f  variables for exam ple, the learning situation, the task, the 

topic, to m ention but a few.*’  ̂A learner may show  evidence o f  being very au tonom ous in one area but 

none at all in another.*’  ̂ For exam ple all learners exhibit a high degree o f  autonom y in learning their 

m other tongue but m ost learners have difficulty attaining the sam e level o f  autonom y in learning a 

second language in institutional settings.

*®̂ B. Sinclair. ‘Materials design for the promotion of learner autonomy: how explicit is ‘explicit’? in Taking 
Control. Autonomy in Language Learning. Eds. R. Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson 
*®“̂ D. Nunan. Designing and adapting materials to encourage leamer autonomy. In Autonomy and 
Independence in Langauge Learning. Eds. P. Benson and P. Voller. (Harlow: Longman, 1997), 193.
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A nother difficulty with m easuring learner autonom y lies in the pow er structures o f  the classroom . 

Learners have often becom e socialised into seeking to please the teacher. K now ing that the teacher 

w ishes to foster autonom ous learning they may exhibit signs that they are w orking this way.

‘ ... they will gradually discover w hat these behaviours are and w ill subsequently  reveal them  
back to me. Put simply, learners will give up their autonom y to put on the m ask o f  
autonom ous behaviour’.*̂’'’

W here learners have not been sufficiently engaged in reflection and discussion on the benefits o f  

autonom y they will exhibit autonom ous behaviour out o f  a sense o f  duty. This problem  has its roots in 

teacher attitude and will only be addressed by teacher reflection and resultant action.*^^

G enuinely autonom ous behaviour w’ill be self-initiated rather than generated in response to a task 

w here it is explicitly or im plicitly required to be observed.*^* I f  autonom ous behaviour is to be 

prom oted then there should be some way o f  judging the degree to w hich it has been fostered. There 

m ust be an adequate description o f  the potential behaviours involved. It is perhaps in deference to the 

difficulty  o f  m easuring learner autonom y that a later definition o f  autonom y offered by Little focuses 

on autonom y in relation to a task:

‘H um an beings are autonom ous in relation to a task w hen they are able to perform  that task:
(i) w ithout assistance, (ii) beyond the im m ediate context in w hich they acquire the know ledge 
and skills on which successful task perform ance depends, and (iii) flexibly, taking account o f  
the special requirem ents o f  particular circum stances’.**”

Thus, given that autonom y is not a constant state, it would appear that the best w ay o f  m easuring 

developed capacity for autonom y is, over a period o f  time, to observe and reflect on learner behaviour 

exhibited before, during and after task com pletion. The developm ent o f  learner autonom y cannot be 

separated from  the goals and content o f  learning or from  the learning environm ent. The learning 

environm ent plays a key role in determ ining the degree to w hich learner autonom y is fostered and the 

degree to w hich learners are com fortable with exhibiting autonom ous behaviour. O bservations m ust 

be accom panied by teacher reflection on the role he/she plays in actively prom oting and fostering an 

autonom ous learning environm ent. A fuller picture w ill be achieved through discussion and 

negotiation with learners on their experiences o f  w orking on the tasks as has been previously 

discussed.
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4.11 Concluding comments

The chapter sought to provide substantial em pirical and other evidence to dem onstrate that approaches 

designed to foster learner autonom y are m ore successful than teacher-led  approaches.**’** An 

autonom ous approach helps to ensure that new  language learning is em bedded in learners’ everyday 

experience, culture and prior know ledge, and, thus that the target language is perceived by learners as 

a m eans o f  developing their interests and enhancing their sense o f  personal identity.**™ O f course the 

developm ent o f  learner autonom y in a form al language learning context m ust be conscious and 

intentional on the part o f  the teacher and the learner. There m ust be an acceptance that there is m ore 

than one way o f approaching a learning-task and that learner insights are as im portant as the 

teach er’s.****” To support this there m ust be a choice o f  learning resources available and the textbook 

cannot be adhered to slavishly.

It was argued that in order to m ake decisions about their language learning learners need to gain 

insights into how  to learn.****' Teachers m ust share w hat they know about language learning w ith their 

learners and help them  to develop learning strategies so that they can m ake inform ed decisions about 

the learning process. This w ill help learners to be m ethodologically prepared for exercising  autonom y. 

Psychological preparation w ill com e through practice and success in w orking autonomously.****" 

M ethodological preparation will support the psychological preparation.****^

There is a bi-directional relationship  betw een language learning and language use.****̂  Successful 

language learning depends on language use and successful language use depends in part on the 

learner’s ability to continually  update h is/her capacity to com m unicate in the target language. 

Learners need both the w illingness and the ability to com m unicate independently. This w ould im ply 

that every language teaching approach should assign a central role to learning through com m unication 

and to developing learners’ autonom y in language use and language learning. Learners m ust be 

engaged in activities that w ill enable them  to internalise the skills necessary  for successful

**’** L. Legenhausen.’The emergence and use of grammatical structures in conversational interactions; comparing 
traditional and autonomous learners’ in The Construction o f  Knowledge, Learner Autonomy and Related Issues 
in Foreign Language Learning. Eds. B. Mifilerand U. Multhaup. (Tubingen; Stauffenburg, 1999), 27-40.
**™ D. Little. ‘Freedom to learn and compulsion to interact; promoting learner autonomy through the use of 
information systems and infonnation technologies’, in Taking Control. Autonomy in Language Learning. Eds.
R. Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson. (Hong Kong; Hong Kong University Press, 1996), 204. 
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Theory. Proceedings of the National Conference of Adult Migrant Education Programme, Melbourne, June 
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com m unication o f their m essages and to gain confidence in their ability  to do so.***̂  ̂ In addition they 

need to develop the reflective skills to analyse what they have learned from  their in teractions w ith and 

through the target language.***^ Learning by doing m ust interact w ith reflection and this reflective 

process can be supported by discussion and writing.

A s was show n in this chapter, there is no set approach to fostering learner autonom y in the language 

c l a s s r o o m .A n y  practice that m otivates and supports learners to take control over any aspect o f  their 

learning can be seen as developing learner autonom y. C ertain practices have becom e closely 

associated  with the developm ent o f  autonom y in the second language c la s s r o o m .T e a c h e r s  m ust 

find their own ways o f  integrating elem ents o f  these approaches into their practice. Even w ithin the 

constraints o f  syllabus and tim e, teachers can exercise their autonom y to interpret and present the 

syllabus in their own way.

Follow ing the theme o f  active learning being co-constructed by both teacher and learner and the claim  

in this chapter that effective language learners are cognitively and affectively  active in their learning, 

the discussion in Chapter 6 will attem pt to explore the potential relationship, i f  any, betw een the 

creation o f  an encouraging learning environm ent with lots o f  opportunities for d ifferent types o f 

language use and interaction, and its im pact on language learners. This chapter, building on the 

previous tw o chapters, identifies the volum e o f theoretical advice available to practitioners for the best 

possible routes to structuring and facilitating effective language learning environm ents, but has not 

undertaken to offer concrete strategies for im plem entation. These w ill be considered in subsequent 

chapters, but the follow ing chapter will attem pt to bridge the divide betw een  theoretical perspectives 

on good practice in language teaching and learning, and its actual im plem entation in classroom s. This 

w ill be achieved by exam ining national, governm ental and European policy m aking b od ies’ responses 

to the literature in the field and their subsequent issuance on best practice in schools.

P. Benson & S. Toogood. Learner Autonom y 7: Challenges to research an d  practice . (Dublin: Authentik, 
2002 ).

V. Kohonen. ‘Towards experiential foreign language education’, in E xperiential Learning in Foreign  
Language Education. Eds. V. Kohonen, R. Jaatinen, P. Kaikkonen and J. Lehtovaara. {Harlow: Pearson 
Education Ltd., 2001).
***’ D. Little. ‘Developing learner autonomy in the language clasroom: theory, practice and the European 
Language Portfolio’. Lecture delivered to Higher Diploma in Education students at Trinity C ollege Dublin, May 
9*  2001 .
***** D. Little. ‘Freedom to learn and compulsion to interact: promoting learner autonom y through the use o f  
information system s and infonnation technologies,’ in Taking Control. A utonom y in Language Learning. Eds.
R. Pemberton, E.S.L. Li, W.W.F. Or and H.D. Pierson. (Hong Kong: Hong Kong University Press, 1996), 204. 

P. Benson. Teaching and researching Autonom y in Language Learning. (Harlow: Longman, 2001), 110.
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Chapter Five

Language Teaching and Learning in Europe and Ireland

5.1 Introduction

A s has been argued in previous chapters, it is w idely accepted in the language teaching profession that 

learners need not just knowledge and skill in the gram m ar o f  a language but also the ability to use the 

language in socially and culturally appropriate ways. Language learning can help learners to 

com m unicate and receive m eanings that are im portant to them . It can  also enable them  to develop a 

deeper understanding o f  o thers’ cultures and o f  their own. In this w ay it can help learners to develop 

an understanding and respect for different cultures and different w ays o f  life and thus to deepen 

understanding. Language learning m Europe is given priority as a m eans o f  prom oting understanding, 

tolerance, solidarity and political and econom ic integration. The C ouncil o f  Europe has a long and 

w ell established tradition o f  developing consensus on the aim s and guiding principles o f  language

teaching and learning. The overarching aims o f  the Council o f  Europe in the field o f  m odem

languages involve:

• The deepening o f  mutual understanding am ong citizens in Europe;

• Respect for diversity o f  ways o f  life and o f  cultures;

• The protection and prom otion o f  linguistic and cultural diversity;

• The prom otion and developm ent o f  plurilingualism  as a life-long process;

• The developm ent o f  the language learner;

• The developm ent o f  learners’ capacities for independent language learning;

• Transparency and coherence in language learning courses or programmes.**^”

To help achieve these aims the Council o f  Europe is prom oting a language target o f  m other tongue + 

tw o other languages for the citizens o f  Europe.*^' D eveloping levels o f  com petence in different 

languages is believed to support m utual tolerance and understanding. It is thus hoped to develop 

political and econom ic integration and to support cultural heritage through language leaming.*^^ 

Therefore the European Union aims to im prove the quality and quantity  o f  language teaching and

Gunther Schneider and Peter Lenz. European language Portfolio Guide for Developers. (Strasbourg: M odem 
Languages Division, Council o f Europe, 2001), 3.

Commission o f  the European Communities, White Paper on Education and Training: Teaching and  
Learning -  Towards the Learning Society. (Brussels, 1995), 47.

J. Trim. ‘The Work o f the Council o f Europe in the field o f M odem Languages 1957-2001’ Council o f 
Europe website w w w.ccml.at/ersz. t'llcs. I rim .pdf accessed October 14'*' 2008.
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learning in Europe as a m eans o f  prom oting com m unication but m ost especially as a m eans o f  

prom oting understanding and solidarity  am ong its citizens.*”

A t present ju s t over ha lf (53% ) o f  European citizens say they can speak another language*’"* and the 

range o f languages spoken is very n a r r o w . E n g l i s h  is the m ost w idely taught foreign language. The 

dom inance o f  English as a global lingua franca poses an obstacle to diversification.*®^ In addition 

popular m isapprehensions and m isconceptions about the difficulties involved in learning a language 

act as a challenge to the prom otion o f  language learning.*®^ O ther challenges hinge on the 

com partm entalised  treatm ent o f  languages in school with each language being treated  as a separate 

subject and w here they m ust com pete w ith o ther school subjects for a place on the timetable.*®*

In Ireland there is no overarching policy on the provision o f  language teaching and learning. It is not 

com pulsory to learn a foreign language and there is no fram ew ork to ensure com plem entarity  and 

continuity betw een different levels o f  education.*®® There are how ever initiatives to expand and 

diversify the range o f  languages on offer to learners. This has issued som e success although the new 

languages m ust com pete w ith existing languages on offer.®*’*’ L anguage teaching and learning at 

second level has a fram ew ork o f  a com m on syllabus at jun io r and senior levels. There is continuity 

and progression betw een the tw o program m es in tenns o f  aiins, objectives and content. Both prom ote 

the developm ent o f  com m unicative com petence, cultural aw areness and language aw areness. 

How ever, even though the syllabus is com m unicative in intent there is still a deficit betw een 

curriculum  aim s and learner capabilities at the end o f  the programme.®”'

This is a difficulty  throughout Europe and initiatives and tools to help address it include the C om m on 

European Fram ew ork o f  R eference for Languages (CEF)®®", European Learner Portfolio  (ELP) and 

Content and Language Integrated Learning (CLIL). The ELP is designed to support the C ouncil o f

Council of Europe. The Guide fo r  the Development o f Language Education Policies in Europe. (Council of 
Europe, 2003), 7.
*®‘* Paul Holdsworth. ‘The European Union and language learning’ in European Perspectives on Three Key 
Issues In Language Teaching North and South. Papers from a European Year of Languages Conference 
supported by the Departments of Education North and South. Ed. D. Little ( Dublin: Trinity College, 2002), 7.

Commission of the European Communities, Promoting Language Learning and Linguistic Diversity -  
Consultation (Commission Staff Working Paper: Brussels, 2002), 6.

J.-C. Beacco and M. Byram. Guide fo r  the development o f Language Education Policies in Europe. Main 
Version. Draft 1 (rev.) (Strasbourg: Council of Europe, 2003), 28.
*®’ Ibid.: 73.
*®* Ibid.: 72.
**®® David Little. Languages in the Post-Primary Curriculum. A Discussion Document. (Dublin: NCCA, 2003), 
4. '
°̂<’ lb id

®°' Department of Education and Science Inspectorate. Inspection o f  Modern languages: Observations and 
Issues. (Dublin: Department of Education and Science, 2004).

Council of Europe. Common European Framework o f Reference fo r  Languages: Learning, teaching, 
assessment (Cambridge: Cambridge University Press, 2001).
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E urope’s political aim s to preserve linguistic and cultural diversity , to increase tolerance, to prom ote 

plurilingualism  and also education for dem ocratic citizenship.^”̂  As its nam e suggests it is a portfolio 

in which learners record their aim s, their achievem ents and evidence o f  these achievem ents. It 

prom otes the concept o f  know ledge as som ething to be constructed  and thus advances learner 

autonomy.'^"'* CLIL  has developed from  the need to offer learners m ore opportunities for exposure to 

the target language.’”  ̂ Subjects or m odules o f  subjects are taught through the target language 

incorporating a dual focus o f  language and non-language content.

U nder the auspices o f  the European U nion Ireland seeks to im prove the quantity  and quality  o f  

language teaching and learning. It m eets this aim  with varying degrees o f  success.^®^ This chapter will 

give an overview  o f  the language teaching and learning policies o f  the E uropean U nion. It will 

exam ine som e o f  the challenges to successful language teaching and learning in Europe and some 

initiatives that have been introduced to address these. It will then exam ine the M odern languages 

teaching and learning situations in Ireland -  some o f  its difficulties and som e o f  its initiatives.

5.2 The European context

The Council o f  Education M inisters on the 31*' o f  M arch 1995 deem ed it necessary  for everyone, 

regardless o f  w hat training or education route they have chosen, to be able to acquire and keep up 

their ability to com m unicate in at least tw o Com m unity languages in addition  to their m other 

tongue.’®’ The m em ber states o f  the European Union adopted this resolution  in a m odified form  by 

adding the w ords ‘if  possib le’.N o n e t h e l e s s  the Council o f  Europe continues to prom ote the aim  o f  

‘m other tongue plus tw o ’ as a m atter o f  econom ic necessity. It argues that how  the European U nion 

addresses the issue o f  language learning w ill be key to its success as a know ledge-based economy.^'*’ 

In particular, it has pointed out in recent resolutions that school children as a general rule should have 

the opportunity  to learn one or m ore languages other than their m other tongue, starting at an early 

age.’ '® As a m em ber o f  the European C om m unity and the European C entre for M odem  Languages, 

w hich im plem ents the Council o f  E u rope’s language policies, Ireland is party  to the resolutions aim ed

David Little and Radka Perclova. European Language Portfolio G uide fo r Teachers and Teacher Trainers. 
(Strasbourg: Copuncil o f  Europe, 2001), 3.

D. Little, E. Ushioda & J. Ridley. European P ortfolio  for post-prim ary  learners. C ouncil o f  Europe 
Accreditation N o. 12.2001. (Dublin: Integrate Ireland Language and Training, 2004).

David Marsh, Ed. ‘Executive Summ ary’. CLIL/EMILE -  The European D imension. A ctions, Trends and  
F oresight Potential. (Jyvaskyla: U niversity o f  Jyvaskyla, 2002).

Department o f  Education and Science Inspectorate. Inspection o f  M odern languages: O bservations and  
Issues. (Dublin: Department o f  Education and Science, 2004).

C om m ission o f  the European C om m unities, IVhite P aper on Education and Training: Teaching and  
Learning -  Towards the Learning Society. (Brussels, 1995), 47.
“̂^Ubid

Com m ission o f  the European C om m unities, Prom oting Language Learning and L inguistic D iversity  -  
Consultation  (C om m ission Staff W orking Paper: Brussels, 2002), 5.

European Union W ebsite ww\v.eii.co/u  accessed 18''' Octobcr 2008
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at the prom otion o f  language learning and teaching. It is no surprise therefore that Ireland has recently 

em phasised  its aim  o f  im proving and diversifying language learning.'^"

Learning and speaking languages other than the m other tongue offers greater personal and 

professional opportunities and real access to the rights confen'ed by the European U nion, in particular 

the right to live and w ork anywhere in the EU.’ '“ Language learning is encouraged to prom ote 

em ployability . The single European m arket requires increasing num bers o f  w orkers w ith foreign 

language skills. It is envisaged that in the not too distant future the jo b  seeker w ithout language skills 

w ill face the sam e d ifficulties as an illiterate jo b  seeker in the last century .’ '^ L anguage learning will 

also encourage m obility enabling Europeans to travel abroad in Europe for pleasure or for study or for 

w ork. L anguage learning is also about personal developm ent as know ing a foreign language gives one 

m ore choices in life: choices about books, television program m es, film s, w here to go on holiday, but 

also what news one listens to and whose point o f  view one hears.’ '"’

Learning languages is seen as a means o f  prom oting m utual to lerance and understanding as well as 

political and econom ic integration in Europe.’ '  ̂ It is held that linguistic diversity  represents a key 

com ponent o f  E urope’s cultural heritage and that to rem ain so it should be supported. Em bracing 

diversity  is thus a foundation stone for constructing a Europe in w hich all citizens enjoy equal status 

and equal rights and w here their languages are supported and encouraged .”  ̂ Fostering know ledge o f  

European languages other than the m other tongue is believed to be a m eans o f  developing successful 

political, econom ic and personal contacts betw een people from different linguistic groups. Language 

learning can prom ote intercultural understanding and thus help to eradicate xenophobia, racism  and 

in to lerance.’ '^ Since foreign language learning involves new  w ays o f  com m unicating, o f  expressing 

oneself, o f  co-operating it enables one to see life from som eone e lse ’s point o f  view  and to understand 

that there is alw ays m ore than one reality. In short learning a foreign language can help lead to greater 

tolerance, understanding and solidarity w hich are the skills that every com m unity  needs to be healthy 

and vibrant.’ '**

See for exam ple the primary schools initiative and the post-primary initiative in section 5.5.2
European Union W ebsite www.eii.com  accessed 18''’ October 2008
Paul Holdsworth. ‘The European Union and language learning’ in European P erspectives on Three K ey  

Issues In Language Teaching North and South. Papers from a European Year o f  Languages Conference 
supported by the Departments o f  Education North and South. Ed. D. Little { Dublin: Trinity C ollege, 2002), 7.

Ibid.: 7.
Council o f  Europe. The G uide for the D evelopm ent of Language Education P o lic ies in Europe. (Council o f  

Europe, 2003), 7.
European Union W ebsite www.eu.com  accessed 18'*' October 2008
European Union W ebsite vrwiv.eu.com  accessed 18''’ October 2008
Paul Holdsworth. 'The European Union and language learning’. In European P erspectives on Three K ey  

Issues In Language Teaching N orth and South. Papers from a European Year o f  Languages Conference 
supported by the Departments o f  Education North and South. Ed. D. Little ( Dublin: Trinity C ollege, 2002), 8.
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The challenge o f how to address the issue o f  language learning faces all o f  the European U nion as 

E uropeans’ range o f foreign languages is very limited: 41%  speak English as a foreign language; 19% 

speak French, 10% speak G erm an, 7% speak Spanish and 3% speak Italian. N o other language 

achieves even 1%.'^'^ This narrow range could m ake it difficult for businesses to achieve their full 

potential in a m ultilingual marketplace.'^”® H owever, ‘com m unication strictu sensu is not the only 

issue; w hat matters, in other w ords, are understanding and so lidarity ’.’"' It is for these reasons that 

language skills are held by the Council o f  Europe to be life skills and skills that should be learned 

throughout life. It therefore argues that every European should have the opportunity  to im prove 

h is/her language knowledge from pre-school into a life-tim e o f  adult education .’^'

At present just over 53% o f  European citizens say they can speak another language.®"^ There are 

how ever great variations between countries. In Luxem bourg, the N etherlands, Sw eden and D enm ark, 

w ell over 80% of people say they can speak a foreign language.’"'* H ow ever, in the U K  only 33%  o f  

people can speak a foreign language and in Ireland 50% can do so.’"̂  Furtherm ore w hen asked 

w hether they can hold a conversation in a foreign language the proportions are low er w ith 27%  o f  

people in the UK saying they can do so and 33% o f  people in Ireland.’"* N onetheless there is great 

interest and support for the prom otion o f  language learning. 71%  o f  people in the E.U. believe that 

everyone in the European Union should speak at least one foreign language.’"̂  61%  o f  the Irish 

surveyed prior to the com m encem ent o f  the European Y ear o f  languages thought it very or fairly 

useful to know another language.’ *̂* O f those who do not speak a foreign language 56%  in the U K  and 

40%  in Ireland wish that they could.’"’ These findings along w ith the huge increase in prim ary school 

children learning a foreign language and initiatives such as the French decision that all their teachers 

should in future have language skills give grounds for optim ism  on the future o f  language learning in 

Europe.

Com m ission o f  the European Communities, P rom oting Language Learning and L inguistic D iversity  -  
Consultation  (Com m ission Staff Working Paper: Brussels, 2002), 6.

Ib id
Paul Holdsworth. ‘The European Union and language learning’, in E uropean P erspectives on Three K ey  

Issues In Language Teaching North and South. P apers from a European Year o f  Languages C onference 
su pported  bv the D epartm ents o f  Education North and South. Ed. D. Little Dublin: Trinity C ollege, 2002), 8. 
'^^^-Ibid.

Ib id :  7.
‘>^-Ubid
^^^Ibid
^^Ubid

Ib id
Eurobarometer prior to the comm encement o f  the European Year o f  Languages in 2001 surveyed 1000 Irish 

people.
Paul Holdsworth. ‘The European Union and language learning’, in European P erspectives on Three K ey  

Issues In Language Teaching North and South. P apers from  a European Year o f  Languages C onference 
.supported by the D epartm ents o f  Education North and South. Ed. D. Little ( Dublin: Trinity C ollege, 2002), 7,
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C om petence in languages is believed to  be a foundation o f  dem ocratic citizenship  in Europe both as a 

prerequisite  to and as a m eans o f  its practice.^^° Thus, language learning is prioritised  as m eans o f  

enabling Europeans to becom e plurilingual and intercultural citizens, able to interact in all aspects o f  

their l i v e s . P l u r i l i n g u a l  and pluricultural com petence describe w here a person has proficiency o f  

varying degrees in several languages and experience o f  several cultures.^^" P lurilingualism  is held by 

the C ouncil o f  Europe to be ‘crucial for social and political inclusion o f  all Europeans w hatever their 

linguistic com petences, and for the creation o f  a sense o f  European iden tity .’ ”̂  The European U nion 

thus aim s to im prove the quantity  and the quality o f  language teaching and learning in Europe. The 

aim  is to have m ore people speaking foreign languages, people speaking a w ider range o f  foreign 

languages and people speaking foreign languages to an overall higher s t a n d a r d . T h e r e  are how ever 

m any obstacles posed to this aim  and these w ill be discussed in the fo llow ing section.

5.3 O bstacles to plurilingualism

The C ouncil o f  Europe asserts that the plurilingual learner will have varying degrees o f  p roficiency in 

several languages for the purposes o f  communication.'*^’̂ P lurilingual education  is based on the 

principle that the acquisition o f  one language is based on com petences and know ledge developed 

during the acquisition o f  o ther languages. Thus, com petences (for exam ple, the ability  to read a text), 

and know ledge (for exam ple, the ability  to recognise w ords o f  French orig in  in English), can be 

transferred betw een the languages being learned through a teaching approach that h ighlights them . To 

foster plurilingualism  it is recom m ended that language subjects and non-linguistic  subjects should be 

harm onised and links m ade betw een them . The aim is to prom ote and develop cross-curricular skills 

that may be re-activated regardless o f  the language being learned.’^̂  Thus an em phasis on fostering 

p lurilingualism  may act as an incentive to develop skills in other languages and w ould lead to equal 

dignity being given to all languages w hatever their statute in the com m unity.^”  The developm ent o f  

p lurilingualism  is therefore not m erely a functional necessity but an essential com ponent o f

Stephan Breidbach. Plurilingualism, Democratic Citizenship in Europe and the Role o f  English. (Strasbourg: 
Council of Europe, 2003), 7.

Council o f Europe. The Guide fo r  the Development o f Language Education Policies in Europe. (Council of 
Europe, 2003), 7.

Common European Framework o f  Reference fo r  Languages. (Strasbourg: Council o f Europe, 2001), 260.
Council o f Europe. The Guide fo r  the Development o f Language Education Policies in Europe. (Council of 

Europe, 2003), 9.
Paul Holdsworth. ‘The European Union and language learning’, in European Perspectives on Three Key 

Issues In Language Teaching North and South. Papers from a European Year o f  Languages Conference 
supported by the Departments o f  Education North and South. Ed. D. Little (Dublin: Trinity College, 2002), 7.

Common European Framework o f  Reference fo r  Languages. (Strasbourg: Council of Europe, 2001), 260.
V. Castellotti and D. Moore. Social Representations o f Languages and Teaching. (Strasbourg: Council of 

Europe, 2002 reprinted 2003), 19.
J.-C. Beacco and M, Byram. Guide fo r  the development o f Language Education Policies in £(/rope. Main 

Version. Draft 1 (rev.) (Strasbourg: Council o f Europe, 2003), 28.
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dem ocratic behaviour.^^*^ H ow ever, there are obstacles that continue to m ilitate against the w idespread 

developm ent o f  plurilingualism .

M em bership o f  the European Union has acted as a spur to countries to prom ote linguistic diversity. In 

1995 w hen Austria, Finland and Sw eden jo ined  the E.U. they decided to d iversify  their strongly 

English oriented language t e a c h i n g . I n  Sw eden the proportion o f  the school population learning 

French rose from 3% to 20%  and num bers learning G erm an rose from  20%  to 40%.^'*° The new ly 

jo ined  states have also increased their range o f  languages. Thus, a w ider choice o f  languages is 

offered although real choices are still limited.^'" The dom inance o f  English poses an obstacle to 

diversification.

The Council o f  Europe is aware that the dom inance o f  English as the m ost w idely taught foreign 

language poses problem s for the prom otion o f  linguistic diversity through foreign language teaching. 

It argues that ‘one single vehicular language is not a panacea for international com m unication  in a 

linguistically com plex E urope’. C o n s e q u e n t l y  the G uide for the D evelopm ent o f  Language 

Education Policies in Europe advises that the pursuit o f  d iversity  and plurilingualism  requires a 

political w ill and action to counteract econom ic factors and popular m i s p e r c e p t io n s . I t  w arns that if  

this does not happen then there will be a reduction in the num ber o f  languages know n and a linguistic 

hom ogenisation in general, with know ledge o f  several languages being the reserve o f  the social 

elites.

D espite these w arnings a Eurydice study covering 29 countries found that 9 o f  them , including the 

N etherlands, D enm ark and Sweden and several Germ an Lander have m ade the teaching o f  English 

com pulsory .’'*̂  In other countries the obligation to learn a foreign language alongside the w idespread 

offering o f  English in schools gives English a quasi-com pulsory status.’"*̂ The fact that E nglish is a

J.-C. Beacco and M. Byram. Guide fo r  the development o f Language Education Policies in Europe. Main 
Version. Draft 1 (rev.) (Strasbourg: Council of Europe, 2003), 35.

Claude Truchot. Key aspects o f  the Use o f  English in Europe. (Strasbourg: Council of Europe, 2002 reprinted 
2003), 9.
^ ^ ^ I h i d

EURYDICE 2001, Foreign Language Teaching in Schools in Europe. (Brussels: European Commission,
2001) cited in J.-C. Beacco and M. Byram. Guide fo r  the development o f  Language Education Policies in 
Europe. Main Version. Draft 1 (rev.) (Strasbourg: Council of Europe, 2003), 23.

Council of Europe. Language Learning fo r  European Citizenship. Final report (1989-96). Strasbourg:
Council o f Europe Publishing), 52.

Council of Europe. Guide fo r  the Development o f  Language Education Policies in Europe. From Linguistic 
Diversity to Plurilingual Education. (Council of Europe, 2003), 19. Accessed on vvwvv.coc.int/lanu (Language 
Policies) October 18th 2008.

Ibid
EURYDICE 2001, Foreign Language Teaching in Schools in Europe. (Brussels: European Commission, 

2001 ).

Claude Truchot. Key aspects o f  the Use o f  English in Europe. (Strasbourg: Council of Europe, 2002 reprinted 
2003), 8.
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global lingua franca through pop culture, com puter gam es, satellite television, and so on gives it a sort 

o f  second language status and thus m akes it easier to learn. This status and its global role m eans that 

English w ill continue to be the first language o f  Europe for the foreseeable future. It has long had this 

status in W estern Europe and since 1989 it has gained the sam e status in central and Eastern Europe.

The status o f  English may be attributed to the social role attached to it m ore than to its usefulness.^"*^ 

English is both international and global, ‘a m eans o f  access to m o d e r n i t y I t  is the only language 

associated w ith that dim ension and regardless o f  how  w idespread other languages m ay be on the 

international scene English enjoys prestige. This prestige m ay lead to the opinion that o ther languages 

are superfluous as a know ledge o f  English is sufficient to satisfy com m unication  needs and m odel 

social aspirations.’"’"̂ Indeed such is its status that native speakers o f  English som etim es argue that 

since it is a global lingua franca it is unnecessary for them  to learn foreign languages. English has 

displaced French as the language o f  diplom acy and in academ ia it is tending to becom e the dom inant 

and often the sole language used in sym posia, congresses and sim ilar e v e n t s . I n  Sw eden, for 

exam ple, the w riting o f  doctoral theses in English is now com m on to m ost academ ic discip lines.’ '̂

Little presents tw o reasons w hy the view  that English is the only language o f  im portance is 

m isguided.’^̂  Firstly, it ignores or d ism isses the im portance o f  language learning as the m eans by 

w hich w e gain access to other cultures and societies. Secondly, it does not take cognisance o f  the fact 

that how ever much speakers o f  o ther languages use English for purposes o f  international 

com m unication they w ill continue to use their m other tongues at hom e. These m other tongues will 

continue to act as foundations for significant political, social, econom ic and cultural institutions in 

their countries. It is thus essential that m easures continue to be taken to support and encourage 

language teaching and learning. Q uantitative progress has been m ade in the overall situation for 

foreign language teaching and learning, but there is still reason for concern. Foreign language 

teaching in obligatory education still follow s long established policies giving foreign languages the 

same status as they alw ays had:

• languages are still taught in the sam e w ay as o ther school subjects in term s o f  tim e allocation, 

organisation o f  curriculum  tim e, assessm ent and certification. In o ther w ords languages are

Claude Truchot. K ey aspects o f  the Use o f  English in Europe. (Strasbourg: Council of Europe, 2002 reprinted 
2003), 8.

J.-C. Beacco and M. Byram. G uide fo r  the developm ent o f  Language Education P o lic ies in Europe. Main 
Version. Draft 1 (rev.) (Strasbourg: Council of Europe, 2003), 28.
' ‘̂' ‘̂ I h i d

Claude Truchot. K ey aspects o f  the Use o f  English in Europe. (Strasbourg: Council of Europe, 2002 reprinted 
2003), 10.

n .

D. Little. Languages in the P ost-P rim ary Curriculum. A D iscussion D ocument. (Dublin: NCCA, 2003), 21.
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treated as though they were objects o f  know ledge like o ther subjects despite the fact that 

language acquisition is a natural com petence;

• languages thus com pete with o ther subjects;

• different languages are treated as separate subjects and thus com pete w ith each other in 

grouped options for curriculum  tim e;

• foreign languages are put in com petition w ith regional m inority  languages.

Treating foreign languages as options to be chosen by learners, although apparently  responding to 

social dem and, leads to concentration on two or three ‘m ajo r’ E uropean languages. This possibility  o f  

choice often leads to specialisation and com petition am ong language teachers. Indeed languages are 

often thought o f  in term s o f reciprocal exclusion possibly due to the be lie f that know ledge o f  one 

language hinders developm ent o f  know ledge o f  another.*^^”* This perception is accentuated by the 

com partm entalised treatm ent o f  languages in schools. The national language(s), foreign languages, 

regional and heritage languages (which are often optional o r absent from  the curriculum ) are taught as 

separate subjects. Little is done to interconnect the subjects and m ore often than not the learners are 

left to m ake the connections by them selves. Such com partm entalisation leads to a false perception o f 

languages as the acquisition o f  each is presented as being in com petition w ith the others.

O rdinary conceptions o f  languages and language learning often sap m otivation to learn. Tw o main 

deterrents listed by the Irish in the Eurobarom eter taken prior to the European Y ear o f  Languages 

w ere ‘lack o f  m otivation’, and ‘not enough tim e to study’.*̂ ^̂  These deterrents are tied to tw o com m on 

m isperceptions: the lack o f m otivation stem s from the be lie f that English is enough as there is a 

general im pression that everyone speaks English; the b elief that one h asn ’t enough tim e stem s from  

the b elief that language learning is difficult and dem ands a long period o f  study before any benefits 

are reaped. Beacco and Byram  highlight other m isconceptions that m ilitate against the learning o f  

languages’ ’̂ :

• People say, you have to be gifted to learn languages. H ow ever everyone has the com petence 

to acquire languages. Some speak more languages than others because they live in a 

m ultilingual environm ent and thus have been able to develop their p lurilingual com petence.

EURYDICE 2001, Foreign Language Teaching in Schools in Europe. (Brussels: European C om m ission, 
2001) cited in J.-C. Beacco and M. Byram. G uide for the developm ent o f  Language Education P olicies in 
Europe. Main Version. Draft 1 (rev.) (Strasbourg: Council o f  Europe, 2003), 23.

J.-C. Beacco and M. Byram. Guide fo r  the developm ent o f  Language Education P o lic ies in Europe. Main 
Version. Draft 1 (rev.) (Strasbourg: Council o f  Europe, 2003), 72.

Ib id :  85.
European Year o f  Languages 2001 in Ireland. Report o f  the National Co-ordinating Body 2002, 1.
J.-C. Beacco and M. Byram. Guide fo r  the developm ent o f  Language Education P o lic ies in Europe. Main 
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• People say, you have to be in telligent to learn languages. I f  an analytic approach to language 

learning is being used then som e intellectual discipline m ay be required , how ever, it is not 

essential and it p lays little part in approaches favoured by com m unicative, natural and 

unconventional m ethodologies.

• People say, languages are for the elite. Foreign language learning w as for a long tim e part o f  

the education o f  the privileged. H ow ever, know ledge o f  languages has becom e com m onplace 

and is considered a key com petency in w orking life. K now ledge o f  languages is now a 

com ponent o f  quality o f  life.

• People say, it takes a long tim e to learn a language. If  the goal is native speaker perfection 

then it w ill take a long tim e. H ow ever, one can learn a language partially  and to a level 

regarded as sufficient to current needs and this will require m uch less o f  a tim e investm ent.

• People say, language learning is boring. This will depend on the teaching/learning situation 

how ever, current m ethodologies em phasise active, involved learning w here the em phasis is 

on developing com m unicative com petence rather than analysing gram m ar.

• People say, language learning is difficult. This is due to the type o f  m ethodology used in the 

classroom . C urrent active, involved learning m ethodologies link new  learning to learner 

interests and previous know ledge thus harnessing learners’ intrinsic m otivation and m aking 

the learning task easier.

• People say, you learn languages w hen y o u ’re very young. L anguage learning during 

childhood is experienced as being as being easier because the teaching is not very academ ic 

and there is little social inhibition. Learning languages later m ay be supported by previous 

experiences o f  learning and by learning strategies.^^*

The teaching and learning o f  languages differs from  that o f  other subjects in that language acquisition 

is not a school subject but a hum an com petence. Potential learners and their parents often have 

outdated beliefs about how  languages are learned and taught.’ ’̂ The m ethods o f  language teaching 

and learning used in the classroom  as w ell as the purposes or aim s have changed radically  in recent 

decades. In the past language learning m ay have been experienced as an academ ic exercise involving 

the study o f  gram m ar and translation. It w as an activity based on exercises and repetition w ith a focus 

on developing w riting and reading skills. The aim s o f  the language learning experience w ere achieved 

only at the end o f  a long period o f  study w hen learners had acquired enough know ledge to study 

literary and philosophical texts. The m odel that learners o f  the past sought to im itate was that o f  the 

educated, m onolingual native speaker, in o ther w ords using the language w ithout any m istakes or 

accent. Thus, it was believed that learning a language takes a long tim e and only those who have

J.-C. Beacco and M. Byram. G uide fo r  the developm ent o f  Language Education P olic ies in E urope. Main 
Version. Draft 1 (rev.) (Strasbourg: Council o f  Europe, 2003), 73.
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reached native speaker level o f  com petence may be regarded as know ing the language, partial m astery 

being regarded as a sign o f  failure.

C urrent teaching approaches em phasise an integrated approach to the developm ent o f  the four skills -  

reading, w riting, listening and speaking w ith gram m ar being studied in context to support 

com m unicative intent. The em phasis is on ensuring that w hat is learned in class can be used in 

everyday conversation. Thus current approaches resem ble m ore ‘natu ra l’ approaches to language 

learning. These approaches have called in to question the m odel o f  the native speaker as the only 

legitim ate objective. It is now  recognised that a m ore appropriate m odel is a person w ith plurilingual 

com petence: one who has varying degrees o f  com petence across the four language skills in one or a 

num ber o f  foreign languages. It is held that peo p le ’s repertoire o f  languages w ill change in em phasis 

in accordance to their varying linguistic needs throughout a lifetim e and thus they need to add to their 

repertoire through life-long learning options.

T hus the perceptions o f  language learning usually lag behind contem porary developm ents and 

learners and their parents may m istakenly assum e that learning a language involves years o f  academ ic 

study and that the rew ard w ill only com e at the end o f  all the tim e invested in learning it. In fact the 

pay-off can be im m ediate and languages can be used after b rie f periods o f  learning. Beacco and 

Byram  thus recom m end attention to how  to learn languages be system atically  incorporated into the 

initial stages o f  learning.’*” This, they argue will help learners since ‘learning to learn languages 

m eans learning to m anage o n e ’s acquisition o f  languages independently and analy tica lly ’.’*' D raw ing 

learners’ attention to how  language w orks and helping them  to develop com m unication and learning 

strategies furnishes them  with the skills to continue their language learning independently  o f  the 

teacher. It fosters learner autonom y and prepares them  for life-long learning. In this w ay their 

com petence in the target language can grow  as their com m unication needs develop.

To help reach targets for language learning by fostering learner autonom y the European C om m ission 

has developed a C om m on European Fram ew ork o f  R eference for Languages, C ontent Language 

Integrated Learning and The European Language Portfolio. These w ill be discussed in the follow ing 

sections.

5.4.1 European initiatives to promote language teaching and learning

Traditionally know ledge o f  a language is regarded as im perfect if  it is not as close as possible to 

native speaker capacities o f  the language concerned. C ontem porary thought and theory stress the

J.-C. Beacco and M. Byram. G uide fo r  the developm ent o f  Language Education P o lic ies in Europe. Main 
Version. Draft 1 (rev.) (Strasbourg: Council o f  Europe, 2003).
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variety o f  w ays in which languages can be m astered and the dynam ic nature o f  individual repertoires. 

Leaving aside the pursuit o f  perfection enables language teaching and learning to be diversified. 

C onsidering that there will be further teaching or learning opportunities to develop existing 

com petences or create new ones enables learners to concentrate on their present and potential 

com m unicative needs. The results expected o f  learners follow ing a particular language course can be 

defined using precise indicators. A typology o f  com petences or parts o f  com petences has been 

developed in the Com m on European Fram ew ork o f  R eference for Languages (CEF).^^"

The CEF com prehensively describes w hat language learners have to learn to do in order to use a 

language for com m unication. It supports the notion o f  p lurilingualism  w here learners can feel 

confident about the possibility o f  gaining partial com petence in one or m ore languages according to 

their com m unicative needs. It defines levels o f  proficiency that allow  learners’ progress to be 

m easured at each stage o f learning and on a life-long basis. Thus it gives learners and their teachers a 

fram ew ork o f  reference against w hich to m easure their grow ing com petences. A description is given 

o f  the know ledge and skills that learners need to develop in order to be able to act effectively. These 

descriptions o f  proficiency w ithin each com petence are form ulated in term s o f  w hat the learners can 

do in the target language at their level.’^̂  The language com petences and parts identified in the CEF 

are:

• Oral production; this involves speaking in the sense o f  giving a lecture or presentation to  an 

audience.

• Spoken interaction: this involves speaking in the sense o f  participating  in a conversation or a 

debate.

• W ritten production: this involves w riting a text.

• W ritten interaction: this involves interaction through w riting in real tim e through internet chat 

groups, e-m ails, and so on.

• Reading com prehension: this involves reading in the traditional sense.

• Aural and visual reception: these involve w atching television, listening to a radio program m e, 

listening to a song, and so on.

These com petences com prise the recognition or production o f  d ifferent types o f  w ritten or oral 

discourse. The form  and organisation o f  the w ritten and oral discourse w ill depend on different 

language com m unities and different contexts. W hen deciding to em bark on a course o f  study in a 

foreign language it is necessary to determ ine the com petences to be gained and the target level to be

Council o f Europe. Common European F ram ew ork of Reference fo r  Languages: Learning, teaching, 
assessm ent (Cambridge: Cambridge University Press, 2001).

Council o f  Europe, Language Policy D ivision. R elating Language Exam inations to the Comm on European  
F ram ework o f  Reference for Languages: Learning, Teaching, A ssessm ent (CEF). Manual Preliminary Pilot 
Version. (Strasbourg: Council o f  Europe, 2003), 13.
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attained in each. It is not necessary to develop perfection in each com petence from  the outset. The 

focus is thus on the learner satisfying their present and potential com m unicative needs in the target 

language. Language learning is treated as a cyclical process w here skills w ill be developed over tim e 

as the need arises and as learner capabilities and interests allow. M ajor European exam ining bodies 

and m any national curriculum  authorities have already adopted the C om m on R eference Levels 

elaborated in the CEF. They offer a new approach to language curriculum  design and assessm ent as 

w ell as a m eans o f  com paring levels o f  achievem ent from country to country. The CEF form s the 

basis for the description o f  objectives and the se lf evaluation grids in the European Language 

Portfolio and is also useful in helping to determ ine expected language outcom es in a C ontent and 

Language Integrated Learning approach.

C ontent and Language Integrated Learning grew from a w idespread agreem ent w ithin the European 

U nion that a discrepancy exists betw een what is provided in foreign language education and the 

outcom es in term s o f  learner performance.'^^ During the period 1980-95 m em bers o f  the language 

teaching profession and other stakeholders sought educational solutions to provide young people w ith 

better skills in foreign languages."^^^ A lm ost all the solutions w hich em erged highlighted the need to 

focus on m eaning alongside form to achieve best practice with a m ajority  o f  learners. The requisites 

for success in language teaching and learning were seen to be inextricably linked to exposure.^^ 

There was a subsequent exam ination o f  the school curricula to find w ays o f  providing learners with 

opportunities for increased exposure to the target language. A solution advanced w as C ontent and 

Language Integrated Learning (CLIL): subjects are taught through a foreign language in a dual focus 

o f  language and non-language content. The integration o f  both subject and language learning aim s to 

‘safegaurd’ the subject being taught while sim ultaneously prom oting language as a m edium  for 

learning as w ell as an objective o f  the learning process.’ ’̂ It connects different areas o f  the curriculum  

through a m eaningful and econom ic use o f  study time. CLIL reinforces the notion that language is a 

tool w hich w ill only have m eaning and sense w hen activated in contexts that are m otivating and 

m eaningful for learners."^^** It is argued that CLIL may be the only w ay o f providing enough exposure 

to target languages to ensure successful learning o f  two additional languages.

David Marsh. CLIL/EMILE -  The European Dimension. Actions, Trends and F oresight Potential. 
(Jyvaskyla: University o f  Jyvaskyla, 2002), 9.
^^Ubid
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CLIL has becom e a growth field across Europe from pre-school to vocational education. The use o f  

the approach has been high in some o f the pre-accession states and in recent m em ber states. 

R ealisation o f the approach is currently estim ated at involving about 3%  o f  schools.'^™ Coyle posits 

that CLIL prom otes four principles under the headings o f  content, com m unication, cognition, and 

culture/citizenship.” ' Each o f these principles will now be discussed.

Content; this places subject learning and the acquisition o f  know ledge, skills and understanding 

inherent to that subject area at the heart o f  the learning process. H ow ever, the sym biotic relationship 

betw een understanding the language and understanding the subject content dem ands a focus on how  

the subject is taught w hile w orking w ith and through another language rather than in another 

language. This shift, Coyle argues, brings w ith it a need to redefine m ethodologies to take account o f  

language use, by both the teacher and learners, which encourages real engagem ent and in teractiv ity .’’" 

U sing the target language as a m edium  o f  instruction and com m unication  m akes the teacher m ore 

aw are o f  the learners’ linguistic needs and initiates tuned-in strategic behaviour, for exam ple, 

teacher’s strategies to m ake input com prehensible and context-em bedded.’’^

Com m unication; this defines language as a m eans for both com m unication and learning. U sing CLIL, 

language is learned by using it in authentic, unrehearsed yet ‘scaffo lded’ situations to com plem ent the 

m ore structured approach com m on in foreign language lessons. In addition it builds on the language 

learned and practised in the foreign language lessons by providing m ore opportunities to develop 

language skills, strategies and com petencies. A lternatively, linguistic com petence developed during 

the language lesson may be transferred to another language in a CLIL  setting w here a different 

foreign language is used.’’'* The need for constant com prehension checks on the part o f  the teacher 

results in high levels o f  com m unication betw een teachers and learners and am ong learners 

them selves.’’^

Cognition; CLIL should cognitively challenge leam ers regardless o f  their ability. It provides 

opportunities for leam ers to develop their interpersonal com m unication skills (B IC S) and cognitive-

David Marsh, Ed. Executive Summary. CLIL/EMILE -  The European D im ension. Actions, Trends and  
Foresight Potential. (Jyvaskyla: University o f  Jyvaskyla, 2002), 11.

Do Coyle. ‘Relevance o f  CLIL to the European C om m ission’s Language Learning O bjectives’, in E xecutive  
Summary. CLIL/EMILE — The European Dimension. Actions, Trends and F oresight Potential. Ed. David Marsh 
(Jyvaskyla: University o f  Jyvaskyla, 2002), 28.
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academ ic language proficiency (CA LP).’’*’ CLIL may strengthen learners’ ability  to process input, 

p reparing them  for higher-level thinking skills and enhancing cognitive developm ent. Learners are 

challenged to understand, think, and reconceptualise in m ore than one language and alternative 

perspectives are presented to them  through the different l a n g u a g e s . T h e  need for visual and other 

types o f  suppo it m ake the teachers aware o f  the general need o f  interactional and cognitive support 

that foreign language learners require.’ *̂*

C ulture/C itizenship: studying a subject through a different language w ill help foster a deeper level o f  

inter-cultural u n d e r s t a n d i n g . I t  can pave the way tow ards understanding and to lerating different 

perspectives. This, Coyle argues, ‘is fundam ental to fostering E uropean understanding and m aking 

citizenship  a reality ’.®**®

1 hese principles, she posits, m ake CLIL a m ajor and significant contributor to the realisation o f  the 

European C om m ission’s Language Policy. They dem and ‘a tim ely revisioning o f  learning in general 

and language learning in particular in our schools’.’’**' She calls for a C LIL  to be m ade m ore 

m ainstream  so that it will becom e an entitlem ent during com pulsory  education extending to 

vocational, w ork and recreational contexts. She argues that CLIL w ill then becom e a key com ponent 

o f  the European Language Portfolio.'^*'

The changes brought about by the introduction o f  CLIL highlight that in teraction and output are the 

keys for successful teaching and learning o f  languages.’**̂ O nly through in teractional activities for 

w hich the target language needs to be used on a daily basis in natural conversational settings can 

learners be m otivated to keep using the language in the school setting.®**'* CLIL fosters im plicit and 

incidental learning by focusing on m eaning and com m unication and providing rich input w hile the 

language class can keep a com plem entary focus-on-form  approach w here needed.®**  ̂ CLIL m ay low er 

learners’ affective filters®**  ̂ by creating a relatively anxiety free environm ent for learning to take

Do Coyle, 'Relevance of CLIL to the European Commission’s Language Learning Objectives’, in Executive 
Summary. CLIL/EMILE — The European Dimension. Actions. Trends and Foresight Potential. Ed. David Marsh 
(Jyvaskyla: University of Jyvaskyla, 2002), 28.
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Do Coyle. 'Relevance of CLIL to the European Commission’s Language Learning Objectives’, in Executive 
Summary. CLIL/EMILE -  The European Dimension. Actions, Trends and Foresight Potential. Ed. David Marsh 
(Jyvaskyla: University of Jyvaskyla, 2002), 28.
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p l a c e . T h e  concept o f  authenticity relates both to the content and the interaction. Learners w ork 

w ith the authentic contents o f  the content subject and they interact in the foreign language about the 

real world. T heir m otivation to leam  content through the foreign language may foster and sustain 

m otivation  to learn the language itself. L inguistic and content subject com petence can therefore be 

m ore effectively prom oted w ithin this integrated approach than w hen content and language are taught 

in isolation.'^***^

A CLIL approach can help learners to understand the relevance o f  form s o f  collaboration such as 

group w ork and project work. The classroom  is seen as a laboratory w here teacher and learners work 

collaboratively  on projects, a place w here subjects are not arbitrarily  divided and taught in isolation 

bu t are seen as a com plex w h o l e . C L I L  provides alternative w ays o f  approaching language learning 

and if  this reduces exclusion or helps m ainstream  learners in o ther w ays then it is advantageous. 

C oyle argues that it helps learners to develop their analytic, reflective and hypothesising skills w hich 

develops their language learning confidence and encourages them  to becom e greater risk-takers in 

language.’'’® It is thus an approach w hich is suitable for all language learners as is the European 

Language Portfolio which will now be discussed.

5.4.2 The European language Portfolio

To support the developm ent o f  plurilingual and pluricultural com petence the European Language 

Portfolio (ELP) has been developed and piloted by the Council o f  Europe. It developed as a general 

concept in 1997 and was launched on a pan-E uropean level during the European Y ear o f  Languages 

(2001). There are different types o f  portfolios available, including one for use in Irish post-prim ary 

schools, but a com m on set o f  principles and guidelines has been agreed for all.’’ ' The European 

Language Portfolio is designed as a tool to support and give recognition  to language learning and 

intercultural experiences at all levels.” '  It is based on the tenet that all com petence is valued 

regardless o f  w hether gained inside or outside formal education. It fosters and supports learner 

autonom y in language learning.

D o Coyle. ‘Relevance o f  CLIL to the European C om m ission’s Language Leam ing O bjectives’, in E xecutive  
Summary. CLIL/EMILE -  The European D im ension. Actions, Trends and F oresight Potential. Ed. David Marsh 
(Jyvaskyla; University o f  Jyvaskyla, 2002), 35.
’**** Dieter W olff. ‘On the importance o f  CLIL in the context o f  the debate on plurilingual education in the 
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T he ELP is an instrum ent to engage learners in reflective th inking about their language skills and the 

learning process. It links language learning directly  with language use. It aim s to prom ote language 

learning, intercultural skills, p lurilingualism , m obility -  both educational and vocational, and 

dem ocratic citizenship.^”  Thus, in its reporting and pedagogical functions the ELP is designed to 

support the Council o f  E urope’s political aims; to preserve linguistic and cultural d iversity , to prom ote 

linguistic and cultural tolerance, to prom ote plurilingualism  and to prom ote education for dem ocratic 

citizenship.'^’"’ It helps m ake the learning process and its products m ore transparent for learners in a 

concrete and cum ulative way.

The ELP has a reporting and a pedagogical function.’’  ̂ Its reporting function is to  display the ow ner’s 

capabilities in the language. Its purpose is to supplem ent form al recognitions o f  achievem ent by 

presenting  additional inform ation about the ow ner’s experience and practical exam ples o f  his/her 

capabilities in languages. The ELPs reporting function will be m ost relevant for those approaching the 

end o f  schooling or already in e m p l o y m e n t . T h e  pedagogical function o f  the ELP is to m ake the 

language learning process m ore transparent to learners to help them  develop their capacity  for self

reflection and self-assessm ent. The pedagogical function is thus to enable them  to gradually assum e 

m ore and more responsibility  for their ow n learning. This function coincides w ith the C ouncil o f  

E urope’s goals to foster the developm ent o f  learner autonom y and to prom ote lifelong learning. To 

m eet its reporting and pedagogical functions the ELP consists o f  three parts: a language passport, a 

language biography and a dossier. Each o f  these com ponents will now  be discussed in m ore detail.

The Language Passport section sum m arises the ow ner’s linguistic identity, language learning 

experience and language qualifications at a given point in tim e in an in ternationally  transparent 

m anner. It lists the languages in w hich the holder has skills and profiles these skills in term s o f  the 

C om m on reference levels o f  second/foreign language proficiency.®’  ̂ It provides a resum e o f  the 

ho lder’s language learning and intercultural experience as well as a record o f  form al qualifications 

attained. It is the principal reporting tool how ever it also allow s for self-assessm ent, teacher 

assessm ent and assessm ent by educational institutions and exam inations boards.’’** The assessm ent

David Little and Radka Perclova. European Language Portfolio Guide for Teachers and Teacher Trainers. 
(Strasbourg: Council of Europe, 2001), 3.
'>'^Ubid.
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process w ill take place only at significant stages in the learning cycle, for exam ple, at the beginning o f 

a course o f  study or at the end o f  a term.'’'̂ ’

The Language B iography section enables the ow ner to set learning targets, record learning and 

intercultural experiences and regularly assess his/her p r o g r e s s . I t  is a tool to encourage learners to 

th ink  about their learning, to support and shape learners’ ongoing involvem ent in their lea rn ing .'””' It 

takes the form  o f  a personal learning diary that is filled in on a w eek to w eek basis. The learner is 

encouraged to state w hat he/she can do in each language and to include inform ation on linguistic and 

cultural experiences gained in and outside formal educational contexts. Thus it provides a record  o f  

ongoing experience in learning and using languages and sum m arises levels o f  skill attainm ent in all 

the languages know n to the holder. It is designed to prom ote p lurilingualism , the developm ent o f  

com petences in a num ber o f  languages.

The dossier is the section in w hich the ow ner keeps sam ples o f  h is/her w ork in the languages he/she 

has learnt o r is learning. It thus helps to docum ent and illustrate achievem ents o r experiences recorded 

in the Language Passport o r Biography.'**^ The function o f  the dossier is to sell the ow ner’s skills by 

show ing them  at their best in as many different contexts as possible. Thus, the ow ner m ust decide 

w hat to include and w hat to  rem ove as his/her skills develop and why. Therefore w orking w ith the 

D ossier m eans the learner m ust engage in regular self-evaluation.'™ ^

The ELF takes the learner as its starting point. K now ledge o f  the language is thus perceived not as 

som ething external to the learners but as som ething that they construct for them selves in conjunction 

w ith the teacher, textbook, and other resources and m aterials at their d isp o sa l.'””  ̂ The ELF is designed 

to encourage learners to think about what they can do in the language rather than how  m uch 

coursew ork or m aterial they have covered.'®”  ̂ It m akes the process o f  skill developm ent visible and 

helps to m ake the syllabus objectives transparent by encouraging learners to record their goals and 

progress in the Language Biography and to illustrate this process in the D ossier. Individual ow nership

Working with the European Language Portfolio: A handbook for teachers in Irish p o st-p rim a ry  schools. 
(Dublin: Authentik, 2001), 7.

David Little and Radka Perclova. European Language Portfolio G uide fo r  Teachers an d  Teacher Trainers. 
(Strasbourg: Council o f  Europe, 2001), 1.

Working with the European Language Portfolio: A handbook for teachers in Irish po st-p rim a ry  schools. 
(Dublin: Authentik, 2001), 7.

David Little and Radka Perclova. European Language Portfolio G uide fo r  Teachers and Teacher Trainers. 
(Strasbourg: Council o f  Europe, 2001), 1.
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is a defin ing feature o f  the ELP how ever it is designed to prom ote th inking processes that m ust be 

stim ulated and fed by classroom  interaction.

The ELP can stim ulate a reflective, self-reliant approach to learning. L ittle and Perclova argue that 

although adoption o f  the ELP w îll m ake dem ands on the teachers’ tim e initially it w ill help m ake their 

teaching m ore enjoyable and ultim ately easier because learners w ill com e to understand that they too 

are responsible for w hat goes on in the classroom."*®** This change in role m eans that learners can no 

longer sit passively w aiting for the teacher to take the initiative to stim ulate and in terest them . They 

are challenged to say w hat they find interesting and to share responsibility  for ensuring that w hat goes 

on in class is interesting and useful to them . The ELP is a tool designed to stim ulate learners to think 

about their learning by m aking it v isible and thus to make it easier for them  to take their own 

initiatives.

The C EF, CLIL and the ELP have developed out o f  a desire to provide learners w ith greater exposure 

to languages and to help foster greater learner autonom y in the learning o f  languages. The CEF is now 

used as a basis for m ost new syllabi developed in Europe. Its use has helped to m ake the language 

learning process m ore transparent for learners. The CEF has not been used as a basis for the existing 

second level language learning syllabi. W here CLIL and the ELP have been used both have been 

show n to be very useful in m eeting learners’ needs. There has not how ever been w idespread uptake o f  

either initiative in Ireland. N onetheless there is a desire here to im prove approaches to language 

teaching and learning as well as the range o f  languages on offer. The situation for language teaching 

and learning will now  be discussed w ith special reference to prim ary and secondary levels.

5.5.1 Languages and educational policy in Ireland

The European C om m ission holds that secondary education has an im portant role to play in prom oting 

the quality and quantity  o f  language learning as it is at this stage that ‘young people com plete the 

essential core o f  language skills that will serve them  throughout life .’ '®'” H ow ever, it argues that the 

objective o f  ‘m other tongue plus tw o ’ is presented with obstacles because in som e m em ber states 

foreign language learning is not com pulsory for all learners and others propose to m ake foreign 

language learning op tio n a l.'”"  Ireland is one o f  the EU m em ber states w here foreign language 

learning is not com pulsory. This is potentially w orrying since only 61%  o f  Irish people consider it

W orking with the European Language Portfolio: A handbook fo r  teachers in Irish p o st-p rim a ry  schools. 
(Dublin: Authentik, 2001), 5.

David Little and Radka Perclova. European Language Portfolio  Guide fo r  Teachers an d  Teacher Trainers. 
(Strasbourg; Council o f  Europe, 2001), 26.

Ibid.: 45,
C om m ission o f  the European Com m unities, P rom oting Language Learning and Linguistic D iversity  -  

Consultation  (Com m ission Staff W orking Paper: Brussels, 2002), 8.
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useful to know  a language other than their m other tongue and the third level colleges are becom ing 

increasingly concerned about m aintaining student num bers on their language courses.

There is no language policy that provides for the inclusion o f  languages o ther than Irish in the post

prim ary curriculum . The need for a language policy was highlighted regularly during the European 

Y ear o f  Languages in 2002 and still continues to be a contested issu e '”'^ Irish is an obligatory subject 

at jun io r and senior cycles but foreign languages are not. Indeed, even at ju n io r cycle level it is 

recom m ended that learners have access to the study o f  a m odern European language but m ay learn no 

o ther language but Irish if  they choose. The fact that all Irish people speak English can be a 

d isincentive to the learning o f  other languages. As discussed previously  there is a w idespread 

perception that there is no need to learn o ther languages since English is the new lingua f r a n c a . I n  

addition languages are perceived as being difficult com pared to o ther subjects. Thus there has been a 

decrease in the num bers o f  students taking languages at upper secondary level. N onetheless, foreign 

languages play a significant role in post-prim ary education because the N ational U niversity o f  Ireland 

(N U l) has a m atriculation requirem ent o f  Irish and a foreign language. H ow ever, in the event that the 

NUI drops this requirem ent there is no guarantee that foreign languages w ill m aintain their 

im portance in post-prim ary education. Little'*^'^ recom m ends form ulating a language policy based on 

the results o f  a thorough investigation o f  Ire land’s present and future language needs undertaken 

according to internationally accepted standards.'®'^ In the absence o f  an overall policy on languages in 

education there is a danger that the dow nw ard trend in num bers taking foreign languages will 

expand.

There is no com prehensive, principled policy relating all the language syllabi in the Irish educational 

sy stem .’®’* This m eans that there is little provision m ade w ithin the system  for the integration o f  

language learning experiences betw een the different language syllabi. There is no one integrated 

language curriculum  but a series o f  curricula that are independent o f  one another. V ery little attem pt 

has been m ade to elaborate transferable principles betw een the different levels at prim ary, secondary 

and third levels. Thus there is insufficient provision for continuity and flexibility betw een the different

European Year o f  Languages 2001 in Ireland. R eport o f  the N ational C o-ordinating B ody, 2002, 9-10. 
' ° ' ^ I h i d : \ l .

Evaluation o f  Foreign Languages at U pper Secondary L evel P roject. Country Statement: Ireland. (Dublin: 
Department o f  Education and Science, 2004), 4.

D, Little. Languages in The P ost-P rim ary Curriculum: A D iscussion D ocum ent. (Dublin: N CCA, 2003), 4. 
See for example, R.D. Lambert, Ed. L anguage p lanning around the w orld: contexts and system atic  change  

(W ashington, DC: National Foreign Language Center, 1994) cited in D. Little. Languages in The Post-Primary 
Curriculum: A D iscussion Document. (Dublin: NCCA, 2003), 14.

Evaluation o f  Foreign Languages at U pper Secondary L evel Project. Country Statement: Ireland. (Dublin: 
Department o f  Education and Science, 2004), 4.
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language learning experiences.'®''^ Since there is no fram ew ork to ensure com plem entarity  and 

continuity betw een different levels for the language learners they m ay experience different teaching 

approaches, different assessm ent procedures, different types o f  syllabi leading potentially  to confusion 

and dem otivation for the learner.

In the absence o f  a language policy encom passing English, Irish and foreign languages, attem pts to 

m ake changes to the present system  w ill be ‘piecem eal and p rov isional’. '”™ A language policy is 

needed to define the position  o f  English as the m other tongue o f  the m ajority  o f  the population, o f  

Irish as the m other tongue o f  a m inority and the second language o f  the m ajority , o f  o ther m other 

tongues such as sign language and the languages o f  im m igrants, and o f  foreign languages.'”"' L ittle 

argues that this policy should be historically and culturally sensitive and should ‘em body an explicit 

response to the European policies o f  p lurilingualism  and d iv e rs ifica tio n ...’ '®̂ " In term s o f  Ire land’s 

m em bership o f  the European Union and the C ouncil o f  Europe a language policy should require all 

students to take Irish and at least one foreign language throughout their second level education .'”"̂  In 

addition the policy should also explicitly encourage diversification o f  foreign language provision 

based on an analysis o f  the country’s present and future language n e e d s . A n  overarching policy 

should articulate the rationale for the study o f  languages by all learners at all levels and should 

identify clear objectives regarding Irish, English and other languages.'”"̂

The absence o f  a language policy in Ireland has im pacted on both learners and teachers. It has played 

a part in the lack o f  cross-language collaboration between language teachers.'®'* This m eans that 

opportunities for pooling o f  expertise and experience for the developm ent o f  syllabi, m ethodologies 

and resources are lost. A lm ost tw o decades ago, Singleton argued that Irish, English and the 

continental languages had developed different pedagogical traditions each o f  w hich had insights to 

offer the o t h e r . H e  argued, for exam ple, that the continental languages and Irish could learn from  

the tradition o f  creative self-expression traditionally  associated w ith English. English teachers, in 

return, could learn from  the practical em phasis in m uch foreign language teaching. This argum ent still 

holds. A cross-language collaboration w ould help prom ote the benefits o f  an integrated approach to 

language aw areness for learners.'®'** This is im portant since a high degree o f  language aw areness

D. Little. Languages in The Post-Prim aiy Curriculum: A Discussion Document. (Dublin: NCCA, 2003), 19. 
Ibid.: 3^.
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Issues. (Dublin: Department o f Education and Science, 2004), 9.
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prom otes the developm ent o f  both first and second  language s k i l l s . T h e  continen tal languages 

along w ith  Irish could  provide pow erful sources o f  linguistic o therness as a stim ulus for 

m etalinguistic  reflection. This is particularly  relevant since language aw areness form s one o f  the 

behavioural objectives in the Prim ary, Jun io r and L eaving C ertifica te  syllabi for foreign language 

learning.

A lthough they are not com pulsory  m odern languages have alw ays en joyed  an im portan t position  in 

Irish second-level schools and this tradition  con tinues although not to the sam e ex ten t as in the past. 

Partic ipation  levels in m odem  languages in second level schools have developed  in an unstructured  

fashion. M ost students at Jun io r C ertifica te level study at least one foreign language w ith the m ajority  

continu ing  w ith a language to Leaving C ertifica te  level. In the m atter o f  curricu lum  options each 

sch o o l’s m anagem ent au thority  decides on the range o f  languages to be offered. T he m ost com m only  

leam ed m odern  language is F rench. The fo llow ing  tab le '" ’'' show s the num bers o f  students taking the 

four m ain languages in the L eaving  C ertifica te  exam ination  in June 2003:

Language C andidates %  o f  to tal candidates'**^'

French 32,496 60

G erm an 8,692 16

Spanish 1,550 3

Italian 168 0.3

T able 5.1 N um bers o f  students tak ing  the four m ain languages in the Leaving C ertifica te  exam ination

There is an im balance in uptake. L earners a ttend ing  fee-paying  schools tend to have m ore access to 

foreign languages than those attending  non-fee-paying  institu tions. H ow ever, even in the fee-paying 

estab lishm ents access to continen tal languages is often  tied to ‘overall academ ic a b ility ’ as supposedly  

reflected  by the en trance e x a m i n a t i o n . T h u s ,  the degree o f  access to foreign languages is used by 

school and parents as a m arker betw een ‘academ ic sheep and non-academ ic goa t s ’. T h e  Inspection  

o f  M odern L anguages report is based on an analysis and synthesis o f  45 individual m odem  language 

inspection  reports com pleted  betw een  N ovem ber 2001 and January  2003.'"^'' In m ost o f  the schools 

inspected , languages are offered  to leam ers o f  all levels o f  ability . H ow ever, it w as observed  that in a 

sm all num ber o f  schools access to m odem  languages is based  on learners’ general academ ic ability

David Singleton, Teangeolas, (No. 28, 1990), 13.
Source: Evaluation o f  Foreign Languages at Upper Secondaiy Level Project. Country Statement: Ireland. 

(Dublin: Department o f Education and Science, 2004), 4.
Based on a total o f approximately 54,000 candidates
David Singleton, Teangeolas, (No. 28, 1990): 13.

Department of Education and Science Inspectorate. Inspection o f  M odem Languages: O bsen’ations and  
Issues. (Dublin: Department of Education and Scicnce, 2004), 3.

145



som etim es linked to the perceived level o f  difficulty  o f  a particular l a n g u a g e . F o r  exam ple, in one 

school a docum ent referring to Germ an advises that only learners w ith ‘considerable linguistic ab ility ’ 

should attem pt it.'°^^ In another Italian is taught to the less academ ic learners and the others are taught 

F r e n c h . T h e  report thus recom m ends that:

‘W hen offering choices to their students, schools should endeavour to correct com m on 
m isconceptions, for exam ple that G erm an and French are d ifficult languages, w hile Spanish 
and Italian are easy .’"*̂*̂

The report expresses particular concern that in som e schools learners w ith special educational needs 

are being denied the opportunity to study any foreign l a n g u a g e . I n  these schools the practice 

regarding stream ing, setting or w ithdraw al for learning support prevents these learners from  studying 

a m odern foreign language. These learners are being denied access to an im portant curricular area and 

their future range o f  academ ic and career choices may consequently  be r e s t r i c t e d . T h e  report 

argues that although these learners need not be expected to attain  the sam e level o f  com petence in 

languages as others they may achieve partial com petence suited to their needs, abilities and 

interests.'®^' A language policy should set dow n clear rationale for the study o f  languages by all 

learners at every level. Thus, clear objectives for the learning o f  Irish, English and other languages 

should be identified and articulated. The fact that m ost people in the R epublic o f  Ireland have learned 

a second language (Irish) from prim ary school onw ards ‘should give us a particular edge in relation to 

our potential for acquisition o f  third and fourth l anguages’. H o w e v e r ,  the Irish Inspectorate holds 

that the European C om m ission’s action plan o f  achieving m other tongue + 2 foreign languages ‘seem s 

a very am bitious goal, given that all students m ust study Irish as w ell’.’”̂  ̂ A lthough there is no 

overarching language policy in the Republic o f  Ireland efforts are being m ade to prom ote language 

learning and teaching at both prim ary and secondary levels. Relatively recent initiatives are having the 

desired effect o f  prom oting diversity and expanding language learning and teaching. Tw o o f  these 

initiatives. The Prim ary M odern Languages Initiative and The Post-Prim ary Languages Initiative w ill 

now  be discussed.

Department o f Education and Science Inspectorate. Inspection o f  M odern Languages: Observations and  
Issues. (Dublin: Department o f Education and Science, 2004), 7.
' °^^Ibid
'^^^Ihid
'^^^Ibid
'^^‘• ib i d
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Issues. (Dublin: Department o f Education and Science, 2004), 9.
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5.5.2 Primary and post-prim ary language initiatives

Both English and Irish are studied in all prim ary and second level schools. Foreign languages do not 

form part o f  the prim ary school curriculum . H ow ever, in 1998 a p ilo t project for the teaching o f  

m odem  languages in prim ary schools w as launched. It was initially called The Prim ary M odern 

Languages Pilot Project but has since 2001 been know n as the Prim ary M odem  Languages Initiative. 

A bout 10% o f all prim ary schools participate in this initiative at 5* and 6'*' class level. The 

languages concerned are French, G erm an, Spanish and Italian. The language option offered is 

dependent on w hat the individual school can offer. Languages are being in troduced at prim ary level to 

help forw ard the European C om m ission’s long-term  objective that every young European school 

leaver be able to speak tw o European languages in addition to h is/her m other tongue."”  ̂ It is also 

acknow ledged by the project that m odem  languages in the school curriculum  have an im portant 

strategic role to play in the social and econom ic developm ent o f  Ireland.

The aims o f  the m odern languages’ curriculum  at prim ary level are:

• to foster a positive attitude tow ards language learning and to prom ote self-confidence, se lf

esteem  and enjoym ent in learning a language;

• to develop com m unicative com petence, enabling the child to use the language in a variety o f  

contexts;

• to develop an aw areness o f  the target language and its relationship w ith o ther languages;

• to develop the ch ild ’s aw areness, appreciation and respect for o ther cultures, particularly  

those associated w ith the target language.’®̂’

These aims com plem ent the aim s o f  the m odem  languages’ curriculum  at Junior C ertificate and 

Leaving C ertificate levels.

The prim ary schools’ m odem  languages’ curriculum  consists o f  three strands. These strands are;

• C om m unicative com petence, enabling the child to use language appropriately in a range o f  

contexts;

• Language aw areness, ensuring the developm ent and enhancem ent o f  the ch ild ’s experience o f  

the nature and functions o f  language through the im plem entation o f  an in tegrated-curriculum  

approach;

C. O ’ Brien. ‘Chairperson’s foreword’ in Modern Languages in Primary Schools. Teacher Guidelines. 
(Dublin: National Council for Curriculum and Assessment, 2001), 5.
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NCCA, 1999), 15.
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• Cultural aw areness, including a w ider, cultural European dim ension. The learning o f  another 

language facilitates the gaining o f  insights into another culture.

In practice there is expected to be m uch overlap betw een the three strands and the four language skills 

-  reading, writing, listening and speaking, w hich are integrated in exploring and developing the 

content o f  the strands.'®^’ The prim ary school curriculum  advocates a cross-curricu lar approach. It is 

recom m ended to teach the target language w ithin an integrated curriculum  w ith, for exam ple, 

activities through the target language w hich could be used to reinforce and conso lidate skills that were 

initially taught in the m other t o n g u e . T h i s  correlates with EU  initiatives to prom ote a cross

curricular plurilingual approach to the teaching and learning o f  languages. It is hoped that teaching 

w ithin an integrated curriculum  may help to over-com e problem s in language continuity  at post

prim ary level.

The D epartm ent o f  Education and Science established the Post-Prim ary L anguages Initiative in 

N ovem ber 2001 to im plem ent the policy o f  ‘diversifying, enhancing and expanding the teaching o f  

languages in second level schools’. I t a l i a n ,  Spanish, Japanese and Russian are the languages being 

prom oted. The range o f languages on offer continues to expand. Syllabi for A rabic, Japanese and 

Russian have recently been published. Participating schools are given grants for the purchase o f  

m aterials and for allocations o f  supplem entary hours. The Initiative collaborates w ith o ther relevant 

linguistic and educational bodies to engage in research on teaching m aterials, planning and delivering 

in-service training for teachers and the dissem ination o f  inform ation on opportunities for language 

developm ent available to teachers and s t u d e n t s . T h e  results so far have been encouraging w ith the 

num bers o f  schools offering Spanish, Italian and Japanese increasing in the years follow ing the 

Initiative. The initiatives have had som e success in increasing the num bers o f  learners studying 

languages at an early age and in d iversify ing the range o f  languages available in schools. H ow ever, 

the lack o f  clear policy governing the introduction o f  new languages to the curriculum  leads to a 

haphazard rather than a planned approach to d i v e r s i f i c a t i o n . I n  addition because Ireland does not 

have an integrated approach to language in the curricula new languages m ust com pete w ith those that 

are long established. In the m eantim e French continues to be the dom inant language offered in Irish

N.C.C.A. Pilot P roject on M odern L anguages in the Prim ary School: D raft curriculum  guidelines. (Dublin: 
NCCA, 1999), 7.
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second level schools having m ore candidates presenting for exam ination than all the o ther m odem  

foreign languages together.

T he teaching and learning and exam ining o f  m odern languages in Irish Second Level schools has its 

fram ew ork in a com m on Leaving C ertificate syllabus and Junior C ertificate syllabus. Thus there is 

continuity  and progression betw een the tw o program m es in term s o f  aim s, objectives and content. The 

syllabi fram ew orks predate the publication o f  the Com m on E uropean Fram ew ork o f  R eference for 

Languages and no attem pt has yet been m ade to m atch the syllabi objectives to the Fram ew ork 

reference levels except in the context o f  the European L anguage Portfolio for Irish second level 

sch o o ls .'” *̂ In their structure the Junior C ertificate and Leaving C ertificate m odem  languages syllabi 

are firm ly grounded in the teaching and learning o f  languages for com m unication. They are founded 

on the uses to w hich learners are likely to need, to w ant and to expect to put their know ledge o f  the 

target language and the skills acquired in language class. There are com m on syllabi for the teaching o f  

M odern Languages at both jun io r and senior secondary levels. These syllabi w ill now  be discussed.

5.6 The Junior Certificate Syllabus

T he first three years o f  language learning in second level schools are defined by the Junior certificate 

syllabus which is exam ined by a term inal exam ination at the end o f  the th ird  academ ic year. The 

Junior Certificate modern languages syllabus is defined as com m unicative, organised around ‘the 

needs expectations and in terests’ o f  the learners in the language classroom . There is a com m on 

fram ew ork for all m odern languages. The learners’ needs pertain to their use and understanding o f  the 

target language in the classroom . H ow ever, the learner will also expect to be equipped w ith an ability 

to cope linguistically in the target language com m unity. The learner can also reasonably expect that 

the them es and activities o f  the class will be o f  interest to h im /her.’” *̂ The syllabus lists the m inim um  

content o f  them es and com m unicative tasks to be covered by leam ers in the Junior C ertificate Course. 

T hese them es and com m unicative tasks aim  to fum ish them  w ith the know ledge and skills to use and 

understand for everyday classroom  com m unication and in everyday real-life situations.

T hus the general aims o f  the Junior C ertificate program m e in are not focused solely on the leam ers’ 

current situations but attem pt to address the present, continuing and future dem ands leam ers may

Department o f Education and Science Inspectorate, Evaluation o f  Foreign Languages at Upper Secondary 
Level Project. Country Statement: Ireland. (Dublin: Department o f Education and Science, 2004), 3.
1056 version of the European language Portfolio was developed in the Centre for Language and 
Communication Studies, Trinity College, Dublin and is published by Authentik, Dublin. See 
WWW. ted. ie/CLCS/portfolio/

Department o f Education and Science, Rules and Programmes for Secondary Schools 2004/5 (Dublin: An 
Roinn Oideachais agus Eolaiochta, 2005), 31.
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make on their com petence in the target l a n g u a g e . T h e s e  general aim s are d iv ided into broad 

categories o f  general educational aim s and general com m unicative aims. The general educational aim s 

seek to foster learners’ personal and social developm ent and to increase their options in w ork, training 

and leisure. The general com m unicative aim s target the developm ent o f  learners’ com m unicative 

com petence in order to enable them to avail o f  the general education aims.

The general educational aim s are:

a) ‘to contribute to pup ils’ aw areness o f  language as a system  o f  com m unication;

b) to give pupils an aw areness o f  another culture and thus a m ore objective perspective on 

aspects o f  their ow n culture;

c) to contribute to the developm ent in pupils o f  the capacity to engage in fruitful transactions 

and interactions w ith others;

d) through (a), (b) and (c), to contribute to pup ils’ overall personal and social developm ent;

e) to give pupils the possibility  o f  access to sources o f  inform ation, cultural enrichm ent and 

entertainm ent through the target language;

f) to encourage and equip pupils to consider participating in social and cultural activities w hich 

may involve som e use o f  the target language;

g) to make it possible for pupils to consider taking up jo b  and further education/training 

opportunities w hich m ay involve som e use o f  the target language;

h) to give pupils the kind o f  language learning experience that w ill encourage and facilitate their 

learning further languages in later life;

i) through (e), (f), (g) and (h), to enlarge pup ils’ w ork, further education and leisure op tions.’
1060

The attainm ent o f  the general aims is, as previously stated, contingent upon the achievem ent o f  the 

general com m unicative aim s.

The general com m unicative aim s o f  the Junior C ertificate program m e are:

a) ‘to enable pupils to cope with the norm al classroom  use o f  the target language;

b) to equip pupils w ith a com petence in the target language w hich w ould enable them  to provide 

them selves w ith basic necessities, to avoid m isdem eanours and/or serious em barrassm ent, and 

to engage in som e degree o f  social interaction in a country/situation w here only the target 

language was in use;

c) to furnish pupils w ith linguistic skills w hich w ill make it possible for them  to pursue at least 

som e aspects o f  their general interests through the m edium  o f  the target language;

Department o f Education and Science. Rules and Programmes for Secondary Schools 2004/5  (Dublin: An 
Roinn Oideachais agus Eolaiochta, 2005), 32.

Ibid.: 31-32.
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d) through (a), (b), (c) and otherw ise, to ensure that pup ils’ com petence in the target language is

such as to be conducive to the fulfilm ent o f  the general educational aim s specified above .’'”*'

To help achieve the general com m unicative aims the syllabus lists a set o f  behavioural objectives 

w hich are com m unicative tasks. These tasks are organised according to them es. The them es and their 

tasks are expressed com m unicatively  and are expected to help learners achieve their present and 

future com m unicative needs. The them es under which the com m unicative tasks are grouped are:

• M eeting and getting to know  people

• Engaging in and talk ing about leisure pursuits

• M aking plans

• V isiting/staying in a hom e w here the target language is spoken

• Talking about your ow n fam ily and home

• Talking about anim als

• Talking about things you have done, things that have happened and the w ay things were

• Talking about school and com m unicating in the classroom

• Travelling

• Coping with not feeling well o r a m inor accident

• Finding out and telling people the tim e, the day the date

• Finding your w ay and helping o ther people to find their way

• Eating and drinking and talking about food and drink

• Shopping

• U sing the telephone

• W riting a short note/postcard

• W riting a short personal letter

• W riting for inform ation o f  to m ake a booking

• Filling out a sim ple form /m aking out a simple curriculum  vitae.

As previously stated each o f  these them es is further elaborated under the sub-headings o f  

‘C om m unicative tasks’ (for exam ple, asking som eone his/her nam e; asking som eone h is/her age) and 

‘Som e exponents’ (for exam ple, com m ent + s ’appeler; quel + age + avoir). These tasks accom m odate 

the learning production o f  language o f  varying degrees o f  com plexity  according to the needs and 

abilities o f  the learners.

The behavioural objectives are the com m unicative tasks that the learner should be able to perform  to 

m eet the general aims set out above. There is a balance betw een objectives that relate to transactional.

Department o f  Education and Science, Rules and Program m es fo r  Secondary Schools 2004/5  (Dublin: An 
Roinn Oidcachais agus Eolaiochta, 2005), 32.
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m essage oriented activities (for exam ple, inform ation getting activ ities and shopping), and those 

w hich have to do with the initiation and m aintenance o f  social contact (for exam ple, interactional, 

listener oriented activities). This reflects the syllabus aim s to prepare learners to use the language for 

social as well as utilitarian p u r p o s e s . S o m e  o f the tasks are related to, or are a prerequisite  for 

authentic language use because o f  constraints im posed by teaching and testing.'®*^ The 

com m unicative tasks are broadly divided into those that involve som e productive use o f  the target 

language and those that involve only receptive use o f  the target language. Learners are expected  to 

develop a level o f  productive and receptive skills. The language that learners are expected to know  

receptively will not be expected to be know n productively. H ow ever, the language needed for 

productive use are expected to be know n receptively as well as productively.'*^^ The them es and their 

tasks are expressed com m unicatively. Learners from different levels o f  ability should be able to 

com plete these tasks successfully. Therefore the tasks should be structured  to allow  a variety o f  ways 

o f  com pleting them  using language o f  varying com plexity.

Learners com m unicative com petence in the them es and com m unicative tasks listed w ill be tested  in 

the Junior C ertificate e x a m i n a t i o n . T h e  m ajority o f  candidates presenting  for assessm ent in the 

Junior C ertificate exam ination are assessed by means o f  a term inal w ritten test, a reading test and an 

aural test. The Junior C ertificate exam ination allocates m arks as follows:

Higher Level
Listening Com prehension 140 (44% )

Reading Com prehension 100 (31 % )

W ritten expression 80 (25% )

Total__________ 320

Ordinary Level
L istening Com prehension 140 (43.75% )

R eading Com prehension 120 (37.5% )

W ritten Expression 60 (18.75% )

Total 320

In m odem  languages oral com petence may be assessed by the learner’s teacher and a grade subm itted 

to the D epartm ent o f  Education. This provision for oral assessm ent is taken up in a m inority o f  

schools usually fewer than 2%. It aims to evaluate learners’ proficiency in conversation topics

Department o f  Education and Science, Rules and Program m es fo r  Secondary Schools 2004/5  (Dublin: An 
Roinn Oideachais agus Eolaiochta, 2005), 33.

'°^^Ihid: 31.
Ib id :  32.

'“ ‘’ /ft/W.; 33.
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appropriate to the learners in the 15+ age group. The follow ing are taken into account; 

com prehension, correctness, accuracy in pronunciation, range o f  vocabulary , facility  o f  expression 

and fluency. Since the option o f  the oral exam ination is taken up in so few  schools the vast m ajority 

o f  the m arks in the Junior Certificate at both higher and ordinary levels are aw arded for receptive 

skills. Only 25% o f  marks at higher level and 18.75% at ordinary level are aw arded for language 

production. Q uestions in reading and aural com prehension tests are asked and replied to in the m other 

tongue. This is likely to have serious backw ash effects on the way languages are taught and learned in 

Irish second level schools. Exam ination preparation may encourage a less than jud ic ious am ount o f  

the m other tongue being used during the language class.

It could be argued that there is a m ism atch betw een the aims o f  the Junior C ertificate syllabus and the 

m odes and techniques used to form ally assess it. The syllabus aims to develop the linguistic skills o f  

the learners yet the oral skills o f  the vast m ajority o f  learners are not assessed. This has 

repercussions for teaching and learning as it is likely that if  assessm ent is conducted  through written 

tests then the teaching and learning styles will reflect the sam e bias.'°^*^ In addition since the Junior 

C ertificate exam ination occurs in its entirety at the end o f  third year then teaching  and learning is 

likely to exhibit an increasing em phasis tow ards the verbal and logico-m athem atical as the learners 

progress tow ards the end o f  the Junior C y c l e . T h i s  is not supportive o f  the ‘principles o f  breadth 

and balance’ on which the Junior Certificate is based nor is it conducive to  the active learning 

m ethodologies envisaged in the developm ent o f  the Junior C ertificate P ro g ram m e.'”™ A necdotal 

evidence suggests that for many teachers m ethodologies have not changed to the extent presum ed in 

the philosophy and specification o f  the Junior Certificate Programme.'*” ' There is concern that the 

existing formal assessm ent underm ines the best features o f  the Junior C ertificate program m e 

encouraging an em phasis on rote learning and a teacher centred approach. Indeed exam iners’ and 

inspectors’ reports repeatedly highlight evidence o f  rote learning in Junior and L eaving C ertificate 

examinations.'®^' The exam ination may be reinforcing the subject centred  nature o f  teaching and 

learning. Despite the intentions o f  the curriculum  designers, there seem s to be little cross-curricular 

w ork in schools and efforts to develop general thinking or problem -solving skills in students are 

i n h i b i t e d . T h i s  has im plications for learners’ experiences o f  and engagem ent w ith the

N.C.C.A. The Junior Certificate Review. P rogress Report: issues and options f o r  developm ent. (Dublin: 
N CC A, 1999), 32.
^^^*!hid: 33.

Ibid.

D. Little. Languages in the P ost-P rim ary Curriculum. A D iscussion Docum ent. (Dublin: N CC A, 2003), 36 
and 39

See for example Department o f  Education and Science Inspectorate. Inspection o f  M odern languages: 
O bservations and L'isues. (Dublin: Department o f  Education and Science, 2004).

Department o f  Education and Science Inspectorate, The Junior C ertificate R eview  P rogress Report: issues 
and options fo r  development, 1999, p. 33.
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c u r r i c u l u m . T h e  .lunior C ertificate and the language learning experiences encountered therein 

forms the foundation on w hich the L eaving C ertificate syllabus is developed. A s previously stated 

there is continuity betw een the tw o syllabi in term s o f  aim s, objectives and content.

5.7 The Leaving Certificate Syllabus

Follow ing the com pletion o f  the Junior C ertificate program m e learners may em bark on a tw o-year 

Leaving Certificate course. The L eaving C ertificate program m es state their general aim s as seeking to 

contribute to all aspects o f  the individual w hile p lacing particular em phasis on preparing learners for 

further education and training, for em ploym ent, and for living in the com m unity as participative, 

enterprising c i t i z e n s . T h e r e  are three program m es leading to the aw ard o f  the Leaving C ertificate; 

the Leaving Certificate Program m e; the L eaving C ertificate A pplied Program m e, and the Leaving 

Certificate V ocational Program m e. These program m es aim  to offer continuity  and progression from 

the Junior Certificate program m es. Each o f  the program m es has its own character, the Leaving 

Certificate Program m e, for exam ple, aim s to prepare students for further education, training or 

em ploym ent, w hile the Leaving C ertificate A pplied program m e is designed for those w ho do not wish 

to go directly to third level education. The program m es prom ote to varying degrees:

• S elf directed learning

• Independent thought

• A spirit o f  enquiry

• Critical thinking

• Problem  solving

• Self-reliance

• Initiative

• Enterprise

• Preparation for further education

• Preparation for adult life

• Preparation for w orking life '”^̂

There is a com m on syllabus fram ew ork for French, G erm an, Spanish, Italian and Russian. The 

Russian syllabus was published in 2003. French is by far the m ost com m only learned language. M ore 

students take French than all the o ther languages com bined.

Department o f Education and Science Inspectorate, The Junior Certificate Review Progress Report: issues 
and options for development, 1999, 33.

Department o f Education and Science, The Leaving Certificate. French Syllabus. (Dublin: The Stationery 
Office).

Ib id
Department o f Education and Science. Evaluation o f  Foreign Languages at Upper Secondary Level Project. 

Country Statement: Ireland. (Dublin: Department o f Education and Science, 2004), 3.
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The syllabus is com m unicative on the basis that it is founded on the uses to w hich the learners are 

likely to need, want or expect to put their know ledge o f the target language and skills acquired in 

language class. The objectives w ithin the syllabus are expressed in term s o f  language in use, the 

process o f  com m unicating a message.'®™ There is also em phasis on the analytical dim ension o f 

language learning: raising learners’ language aw areness and developing their cultural aw areness. As 

w ith the Junior C ertificate syllabus the two ch ie f com ponents o f  the L eaving C ertificate syllabus for 

foreign languages are its general aims and its behavioural objectives w hich are m ore specific.

The general educational aims for the teaching and learning o f  m odem  languages in senior cycle are 

concerned with developing com m unicative skills, a critical aw areness o f  language, language learning 

strategies and intercultural skills. The aims are as follows:

1 .To foster in learners the com m unicative skills in the target language as w ill enable them  to:

a. take a full part in classroom  activities conducted in the target language;

b. participate in norm al everyday transactions and interactions, both spoken and w ritten,

both at hom e and abroad;

c. extract inform ation and derive enjoym ent from the m ass m edia and the m ore

accessible literature o f  the target language com m unity;

d. consider as a realistic option the possibility o f  pursuing leisure activities, further

study and/or career opportunities through the m edium  o f  the target language.

2 .To give pupils a critical aw areness o f  how meaning is organised and conveyed by the 

structure and vocabulary o f  the target language and thus to contribute to their understanding 

o f  the w orkings o f  hum an language in general.

3 .To help learners develop strategies for effective language learning.

4. To equip learners with a broad acquaintance with the cultural, social and political com plexion

o f countries in w hich the target language is a normal m edium  o f  com m unication  and thus to 

help raise their aw areness o f  cultural, social and political diversity  g en era lly .'”™

The behavioural objectives, w hich derive from  the general aim s, are subdivided into three 

com ponents:

1. Basic Com m unicative Proficiency

2 .Language Aw areness

3.C uhural A w areness

Department o f  Education and Science. The Leaving Certificate. French Syllabus, ‘Preamble’. (Dublin: The 
Stationery Office), 1.
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A n integrated approach to the developm ent o f  these three objectives is r e c o m m e n d e d . T h e y  are 

further elaborated as a series o f  general activities for each o f  w hich relevant linguistic skills and 

structures are listed. An overview  o f  these follows.

1. Basic Com m unicative Proficiency

This is the first and largest part o f  the behavioural com ponents section o f  the syllabus. It builds on the 

com m unicative targets o f  the Junior C ertificate program m e. The objectives are organised around 

eleven different them es or general activities. Each them e is expressed in com m unicative term s, for 

exam ple, Them e 1.1 M eeting and getting to know people and m aintaining social relations. Each 

them e is accom panied by a list o f  perform ance targets w hich are com m unicative activities, for 

exam ple, ‘introducing a third party; asking after som eone; w ishing som eone w e ll’. In addition there is 

a list o f  linguistic skills pertinent to the them e, for exam ple, developing an aw areness o f  

appropriateness o f  register. These skills are accom panied by lists o f  the structures and gram m ar 

necessary for the achievem ent o f  the linguistic skills and perform ance targets.

The objectives are related to the practical challenges that learners m ight be confronted w ith w hen 

operating in the target language com m unity and when participating in classroom  activities and 

discussions through the target language.'**'^' Thus, they relate present and potential needs. The 

objectives aim  to develop aw areness o f  the target language but also o f  relevant aspects o f  the m other 

tongue and other languages that the learners know. Thus, the objectives aim  to develop an aw areness 

o f  the functioning o f  language in general.

2. Language Aw areness

The activities and them es o f  this section o f  the syllabus aim  to:

(i) stim ulate learners’ interest in language issues to raise their aw areness about the w orkings 

o f  the target language and their encounters w ith it. The underly ing rationale is that this 

will stim ulate learners’ interest in and enthusiasm  for learning the target language.'”*̂  

D eveloping this kind o f  aw areness through rich and interesting target language input 

enables better progress in attaining gram m atical and lexical accuracy and com m unicative 

effic iency .'”**̂

(ii) Equip learners with the skills and learning strategies to enable them  to becom e m ore 

effective language learners. The underlying rationale is to enable learners to develop

Department o f  Education and Science. The Leaving Certificate. French Syllabus. (Dublin: The Stationery 
O fficc), 2.

N.C.C .A. Leaving C ertificate French. D raft Guidelines fo r  Teachers. (Dublin: N C C A  and An Roinn 
Oideachais), 9.

N .C.C.A. L eaving C ertificate French. Draft Guidelines fo r  Teachers. (Dublin: NCC A  and An Roinn 
Oideachais), 10.



positive  attitudes to w ard s lan g u ag e  learn ing  and  to  a llo w  them  to  b ec o m e m ore 

au tonom ous in th e ir  language lea rn in g  efforts.

(iii) P rov ide a fram ew ork  for the  teach ing  and  ac q u is itio n  o f  g ram m ar w ith in  a 

com m un icative  a p p ro a c h .'”*̂

In the sy llab u s 5 general ac tiv itie s /th em es fo r deve lo p in g  le a rn e rs ’ lan g u ag e  aw a re n ess  a re  se t ou t, 

each  w ith  co rresp o n d in g  p erfo rm an ce  ta rg e ts . T hese  them es an d  ta rg e ts  a re  d es ig n ed  to  h e lp  teachers 

an d  learners to  w ork  ou t schem es o f  w ork  an d  to  ensure tha t le a rn e rs  a re  c lea r  ab o u t w h a t th e  goals 

a re  in  re la tio n  to each  G enera l Activity/Theme.'®**^ T hese  G enera l A c tiv itie s /T h e m e s  are:

• L earn ing  abou t language from  ta rg e t language m a te ria l

• E xp lo ring  m ean ing

• R ela ting  language to  attitude

• T alk ing  and w riting  abou t y o u r  ex p e rien ce  o f  th e  ta rg e t lan g u ag e

• C onsu lting  re feren ce  m ateria ls  (fo r exam ple , d ic tio n a rie s  an d  g ram m ars) re la tin g  to  the 

vocabu lary  and  g ram m ar o f  th e  ta rg e t language.'®**’

M any  o f  the p e rfo rm ance  ta rge ts in the L an g u ag e  A w areness se c tio n  are  a im ed  a t fo ste rin g  learner 

autonomy.'®**** It is acknow ledged  tha t the sy llab u s canno t in c lu d e  a ll the  w o rd s  an d  s tru c tu res  learners 

m ay need  w hen  u sing  the language. T hey  th e re fo re  need  to  d ev e lo p  s tra teg ie s  to  co p e  w ith  w o rd s  and  

s tru c tu res  tha t are new  to  them . T hus, e ffec tiv e  language lea rn in g  a lso  in v o lv es  the  learn in g  o f  

s tra teg ies  to  deduce  m ean ing . T he fo ste ring  o f  learner au to n o m y  w ill help  lea rn ers  to  ach iev e  th e ir  

language learn ing  ob jectives. T he p e rfo rm an ce  ta rge ts in the lan g u ag e  a w a re n ess  sec tio n  are a im ed  at 

p ro m o tin g  learner au tonom y , help in g  learners to  find  the ir ow n  w ay  an d  th u s  en h a n c in g  th e ir  ch an ces
r  1089o f  success.

3. C u ltu ra l A w areness

T h is  co m p o n en t aim s to  deve lop  le a rn e rs ’ aw a re n ess  o f  the cu ltu re  ta rg e t lan g u ag e  community.'®^® In 

the  co n tex t o f  the sy llabus cu ltu ra l aw aren ess  concerns the w ay  o f  life o f  the  ta rg e t language  

co m m u n ity  and  also  its cu ltu ra l heritage. T h e  u nderly ing  ra tio n a le  is th a t tak in g  acco u n t o f  cu ltu ra l

N.C.C.A Leaving C ertificate French. D raft G uidelines fo r  Teachers. (Dublin: NCCA and An Roinn 
Oideachais), 10.
'°**^ Ibid.: 9.

Department o f Education and Science. Evaluation o f  Foreign L anguages a t U pper Secondary Level. 
Country Statement: Ireland. (Dublin: Department o f Education and Science, 2004), 5.
'®**̂ Department o f Education and Science. The L eaving Certificate. French SvUabus. (Dublin: The Stationery 
Officc), 18-19.
' ^^*Ihid:  3.

N.C.C.A Leaving C ertificate French. Draft G uidelines for Teachers. (Dublin: NCCA and An Roinn 
Oideachais), 18.
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differences is essential for successful c o m m u n i c a t i o n . I t  enables learners to gain insights and 

perceptions into the target culture and thus to prom ote their intellectual and social developm ent 

allow ing an acceptance and tolerance o f  cultural differences.'®^" A further elem ent in the rationale is 

that the activity them es will encourage ‘content-instruction’ through the target language.'*’’  ̂ A s w ith 

other com ponents o f  the syllabus a list o f  general activities and them es is given. These are:

111.1 ‘Learning in the target language about the present-day culture associated  w ith the target 

language.’

111.2 ‘Reading m odem  literary texts (notably novels, short stories, poem s and plays, or extracts 

from  these) in the target language.’

111.3 ‘D escribing and discussing everyday life in the target language com m unity .’

111.4 ‘U nderstanding, describing and discussing aspects o f  the relations betw een the target 

language com m unity and Ireland .’

111.5 ‘U nderstanding, describing and discussing in general term s issues that transcend cultural 

divi sions. ’ A sam ple list is given including items such as teenage culture, the generation gap, 

and sexual and racial equality.

As w ith other activities/them es lists o f  perform ance targets for each is given. It is suggested that a 

com parative m ethodology be used to im plem ent the cultural aim s so that aspects o f  the target culture 

com m unity culture and aspects o f  Irish culture be exam ined t o g e t h e r . L e a r n e r s  are encouraged to 

go beyond a superficial appraisal o f  culture by critically exam ining national stereotypes, both Irish 

and those o f the target language com m unity. In addition they are encouraged to interact w ith the target 

culture at an affective level, i.e., ‘Stating and defending personal opinions about the desirability o f  

m aintaining, developing or changing relationships with the com m unity in question .’ '*” ^

It is advised that learners’ aw areness o f  the target culture be developed initially in relation to fam iliar 

contexts such as the fam ily, hom e, m eals, and so on in fam iliar ‘service’ contexts such as tim etables, 

opening and closing tim es, schooling and so on. The range o f  contexts is then to  be developed to 

include m ore abstract them es such as the attitudes and the values o f  the o ther culture, for exam ple.

Department of Education and Science, The Leaving Certificate. French Syllabus. Preamble. (Dublin: The 
Stationery Office), 3.

NCCA, Leaving Certificate French. Draft Guidelines for Teachers. (Dublin: NCCA and An Roinn 
Oideachais), 18.

Department of Education and Science, The Leaving Certificate. French Syllabus. Preamble. (Dublin: The 
Stationery Office), 3.
^°'^Uhid.: 20 - 22 .

N.C.C.A. Leaving Certificate French. Draft Guidelines fo r  Teachers. (Dublin: NCCA and An Roinn 
Oideachais), 18.
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individualism  and nationalism , politics, and so on.'°’’ A nother aspect o f  cultural aw areness that m ust 

be explored is sociolinguistic aw areness w here learners acquire a know ledge and understanding o f  the 

linguistic conventions o f  the target language, an aw areness o f  language form s and registers 

appropriate to purpose and context.

Assessm ent

The general principles o f  assessm ent for the Leaving C ertificate syllabus are:

a) The tasks that learners will encounter in the exam ination will have ‘real life ’ validity. They 

will be the types o f  everyday activities in which people engage or w ill be preparatory for real 

tasks.

b) Language input in reading and listening tasks w ill be authentic w here possible.

c) A ssessm ent in each o f  the four skills will be prim arily  concerned w ith exchange o f
1099m eanm g.

The core objectives o f  the Leaving C ertificate language exam inations are to assess candidates on their 

ability to:

a) Show an understanding o f  the spoken target language in a variety  o f  registers and situations in 

both b rie f and m ore extended forms.

b) Show an understanding o f  the w ritten target language in a variety o f  registers in b rie f and 

more extended forms.

c) Express them selves, in both speech and writing, with relative fluency and correctness to 

describe, obtain and give inform ation, give explanations, and express ideas, opinions and 

feelings.

Dirferentiation

As the syllabus aim s to cater for a w ide range o f  learner abilities, the assessm ent is at tw o levels. 

Ordinary level and H igher level. The syllabus is the same for both but the perform ance targets w ill 

usj language o f  varying degrees o f  com plexity. The form at o f  the exam ination is different for both 

levels, as is the allocation o f  marks. Thus, differentiation is effected by m eans o f  m ark allocation and 

weighting o f  skills. At H igher level the productive skills (speaking and w riting) are given equal

N.C.C.A. Leaving Certificate French. Draft Guidelines for Teachers. (Dublin: NCCA and An Roinn 
Oileachais), 22.

N.C.C.A. Leaving Certificate French. Draft Guidelines fo r  Teachers. (Dublin: NCCA and An Roinn 
OiJeachais), 23.

Department o f Education and Science. The Leaving Certificate. French Syllabus. (Dublin: The Stationery 
O fice), 23.
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w eighting with receptive skills (reading and listening)."®” At O rdinary level, receptive skills are

allocated m ore m arks than productive skills.

Assessm ent criteria take account of;

1) candidates dem onstrated ability  to transfer m eaning;

2) the degree o f  accuracy and appropriacy o f  the language including the range o f  vocabulary and 

structures u se d ."”'

Format

The exam ination w ill assess cand idates’ ability to:

a) understand the spoken language

b) understand the w ritten language

c) com m unicate in the spoken language

d) com m unicate in the w ritten language.

To assess oral com petence the follow ing criteria are used:

Range o f  vocabulary

Range o f  expression

Awareness and use o f  gram m ar

Independence from  the exam iner’s support

Appropriateness

Fluency

Pronunciation

In w ritten production at H igher level the follow ing assessm ent criteria are used:

Range and appropriateness o f  vocabulary 

Range and accuracy in the use o f  structures 

D evelopm ent and/or m anipulation o f  stim ulus 

O rganisation o f  content

In written production at O rdinary level the criteria are slightly different:

Intelligibility o f  m essage 

D evelopm ent and/or m anipulation o f  stim ulus 

Awareness and use o f  gram m ar 

Range o f  vocabulary

Department o f  Education and Scicnce. The Leaving Certificate. French Syllabus. (Dublin: The Stationery
O fice ) , 24.

Ihul.
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M a rk in g

A guide to m arking at H igiier and O rdinary level:

H igher Level O rdinary Level
Speaking 25% Speaking 20%
Listening C om prehension 20% Listening C om prehension 25%
R eading C om prehension 30% Reading C om prehension 40%
W riting 25% W riting 15%

The Oral Assessment

The oral assessm ent consists o f  a general conversation betw een the exam iner and the candidate based 

on the syllabus content. C andidates also have the option o f  discussing a literary w ork or a project and 

o f  bringing a picture that acts as a stim ulus for conversation. The exam ination lasts for th irteen 

m inutes.

The Listening Comprehension Assessment

The listening com prehension requires candidates to listen to a tape recording and answ er questions in 

English or Irish on w hat they have heard. Com prehension questions exam ine an understanding o f 

general inform ation and specific details in stim uli based on syllabus content.

The Reading Comprehension Assessment

C andidates m ust dem onstrate an understanding o f  and extract specific inform ation from  texts. The 

texts may include public signs, m enus, brochures, letters, new spaper and m agazine articles and w orks 

o f  literature. M aterial at H igher level w ill require candidates to explore different levels o f  m eaning 

w ithin a text and to dem onstrate an aw areness o f  stylistic aspects o f  literary texts.

The Written Assessment

C andidates are required to use the target language to express feelings and attitudes, give and obtain 

inform ation, describe, relate, o ffer explanations, sum m arise, elaborate, and so on.

Im plem entation o f  the syllabus is determ ined to no small degree by the w ays in w hich learners are 

a s s e s s e d . I n  the Leaving C ertificate each o f  the four language skills is tested. H ow ever, the oral 

exam ination being structured as a th irteen-m inute interview  betw een a learner and the exam iner can 

be very lim ited in its ability to test spontaneous oral proficiency. W hen languages are learned outside 

o f  the classroom  then proficiency in w riting and in non-reciprocal oral com m unication is dependent 

on and also supports the developm ent o f  proficiency in reciprocal oral com m unication. If this is to be 

incorporated into classroom  teaching then the m odes o f  assessm ent m ust reflect the interdependence

D. Little. Languages in The P ost-P rim ary Ciirricuhtm: A D iscussion D ocum ent. (Dublin: NCCA, 2003), 13.
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o f  language s k il ls ." ”  ̂ T h is is p a rticu la rly  p ertin en t to  the Ju n io r  C e rtif ica te  w h ere  the test o f  oral 

p ro fic ie n c y  is not w idely  ava iled  o f  W h ere  sk ills  are no t ad e q u a te ly  te s ted  th e re  is a d an g e r th a t they 

w 'ill be neg lec ted  in the p rep a ra tio n  fo r th e  ex am in a tio n s. In d eed  th is  has b ee n  sh o w n  to be the case  in 

Irish  M odern  L anguages c lasses  as w ill b e  d iscu ssed  in the n ex t section .

5.8 Teaching and learning of modern languages: observations and issues

R e p o rts  m ade  by  the In spec to ra te  an d  the  C h ie f  E x am in ers  at bo th  Ju n io r  an d  L eav in g  C ertif ica te  

le v e ls  from  1995 to  2004  g ive ev id en c e  th a t the  ta rge t lan g u ag e  is no t b e in g  co n s is te n tly  u sed  in 

M o d e m  L anguages c la s s e s ." ”̂  T h e  20 0 4  C o m p o site  R ep o rt by  th e  In sp ec to ra te  ad v ises  th a t in on ly  

a b o u t one th ird  o f  the one h u n d red  an d  six ty  fou r lessons o b se rv e d  w as co m m en t en tire ly  p o s itiv e  

w ith  regard  to  the use o f  the ta rg e t lan g u ag e  in th e  lan g u ag e  c l a s s . I n  w ritten  e x p re ss io n  learners 

d isp lay  ev idence  o f  d efic ienc ies  in  v o ca b u la ry  an d  s tru c tu res  th a t co u ld  h av e  b ee n  acq u ired  i f  the 

ta rg e t language w ere  used  fo r c la ssro o m  m an ag em en t. T h e  rarity  o f  h igh  sco res  in the lis ten ing  

co m p re h en sio n  section  o f  the ex a m in a tio n  is a lso  a ttr ib u ted  to  the  fac t th a t th e  ta rg e t language  is no t 

b e in g  used  as the m ed ium  o f  co m m u n ic a tio n  by teach ers  o r  by  learners. M an y  ca n d id a tes  fail to  

g e t the g is t o f  the tex t being  lis ten ed  to  in the ex am in a tio n  b ec au se  they  c o n c en tra te  in a narrow  w ay  

o n  p articu la r phonetic  item s. T h is c o n c en tra tio n  on  p h o n e tic  item s ra th e r  th an  on  th e  g lobal m ean in g  

is a resu lt o f  in su ffic ien t ex posu re  to  the ta rg e t lan g u ag e  in the  c lassro o m .

T h e  ta rge t language is b e in g  ta u g h t, in too  m an y  cases, th ro u g h  the m o th e r tongue . T h u s the 

In sp ec to ra te  u rges m ore ex ten siv e  use o f  the  ta rg e t lan g u ag e  fo r c la ssro o m  m an ag e m en t by  bo th  

te ac h e rs  and  learners."®'^ It is rep e a te d ly  ad v ised  tha t fa ilu re  to  use the  ta rg e t lan g u ag e  in the 

c lassro o m  is bo th  co u n te rp ro d u c tiv e  an d  d em o tiv a tin g  since  learners m ay  in te rp re t it to  m ean  tha t the  

te a c h e r  does not co n sid er it to  be a g en u in e  m ean s o f  co m m u n ica tio n . I f  from  th e  sta rt th e  ta rge t 

lan g u ag e  is used  inc reasing ly  fo r ro u tin e  c o m m u n ic a tio n  b e tw e en  teach ers  an d  lea rn ers  an d  b e tw een

D. Little. Languages in The Post-Primary Curriculum: A Discussion Document. (Dublin: NCCA, 2003), 13.
See for example, Junior Certificate Examination 2002. French. Higher and Ordinary Levels. Chief 

Examiner’s Report. (Dublin: Department o f  Education and Science), 8; Leaving Certificate Examination 1995. 
French. Higher Level Chief Examiner’s Report. (Dublin: An Roinn Oideachais, 1996), 21; Junior Certificate 
Examination 1996. French. Higher Level Chief Exam iner’s Report. Ordinary Level Chief Examiner's Report. 
(Dublin: Department o f Education and Science, 1996), 4.

Department o f Education and Science Inspectorate. Inspection o f  Modern Languages: Observations and
Issues. (Dublin: Department o f Education and Science, 2004), 17.

Department o f Education and Scicnce Inspectorate. Junior Certificate Examination 2002. French. Higher
and Ordinary Levels. Chief Examiner’s Report. (Dublin: Department o f  Education and Science), 8. Leaving 
Certificate Examination 1995. French. Higher Level Chief Exam iner’s Report. (Dublin: An Roinn Oideachais, 
1996), 7.

Department o f Education and Science Inspectorate. Leaving Certificate Examination 1995. French. Higher 
Level Chief Examiner’s Report. (Dublin: An Roinn Oideachais, 1996), 13.

Department o f Education and Science Inspectorate. Inspection o f  Modern Languages: Observations and 
Issues. (Dublin: Department o f Education and Science, 2004), 17.

162



learners them selves ‘then the benefits to the learners wilt be g rea t’."*”  I f  learners are encouraged to 

expand their com m unication skills for present as w ell as potential needs then their com m unicative 

com petence will develop to enable them  to take part in classroom  activities as well as in norm al 

everyday transactions, w ritten and oral through the target language.

The Inspectorate notes that there is considerable scope for greater use o f  the target language by 

teachers and learners alike. It also raises concern over the narrow range o f  teaching strategies used. In 

m ore than ha lf the reports inspectors recom m end that teachers adopt a w ider range o f  teaching 

strategies and the use o f  active learning m ethodologies in their lessons w ith a view  to encouraging 

greater oral participation by learners."'®  It advises that greater oral response from  learners can be 

encouraged through the early use o f  creative teaching strategies and authentic teaching m a te ria ls .""  It 

lists use o f  active learning strategies, such as pair w ork, group w ork, songs and dram a as features o f  

good practice. Thus it counsels that teachers m ake m ore planned use o f  pair w ork, group w ork, gam es 

and role-play with a view  to prom oting greater learner involvem ent in the learning p ro cess ." '^

The Inspectorate is concerned that there is an over-reliance on translation  as a teaching 

m ethodo logy ." '^  In a small num ber o f  reports the inspectors note a tendency to rely on translation as 

a teaching m ethodology and recom m end that this tendency be avoided.'""* T eachers in these cases are 

using translation to check learners’ com prehension. The Inspectorate urges that learners be 

encouraged to ask in the target language for clarification or explanation w hen they need it. Teachers 

can also check com prehension by asking for synonym s or sim ple paraphrases. This it holds w ould 

support the use o f  the target language and encourage the production by the learners o f  sim ple, 

authentic language in every class.

The Inspectorate is concerned by the relatively sm all am ount o f  em phasis on the form al teaching o f  

pronuncia tion .'"^  They recom m end a m ore form al approach to the teaching o f  pronunciation  and 

intonation. A C hief Exam iner’s report proposes that the Junior cycle is an ideal tim e for this 

especially  in 1*' year as learners ‘respond enthusiastically  to pronunciation exercises, songs and

Department o f Education and Science Inspectorate. Junior Certificate Examination 1996. French. H igher 
Level C h ie f Examiner's Report. Ordinary Level C h ief Exam iner's Report. (Dublin: Departm ent o f Education 
and Science, 1996), 5.
" Department o f Education and Science Inspectorate. Inspection o f  Modern Languages: Observations and  
Issues. (Dublin: Department o f Education and Science, 2004), 19.
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generally having fun with sounds’. ' " ’ Increased aural exposure to the spoken language through use o f  

the target language as the m edium  for classroom  m anagem ent by both teacher and learners w ould help 

to im prove pronunciation.'"*^

There is insufficient opportunity created for oral participation by learners in M odem  Languages

c lasses ." '^  Thus greater oral participation including opportunities for the generation o f spontaneous

oral language is one o f  the m ost frequent recom m endations in the inspecto rs’ reports.""® Som e o f  the

inspectors’ reports express the concern about reliance o f  learners on m em orisation from  textbooks

particularly  in preparation for oral exam inations. The 1995 C h ie f E xam iner’s R eport on higher level

Leaving C ertificate French advises:

'A t a national level, it is a cause o f  som e concern that so m uch tim e and energy is devoted to 
large-scale rote learning o f  prepared answ ers, an activity w hich is o f  very little benefit to 
students either in the context o f  the exam ination or their educational developm ent’. " ”'

This practice continues to be prevalent m ore than a decade later. Learners try to learn by heart 

elaborate m odels ‘instead o f  activating the sm aller range o f  ‘ac tive’ learning they can call upon from 

their ow n prior know ledge’. E x a m i n e r s  report how in some cases the rote learning is taken to such 

extrem es that learners ju st w ait to hear the ‘trigger w ord’ from  the exam iner before delivering a chunk 

o f  m aterial learnt by heart. The problem  arises w hen the question containing the ‘trigger w ord ’ is not 

correctly responded to by the prepared speech ." '^

Rote learning and insufficient use o f  the target language in the language classroom  leads to learners 

attaining inadequate levels o f  strategic com petence. This m eans that learners are unable to deal with 

vocabulary or structures that they do not understand during the course o f  the oral exam ination. A 

sizeable m inority o f  15% o f  candidates is found to be very deficient in gram m atical structures."^'* 

Their responses are confined to ‘o u i’ or ‘n o n ’. I f  their response is expanded then their speech is 

littered w ith basic errors o f  gender, agreem ent and most particularly  o f  conjugation o f  verbs. 

A round 70%  o f  candidates’ oral production  contains an unacceptable num ber o f  m istakes in

Department of Education and Science inspectorate. Leaving Certificate Examination 1995. French. Higher 
Level Chief Examiner’s Report. Ordinary Level Chief Examiner’s Report. (Dublin; Department of Education 
and Science, 1996), 27.
'"Vfe/i/..- 3.

Department of Education and Science Inspectorate. Inspection o f  Modern Languages: Observations and 
Issues. (Dublin: Department of Education and Science, 2004), 22.
"^U bid

Department of Education and Science Inspectorate. Leaving Certificate Examination 1995. French. Higher 
level Chief Examiner’s Report. (Dublin: An Roinn Oidcachais, 1996), 26.

Department of Education and Science Inspectorate. Inspection o f  Modern Languages: Observations and 
Issues. (Dublin: Department of Education and Science, 2004), 21.

Department of Education and Science Inspectorate. Leaving Certificate Examination 1995. French. Higher 
Level Chief Examiner's Report. (Dublin: An Roinn Oideachais, 1996), 26.
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m orphology, syntax and p ronunciation ." '*  These were particularly evident w hen exam iners probed 

prepared responses to ascertain to what extent structures used in the response had been internalised. 

Inspectors em phasise the im portance o f  using the target language in class to support the acquisition 

ar.d developm ent o f  vocabulary, syntax and language skills.""^

Integration o f skills will lead learners aw ay from  the perceived need to learn by rote as increased 

exposure to content through the exercising o f  the four skills will build  learners’ com petence and 

confidence. The fact that so many Inspecto rs’ reports consistently recom m end a m ore integrated 

approach to the four skills indicates that this good practice is not as w idespread as it m ight be."'** 

There is a tendency in lessons observed by inspectors to teach the four skills in isolation rather than in 

a r integrated m anner.""’ The inspectors caution against com partm entalisation  and advise that 

te.ichers adopt a them atic approach to bring greater balance and integration o f  the four skills."^®

C hief exam iners argue that an integrated approach will allow the d ifferent skills to reinforce one 

ar.other and to consolidate learning through ongoing repetition and rev ision ."^ ' Integration o f  skills 

w.ll lead learners away from the perceived need to learn by rote as increased exposure to content by 

exercising the four skills will build learners’ com petence and confidence. W ritten or listening texts 

could be used in pre-task preparation for w riting activities. A uthentic texts are recom m ended as a 

so jrce  o f  vocabulary, idioms and s tru c tu res ."”  The Inspectorate recom m ends w orking on projects for 

presentation as a m eans o f  integrating the skills with the cultural aw areness com ponent o f  the 

syllabus. This it notes would prom ote the use o f  group work and the exploitation  o f  multi-media."^'*

An integrated approach to skill developm ent w ill entail extensive and in tensive reading o f  a variety o f  

text-types com bined with regular revision o f  the rules o f  gram m ar. C and idates’ w riting skills often 

lag behind their other skills. Exam iners suggest that w riting skills can be im proved by giving and

Department o f  Education and Science Inspectorate. Leaving C ertificate Exam ination 1995. French. H igher 
Le>el C h ief E xam iner’s Report. (Dublin: An Roinn Oideachais, 1996), 27.

Ibid.: 17.
Department o f  Education and Science Inspectorate. Inspection o f  M odern L anguages: O bservations and  

Issues. (Dublin; Department o f  Education and Science, 2004), 18.
Ibid.: 20.

"^^Ibid.
Department o f  Education and Science Inspectorate. Junior C ertificate Exam ination 1996. French. H igher 

level C h ief E xam iner’s Report. O rdinary L evel C h ief E xam iner’s Report. (Dublin: Department o f  Education and 
Sc:ence, 1996), 9.

Department o f  Education and Science Inspectorate. Leaving Certificate E.xamination 1995. French. H igher 
L e’Cl C h ief E xam iner’s Report. (Dublin: An Roinn Oideachais, 1996), 12.
" ^  //>/£/.

Junior Certificate Examination 1996. French. H igher Level C h ief E xam iner’s R eport. O rdinary L evel C h ief 
Examiner's Report. (Dublin: Department o f  Education and Science, 1996), 28.

Leaving C ertificate Examination 1995. French. H igher Level C hief E xam in er’s R eport. (Dublin: An Roinn 
Oideachais, 1996), 4.
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correcting written hom ew ork r e g u l a r l y . I t  is recom m ended that tw o or three o f  the m ost com m on 

errors be focused upon and a b rief explanation o f  the gram m ar points involved given. In addition it 

is recom m ended that at Junior C ertificate level a short period o f  ten m inutes once or tw ice a w eek be 

devoted to the system atic teaching o f  grammar."^** Inspectors com m ent favourably on the fact that 

gram m ar is system atically taught and that learners are encouraged to note new vocabulary in their 

notebooks.

The them e o f  cultural aw areness, one o f  the main behavioural objectives in the m odern language 

syllabi, does not feature explicitly in the classes observed."^’ O nly a few  inspectors reports refer to 

the reading o f  m odem  literary texts in the target language w hich is one o f  the activ ities suggested in 

the Leaving Certificate syllabi under the heading ‘Cultural A w areness’. The Inspectorate thus 

counsels that greater attention be given to the developm ent o f  cultural aw areness.

M any o f  the lessons observed were based on textbooks, past exam ination papers and listening 

com prehension tapes. Inspectors note the tendency on the part o f  teachers tow ards over-reliance on 

the textbook and on past exam ination papers.""" The inspectors com m ent positively w here the 

textbooks are used selectively and supplem ented by authentic texts or teacher-prepared handouts.

It is suggested that teachers should avoid an over-em phasis on the textbook and m ake greater use o f  

authentic m aterials both printed and recorded. An over-reliance on textbooks and exam ination  papers 

is due to the absence o f  long-term  syllabus inform ed planning resulting in a curriculum  w hich is too 

narrow ly focused on exam ination requirem ents.

Inherent in the Leaving Certificate syllabus is the aspiration that learners learn to appreciate and enjoy 

literature and gain insights into factors that make reading novels and short stories ‘a uniquely 

rew arding experience’.” ''  ̂ H ow ever the exam iners have found evidence that learners are frequently 

engaged in a ‘relentless dissection o f  short p a s s a g e s . I n s p e c t o r s  note a tendency on the part o f  

teachers tow ards an over-reliance on text-books and on past exam ination p a p e r s . T h e  Inspecto rs’

Jun io r C ertifica te E xam ination  1996. French. H igher L eve l C h ie f E x a m in e r ’s R eport. O rd inary  L eve l C h ie f  
E x a m in e r’s Report. (D ublin: D epartm ent o f  E ducation  and Science, 1996), 9.

D epartm ent o f  E ducation  and Science Inspectorate. Inspection o f  M odern  L anguages: O bserva tions a n d  
Issues. (D ublin: D epartm ent o f  Education and Science, 2004), 16.
" ^ ^ I h i d  
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" ^ ^ - I h i d  
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report thus recom m ends that learners be given experience o f  a variety  o f  text types during the course 

o f  their studies.""*^ Teachers and learners are urged not ju st to concentrate on exam ination type 

reading exercises. Instead it is suggested that a literary w ork be used as a focus over a num ber o f  

weeks or a term with the text being read at hom e and discussed in class. C lass content tim e could 

be used to clear up d ifficulties and discuss in French topics such as story-line, characters and 

civilisation."'*^ This, it is argued, will give learners much m ore satisfaction than a ‘m erry-go-round’ o f  

short, decontextualised texts. Acknow ledging that learners need som e train ing in exam ination 

techniques exam iners suggest that this be done in a few w eeks near the exam ination ."^ ' It is advised 

that spending time on a variety  o f  reading texts over the tw o year cycle w ould prepare learners m uch 

m ore thoroughly for the exam ination than the constant ‘rehearsal’ o f  exam ination type questions. 

Texts should be o f  a variety o f  lengths and types in preparation for the exam ination."^^ A n integrated 

approach to skills developm ent is advised where an extensive and intensive reading o f  a variety  o f  

text-types be com bined w ith regular revision o f  the rules o f  gram m ar.

Inspectors recom m end that learners work on a variety o f  texts o f  d ifferent lengths and different types 

in preparation for the exam ination."^^ Texts should be used from w hich learners can extract 

inform ation w ithout having to understand every word or phrase to boost confidence and enhance 

reading skills."^* A text should not be presented w ithout preparation. It urges that learners be 

furnished w ith pre-reading activities to prepare them for the text."^^ It adds that learners should m ake 

use o f  the opportunities that reading provides for vocabulary learning and to enhance their 

understanding o f grammar."^** Learners should also be m ade fam iliar w ith reading stra teg ies."^’ In 

addition learners should w ork on their coping strategies for dealing w ith unknow n e le m e n ts ."^  They 

need to realise that the presence o f unknown elem ents need not be a h indrance to understanding at

" ‘‘̂ Department o f  Education and Science Inspectorate. L eaving C ertificate Exam ination 1995. French. H igher  
Le-^el C h ief E xam iner’s Report. (Dublin: An Roinn Oideachais, 1996), 6.

114)  ,Department o f  Education and Science Inspectorate. L eaving C ertificate Exam ination 1995. French. H igher  
Le^el C h ief E xam iner’s R eport. (Dublin: An Roinn Oideachais, 1996), 6.
"^Ubid. '

Ibid.: 4.
"^■Ibid: 6.

Department o f  Education and Science Inspectorate. Inspection o f  M odern Languages: O bservations and  
Iss.ies. (Dublin: Department o f  Education and Science, 2004), 6.
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Department o f  Education and Science Inspectorate. Junior C ertificate Exam ination 1996. French. H igher 
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least what the text con tains."^ ' O nce again an integrated approach is urged as learners are advised to

use the opportunities that reading provides for learning vocabulary  and enhancing their understanding
1162or gram m ar.

The Inspectorate highlights how  the Leaving C ertificate syllabi for m odem  languages accord 

im portance to developing learner autonom y and teaching learners how  to learn languages. It adds that 

the im portance o f  learner autonom y cannot be overstated in the context o f  language learning. 

H ow ever, it asserts as one o f  its concerns an im balance betw een teacher directed learning and 

independent le a rn in g ."^  There is a need to encourage greater learner autonom y and to redress the 

im balance betw een teacher-directed learning and independent l e a r n i n g . T h e r e  is ‘insufficient 

student-student in teraction’."**’ The report acknow ledges that one o f  the m ost valuable instrum ents for 

the prom otion o f  learner autonom y is the European Language Portfolio. H ow ever it w as being used in 

only one o f  the forty-five schools visited w here it was being piloted w ith a P ' year group. The report 

recom m ends the use o f  a language portfolio , or at least the use o f  ‘can -do ’ check-lists, to give 

learners’ ‘greater responsibility for, and control over, their ow n language learn ing’."*^

The report com m ents that in review ing the inspection reports the dom inance o f  the form al w ritten test 

is striking as is the relative infrequency o f  the form al testing o f  oral skills. It h ighlights the need to 

em ploy a w ider range o f  assessm ent m odes and to test all four language skills."*** W here there is 

form al testing o f  oral com petence it is w ith rare exceptions confined to the Leaving Certificate year 

group and focuses exclusively on preparation  for the term inal exam ination ."*’ The report 

recom m ends that learner oral com petence be system atically  assessed at all levels. This, it argues 

w ould encourage the purposeful use o f  the target language in the classroom  and ‘support the 

developm ent o f  student linguistic com petence and confidence’."™

Little argues that anecdotal evidence suggests that in post-prim ary foreign language classroom s

(i) a large am ount o f  English is spoken

(ii) there is not much spontaneous target language use.

Department of Education and Science Inspectorate. Junior Certificate Examination 1996. French. Higher 
Level Chief Examiner's Report. Ordinary Level Chief Examiner's Report. (Dublin: Department of Education 
and Science, 1996), 7.
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"^U b id :2 2 .
" “ /foiV/.; 28 .

Ib id: 22.

Ibid: 28.
" '’'’ /ft/rf.; 23.

168



(iii) little attention is paid to the explicit developm ent o f  learner autonom y,

(iv) only very occasional use is m ade o f  m edia and inform ation technologies,

(v) little attem pt is m ade to develop learners’ taste for extensive reading in the target 

lan guages."’’

1 17 ^ ! 173Reports from  the Inspectorate " and the C h ie f Exam iners based on classroom  observation and 

learners’ perform ance in exam inations arrive at the sam e conclusions and add that opportunities for 

developing cultural aw areness are being lost. Foreign language teaching and learning has im proved 

im m ensely through the introduction o f  com m unicative syllabi, the recom m endation to use a 

C om m unicative A pproach and initiatives to expand and diversify the range o f  languages on offer. 

H ow ever there are still som e serious shortfalls in our foreign language provision in Irish second level 

sch o o ls ." ’"’ The current curricula for foreign languages state learner autonom y as an educational goal 

but fail to define the concept and do not offer guidance on the pedagogical approaches likely to lead 

to its developm en t."’  ̂ There is evidence that too m uch m other-tongue is used in language 

c lassro o m s."’*” The com bination  o f  these facts m eans that learners are given neither sufficient 

opportunity to develop autonom y in the use o f  the target language nor adequate opportunity  to 

develop autonom y in learning the target language. Language learners thus rem ain over reliant on their 

teachers and textbooks and are not being properly prepared for life-long learning in languages.

5.9 Concluding comments

The general trend o f  E ducation system s in Europe seem s to be to give foreign languages a m ore 

im portant role than p rev io u s ly ."”  A greater num ber o f  languages are being offered w ith m ore tim e 

and curricular status being devoted to th e m ." ’* This results from  the increased social dem and for 

languages w hich com es from  a greater aw areness that know ledge o f  foreign languages is 

advantageous in w orking life ." ”  There is also the aspirational force founded on the b e lie f that 

language learning will help learners to develop an aw areness o f  their ow n and o th ers’ cultures and 

thus becom e m ore understanding and tolerant.

" ”  D. Little. Languages in the Post-Primary Curriculum. A Discussion Document. (Dublin; NCCA, 2003), 36 
and 39.
" ’  ̂Department o f  Education and Science Inspectorate. Inspection o f  Modern Languages: Observations and
Issues. (Dublin: Department o f  Education and Science, 2004).
'' See for example Chief Examiners ’ Reports Leaving Certificate and Junior Certificate French 1995-2004. 
" ’“* D. Little. Languages in the Post-Primary Curriculum. A Discussion Document. (Dublin: NCCA, 2003), 4. 

36.
Department o f Education and Science Inspectorate. Inspection o f  Modern Languages: Observations and 

Issues. (Dublin; Department o f  Education and Science, 2004).
J.-C. Beacco and M. Byram. Guide fo r  the development o f  Language Education Policies in Europe. Main

Version. Draft I (rev.) (Strasbourg; Council o f Europe, 2003), 22.
EURYDICE 2001, Foreign Language Teaching in Schools in Europe. (Brussels: European Commission, 

2001 ).

J.-C. Beacco and M. Byram. Guide for the development o f  Language Education Policies in Europe. Main 
Version. Draft 1 (rev.) (Strasbourg: Council o f  Europe, 2003), 23.
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A; has been discussed in this chapter, language teaching and learning is being given priority  in 

Eirope as a means o f prom oting greater m utual understanding and acceptance o f  d ifference in our 

m iltilingual and m ulticultural societies. It is thus hoped to develop political and econom ic integration 

aid to  support cultural heritage through language learning."*” T herefore the European U nion aim s to 

inprove the quality and quantity o f  language teaching and learning in Europe as a m eans o f  

pom oting  com m unication but m ost especially as a means o f  advancing understanding and solidarity 

anong its citizens."* ' In Ireland m oves have been m ade to develop the quality  and quantity  o f  

laiguage teaching and learning through initiatives such as the Prim ary M odern Languages Initiative 

aid the Post-Prim ary Languages Initiative. However, as has been identified in this chapter, in the 

abence  o f  a overarching language policy in Ireland, several significant problem s exist. European 

to)ls and initiatives such as the European Language Portfolio, C ontent and Language Integrated 

Liarning and the C om m on European Fram ew ork o f Reference for Languages (CEF)"*^ have had a 

vey sm all im pact at post-prim ary level. It is the opinion o f  the w riter after consultation w ith teachers 

th;t th is is due to poor dissem ination o f  inform ation on these initiatives as w ell as pressures o f  

cirriculum  w hich leave teachers with little time or support to experim ent w ith new tools, or teaching 

methods.

It las; been argued that new languages introduced to the curriculum  have to com pete for tim e and 

sp ce  with existing languages, and another difficulty identified is that languages are treated as 

seiarate subjects in isolation from one another. As far back as 1987 the C urriculum  and Exam inations 

Biard recom m ended that language should constitute a key curriculum  area and that the relationship 

bew een first, second and foreign language learning should be m ade explicit in the curriculum  and in 

c lssroom  practice."*^ An integrated curriculum  has as its basis the argum ent that educational system s 

ha'e a  responsibility to develop learners’ skills in using their m other tongue. It also holds that there is 

a tsponsib ility  to teach them  one or m ore other languages as a m eans o f  enabling them  to have access 

to o th er societies and cultures. In addition it advises that learners be given a critical aw areness o f  

laiguage as a rule-governed system  o f  com m unication. In an integrated curriculum  languages should 

be taught partly in relation to one another. Thus in an integrated curriculum  second and foreign 

laiguages are taught for the purposes o f  com m unication and also to furnish learners w ith an 

avureness o f  w hat language learning entails to support them  in life-long learning."*'* D espite the 

su tained  focus on language learning for com m unication and the introduction o f  a com m on syllabus 

frETiework for foreign languages, there has been no progress tow ards the aim  o f  an integrated

"* European Union Website www.eii.com accessed on 18''' Octohaer 2008
"* Council o f Europe. The Guide fo r  the Development o f  Language Education Policies in Europe. (Council o f  
Euopc, 2003), 7.
"* Council o f Europe. Common European Framework o f  Reference fo r  Languages: Learning, teaching, 
assssrnent (Cambridge: Cambridge University Press, 2001).
"^Curriculum and Examinations Board. Report o f  the Board o f  Studies fo r  Languages. (Dublin, 1987), 2.

David Little. Languages in the Post-Primary Curriculum a discussion paper. (Dublin: NCCA, 2003), 7.
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language curriculum  since 1987. Thus there is no overall context to help learners understand and 

relate their different kinds o f  language learning. As Beacco and B yram  put it;

‘The lack o f  adequate coordination betw een the different languages learned ... is a source o f
inefficiency and it helps to mask the single nature o f  plurilingual com petence.’ "**̂

Plurilingual com petence was identified as a key elem ent in language aw areness and is essential for 

successful independent language learning. W here it is not developed learners w ill continue to be 

overly dependent on their language teachers for guidance in learning the target language.

G iven that there is little integration betw een languages it is hardly surprising that there is alm ost no 

integration betw een languages and other subject areas. M ost initial teacher education and continuing 

professional developm ent for post-prim ary teachers aims to develop or enhance expertise in teaching 

approaches to a particular subject. H ow ever, teachers need continuing professional developm ent that 

focuses on the potential for m aking connections betw een and integrating subjects. They also need to 

be given tim e for planning and evaluating this intercurricular approach if  it is to have an effect on 

learners’ learning experience. Schools should be given support to enable learners to experience an 

integrated approach to languages and to languages and other subjects.

O ther challenges identified in the chapter point to a lack o f  integration in the developm ent o f  the four 

language skills, a failure to use the target language, lack o f  opportunities for oral language use in 

classes, and over-reliance on textbooks and rote learning. It is acknow ledged that a w ider range o f  

teaching m ethodologies is necessary to encourage greater oral participation  o f  learners and the 

Inspectorate advocates the developm ent o f  strategies to increase the use o f  the target language by 

learners."**^ The chapter has argued that teachers need to be furnished w ith techniques to encourage 

greater oral participation o f  learners w ithin an integrated approach to skill developm ent and an 

integrated approach to the curriculum . It recognises that language teaching and learning needs to be 

connected with other language teaching and learning experiences, w ith learners’ interests and needs, 

w ith the w orld outside the classroom  and w ith the rest o f  the curriculum  in order to achieve a truly 

holistic approach to language teaching and learning.

The previous chapters have offered a detailed and close exam ination o f  the developm ent o f  language 

teaching and learning in a school context, and identified a num ber o f  com m on them es w hich define 

good practice in the literature in the field. Principal am ong these is the com m unicative approach 

w hich acts as an over-arching philosophy and approach, encom passing the m ain tenets o f  good

J.-C. Beacco and M. Byram. Guide fo r  the developm ent o f  Language Education P o lic ies in Europe. Main  
Version. Draft 1 (rev.) (Strasbourg: Council o f  Europe, 2003), 23.

Department o f  Education and Science Inspectorate. Inspection o f  M odern Languages: O bservations and  
L'isues. (Dublin: Department o f  Education and Science, 2004), 18.

171



practice as highlighted and explored in each chapter, and as reinforced in the C ouncil o f  E urope’s 

initiatives expounded in this chapter. The follow ing chapter will a ttem pt to outline an approach to 

teaching and learning which proposes to incorporate and im plem ent a com m unicative approach to 

language teaching and learning in classroom s in an intrinsically  m otivating, cognitively and 

affectively challenging environm ent that involves learners in socially  collaborative, engaging and 

participatory m odes o f  learning. The extent to which, if  any, a D ram a in E ducation approach to 

teaching and learning can be effectively harnessed in language education  w ill be exam ined in the next 

chapter.
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Chapter Six

Drama in Education in Language Teaching and Learning

6.1 Introduction

It has been argued that active learning and social interaction in learning, as co-constructed  by both 

teachers and learners, can positively im pact on the achievem ent o f  higher cognitive and affective 

functions in language teaching and learning. It w as also claim ed that learner autonom y can be 

supported by certain approaches to teaching and learning. This chapter aim s to exam ine w hether, and 

to what extent, a D ram a in E ducation approach can be successfully related to the im plem entation o f  a 

com m unicative and learner-centred approach in the language classroom . In order to explore this, a 

definition o f  Dram a in Education , as opposed to the better know n practices o f  dram a gam es and 

exercises, sim ulation or im itation, and theatre based activities (including staging school plays and 

spectacles) as com m only understood as dram a in language teaching, w ill be offered. A n extensive 

discussion on the role and value o f  a D ram a in Education approach in language teaching and learning, 

and its related practices w ill be outlined, draw ing on concrete exam ples to illustrate the proposed 

approach. The relationship betw een a D ram a in Education and a com m unicative approach w ill be 

explored, in order to assess the connections, i f  any, and potential areas o f  sim ilarity and 

com plem entarity betw een these tw o approaches to education.

6.2.1 W hat is Drama in Education?

Dram a in Education (D iE) is a teaching m ethodology and a m ode o f  learning w hich engages learners 

in an active learning process. Szauder view s it as ‘a system  o f  schooling in its ow n rig h t’” *’ , 

Wooland"*** holds that D iE is a m ethod o f  integrating curriculum  subjects, and O ’ N eill et al. argue 

that it w orks best when used as part o f  a learning process firm ly em bedded in the school 

curriculum ."*^ O ’ Sullivan sum s up these ideas by describing DiE as being ‘not only a subject but a 

m eans o f  learning, a pedagogy, w hose im plications reach all aspects o f  school life ’."^” The aim  is to 

leam  through drama. The elem ents o f  dram a are used in educational settings to bring out w hat 

learners know  but do not yet know  that they know . It is argued that D iE establishes a m eaningful

' E. Szauder. ‘Identity, H om ogeneity and U nifonnity in Drama Reserch’in Building B ridges. Laying the 
Foundations fo r a C hild-C entred  Curriculum in D ram a and Education. C. O ’ Sullivan and G. W illiam s. Eds. 
(Bimningham; National A ssociation for the Teaching o f  Drama, 1998), 94.

W ooland. The teaching o f  D ram a in the Prim ary School. (London: Longmans, 1993).
C. O ’Neill et al. D ram a G uidelines. (London: Heinemann Educational Books, 1976), 7.

' C. O ’ Sullivan. ‘Drama across the primary school curriculum’, in Building Bridges. L aying the 
Foundations for a C hild-C entred Curriculum in D ram a and Education. Eds. C. O ’ Sullivan and G. W illiams. 
(Binningham: National A ssociation for the Teaching o f  Drama, 1998).
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context in w hich to foster new  l e a r n i n g . I t  focuses on the process o f  learning rather than the 

creation o f  a spectacle or theatrical product which is som etim es the case w hen dram a is used in 

traditional classroom s. It is a genre in w hich there is not a perform ance to an external audience but 

w here presentation to an internal audience is essential."^” The participants, together w ith the teacher, 

engage in dram a to m ake m eaning for them selves. The participants are not nonnally  involved in 

learning and presenting lines from  a play. They create their ow n play through developing, from  a 

num ber o f  perspectives, a dram atic response to fictional and non-fictional situations and m aterials. 

They take on roles to explore and investigate the subject m atter o f  the dram a, developing responses to 

it through active engagem ent and re flec tio n ."’  ̂ It is lived at life-rate and operates from  a discovery- 

at-this-m om ent basis rather than being m em ory b ased "’'* as w ould occur in a traditional play.

DiE is an exploratory educational approach concerned with m aking m ean in g ." ’  ̂ It uses as its 

foundation the hum an ability  to im agine and re-create the behaviour o f  others in different tim es and in 

different p laces ." ’* E lem ents o f  theatre and pedagogical approaches are com bined to perm it learners 

becom e actively involved in view ing a situation from a variety o f  perspectives. It perm its direct 

engagem ent w ith the event, a range o f  role taking, and an encounter w ith the pow er o f  dram a w ithout 

dem anding sophisticated acting tech n iq u es ."’’ Learners are given opportunities to use space, 

m ovem ent and speech to m ake m eanings. The em phasis is not so m uch on character o r story but m ore 

on problem  solving and living through a particular m om ent in t im e ." ’** D iE is a m eans o f  using 

learners’ own experience to understand the experience o f  other p e o p le ."”  It involves ‘stepping into 

the shoes’ o f  another person in order to experience life from their perspective. It enables the learners 

to actively identify w ith im agined roles and situations and thus learn to explore issues, events and 

relationships.'"”” Identification w ith these roles and situations is used to lead tow ards m om ents o f  

reflection and participants are enabled to look at reality through a fictional lens.'^'*' A n experience is 

explored through the creation and exam ination o f layers o f  non-linear episodes relevant to the 

experience which cum ulatively enrich and extend the fictional context and allow  the situation to be

D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O’ Neill (Illinois: 
Northwestern University Press, 1984).

P. Bowell and B.S. Heap. Planning Process Drama. (London: David Fulton Publishers, 2001), 7.
" ^ ^ I h i d

D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O’ Neill (Illinois: 
Northwestern University Press, 1984).

J. Norman. Brain Right Drama. In Drama. The Journal o f  National Drama. Summer 1999, 9.
J. Neelands. Learning Through Imagined Experience. Ed. Patrick Scott. (London: Hodder and Stoughton, 

1992), 4.
C. O’Neill. Drama Worlds: a fram ew ork fo r  process drama. Ed. L. Barnett. (Portsmouth, NH: 1995).

' B.J. Wagner. Dorothy Heathcote. Drama as a Learning Medium. (Portsmouth, NH: Heinemann, 1999 
Revised Edition), 1.

52.
C. O ’ Neill and A. Lambert. Drama Structures. A practical handbook fo r  teachers. (Portsmouth, NH: 

Heinemann, 1982), 11.
B.J. Wagner, Dorothy Heathcote. Drama as a Learning Medium. (Portsmouth, NH: Heinemann, 1999 

Revised Edition), 1.
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viewed from  different a n g l e s . B y  draw ing on their i^nowledge and experience o f  the real world 

learners create a m ake-believe world. This m ake-believe w orld grow s in depth under teacher 

guidance, and through in t e r v e n t io n l e a r n e r s  are led to see the m eaning o f  their actions'" '^ and thus 

helped to understand them selves and the w orld in w hich they live. Through DiE, learners’ 

understanding about hum an behaviour, them selves and the w orld in w hich they live grows.

‘This grow th in understanding, w hich will involve changes in custom ary w ays o f  th inking and 
feeling, is likely to be the prim ary aim  o f  dram a teach ing .’ '"*'*

D iE cam e to the fore as a pow erful teaching-learning instrum ent in the 1970s w hen there w as a shift 

from using it as a m eans o f  personal developm ent for the individual to recognising it as:

‘a precise teaching instrum ent, w hich w orks best w hen it is seen as part o f  the learning 
process, and w hen it is em bedded firm ly w ithin the rest o f  the school cu rricu lum ’.'^”’

The use o f  D iE as a classroom  m ethodology w as popularised by exponents such as H eathcote, Bolton 

and O ’ N e i l l . T h e y  pioneered the use o f  dram a as a m eans o f  exploring situations, events and 

relationships w hile, at the sam e tim e, achieving aim s and objectives from  subject curricula.''**’ They 

achieved this by using dram a to enable learners to enter into and w ork w ithin im agined roles and 

fictitious situations. Prior to  this practitioners such as S lade '^ '” and W ay '""  encouraged the use o f  

dram a in the classroom  chiefly as an aid to personal developm ent through creative play and self- 

expression with teacher intervention kept to an absolute m inim um .'^ '" W ith D iE used as a ‘precise 

teaching i nst rument ’ the teacher took an active role by structuring the learning situation to create 

potential areas o f  learning in w hich learners could participate.'^'"' Indeed, H eathcote argues that the 

teacher has a responsibility to intervene so that the w ork does not proceed on a superficial level.

C. O ’N eill. ‘Drama in Education’ in The E ncyclopedia  o f  English Studies and Language Arts, Vol. I. Ed. 
A.C. Purvis. (N ew  York: National C ouncil o f  Teachers o f  English and Scholastic, 1994), 405-409 . Cited in B.J. 
Wagner. Dorothy Heathcote. D ram a as a Learning M edium . (Portsmouth, NH: Heinemann, 1999 R evised  
Edition), 1.

C. O ’ N eill and A. L am bert. D ram a Structures. A p ra c tic a l handbook f o r  teachers. (Portsmouth, NH: 
Heinemann, 1982), 11.

B.J. Wagner. Dorothy Heathcote. D ram a as a L earning Medium. (Portsmouth, NH: Heinemann, 1999 
Revised Edition), 1.

C. O ’ N eill and A. L am bert. D ram a Structures. A p ra c tic a l handbook f o r  teachers. (Portsmouth, NH: 
Heinemann, 1982), 13.

C. O ’N eill et al. Dram a G uidelines. (London: Heinemann Educational Books, 1976), 7.
D. Hombrook. Education in dram a. (London: Palmer, 1991).
G. Bolton. A cting in C lassroom  D ram a. A C ritica l Analysis. (Stoke on Trent: Trentham B ooks Limited, 

1998).
'■'” P. Slade. Child Drama. (London: U niversity o f  London, 1954), 8.

B.W ay. D evelopm ent Through Dram a. (Harlow: Longman, 1963).
S. C lipson-Boyles. D ram a in P rim ary English Teaching. (London: David Fulton Publishers, 1998), 2.
C. O ’Neill et al. Dram a Guidelines. (London: Heinemann Educational Books, 1976), 7.
C. O ’ N eill and A. L am bert. D ram a Structures. A p ra c tica l handbook fo r  teachers. (Portsmouth, NH: 

Heinemann, 1982), 21.
D. Heathcote. C ollected  W ritings on Education and D ram a. Eds L. Johnson and C. O ’ N eill (Illinois: 

Northwestern University Press, 1984), 12.
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D ram a in Education envisages the teacher creating learning opportunities and challenges for learners 

w ith in  a fictional context. New  learning is prom oted through the challenge w hich is im plicit in the 

dram a.

6.2.2 Simulation versus Drama in Education

T he use o f  dram a activities in the classroom  is nothing new .'" '^  H ow ever, all too frequently  this is 

confined  to the use o f  dram a gam es, cue cards for role play, im itation o f  real life activities through 

m im e, staging plays, reconstruction o f  stories and re-enactm ent o f  poem s. The em phasis in these types 

o f  activities is on sim ulation or im itation w ith little place for learner m anipulation  o f  the m aterial o r o f  

m aking the content their own.'"'** The w ork tends to be teacher directed. It is not collaboratively 

created  or negotiated. Learners are busy representing som eone e lse ’s w ork or interpreting and 

perform ing the dictates o f  the role c a r d s . T h e  focus is on action w ith learners enacting and re

enacting. Bolton argues that these types o f  activities centre on learners ‘externalising w hat has never 

been internalised’.'""” R epresentation is to the fore and opportunities for exploring links betw een the 

w ork in hand and life outside the classroom  are dim inished and the concept o f  im itation in the 

classroom  is reinforced.

D ram a activities centred on im itation or sim ulation can only offer a replication o f  reality, thus 

offering learners minimal chances o f  developing deeper understandings o f  them selves and about life 

in g e n e r a l . L e a r n e r s  are carried along by responsive action and are thus denied the space or 

opportunity  to stand back and reflect on w hat they are experiencing.'"^^ These types o f  activities are 

closed in nature focusing only on them selves and on the im m ediate m om ent w ithout m aking links 

w ith the learners’ worlds and the world outside the classroom . Im itation encourages passivity  and this 

counteracts efforts to enable learners to becom e more autonom ous in their learning.'^"'* D ram a in 

Education, by contrast, has as its basis learners’ needs and interests and thus m akes links betw een 

classroom  learning and the world outside. It develops through learners’ contributions and therefore 

encourages and supports learners to becom e involved in and to take responsibility  for their learning. 

DiE encourages participants to w ork tow ards m eanings beyond the literal in a w ay that is not possible

J. Nonnan. ‘Brain Right Dram a’, in Drama. The Journal o f  National Drama. Summer 1999, 9.
G. Bolton. Acting in Classroom Drama. A Critical Analysis. (Stoke on Trent: Trentham Books Limited, 

1998).
'■"*0. Bolton. Towards a theory o f  drama in education. (London: Longman, 1979), 130-131.

Ib id :  130-131.
Bolton. Towards a theory o f  drama in education. (London: Longman, 1979), 130-131.

C. O ’ Sullivan. ‘Drama or M im esis’ in IDEA JOURNAL  /  (I), 1997, 19.
' - - - / f t / f / .

' ^^ - ^ Ih id  
Ib id :  22.
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w ith sim ulation exercises.'"’  ̂ It enables social variables to be exam ined and the inevitability o f  events 

to be questioned.

DiE provides a bridge between the unfam iliar world o f  concepts and data and the fam iliar w orld o f  

hum an experiences and endeavours.'"^  Participants feel that it is happening because the sam e rules as 

are used in real life apply. The im portant difference betw een life and the m ake b e lie f life created  by 

the DiE situation is that there is an opportunity for one problem  to be faced at a tim e. H ow ever, the 

difference is that in real life there are m any other issues to consider at the sam e tim e. D ram a in 

Education helps to peel away all that is extraneous to the experience or situation  being explored 

leaving only the m eaningful for e x a m in a t io n .D r a m a t i s in g  an event can isolate it, m aking it 

sim pler and m ore understandable.'"** In real life a decision taken cannot be rev ised  except in the long 

term . The DiE context creates a ‘no penalty ’ area w here learners can see how  decisions taken can 

influence a situation and learn from this w ithout having to suffer the consequences.'"^’ In this ‘no 

penalty ’ area the burden o f future responsibility  is taken away. Learners are enabled to exam ine and 

test out their ideas and attitudes w ithout having to live with the consequences o f  the decisions they 

m ake during the course o f  the d r a m a . T h u s  lived through experience and reflected upon 

experience can be com bined to lead to greater understandings.'^^' S im ulation exercises do not offer 

the possibility to work beyond the literal and thus offer very lim ited and one dim ensional possib ilities 

o f  exam ining experiences or situations.

Sim ulation activities rely on the presence o f  an audience or spectator w ho w atches a presentation o f  

the work. The preparation and staging o f  the w ork underline the idea that the dram a is a product, a 

spectacle and that this is the m ost im portant part o f  the work. DiE is not about acting or re-telling  

s t o r i e s . U n l i k e  sim ulation activities it does not focus on the creation o f  a s p e c t a c l e . I t  uses the 

process o f  creating dram a as a m eans o f  learning and therefore it has no need for an external audience 

to give it m e a n i n g . P a r t i c i p a n t s  create the dram a but are also audience to their ow n w ork in

C. O’ Sullivan. ‘Drama or Mimesis’ in IDEA JOURNAL I (I), 1997, 21.
J. Neelands. Learning Through Imagined Experience. Ed. Patrick Scott. (London: Hodder and Stoughton 

1992), 9.
D. Heathcote. ‘Training needs for the future’ in Drama in Education 1: The Annual Survey. Ed. J. Hodgson 

and M. Bonham. (Pitman, 1972), 31.
C. O’ Neill and A. Lambert. Drama Structures. A practical handbook fo r  teachers. (Portsmouth, NH: 

Heinemann, 1982),
D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O ’ Neill (Illinois: 

Northwestern University Press, 1984), 128.
Ib id : 90.
G, Bolton. Gavin Bolton: Selected Writings. Eds D. Davis and C. Lawrence. (London: Longman, 1986).
D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O ’ Neill (Illinois: 

Northwestern University Press, 1984), 51.
C, O ’ Sullivan. ‘Drama or Mimesis’ IDEA JOURNAL I (I), 1997, 21.

Bolton. Towards a theory o f  drama in education. (London: Longman, 1979).
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p r o c e s s . T h e  participant part o f  the person and the spectator part have equal status. Built-in 

distancing devices enable them  to be audience to their ow n w ork and to reflect on and discuss its 

m eanings and issues raised.'"^*” The spectator part allow s participants to stand back and analyse w hat 

they are experiencing at any given moment. The participant part deals w ith the event in a practical 

m anner. By becom ing ‘self-spectators’ the participant is m aking things happen and is brought to an 

aw areness o f  how he/she is m aking them  happen. This exposes the learner to w hy things are 

happening and the possibility that they could be different. By placing participants in a position o f  

being able to make a difference to the way things are, they are being offered a possib ility  to effect 

change. This helps facilitate a change in insight.'"^’ Sim ulation exercises based on im itation will not 

prom ote changes in perception or insight.'"^*

In sim ulation activities learners are busy representing another’s w ork or fo llow ing the guidelines o f  

role c a r d s . T h e  approach tends to be linear as learners follow  the chronology o f  an event. Learners 

are thus caught up in the action and opportunities for gaining insights and extending know ledge are 

m issed or severely limited as this approach offers little opportunity for reflection on the event or 

experience. By contrast DiE enables stories to be broken into a series o f  episodes and used to yield the 

learning experience r e q u i r e d . T h e  approach does not have to be linear as the sequence will be 

d iscovered in response to the developing dem ands o f  the work. The series o f  episodes builds a ‘web 

o f  meani ng’, a  constant shifting o f  perspectives and the gradual unfolding o f  a com plex drama. 

Learners are brought sim ultaneously to experience and to reflect upon their e x p e r i e n c e . I t  is the 

experience arising out o f  the action which prom otes l e a r n i n g . I f ,  as in sim ulation activities, there is 

action w ithout reflection, then the potential learning experience is reduced.

Sim ulation activities tend to be teacher directed. A lthough learners collaborate in preparing the 

presentation o f  their activities the content is rarely collaboratively created or negotiated. Learners 

have little opportunity to m anipulate the m aterial or to m ake the content their own.'"'*^ The em phasis

C. O’Neill. Drama Worlds: a framework for process drama. Ed. L. Bamett. Portsmouth, NH: Heinemann, 
1995).

B.J. Wagner. Dorothy Heathcote. Drama as a Learning Medium. (Portsmouth, NH: Heinemann, 1999 
Revised Edition),

G. Bolton. Towards a theory o f  drama in education. (London: Longman, 1979).
C. O’ Sullivan. ‘Drama or Mimesis’ IDEA JOURNAL I (1, 1997), 21.

Bolton. Towards a theory o f  drama in education. (London: Longman, 1979), 130-131.
C. O’Neill. Drama Worlds: a framework for process drama. Ed. L. Bamett. Portsmouth, NH: Heinemann, 

1995), 48.
'^'"jbid: 19.

C. O’Neill. Drama Worlds: a framework for process drama. Ed. L. Bamett. Portsmouth, NH: Heinemann, 
1995).

D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O’ Neill (Illinois: 
Northwestern University Press, 1984), 106.
'^^\lhid: 209.
'■■’’ G. Bolton. Towards a theoiy o f  drama in education. (London: Longman, 1979), 130-131.
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is on enactm ent and m im icry w ith little use o f  the im agination and lim ited exposure to new  ideas, 

vocabulary or concepts. By contrast, D iE carries with it a strong em phasis on collaboration o f  learners 

with the teacher and also betw een learners. In fact, because it not teacher led, it could not exist 

effectively w ithout the collaboration, the sharing o f  ideas and opinions o f  participants. Learners are 

scaffolded by the teacher into taking conscious control o f  their w o rk .'”"'̂  Thus, in contrast to 

sim ulation type w ork, they are facilitated  to take charge o f  the dram a, to lead it in different directions. 

A 1 participants are encouraged to share their ideas and suggestions. The dram a proceeds w ith the 

inout o f  learner ideas and opinions but the teacher may interfere w ith the pace to ‘slow dow n tim e’ so 

th it the learners have tim e to th ink about w hat is being discovered l e a r n t . I n  this way opportunities 

are created and learners are scaffolded into analysing and reflecting m uch m ore deeply than they 

cculd have done on their own.' '̂***

Sim ulation type activities can be useful in the foreign language class as a m eans o f  providing learners 

w;th opportunities to develop their com m unicative com petence. H ow ever, these activities are 

generally short-lived and learners m ay becom e bored o f  them  if  they are over-used. In addition 

because learners have little input into their content, then once the initial novelty  o f  using dram a gam es 

and techniques has subsided, then so too m ay m otivation. The staging o f  plays in the target language 

can have a m otivating effect but in their use the teacher faces the problem  o f  putting the spot-light on 

a few and o f  devoting valuable classroom  tim e to the rehearsals. Even if  a text is found or devised that 

involves all o f  the learners in the production, som e will have larger parts to play than others. The 

temptation for the teacher to give the m ore able speakers o f  the target language these parts is 

understandable but this, in turn, m ay reinforce the notion o f  som e being better than others w ith 

co isequen t de-m otivating effects. The practice o f  learning previously scripted lines and rehearsing 

tirelessly in order to arrive at a polished perform ance, m ay involve som e degree o f  fun for the 

participants but does not m axim ise the learning potential that a D ram a in Education approach can 

of:'er, in contrast. Rather than slavishly follow  a pre-determ ined script as happens in m uch traditional 

drim a teaching, or playing role-play  or dram a games w hich is often  typical o f  m uch practice in the 

larguage classroom . D ram a in education as a teaching and learning approach in m ainstream  

edacation, capitalises on the learners’ im agination and problem  solving abilities by presenting them  

wi h engaging and challenging scenarios, m ysteries, problem s and dilem m as to solve. These fun-filled 

sitiations involve the learners in collaborating with one another, in sharing and pooling their 

information and know ledge, in speculating, predicting and hypothesising about possible solutions and 

altJrnative scenarios, in im agining other possibilities, interacting w ith characters as presented in the 

un 'olding m ystery or story in order to find out w hat they k now or how  they can help us, in taking on

C. O ’ Sullivan. ‘D ram a or M im es is ’ ID EA JO U R N A L  /  ( I ,  1997), 22.
B.J, W agner. D orothy H eathcote. D ram a as a L earning M edium . (Portsmouth, NH: H einemann, 1999 

R e 'ised  Edition), 10.
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roles o f  characters in the story (dram a), and rather than follow  a pre-existing  dialogue or situation that 

som eone else has created, m aking up our ow n ideas and experim enting with them  in the new ly co

created and developing story (i.e., the dram a). These, and a host o f  o ther cognitive, affective, social 

and personal skills are developed, nurtured and facilitated through the use o f  a D ram a in education 

approach to teaching and learning. It offers infinitely m ore than the narrow  diet o f  role play, gam es, 

and the staging o f  occasional school plays w hich typify its use in education  to date. It can best be 

described as a way to intrinsically  m otivate, enthuse, challenge and inspire all learners, irrespective o f  

their interest or otherw ise in theatre arts w hich constitutes a very d ifferent experience.

6.2.3 An example in practice

As argued earlier Dram a in E ducation m otivates learners as it starts from  their needs and interests, 

m akes links with the world outside the classroom  and supports and encourages learners to m anipulate 

the content and the form to m ake it their own. It offers a variety  o f  credible contexts in w hich to 

situate learning and to m otivate learners to com m unicate their m eanings. For exam ple, w ith a class 

interested in space travel, the teacher may engage their attention in a language class by using the 

target language to introduce a story about the launch o f  a space ship to explore the planet M ars but 

w hich seem s to have landed elsew here. A fter the initial narration, the teacher could go into role (see 

appendix 1) as one o f  the astronauts on board and through a fictional satellite link, be questioned by 

the learners (in role as scientists at the base station in N assau) about w hat she sees outside the ship on 

the surface o f  the planet. Follow ing som e questions, the teacher in role as the astronaut could add 

tension to the interaction by saying that she sees som e figures w alking tow ards the ship w ho look like 

. . . .  (and then out o f  role, the teacher can explain that the transm ission has failed and the link is 

broken). The teacher in shadow  role (see appendix 1) as a m em ber o f  the scien tists’ team  in N assau, 

asks the learners w hat they th ink w e should do to help. This can  be done as a w hole class discussion, 

in pairs or in small groups, or as a w riting activity, and later shared w ith the w hole class. D epending 

on the suggestions offered and the overall consensus o f  the group, the learners can either decide to set 

about organising a rescue m ission to this new  planet (being aw are o f  the obvious dangers), or attem pt 

to establish radio or tele-visual contact w ith the space ship, only to be greeted by an alien figure w ho 

dem ands a ransom  for the release o f  the astronauts (or, invites the group to the planet, explaining that 

they are hum ans who w ere lost on another m ission years ago, and have m ade som e am azing 

discoveries on this planet that w ill be im portant for the future o f  earth ...) . M any intervening tasks 

involving the four language skills o f  reading, w riting, speaking and listening can be developed to 

expand learners’ skills, such as m eeting the D irector o f  the N assau Space C entre (teacher in role) to 

persuade her to allow  you to go on this new m ission, or w riting goodbye notes to your fam ily and 

friends, inform ing them that you are going on a m ission and d o n ’t know  w hen you w ill be hom e. Or 

reading some extracts from a secret file about a previous m ission that w ent w rong w here the space 

ship was never heard again, except for a strange final transm ission describing the sam e planet that was



described on this occasion (these extracts will be prepared by the teacher depending on the learners’ 

levels o f  linguistic com petence). It is im portant to note that although the language level and associated 

vocabulary  may be beyond the level o f  the learners, the use o f  the target language in a know n context 

to this age group o f  learners (i.e. space adventures and sci-fi) w ill greatly  assist in providing highly 

im portant contextual clues and cues to the learners, in the sam e w ay as occurs in L 1.

A s has been shown thus far in the chapter, Drama in Education can provide opportunities for 

m axim ising learner exposure to the target language and for creating m otivating contexts to prom ote 

learner production o f  the target language. It w ill be seen that both D ram a in E ducation (D iE) and a 

com m unicative approach (CLT) to language teaching and learning support an active learner-centred 

approach that takes learner needs and interests as its starting point. Both foster learning and support 

intrinsic m otivation by contextualising leam ing and enabling learners to see it as being personally  

relevant and m eaningful. Both prom ote the developm ent o f  learner autonom y by prom oting reflection 

on the learning situation and scaffolding learners into taking responsibility  for their leam ing. Both 

approaches are supported by research into how we learn and how the brain functions. This next 

section will exam ine how this research can be used to help create optim um  learning conditions in our 

classroom s and how Dram a in Education and a com m unicative approach can collaboratively  support 

this.

6.3.1 C reating optimum learning conditions

People do not learn in the sam e way as one another. Some learn m ore easily w hen visual senses are 

stim ulated, others learn m ore easily through m ovem ent, others through sound and so on. M ost require 

a com bination o f  approaches in order to best enable the brain to interact w ith the inform ation 

r e c e i v e d .G a r d n e r ’s theory o f  M ultiple Intelligences has identified eight faculties or intelligences 

that we use to facilitate our learning and u n d e r s t a n d in g .T h e s e  in telligences include linguistic, 

logical-m athem atical and also bodily kinaesthetic (using the body to solve problem s or to m ake 

things), spatial, m usical, interpersonal (understanding other individuals) and intra-personal 

intelligence (understanding ourselves). N ot only can individuals learn in each o f  these different w ays 

but the relative strength o f  these different intelligences varies across individuals.'^^' G ardner holds 

that there is not a single dim ension called intelligence on w hich individuals can be rank-ordered. 

There are significant differences betw een individuals both in their intellectual strengths and

M. Silbem ian. Active Leam ing. 101 Strategies to Teach Any Subject. (A llyn and Bacon, 1996), 5.
H. Gardner. Intelligence reframed: M ultiple intelligences for the 21^' Century. (N ew  York: Basic Books, 

19W ).
H. Gardner. M ultiple Intelligences: the theory in practice . (N ew  York; Basic B ooks, 1993).
H. Gardner. Intelligence reframed: M ultiple intelligences for the 21^' Century. (N ew  York: Basic Books, 

19^)9).



w eaknesses and in their preferred style o f  l e a r n i n g . T h i s  argum ent is supported by P iaget who 

ho lds that ind iv iduals’ learning styles are influenced by d ifferent rates o f  m aturation , different stores 

o f  experience and d ifferent h istories o f  social interaction.

T he theory o f  M ultiple Intelligences (M .I.) is closely aligned w ith constructiv ist and socio-cultural 

theories o f  education already alluded to in earlier chapters, w hich support the creation o f  an active 

learning environm ent to stim ulate the academ ic and social developm ent o f  the learner. D ram a and 

arts-related  techniques are w ell suited to developing traditional academ ic skills as they facilitate a 

M ultip le Intelligences, active learning approach to teaching and l e a r n i n g . B o t h  D ram a in 

Education and a com m unicative approach use a range o f  teaching and learning strategies in a m ulti- 

sensory way and facilitate d ifferent m odes o f  expression. They draw  on and support the interaction o f  

m ultip le intelligences to best facilitate learners’ understanding and learning. They w ork w ith w hat is 

know n about how we learn and how the brain w orks to create a classroom  environm ent that supports 

and  m otivates learners.

In the last thirty years there has been a burgeoning o f  new research into how  w e learn and how  the 

brain  functions. This ongoing research in neuroscience has been applied to developing new m odels o f
] ^ 5^) 1257learning, for exam ple, N euro L inguistic Program m ing " , S tructured C ognitive M odifiability  and 

A ccelerated  Learning. These m odels o f  learning are holistic and developm ental. They highlight the 

critical role o f  feeling in learning, focusing on personal grow th and on developing learning skills. 

F indings on how people learn can be used to develop optim um  learning conditions in our classroom s. 

N orm an'"^’ highlights key im plications o f  this research for teaching and learning and these w ill now  

be discussed and connections m ade w ith language teaching and learning and with a DiE approach to 

teaching and learning.

L earning happens best in a positive atm osphere w here learners are relaxed and at e a se .'"^  H igher 

order thinking is inhibited by stress. W hen the learner is stressed, anxious or feeling under threat then 

the blood flow to the reptilian brain, w hich is concerned w ith survival, is increased as attention 

becom es focused on surviving.'"^' The im plications o f  this for classroom  teaching are that learners 

m ust feel supported and encouraged. N orm an argues that this m ay best be achieved through a

H. Gardner. M ultiple In telligences: the theory in prac tice . (N ew  York: Basic Books, 1993).
J. Piaget. The O rigins o f  Intelligence in Children. (N ew  York: Norton, 1963).
RAND Corporation. R esearch in the Arts, 24. A ccessed  on www.rand.ori; A ugust 2008.
L. Bandler and J. Grinder. F rogs into Princes. N euro Linguistic Program m ing. 1979.
R, Feucrstein. C ognitive M odifiability in A dolescence: Cognitive Structure and the Effects o f  intervention’. 

Journal o f  Special Education 15. No. 2. Summer 1981: 269-87.
J. Nom ian. Brain Rieht Drama. In D ram a. The Journal o f  N ational D ram a. Summer, 1999, 10.
Ib id :  W.

E, Jensen. The Learning Brain. (C A. USA: Turning Point, 1994).
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collaborative approach where learners are facilitated to have a sense o f  ow nership  in the learning.

As discussed in C hapter 4, Little'"*^, D am '“*̂  and Ushioda'"^^ are also o f  this view  and hold that a 

collaborative approach to learning w hich encourages and supports learners to take responsibility  for 

their learning will best m otivate learners. This links w ith K rashen’s affective filter hypothesis, as 

exam ined in C hapter 2, which holds that language learners’ m otives, needs, attitudes and em otional 

states can subconsciously act as a m ental block to acquiring l a n g u a g e . K r a s h e n  argues that when 

learners are relaxed and m otivated then the affective filter will be low ered thus allow ing a greater 

amount o f  L2 input to be converted into acquired k n o w l e d g e . T h e  use o f  D iE in the classroom  

helps to foster collaboration and learner autonom y in a relaxed, yet focused, classroom  

atmosphere.'"^* As discussed in C hapter 2, these factors help acquisition processes by low ering the 

affective filter, relaxing the learners and m otivating them  to use the target language in a m eaningful 

way.'"^’ The lower filter will enable a greater proportion o f  L2 input to be converted into acquired 

knowledge. A DiE approach and a com m unicative approach to teaching and learning both create a 

positive classroom  atm osphere and aim  to scaffold learners into taking responsibility  for their 

learning. Both approaches support and encourage learners, m aking them  feel at ease in their learning. 

This will be further discussed in the next section.

6.3.2 M aking learning personal

The place o f  em otion and feeling is critical. Learning is driven by em otions as the lim bic or m iddle 

brain gives us a feeling for what is real and important.'^™ O ur em otions d irect w here our attention is 

focused and what we w ill rem em ber. W e cannot learn w hat we d o n ’t believe to be relevant, personal 

and m eaningful, as feeling responses are linked to m em ory and the m aking o f  new  neural 

connections.'^^' As discussed in Chapter 4, language learners learn best w hen they are intrinsically 

motivated, when they are interested in the content and can see its relevance to their needs, interests 

an i prior k n o w l e d g e . D i E  helps to create contexts for learning that are interesting, relevant and 

useful, in short, m o t i v a t i n g . I t  takes as its starting point learners’ needs and interests, involves 

letm ers in the decision m aking process and strives to m ake links betw een the classroom  and life

J. Non-nan. Brain Right Drama. In Dram a. The Journal o f  N ational D ram a. Summer, 1999, II .
D. Little. Learner Autonom y 1: D efinitions, Issues and Problem s. (Dublin: Authentik, I99I).
L. Dam. Learner Autonom y 3: From Theory to Classroom  Practice. (Dublin: Authentik, 1995).
E. Ushioda. L earner Autonom y 5: The R ole o f  M otivation. Ed. D. Little. (Dublin: Authentik, 1996).
S. Krashen. The Input H ypothesis: Issues and Im plications. (London: Longman, 1985), 3.

' ^ ^ I b i d
J. Neelands. Learning Through Im agined Experience. Ed. Patrick Scott. (London: Hodder and Stoughton  
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E. Jensen. The Learning Brain. (CA. USA: Turning Point, 1994).
E. Ushioda. Learner Autonom y 5: The R ole o f  M otivation. Ed. D. Little. (Dublin: Authentik, 1996).
C. O ’ N eill and A. Lambert. D ram a Structures. A p ra c tica l handbook f o r  teachers. (Portsmouth, NH: 

Henem ann, 1982).
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o u t s i d e . A  Di E approach and a com m unicative approach are both underpinned by the aim  to 

intrinsically  m otivate learners by actively involving them  in their learning to m ake it personal and 

m eaningful.

T he brain is designed for survival, not instruction.'"^^ It responds poorly to sequential teaching. It is 

no t capable o f  sorting inform ation w hich is not contextualised. It w orks best at sorting out patterns 

and  m eanings.'"’  ̂ The im plications are that learning w hich is them atic, contextualised  and based on 

problem -solving is be tter.’"’  ̂ A com m unicative approach recognises this and thus advocates a 

cyclical, them e based approach to language learn ing .'”̂ * As discussed in C hapter 2, a language item  is 

nev er presented in isolation, it is learnt in context under a them e and learners are offered as m uch 

opportun ity  as possible for contextualised language input and output through an integrated four skills 

app roach .’"™ Learners are encouraged and scaffolded into deducing rules and m eanings and using a 

problem -solving approach to their language l e a r n i n g . D i E  also uses a them e approach based on 

learners’ needs and interests to contextualise learning and to scaffold learners into p roblem 

solving.'"*’ It uses a range o f  strategies to enable learners to view  situations from  a variety o f  

perspectives to help them  develop and express their i d e a s . B o t h  approaches use a contextualised, 

them e-based approach which support and encourage learners to problem  solve.

T he brain is poorly designed to take on new  ideas for w hich it has no neural connections.’"**̂ N othing 

is stored in the m em ory. Learning w hich has relevance linked to experience and context enables 

connections to be m a d e . T h u s ,  the teacher m ust m ake connections and encourage his/her learners 

to m ake links betw een new learning and previous k n o w l e d g e . A  com m unicative approach to 

language learning holds that new learning should be connected to previous know ledge and that 

learners should be scaffolded into using their existing know ledge and experience to deduce m eanings 

and to make sense o f  the new  in fo rm ation .’ *̂*̂ D ram a in Education w orks from  w hat learners already

D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O ’ Neill (Illinois: 
Northwestern University Press, 1984).

J. Nonnan. ‘Brain Right Drama’ in Drama. The Journal o f  National Drama. Summer, 1999, IL
E. Jensen. The Learning Brain. (CA. USA: Tuming Point, 1994).
J. Nomian. ‘Brain Right Drama’ in Drama. The Journal o f  National Drama. Summer, 1999.

’278 ^  j  Littlewood. Communicative Language Teaching: An Introduction. ^Cambridge: Cambridge University 
Press, 198L 16*''printing, 1995).

Christopher Brumfit. Communicative Methodology in Language Teaching: the roles o f  fluency and 
accuracy. (Cambridge: Cambridge University Press, 1984).
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N. Morgan and J. Saxton. Teaching Drama ... a mind o f  many wonders. (Portsmouth N.H.: Heinemann, 
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know  and from  their previous experiences, scaffolding them  into new learning and encouraging them  

to reflect, deduce and m ake c o n n e c t i o n s . B o t h  approaches use a contextualised approach linked to 

learners’ interests and experiences so that connections can be m ade w ith new  learning. It w ill be 

argued in the next section that in this way both ignite and m aintain intrinsic m otivation and thus 

support developing learner autonom y.

The brain operates in cycles and rhythm s affected by, for exam ple, physical and em otional factors, the 

duration o f  learning and the focus o f  learning.'^*** For m ost learners a concentrated  span o f  learning 

should be o f  no more than tw enty m inutes duration. Thus, teaching styles w hich offer variety , focus, 

action and reflection are best suited to the w ay the brain w o r k s . A  com m unicative approach to 

language teaching and learning encom passes an active, involved approach to learning w here learners 

w ork on a diversity  o f  tasks around a central t h e m e . I n  this way learners are offered variety, 

stim ulation, action, focus and opportunities to reflect and take responsibility  for their learning.'^®' 

D ram a in Education also has as its basis an active, involved approach to learning. It can thus 

com plim ent and support a com m unicative approach by offering interesting, m otivating contexts 

w hich help to link classroom  learning w ith the w orld outside to positive effect. This w ill be further 

argued and illustrated in the follow ing section.

6.4.1 The use of Drama in Education in the language class

D ram a in Education is sim ilar to a com m unicative approach to language teaching and learning in that 

it em phasises learning over teaching. It w orks on the prem ise that all the know ledge, skills and dram a 

needed for it to w ork are there before the teacher even enters the room.'^^^ H ow ever, as highlighted in 

section 6.2 o f  this chapter, this does not m ean that the teacher has m erely to facilitate creative play 

and self-expression for learner developm ent.'"’  ̂ Learning through D iE is neither arbitrary nor random  

and requires careful planning.

W hen using D ram a in Education it is im portant for the teacher to know  w hy he/she is doing w hat 

he/she is doing and how to do it.'"^^ The lesson m ust be structured not ju s t for the transm ission o f

N. M organ and J. Saxton. Teaching D ram a ... a m ind o f  m any wonders. (Portsmouth N.H.: Heinemann, 
1987).

E. Jensen. The Learning Brain. (C A. USA: Turning Point, 1994).
J. Nornian. ‘Brain Right Drama’ in D ram a. The Journal o f  N ational D ram a. Summer, 1999.
J. Shiels. Comm unication in the M odern Languages Classroom . (Strasbourg: C ouncil o f  Europe, 1988).
Ibid.
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Northwestern University Press, 1984).
G. Bolton. Selected  Writings on D ram a in Education. Eds. D. Davis and C. Lawrence. (London and N ew  

York, 1986).
P. B ow ell and B.S. Heap Planning P rocess D ram a. (London: David Fulton Publishers, 2001), 15.
N . Morgan and J. Saxton. Teaching D ram a ... A m ind o f  many w onders. (Cheltenham: Stanley Thornes 
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inform ation but to prom ote a shared learning e x p e r i e n c e . L i k e  H eathcote,'"’  ̂ M organ and Saxton 

hold that the teacher who uses elem ents o f  theatre has a better chance o f  achieving his/her learning 

objectives.'"^** The elem ents are identified by H eathcote as a focus, a tension and the spectra .’"’  ̂

M organ and Saxton'^“  and Bolton'^®' add sym bolisation to the list. These elem ents w ill be defined in 

greater detail below  and this w ill be follow ed by a b rie f consideration  o f  their use in the language 

class.

Focus

H eathcote defines focus as being a particular m om ent in tim e selected  to capture the essence o f  a 

broad hum an situation to its i m p l i c a t i o n s . M o r g a n  and Saxton call this the dram atic focus and add 

that there m ust also be an educational focus w hich is expressed as learning objectives for the 

l e s s o n . T h u s ,  they hold that the dram atic focus and the educational focus w ork together. Focus, 

they argue, is the key to good teaching practice and alw ays answ ers the question ‘W hy am  I asking 

m y learners to do this?'^°^

Tension

Heathcote defines tension as the pressure o f  response which lies at the core o f  dram atic action. 

M organ and Saxton describe it as ‘m ental excitem ent’. It m ay be injected through challenge given by 

the teacher through her instructions outside the dram a and/or through her role inside the dram a. It may 

be achieved through challenge, surprise, com plications, lim iting tim e, lim iting space, constraints, the 

unknow n, responsibility, evaluation  or b locking o f  a plan, desire or idea.

Spectra/contrast

Heathcote defines the spectra as being sound and silence, m ovem ent and stillness, darkness and 

brilliant l i g h t . B o w e l l  and H eap hold that dram a hinges upon these sets o f  con trasts .’ '̂’* They argue

C. O ’N eill in Foreword in N. Morgan and J. Saxton. Teaching D ram a  ... A m ind o f  m any wonders. 
(Cheltenham: Stanley Thornes (Publishers) Ltd. 1989), v.

D. Heathcote. ‘Training needs for the future’ in D ram a in Education 1: The Annual Survey. Ed. J. H odgson  
and M. Bonham. (Pitman, 1972), 31.

N. Morgan and J. Saxton. Teaching D ram a  ... A m ind o f  many wonders. (Cheltenham: Stanley Thornes 
(Publishers) Ltd. 1989), 6.

D. Heathcote. C ollected  W ritings on Education and D ram a. Eds L. Johnson and C. O ’ N eill (Illinois: 
Northwestern University Press, 1984).

N. Morgan and J. Saxton. Teaching D ram a ... A m ind o f  many w onders. (Cheltenham: Stanley Thom es 
(Publishers) Ltd. 1989), 3-5.

G. Bolton. Towards a Theory o f  Drama in Education. (London: Longman, 1984).
D. Heathcote. Collected W ritings on Education and Drama. Eds L. Johnson and C. O ’ N eill (Illinois: 

Northwestern University Press, 1984).
N. Morgan and J. Saxton. Teaching Drama ...  A mind o f  many wonders. (Cheltenham: Stanley Thom es 

(Publishers) Ltd. 1989), 3-5.
^^^Ubid.

D. Heathcote. ‘Training needs for the future’ in D ram a in Education I: The Annual Survey. Ed. J. Hodgson  
and M. Bonham. (Pitman, 1972), 31.
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that they may be used in every possible com bination and gradation to help learners to believe in the 

relevance o f  the w ork and to go from  the o rd inaty  outer form to the significant inner m eanings.

S ym bo lisa tio n

For Bolton sym bolisation is when an action or an object holds m any m eanings sim ultaneously and 

depends on its concreteness to stir deep feelings.'^®** M organ and Saxton, putting  a classroom  focus on 

it, hold that it refers to the way a teacher draw s attention to the sym bol to generate a collective 

m eaning while also enabling the individual to endow  it with h is/her individual m eaning.'^”'’

W agner holds that H eathcote uses these elem ents in every classroom  dram a; trapping a group into a 

particu lar m om ent, developing tension and exploiting the spectra.'^'® It is suggested  that the elem ents 

o f  theatre used in a DiE context in the foreign language class m ay be very useful in prom oting the 

com m unicative aim  o f  developing learners’ language com petence. It is relatively easy to identify a 

d irect parallel to the concept o f  focus corresponding as it does to  the learning objectives that every 

lesson plan should have. It is also defined as a particular m om ent in tim e selected for exam ination to 

help achieve the learning objectives. The average language class m ay not frequently select and 

exam ine a particular m om ent in tim e to yield learning objectives. H ow ever, the language teacher too 

has to be able answ er the question ‘W hy am  I asking my learners to do th is? ’ Parallels can be draw n 

as the language teacher has to select content, m aterial and tasks to further learning objectives. The 

exam ination o f  a situation in a DiE context in the foreign language class w ill o ffer m otivating 

opportunities for learners to express them selves in the target language and to receive the contributions 

o f  others. H ow ever, the productive tension o f  the dram a situation can be em ployed to good effect in 

the foreign language class. It can offer a w elcom e opportunity to inject excitem ent or im petus into 

activities to help m aintain learner interest and m otivation. It w ill be d iscussed in m ore detail later in 

term s o f  its potential role in the language class in generating language and offering  valuable chances 

to create a language acquisition rich environm ent.

The first tw o sets o f  contrasts, sound and silence, and m ovem ent and stillness are com m only used in 

the com m unicative language class as the teacher uses a variety o f  tasks, activities, language skills and 

pace to involve and m otivate learners. The last set o f  contrasts, darkness and brilliant light, m ay seem  

to be a little extraordinary in the average language classroom  setting how ever they also have a

1306 p gpyygii g  § Heap. Planning P rocess D ram a. (London: David Fulton Publishers, 2001), 10-11.

G. Bolton. Towards a Theory o f  D ram a in Education. (London: Longman, 1984).
N. Morgan and J. Saxton. Teaching D ram a ... A m ind o f  many wonders. (Cheltenham: Stanley Thornes 

(Publishers) Ltd. 1989), 3-5.
B. J. Wagner. D orothy H eathcote: D ram a as a Learning Medium. (W ashington D.C.: National Education 

A ssociation, 1976) quoted in N. Morgan and J. Saxton. Teaching D ram a ... A m ind o f  m any wonders. 
(Cheltenham: Stanley Thornes (Publishers) Ltd. 1989), 2.
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m etaphorical m eaning w hereby teachers set up learning episodes w here students are scaffolded into 

d ifferent experiences involving varying degrees o f  prior know ledge or inform ation, and thus the 

concept o f  brilliant light can relate to the situation w here learners bring different perspectives, ideas 

and suggestions to the sam e situation in order to open it up and explore it fully. In such an 

environm ent there are no right answ ers, only possibilities, and this can be a very em pow ering 

experience for learners in the language class. The use o f  contrasts in DiE helps learners to believe in 

the relevance and significance o f  the w ork, and their use w ith D iE  in the language class w ould  be 

w elcom ed by any teacher who w ishes to m axim ise learners’ intrinsic m otivation in this way. For 

exam ple, w orking under the them e o f  im m igration, learners read authentic m agazine articles and 

w atch videoed new s reports on the grow ing tensions am ong im m igrant populations in the Parisian 

suburbs. Learners then w ork collaboratively in sm all groups. Each group is given the task  o f  

discussing the situation from  a different point o f  view , for exam ple, an eighteen year old son o f  

im m igrant w orkers who was bom  and raised in France, a fifty three year old im m igrant m an, a 

fourteen year old girl bom  and raised in F rance by her M oroccan parents, her parents, a seventeen 

year old French girl w ho lives in the suburbs, and so on. The object o f  the discussion is to create a still 

im age or tableau (see appendix 1) o f  a situation in which a scene from  that p e rso n ’s daily lives is 

shown. Tableaux are then presented and discussed w ith a view  to getting a better understanding o f  the 

hum an stories behind the tensions. This will help to bring learners to a realisation o f  the intricacy o f 

the situation. Journal entries written by learners from  the point o f  view  o f  one o f  the im agined people 

could follow  to deepen the exam ination o f  the situations and to integrate another language skill.

Sym bolisation is not a tool that is generally used for language learning how ever, it could be used in 

the language class w here DiE is being em ployed to launch the dram a or to  add m eaning or indeed 

tension. It could also offer learners an alternative way o f  expressing their thoughts and opinions and 

w ould thus be very useful in helping to involve all regardless o f  their language pow ers. For exam ple, 

w hile w orking under the them e o f the environm ent learners could be led into the dram a by teacher in 

role as a leader w ho after a global environm ental disaster is bringing a group o f  survivors from  Earth 

to another planet in search o f  life. Before they go they fill a tim e capsule to leave for anyone w ho may 

visit Earth. Learners are encouraged to each put a biro cap into an envelope as a sym bol o f  som ething 

representing an aspect o f  the Earth’s environm ent that they w ill m iss, for exam ple, it could represent a 

photograph o f a beautiful sunrise on Dublin B ay or a big old oak tree in A utum n. A note is w ritten by 

each explaining the significance o f  the sym bol and this is also put in the envelope.

6.4.2.1 Using the stages of a well constructed drama in the language class

The elem ents o f  dram a constitute a valuable m eans o f  inviting a group into a particular m om ent, 

developing interest, im petus, and m otivation to com m unicate. Their use is w idely accepted
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(H ea thco te '^" ; Bolton'^'"; M organ and Saxton'^ '^; Bow ell and Heap'^'"') as being intrinsic to the 

creation  o f  the DiE context. In addition M organ and Saxton advise teachers to follow  the structure o f  

a play w hen planning lessons, outlining the four stages o f  a ‘w ell-constructed’ dram a as being 

exposition, rising action/com plication, clim ax/crisis and d e n o u e m e n t . I t  w ill be argued that this 

m odel grafts effectively onto a com m unicative language class plan to support and strengthen learner 

interest and m otivation, to provide authentic opportunities for interaction through the target language, 

and to help foster learner autonom y and develop intercultural com petence and language aw areness. 

Each o f  the four stages will be discussed below  and their use in the language class outlined.

6A.2.2 Exposition

In a play this is the part at the beginning w hich tells the audience w hat happened previously. In dram a 

it consists o f  teacher and class sharing w hat they already know , agreeing on the rules, clarifying 

understanding, working in dram atic exercise, practising certain skills and/or exploring the context 

through dram atic play. It is the part o f  the lesson w here the teacher finds or confirm s her dram atic 

focus. In the language classroom  this exposition phase corresponds w ith pre-task  activities w here the 

teacher aims to gain learner attention, diagnose gaps in learning and to pre-teach necessary vocabulary 

and structures. Revising and pre-teaching structures and vocabulary necessary for successful 

com m unication o f  learners’ m eanings helps to build learner confidence and to encourage them  to use 

the target language for com m unicative purpose. It is an im portant phase in the support o f  developing 

learner autonom y as it m otivates and scaffolds learners into successfully  accom plishing tasks ahead. It 

also helps lower learners’ affective filter by laying the foundations to create an anxiety free 

environm ent for com m unication and learning to take place. For exam ple, w here the object is to 

exam ine the them es from a short story or poem  in the target language previously  read by the class, the 

teacher may wish to lead learners in a quick revision o f  the plot. This can also afford an opportunity  to 

diagnose gaps in vocabulary and structures needed for further discussions. The class is divided into 

sm all groups. Each group is given a bundle o f  cards each o f  w hich has a vocabulary  item , adjective or 

expression from the short story printed on it. The task is for each group to put their cards in the order 

in w hich they occur in the story. This enables learners to discuss and to guess m eanings from  the 

context and to help one another to understand. Each group then takes its turn to stick their cards across 

the w hite board, w eaving them  through the o ther cards as necessary  until the story has been

D. Heathcote. C ollected  Writings on Education and D ram a. Eds L. Johnson and C. O ’ N eill (Illinois: 
Northwestern University Press, 1984).

Bolton, Towards a Theoty o f  D ram a in E ducation. (London: Longman, 1984).
N. Morgan and J. Saxton. Teaching D ram a ... A m ind o f  many wonders. (Cheltenham: Stanley Thornes 

(Publishers) Ltd. 1989.
P. B ow ell and B.S. Heap. Planning P rocess D ram a. (London: David Fulton Publishers, 2001),
N. Morgan and J. Saxton. Teaching D ram a ... A m ind o f  many wonders. (Cheltenham: Stanley Thornes 

(Publishers) Ltd. 1989), 6.
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reconstructed. Learners are, in this way furnished w ith vocabulary they may need for the next activity 

w hich m ay, for exam ple, be hot seating (see appendix 1). The teacher takes the role o f  one o f  the 

characters from the story/poem  and groups w ork collaboratively to prepare and pose questions to the 

character in order to gain better insights into m otivations behind his/her actions.

6.4.2.3 Rising action/complication

In a p lay  this is the part w here the protagonists and the problem  are introduced. In D ram a in 

Education the teacher is concerned w ith developing learners’ ability to exam ine situations and 

problem s from  a diversity o f  angles. Learners are encouraged and facilitated to th ink  ‘from  inside the 

responsibility  o f  a situation rather than to th ink it over and about it’.'^'^ To foster this and to enable 

learners to develop and explore their ideas, a range o f  strategies m ay be used. Strategies are based on 

perform ance form s and help facilitate adjustm ents to space, tim e and con trasts.'^ ’’ They are used to 

bring the dram a to life and to facilitate a w orking forw ard and backw ard in tim e. In the foreign 

language class this will correspond with the task phase w here learners are given opportunities to use 

and build upon items pre-taught and revised in the pre-task phase. V iew ing the problem  or situation 

from  a num ber o f  perspectives and w orking backw ard and forw ard in tim e w ill furnish learners with 

m otivating opportunities for language input and output. It also helps expand learners’ intercultural 

com petence as they develop their abilities to see things from  a diversity  o f  perspectives. The 

perspectives exam ined will be decided by the group. This helps to support the learners’ sense o f  

ow nership over their learning, thus increasing their com m itm ent to it.' '̂** It also offers the possibility 

o f  m axim ising learner exposure to the target language in an integrated four skills approach under a 

chosen them e. The dynam ic, collaborative, active learning approach w ill help support and m aintain 

learner interest and m otivation, and thus foster greater learner autonom y. For exam ple, learners may 

be led to engage in a ‘line o f  life’ activity (see appendix 1) to exam ine their stance on an issue. In 

response to statem ents read aloud by the teacher, learners position them selves, according to their 

opinions or attitudes, along an im aginary line w here one end represents ‘very m uch ag ree’ and the 

other represents ‘absolutely d isagree’, w ith all the gradations betw een. Thus, w orking under the them e 

o f  freedom  and choice through the fairy story ‘C indere lla’, the teacher m ay call out statem ents such as 

‘C inderella was a fem inist’, ‘The step sisters w ere victim s o f  socie ty ’, and so on. The object is to 

allow learners to physically respond to utterances in the target language and to m otivate subsequent 

discussion. O ther strategies could be used to open the discussion further. For exam ple, learners could 

be led to consider the consequences o f  C inderella going to see the Prince the m orning after the ball 

before he com es looking for her by em ploying the technique o f ‘conscience a lley ’ (see appendix 1).

D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O ’ Neill (Illinois: 
Northwestern University Press, 1984), 142.

P Bowell and B.S. Heap. Planning Process Drama. (London: David Fulton Publishers, 2001), 9.
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6A.2.4 Climax/crisis

This is the part o f  a play w here tension is increased to crisis point by the action. The teacher cannot 

plan for crisis, she can only watch out for the m om ent that will have significance for all the 

participants and be appropriate to the content o f  the dram a. In the language class one usually strives to 

avoid any crisis point. H ow ever, if  using DiE as a m eans o f  developing learners’ com m unicative 

com petence then this w ill correspond w ith a continuation o f  the task  phase adding extra interest to the 

dram a created and offering further m otivation for learners to com m unicate. It w ill help to foster and 

m aintain learner autonom y as learners collaborate to exam ine the situation in order to bring it to a 

successful resolution. Exam ining a situation from a num ber o f  perspectives and sharing insights 

gained from these w ill help foster and support developing intercultural com petence. For exam ple, 

after the fairy godm other’s visit, C inderella arrives at the palace in all her splendour to find that the 

doorm an will not allow  her in. Learners in their small groups have to collaborate to com e up w ith 

convincing argum ents w hich are then presented to the teacher in role as doorm an. Injecting tension 

into a task can bring the learners to a point where they are using the target language quite 

com fortably.

6.4.2.5 Denouement

This is the part o f  the play w here the plot is resolved. In dram a learners m ust be given an opportunity 

to bring their understanding to the feeling engendered by the clim ax. For exam ple, having launched 

the dram a with the use o f  ‘line o f  life’ so that learners could exam ine their stance, it could then close 

with ‘line o f  life’ again so that learners can exam ine to w hat extent their opinions and points o f  view  

have changed or not, and why. The final feeling m ust be o f  satisfaction both for the teacher and the 

participants. In the language classroom  this will correspond w ith the post-task phase w here issues 

raised and language issues o f  interest noted during the preceding activities are reflected upon, 

discussed and further w orked upon. This can help foster Leaving and Junior C ertificate aim s to 

develop language aw areness and to enhance learners’ experience o f  the nature and functions o f  

language. It can serve as an opportunity for focusing on form  as learners are now  aw are o f  w hat they 

need to know to com m unicate their m eanings more effectively. It will encourage a feeling o f  

accom plishm ent and satisfaction as learners reflect on w hat they have learned and see that this m ay be 

built upon

Careful planning is essential to the success o f  DiE. There will be tw o plays in operation 

sim ultaneously; the play for the teacher and the play for the l e a r n e r s . W h i l e  participants experience 

the affective and generally enjoyable process o f  living as characters in a fictitious situation, the 

teacher is concerned w ith harnessing the experience to draw m eaning from  both the context and the

G. Bolton. Selected  W ritings on D ram a in Education. Eds. D. Davis and C. Lawrence. (London and N ew  
York. 1986),21.

191



content, and thus to promote learning. Without teacher intervention learner engagement with the 

drama situation is likely to remain at a superficial level and learning potential to remain untapped. 

Bolton notes that when left to their own devices learners, especially young learners, will structure for 

sequence, ‘for the ‘what-happens-next’ of a story’. T e a c h e r  intervention is needed to aid reflection 

and thus to promote deeper learning.'^"' The teacher’s role is to find ways to enable participants to 

connect with the content and to develop responses to it by actively engaging with it and reflecting on 

,t.'^--

6.5 Learning through reflection

Morgan and Saxton identify two frames under which drama operates: the expressive frame which is 

the outer manifestation, and the meaning frame which is the inner u n d e r s t a n d i n g . T h e y  argue that 

drama can only realise its full power and potential ‘when the inner world o f meaning is harnessed to 

the outer world o f expressive action.’'̂ "'* They are mutually interdependent. Bolton calls this the 

‘second dimension’ o f drama where the learner moves from the affective knowledge fostered through 

engagement with the fiction to the understanding o f a universal c o n c e p t . I n  other words learners’ 

own experience is harnessed to come to an understanding o f the experience o f others. The teacher 

leads learners to reflect on the aspects o f the drama experience which are part o f the universal lot o f 

humanity, to show learners the universal which is inherent in the particular.'^'* For example, in the 

foreign language classroom as a pre-task or post-task activity on the subject o f homelessness learners 

may be led through Drama in Education (DiE) to depict, explore and reflect on a situation where they 

or other teenagers might feel excluded or marginalised. This may then be used as a preparation for 

exploring a particular moment in a homeless person’s day, to see the universal in the particular, to use 

one’s cwn experience to understand the experience o f another. This offers a good foundation for the 

development o f  learners’ intercultural competence which Willems defines as developing a reflective 

and critical mind to induce learners to think about the rules and paradigms by which they live.'^^^

G. fcolton. Selected Writings on Drama in Education. Eds. D. Davis and C. Lawrence. (London and New 
York, U86), 183.

D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O’ Neill (Illinois: 
Northwistem University Press, 1984), 12.

P. Bowell and B.S. Heap Planning Process Drama. (London: David Fulton Publishers, 2001), 7.
N. Morgan and J. Saxton. Teaching Drama ... a mind o f many wonders. (Portsmouth N.H.: Heinemann, 

1987), :i.
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Hoge;sclool Gelderland Press, 1996), 71.
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Keathcote and Bolton propose that DiE doesn ’t ju s t draw  learners’ attention to cultural im plications 

b jt  teaches them  how to look for t h e s e . T h e  learners are em otionally  engaged in the subject 

through the dram a but because the context is m ake-believe, a distance is m aintained. This enables 

them to be participant-observers, to view  the situation under exam ination  from  a variety  o f  

perspectives and to reflect on these. F lem ing argues that DiE offers a m eans o f  exploring and 

ecam ining experience in ways w hich are denied to us in real life.'^ '^ There is a process o f  de- 

ftm iliarisation  as scenes are looked at afresh through the conventions o f  dram a (see appendix 1). 

Com plexities are revealed through sim plification as aspects o f  a situation are throw n into re lie f so that 

tley  can be scrutinised and thus enable learners to exam ine things as they are rather than how  they 

n ig h t be.'^^“ In this way learners are brought to realise that there are m any w ays o f  looking at the 

world'^^' w hich can be very liberating and m otivating. They exam ine th e ir’s and o thers’ w ays o f  

kok ing  at it, and realise there is no norm . As F lem ing puts it, D iE w orks by allow ing learners ‘to put 

behaviour under a m icroscope’, reflecting on w hat they learnt and articulating  it for o t h e r s . T h e s e  

slills are transferable and can help to open learners’ m inds, broaden their outlook and increase their 

general knowledge. Thus they can be used to tackle tendencies tow ards racism  as learners learn to 

examine their own and others’ culture and com e to realise that all culture is relative, there is no norm. 

T ius DiE helps equip learners to becom e better inter-cultural com m unicators.

Ir DiE, as in a com m unicative language class, as discussed in C hapter 3, a them e o f  significance to 

th; needs and interests o f  the group is selected in advance to support the learning objectives for the 

le ison .'”  ̂ The choice o f  them e is im portant as it creates the focus or im p etu s .'” " It aim s to help the 

leim ers to see situations from a different perspective and so to develop new  u n d e r s t a n d i n g s . I t  is 

dtfined in term s o f  the hum an dim ension w ithin it as DiE is alw ays concerned w ith m atters o f  hum an 

s i’n ificance .'”  ̂ In the language class the em phasis is also on selecting a them e appropriate to learner 

inerests and n e e d s . A  them e can be chosen w hich is appropriate for the launch o f  the D iE context 

aid a successful language learning context. W here DiE is used in the foreign language class then the

Dorothy Heathcote and Gavin Bolton. ‘Teaching Culture through Drama’, in Language, Learning in 
Inerciiltiiral Perspective: A pproaches through D ram a and Ethnography. Eds. M. Byram and M. Fleming. 
(Cambridge: Cambridge University Press, 1998), 161.

M ichael Fleming, ‘Cultural Awareness and Dramatic Art Form s’, in Language, L earning in Intercultural 
Ptrspective: A pproaches through D ram a and E thnography. Eds. M. Byram and M. Flem ing. (Cambridge: 
Ciinbridge University Press, 1998), 149.
'^'^Ibid: 154.
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hum an dim ension may be defined in a learning outcom e or aim , for exam ple, ‘L earners w ill exam ine 

situations in which teenagers may feel excluded or m arginalised and w ill relate these to the situation 

o f  a hom eless person’. The language learning com ponent may also be stated in a learning outcom e, 

for exam ple, ‘Learners will describe orally and in w riting situations in w hich teenagers and the 

hom eless can feel excluded or m arginalised .’ These outcom es w ill then be further sub-divided into 

specific learning objectives in which each step o f  the process to achieving the learning outcom es is 

item ised. Here the language learning objectives w ill be to the fore w ith D ram a in E ducation used as a 

m eans o f  achieving these objectives, for exam ple,

• ‘In groups o f  five, learners will represent and describe orally  situations in w hich teenagers 

may feel excluded or m arginalised using tableaux'^^* and thought-tracking'^^^.’

• ‘Learners will list adjectives and phrases describing these situations and feelings o f  those 

involved collaboratively through the use o f  role-on-the-w all’ (see appendix 1).

• ‘Learners will make com parisons betw een these instances o f  exclusion and the situation o f  a 

hom eless person while listening to a recording o f  a hom eless person describing the 

circum stances that led to their being on the street.’

A lthough Dram a in Education is apparently loose and fluid, it requires careful planning, discipline 

and constraint for its successful execution.'^"" The teacher m ust structure the learning situation to 

create potential areas o f  learning and challenges in which learners can becom e i n v o l v e d . T h i s  too 

is in com m on with the com m unicative language classroom  w hich has a relaxed atm osphere but needs 

careful planning to m aintain this by ensuring that the content is relevant and interesting and the tasks 

authentic and m otivating. In DiE the internal structure o f  the w ork m ust be thoroughly p lanned and 

careful consideration given to how best to bridge each part o f  the learning w ith the next 

development.'^''^ Planning m ust alw ays be done ‘from an inside experience approach rather than from  

an external tasks approach. ’ Therefore the action w ill not necessarily be linear in developm ent. As 

outlined in C hapter 3, a com m unicative approach em braces a cyclical approach w here language items 

are, for exam ple, introduced through one o f  the language skills, then practised using other skills, and 

may at a later stage be built upon and expanded. Each task m ust be carefully considered to ensure that 

it links with other tasks set, by preparing for them  or building on w hat w as covered in them. For 

exam ple, in the objectives listed above, the use o f  tableaux and thought tracking w ill encourage

See appendix 1 for description and explanation.
See appendix 1 for description and explanation.
See appendix 1 for description and explanation.
J. Neelands. Learning Through Im agined Experience. Ed. Patrick Scott. (London: Hodder and Stoughton  

1992), 4.
C. O ’ N eill and A. L am bert. D ram a Structures. A p ra c tica l handbook fo r  teachers. (Portsmouth, NH: 

Heinemann, 1982), 21.
D. Heathcote. C ollected  Writings on Education and Drama. Eds L. Johnson and C. O ’ N eill (Illinois: 

Northwestern University Press, 1984), 118,
' ^^Ubid:  1 0 1 .
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learners to pool together the vocabulary and structures needed to describe exclusion. This serves as a 

preparation for the writing task which follows, which in turn scaffolds learners into the listening task.

The non-linear approach to constructing a drama in DiE means that teacher intervention to highlight 

or explain a grammar point will not ruin the continuity o f the experience being created. Furthermore, 

the drama context will furnish a meaningful context for the introduction and practice o f the new item, 

h  DiE the focus must be equally on the quality o f the experience for the group and the relevance o f 

the activities to the teaching o b j e c t i v e s , a n d  this supports the creation o f a quality language 

learning experience with maximum opportunities for target language comprehensible input'^"** and 

pushed output'^^’ as discussed in Chapter 2. The learning that ensues will not primarily derive from 

inputs of new material by the teacher but through working with what the group already knows to ‘hot 

forge’ it into new and other forms in order to structure that understanding or awareness.

6.6 Creating motivating contexts to empower learners

CiE works to intrinsically motivate learners by using content, materials and activities that are 

aithentic and inherently interesting to learners and it is therefore very useful in the foreign language 

c ass. As seen in Chapter 4, the language teacher seeks and uses learners’ suggestions on content and 

activities to ensure that they are o f interest and relevance. In DiE the teacher encourages and accepts 

the participants’ ideas and decisions and works them into the drama so learners can see their own 

choices being worked out in a c t i o n . T h e r e  must be a withdrawal o f judgem ent on the part o f  the 

teacher who can take a stance but does not set it up as the ‘right one’.'̂ ^® As teacher and learners work 

ir an imagined or fictitious situation there is no right solution, only an appropriate one for the 

context.'^^' For example, in the tableaux referred to above about homelessness each group will 

represent their chosen situation and decide on the thoughts to be expressed through thought-tracking 

(see appendix 1) as they see appropriate, and anomalies therein will usually become evident to the 

gioup through reflection and discussion which are inherent practices in Drama in Education. The 

target language is thus used in a meaningful way to express participants’ opinions and ideas. The use 

o: authentic materials supports and is supported by DiE in the foreign language classroom. For 

example, in the instances given above the authentic recording o f a homeless person supports the DiE

D. Heathcote. C ollected  Writings on Education and Drama. Eds L. Johnson and C. O ’ N eill (Illinois: 
N )rthwestem  University Press, 1984), 103.

M. Swain. ‘Communicative competence: som e roles o f  comprehensible input and com prehensible output in 
it; developm ent’, in Input in Second language Acquisition. Eds. S. Gass and C. Madden (R ow ley, Mass.: 
N;wbury House, 1985).

D. Heathcote. C ollected  Writings on Education and Drama. Eds L. Johnson and C. O ’ N eill (Illinois: 
N )rthwestem  University Press, 1984), 112.

Ibid.: 209.
Ibid.: 48.

' N. Morgan and J. Saxton. Teaching D ram a ... A m ind o f  many wonders. (Cheltenham: Stanley Thornes 
(Pjblishers) Ltd. 1989), ix.
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aim  o f  enabling learners to exam ine and reflect upon the isolation o f  the hom eless as well as the 

language learning objective o f  develop ing  aural skills by draw ing com parisons betw een the situation 

o f  a potentially isolated teenager and that o f  a hom eless person. The use o f  authentic m aterials 

furthers the basic tenet o f  a com m unicative approach and o f  DiE to w ork from  learners’ interests and 

culture, m aking connections betw een classroom  learning and the w orld outside.

In keeping w ith the advice offered in C hapter 4, the dram a is launched or in troduced by the teacher 

but it is the participants who decide the direction that it will take. In fact, the dram atic w orld cannot 

com e into being unless participants acknow ledge their collusion in the creation o f  that w o r l d . I t  is 

dependent on learners and teacher collaborating to create, explore, reflect on and discuss dram a 

contexts chosen. C om m unication is at its heart. Language learning is inextricably  linked to the 

process o f  using the target language in a variety o f  contexts, to com m unicate in various situations to 

various types o f  p e o p l e . T h e  capacity  to use the target language with a flexibility  that allow s 

learners to express them selves as little or as m uch as they w ish can only be satisfactorily  developed 

through using the target language for real c o m m u n i c a t i o n . T h e  dram a context is dependent upon 

learners expressing them selves and it provides a fram ew ork to  m otivate and scaffold them  into 

expressing their m eanings through the target language and to receive the m eanings o f  others. Through 

the creation o f  m otivating contexts to encourage learners to express them selves, DiE can help learners 

to convert their linguistic know ledge into effective com m unication. As discussed in C hapter 3, a basic 

assum ption o f  a com m unicative approach is that learners will be able to transfer skills and know ledge 

developed in the classroom  to appropriate use in the outside w o r l d . I n  the lesson exam ple given 

above the learners are draw n in and m otivated by being given the opportunity  to represent and express 

their feelings about teenage isolation. The aim s, objectives and tasks are p lanned  in advance but the 

situations depicted and the thoughts expressed are entirely based on learner input. The launch o f  the 

dram atic context m ust be fed by learner interests and needs because if  they are not interested in the 

situation then they w ill not collaborate to exam ine it. Selecting an appropriate stim ulus for the dram a 

process is essential.

As already m entioned, there is no script in DiE, O ’ Neill identifies the ‘p re -tex t’ as the source or 

im pulse o f  the dram a p r o c e s s . B o w e l l  and H eap refer to it as the ‘fram e’ and argue that that

C. O ’N eill. A Fram ew ork fo r  P rocess D ram a. (London: Heinneman, 1995), 58.
Janice Yalden. Principles o f  C ourse D esign fo r  Language Teaching. (Cambridge: Cambridge \U niversity  

Press, 1987).
'354 j  Littlcwood. Com m unicative Language Teaching: An Introduction. (Cambridge: Cambridge University 
Press, 1981. 16'*'printing, 1995), 91.

David Nunan, The L earner-C entred Curricuhim. (Cambridge: Cambridge U niversity Press, 1988).
'̂ '̂’ C. O ’N eill. D ram a Worlds: a fram ew ork  f o r  p ro cess  dram a. Ed. L. Bamett. Portsmouth, NH: Heinemann, 
1995) XV.
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planning an effective fram e is c r u c i a l . T h e  frame or pre-text is the m eaning o f  the text w hich exists 

before the event, hinting at previous events and foreshadow ing future ones. It provides the necessary 

dramatic tension and m otivation to drive the dram a forward. It m ust be sim ple and m inim al and is 

chosen by the teacher in accordance with lesson learning objectives to activate w hat O ’N eill calls ‘the 

w eaving’ o f  the text.'^^** It m ay, for exam ple, be a word, a gesture, an idea, an im age or a location, a 

picture, a new spaper article, a story, a note, anything that grabs the attention o f  the participants. Fram e 

is thus the perspective from  w hich participants enter the dram a and the action necessary  for the dram a 

to progress forw ard to conclusions.'^^’ Its role is to provide tension and m eaning for participants. 

Another function o f  the fram e is to protect the participants into the e x p e r i e n c e . A  fram ew ork needs 

to be selected w hich w ill allow all to participate in safety. This is know n as the distancing fram e. I f  

the experience is too close to participants’ personal experience it can be upsetting. S im ilarly, it can 

in p ed e  reflection as a certain am ount o f  distance and objectivity  is necessary for effective reflection 

to occur.

Ttie pre-text or fram ing device is very useful in the foreign language class as it allow s the dram atic 

world to com e into existence with im m ediacy, prom oting yet m oderating  unpredictability . It sw itches 

on expectation and binds the group in anticipation.'^^' It enables the attention o f  the learners to be 

hooked and to be built upon through the inherent interest o f  the potential action assured by the pretext. 

T ie  pre-text fram es learners in a firm relationship to the potential action launching them  into the 

investigation o f  a situation, a problem  or a conflict by adopting roles and living through i t . I t  

supports and encourages language learners by im plying roles and defin ing the lim its o f  the dram atic 

world. The point o f  view  w hich the role has about w hat is happening in the dram a is vital as it gives 

participants som ething to talk a b o u t . T h e  dram a is theirs and for it to progress they m ust contribute 

their thoughts, opinions and ideas. For exam ple, through the ‘teacher in ro le ’ device, learners are 

fn m ed  as m em bers o f  an am ateur detective society at one o f  their m eetings. They are m eeting to 

assist in the investigation o f  a possible crim e scene. A person has gone m issing and the group has to 

consider how and why. The scene at which the person was last know n to have been is recreated and 

participants, in role, exam ine it and take notes. They then, in sm all groups, create a description o f  the 

person and possible reasons for their leaving. Follow ing d iscussions in role, w here all are encouraged

P. Bowell and B.S. Heap. Planning Process Drama. (London: David Fulton Publishers, 2001), 11.
C. O ’Neill. Drama Worlds: a framework for process drama. Ed. L. Bamett. Portsmouth, NH: Heinemann, 

lS95)xv.
D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O ’ Neill (Illinois: 

Northwestern University Press, 1984), 162.
D. Heathcote. Collected Writings on Education and Drama. Eds L. Johnson and C. O ’ Neill (Illinois: 

Northwestern University Press, 1984).
C. O ’Neill. Drama Worlds: a framework for process drama. Ed. L. Bamett. Portsmouth, NH: Heinemann,

1995).
Ib id
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to  contribute, the group in collaboration w ith the teacher, now out o f  role, decide on the next direction 

the dram a will take This fosters learner autonom y, as discussed in C hapter 4, by prom oting a sense o f  

personal control and independence in the learning p r o c e s s . T h e i r  thoughts and feelings fuel the 

e x p r e s s i o n . T h i s  will enable learners to perceive their learning as being personally  relevant and 

m eaningful, thereby sustaining m otivational thinking and intrinsic m otivation.

In addition, energy and conviction can develop through the role adopted and this can w iden the 

em otional register and the type o f  language required. This can provide m otivating contexts in w hich 

to  extend learner com petencies and to encourage or push them  to com m unicate. Thus, DiE provides a 

context for the three learning functions o f  pushed output as outlined by Swain'^*’ and discussed in 

C hapter 2:

• to facilitate learners to notice the gap betw een what they w ant to express and w hat they can;

• to enable them to test their hypotheses about how the target language works;

• to consciously reflect on their target language use and thereby to control and organise their 

linguistic knowledge.

Thus, it is essential at the planning stage to provide the dram atic tension necessary to drive the dram a 

forw ard and to generate talk.'^^**

6.7 Effective communication relies on content and form

D iE relies on effective com m unication o f  ideas for its creation and developm ent. A com m unicative 

approach aim s for learners to learn to com m unicate in the target language by using it to com m unicate. 

A s argued in Chapter 3, a com m unicative approach puts the em phasis not on how  m uch gram m ar the 

learners know but on w hat they can do w ith w hat they know , how  they can use it to com m unicate 

their m e a n i n g s . H o w e v e r ,  this does not m ean that a focus on gram m ar is unim portant and as seen 

in C hapter 3, if  acquisition is to take place then learners need to  pay som e degree o f  attention to 

language f o r m s . L e a r n e r s  w ho are focusing on m eaning m ay not be able to attend to form  at the

E. Ushioda. Learner Autonomy 5: The Role o f  Motivation. Ed. D. Little. (Dublin: Authentik, 1996), 19.
N. Morgan and J. Saxton. Teaching Drama ... a mind o f  many wonders. (Portsmouth N.H.: Heinemann, 

1989), 21,
R.L. Oxford. Language Learning Strategies: what every teacher should know. (Rowley, Mass.: Newbury 

House, 1990), 21.
M. Swain. ‘Three functions of output in second language learning’, in Principle and Practice in Applied 

linguistics. Eds. G. Cook and B. Seidlhofer (Oxford: Oxford University Press, 1995), 126.
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1369 y  Littlewood. Communicative Language Teaching: An Introduction. (Cambridge: Cambridge University 
Press, 1981. 16”' printing, 1995).

M. Sharwood Smith. ‘Input enhancement in instructed SLA: theoretical bases’, in Studies in Second 
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same tim e .'” ' W hen learners are under pressure to com m unicate w ithout tim e to m axim ise their 

existing know ledge o f  the L2, then they are more likely to produce errors than if  they had tim e to 

prepare for their p roduction .'” " DiE can serve to support a focus on form  and developing language 

awareness through its built-in opportunities for reflection. Participants have roles as m em bers o f  the 

group but also as characters in the dram a. This has a distancing effect. In DiE learners m ust be 

brought sim ultaneously to experience and to reflect upon their ex p erien ce .'”  ̂ S im ilarly , in language 

leaming learners m ust be brought to com m unicate but also to reflect upon their language use. The 

distancing devices and, as discussed previously, the non-linear nature o f  D iE allow  learners the tim e 

and space to focus on language form s, to prepare their contributions beforehand, and /o r to focus on 

tnem afterw ards.'” '*

!n the lesson objectives outlined above, for exam ple, the tableaux and thought-track ing  activities are 

planned to help learners to focus on and prepare the vocabulary and structures necessary to com plete 

t’le  w riting task that follows. After view ing the tableaux learners and teacher m ay engage in a 

reflection and discussion o f  w hat they saw and this can help to develop insights into the relationship 

between context and language and to foster an aw areness o f  different r e g i s t e r s . T h i s  also provides 

an opportunity to foster language aw areness to help participants to com e to a better understanding o f  

different types and forms o f  com m unication and interaction and the effects o f  th e se .'” * It can create 

the space for learners to com pare w hat they have observed in target language input w ith w hat they are 

producing based on their current interlanguage s y s t e m . I n  o ther w ords, it a llow s learners to notice 

the gap betw een what they are able to express and w hat they w ould like to express, and this, as 

proposed in C hapter 4, has a m otivational e ffec t.'” * DiE can prom ote language aw areness, as outlined 

it C hapter 2, by enabling learners to increase their know ledge o f  rule application and m isapplication 

a id  to develop an understanding o f  contrasts betw een the LI and the L2.'^™ This w ill support

'^ ' M. Swain. ‘Communicative competence: Some roles of comprehensible input and comprehensible output in 
iti development’, in Input in Second Language Acquisition. Eds. S. Gass and C. Madden. (Rowley, Mass.: 
Newbury House, 1985).
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learners’ ability to take responsibility for their learning, applying active, meaningful strategies to 

developing their communicative competence. DiE thus fosters the development o f autonomy, as 

discussed in Chapter 4 by supporting the development o f autonomy in language learning as an 

essential support to the development o f autonomy in language use.'^**°

DiE also offers a diagnostic function allowing teachers opportunities to observe where there are gaps 

in learners’ linguistic repertoire and to see the stage at which learners are in their language 

development. The teacher may then, as discussed in Chapter 2, lead the learners to focus on the 

linguistic structures needed to bridge the gap and Pienemann proposes that this can speed up the 

acquisition process.'^**' In fact, because learners can see what they need to know and why, they may 

exercise their growing autonomy and search for the missing knowledge for themselves. The writing 

task as outlined above, consolidates what has been learned previously as well as offering opportunities 

for further focus on form as learners collaborate with peers and/or teacher and use reference materials 

to prepare and produce the role-on-the wall. This supports learner confidence and motivation with an 

increased sense o f progression, as language forms focused on earlier and material previously 

produced, is used and improved upon to advance the drama. DiE supports the cyclical approach to 

language learning espoused by a communicative approach, as discussed in Chapter 3, by allowing 

language items to be used and re-used in different contexts in an integrated four skills approach.

6.8 Skills and knowledge

As previously discussed in this chapter, DiE can develop from any situation or context that hooks 

into the interest o f the participants. It can therefore provide a variety o f motivating contexts and fresh 

activities to sustain learner interest while reinforcing new language items. Language practice activities 

can become repetitive and boring but DiE can give learners the practice they need to routinise skills 

using an integrated four skills approach to maintain interest. For example, if learners need practice 

using the simple past or past continuous tenses then they could work around a journal entry where a 

homeless person describes a day from their youth. This could be followed by an audio recording o f a 

former teacher o f the homeless person talking about what they were like whilst at school, with 

learners taking notes in order to complete a gap-fill exercise. The next task might involve learners 

discussing and collaborately writing about how the homeless person spent yesterday based on ‘clues’ 

from the person’s pocket. All o f these tasks focus on the past tenses and together involve an integrated 

approach to the use o f the four language skills to help bring learners from controlled to automatic use 

o f these tenses. Thus it may be seen that DiE can support a communicative aim o f enabling learners to

D. Little. In Lectrner Autonomy, Teacher Autonom y: Future D irections. Eds. B. Sinclair, L McGrath and T. 
Lamb. (Harlow: Longman, 2000), 16.
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focus on the m essage they w ant to convey rather than on how to express it.'^*" It can also sustain 

learners’ intrinsic m otivation, as discussed in C hapter 4, by allow ing learners to see the tasks as 

interim  goals leading to the attainm ent o f  a longer term goal.'^**^ It enables learners to see the 

developm ent o f  their language skills and their m astery o f  the target language and thus to perceive the 

learning process as a source o f  satisfaction and pleasure. As identified in C hapter 4, this is vital for 

engaging intrinsic m otivation and developing learner autonom y. It supports learners w illingness to use 

the target language independently  through m otivating contexts and their ability  to use it independently 

by helping to provide the necessary scaffolding. As discussed in C hapter 4, L ittle argues that learner 

autonom y is only possible to the extent that learners have both the w illingness and the ability to act 

independently. DiE can help them  to develop the m otivation, confidence, know ledge and skills 

necessary to becom e m ore autonom ous.

Sim ilar to a dram a on the television or a new film , the classroom  planned dram a will prom ote the 

release o f  varying and conflicting  attitudes and responses to the presented  characters and situations 

w ithin the group. A series o f  structured and unstructured interactions betw een participants and their 

ideas gives the group increased opportunities for both experiencing and expressing a w ide range o f  

attitudes and o p i n i o n s . F o r  exam ple, in the lesson that may follow  the one outlined above there 

m ay be interpretation and possible disagreem ent am ong learners about the situations represented by 

the tableaux. This offers the language learner m otivating opportunities for increased target language 

input and output as they receive the opinions o f  others and express their ow n. It supports a 

com m unicative approach, as discussed in C hapter 3, by linking language learning inextricably to 

language use.'^**  ̂ In addition it presents opportunities for learners to receive valuable positive and 

negative feedback scaffolding them  into testing  their hypotheses about how  the target language 

system  works. In this way DiE m eets the requirem ents, as argued in C hapter 2, to stim ulate language 

learning: positive evidence (input), negative evidence (feedback) and output (production).'^** The 

concreteness o f  the pictures represented by the tableaux offer a m otivating  stim ulus for learners to 

express their opinions as well as a fram ew ork to help learners understand the contributions o f  others. 

In addition, the collaborative nature o f  the w ork m eans that learners are supported  in their efforts to
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express them selves and to understand o t h e r s . L e a r n e r s  interact and w hen there is a break-dow n in 

the com m unication o f  a m essage due to language difficulties, then those involved m ust try to repair it 

through negotiation o f  meaning. As they are collaborating to create the dram a situation there is a 

m otivation  to keep the lines o f  com m unication open. A s outlined in C hapter 2, in order to m ake their 

m eaning understood by others, learners need to adapt and m odify w hat they are saying until others 

show  signs o f  understanding. Thus, through interactional m odifications there is a fine tuning o f  L2 

input so that it becom es better suited to o ther learners’ current level o f  language development.'^** 

Interactional m odifications used include repetitions and paraphrase, sim plification, com prehension 

checks, clarification checks and use o f  gesture. As discussed in C hapter 2, this m axim ises potential 

for acquisition as the input becom es m ore com prehensible and thereby processib le w hile still 

contain ing new linguistic e l e m e n t s . T h u s ,  DiE prom otes learner interaction and collaboration to 

help create and support conditions for prom oting language acquisition.'^’®

6.9 Autonomous learning

N eelands holds that DiE operates on a view  o f  learning which recognises the centrality  o f  language to 

all hum an activity.'^’ ' Bowell and Heap refer to talk as being ‘the currency’ o f  D i E . T h u s ,  they 

argue that a key elem ent in the planning o f  D iE is the creation o f  a clim ate in w hich m eaningful talk 

can be generated. DiE is a very useful tool in the foreign language class as it provides a pow erful 

m otivation  to speech giving learners a voice and encouraging them  to use it. This speech is 

m eaningful to them  as it is em bedded in context and situation: it is their ow n personal response and 

has ‘a crucial organising function’ '^”  in the dram a. A utonom y is enhanced as learners are actively 

involved in productive use o f  the target language to  express their ow n m eanings rather than 

reproducing m odels from the t e x t b o o k . P a r t i c i p a n t s  are provided w ith accessible, concrete 

exam ples to explore hum an nature and experiences and to express their ow n experience. 

D eveloping autonom y is further enhanced as learners are helped to develop their ability to use the
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target language independently. The rich conte.xts created by DiE support and m otivate learners in their 

com prehension o f  input and efforts at output both o f  w hich are essential to the developm ent o f  

com m unicative c o m p e t e n c e . T h e  social context gives m eaning to the language and to the language 

learning process. G aps in their inter-language are bridged by the context created by DiE, learners’ 

w orld  know ledge, and their extra-linguistic com petence, both o f  w hich are also activated and 

encouraged by DiE. A m eans is provided to base new learning in w hat learners already know  and to 

use this to help foster new  learning, thus prom oting a com m unicative approach as discussed in 

C hapter

6.10 Authenticity and a Drama in Education approach

Through the DiE experience learners see that previous know ledge, skills and experiences are relevant 

to and helpful to their language learning. This supports learners’ sense o f  se lf  and this, as argued in 

C hapter 2 creates the affective environm ent that is best suited to language acquisition.'^’** As 

d iscussed in C hapter 3, foreign language teaching m ust be concerned with reality .'^’’ A uthenticity  is 

central to a DiE approach. The authenticity  o f  task, o f  content and o f  interaction provides m otivating 

learning contexts. This enables learners to see the relevance o f  their language learning. Participants 

w ork with the authentic content o f  the situation being exam ined and they interact in the target 

language about the real w orld and things that m atter to them. T his links language learning directly 

w ith language use and w ith learners’ previous know ledge and experience, w ith o ther school subjects 

and with life outside the classroom , and this w ill foster and support intrinsic m otivation.

6.11 Socio-linguistic competence

To becom e effective com m unicators learners need m ore than practice o f  speaking in different 

contexts. As argued in C hapter 3, they also need to develop skills to ju d g e  the success o f  the 

com m unication through feedback received and to rem edy failure through a d ifferent choice o f  

language.''*®' C om m unicative com petence has its origins in the need to em phasise the im portance o f

M. Swain. ‘Communicative competence: some roles of comprehensible input and comprehensible output in 
its development’ in Input in Second Language Acquisition. Eds. S. Gass and C. Madden (Rowley, Mass.: 
Newbury House, 1985).

Michael P. Breen and Christopher N. Candlin. ‘The Essentials of a Communicative Curriculum in Language 
Teaching’ 'm Applied Linguistics Vol. 1, (No. 2, Summer 1980): 93.

S. Krashen. The Input Hypothesis: Issues and Implications. (London: Longman, 1985), 3.
W.T. Littlewood. Communicative Language Teaching: An Introduction. (Cambridge: Cambridge University 

Press, 1981. 16thnprinting, 1995), 91.
D. Little. ‘Co-operation and collaborative learning tasks as pathways towards autonomous interdependence’ 

in Learner Autonomy 7: Challenges to research and practice. Eds. P. Benson and P. & S. Toogood (Dublin: 
Authentik, 2002), 29-40.

Christopher Brumfit. Communicative Methodology in Language Teaching: The roles o f  fluency and 
accuracy. (Cambridge: Cambridge University Press, 1984).
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know ing the socio-cultural appropriateness as well as the correct g r a m m a r . A s  discussed in 

C hapter 2, learners need not ju s t know ledge o f  the gram m ar o f  a language but also the ability to use it 

in socially and culturally accepted ways.'"*”  ̂ They need to be able to analyse the contexts to identify 

w hat w ill effect what is said and how  it w ill be heard. In o ther w ords, they need to develop socio- 

linguistic c o m p e t e n c e . A s  m ay be seen from  exam ples given o f  D iE  in the language class, Dram a 

in Education enables the creation  o f  an infinite variety o f  social-contexts w ithin w hich participants 

can experience, identify and develop the different functions and uses o f  l a n g u a g e . V o c a l ,  active 

responses to fictional situations are stim ulated by the dram a and participants are encouraged to find 

and use appropriate responses as the dram a p r o g r e s s e s . T h e  built-in  distancing devices enable 

learners to observe and reflect on their ow n and o thers’ use o f  language to see their appropriacy. As 

d iscussed previously, DiE can provide opportunities for learners to experim ent w ith the language in a 

‘no penalty ’ zone building their linguistic and pragm atic know ledge, learning appropriateness o f  form  

and o f  m eaning, in other w ords, developing their socio-linguistic com petence.

6.12 A su m m a ry  o f links

As argued in this chapter links betw een CLT and DiE are strong as the tw o approaches are learner 

centred, rooted in active learning, w ith com m unication and reflection  underpinning them. The 

follow ing offers a sum m ary o f  connections m ade between the tw o approaches.

• C om m unication is central to both

C om m unicative language learning involves learning to com m unicate in the target language by m aking 

efforts to com m unicate through the target language. C om m unication is also at the heart o f  the dram a 

process. The creation and progression  o f  a dram a depends on learners com m unicating  their m eanings. 

D ram a in Education provides learners w ith opportunities to develop their com m unicative com petence 

by creating m otivating contexts to encourage use o f  the target language for m eaningful 

com m unication.

• M eaning m aking is integral to both

W hen learners are involved in exchanges that are m eaningful to them  they m ay be m ore concerned 

w ith ensuring that their m essage has been transm itted. By allow ing learners m eaningful opportunities

C. -L . Dautry. ‘Objectives in Language Teaching and Learning’. In Routledge Encyclopaedia o f  Language 
Teaching and Learning. Ed. M. Byram (London: Routledge, 2000), 454.

M. Canale and M. Swain. ‘Theoretical bases of communicative approaches to second language teaching and 
testing.’ Applied linguistics I, (1980): 1-47.

C.S. Blyth. ‘Sociolinguistic Competence’ in Routledge Encyclopaedia o f  Language Teaching and Learning. 
Ed. M. Byram (London: Routledge, 2000), 554.

J. Neclands. Learning Through Imagined Experience. Ed. Patrick Scott. (London: Hodder and Stoughton 
1992), 10.
'"^°Uhid.: 4.
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for using the target language DiE m ay encourage the use o f  interaction m odifications and the 

negotiation  o f  m eaning betw een interlocutors. Thus it may facilitate the production o f  com prehensible 

input to provide an acquisition rich environm ent.

• Both use learners’ existing know ledge as a starting point

Both C LT and DiE w ork by in tegrating new  learning with learners’ know ledge and experience to 

date. They give learners opportunities to  engage w ith their learning in order to bu ild  new m eanings 

and understandings. The use o f  D iE  in the com m unicative language class enables a w ide range o f 

learner experiences and know ledge to be brought to the language class and built upon. Thus a context 

is created w here the w hole person and h is/her contributions is validated and show n to be connected to 

the language class. Learners com e to realise that they will not be valued for their language learning 

skills alone. They can bring their w hole personality  to the language class.

• Authentic, relevant m aterials and activities are essential to both

To engage the interest and m eet the needs o f  learners, both approaches advise that the them es, 

m aterials, pace and activ ities used be decided on in negotiation with the learners. Both approaches 

advocate using m aterials and activities w hich allow  the learner to see language learning as a vital, 

dynam ic process w hich w ill enable them  to further their interests and experience o f  life. D iE can 

support the use o f  m aterials w hich are culturally  and linguistically authentic. This can further the 

perception o f  the relevance o f  the learning process and m aintain a m otivating b e lie f in the usefulness 

o f  the subject. C om m unicative language learning and DiE work from  learners’ interests and culture 

and m ake connections betw een classroom  learning and the world outside.

• A collaborative approach is fundam ental to both

The com m unicative language class is collaborative w ith the teacher acting as a facilitator for learning. 

In essence com m unication and negotiation  o f  m eaning are collaborative, d ram a is also collaborative 

as participants acknow ledge their collusion in the creation o f  the dram a world. The progression o f  the 

dram a is negotiated by the group and achieved by the collaborative efforts o f  all. The use o f  D iE in 

the language class facilitates and supports a spirit o f  collaboration as learners m ust com m unicate w ith 

one another to develop their dram a. M eaning is constructed collaboratively and language is at the 

heart o f  the interaction.

• An encouraging atm osphere is indispensable to both

Language learning is dependent on a classroom  atm osphere w hich is encouraging and non

threatening. DiE helps to create an energising, m otivating, inform al atm osphere w hich stim ulates and 

supports learner contributions. Learners may gain com petence in m atching appropriate language to 

appropriate situations. They can try out language appropriate to new situations w ithin a protected
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environment. The focus is on the tasic, on the communication o f the message, and not on the 

individual nor on any mistakes that may be made. The role adopted protects the individual from the 

consequences o f inaccuracy.

• Both focus on learning rather than on teaching

Both approaches support and encourage the development of learner autonomy. Learner independence 

is fostered as learners are encouraged and supported to be involved in their learning. In CLT and in 

DiE learners are facilitated to make choices about themes and tasks with which they will engage. DiE 

helps to promote the use o f choice in the language class as the progression o f the drama world created 

depends on their choices. This helps to ensure that learning is meaningful and that motivational 

agendas are harnessed. The language class may thus be perceived as a place where interests can be 

pursued and built upon. It may be seen to feed and be fed by the world outside.

• Both are underpinned by learner reflection

Reflection is central to both CLT and DiE, reflection on what to learn, what to communicate, how to 

communicate, reflection on the language to be used, reflection on the language used. In drama 

learners are led to reflect on aspects o f  the drama experience which are part o f the universal 

experience o f humanity; to use one’s own experience to understand the experience o f another. Active 

reflection on the learning process out o f role enables learners to set sub-goals and devise strategies for 

gaining competence. It allows learners the time and space to prepare their contributions beforehand. It 

also allows them opportunities to reflect on the gaps, noticed during the creation o f the drama, 

between what they want to express and what they can, when trying to communicate their messages. 

This may provide a motivation for learners to consider how best to address these thereby controlling 

and organising their linguistic knowledge.

• Motivating contexts are central to both

Real communication operates under constraints o f  one sort or another. In every communicative act we 

must take account o f role and status, emotions, moods and attitudes, shared knowledge, and situation. 

Learners need to explore the impact o f context on the type o f language used. DiE provides scope for 

the creation o f constraints and context. It creates a thought-provoking representation o f reality 

affording learners the opportunity to play with language in context and to reflect on the influence o f 

context on the target language.

• Development of the four language skills through CLT and DiE

Learners need to communicate their thoughts in order to further their drama. DiE can thus effectively 

support an integrated approach to the development o f the four language skills by providing a 

motivating and convincing context. The language used is varied and spontaneous, rarely formulaic or
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predictable. Because there is no set agenda learners can contribute to the extent, and with the level o f 

language with which they feel comfortable. The teacher, working as part o f  the group, can use his/her 

role to repeat and if necessary remodel what has been said to ensure that all can understand and feel 

empowered to contribute. The context offers possibilities for a great variety o f linguistic styles. The 

learners may be motivated to speak, read, write and listen because the opportunities have stemmed 

from the dramatic context which they have created.

• Developing intercultural competence through CLT and DiE

A communicative approach involves the fostering o f intercultural competence, developing a reflective 

and critical mind to induce learners to think about the rules and paradigms by which they and others 

live in order to better communicate. Drama in Education can help develop the skills to promote 

intercultural competence. It brings learners through a process o f defamiliarisation where scenes are 

looked at afresh through the conventions o f drama. This encourages and supports learners to reflect on 

their actions and on the actions o f others and to better understand the relativity o f cultures.

• Both provide and encourage feedback on communication

DiE can provide learners with valuable opportunities for self-assessment as well as receiving positive 

and negative feedback on their communication efforts from peers. The context created by DiE 

motivates participants to use the target language and thus to test their hypotheses about how the target 

language works. Successful communication o f a message allows learners to have instant feedback on 

their progress. Similarly, the learners can perceive where the gaps in their learning lie, and seeing the 

relevance o f effective communication, be motivated to bridge these gaps. A powerful motivation is 

created for learners to use the language they already have, to learn new structures and lexis, to 

improve their pronunciation and intonation in order to better communicate their message. This will 

enhance learner satisfaction and advance feelings o f competence.

6.13 Concluding comments

The challenge for the language teacher is to develop the drama towards achieving the teaching- 

learning objectives without denying or negating learners’ contributions. The learners’ needs must be 

put before the teacher’s p l a n s . T h e  teacher must receive and help to develop ideas as well as 

challenging them.'"*®** Selective use o f open ended questions will enable contributions to be further 

reflected upon and analysed in more detail. Heathcote suggests that above all the teacher must create 

and preserve attitudes of receptivity, non-value judgm ents and artistic i n t e g r i t y . I n  the foreign

D. Heathcote. C ollected  W ritings on E ducation and D ram a. Eds L. Johnson and C. O ’ N eill (Illinois: 
Northwestern University Press, 1984), 58.

Ibid: 19.
'*^^lhid:6&.
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language class the levels o f  artistic integrity adhered to may depend on the objectives o f  the teacher 

and the interests o f  the class at any given tim e. The main focus w ill be on creating a classroom  

atm osphere w here learners are not inhibited, w here they are given the necessary  supports to 

com m unicate their m essages effectively and to effectively receive the m essages o f  others.

As has been dem onstrated in this chapter the links betw een a com m unicative and a D ram a in 

Education approach in the language classroom  are very strong and appear to convincingly and 

fruitfully  enrich each other. DiE is presented as an approach w hich m ay help to realise and put into 

practice the theoretical tenets o f  effective language teaching and learning practice w hich have been 

discussed in previous chapters.

As this study is concerned w ith exam ining not only the theoretical and possible practical 

underpinnings o f  effective language teaching and learning practices, the fo llow ing chapter w ill outline 

the planning and im plem entation o f  a practitioner based research study into the nature and scope o f  

teaching m ethods currently em ployed by practising  language teachers and student language teachers 

in an effort to assess w hether a com m unicative approach is being realised in language classroom s in 

Irish second level schools and to what extent.
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Chapter 7 

Research Design and Methodology

7.1 Introduction

This chapter describes the planning, methodology and implementation o f the research project which 

was designed to explore the use o f Drama in Education in the teaching and learning o f modern foreign 

languages (MFL) in Irish second level schools. This study is longitudinal by nature and design. The 

researcher was aware o f a limited number o f other studies in the field which accessed small scale 

sample sizes over a relatively short duration (see, for example, Kao and O ’Neill 1998'""°) and whose 

impact on the development o f practice in this specific field has been marginal at best. This study 

sought to examine and research, over an extended period, the experiences, attitudes and opinions o f 

student second level language teachers undergoing a period o f initial teacher education via the year 

long Post-Graduate Diploma in Education programme (formerly known as the Higher Diploma in 

Education). Over a six year research period, across a number o f student cohorts, it was hoped to 

conclusively identify, examine and explore emerging themes, issues and patterns pertaining to student 

teachers’ own experiences o f  language learning in school and their receptivity to and use o f an 

innovative teaching and learning approach facilitated by Drama in Education. As the researcher has 

been involved in initial teacher education for thirteen years and, as a reflective practitioner is 

committed to exploring and reviewing her own practice, it was deemed practicable and feasible to 

attempt such a large scale study in the researcher’s own institution, in order to arrive at some 

conclusive findings which might lend weight to the growing body o f evidence in this developing field. 

The chapter will discuss aspects o f  educational research and general research methods before 

examining in detail the instruments for data collection to be used in this study. Reference will also be 

made to the aims o f the project and the nature of the drama based training workshops with student 

language teachers.

7.2.1 Educational Research

Educational research is critical enquiry that aims to inform educational judgm ents and decisions in 

order to improve educational action.''*" This has the broader agenda o f changing education and 

schooling.''"^ The two basic methodological paradigms used for educational research are positivism, 

the quantitative scientific approach, and interpretivism, the qualitative approach. The

S-M . Kao and C. O ’N eill. W ords into Worlds. Learning a Second Language Through P rocess D ram a. 
(Stamford, Conneticut and London, England: 1998).

M. B assey. C ase study research  in educational settings. (Buckingham: OU P, 1999), 39.
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quantitative/qualitative debates are essential to consider when conducting  research.'""^ The choice o f  

research design m ust be appropriate to the subject being investigated and the nature o f  the research 

question'"’''*. The paradigm  o f  research used will shape the research to be undertaken and direct the 

researcher in term s o f  how they will proceed, how they will gather data and how  that data w ill be 

interpreted. The follow ing three sections explore the features o f  quantita tive  and qualitative research, 

and  argue for a m ixing o f  elem ents from  the two paradigm s.

7.2.2 Quantitative Research

T raditionally , research has been regarded as scientific. This m ode is system atic and the results exact, 

for exam ple, acid turns blue litmus paper red.'*"^ K now ledge is accum ulated  by m eans o f  

conscientious observation and verification, and theories are arrived at by m eans o f  testing and 

deduction. This m ethod o f research is referred to as positivist and is usually associated with the 

quantitative dom ain. It is based on the premise that all genuine know ledge is based on sense 

experience and can only be advanced by means o f  observation and ex p erim en t.'”’'^ Its m ost distinctive 

feature is its em pirical character w here only that w hich is observable can be considered valid 

know ledge.''’'^ Q uantitative research is generally im plem ented in the form  o f  surveys and 

experim ents, w ith findings represented as num bers, tables and statistics. A s Bell'""** puts it 

quantitative researchers ‘collect facts and study the relationship o f  one set o f  facts to ano ther’. 

F indings or results often test a theory or hypothesis. A set o f  procedures is fo llow ed w hich show  how  

the findings have been arrived at and are sufficiently clear for fellow -scientists to repeat them  and 

thereby to test the r e s u l t s . I n  quantitative research individuality is typically  ignored. Q uantitative 

researchers concern them selves with the issue o f replication on the grounds that replication adds 

credibility. The m ore tim es a process is carried out w ith sim ilar results, the m ore reliable the 

procedure is deem ed to be.'"’"® In this way generalisation and replication are i n t e r - r e l a t e d . I t  is a 

very objective form  o f  w orking which allow s the researcher to prove or disprove phenom ena and 

support their findings through statistics and data. M oral judgem ents are deem ed unscientific. Thus, 

neutrality , or ridding o f  bias, is advocated in order to achieve objectivity . Q uantitative researchers

L. Cohen, L. M annion, and K. Morrison, Research M ethods in Education. 5'*’ edition. (London; Routledge 
Falmer, 2000).

Patton, M.Q. Qualitative Evaluation and Research M ethods. (London: Sage, 1990).
Ophardt, Ophardt, C.E. (2003) ‘Acids and B ases’. In Virtual ChemBook. Elmhurst C ollege. 

http://www.elm hurst.edu/~chm /vchem book/180acidsbases.htm l [accessed 12* August, 2007].
L. Cohen, L. Mannion, and K. Morrison, Research M ethods in Education. 5* edition. (London: Routledge 

Falmer, 2000).
' ^ ' U b i d

J. Bell. D oing Your Research Project: A Guide fo r  First-Tim e R esearchers in E ducation an d  Social 
Science. (M ilton Keynes: Open University Press, 1987), 4.

L. Cohen, L. M anion, & K. Morrison Research M ethods in Education, (l^ondon: R outledge Falmer, 2001),
15.

A. O ’Brien ‘Restoring our Dramatic Past’ in R esearching D ram a and A rts Education: Paradigm s <& 
P ossibilities. Ed. P. Taylor (London: Falmer Press, 1996), 11.

A. Bryman, A. Q uantity and Q uality in Social Research. (London: Routledge, 1995).
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m aintain  that we can predict outcom es and change how findings m ay result i f  w e can establish 

scien tifically  w hat causes lead to issues a r i s i n g . I n  order for predictive claim s be m ade, researchers 

in this paradigm  m ust isolate, categorise and specify causal links betw een phenom ena.

Q uantita tive investigators look for ‘distinguishing characteristics, elem ental properties and em pirical 

boundaries and tend to m easure how  m uch and how  of t en’. F i n d i n g s  can be generalised to a large 

population  and direct com parisons m ade so long as valid  sam pling and significance techniques have 

been used. The advantages o f  quantitative research are that variables can be identified and 

relationsh ips m easured. This facilitates com parison and replication. R eliability  and validity m ay be 

determ ined  m ore objectively than w ith the qualitative technique because o f  the use o f  m athem atical 

m odels, statistical tables and g r a p h s . T h u s ,  quantitative research benefits the researcher as its 

com m itm ent to using scientific m ethods to record and generate facts gives the data a sense o f  

objectiv ity  m aking it appear legitim ate and v a l i d . Q u e s t i o n s  arise how ever, concerning w hether 

quantita tive  research in its bid to claim  objectivity  and validity  de-hum anises its subjects. 

Bryman'"’"* holds that quantitative research designs are characterised  by the assum ption that hum an 

behaviour can be explained by w hat may be term ed social facts w hich can be investigated by 

m ethodologies. A dvocates o f  quantitative m ethods are accused o f  d isregarding the experiential on the 

grounds that conceivable m easurem ent does not yield an experience o f  life ‘for life cannot be w eighed 

and m easured on a physical scal e’. Q u a n t i t a t i v e  research treats the social w orld like the natural 

w orld -  as if  it w ere a hard, external and objective r e a l i t y . I t  could be argued that by exclusively 

defin ing research subjects in clinical, num erical and scientific w ays, quantitative research strips 

subjects o f  the richness and diversity  they em body as hum ans. The researcher m ust grapple w ith these 

issues in determ ining w hich research approach he/she w ill pursue."'^'

7.2.3 Qualitative Research

Q ualitative research differs from  quantitative research as instead o f  view ing the w orld from  a 

scientific perspective, it focuses on view ing the w orld from  the perspective o f  the people being 

affected  by the research. This form  o f  study is concerned m uch m ore w ith people, attitudes and 

behaviour patterns. It w orks from  the prem ise that since researchers inhabit the w orld  that they are

L. Cohen, L. and L. Manion. Research Methods in Education.(London: Routledge, 1994), 9-19.
A. Loxley. Introduction to Educational Research Methods. (Oxford: Oxford University Press, 2006).

Homa. (1994) The Study o f  Leisure. ('Oxford: Oxford University Press, 1994), 121.
'‘*"̂ A. Bryman, A. Quantity and Quality in Social Research. (London: Routledge, 1995).

A. Loxley. Introduction to Educational Research Methods. (Oxford: Oxford University Press, 2006).
L. Cohen, L. Manion, & K. Morrison Research Methods in Education. (London: Routledge Falmer, 2001).
N.K. Denzin, and Y.S. Lincoln Collecting and Interpreting. (2003), 16.
Nesfield-Cookson cited in L. Cohen, L. Manion, & K. Morrison, Research Methods in Education. (London: 

Routledge Falmer, 2001), 17
L. Cohen, L. Mannion, and K. Morrison, Research Methods in Education. 5'*’ edition. (London: Routledge 

Falmer, 2000), 7.
A. Loxley. Introduction to Educational Research Methods. (Oxford; Oxford University Press, 2006).
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researching their influence may not be n e u t r a l . R e s e a r c h e r s  assum ing a qualitative perspective 

seek insight as opposed to statistical a n a l y s i s . I t s  advocates hold that science can have a 

m echanistic and reductionist view  o f  nature w hich does not allow  for notions o f  individuality , choice, 

freedom  and m oral responsibility.''^^"' A key advantage o f  qualitative research is that it can generate 

significant insights w ith regard to hum an m otives, feelings and experiences. It can yield rich and 

personal data.'"'^^ It m ay thus be particularly suited to research carried out in educational contexts 

since it can capture the quality o f  learning as opposed to  m easuring it purely empirically.''*^*

Q ualitative research unlike quantitative research does not have a neat, linear, structure. R ather than 

setting out a p re-determ ined list o f  expected outcom es, qualitative research allow s for w ork w hich is 

organic and evolves. In fact, Taylor''*^’ argues that it seem s narrow -m inded to reject w ork on the 

grounds that the outcom es evolved rather than being pre-determ ined. This does not m ean that the 

research lacks rigour.''*^** The researchers w ork with them es or orientations, rather than detailed sets o f  

pre-conceived questions. They engage in a process o f  progress focusing, w hich involves filtering in 

and out the elem ents w hich they consider to be superfluous or significant. The expectation is that 

m ore specific focal points will then em erge out o f  the exploration o f  the general them es or issues. 

The qualitative researcher therefore, m ust engage in ‘filtering’ and ‘funnelling’ o r sorting data into 

categories to m ake sense o f  their research ''” ® (Dey, 1993). Taylor holds that qualitative research is no 

less objective than quantitative research.'"’̂ ' He argues that it should not m atter that the data is not 

analysed in term s o f  charts and figures, as a fuller and m ore hum an-centred picture can be obtained 

through a detailed account. Trustw orthiness in qualitative approaches is traditionally  supported by 

ensuring that the researcher’s observations are c r e d i b l e . A l a s u u t a r i ' ' * ' * ^  holds that through 

qualitative research hypotheses can be generated for testing and corroboration in subsequent analyses 

w ith statistical m ethods in order to present the results w ith better generalisability.

Cohen, L. M anion, L, Morrison, K. Research M ethods in Education. (London: R outledge Falmer, 2001), 
315.

J. B ell. D oing Your R esearch Project: A G uide fo r  F irst-T im e R esearchers in E ducation and Socia l Science. 
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T h e  q u a lita tiv e  researcher a ttem p ts  to  understand  behav iou r, m o tiv a tio n s  an d  in te rac tio n s , w h ich  need  

to  be exam ined  in con tex t. W hile  quan tita tive  m e th o d o lo g ie s  fac ilita te  the  p ro d u c tio n  o f  

g en e ra lisa tio n s , qualita tive  research  endorses  ind iv iduality . A cc o rd in g ly , the  m a in  d isa d v an tag e  w ith  

th is  ap p ro ach  is that the find ings canno t be ex tended  to  w id er p o p u la tio n s  w ith  th e  sam e deg ree  o f  

ce rta in ty  as quan tita tive  ana lyses. T h is is because  the find ings are n o t ty p ic a lly  te s ted  to  d isco v er 

w h e th e r  they  are sta tis tica lly  s ign ifican t o r due to  chance.

7.2.4 Mixed Methods Research

T ra d itio n a lly  researchers  have positio n ed  th em se lv es  e x c lu s iv e ly  to  on e  side  o f  the 

q u alita tiv e /q u an tita tiv e  d i v i d e . T h e  tendency  has been  to  su g g e st th a t i f  a p a rtic u la r  m e th o d  is used  

p red o m in an tly  in quan tita tive  research  fo r exam ple , then  it m ust b e lo n g  to  th a t trad itio n  and  th e re fo re  

h as  no p lace  in qualita tive  p r a c t i c e . H o w e v e r ,  m ore recen t lite ra tu re  on  the  to p ic  o f  research  

trad itio n s  cau tions the research er abou t v iew ing  q u a lita tiv e  an d  q u an tita tiv e  research  as 

s te re o ty p ic a lly  d istinct, separate  parad ig m s w ith  th e ir  ow n  se t o f  ex c lu s iv e  characteristics''*^^ 

W olcott'^'^^ argues that pu ttin g  the tw o in op p o sitio n  does a g rea t d isse rv ice  as it d e tra c ts  from  the 

co n trib u tio n  w hich  can  be m ade by  each , inc lud ing  w hat each  can  co n trib u te  to  the  o ther.

B o th  ap p ro ach es have streng ths and  w eaknesses , but u sing  a c o m b in a tio n  can  h e lp  focus on the ir 

re le v a n t strengths. Q ualita tive  data  can  support and exp lica te  the  m e an in g  o f  q u an tita tiv e  research.''*'**^ 

Bell'"*^"  ̂ argues that c lassify ing  an approach  does no t m ean  th a t o n ce  an  ap p ro a ch  has b ee n  se lec ted , 

the  rese a rch e r m ay not m ove from  the m ethods no rm ally  asso c ia te d  w ith  th a t sty le . Q u a lita tiv e  

re se a rch e rs  d raw  on quan tita tive  tech n iq u es, and v ice  v e r s a . L o x l e y ' " * ^ ’ h as  a s im ila r  v iew  on  the 

s te re o ty p ic a l d iv is ion  o f  qualita tive  and  q u an tita tiv e  research  arg u in g  th a t th e re  is no  s im p le  an sw er, 

fo r ex am p le , to  w hat constitu tes q u alita tiv e  research , and to  w h a t does n o t fit in to  th a t ca tego ry .

Hom brook''*^^ argu ing  from  a sc ien tific , po sitiv is t p o in t o f  v iew  a rg u es th a t fo r y ea rs  the  D ram a in 

E d u ca tio n  com m unity  have v iew ed  w ith  su sp ic io n  the theo ry  o f  e m p iric ism  in th e ir  sub ject. S ince the 

c la ss ro o m  is an o rgan ic  structu re , co n s is tin g  o f  d iverse  e lem en ts  an d  u n p red ic tab le  o u tco m es, 

q u an tita tiv e  research  m ay lim it the scope o f  the answ ers one finds to  co m p lex  acad em ic  m atters .

M. Hammersley. What's wrong with ethnography? (London; Routledge, 1992)
A. Loxley. Introduction to Educational Research Methods. (Oxford: Oxford University Press, 2006).
H.F. Wolcott. Writing up Qualitative Research. (Newbury Park, Califomia: Sage, 2001).
Ibid.: 40.
T. E. Jayaratne. ‘The value o f quantitative methodology for feminist research’ in Social Research: 

philosophy, politics and practice. Ed. M Hammersley (London: Sage. Prentice Hall, 1993), 17.
J. Bell, (1987) Doing Your Research Project: A Guide fo r  First-Time Researchers in Education and Social 

Science. (Milton Keynes: Open University Press, 1987),4.
'^^°Ihid.

A. Loxley. Introduction to Educational Research Methods. (Oxford: Oxford University Press, 2006).
D. Hornbrook, Education & Dramatic Art. 2'"  ̂Edition. (London: Routledge).
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H ow ever, using a quantitative approach when researching dram a in education m ay reduce dram a to 

dead survey statistics that fail to acknowledge the hum an and artistic interactions that are an integral 

part o f  dram a and give it its value in the first place. A purely quantitative approach could not fully 

depict the range o f  learning that occurs in Dram a in E d u c a t i o n . Q u a l i t a t i v e  approaches offer 

Dram a in Education research an opportunity to provide a fu ller picture o f  w hat it has to offer. It 

allow s for outcom es w hich are not set out in a predeterm ined list but evolve through an organic 

process w here the participants explore, question and investigate. H ow ever, it is recognised am ong arts 

researchers that policy m akers often prefer quantitative rather than qualitative studies''*^'* and 

presenting hard facts and data can have a strong impact. N um bers are all too  often seen to be m ore 

credible than descriptions o f  people and their work.'"*^^

The view  o f qualitative and quantitative research approaches as paradigm s w hich are separate entities 

that cannot be mixed together has effectively been challenged by researchers such as Loxley who 

posits that a m ixed-m ethods approach can lead to superior f i n d i n g s . C o h e n  and M annion argue for 

the im portance o f researchers recognising that qualitative and quantitative m ethods o f  research can 

com plim ent each other as num bers and m eanings can be com bined to enrich r e s e a r c h . Q u a n t i t a t i v e  

m ethods provide superficial but reliable facts, w hereas qualitative m ethods provide m ore in-depth but 

poorly representative results. Therefore, a com bination draw s effectively on their respective 

strengths. It w as thus proposed that elem ents o f  both traditions, a m ixed-m ethods approach, be used in 

this research study to reflect and represent qualitative and quantitative experience and opinions o f  

language teachers, student language teachers and language learners in the Irish Educational system , 

and also to explore the use o f  DiE in the teaching and learning o f  M LF in Irish second level 

schools.The follow ing table (Table 7.1) provides a sum m ary o f  the m ethods used and serves to 

illustrate the m ixed m ethods approach adopted. As the study is concerned w ith charting the 

experiences o f  a large num ber o f  language teachers, student language teachers and language learners a 

qualitative approach was deem ed most effective in eliciting this data. This approach w as further 

supported through em ploying a series o f  qualitative m ethods such as sem i-structured interview s and 

participant observation in order to further probe and explore responden ts’ initial data, and w ork 

tow ards creating thick descriptions o f both teachers’ and learners’ experiences o f  d ifferent teaching 

and learning m ethods in the language classroom . These w ill be explored in greater detail in the 

subsequent sections.

P. Taylor, Ed. Researching Drama and A rts Education: Paradigm s and P ossib ilities. (Institute o f  Drama 
Education Research: Falmer Press, 1996), 11.
'^^Uhid
' ^^^Ibid

A. Loxley. Introduction to Educational Research M ethods. (Oxford: Oxford University Press, 2006). 
Cohen, L., Manion, L., Morrison, K. Research M ethods in Education. (London: R outledge Falmer, 2001).
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Research
Instrument

Cohort Dates Num ber
issued

Aim

Questionnaire 
(Second Level 
Experiences)

Student
Language
Teachers

2001 to 
2007

240 To form an overview o f approaches to the 
teaching and learning o f  languages during 
the student teachers’ second-level school 
days.

Questionnaire
(Expectations)

Student
Language
Teachers

2001 to 
2007

240 To ascertain student teachers’ 
expectations o f  a language methodology 
course and their expressed priority 
interests/needs.

Non-
Participant 
Observation in 
Schools

Student
Language
Teachers

2001 to 
2007

30 To observe student teachers teach in 
second level classroom s and their learners 
learn.

Research
Statements
(Pre-Training)

Student
Language
Teachers

2001 to 
2007

240 To form an overview o f student teachers’ 
expectations o f  DiE workshops before 
workshops begin.

Participant
Observation
(During
Training)

Student
Language
Teachers

2001 to 
2007

240 To record researcher observations and 
note participant reactions, opinions and 
attitudes expressed.

Questionnaire 
(Post Training)

Student
Language
Teachers

2001 to 
2007

240 To elicit student teachers’ responses to the 
workshops, and to ascertain opinions on 
suitability o f  DiE for language teaching 
and learning.

Interviews 
(Post Training)

Student
Language
Teachers

2001 to 
2007

30 To ascertain the extent to which student 
teachers are using DiE with their classes, 
with whom and for what purposes.

Questionnaire 
(DiE in 
Schools)

Language
Learners

2001 to 
2007

175 To establish 2"*̂  level language learners’ 
responses to the use o f DiE.

Questionnaire
(Language)

Practising
Language
Teachers

2005
and
2007

120 To elicit teachers’ perceived levels o f 
support and knowledge o f guidelines to 
implement DES recom m endations, and 
their opinions on level o f  support offered 
by LC and JC program m es to use target 
language independently.

Questionnaire
(Drama)

Practising
Language
Teachers

2006 150 To form an overview o f  teachers’ 
familiarity with DiE, frequency o f  use o f 
DiE with year groups, which techniques 
are deemed most useful, circum stances to 
discourage use, prior training in DiE.

Interviews Practising
Teachers

2007 10 To establish the extent to which they 
were using DiE in their language classes.

Table 7.1 A summary o f  research methods used

7.3.1 Aims of the project

This project aims to explore the use o f  DiE in the teaching and learning o f MFL in Irish second level 

schools. In particular the project explores the use o f  DiE to support and implement a communicative 

approach to the teaching and learning o f  modem  foreign languages in Irish second level schools.
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This project will examine:

• practising teachers’ perceptions o f the support and training they receive in the use o f active 

learning methodologies for the teaching and learning o f MFL;

• student teachers’ recollections o f learning modern foreign languages to investigate how they 

remembered and perceived them to be taught and learned in Irish Second Level schools;

• what student teachers considered important to know for the teaching and learning o f MFL at 

the beginning o f their teaching practice programme;

• the extent to which DiE is used by practising language teachers;

• student teachers’ pre-conceived ideas about DiE;

• student teachers’ opinions on the use o f DiE for the teaching and learning o f mfl;

• why student teachers used or did not use DiE in their classrooms;

• second level language learners’ opinions on the use o f DiE in the language class;

• language teachers’ attitudes to the use DiE some years after their initial training and the 

extent, if any, to which they use it.

7.3.2 Research sample profile

My research group included

• 300 student language teachers studying for a Post Graduate Diploma in Education (cohorts 

from 2001 to 2007);

• 148 practising language teachers from all over Ireland (surveyed between 2005 and 2007);

• 174 second level language learners (surveyed between 2001 and 2007).

Student language teachers all hold a primary degree at least in their chosen language or languages. 

They complete their graduate teaching diploma in one academic year and are then qualified to teach 

languages in Irish second level schools. They each have a professional placement in a second level 

school in the greater Dublin area where they teach under the guidance and supervision o f a 

professional placement supervisor from the university and o f a co-operating m ember o f staff in the 

school. The majority o f the student language teachers participating in the study were female in their 

early to mid-twenties with a minority in their late twenties. They had varying levels o f experience as 

teachers before entering the course, some had none and others had a year or more. They had no 

previous experience o f Drama in Education although a very small minority have been involved in 

amateur drama and theatre. They all completed their second level education in Ireland.

Practising teachers from all over Ireland also took part in the study. They taught in a variety o f second 

level contexts, in a variety o f settings and had varying levels o f experience. They were a mixture o f 

males and females.
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The participating student teachers distributed questionnaires to the ir learners about their perceptions 

o f  the use o f  DiE in the language class. They included a cross section  o f  m ale and fem ale language 

learners from  jun io r and senior cycles. H owever, because student teachers are generally  assigned the 

jun io r classes the m ajority o f  respondents were from the jun io r cycle and from  Transition year classes. 

The learners were all from second level schools in the greater D ublin  area and represented a cross- 

section o f  second level schools.

7.3.3 Project outline

The project aim s to explore the use o f  DiE to support and im plem ent a com m unicative approach to the 

teaching and learning o f  m odern foreign languages in Irish second level schools. It w as deem ed 

necessary to investigate the extent and level o f  aw areness o f  and attitudes tow ards active learning 

approaches am ong practising and student language teachers in Irish second level schools. A num ber 

o f  appropriate data collection tools w ere used to access this inform ation over a num ber o f  years in

order to arrive at a valid consensus o f  opinion on these issues. Each year student teachers attending

the m ethodology course in a Dublin university were invited to  participate in the project and to 

contribute the following inform ation:

• their experiences o f  being a language learner in second level school;

• their expectations o f  the language m ethodology course;

• to participate in and evaluate training w orkshops in the use o f  DiE as an active learning 

approach in a com m unicative language class;

• to use som e or all these o f  the DiE approaches in their classroom  teaching;

• to elicit from their pupils their responses to the use o f  a DiE approach in the language class;

• to facilitate the researcher’s observations o f  their practice in classroom s;

• to com plete an end o f  year evaluation o f  the DiE training program m e;

• to participate in sem i-structured interview s at the end o f  the year recounting their experiences 

o f  the use o f  DiE as an aid to achieving com m unicative com petence;

• to participate in follow-up telephone interviews at least tw o years after the initial train ing in

DiE had been com pleted in order to assess the extent o f  the use o f  DiE in their language

classroom s

Surveys o f  practicing language teachers w ere conducted in 2005, 2006, and 2007 to act as a baseline 

m easure o f  teachers’ attitudes towards the levels o f  support and guidelines offered in relation to the 

developm ent o f  their learners’ com m unicati\ e com petence through active learning m ethods.

A key feature o f  the project was the training provided to the student language teachers during their 

graduate education program m e. This consisted o f  introducing the student teachers to the follow ing 

te::hniques (see appendix 1);
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• line o f  life

• role on the wall

• teacher in role

• hot seating

• conscience alley

• dram a games

• dram a warm  ups

• m odeling/sculpting

• tableau/freeze-fram e

• thought tracking

• forum  theatre

• m antle o f  the expert

• role plays

• im provisations

• m im e to learn vocabulary

• reading and writing in role

A ll techniques were explored practically and student teachers were provided w ith supporting lesson 

plan m aterials and ideas. In total eight hours o f  training was provided w ith fo llow -up support and 

advice available from the researcher through out the academ ic year.

7.4.1 Research instruments

The purpose o f  research is to extend knowledge but there can be no research w ithou t a question. The 

question provides focus for the researcher and the approach em ployed is determ ined by the 

q u e s t i o n . I t  is not known exactly what is out there because we have im perfect know ledge. The 

research design needs to be m apped out, from deciding on the initial questions, to the m anner in 

w hich the research study will be executed and its conclusions com m unicated. Q ualitative researchers 

have a plan but recognise that it might change. The research plan is a general outline o f  the study; 

m ore detailed w hy-questions em erge through analysis o f  the m aterial. The researcher m ust be open to 

engaging with questions w hich may arise from  the theory and practice involved in the research 

process. Frequently, the prelim inary why-questions turn out to be insignificant or im possible to 

answ er. Data may point in several different directions, or questions that arise m ay change the path o f  

the research w ith regard to what comes to light. Thorough assessm ent often provides new insights, or 

suggests new questions or even different paths to follow.

Cohen, L. Manion, L, Morrison, K. Research M ethods in Education. (London: R outledge Falmer, 2001).
P. Alasuutari, Researching Culture: Qualitative M ethod and C ultural Studies. (London: Sage Publications, 

1995), 134.
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The design o f  this project will be em ergent. In a fixed design, the researcher approaches the research 

at the outset with a fixed set o f  criteria by which they will assess their data. Em ergent design allow s 

for ideas that em erge to be addressed. It allow s for flexibility. There is not a fixed design but 

m eanings which em erge during the research process are recorded by the researcher and subsequently  

included in the design. Em ergent design may appear risky in contrast to the tight structure offered by 

fixed design but fresh insights can be revealed in em ergent design  w hich m akes it a w orthw hile 

venture.''’*® The follow ing data collection tools were em ployed in this m ixed m ethods, em ergent 

design study.

7.4.2 Literature review

In preparation for the research study a review o f the national and international literature in the 

relevant areas o f  the research was undertaken. A literature review  is a report o f  w hat has been 

published on a topic by accredited scholars and researchers, a critique o f  the status o f  know ledge o f  a 

carefully defined topic.''**' The literary review explains the context and background o f  the study and 

enables the researcher to know w hat research has already been conducted  in their f i e l d . I t  takes a 

critical look at the existing research that is significant to the w ork being carried out by the researcher, 

enabling him /her to gain further insights into the topic and to give an overall view  o f  the theoretical 

base o f  the s t u d y . T h e  literature review can clarify the research question by identifying gaps or 

h ighlighting old issues in a new light and suggesting areas o f  further r e s e a r c h . T h i s  w ill, in turn, 

help refine the research design.

The researcher carried out a literature review in the areas o f  language acquisition, language learning 

theories, language teaching m ethodologies and approaches, learner autonom y, culture and language 

learning, social interactionism , constructivism , critical pedagogy, language teaching policies and 

D ram a in Education. In each area relevant researches were sum m arised, the contents evaluated and 

the relationships betw een different works defined with a view  to enabling the researcher identify 

them es and draw the findings together to gain further insight into her particular study. A variety  o f  

resources including prim ary and secondary m aterials were exam ined including subject syllabi, 

professional journals. D epartm ent o f  Education (DES) reports, conference proceedings, published 

dissertations and electronic resources. Reviews o f  the significant literature are presented in relevant 

chapters and sections, with cross-referencing as and when appropriate.

Cohen, L. Manion, L, Morrison, K. Research Methods in Education. (London: Routledge Falmer, 2001). 
J.H. McMillan, and S. Schumacher, Research in Education. 4"’ edition ( New York: Longman, 1997), 119. 
J. Bell, Doing Your Research Project: A Guide fo r  First-Time Researchers in Education and Social 

Science. (Milton Keynes: Open University Press, 1987), 36.
Cohen, L. Manion, L, Morrison, K. Research Methods in Education. (London: Routledge Falmer, 2001).
A. Loxley. Introduction to Educational Research Methods. ('Oxford: Oxford University Press, 2006).
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7.4.3 Questionnaires

Q uestionnaires allow  respondents tim e to consider their opinions in their ow n inform al environm ent, 

devoid o f  pressure, and can therefore potentially yield considered and m ore thorough answers. 

Loxley''*^^ suggests that the questionnaire is like an extension o f  the researcher, acting as a proxy. It is 

a w idely used and useful instrum ent for collecting survey inform ation, being able to be adm inistered 

w ithout the presence o f  the researcher. The system atic gathering o f  data through questionnaires is 

probably the m ost com m only used m ethod o f  i n q u i r y . I t  is easy to adm inister, and w ith careful 

construction the questions can elicit attitudes as well as factual inform ation.'"'^’ In style, the 

questionnaire is a quantitative m ethod o f  data collection, structured to collect standardised  data. The 

data yielded is com paratively straightforw ard to analyse either through the sim ple counting o f  boxes 

or through the content analysis o f  w ritten responses.''*^**

Sim ilar to other data collection m ethods, the quality o f  the data received and its subsequent 

interpretation depends on how well the questionnaire is constructed. W hen using questionnaires 

researchers m ust firstly ask them selves why they are using questionnaires and w hat they w ant to find 

out. Questions m ust be designed to elicit the inform ation necessary to answ er the research 

q u e s t i o n . B e c a u s e  they involve im personal interaction, questions m ust be phrased so that their 

intent is clear w ithout additional interpretation or explanation. C are m ust be taken to avoid am biguity, 

im precision and assum ption. W ords that mean one thing to the researcher m ay m ean som ething 

different to others, so it is im portant to consider w hat questions m ight m ean to d ifferent persons.''*™ 

R espondents m ust be able to understand the questions in the w ay that the researcher intends and 

answ er in the form  called for by the q u e s t i o n . B e l l  and Robson''*’  ̂ advise that care be taken 

over questions w hich ask for inform ation that the respondents m ay not know  or m ay not have readily 

to hand. I f  respondents have to search for inform ation, they m ay decide to abandon the entire 

questionnaire.

T ypes o f  question include open (where the expected response is a w ord, a phrase or an extended 

com m ent); a list (where a list o f  item s is offered, any o f  w hich m ay be selected); a category (the 

response is one only o f a given set o f  categories. For exam ple, i f  age categories are provided, the

1465 A . Loxley. Introduction to Educational R esearch M ethods. (Oxford: Oxford University Press, 2006).

A . N. Oppenheim. Q uestionnaire Design, Interview ing and A ttitude M easurem ent. London: Pinter, 1992. 

C . I.obson. R eal World Research. (London: B lackw ell Publishing, 2003).
J . bell D oing Your Research Project: A G uide fo r  First-Tim e R esearchers in E ducation and Social 

Science  (Milton Keynes: Open University Press, 1987).
C . Robson. R eal W orld Research. (London: B lackw ell Publishing, 2003).
J . Bell D oing Your Research Project: A G uide for First-Tim e R esearchers in E ducation and Social 

Scien ce  (Milton Keynes: Open University Press, 1987).
C . f obson. R eal W orld Research. (London: B lackw ell Publishing, 2003).
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respondent can only fit into one category); ranking (the respondent is required to place som ething in 

rank order. N um ber ‘ 1’ usually indicates the highest priority); quantity  (the response is a num ber 

g iving the am ount o f  som e c h a ra c te r is t ic ) .(Q u e s t io n n a ir e s  can be m ade up o f  open-ended or 

closed questions or a m ixture o f  both. The open ended questions w ill allow  respondents to express 

the ir view s and attitudes w hile fixed-alternative questions w ill curtail respondents to answ er from  the 

preset choices given. Robson''*’  ̂ recom m ends that both open-ended and closed questions should be 

included as the use o f  open-ended questions adds a qualitative flavour to this part o f  the research. It is 

o ften  considered that the ‘gem s’ o f  inform ation w ill be found in the open-ended responses.''*’* 

R espondents m ust be w illing to answ er the questions asked''*’’ , and thus the layout and presentation o f  

a questionnaire is im portant to secure a good response.''*’* The questionnaire m ust be attractive to 

look at, brief, easy to understand and reasonably quick to com plete. Instructions should be clear and 

easy to understand and m ay be written in capitals or italics to m ake them  m ore prom inent.''*’  ̂ All 

questionnaires should be drafted using clear understandable language but this is especially  im portant 

for questionnaires to be adm inistered to children, in addition to the use o f  a sim ple form at. "***° The 

questionnaire m ust be designed at their level o f  understanding w ith appropriate language and sentence 

structure so as to facilitate their reading and com prehension skills.''**^' It m ust look accessible, 

a ttractive and interesting w ith clarity o f  w ording and sim plicity o f  design being essential.

T he m anner in w hich the question is phrased can predeterm ine the answ er, thus leading questions and 

presum ing questions should always be avoided.''***^ Too m any open-ended questions can lead to 

deciphering long descriptions, whereas an over em phasis on closed questions, although providing 

answ ers, may om it the reasoning behind these. To acquire an in-depth result and accum ulate a variety 

o f  possib le new questions, a balance is prudent.''**'* The questions can be fine tuned after piloting. To 

be able to explore the efficacy o f  the questionnaires from  a num ber o f  d ifferent dim ensions, and to 

elim inate bias and ensure reliability, all questionnaires should be piloted. A ny suggested am endm ents 

should  be incorporated into the final instrument.

J. Bell Doing Your Research Project: A Guide fo r  First-Time Researchers in Education and Social 
Science. (Milton Keynes: Open University Press, 1987).

C. Robson. Real World Research. (London: Blackwell Publishing, 2003), 245-246.
Cohen, L. Manion, L, Morrison, K. Research Methods in Education. (London: Routledge Falmer, 2001). 
C. Robson. Real World Research. (London: Blackwell Publishing, 2003).
Cohen, L. Manion, L, Morrison, K. Research Methods in Education. (London: Routledge Falmer, 2001). 
J. Bell Doing Your Research Project: A Guide fo r  First-Time Researchers in Education and Social 

Science. (Milton Keynes: Open University Press, 1987) 62-63.
1480 ^  Robson. Real World Research. (London: Blackwell Publishing, 2003).
' ^ ^ '^ Ib id
'''**■ Cohen, L. Manion, L, Morrison, K. Research Methods in Education. (London: Routledge Falmer, 2001).

J. Bell Doing Your Research Project: A Guide fo r  First-Time Researchers in Education and Social 
Science. (Milton Keynes: Open University Press, 1987).

A. Loxley. Introduction to Educational Research Methods. (Oxford: Oxford University Press, 2006).
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Questionnaires enable relatively inexpensive mass coverage o f potential respondents and complete 

standardisation o f the instructions to which the participants are exposed. Unless the respondents are 

met face to face, an accompanying letter will be necessary to explain the purpose o f the questionnaire. 

The wording will also need attention, as a letter that is ‘too brusque or too ingratiating’ may have an 

adverse effect on responses.'"**^ There is always the danger that only a small proportion o f respondents 

will return the questionnaire. Bell advises giving a precise day and date for the return o f the 

questionnaires as otherwise it becomes too easy for respondents to put them to one side and forget 

about them.'"***̂

For the purposes of this study, two baseline questionnaires were distributed to a random selection o f 

language teachers in 50 second level schools through out the country. The purpose o f the first 

questionnaire was to examine teachers’ perceptions o f support and training for the use o f active 

learning methodologies in their classrooms (see form C in appendix 2). For validity purposes this 

questionnaire was administered in 2005 and again in 2007 to different schools. The second baseline 

questionnaire was used to explore whether Drama in Education is used by MFL teachers (see form D 

in appendix 2). This questionnaire was administered in 2006. A covering letter was included with 

each questionnaire explaining the nature o f the study and conveying gratitude in anticipation o f their 

co-operation (see appendix 2). Teachers were asked to have the questionnaire ready by a specific date. 

A teacher in each school was asked to distribute and gather the completed questionnaires before 

posting them to the researcher.

Another questionnaire was compiled to ascertain student teacher attitudes and opinions on what they 

considered important to know as a language teacher (see form B appendix 3). This questionnaire was 

distributed to each cohort o f student teachers at the beginning o f each academic year (2001-2007). 

The researcher distributed and collected the questionnaires personally. Having baseline information 

on student teacher attitudes and opinions on language teaching at the earliest possible stage 

additionally served as a needs-analysis exercise, enabling the researcher to decide on the design o f the 

language methodology course but also giving insights into what student teachers perceived to be 

important to them as language teachers at the beginning o f their teaching career. A second 

questionnaire was distributed to student teachers at the beginning o f the academic year to examine 

their recollections of learning modem languages (see Form A in appendix 3). This questionnaire 

served to allow the researcher to form an overview o f how student teachers remember and perceive 

MFL as being taught and learned in Irish second level schools. This questionnaire was distributed to 

each cohort of student teachers (2001-2007).

Bell. D oing Your Research Project: A G uide fo r  First-Tim e R esearchers in Education and Social 
Science. (M ilton Keynes: Open University Press, 1987), 66.
' ^ ^ ^ [ h i d
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Before participating in the DiE workshop process student teachers were asked to complete a short 

written exercise outlining their personal reactions to participating in a drama workshop (see pre

workshop questionnaire in appendix 3). One provided statement started with ‘I am looking forward 

to . . . ’. The other started with T am apprehensive ab o u t...’. Participants could choose to complete one 

or both statements. A random selection o f responses were shared with the group, and served both to 

relax those who were apprehensive -  recognising that other people felt the same way was a source o f 

consolation. The statements that expressed what participants were looking forward to helped to keep 

the atmosphere positive. On a research level the completion o f these statements sought to reveal 

participants’ pre-conceived notions about what DiE entails.

After the workshop process participants were asked to complete a questionnaire to give their reactions 

to DiE as a tool for teaching second languages (see post-workshop questionnaire in appendix 3). 

These questionnaires were triangulated through researcher notes made as a participant observer during 

the workshops and also through interviews with a sample of self-selecting student teachers who had 

participated in the workshops.

A final set o f questionnaires was issued to second level language learners who had participated in DiE 

activities with their class teacher (see form F in appendix 4). The class teachers were student teachers 

on professional placement who were attending the researchers’ language methodology workshops in 

the university. The questionnaires were distributed and collected by the class teacher. The aim was to 

explore learners’ opinions on the use o f DiEi in the language class.

7.4.4 Interviews

The interview, involving questioning or discussing issues with people, is a flexible and adaptable way 

o f finding i n f o r m a t i o n . F a c e  to face interviews offer the possibility o f modifying one’s line o f 

enquiry, following up interesting responses and investigating underlying motives in a way that 

questionnaires cannot.''**** They can be a very useful technique for collecting data, which would likely 

not be accessible using techniques such as observation or questionnaires'”**’ Questionnaire responses 

must be taken at face value, but interview responses can be developed and clarified. A skilful 

interviewer can follow up ideas, probe responses and investigate motives and feelings, which the 

questionnaire can never do.'"*^ They can be combined successfully with questionnaires to ‘put the 

flesh on the bones o f questionnaire responses’.''*’ '

C. Robson. Real W orld Research. (London: B lackw ell Publishing, 2003), 229-30.
Ibid.

''***’ A. Loxley. Introduction to Educational R esearch  M ethods. ('Oxford: Oxford U niversity Press, 2006).
J. Bell. D oing Your Research Project: A G uide fo r  First-Tim e R esearchers in Education an d  Social 

Science. (Milton Keynes: Open Universitv Press, 1987).
Ibid.: 13.
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T he purpose o f  interview ing is to allow us to enter into the o ther p e rso n ’s perspective.''*^" The 

interview  can be a key research m ethod in subtly revealing the in terv iew ee’s particu lar perspective or 

‘angle o f  repose’ on a particular s i t u a t i o n . T o  find out about an ind iv idual’s personal and 

subjective experiences, perceptions and em otions, interview ing m ay well be the best approach. 

Q uestionnaires tend to explore patterns o f  responses rather than individual responses and thus 

interview s allow for greater d e p t h . T h e  dialogical nature o f  the m ethod w ill allow  the researcher to 

seek clarification, ask probing questions, or com pare experiences and thoughts, to help gain new  

insights and develop m ore sophisticated interpretations.''” * D uring in terview s notes can be m ade on 

non-verbal behaviour and on questions where there is frequent pausing or changing o f  m ind. These 

w ould not becom e evident in questionnaires''*'^’

Robson''*^** acknow ledges, however, that interviewing is tim e-consum ing for both interview er and 

interview ee and there can be a lengthy process o f  w riting up interview  transcrip ts afterw ards. The 

spoken and w ritten word has always a degree o f  am biguity, no m atter how  carefully  we report or code 

the answ ers.''*’'’ The quality and quantity o f  the data may be influenced by the researcher’s 

interview ing skills.'^*  Data analysis may be more difficult than with o ther m ethods.'^”' A lthough 

com plete objectivity is the aim , interviews are prone to subjectivity and bias.'^”" Som e o f  the factors 

that contribute to biasing data from an interview include the eagerness o f  the interview ee to please the 

interview er, a tendency o f  the interview er to seek answ ers that support h is/her pre-conceived notions, 

o r a vague antagonism  that som etim es arises in an interview  situation.'^®  This bias has to be 

recognised and controlled by the interview er in order not to ‘lead’ the interview.'^®'* D espite being the 

one w ho asks the questions it can be argued that the interview er plays a part in contributing  to the data 

that is gathered in the i n t e r v i e w . H o w e v e r ,  Loxley'^”* suggests that data that is gathered in the

''*̂  ̂M.Q. Patton. Qualitative Evaluation and Research Methods. (London; Sage. 1990), 278
Philip Taylor, Ed. (1996) Researching Drama and Arts Education: Paradigms and Possibilities. (Institute 

o f Drama Education Research: Palmer Press 1996), 45.
''*’'* A. Loxley. Introduction to Educational Research Methods. (Oxford: Oxford University Press, 2006).

' ^^^ Ib id
Ibid

''*’* C. Robson. Real World Research: A Resource fo r  Social Scientists and Practitioner-Researchers. (Oxford: 
Blackwell, 1993), 229.

A. Oakley. ‘Interviewing Women: A Contradiction in Terms’ in Doing Feminist Research. Ed. H. Roberts, 
(London: Routledge, 1981).

C. Robson. Real World Research: A Resource fo r  Social Scientists and Practitioner-Researchers. Oxford: 
Blackwell, 1993), 230-231.

Cohen, L. Manion, L, Morrison, K. Research Methods in Education. (London: Routledge Palmer, 2001), 
282.

J. Bell. Doing Your Research Project: A Guide fo r  First-Time Researchers in Education and Social 
Science. (Milton Keynes: Open University Press, 1987), 73

J. Bell, Doing Your Research Project: A Guide fo r  First-Time Researchers in Education and Social 
Science. ( Milton Keynes: Open University Press, 1987), 70.

A. Loxley. Introduction to Educational Research Methods. f'Oxford: Oxford University Press, 2006).
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interview is arrived at through m eanings, which are jo in tly  constructed, by the in terview er and the 

interviewee. In addition, physical signs such as body language can often influence the inform ation 

provided in the face-to-face i n t e r v i e w . T h e  interview  is a rather com plex data collection tool that 

must not be assum ed to be value free.

Regardless o f  paradigm  or perspective, interview s are no different to any other research m ethod in 

that they do not, and cannot, provide a definite reality.'^®*^ In addition Loxley'^®^ cautions that the data 

yielded by interview s is about what interview ees say they do, did, think, believe, and so on and it is 

not necessarily w hat they actually and really do, did, think or believe. Thus, interview  data consists o f  

‘ n terpretations or re-interpretations, or even presentations or constructions’.'^ '” This, o f  course is not 

a i issue if  ‘it is the personal, subjective and idiosyncratic that is the f o c u s . T h e  researcher will 

need to establish the trust o f  the interview ees w hich is an essential prerequisite to the collection o f 

‘Tuthful’ accounts.'^ '"

Robson'^'^ categorises interviews according to the degree o f structure given on a scale o f  form ality 

rm ging from the structured interview to sem i-structured to the unstructured. In the p lanning stages o f  

tie  interview , the researcher will choose a particular structure for the interview  deciding on a 

sTuctured, sem i-structured or unstructured approach. The choice usually indicates the degree o f  

control the interview er w ishes to have over the process. The structured interview  w ill have a fixed 

p an  w here the content and order o f  the questions is pre-determ ined, all in terview ees are asked the 

sim e series o f  questions and there is a lim ited set o f  response categories. N oth ing  is left to chance 

with structured interviews and they are usually the choice w hen specific inform ation in a particular 

firm  is required.'^'"' This m ethod is convenient for analysing data. A sem i-structured  interview  allow s 

fir m ore flexibility depending on how  the interview er perceives the interview  is progressing. S im ilar 

qiestions are asked o f  each participant but there may be a variety in the order, and predeterm ined 

q iestions may be altered or om itted as the occasion dem ands. A sem i-structured form at is som etim es 

closen to allow for scope for diversion, for the interview ee to express h is/her view s but Loxley'^'^ 

ciutions that the interview er m ust bear in m ind that the interview ee m ay not feel it appropriate to

Schwandt, 1997, cited in A. Loxley. Introduction to E ducational R esearch M ethods. fOxford: Oxford 
U iiversity Press, 2006).

A, Oakley. ‘Interviewing Women: A Contradiction in Terms’ in D oing  Fem inist Research. Ed. H. Roberts 
flondon: Routledge, 1981).

A. Loxley. Introduction to Educational Research M ethods. (Oxford: Oxford University Press, 2006).
Ibid.: 6.

' ^ ° I b i d
Ib id :  18.

' ^ ^ I b i d :  1 2 .

C. Robson. R eal W orld Research: A R esource fo r  Social Scientists and P ractitioner-R esearchers. Oxford: 
B ackw ell, 1993), 230-231.

A. Loxley. Introduction to Educational Research M ethods. (Oxford: Oxford University Press, 2006).
' ^ ^ I b i d
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deviate. The unstructured interview , as its nam e suggests, has objectives but does not have a plan o f  

questions. Inform ation is elicited in a more inform al way. U nstructured in terview ing can provide a 

greater breadth o f  data than w ith other m ethods, given its qualitative nature. The problem  w ith this 

method is that the interview ees can be in control, increasing the burden o f  w ork for the researcher 

v h en  analysing the data.'^ '^ The structure chosen w ill depend on m any variables including the 

objectives o f  the interview , the interview ee, the type o f  inform ation required  and tim e constraints.'^ '^ 

Sem i-structured and unstructured interviews are m ost w idely used in flexible, qualitative designs.'^ '*

The onus is on the researcher to ensure that interview ing and being interview ed for a research project 

is a positive e x p e r i e n c e . I n  this s t u d y B e l l ’s protocols o f  in terview ing w ere adhered to, in order 

to prom ote a positive experience and ‘so as not to queer the pitch for o ther researchers’ '^^' by 

dsillusion ing  respondents with the w hole notion o f  research participation. B assey ’s'^^“ advice to 

researchers w as sim ilarly adhered to and the data was collected from  people in w ays that respected 

tle ir  initial ow nership o f  that data as well as their dignity and privacy. Thus, the purpose o f  the 

research and the use o f  the data was explained in advance. P artic ipants’ perm ission to audio record the 

irterview  was sought, and a time limit for the interview  was agreed upon and m aintained. In planning 

tc use interviews, I was cognisant o f  the fact that pow er issues are at play. I am or have been the 

irterv iew ees’ lecturer and am a more experienced teacher. To lim it the effect o f  pow er d ifferences I 

used the reciprocity strategy, supplying inform ation about m yself to the i n t e r v i e w e e s . T i m e  was 

spent at the outset putting the interview ees at ease, and 1 indicated that there are no right or w rong 

answers. To support interview ees and to ensure that language did not becom e a barrier, parallel w ays 

o:'asking the sam e question were a d o p t e d . I  was em pathetic to the in terview ees and confidentiality  

was respected.

As dem onstrated in table 7.1, this was designed as a longitudinal study w hich included m onitoring 

stiden t language teachers’ experiences o f  and attitudes to traditional and innovative teaching and 

leim ing m ethods in language classes and thus assessed data from  each cohort o f  student language 

teichers attending an Irish university from  2001-2007. Interview s w ere conducted w ith student 

teichers to exam ine why they used and did not use DiE in their classroom s. These interview s took

A. Loxley. Introduction to Educational Research M ethods. (Oxford; Oxford U niversity Press, 2006).
E. Kane. D oing yo u r own Research  (Dublin: Marion Boyans Publications, 1993).
C. Robson. R eal W orld Research: A Resource fo r  Social Scientists and Practitioner-R esearchers. Oxford: 

B ackw ell, 1993), 230-231.
A. Loxley. Introduction to Educational R esearch M ethods. (Oxford: Oxford University Press, 2006).
J. B ell, D oing Your Research Project: A G uide fo r  F irst-T im e R esearchers in Education and Socia l 

Sdence. ( Milton Keynes: Open University Press, 1987), 101.
I Ib id

M. Bassey, M (1999) Case study research in educational settings. (Buckingham :OUP, 1999), 74.
A. Loxley. Introduction to Educational Research M ethods. (Oxford: Oxford U niversity Press, 2006).

^^■Uhid.
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place after the dram a training process had concluded at the end o f  each academ ic year. They w ere 

devised using a seini-structured design and included open and closed questioning. The progress o f  the 

interview  w as carefully m onitored and adjustm ents or adaptations to the questions w ere m ade 

according to the nature o f  the responses o f  the participant.'^"* A fter the researcher explained the 

purpose o f  the interview s to the w hole group, random ly self-selecting  volunteers from  the student 

group were scheduled for interview .

Follow -up interview s (see appendix 6) took place with a cross section o f  form er student teachers at 

least tw o years after their participation in the dram a based w ork-shopping process. The purpose was 

to investigate their attitudes to DiE in the second language classroom  and to assess the extent to w hich 

they w ere still applying this m ethodology.

The interview  form at was sem i-structured. Cognisance was taken o f  bias, subjectivity  and pow er 

issues, and interview s were audio-recorded for accuracy and back-up referral during analysis. The 

researcher conducted the transcriptions and analysis o f  the data shortly after the interview s. A nalysis 

o f  data was ongoing; involving the stages o f  transcription, coding, categorising, reinterpreting and 

m aking sense o f  notes while including a justification  for interpretations.'^"’

7.4.5 Observational methods

O bservation as the nam e suggests is the gathering o f  visual data in situ.'^"** O bserved incidents are less 

predictable, there is a sense o f  anticipation and w onder and a freshness to this form  o f  data collection 

that is often denied in other f o r m s . T h e r e  are two form s o f  observation; participant observation and 

non-participant observation. In participant observation the researcher, as a m em ber o f  the group, 

observes the behaviour, actions and reactions o f  the g r o u p . I n  non-participant observation the 

researcher is not a m em ber o f  the group and it could be likened to ‘professional eavesdropping’.'^^'

The m ain advantage o f  observation is its directness. It studies behaviour and events as they unfold 

enabling the researcher to m ake appropriate notes about the relevant f e a t u r e s . I t  provides the 

opportunity  to docum ent activities, behaviour and physical aspects w ithout having to depend upon

A. Loxley. Introduction to E ducational Research M ethods. (Oxford: Oxford University Press, 2006).
J.W. Creswell. Research Design: Qualitative, Quantitative, and M ixed M ethods A pproaches. (London: Sage 

Publications, 2003), 196.
L. Cohen, L. Manion, K. Morrison. Research M ethods in Education. ( London: Routledge Falmer, 2001), 

305.
Ibid.: 305.
C. Robson. R eal W orld Research: A R esource fo r  Social Scientists and Practitioner-R esearchers. (Oxford: 

Blackwell,] 993), 230-231.
Ibid.
L. Cohen, L. Manion, K.. Morrison. Research M ethods in Education. ( London: Routledge Falmer, 2001), 

188.
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people’s willingness and ability to respond to questions. This directness compliments other methods 

that do not always give a true picture o f people’s behaviour and activities. However, the researcher 

has to question the extent to which an observer affects the situation under observation. Robson'^^^ 

advises that this can be overcome through covert observation, by making sure the observed are 

unaware o f being observed, yet warns o f the related ethical problems. It is essential that neither the 

observation nor the resulting report harms the people observed. Ethical problems are likewise 

encountered when it comes to using the acquired data. All perceptual processes involving the taking 

in o f information by observation are subject to bias. To address this the researcher adhered to 

W oolcot’s'̂ '̂* advice to report on what she actually saw and heard and only on what she inferred when 

care was taken to qualify these observations. A heightened sensitivity to the problem o f subjectivity 

and the need for justification o f one's claims can lead to objectivity.

Recording is essential if  observation is to be credible. Gathering information through observation may 

be done formally or informally. Informal gathering allows freedom in what information is gathered 

and how it is recorded. This includes note taking and diary keeping. Researchers select and create 

categories based on what is occurring at the time o f observation. The researcher is open to emergent 

ideas as an unstructured observation will be hypothesis-generating rather than hypothesis-testing.'^^^ 

The use of structured observation knows what it is looking for and observation categories are worked 

out in advance. Hypotheses are decided and observational data is used to confirm or refute these 

h y p o t h e s e s . A l t h o u g h  the formal approach may be more reliable it does not provide the 

completeness that an informal approach allow s.'” ** To counteract this Robson'^^^ encourages 

researchers to use a more ‘pick and m ix’ approach and use elements o f both types o f  observation. 

During this research study this is the approach this researcher took. During the participant and non

participant observations certain observation categories were decided in advance but the researcher 

was also open to emergent ideas. Observations thus incorporated a continuum o f hypothesis testing 

and hypothesis generation.

As noted, this research study used both forms o f observation (see appendix 5). Kane'^"'® holds that 

participant observation is a technique to use when one wishes to learn from people’s actions what they 

do, as opposed to what they say they do. As a participant observer the researcher, as part o f the group.

C.Rob?,on. R eal W orld Research. 2"''Edition. (Oxford: B lackw ell Publishing, 2002), 191.
H.F. W olcott. Writing up Q ualitative Research. (Newbury Park, California: Sage, 2001), 32.
C. R o b so n . R eal W orld Research. 2"** Edition. (Oxford: B lackw ell Publishing, 2002), 191.
L. Cohen, L. Manion, & K. Morrison, (2001) R esearch M ethods in Education. London: Routledge Palmer, 

2001), 305.
'^^'’ Ibid.
'^^^Ibid.

R o b so n . R eal W orld Research. 2"'' Edition. ( Oxford: B lackw ell Publishing, 2002), 191.
E. Kane. D oing  you r own Research  (Dublin: Marion Boyans Publications, 1993), 53.
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was able to get an ‘insiders’ perspective on how well student teachers were engaged in the drama. 

The researcher facilitated the drama workshops and observations made were recorded where possible 

during the sessions and mostly after the workshops. Being aware that one runs the risk o f bias and 

subjectivity when making sense of the data observed,'^'” the researcher ensured that observations 

made were triangulated through post-workshop interviews with random self-selecting volunteers.

As non-participant observer the researcher sat at the back o f the classroom away from the learners 

unobtrusively recording her observations o f classroom teaching and learning. The learners are familiar 

with the researcher’s presence in the classroom which meant that as non-participant observer she 

could be unobtrusive. The researcher recorded observations on the impact o f the use o f DiE and both 

the learners’ and the student teachers’ reactions to the use o f DiE. Observations made were 

triangulated through post-observation discussions with the student teachers to check my 

interpretations against those o f participants'^"*"

7.4.6 Research diary

Kane advises the researcher to record and organise information properly as salient information may 

otherwise go u n r e c o r d e d . R o b s o n ' ^ ' ^  recommends that the researcher, from the first day o f 

planning, keeps a full and complete record o f all the various activities in connection with the project 

in the form o f a research journal. This good practice will save time when writing up the project.

This researcher kept a research journal to document opinions and personal reflections on research 

proceedings. In this way it served as a means o f externalising t h o u g h t . T h e  journal was used to 

record objectives, hypotheses, observations, notable dialogue and critical incidents. It was used to 

look for themes and recurring issues, which emerged throughout the research process. The researcher 

included introspective entries to help facilitate and express her reflections on the research process, 

findings and interpretations. The journal helped to organise the research but also to offer a means o f 

triangulation and a way to counteract any bias.

7.5 Triangulation

The researcher will wish to verify and strengthen the validity of the research results to ensure that 

reliable inferences are drawn, and this may be achieved through triangulation. Creswell cites

C. R ob son . Real World Research. 2"“* Edition. ( Oxford: Blackwell Publishing, 2002), 314.
J.W. Creswell, Research Design: Qualitative, Quantitative, and Mixed Methods Approaches. (London: Sage 

Publications, 2003), 196.
E. Kane. Doing your own Research (Dublin: Marion Boyans Publications, 1993), 121.
C. R obson . Real World Research. 2"“̂ Edition. ( Oxford: Blackwell Publishing, 2002), 314.

'^^^Ihid.
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triangulation as the principal strategy for ensuring strength o f  e v id e n c e .T r ia n g u la t io n  involves the 

use o f  two or m ore m ethods o f  data collection and exam ining data through different strategies in an 

attem pt to corroborate findings.'^"*’ Each m ethod yields inform ation that only it can obtain, but it also 

reinforces the other methods.'^'*** In addition, triangulation helps to lim it the bias o f  one m ethod by the 

use o f  others'^"’̂  A variety o f  proofs increases the evidence, strengthens the argum ent, counteracts bias 

and guards against flaws. Triangulation is particularly useful in research  o f  hum an behaviour and 

qualitative research as a m eans o f  dem onstrating concurrent validity'^^®

A pplying a diversity o f  m ethods provides a richer and more com plete com prehension o f  the subject 

m atter. Triangulation is expected to support a finding by show ing that independent m easures agree 

w ith it, or at least don ’t contradict it.'^^' Patton'^^^ warns that there is no m agic in triangulation. He 

cautions the researcher against expecting the findings generated by d ifferent m ethods to autom atically  

com e together to produce some a nicely integrated whole. N onetheless, triangulation is a vital tool for 

the researcher. Firstly, it reduces the certainty o f  finding the ‘right answ er’ w hich m ight be the case if  

only one m ethod were used. Secondly, triangulation can enhance in terpretability , for exam ple, if  

statistical analysis is supported by a qualitative narrative account.'^”

In this research, as dem onstrated in table 7.2, a variety o f  sources o f  data collection w ere em ployed in 

order to give greater credibility to the study by verifying and strengthening the validity  o f  the research 

results. D ata was triangulated through use o f  quantitative and qualitative m ethodologies. Statistical 

analysis w as supported by qualitative accounts. Q uestionnaires w ere adm inistered to student teachers, 

learners and practising teachers. Student teachers and practising teachers w ere interview ed. 

O bservations and thick descriptions were noted in a reflective journal. There w ere several different 

participatory groups; the researcher’s findings (field notes and observations); the student teachers’ 

responses (questionnaires, interviews and observations); form er studen ts’ responses (interview s); 

p ractising  teachers’ responses (questionnaires); language learners’ responses (questionnaires). The 

responses o f  the different participatory groups helped to elim inate bias. The variety  o f  view points 

created a m ore com plete and objective picture o f  the use o f  DiE in the language classroom .

J.W. Creswell. Research Design: Qualitative, Quantitative, and Mixed Methods Approaches. (London: Sage 
Publications, 2003), 196.

L. Cohen, L. Mannion, K. and Morrison. Research Methods in Education. 5* edition. (London: Routledge 
Falmer, 2000), 112.
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Falmer, 2000).
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H opkins (1 9 9 3 :1 4 5 '”'''’'̂ ) offers a b rie f  sum m ary o f  the various techniques used in educational research 

in the table below .

Technique Advantage(s) Disadvantage(s)

Field notes sim ple; ongoing; personal; subjective; needs practice

A udiotape record ing versatile; accurate; provide 

am ple data

transcrip tion  difficult; tim e 

consum ing; often  inhibiting

Pupil diaries provides p u p ils ’ perspective subjective

Interview s and discussions can be teacher-pup il, observer- 

pupil, pupil-pupil

tim e-consum ing

V ideotape recorder visual and com prehensive aw kw ard  ; expensive; can be 

d istracting

Q uestionnaires h ighly  specific; easy to 

adm inister; com parative

tim e-consum ing  to analyze; 

prob lem  o f ‘rig h t’answ ers

Sociom etry easy to adm inister; p rovides 

guide to action

can threaten  iso lated  pupils

D ocum entary  evidence illum inative d ifficu lt to obtain; tim e 

consum ing

S lide/tape,v ideo  stills 

Photography

illum inative; prom otes 

d iscussion

difficu lt to ob ta in ;expensive

C ase Study accurate; represen tative; U ses 

range o f  techniques

tim e-consum ing

T able 7.2 T axonom y o f  classroom  research  techniques

7.6 Validity

T he validity  o f  a research  project refers to the reliab ility  and cred ib ility  o f  the find ings upon w hich a 

research  claim  is m ade. Bell'^^'^ sta tes that ‘reliab ility  is the ex ten t to w hich a test o r p rocedure 

produces sim ilar results under constan t conditions on all o c c a s i o n s . C o h e n  et al. hold  that 

reliability  is a synonym  for consistency  and rep licab ility  over tim e, over instrum ents and over groups 

o f  resp o n d en ts .'”’̂  ̂ Every classroom , every  teacher, every  set o f  learners is d iffe ren t and so it is

D. Hopkins. A Teacher's G uide to C lassroom  Research  (2"“' Edition). (Buckingham : O pen University Press, 
1993), 145.

J. Bell. D oing Your Research Project: A G uide fo r  F irst-Tim e Researchers in Education an d  Social 
Science. ( Milton Keynes: Open University Press, 1987), 103.

L. Cohen, L. M anion and K. M orrison. Research M ethods in Education. (London: Routledge Palmer, 
2 0 0 1 ).
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im possib le  to ensure constant conditions. H ow ever, to address this, D enscom be’s'̂ *̂* advice to include 

su ffic ien t detail was adhered to in order to show that although every  case is different, this study offers 

an insigh t, an exam ple o f ‘a broader class o f  th ings’

The researcher took great care to ensure the reliability o f  this study. R esearchers m ust be aw are o f  

th e ir  biases as their assessm ent o f  data is likely to reflect their in terests and the use they w ant to m ake 

o f  it. The researcher may becom e aware o f  her perceptual biases through reflexive critique w hich 

involves exam ining one’s v a l u e s . F i r s t l y ,  I will clarify my bias. I am  an advocate for the use o f  

active , collaborative learning that encourages the developm ent o f  learner autonom y. I am  also an 

advocate  for the use o f  DiE as a m eans o f helping learners develop their com m unicative com petence. 

M y bias com es from observations m ade during alm ost tw enty years o f  classroom  teaching and 

th irteen  years w orking with student teachers. I am also biased because I w ant this research to succeed 

and to be o f  use in im proving the teaching and learning o f languages. There is a danger that I may 

o ver-u rge  the process. H ow ever, from the outset 1 believed in the value o f  a negative result. As 

a lready  stated 1 used a m ixture o f  qualitative and quantitative research to prom ote reliability. There 

w as a triangulation o f  data sources and m ethodologies. I used several participatory  groups to elim inate 

b ias. I w as aware that in qualitative research the lens through w hich the data is presented can be 

obscu red  by subjectivity with a tendency to underplay and possibly d isregard data that does not fit.'^*'

I s trove  to present a broad and accurate picture.

7.7 E thical considerations

A healthy  balance m ust be m aintained betw een ‘the dem ands p laced on the researcher to pursue the 

tru th , and the inherent rights o f  the participant’.'^*' In any research  enquiry, the researcher m ust be 

c lea r about the agreem ent he/she enters into w ith the participants. The quality  and quantity  o f  the data 

co llec ted  is indeed im portant but the way in which it is obtained is equally im portant. It is vital to 

p rov ide  clear inform ation regarding the research you are doing and w hy you are doing it.'^^^ All 

research  should be based on inform ed consent. Everyone w ho participates in a research study is 

en titled  to confidentiality. The researcher m ust ensure that children involved are provided w ith a safe 

env ironm ent in which to contribute their points o f  view. R esearchers should be aware o f  their 

responsib ility  to and their relationship w ith participants.

M . D enscom be, The G ood Research Guide fo r  Sm all-scale Social R esearch  P rojects. fBuckingham: Open 
U niversity Press, 1998), 36.
'^^‘>Ilbid

L . Cohen, L. Manion and K. Morrison. Research M ethods in Education. (London: Routledge Falmer,
2001 ), 228.

M  D enscom be, M. The G ood Research G uide fo r  Sm all-scale Socia l R esearch P rojects. (Buckingham: 
Open University Press, 1998), 222.

L . Cohen, L. Manion and K. Morrison. Research M ethods fin  Education. (London: Routledge Falmer,
2001 ).

A . Loxley. Introduction to E ducational Research M ethods. (Oxford: Oxford U niversity Press, 2006).
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In order to maintain the integrity o f this research, ethical practices were used to set up and conduct the 

project. Before information was requested from a participant they were informed about the purpose of 

the research and assured that disclosure o f data would not refer directly to them. Consent was sought. 

Volunteers and those invited for interview were assured o f confidentiality and advised that they could 

reject the use of tape recorders. A guarantee was given to the teachers participating in the 

questionnaire that neither they nor their school would be identified in the findings.

7.8 The pilot study

A pilot phase was undertaken to enable the researcher to test for clarity, to ensure comprehension and 

to allow for inclusion o f personal f e e d b a c k . T h e  pilot phase helped to test if  questions in the 

questionnaires made sense and if the response ranks were c l e a r . D e v i s i n g  a questionnaire, piloting 

it, refining it and redrafting it in its final issue is a time consuming task .’̂ ^ However, the pre-work o f 

sorting, categorising and sequencing questions speeded up the processing o f the data.’̂ ’̂ The 

questionnaires were piloted with groups similar to the ones that formed the population o f the 

project'̂ ***

Questionnaires to be issued to practising teachers were piloted with five teacher colleagues. A number 

o f changes were made following their feedback. Some questions were omitted, others were added; 

response ranks were altered, as was the order o f the questions. Finally the questionnaires were drafted 

and are referred to as form C, and form D in the study (see appendix 2).

Another questionnaire was compiled to ascertain student teacher attitudes and opinions on what they 

considered important to know about as a language teacher (see form B appendix 3). This was piloted 

with 10 student language teachers from another university. The researcher distributed the draft 

questionnaire to the student teachers and encouraged questions and comments on any areas of 

misunderstanding. The response was quite favourable and in light o f the comments some minor 

revisions were made. The questionnaire was redrafted and hereafter is referred to as form B (see form 

B appendix 3). A second questionnaire distributed to student teachers at the beginning o f the 

academic year dealt with what student teachers remembered about learning languages when they were 

in secondary school. It was piloted with student teachers from another university and amendments 

made following feedback (see form A in appendix 3).

A . Loxlcy. Introduction to E ducational Research M ethods. (Oxford: Oxford U niversity Press, 2006). 
Ib id
L. Cohen, L. Manion and K. Morrison. Research M ethods in Education. (London: Routledge Falmer, 

20 0 1 ).

Ib id
J. B ell, D oing Your Research Project: A Guide fo r  First-Time R esearchers in E ducation an d  Social 

Science. ( Milton Keynes: Open Universit>- Press, 1987), 128.
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Before participating in the DiE w orkshop process student teachers w ere asiced to com plete short 

statem ents identifying their personal reaction to participating in a d ram a w orkshop (see pre-w orkshop 

questionnaire in appendix 3). This approach was piloted with a group o f  student teachers from  another 

university who were participating in DiE workshops for language teachers led by the researcher. The 

pilot exercise showed it to be an effective research instrument.

A fter the workshop process participants were asked to com plete a questionnaire to give their reactions 

to DiE as a tool for teaching second languages (see post-w orkshop questionnaire in appendix 3). This 

questionnaire was piloted with a group o f  student language teachers from  another university  after their 

participation in a DiE workshop. Following their advice that participants do not w ant to spend tim e 

expressing their reflections after a workshop the questionnaire w as changed to include m ainly ranking 

questions with just 2 open questions at the end (see post-w orkshop questionnaire in appendix 3).

A questionnaire was issued to second level language learners after they had participated in DiE 

activities with their class teachers (see form F in appendix 4). This w as piloted through discussion 

with class teachers and a selection o f learners from jun io r and sen ior cycles. A m endm ents suggested 

were included in the final draft.

A series o f  workshops for student language teachers to dem onstrate how  DiE can be used in the 

second level language class was designed and then piloted w ith student language teachers from  

another university. Feedback given enabled the material to be developed to the m eet the needs and 

interests o f  student language teachers. The post workshop interview  w as also piloted w ith volunteers 

from  this group. Follow ing advice given, m inor revisions w ere m ade.

7.9 Concluding comments

Em erging theoretical claim s from the research should be applicable to m ost second languages. 

T eachers may be able to transfer the research findings to their ow n specific teaching and learning 

contexts. It is hoped that em erging critical theory may help in the researcher’s ow n practice as well as 

in the professional developm ent o f  teachers at both pre- and in-service levels.

As this study was conducted over a num ber o f  years in order to increase the validity  and reliability  o f  

its findings, the ensuing data will be presented sum m atively in the fo llow ing chapter, and for ease o f  

reading and access the results will be discussed and analysed together.
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Chapter Eight 

Presentation, analysis and discussion of results

8.1 Introduction

This chapter w ill present the analysis results o f  the quantitative and qualitative data collection. The 

follow ing sources were accessed to provide data:

• Student language teachers

• N on-participant and participant researcher observation

• Second-level language learners

• Practising, qualified language teachers

This was a longitudinal study and data were collected over a period o f  six years, therefore the data 

will be presented in sum m ative form  identifying them es, trends, patterns and issues collectively. 

H owever, reference will also be m ade to individual cohorts as deem ed relevant. The chapter will 

begin with a baseline assessm ent gathered from student language teachers participating in a Language 

M ethodology course as part o f  their Post G raduate D iplom a in E ducation (form erly know n as the 

H igher D iplom a in Education) and will then offer their responses to the dram a interventions. The next 

section will present and exam ine the data from their language learners in second level schools, and the 

final section will provide data from a survey o f  practising, qualified teachers.

8.2.1 Student language teachers’ experiences of being language learners at second level

Tw o sets o f  data were selected as representative o f  the full data set from  this questionnaire: tw o year- 

groups from the early days o f  the study 2001-2002 and 2002-2003; and tw o year-groups from  the later 

days o f  the study 2005-2006 and 2006-2007. These were selected w ith a view  to offering com parative 

data on w hether students’ experiences have either qualitatively or quantitatively  changed over the 

duration. The objective o f  the questionnaire was to use student teachers’ m em ories o f  their 

experiences o f  learning M odern Foreign Languages (M FL) at second-level school to form  an 

overview  o f the approach that teachers used to facilitate the teaching and learning o f  languages during 

the student teachers’ second-level school days. C ohort 1 (2001-2002; 2002-2003) com prised 80 

student language teachers and cohort 2 (2005-2006; 2006-2007) sim ilarly com prised 80 students.

As outlined in C hapter 3 and Chapter 4 an approach to language teaching and learning that seeks to 

develop learners’ independence in learning and in their use o f  the target language, as advocated by the 

M FL Junior and Leaving Certificate syllabuses, advises that learners be included in the decision

m aking process regarding their language learning. Learner autonom y can only be developed through
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the practice o f  autonomy and learners need to be supported in its p r a c t i c e . A s  argued in Chapter 4 

learners must be encouraged to understand their role as learners and to take responsibility for this role. 

To this end. learners need to play a part in the decision-making process regarding their learning.'^™ 

Interestingly 85% o f the firs t cohort (2001-2002; 2002-2003) and 77% o f the second cohort (2005- 

2006; 2006-2007) remember being given no choice in the content o f  the course covered, or in 

classroom activities (sec fig .8.1). As one respondent indicated, ‘Not given any choice. It never 

occurred to me at the time that I should have been’ (R3 FA 1).

To what extent were you given choice in the content of the 
course and the activities in which you engaged?

c ho i c e

□  Cohort 1 No = 40 

■  Cohort 2 No =  40

A
litle/Very

little

Figure 8.1 Extent o f  choice offered to learners

The remainder o f  each o f the cohorts (15% and 23% respectively) remember being given just a little  

or very little  choice. Although student teachers memories from the later cohort (2005-2006; 2006- 

2007) indicate a slight improvement (8%) in the provision o f  choice in M FL classrooms, the statistics 

suggest that there was very little  collaboration between second language teachers and their learners 

w ith regard to the decision-making process in Irish second level schools. The m ajority o f student 

teachers questioned were not given choice about the content or activities in their language classes at 

second level. The data reveals that these were overwhelm ingly dictated by the teacher, the textbook 

and examination content. Typical responses included Respondent 10 F I: ‘There was no choice in 

content and activities. This was always dictated by the teacher and the textbook’ (RIO F A l) ,  w ith  a 

classmate adding ‘There was a curriculum to fo llow  and the teachers had a very set idea about how 

they were going to teach it, and weren’ t w illin g  to be flex ib le ’ (R6 F A l) . Respondents from both 

cohorts indicated that learners at Junior Certificate level were not involved in any decision making 

about their language learning and, where choice was offered, it was at Leaving Certificate level w ith

' D, Little. Learner Autonomy 1: Definitions, Issues and Problems. (Dublin: Authcntik, 1991), 4.
W. Littlewood. 'Co-operation and collaborative learning tasks as pathways tow'ards autonomous 

interdependence’ , in Learner Autonomy 7: Challenges to research and practice. Eds. P. Benson, P. &  S. 
Toogood (Dublin: Authcntik, 2002), 29-40.



regard to preparation for the examination, for example, areas that needed revising. These data suggest 

that the student teachers experienced language classrooms without choice and a teacher-centred 

approach which is at odds with a communicative approach to language teaching and learning, despite 

the fact that such an approach was supposed to be in use at the time when the respondents were in 

school.

As posited in Chapter 2 there is a consensus among theorists o f language learning that language input 

is necessary for normal language learning to o c c u r . A n  essential part o f  this language input is 

teacher talk -  the provision of input through the teachers’ use o f the target language during the 

language c l a s s . I n d e e d ,  as argued in Chapter 3 the use o f the target language for classroom 

management is a basic tenet o f a communicative approach to language teaching and learning. 

However, when asked to comment on the use o f the target language by their language teachers in 

second level a typical reply was ‘French was always taught through the medium o f English’ (R3 

FA l). 50% of student teachers from the first cohort and 67% from the second cohort remembered 

their MFL teachers as rarely or never using the target language for classroom management. This 

suggests that over 50% o f second-language learners in a cross-section o f classrooms around the 

country between 2001 and 2007 missed out on valuable language input opportunities as their teachers 

neglected to use the target language for classroom management. It also suggests that motivational 

factors to encourage language production, as discussed in Chapter 4, were diminished as the teacher 

set the mother tongue as the communicative norm.'^’  ̂ Student teachers’ comments suggest that, when 

the target language was used, its use was linked to preparation for the oral examination at Leaving 

Certificate level: ‘French was not used much in class, only in sixth year approaching the oral’ (R21 

F A l). It also brings to mind the Chief Inspectors’ Reports'^’'*, as discussed in Chapter 5, which 

highlight that errors made in the aural examinations at Junior Certificate level could be avoided if 

learners were exposed to more target language through teacher talk. As one o f the respondents put it 

‘There was a tiny bit of target language [used by teachers] in fifth and sixth [year] but if it was used 

from first year, I feel I would have benefited more’ (R2 FA2).

See, for example, M.H. Long. ‘The role o f  the linguistic environm ent in second language acquisition’ in 
H andbook o f  Second Language Acquisition. Eds. W.C. Ritchie and T.K. Bhatia (San D iego: A cadem ic Press, 
1996), 451-2.

N. Pachler and K. Field. Learning to Teach M odern Foreign Languages in the Secondary School. A 
Com panion to School Experience. 2"'̂  edition. (London: Routledge Palmer, 2001).

Emma Ushioda. Learner Autonomy 5: The Role o f  M otivation. Ed. D. Little. (Dublin: Authentik, 1996). 
Department o f  Education and Science. Report: Inspection o f  m odern languages: O bserva tions and issues. 

(Dublin: Department o f  Education and Science), 2004.
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Comment on the extent of target language use by your 
teachers.

□  Cohort  1 

■  Cohort  2

Figure 8.2 Extenl o f  largcl language use by teachers

As also discussed in C hapter  2 language output, in addition to language input, is essential to the 

development o f  learners’ com m unicative co m p e te n ce . '”’̂ '”’ Swain holds that production skills can only 

be developed by pushing learners to produce language through oral and written work.'^^** The effort o f  

com posing new utterances stimulates learners to form hypotheses about the target gram m ar,  and then 

to try them out.''^’’ Therefore, to facilitate the developm ent o f  com m unicativc  com petcnce, 

opportunities must be ereatcd to motivate learners to produce the target language. However, when 

student tcachers were asked to discuss the extent to which opportunities had been created for them to 

produce the target language in second level school, 12% o f  cohort 1 rem em bered  no such 

opportunities being created for them. As one respondent succinctly put it ‘The word ‘m o tiva te’ d id n ’t 

enter into the equa tion’ (R27 F A l) .  60%  rem em bered  a small am ount o f  motivating  opportunities 

created to produce language, and only 18% rem em bered  having a lot o f  motivating  opportunities to 

produce the target language in class.

Interestingly the second cohort seemed to have had even few er motivating  opportunities for language 

production with 57.5%  claim ing that no such opportunities were presented, and 35%  rem em bering  

only a small num ber o f  motivating opportunities to produce language. W here  opportunities were 

presented it was for exam ination preparation: ‘N one  created except through preparation  for the oral 

e x a m ’ (R21 FA2). Only 2.5%  could rem em ber  having had a lot o f  motivating  opportunities for 

language production. I f  there had been more, then perhaps this respondent would  have had a different

M. Swain. ‘Communicative competence: some roles of comprehensible input and comprehensible output in 
its development’ in Input in Second Language Acquisition. Eds. S. Gass and C. Madden (Rowley, Mass.: 
Newbury House, 1985).

M. Swain and S. Lapkin. ‘Problems in output and the cognitive processes they generate: a step towards 
second language learning" in Applied Linguistics Vol. 16 (1995), 371-391.

M. Swain. ‘Three functions of output in second language learning.’ In Principle and Practice in Applied 
Linguistics. Eds. G. Cook and B. Seidlhofer (Oxford: Oxford University Press, 1995), 126.
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atliludc to the target language on leaving school: ‘Personally, I felt that I w a sn ’t confident enough to 

speak the target language even after 5 years o f  studying in school. I was unsure w hether  I pronounced  

words correctly. I would  have welcom ed m ore  opportunity  to engage in conversation  through 

G erm an’ (R5 FA I ).

To what extent were opportunities created to motivate you, 
the learners, to produce the target language?

□  Cohort 1 
■  Cohort 2

Figure 8.3 Motivation to produce target language

A communicative approach, with its em phasis  on learning to com m unicate  through com m unication , 

would suggest the necessity o f  a collaborative approach to provide opportunities for 

communication.'"’’*̂ Similarly, as discussed in Chapter  4 an approach that seeks to facilitate the 

development o f  learner autonomy implies a collaborative approach as learners learn independence by 

first being i n t e r d e p e n d e n t . W h e n  asked i f  they would describe their second level language classes 

as having been collaborative in approach, 60%  o f  the first cohort and 80%  o f  the second cohort 

answered ‘never’. O ne  respondent’s com m ent was that the classes were  ‘m ore ju g  to m u g ’ (R I9  

FA2), with a classm ate adding ‘Teacher controlled content and d irec tion’ (R2I FA2), supported  by 

another who com m ented  ‘teacher taught and students l is tened’ (R7 FA2). Not only was there very 

little collaboration between learners and their teacher but there were also very few opportunities 

created for learners to collaborate with one another. One respondent seem s to sum up the be l ie f  o f  the 

language teachers when he/she writes that ‘The teachers felt this led to unnecessary  noise and the 

opportunity to have a chat with your friends in E ng lish ’ (RIO F A l ) .  Contrasting  her Irish language 

classes, which were collaborative, with her M F L classes, which were not, one respondent noted that 

‘working collaboratively helped us develop social skills and linguistic co m p ete n ce’ (R9 FA2).

R. Mitchell. ‘The communicative approach to language teaching: An introduction.’ In Teaching M odern  
Languages. Ed. A. Swarbrick (London: Routledge/The Open University, 1994).

L.S. Vygotsky. Thought and  language. (Cambridge, MA: MIT Press, 1986), 104.
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Would you describe your language classes as having been 
collaborative in approach?

□  Cohort 1 

■  Cohort 2

Figure 8.4 Were lessons collaborative in approach?

As discussed in Chapter 3 a communicative classroom strives to create opportunities fo r learners and 

their teacher to use the target language to express their meanings, in other words, to use it fo r real 

communication.''^*^*' This involves using the target language for day-to-day classroom transactions and 

for classroom management. It means that emphasis is not put on learning language as a mere 

cognitive exercise but as a means o f  communication.'^*' Items o f vocabulary or a grammar rule are 

learnt to aid communication through the target language. When asked to comment on the emphasis 

put on communication through the target language in their language classes at school, 60% o f the first 

cohort and 85% o f the second cohort replied ‘ none’ . One respondent commented: ‘ Communication 

generally took place through the medium o f English’ (R3 F A l) . Another wrote ‘None -  we learned 

lists o f  grammar and vocabulary’ (R6 FA2). This would indicate a largely structuralist approach to the 

teaching o f M FL during the student teachers’ school days. This is supported by data yielded from 

post-workshop interviews w ith  student teachers ( re f 7.3.1.3) where all interviewees, in all year 

groups, staled that the m ajority o f  their teachers in second-level school taught the target language 

through English.

Indeed this is further supported by data yielded from asking student teachers about the approach used 

for the teaching and learning o f  grammar during their second level M FL  classes. 56% o f the first 

cohort and 80% o f the second cohort indicated that a transmission and ‘ d r ill- l ik e ’ approach was used. 

One respondent summarised the experience o f  many saying ‘We used a grammar book, read the rules 

together and then did the exercises. We never really used the grammar to facilitate communication’ 

(R19 F A l) . The negative effect o f this was perhaps captured by one respondent who wrote ‘ I only

R. Mitchell. ‘The communicative approach to language teaching: An introduction.’ In Teaching Modem 
Languages. Ed. A. Swarbrick (London: Routledge/The Open University, 1994).

N. Pachler and Kit Field. Learning to Teach Foreign Languages in the Secondary’ School. A Companion to 
School Experience. 2"‘̂  Edition. (London: RoutlcdgePalmer, 2001), 84.
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later realised that grammar wasn’ t a separate entity to the rest o f  the language eourse’ (R37 F A l) ,  and 

another who wrote ‘Out o f  context the grammar was impossible for me’ (R20 FA2). O nly 18% o f the 

first cohort and 2.5% o f the second cohort remembered being encouraged to use an inductive, 

discovery approach to learning grammar. These figures are low in both cohorts but are extremely low 

in the cohort comprising the two later year-groups. The factors behind this would make a very 

interesting study at a future date.

What emphasis was put on communication through the 
target language?

Some

□  Cohort 1 

■  Cohort 2

Figure 8.5 Emphasis put on communication through target language

Comment on the approach used for teaching/learning grammar in 
your language classes.

8 0 i

£
Q

□  Cohort 1 

■  Cohort 2

Figure 8.6 Approach used for teaching/learning grammar

Given the trend that is emerging from the previous data it is hardly surprising that when asked to what 

extent an integrated approach to the four language skills (reading, w riting, listening and speaking) was 

used, 80% o f the first cohort and 82.5% o f the second cohort reported that an integrated approach to 

the development o f  the four skills was not used. Respondents remembered most emphasis being put
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on reading and writing with less on listening and very little on oral work except in the run-up to the 

Leaving Certificate examination: ‘Generally the em phasis  w as placed on reading and writing,

followed by listening, with very little em phasis  on speaking until 6"’ y e a r ’ (R3 F A l ) .  Again  the state 

examinations loomed large in determining where the em phasis  should be - ‘L istening and speaking 

were only prepared quickly before mock exam s or state e x a m s’ (R21 FA2). As discussed in C hapter  3 

a com m unicative  approach advocates an integrated approach to the developm ent o f  the four skills 

with each serving to reinforce the other as well as creating a m ore naturalistic language learning 

e n v i r o n m e n t . T h e  language syllabuses are based on a com m unicative  approach to the teaching and 

learning o f  languages and yet it would  appear  from the experiences o f  these 160 student teachers that 

this approach has not been closely followed in Irish second-level M FL classes between 2001 and 

2007.

To what extent w as an integrated approach to the four 
language skills used in your language classes?

100

60
4 0

o>

□  Cohort 1 

■  Cohort 2

Figure 8.7 Extent to which language skills were integrated

Unsurpris ingly, when asked what they enjoyed and d id n ’t enjoy in their language classes in second 

level school, student teachers em phasised  that they did not enjoy gram m ar drills, learning gram m ar 

out-of-context,  the em phasis on exam inations and the lack o f  learner involvement. W hat student 

teachers enjoyed about their language classes w as perhaps best sum m arised  by this respondent ‘ . . . the  

feeling o f  confidence built by achieving com m unication  through your new  found skills, how ever  

sm a ll’ (R2 F Al ) .  All o f  these learners went on to study languages at degree level and as such are 

likely to represent the m ost motivated  o f  language learners as indicated by this respondent w ho did 

not enjoy his/her language classes very m uch  adding ‘I found them boring and preferred to do things 

at hom e myself, i.e., watch TVS (French language channel)  and French f i lm s’ (R28 FA2). H ow ever,  

the less motivated  learner in this context was unlikely to supplem ent less than s timulating lessons in 

this way.

1582 |_j [)Q^g|a5 Brown. P rin cip les o f  L an gu age  L earn ing  Teaching. (W hite Plains, N Y : Pearson Longm an, 
2007).
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8.2.2 Needs Analysis

At the beginning o f the academic year a questionnaire was issued to ascertain student teachers’ 

expectations of a language methodology course and their expressed priority interests/needs. This 

questionnaire was issued to every new cohort o f student teachers from 2001-2007. 190 questionnaires 

in total were returned representing a response rate of almost 80%. Fewer than half the respondents had 

previous experience in teaching a second language. This experience ranged from a few hours 

substitute-teaching in schools, to substituting for two years, to teaching English as a foreign language 

at home and abroad for a period o f anything up to three years. Student teacher responses were given in 

response to open questions and an analysis o f their replies yielded the categories in which they are 

placed. The data is presented summatively for all six cohorts as there was little or no determinable 

difference in patterns o f responses from respondents.

Despite the fact, or perhaps because o f the fact, that most o f the respondents had not experienced a 

learner-centred, creative approach when they were learning MFL at second-level, 92% expressed a 

desire for ideas on how to make their teaching more innovative, motivating and learner-centred. 

Typical responses were ‘1 hope to learn how to make classes more interesting, new ideas, effective 

ways o f teaching French’ (R6 FB), and ‘To learn new and innovative, interactive methods of 

encouraging pupils to speak, read, write and listen’ (R34 FB). It was encouraging to see how many 

focused on the needs o f their learners; ‘how to make it exciting for the pupil’ (R27 FB), ‘how we 

should go about teaching [in ways] that will be most beneficial to the pupil’ (R8 FB). This indicates 

receptivity to the notion o f active, involved learning among a majority o f student language teachers.

The remaining 8%, in expressing their expectations o f the language methodology course, focused on 

lesson planning, meeting syllabus requirements, how to teach grammar or expressed their confusion 

on what to expect. These respondents, in the main, focused on teaching and made little reference to 

the learners or learning. Typical responses were ‘To help me prepare class plans. How to make 

grammar more interesting’ (R5 FB) and ‘1 suppose we will go through different aspects like grammar 

(how to teach it), tenses (how to explain which tense to use and when), lesson plans (R26 FB )’. 

Interestingly, none o f this 8% had previous teaching experience. It may be because o f this that they 

had not considered the need to involve and motivate learners.
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Needs Analysis

92%

□  How to make their 
teaching more 
innovative, 
motivating and 
learner centred

■  Planning, syl labus, 
teaching grammar 
or expressed 
confusion

Figure 8.8 Needs analysis o f  student teachers

Respondents were also asked to list areas that they would particularly like to cover during a language 

methodology course. A qualitative analysis o f their unprompted responses gave a clear ranking o f 

preferences (table 8.1). Grammar ranked highest w ith  42% o f respondents putting it as their first area 

o f interest. O f these, 25% emphasised that they wanted to learn how to make grammar interesting and 

fun and this indicates their receptivity to approaches that are learner-ecnlred. Learning how to develop 

and access creative activities and resources ranked second (35%), followed by ‘ how to encourage 

learners to use the target language com m unicatively’ (30%). This indicates student teachers’ desire to 

utilise attractive, interesting, m otivating resources and activities. ‘ Adapting textbook use to interest 

learners’ ranked fourth. Student teachers saw the text book as an aid to teaching and learning and not 

something to be followed slavishly. Typical responses were ‘ Uses o f the textbook -  adapting it to 

interesting, communicative activ ities’ (R 11 FB) and ‘Ways o f  combining the textbook w ith  interesting 

activities and exercises’ (R25 FB).

Student teachers’ responses ranked ‘ how to include learners o f  all ab ilities’ at fifth  place. A  typical 

response was ‘ Using different resources and methods in order to teach and get the message through to 

all the pupils’ (respondent’ s underlining) (R23 FB). This, combined w ith their strong interest in 

learning about creative activities and resources (ranked second), and the seventh highest ranking ‘how 

to include group-work’ , shows an understanding that a variety o f  approaches, activities and resources 

are deemed important i f  the needs o f  all are to be met in the language class. Finally, the ranking o f 

planning at number six demonstrates an appreciation o f the need to plan and prepare language lessons 

to ensure their success.
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A rea R ank

G ram m ar 1

C reative activ ities and resources 2

H ow  to encourage learners to use the tl com m unicatively 3

A dapting tex tbook  to in terest learners 4

H ow  to include learners o f  all abilities 5

Planning 6

H ow  to include group w ork 7

Table 8.1 A reas student teachers w ould  particu larly  like to  cover 

8.2.3 Non-participant observation

The researcher engaged  in non-partic ipan t observation  (see appendix  5) o f  a sam ple o f  student 

language teachcrs and the ir learners in their classroom s betw een the years 2001 and 2007. The cohort 

w as com prised  from  a se lf-se lec ting  cross section  o f  student teachers from  each year group to ta lling  

30 student teachers. Each person  w as visited  th ree tim es during the year (90 school visits). A cross the 

year g roups a consisten t pattern  em erged  as follow s. D uring the first term , up to the m id-term  break, 

student teachers have to w ork hard to estab lish  their presence in the classroom  and to gain the 

confidence and respect o f  the ir learners. This is a very tiring tim e for the student teachers as they 

ju g g le  teaching in the m ornings w ith lectures in the afternoons and lesson-p lanning  in the evenings. 

This is the period w here student teachers w ere observed  to be very trad itional in their approach, 

despite their interest, as expressed  in the needs analysis form s, in learning abou t and develop ing  

innovative approaches to teach ing  and learning. T hese observations w ere co n fin n cd  by student 

teach ers’ p rofessional p lacem ent supervisors. R esearch jou rna l en tries indicate that student teachers 

often  confess to m irroring  the approach used w hen they them selves w ere at school because they are 

unsure that any th ing  else w ill w ork. T hus, th roughout their teaching practice but particu larly  in the 

early  stages, they generally  needed  a lot o f  support in undertak ing  to use the target language for all 

classroom  m anagem ent as they feared  that learners w ould  not understand. It w as also  a challenge for 

them  to convince learners w ho had not been accustom ed  to a m axim um  o f  target language being  used 

by teachers that they w ould  understand  and learn better as a result o f  this exposure.

D uring this early  first-term  period , it em erged  that student teachers needed to w ork hard  on the ir p re 

lesson planning to ensure that there w as neither too little nor too m uch content. S om etim es 

insufficient conten t w as covered , and jou rna l en tries ind icate that this left the ir learners feeling  bored 

and under-challenged w ith consequent d isc ip line issues. Som etim es new  m aterial w as introduced w ith 

inadequate links being  m ade betw een  presen tation  o f  new  m aterial and prev ious learning or 

know ledge. S om etim es student teachers tried  to be too am bitious and in troduced  too m uch new
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material thereby allowing insufficient time to scaffold learners into tasks or to practice and 

consolidate the new material. This, journal entries indicate, left learners feeling dissatisfied and 

insecure in their learning. It also raised discipline issues.

Journal entries show that frequently during this period student teachers were nervous about promoting 

an active learning approach. Consequently their lessons were often quite teacher-centred. There were 

few opportunities created for learners to produce language either orally or in written form. Learners 

were not sufficiently encouraged to deduce meanings or to make connections with previous learning. 

Pair work and group work were infrequently used. Journal entries consistently indicate that learners 

were predominately passive during such lessons apart from minor behaviour management issues. Post 

observation discussions with student teachers indicated that they worried about losing control o f the 

group and thus having increased discipline issues or that they did not want to over-burden their 

learners with work and responsibility. Frequently they talked about having introduced pair work in the 

past but, being dissatisfied with the resultant confusion and noise, subsequently shied away from it.

Observations made showed that insufficient scaffolding and inadequate task setup were frequently at 

the root o f this difficulty. When student teachers took on-board advice (given during post-observation 

discussions) that they should work to ensure that learners had everything they needed to complete a 

task successfully, student teachers found they could successfully allow their learners to become more 

involved in their learning. They were advised to scaffold learners into the task by ensuring they had 

practised and consolidated sufficiently the necessary language items and structures. They were 

advised to ensure that instructions given for tasks and activities were absolutely clear and that an 

example was given before learners embarked on the task themselves. Where this advice was accepted 

and experimented with, student teachers generally gained confidence in promoting active, involved 

learning in their classes and learners were more engaged. These observations were confirmed by 

professional placement supervisors and also thorough post observation discussions with the student 

teachers.

Journal entries also indicate that student teachers at this early stage did not introduce a sufficient 

variety o f approach or o f materials. They did not integrate the four skills and, as stated previously, 

generally used a teacher-centred approach which allowed little variety o f interaction in classes. They 

tended to follow the textbook closely. With the support o f their professional placement supervisors 

and colleagues and with increased exposure to alternative approaches through lecture content and 

their reading, they experimented and gradually gained the confidence to overcome these difficulties. 

Again this observation was confirmed by the student teachers and by their professional placement 

superv.sors.
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During visits after tiie mid-term and into the second term it was observed, by the researcher and by 

their professional placement supervisors, that student teachers became increasingly communicative in 

their approach, increasing their use o f the target language considerably, with successful results, and 

increasing opportunities for learners to produce the target language. Lessons became far more 

learner-centred. Teachers employed an increasing variety o f resources and activities with consequent 

less reliance on the dictations o f the textbooks. There was greater integration o f the four skills with 

consequent observed confidence in learners in their understanding and use o f the target language. 

Increasingly student teachers became more confident and more innovative in their approach.

8.2.4.1 Survey of practising language teachers

Two surveys o f practising language teachers were conducted during the extended research period. The 

first questionnaire ‘Support in the Language C lass’ sought to ascertain classroom practitioners’ 

opinions on whether or not they have been furnished with sufficient guidelines/training and support to 

facilitate the development o f learner autonomy, to foster greater oral participation o f learners, to 

implement a wide range of teaching methodologies and to experiment with different teaching 

methodologies. They were also asked to give their opinions on the extent to which the Junior and 

Leaving Certificate programmes support learners to use language independently in real, unpredictable 

situations.

The response rate was just under 50% and comprised 59 modern language teachers working in second 

level schools across the country. Returns secured a representational cross-section o f types o f schools. 

Questionnaires were issued in 2005 (24 responses) and again in 2007 (35 responses) to ensure data 

was up to date and also to allow for comparison. There were no significant differences in the 

responses given by the two groups therefore it was decided to treat returned questionnaires as one 

cohort rather than two separate cohorts.

A Drama in Education survey was administered in 2006. It sought to establish the drama activities 

with which practising language teachers are most familiar; how often they use drama activities with 

each year group; the drama activities that they find most useful; why they use drama activities; 

circumstances that might discourage them from using drama in the language class; whether they have 

received training in the use o f drama in the language class and whether they would like (further) 

training in this area. It yielded eighty eight responses from modem language teachers working in 

second level schools across the country representing a response rate of 60%. Returns secured a 

representational cross-section o f types o f schools.
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S.2.4.2 Support in the language class questionnaire

83% o f the respondents believe language teachers have not been furnished w ith  sufficient 

guidelines/training to facilitate the fostering o f  learner autonomy (fig. 8.9) and it was noted that 

‘There are no guidelines or training to foster learner autonomy’ (R21 FC). A  further 7% hold that 

they have received sufficient guidelines but insufficient training to allow them to implement these in 

their language classrooms. There is a be lie f that the Department o f  Education and Science (DES) has 

neglected this area. Typical responses include: ‘Not at all. 1 th ink on-going training is needed’ (R122 

FC), ‘ 1 have not attended any in-services or courses provided by the Department [o f Education and 

Science] yet, nor have I heard o f any specifically targeted towards learner autonomy’ (R12 FC), ‘ We 

have not. The DES must give us good in-service’ (R I4  FC).

Those who have completed the Post Graduate D iploma in Education or Higher Diploma in Education 

in recent years wrote that guidelines were furnished during the course but that it is d ifficu lt to 

implement these guidelines. ‘ During the H.D ip., plenty o f  guidelines were given on how to encourage 

learner autonomy. However, sometimes it can be d ifficu lt to implement these guidelines’ (R6 FC). 

‘Higher Diploma programme is very pro this at the moment but when it comes to strategies in 

implementing it, it falls short’ (RIO FC). There is a willingness among respondents to learn about how 

to foster learner autonomy but there appear to be insufficient opportunities fo r training.

Sufficiency of guidelines/training to fostei 
learner autonomy

7% 10%
□  S uffic ien t 

■  Insu ffic ien t

□  G uide lines 
su ffic ien t but not 
tra in ing

Figure 8.9 Sufficiency o f  guidelines/training to foster learner autonomy (n=59)

74% o f respondents felt they had not been furnished w ith  sufficient support to encourage greater oral 

participation among their learners (fig. 8.10). A  typical response is ‘ Support from  where? In the eight 

years I ’ ve been teaching in Ireland there has not been a single workshop/talk on this subject, to my 

knowledge’ (R8 FC). Respondents believe they have been left to their own devices, the only support 

available is from colleagues and this is not seen as being sufficient: ‘ It takes great perseverance on the

83%
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pari o f  the teacher -  need more support at local level to make this the common approach by all the 

language teachers in a school’ (R26 FC). Teachers are faced w ith  discouraging obstacles and 

pressures that make facilita ting oral participation d ifficu lt. The pressures cited were large class sizes: 

‘Class sizes must be reduced to make this possible’ (R62 FC); stale examinations that do not have an 

obligatory oral component, ‘A lso, when under pressure fo r state examinations there can be a tendency 

to focus on the written and reading aspects o f  a language’ (R6 FC); lack o f  learner motivation, ‘ By 2"‘* 

year when students realise they w on ’ t have an oral until 6 * year they don’ t really take the oral 

seriously’ (R15 FC), textbooks that neglect the development o f  oral skills ‘A  lot o f  the textbooks 

focus mainly on the written language and neglect the oral side’ (R9 FC), and colleagues who do not 

consistently encourage the oral participation o f  learners: ‘ Students not having much previous 

experience o f the teacher using Frcnch in the classroom’ (R18 FC). The nature o f  the format o f  the 

oral examination at Leaving Certificate level as well as the use o f English to check comprehension o f 

the aural component o f  the Junior Certificate arc also cited as barriers to encouraging oral 

participation o f learners: ‘ The oral exam. It is very contrived and students can gain good marks 

w ithout adequate oral competency. English questions in the aural exam also lead to the non-use o f the 

target language’ (R3 FC).

Sufficiency of teacher support to encourage 
learners speaking TL

□  Yes 

■  No

□  Unsure

74%

Figure 8.10 Sufficiency o f  support to encourage oral participation o f  learners (n=59)

82% o f respondents believe that they have not been furnished w ith  sufficient information to 

implement a w ider range o f  teaching methodologies in the language classroom (fig  8.11). Again they 

express a need fo r more in-service: ‘No. More in-service courses are defin ite ly needed concerning 

teaching methods which at worst can result in ‘ chalk-and-talk’ (R52 FC). O f the 18% who believe 

they have the necessary information, over 50% state that teaching conditions prevent them from 

implementing a wider range o f methodologies. The obstacles they cite include workload: ‘W ider 

range teaching methodologies need to be contextualised into the heavy burden o f  a typical 7-8 class
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teach ing  d a y ’ (R19 FC); learner expectations: T he use o f  alternative teach ing  m ethodologies

becom es m ore arduous as ch ildren  get o lder and m ore ex am -fo cu sed ’ (R3 FC); the exam ination: 1

d o n ’t think the exam  supports experim en ting  w ith  d iffe ren t m ethodo log ies’ (R 26 FC), and tim e 

constra in ts: ‘ ...tim e  constra in ts do not encourage th is ’ ( RI O FC).

Sufficiency of information to use a w id e  range 
of m ethod olo gie s

□  Yes  

■  No

F igure 8.11 Sufficiency o f  inform ation to use a w ide range o f  m ethodologies (n=59)

15% o f  respondents feel very m uch supported  to experim en t w ith d ifferen t teaching m ethodologies 

(fig. 8.12). They state that this support com es from  co lleagues and the school. 50%  o f  this group 

qualify  their feeling  o f  support by sta ting  that they feel no  support com es from  the DES: ‘By the 

school very m uch, but on a w ider scale , by the departm en t and constra in ts o f  the exam ination , not a 

lo t’ (R9 FC). A fu rther 15% o f  responden ts feel qu ite supported  to experim ent w ith d iffe ren t teaching 

m ethodologies. H ere again  they state that the support com es from  the school and colleagues.

48%  o f  respondents feel som ew hat or a little supported  to experim ent w ith d ifferen t teach ing  

m ethodologies. The obstacles cited are exam ination  and tim e pressures: ‘As the dem ands from  parents 

increase I feel that covering  the course w ork in an exam  specific w ay needs to be covered  in a m ore 

trad itional way w here p o ssib le’ (R32 FC ), and ‘It takes a lot o f  tim e and p reparation  and I often 

w onder i f  it is (a) efficien t (b) w orth the effort. O ther teachers stick  to  traditional teaching  m ethods 

and perhaps do a better jo b ’ (R26 FC). 22%  o f  responden ts feel they are not at all supported  to 

experim en t w ith d iffe ren t teach ing  m ethodologies. T heir com m ents indicate that this does not 

necessarily  m ean that they do not experim en t but that they feel unsupported: ‘I do actually  experim ent 

w ith  d ifferen t teaching m ethodologies but 1 d o n ’t feel rem otely  supported  by any ou tside body! I ’m 

very m uch in m y ow n little w orld. T here is next to no in teraction  w ith o ther teach ers’ (R8 FC).
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Sufficiency of suppor t  to im p le m ent  differen 
teaching  me th odo lo g ie s

15%
22%

48%

115%
□  V e ry  m uch 

■  Quite

□  S om ew hat/A  little

□  Not at all

Figure 8.12 Sufficiency o f  support to im plem ent different teaching m ethodologies  (n=59)

An overw helm ing 78%  o f  respondents believe that the Junior  and Leaving Certif icate program m es do 

not support learners to use language independently  in real, unpredictable situations (fig. 8.13). The 

negative back-wash effect o f  the language exam inations ranks top o f  the reasons cited: ‘L anguage 

teaching continues to be very traditional. It is driven by the e x a m s’ (R122 FC). Respondents claim 

that learners can achieve good grades in both Junior  and Leaving Certif icate examinations without 

being able to use the target language in real, unpredic table situations. They suggest that a formulaic 

approach to preparing for the exam inations will achieve good grades: ‘ ...  the Leaving Certificate oral 

examination is ...  a set piece rattled o f f  and m asquerading  as a conversa tion’ (R82 FC). Some 

expressed the opinion that the grade attained in the exam ination was not indicative o f  learners’ ability 

to use the target language independently  in real, unpredictable situations, for exam ple , ‘1 feel many 

students may leave school with a good grade in the exam but not with a grasp o f  the language that 

they could actually use in a real s i tu a t io n . . . ’ (R9 FC), and ‘It is possible for a candidate at Junior Cert, 

to get a B and not be able to speak at all, even at Leaving Cert, quite reasonable grades can be 

achieved using a ‘fo rm u la ’ ap p roach ’ (R1 FC).

In addition respondents suggest that w hat happens in the language classroom is strongly influenced by 

what is exam ined  and how. Thus, the absence o f  a com pulsory  oral exam ination at Junior Certificate 

level is highlighted as having a very negative effect on the developm ent o f  oral competence; ‘I d o n ’t 

know how  the Inspectorate advocate use o f  the target language in the classroom and provide no oral 

exam  to m easure this. I t’s high time there was som e form o f  oral exam  at Junior C e r t ’ ( R 1 1 FC). The 

use o f  English for answering aural questions is also cited as a barrier to p rom oting  independent use o f  

the target language as it necessitates a good deal o f  m other  tongue use in the classroom; ‘They are 

practised in class through English and this runs counter  to all the guidelines on the use o f  target 

language’ (R I2  FC). In addition an over-em phasis  on reading and writing is seen as a hurdle to the 

fostering o f  independent use o f  the language in real, unpredictable situations ‘ ... as majority  is based

251



on the w ritten w ord rather than oral w ork (w hich is how  you com m unicate 99%  o f  the tim e) it d o esn ’t 

really  prepare you very w e ll’ (R42 FC).

L earner perception  and expectation  o f  w hat should  be covered in preparation  for the exam inations and 

how , is also a d ifficulty . Learners focus on w h a t’s needed  to ach ieve the best grades in the 

exam inations and teachers feel under pressure to do this also: ‘W hile w e are “experim en ting” students 

go o f f  to  grind schools w ho rely on trad itional teach ing  m e th o d s’ (R 262 FC). They see target 

language as an exam ination  sub ject and not as a m eans o f  com m unication : ‘S tudents are very 

dependen t on books and d o n ’t really  associa te  the subject w ith life outside the c lassro o m ’ (R102 FC).

Extent  to which  curricula suppor t  l e a rne rs  to 
use la n g u a g e  in de pendent ly  in real,  

unpredic table ,  s i tuat ions

2 %-, 4 %
16%

78%

□  A  lot 

■  A  little

□  Not enough

□  Don't know

F igure 8.13 Extent to w hich sy llabuses support learners to use language independently  in real 
unpred ic tab le situations (n=59)

S.2.4.3 Drama in the language class questionnaire

A questionnaire w as issued to p rac tising  language teachers in schools th roughou t Ireland. The 

response y ie lded  88 com pleted  questionnaires. The purpose o f  the questionnaire  w as to establish  the 

D ram a in E ducation  (D iE) strateg ies w ith  w hich practising  language teachers are fam iliar. The 

com pleted  questionnaires w ere analysed  to get an overall understanding  o f  the use o f  D iE  in the 

language classes o f  Ireland. In addition , 34 o f  the com pleted  questionnaires com prising  17 m ales (the 

to tal m ale respondents) and 17 fem ales (to act as a balance) w ere analysed  separate ly  to see if  the 

gender o f  the respondents y ie lded  any sign ifican t d iffe rence in responses.

T he data revealed  that the dram a strategy  w ith w hich prac tising  teachers are m ost fam iliar is role play. 

This yields no surprises as text books often use ro le play to p ractise transactional and interactional 

exchanges. Role p lays are used as part o f  the oral exam ination  in m ost L eaving  C ertifica te  languages 

excep t F rench. P ractising  language teachers are also  fam iliar w ith the fo llow ing  strateg ies in 

descend ing  rank order; ‘R eading sc rip ts’, ‘w riting  sc rip ts ’, ‘read ing  and w riting  in ro le ’, ‘m im e’ and
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‘im provisa lions’. Quite basic DiE strategies such as ‘tab leau’, ‘thought- track ing’ and ‘line o f  life’ 

ranked low. ‘M antle o f  the exper t’ was known by none o f  the respondents,  ‘conscience a lley ’ was 

know n by just one respondent. This data suggests that the respondents have a limited knowledge o f  

DiE and that they are familiar only with a narrow range o f  d ram a strategies.

W ith which o f  the dram a strategies listed are you familiar?

D ram a strategy % Rank

Role play (92%) 1

R eading scripts (53%) 2

W rit ing  scripts (36%) 3

Reading/writ ing  in role (35%) 4

D ram a games (33%) 5

Improvisations (31%) 6

M im e (30% ) 7

S taging plays (20% ) 8

Simulations (19% ) 9

Tcachcr  in Role (17%) 10

D ram a warni ups (16%) = 11

Hot sealing (16% ) = 11

Tableau (9%) =12

Thought tracking (9%) = 12

Line o f  life (5%) 13

Role on the Wall (3%) 14

C onscience Alley (1%) 15

Table 8.2 Familiarity with dram a strategies (n=88)

W hen a com parison was m ade between  male and female respondents (table 8.3) the ranking orders 

did not show any m ajor  deviation from the general ranking except with ‘m im e , ’ which ranked num ber 

2 for w om en  respondents (54%  o f  respondents) and num ber  7 for m en (6%  o f  respondents).  However, 

overall, a greater num ber  o f  the female respondents indicated familiarity with a w ider  range o f  drama 

activities.
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With which o f  the dram a strategies listed are you familiar?

D ram a strategy Male Rank Female Rank

Role play (88%) 1 (94%) 1

Reading  scripts (41%) 2 (53%) 3

R eading/w rit ing  in role (35%) 3 (29%) 6

Simulations (29%) =4 (18%) =8

T eacher in role (29%) =4 (18%) =8

D ram a games (18%) =5 (47%) 4

Im provisations (18%) =5 (35%) 5

D ram a w am i ups (12%) =6 (18%) =8

Staging plays (12%) =6 (24%) 7

M im e (6%) =7 (54%) 2

Tableau (6%) =7 (6%) = 10

Forum  theatre (6%) =7 (6%) = 10

Thought tracking (6%) =7 (6%) = 10

Hot seating (6%) =7 (12%) 9

Line o f  life (0%) (6%) = 10

M antle o f  the expert (0%) (0%)

M odelling/sculpting (0%) (0%)

W rit ing  scripts (0%) (35%) 5

Tabic 8.3 Familiarity with dram a strategies (n=17 males and 17 females)

Dram a activities are not often used in the language classes o f  respondents.  W hen asked how  often 

they used drama activities in their language classes 15% indicated never, 26%  indicated seldom, 51% 

indicated occasionally , 3% often and 5% very often.
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Frequency  of use of d ram a  activities in the  la n g u a g e  
c lassroom

51 % '

□  Never

■  Seldom

□  O ccas iona lly

□  Often

■  V e ry  often

Figure 8.14 Frequency o f  use o f  d ram a activities in the language classroom (n=88)

W hen the male/female com pleted  questionnaires w ere analysed it was found that a greater num ber  o f  

males (29%) than females (6%) never  use dram a activities in the language classroom. However, 6% 

o f  males use dram a very often and none o f  the female respondents chose this category.

W hen asked which dram a strategies they found m ost useful in their language classes, by far the most 

frequently used strategy was ‘role p la y ’, which is used by 62%  o f  respondents (table 8.4). This was 

also the strategy with which most respondents expressed familiarity (table 8.3). A review o f  the 

m odern  languages textbooks currently in use in Irish second level schools shows that this is the most 

widely-used dram a strategy in textbooks at Senior and in particular at Junior Certificate level. The 

survey indicates that the next d ram a strategy most w idely used by language teachers is ‘dram a g a m e s ’ 

and this is used by 18% o f  the repondents.  ‘Reading  scrip ts’ follows with 16% o f  the cohort finding it 

useful in their language classes. This researcher finds it unsurprising that this strategy ranks relatively 

high as it ties in with the tendency to concentrate on reading tasks expressed by practising teachers, 

and on student teachers’ mem ories, expressed in questionnaires,  o f  spending a lot o f  time on reading 

activities and also in student teacher interviews.

‘M im e ’ is used by 13% o f  the cohort fo llow ed closely by ‘writing scrip ts’ used by 12%. Again the 

relatively high ranking o f  ‘writing scrip ts’ links with practising teachers’ expressed tendency to 

concentrate on writing tasks and student teachers’ m em ories  o f  writing being given high priority at 

school.

W hen a com parison was m ade between m ale  and female responses to this question it was found that 

the m ost popular strategies with m ales  and fem ales are ‘role p la y ’ and ‘dram a g a m e s ’. A w ider  range 

o f  strategies is used by female teachers but in the main it is traditional d ram a strategies that are 

em ployed  with only 6%> using ‘hot seating’ and 6%  using ‘line o f  life’. N o one uses ‘tab leau’.
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‘Ihoughl-lrack ing’, ‘ro le-on-the-w al!’, ‘conscicncc a lley ’, ‘m antle o f  the ex p e rt’ or 

‘m odelling /scu lp ting’. The only D iE strategy used by the m ale cohort is ‘teacher in ro le ’ and this is 

used by 12% o f  the cohort. G iven the dearth  o f  o ther strateg ies used by m ale teachers it is possib le 

that w hat they mean by ‘teacher in ro le ’ is the teacher taking part in role plays.

D ram a activities found to be m ost useful % R ank

R ole play 62 1

D ram a gam es 18 2

R eading scripts 16 3

M im e 13 4

W riting  scripts 12 5

Staging plays 9 =6

R eading/w riting  in role 9 =6

T eacher in role 7 =7

Im provisation 7 =7

Hot seating 7 =7

T able 8.4 D ram a activ ities w hich language teachers find m ost useful (n=88)

As table 8.5 illustrates dram a activ ities, w hen engaged  in, arc m ost likely to be used w ith first years, 

second years and fourth years. T here w ere 26 instances o f  dram a being used often or very often w ith 

first years, 12 with second years and 11 w ith fourth years. T here are ju s t tw o instances o f  it being  used 

often or very often with th ird  years and sixth years. F ifth year learners do not get m uch m ore exposure 

to dram a activities w ith ju s t 3 instances o f  it being  used often  or very often  w ith them . Thus dram a 

activ ities are least frequently  used w ith the sen io r cycle and w ith exam ination  classes. This reinforces 

the perception that dram a based activ ities are for fun and ligh t re lie f  in m any teach ers’ eyes.

H ow  often do practising  teachers use dram a w ith each year group? (n=88).

Y ear group N ever Seldom O ccasionally O ften V. O ften

V' 3 8 23 18 8
2 n d 7 13 24 8 4

3 r d 17 14 22 2
4 I I , 11 7 17 7 4

5’” 20 19 15 1 2

6 '” 25 16 9 1 1

TO TA L 83 77 110 37 19

T able 8.5 Frequency o f  use o f  dram a w ith each year group (n=88)
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W hen the two gender cohorts w ere exam ined  it w as seen that fem ale teachers in this cohort use dram a 

activities m ore often  than their m ale counterparts w ith 36 cases o f  fem ale teachers em ploying  them  

occasionally , often  or very often, com pared  w ith 21 cases o f  m ale teachers (tab les 8.6 and 8.7). 

W om en respondents indicate that they arc m ore likely to use dram a activ ities often o r very often.

How often do m ale teachers use dram a w ith each year group?

Y ear group N ever Seldom O ccasionally O ften V. O ften
IS. 2 2 4 1 1

2 ”̂ 1 4 5
3rd 4 3 3

4 "' 2 2 2 1

5" ' I 5 2

6"’ 4 3 2

TO TA L 14 19 18 2 1

T able 8.6 F requency o f  use o f  dram a by m ale teachers (n=17)

How  often do fem ale tcachcrs use dram a w ith each year group?

Y ear group N ever Seldom O ccasionally O ften V. O ften
| S t 3 8 5

2 n d 6 3 7
^ r d 10 3 3
4 t h 7 1 4 2 1

5"’ 12 1 3

6’” 10 3 2 1

TO TA L 45 14 27 8 1

Table 8.7 Frequency o f  use o f  dram a by fem ale teachers (n = l7 )

T he categorisation  o f  w hy dram a is used in the language class w as not p rom pted  or presen ted  to the 

language teachers; rather, it em erged  from  a conten t ana lysis o f  the ir expressed  v iew s (table 8 .8 ). 

W hen asked w hy they use dram a in the language class teachers ranked ‘the creation  o f  a lively, fun, 

positive a tm osphere’ in jo in t first place w ith ‘to  in terest and  m otivate learners’. This supports the 

perception  that teachers view  dram a activ ities as a source o f  light re lie f  in the classroom , as one 

respondent put it; ‘To enliven the group. To provide a dynam ic, to en terta in ’ ( R I 6 FD). It is seen as a 

w ay  o f  in troducing a break from  the tedium  o f  norm al c lassroom  business. T ypical com m ents include
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‘It livens up a class and takes away from the monotony o f the textbook’ (R9 FD2), and ‘Liven up 

atmosphere. Break monotony’ (R17 FD2). The motivational strength o f drama activities is linked to 

the enjoyable, fun dimension. Some comments include ‘They enjoy it and don’t realise that they are 

actually working’ (R15 FD2), and ‘To create an association between learning a language and having 

fun’ (R29 FD).

The use o f drama in the language class ‘to encourage and support oral production’ ranks second. This 

was the only language skill specifically referred to in teachers’ responses. It was surprising to this 

researcher that none o f the respondents referred to aural or listening skills and yet these must also be 

supported if oral language is being produced. The use o f drama to protect learners in their oral 

production was highlighted; ‘It gives students an opportunity to speak, without putting them on the 

spot on their own in front o f the class’ (R26 FD), and ‘Inhibited students take on a role and may be 

more relaxed and communicate freely with one another’ (R45 FD2).

‘To introduce variety o f approach’ ranked joint third place. The responses here tied in strongly with 

views expressed by teachers who used drama to introduce fun to language learning, that drama 

activities are valued as a break from routine. Respondents write that they use it to add variety in a 

teacher and textbook dominated approach: ‘To vary the activities in the class and to move more away 

from talk and chalk’ (R18 FD), and ‘To supplement material o f textbook -  to bring the language to 

life’ (R19 FD) are typical o f the responses in this category. ‘Providing the learners with opportunities 

for meaningful communication through dram a’ ranked joint third place. It was decided to create this 

category as separate from ‘encourage and support oral production’ as the emphasis in these responses 

was on using language to relay or receive a message rather than simply to practice speaking in the 

target language, which does not necessarily imply communication.

According to respondents drama is used to consolidate learning. They write about using drama to 

enable learners to practice and reinforce vocabulary and structures previously covered. A typical 

response was; ‘To reinforce what has been done in a more formal way. They tend to remember what 

they say in a drama situation’ (R18 FD). Contextualisation comes next in ranking and responses here 

tied in with responses categorised under ‘opportunities for meaningful com m unication’ but it was 

decided to make a separate category, as here the emphasis was more on the creation o f a context than 

on the message exchanged. A typical response was ‘With junior classes I find drama helps them to 

remember vocabulary and verbs much better than just lists on a blackboard as there is a real situation 

for them to apply the vocabulary/verbs’ (R27 FD2).

‘To develop learner confidence in using the target language’ and ‘To encourage language production’ 

ranked joint sixth place. Responses regarding confidence in using the target language centred on oral

258



w ork. R espondents w rote about dram a helping learners to lose the ir inh ib itions about speaking in the 

target language, gain ing  confidencc in oral com m unication  and in pronuncia tion  and gaining a sense 

o f  achievem ent. ‘T hey have a sense o f  ach ievem ent, the ir confidence is boosted  w hen they can 

com plete tasks o r relate to o thers in the target language’ (R18 FD). R esponses regard ing  encouraging 

language production  focuscd on oral and w ritten  skills.

W hy do you use dram a in the language class?

R easons % R ank

To create a lively, fun  atm osphere 37 1

To in terest and m otivate learners 37 = 1

To encourage and support oral production 28 2

To add variety o f  approach  to lessons 22 =3

M eaningful com m unication 22 =3

To consolidate learning 15 4

To contextualisc learning 13 5

To develop learner confidence in using the tl 11 =6

To encouragc language production 11 =6

To foster active learning 8 7

To harness learner interests 5 =8

To support d ifferen tia tion  o f  learning 4 9

M onitoring /assessm ent 3 10

Intercultural com petence 1 11

T able 8.8 R easons for using D iE in language class (n=79)

T he reasons or circum stances that m ight d iscourage teachers from  using dram a in the language class 

are presen ted  in descending  rank o rder in Table 8.9. O nce again these reasons or circum stances w ere 

not selected  from  a list p rov ided  for teachers but are based  on a conten t analysis o f  teachers’ 

unprom pted  responses. Perhaps the m ost im portan t aspect o f  the data here is that it reflects the 

p ressures teachers experience th rough disc ip line problem s, tim e constra in ts (both w ith in  and outside 

the classroom ), and large class sizes.

F ear o f  losing control o f  the class is the b iggest deterrent: ‘C ontro l o f  the class w ould  be the b iggest 

factor. I t’s hard enough keeping  a class quiet at the best o f  tim es’ (R9 FD). T here is also an 

im pression  that not all will be involved and that therefore there w ill be d isc ip line issues: ‘T hose not 

actively  involved becom e d is trac ted ’ (R4 FD). R esponses ind icate that the em phasis seem s to be on
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sticking with tried and tested traditional activities to maintain the status quo: ‘Students get excited and 

it can be difficult to settle them back to m ore m undane  activities’ (R 18 FD). This echoes the trend to 

use dram a activities as a break from routine as identified in the data yielded by the previous question 

when teachers w ere asked w hy they use dram a in the language class.

Responses reveal a perception that d ram a activities need a lot o f  class time and take more preparation 

time than other c lassroom  activities.  The question is raised as to w hether  the dram a activities yield 

results com m ensura te  with the am ount o f  class time they take: ‘T im e com m itm ent,  for what 

resu lts?’(R6 FD). D ram a activities are seen as an add-on extra and not as a m eans o f  advancing the 

aims and objectives o f  the curriculum. This opinion is revealed in com m ents  such as: ‘Pressure to 

cover the curriculum in t im e’ (RIO FD), and ‘Pressure o f  t im e/exam s’ (R46 FD2). There is also a link 

with data gained in response to an earlier  question w hich revealed jus t  two instances o f  dram a being 

used often or very often with exam ination classes (see table 8.5). It links with the num ber five ranking 

for ‘sy llabus,’ where responses such as ‘[1] Find the level o f  material to be covered at senior cycle 

does not leave much time for d ram a’ are typical (R19 FD).

W hat arc the reasons/c ircum stances that m ight discourage you from using dram a in the language 

class?

R easons for not using % Rank

Discipline 43 1

A m ount o f  lime it takes 28 2

Large class size 24 3

A m ount o f  preparation needed 15 =4

Noise levels 15 =4

Classroom  size and/or  layout 15 =4

Syllabus 14 5

Class d o n ’t see the relevance 11 6

Class personality 9 7

Lack o f  teacher training 8 8

Shy learners 7 9

Learners lacking focus 7 9

L ea rne rs’ poor com petence in tl 4.5 10

Very dem anding o f  teacher  energy 1 =11

Learners not used to it 1 =11

School prefers a m ore traditional approach 1 =11

Table 8.9 Reasons/circum stances d iscourag ing  the use o f  drama in the language class (n=88)
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According lo respondents, the low uptake in the use o f drama in the language class centres on external 

factors such as discipline, class size and time constraints, and they do not rank lack o f  training as a 

serious factor. In fact, lack o f  training in the use o f D iE assumes the eighth ranking position 

representing just 8% o f respondents. Just 17% o f teachers surveyed have received training in the use 

o f  drama in the language class, yet 74% would be interested in receiving (further) training (fig.8.15).

Percentage interested in further training

26% ^

74“/

□  Interested in 
fu rthe r tra in ing

■  Not in te rested

Figure 8.15 Percentage o f practising teachers interested in further training in drama (n=88)

As figures 8.16 and 8.17 show, when male and female replies were analysed, the number o f  females 

who expressed interest in receiving training in the use o f drama in the language class (82%) was 

considerably higher than the number o f  males who expressed interest (18%).

Females' responses to option of further training

□  Yes

Figure 8.16 Females’ responses to the option o f  further training (n=17)
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Males' re sp o n ses  to option of fu rther training 
(n=17)

Figure 8.17 M a les ’ responses to the option o f  further training (n=17)

8.3.1 The project

In this scction the data from the dram a training workshops with student language tcachers and their 

subsequent impact on their learners in schools will be presented and discussed.

Pre-workshop research statements

Before each series o f  w orkshops participants were asked to com plete one or both o f  the following 

statements: ‘I ’m looking forward t o . . . ’ and ‘I ’m apprehensive a b o u t . . . ’. O ver  the research period 

(2001-2007) the data reveals consistently that before the w orkshop  series, s tudent teachers had the 

perception that DiE was pcrform ance-focused and were thus apprehensive about being exposed in 

front o f  classmates. They expressed unease about being singled out, humiliat ing  themselves and 

having to perform in front o f  others. They also expressed apprehension about using the dram a in their 

language classes stating fear o f  losing control, creating noise and confusion and the effort it would  

involve for little return.

The responses to ‘I ’m looking forward t o . . . ’ typically focused on learning new techniques to enthuse 

and motivate their learners. H ow ever,  the dom inant expressed expectation was that they would learn 

about role play, plays in the target language, and ‘writing out little d ialogues in French and acting 

them ou t’ (RIO PW 4). In other words, they expected  to learn about traditional classroom dram a 

activities.  N one o f  the participants from any o f  the year groups had experience in learning or teaching 

through Drama in Education, Interestingly som e responses focused positively on the teaching 

approach anticipated, for example, ‘I ’m looking forward to m oving  around instead o f  being stuck in 

m y cha ir’ (R3 PW 3), and on self-developm ent ‘I ’m looking forward to social contact with o thers’ (R7 

PW 3), and ‘I ’m looking forward to developing m y personal sk il ls’ (R7 PW3).
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Overwhelmingly, participants expected a performance-focused approach and expected to leam 

techniques that would help to promote performance activities in the language classroom.

8.3.2. Post workshop questionnaires

Following the series o f workshops a questionnaire (Form E. Appendix 3) was issued to ascertain 

whether participants had enjoyed the workshops and why/why not, whether they would use DiE in 

their language classes and why/why not, and their ratings o f DiE in the language class under certain 

headings. Their responses are summarised in table 8.10. As no individual trend or pattern emerged for 

any o f the year groups the data is presented summatively representing responses from student teachers 

from 2001 to 2007.

Asked to what extent they believed DiE in the language class would help to make learners more 

independent of their teacher, 76% o f respondents indicated quite or very much. As argued in Chapter 

4, many learners have ‘unlearned’ most o f their skills as self-directed learners before they come to the 

language c l a s s . I t  follows that learners are often at a loss when given opportunities to take 

responsibility for their learning and need preparation or training to become more independent. As 

was argued in Chapter 6, DiE helps to furnish learners with the psychological preparation they need 

by building their confidence to take a more active and independent role in their learning. It encourages 

a collaborative approach with built-in opportunities for reflection. It can help learners to consider a 

task and how best to tackle it before pooling ideas on how to complete the task or overcome the 

problem. Within the collaborative framework offered by DiE, learners can leam how others tackle 

problems, and thus be exposed to strategies that will better help them to manage their language 

learning. It was suggested that such an approach could enable learners to become more independent o f 

their teachers and to become more autonomous in their language learning, which will enhance their 

self-esteem and confidence in their abilities as language learners.

Against such a background, it is encouraging to note that following their training in DiE, 92% o f 

student teachers quite or very much agreed that DiE would help develop learners’ confidence in using 

the target language. As posited in Chapter 4, learners gain autonomy in their use o f the target 

language by being actively involved in productive use o f the target language rather than reproducing 

language models provided by the teacher or t e x t b o o k . T h i s  will enable learners to use the target 

language outside o f the immediate learning environment. It will also enable learners to take advantage

C. Konshita Thomson. ‘Self-assessm ent in self-directed learning: issues o f  learner diversity’, in Taking 
Control. Autonom y in Language Learning. Eds R. Pemberton et al. (H ong Kong: U niversity o f  Hong Kong, 
1996), 77.

L. Dickenson. Learner Autonom y 2: Learner training fo r  language learning. (Dublin; Authentik, 1992), 13.
D. Nunan. ‘Towards autonomous learning: som e theoretical, empirical and practical issu es’ in Taking 

Control: Autonomy in language Learning. Eds R. Pemberton et al. (H ong Kong: Hong Kong University Press, 
1996), 20.
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of language learning opportunities that arise during language use. As argued in Chapter 6, Drama in 

Education provides meaningful, contextualised opportunities for learners to develop the skills 

necessary for confident face-to-face interaction through the target language.

97% quite or very much agreed that DiE would help to improve interaction between learners. ‘It was 

exhilarating and very rich in interaction’ (R24 P0W 3). The participants were beginning to recognise 

that DiE provides improved opportunities for learners to interact, to negotiate meaning and thus to 

peer-scaffold to higher levels o f communicative competence. As outlined in Chapter 2 

comprehensible input is necessary for language acquisition. Negotiation o f meaning is used to make 

input comprehensible and easier to process.'^*** When learners interact their attempts to communicate 

may go wrong. To maximise comprehension and negotiate communication difficulties, modifications 

to input and to interaction may be used. These modifications include repetitions and paraphrase, 

comprehension checks, clarification requests and use o f gesture help to ensure that input is 

comprehensible. They help to fine-tune L2 input so it becomes better suited to the learner’s current 

state o f language development. Researcher observations o f training sessions confirm that DiE 

improves interaction between learners by providing the stimulus to interact and creating a relaxed 

atmosphere which encourages intermingling. As one o f the student teachers wrote after the workshops 

‘It was stimulating and promoted relaxed interaction among students’ (R18 POW3).

78% of respondents quite or very much agreed that DiE in the language class would improve 

interaction between teacher and learners. As discussed in Chapter 6, DiE carries a strong emphasis on 

collaboration o f learners with the teacher. In fact, because it is not teacher-led it could not exist 

without the participants sharing their ideas and opinions. Improved interaction between teacher and 

learners enables the teacher to better understand the needs and interests o f  the learners so that he/she 

may work to make their language-learning personal and meaningful. Knowing the interests o f the 

group will enable lessons to be planned so that the target language may become a medium for 

pursuing and furthering their interests as set out as an aim in the Junior and Leaving Certificate 

language syllabuses. Improved interaction between teacher and learners can help establish a relaxed 

yet motivating classroom atmosphere.'^**’ As discussed in Chapter 2, this helps the language 

acquisition process by lowering the affective filter and thereby enabling a greater proportion o f L2 

input to be converted into acquired knowledge.'^*** As one respondent wrote ‘It builds a better 

relationship between the teacher and the pupils and also helps the pupils to connect more with the 

language’ (R8 P0W 6).

M.H. Long. ‘N ative speaker/non-native speaker conversation and the negotiation o f  com prehensible input’ 
in A pp lied  Linguistics Vol. 4 (1983): 126-41.

J, N eelands. Learning Through Im agined Experience. Ed. Patrick Scott. (London: Hodder and Stoughton,
1992).

S. Krashen. The Input H ypothesis: Issues an d  Im plications. (London: Longman, 1985), 3.
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63% indicated that they quite or very much agreed that DiE would help to lower anxiety levels - ‘It 

should prove a tremendous asset in creating a positive attitude/atmosphere amongst the learners’ (R14 

POW3). 62% quite or very much agreed that DiE would help learners become less embarrassed about 

speaking in front o f a group -  ‘I think it helps in lowering the level o f  anxiety and it may also help shy 

students!’ (R5 P0W 7).

As discussed above, learners who are stressed about their language learning may not be as effective in 

their efforts to acquire or produce the target language. The interactive, collaborative classroom 

environment helps create a more relaxed classroom atmosphere where everyone’s contribution is 

supported and welcomed. As outlined in Chapter 3 risk taking in the target language is an essential 

element in learning to communicate in the target language, and occurred consistently during training 

sessions as recorded in the researcher’s journal on numerous occasions. To take risks and experiment 

in using the target language, learners must feel sufficiently at ease to use the resources at their 

disposal to communicate their meaning without fear o f making errors or looking foolish. As discussed 

in Chapter 2, pushed output is fundamental to developing communicative competence and learners are 

best supported in their efforts to produce the target language in an anxiety-free environment.

76% quite or very much agreed that DiE would help to focus learner attention on the communication 

o f meaning. As contended in Chapter 3, a communicative approach centres on the notion o f learning 

to communicate through communication. Conveying and receiving messages or meaning is 

fundamental to communication. As the data from student teachers’ memories o f their language classes 

at school suggest, language classes too frequently focus on the structure o f  the language with 

insufficient attention given to communication o f meaning. As argued in Chapter 6, drama in the 

language class creates a context and a reason for using the target language, as demonstrated regularly 

during the training sessions when the learners needed to communicate their thoughts and ideas to the 

group in order to further the drama. Drama in Education gives learners a voice and encourages them 

to use it.'^*^ As one o f the student teachers wrote as her reason for using DiE in the language classes 

‘To motivate my students and enable them to enjoy and appreciate using the language which is its 

ultimate purpose’ (R i P0W 7).

Communicative approaches involve the exercising of the four language skills, reading, writing, 

listening and speaking around a theme. 84% o f respondents quite or very much agreed that DiE would 

help develop learners’ speaking skills and 81% agreed quite or very much that DiE would help to 

develop learners’ listening skills. DiE gives a purpose to the exercising o f these skills and as in real

C ecily  O ’ N eill, ‘A ctive Undertanding: the Power o f  Drama in the Curriculum’ In R eport o f  Conference on 
D ram a in Education. Eds. John White and Eilis Mullan (Dublin: National A ssociation for Youth Drama, 1993), 
4.
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life, each skill flows naturally from  the other. All skills are exercised in context. Speaking and 

listening skills play an integral part in creating and furthering the dram a.

R espondents were less enthusiastic about DiE helping to develop reading skills w ith ju s t 31% 

indicating quite or very m uch, and 33%  indicating som ewhat. They w ere even less enthusiastic about 

its abilities to develop w riting skills with 22% indicating quite or very m uch, and 33%  indicating 

som e. Post-w orkshop interview s suggested that these figures m ay result from  responden ts’ be lie f that 

these skills are not neglected in the language class and thus do not need the sam e level o f  rem edial 

action from  DiE as speaking and listening.

89%  quite or very m uch agreed that DiE could prom ote a content-rich approach. Journal entries taken 

during non-participant observation o f  student teachers in their language classes indicate that 

frequently, particularly  in the early stages o f  their teaching career, student teachers do not introduce 

sufficient content in their classes. Entries indicate that insufficient content often results in learners 

being bored and under challenged. DiE w orks around a them e to exercise the four language skills in 

an integrated, contextualised approach. As discussed in C hapter 6 the them e and content are 

negotiated betw een learners and their teacher to help ensure learner interest. This helps to ensure that 

the content evokes a response in the learner to bring them  into active participation in the lesson. This 

was readily identified during the training sessions when it w as noted that DiE provides a m otivating, 

content rich learning environm ent where language learning is contextualised  and m ade relevant as 

strong links are m ade w ith the world outside the classroom . 80%  o f  respondents quite or very m uch 

agreed that that DiE helped to link classroom  learning with the outside w orld  - ‘It m akes the language 

‘rea l’ and useful for the students’ (R2 P 0W 7). D uring the w orkshops, real-life situations w ere 

brought into the classroom  for learners to explore through the target language. L inks w ere m ade w ith 

the content o f  other subject areas to dem onstrate that a cross-curricular approach can be exploited for 

language learning to enrich content and to strengthen associations betw een language learning and 

o ther aspects o f  the learners’ lives. For exam ple, during the creation o f  one dram a story participants 

set about preparing a m eal to welcom e the visiting parents o f  their daughter-in-law  to be. This entailed 

a d iscussion o f  recipes for chocolate cake. Participants noted how  this could easily be adapted to their 

c lassroom s to encourage learners to read recipes in the target language and to describe recipes learnt 

in H om e Econom ics classes.

91%  indicated that they quite or very m uch agreed that DiE in the language class helped to develop a 

collaborative approach to learning. As discussed in Chapter 3 the com m unicative language teacher 

takes the role o f  facilitator o f  learning. This would not be possible w ithout a collaborative approach 

being established betw een teacher and learners and data from the observation  o f  training sessions 

confirm ed that this occurred consistently. As argued in C hapter 6, DiE supports the com m unicative
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aim  o f  enabling the teacher to facilitate and m anage the group from  w ithin. Learners will 

im perceptibly take their cues from  the teacher as he/she m odels appropriate language and behaviour. 

DiE enables the teacher to support and encourage by keeping the lines o f  com m unication open so all 

can w ork w ithin a consensus. B arriers are rem oved and a fram ew ork for the em pow erm ent o f  learners 

is built in their place. It w as noted in post w orkshop discussions w ith participants that they saw the 

potential o f  DiE to allow  the pow er relationship betw een teacher and learners to be tacitly  agreed as 

negotiable, w ith all w orking as a team  in w hich everyone’s contribution is w elcom ed and valued.

As dem onstrated during the dram a training sessions it was recognised by all participants that above 

DiE prom otes increased interaction and collaboration betw een learners. Through the group and pair 

w ork learners helped each other through their respective zones o f  proxim al developm ent'^’*̂ and 

w orked together to exam ine situations, com plete tasks and solve problem s. The grow th o f  

independence was supported by learner interdependence; they helped one another learn and supported 

one another in their efforts to produce language - ‘I don’t usually enjoy ‘d ram a’ or being on show  but 

as it w as alw ays a group effort, I never felt like 1 w as exposed’ (R4 P 0 W 7 ).

81%  quite or very m uch agreed that DiE w ould intrinsically m otivate learners to learn the target 

language. As argued in C hapter 4 learners w ho have clearly defined interim  goals leading to a m ain 

goal are m ost likely to be successful. I f  learners’ long-term  goal is to be able to com m unicate 

effectively in the target language then interim  steps that enable them  to see their grow ing ability  to 

com m unicate effectively w ill help to sustain their m otivation.'^’ ’ As claim ed in C hapter 6, and as 

revealed  in the observations o f  the training sessions, DiE can help provide the scaffolding, the 

opportunities and the im petus to involve learners in using the target language to express and receive 

m essages. This provides the necessary practice and pushed output to build confidence and 

com petence. It w as noted in research journal entries that participants com m ented on how  the DiE 

process w ould allow  learners to see the progress they are m aking in the target language, their grow ing 

ability  to m ake and receive m eaning in the target language. DiE helps to m aintain learners’ m otivation 

as they see progress being m ade tow ards their long-term  goal. A s also seen in C hapter 4, another 

im portant m otivating factor is the learners’ perception o f  the learning experience; i f  learners do not 

derive satisfaction from the pursuit o f  the learning goal then m otivation is likely to dissipate. The use 

o f  D iE  in the classroom  helps to m ake the learning process p leasurable as learners engage in 

collaborative activities that give them  a sense o f  ow nership and personal control over their learning 

process. This ‘intrinsic rew ard ’ offered by the learning process can prom ote the perception that 

learning the target language is m otivating in itse lf - ‘1 think pupils w ould be m uch m ore enthusiastic 

about learning the language i f  Dram a in Education was used’ (R6 POW 7).

L. S. V ygotsky. M ind in Society. (Cambridge Mass.; Harvard University Press, 1978)
E. Ushioda. Learner Autonom y 5: The Rote o f  M otivation. Ed. D. Little. (Dublin: Authentik, 1996).
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As seen from  the data elicited from  the pre-w orkshop series sentence com pletion task, dram a 

activities are often view ed w ith suspicion as they are seen as belonging to the dom ain o f  the 

extroverted. H ow ever, having participated in D ram a in Education w orkshops 71%  o f  respondents 

quite or very m uch believed that DiE w ould encourage shy learners to express them selves in the target 

language. O ne respondent com m ented ‘It definitely  prom otes an encouraging environm ent for people 

who are shy to express them selves in norm al c lasses’ (R15 P 0 W 3 ). A s argued above and in C hapter 6 

DiE does not put the spot-light on the individual but instead em phasises a collaborative approach 

where learners co-operate to achieve a task or solve a problem . O bservational data revealed that the 

use o f  sm all-group w ork and pair w ork helped to give shy individuals the support and opportunities 

:hey needed to practise using the target language w ithout having the eyes o f  the w hole group on them.

S2% quite or very much believed that DiE w ould  enrich learners’ vocabulary. W ritten com m ents 

showed that respondents believed DiE provided lots o f  opportunities to consolidate vocabulary used 

by giv ing learners opportunities to use it in context. O ne respondent com m ented ‘I think it is a great 

vay to help learners retain vocabulary and verbs -  linking w ords to ac tio n ’ (R7 POW 7). This is 

confirm ed in the analysis o f  learner questionnaires on the use o f  DiE in the language class w here 63%  

of that learner cohort indicated that DiE helped their understanding by linking language to action.

‘>0% quite or very m uch believed that DiE w ould  appeal to different learning styles. A s suggested in 

Chapter 6 DiE uses a range o f  teaching and learning strategies in a m ulti-sensory  w ay and facilitates 

different m odes o f  expression. It enables a w ide range o f  approaches and resources to be used to 

scaffold and encourage the participation o f  all. It draw s on and supports the interaction o f  m ultiple 

intelligences to best facilitate learners’ understanding and learning - ‘I am  particularly  im pressed by 

its ability to be adapted to various learning styles so that every student can take som ething from  a 

class’ (R3 P 0 W 4 ).

58% quite or very m uch believed that D iE w ould develop learners’ ability to self-assess their 

progress. A s discussed in C hapter 2, learners need to have know ledge o f  a language but also the 

ability to use it in socially and culturally accepted ways. O bservational data confirm s that DiE can 

help create an infinite variety o f  social contexts w here learners can experience and experim ent with 

tie  d ifferent functions and uses o f  language. For exam ple contexts created involved participants in 

contexts such as fans in a spectator stand in a football stadium , strangers m aking conversation in a 

train carriage, a residen ts’ association m eeting and friends in a coffee shop. A s discussed in C hapter 2, 

h am ers  are involved in a continual process o f  hypothesis form ation and testing w ith consequent
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changes to their internal gram m ar system s or i n t e r l a n g u a g e . T o  facilitate this, learners need 

exposure to the target language and opportunities for pushed output. They need a supportive 

environm ent w here they can experim ent with the target language w ithout fear o f  m aking errors. In 

addition they need occasions for reflection on input, their output and positive and negative evidence 

received. Through participation in the training w orkshops, student teachers acknow ledged that DiE 

provided built-in opportunities for reflection so that they could reflect on and assess their progress. As 

discussed in C hapter 4, new hypotheses derived from these reflections can then be tested through 

further target language input and output and then further reflected on in a continuum  o f  action and 

reflection.

78%  quite or very m uch believed that DiE would help heighten learners’ self-esteem . A s argued in 

C hapter 6 the DiE experience allow s learners to see that their previous know ledge, skills and 

experiences are relevant and helpful in their language learning. This supports the learners’ sense o f  

se lf  and creates the affective environm ent that is best suited to prom oting language acquisition. As 

d iscussed above and dem onstrated during the training w orkshops, DiE helps create m otivating, 

interesting contexts for learners to use the target language. It scaffolds and supports them  into 

successfully  com m unicating their m eanings and receiving the m eanings o f  others. Learners can see 

how  they are progressing in their understanding and production o f  the target language and this helps 

to support their self-esteem .

99%  quite or very m uch agreed that DiE would prom ote enjoym ent in the language classroom . This 

links w ith the positive response to the w orkshops noted by the researcher’s journal entries follow ing 

the dram a w orkshops and also by the affirm ative responses to the w orkshop indicated in the 

questionnaire.

100% o f  respondents indicated that they enjoyed the dram a w orkshops. Som e respondents indicated 

that they had not expected to but w ere pleasantly surprised: ‘A t first I thought I w ou ldn ’t, but found 

m y se lf becom ing m ore involved’ (R5 P 0W 6). The data reveals that they appreciated them  for the 

insights they gave into different approaches to language teaching and learning and for the 

opportunities afforded them  to interact with fellow  student teachers. Indicative responses are; ‘It gave 

a surprising and w elcom e insight into the value o f  dram a in the language c lass’ ( RI 8  P 0 W 3 ). ‘It 

m ade m e aware o f  the various ways in w hich dram a could be used (before I w ould have had a narrow  

vision, i.e. thought m ainly o f  plays e tc .)’ (R13 P 0W 3). ‘It’s a breath o f  fresh air to  student teachers in 

a country where the system  is rife with curriculum  based teaching’ (R1 P 0 W 7 ). ‘I enjoyed the variety

R. Cherington. ‘Interlanguage’ in R oiitledge Encyclopedia o f  Language Teaching an d  Learning. Ed. 
M .Byram (London: 2000), 308.
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and h igh-acliv ity  nature o f  the classes. They w ere good for com m unicating  w ith o ther people in the 

class -  and fu n ’ (R 20 P 0 W 4 ).

Post-w orkshop  questionnaire.

Each question begins: D ram a in E ducation in the 

language classroom  w ill h e lp ...

N ot at all A little Som e V. m uch/ 

qu ite

... to  m ake learners m ore independent o f  the teacher. 1% 2% 21% 76%

... to develop learners’ confidence in using the target 
languages

0% 0% 8% 92%

... to  im prove in teraction  betw een  learners. 0% 0% 3% 97%

... to  im prove in teraction  betw een teacher and 
learners.

0% 1% 21% 78%

... to low er anxiety  levels. 0% 8% 29% 63%

... to focus learner atten tion  on the com m unication  o f  
m eaning.

0% 4% 20% 76%

... learners becom e less em barrassed  w hen speaking  in 
front o f  a group.

3% 6% 29% 62%

... to develop speaking skills. 0% 2% 14% 84%

... to develop listening skills. 0% 0% 19% 81%

... to develop  read ing  skills. 12% 24% 33% 31%

... to develop  w riting  skills. 16% 29% 33% 22%

... to p rom ote a conten t-rich  approach. 0% 3% 9% 89%

... to link classroom  learning w ith the ou tside w orld. 0% 2% 18% 80%

... to develop  a co llaborative approach  to learning. 0% 0% 9% 91%

... to in trinsically  m otivate learners to learn the target 
language.

0% 3% 16% 81%

... to encourage shy learners to express them selves. 0% 9% 20% 71%

... to enrich  vocabulary. 0% 3% 15% 82%

... to im prove pronunciation . 1% 2% 32% 63%

... to im prove intonation. 1% 5% 26% 68%

... to appeal to d ifferen t learning styles 0% 4% 6% 90%

... to develop learn ers’ ability  to se lf-assess their 
progress.

2% 11% 29% 58%

... to heigh ten  learn ers’ self-esteem . 1% 19% 78%

...to  prom ote en joym ent in the language classroom . 1% 99%

T able 8.10 Post dram a w orkshop responses (6 cohorts  o f  student teachers: N =238)
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99% indicated that they would use DiE in the language class. Their responses indicate that 

experiencing DiE through the workshops enabled them to see how it could be used in the language 

classroom: ‘The workshops highlighted different but very effective ways o f teaching a foreign 

language’ (R21 P0W 3). Having had the experience o f active learning instead o f the more typical 

lecture format was also cited as a reason for understanding the need to introduce it into the classroom: 

‘It highlighted for me why an active approach is so much more enjoyable for learners’ (R3 P0W 4). 

This is supported by data yielded from post workshop interviews (see section 8.3.3), where the 

promotion o f active learning was ranked as number one in using DiE in the language class. Those 

who were apprehensive about organising a drama-based approach were reassured by the training 

received ‘1 always thought it would be too difficult to organise logistically. Now I see ways o f doing it 

without too much chaos’ (R17 P0W 4). Others enjoyed the supportive, interactive aspect o f the 

workshops and expressed a desire to transfer this to their language classes: ‘I really did enjoy the 

classes. It was fun and I got to talk to people I didn’t speak to before. I did not feel embarrassed and 

thought some o f the activities could be easily transferred into my classroom ’ (Respondent 2 P0W 6).

Respondents who would not use DiE in their language classes (1%) cited their lack o f confidence in 

co-ordinating this type o f activity. 25% o f respondents indicated that they would use DiE but that it 

would depend on the circumstances. Discipline ranked as the number one consideration with 

respondents replying that they would use DiE only with classes where discipline was not an issue. 

Class size ranked second as a condition o f use. Teacher confidence ranked third place with 

respondents writing that they would introduce it slowly until they gained confidence in using the 

approach. Discipline and class size also ranked high as reasons for not using drama in the survey o f 

experienced teachers.

8.3.3 Post workshop interviews with a sample of student teachers

Each year, after the drama training, a self-selecting sample o f  student teachers was interviewed. The 

main purpose o f the interviews was to gather information about the extent to which student teachers 

were using DiE with their classes with whom and for what purpose. The interviews were sem i

structured and took place towards the end o f the second term when student teachers each had between 

seven and eight m onths’ experience o f teaching their current classes. A total o f thirty interviews 

representing each year group in the research period, with a representative male-female ratio and a 

representative cross-section o f school types were conducted.
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O f  the thirty interviewees twenty-five were female and five were male. The school types represented 

were:

Single sex b o y s ’ secondary N=7

Single sex g ir ls’ secondary N =16

Co-educational secondary N=1

C o-educational vocational N=2

C o-educational com m unity N=3

Table 8.11 In terview ees’ schools

100% o f  interviewees considered DiE a useful m ethodology for furthering the aims o f  a 

com m unicative  language class. 100% declared that they would  be interested in using DiE in their 

language classes, however, 10% (representing two male student teachers and one female student 

teacher) stated that they were not using DiE with their currcnt class groups. The reasons given for not 

using DiE despite being convinced o f  its usefulness centred on discipline issues, learner and school 

expectations. One o f  the male student teachers, working in a single sex b o y s ’ secondary school, stated 

that he would  not feel com fortable using it in his current school. He believed that because o f  the 

history and ethos o f  the school, the learners had pre-conceived ideas about how a male teacher should 

teach, and using DiE did not fit into these ideas. He stated that the boys w ould  probably  accept this 

approach if  he were a female teacher. He conceded  that he m ight try using a DiE approach in this 

school i f  he were teaching a first year group but that the older boys would  not accept to work this way 

with him. ‘Difficulty that a guy would  have with these guys in particular is that they w ou ld n ’t see that 

as being a m a n ’s role, i t ’s nothing to do with right or w rong  i t ’s jus t  m ore that a m an doesn ’t teach 

like that particularly within the ethos o f  this schoo l’ (R4 PO W l) .  Interestingly, the other male teacher, 

who w as working in a g ir ls’ secondary school also claim ed he would  not feel com fortable using DiE 

with his learners because the girls would  not accept to w ork  this way with him. ‘I d o n ’t know  1 do a 

bit o f  role play with them but anything m ore than that and th e y ’d jus t  go bananas on m e ’ (R17 

POW I). The female teacher w ho w orked  in a co-edueational com m unity  school stated that a lthough 

she would  love to use a DiE approach, she had initially had such discipline p roblem s with her second 

year groups that she would not risk doing anything that m ight com prom ise  her. She could not use DiE 

with her  third years because she just saw them once a week and her co-operating  teacher  directed her 

exactly  on w hat to do - ‘I t’s just the book and the papers with them, the re’s no d m e  for collaborative 

w o rk ’ (R29 P O W l) .

It is interesting to note that the proportion o f  males w ho do not use DiE is greater and this reflects the 

trend seen in the data yielded in the questionnaire issued to practising teachers about their use o f  DiE 

in the language classes and discussed in section 8.2.4.3. Here it was seen that m ale  teachers were less



likely to use dram a activities with their classes than female teachers and less likely to want to receive 

training in the area. Interestingly, discipline issues em erged  in this questionnaire as the main reason 

why practising teachers w ould  not use dram a activities in the language class and it also em erges in the 

interviews as a key reason for not using dram a in the language class.

Respondents w ho used DiE with their language groups gave a variety o f  reasons for doing so: each 

interviewee cited several objectives for using DiE. Table 8.12 represents a rank ordering o f  the 

reasons given in the student teachers’ individual unprom pted  contributions. Responses  indicate that 

D iE is most often used by interviewees to promote active, collaborative learning, to develop learners’ 

com m unicative com petence and to support syllabus them es and topics. The student teachers w ho  use 

it (90%) view DiE as a m eans o f  advancing the aims o f  the Junior  and Leaving Certificates. This is 

supported in research journal  entries o f  non-partic ipant researcher observations which indicate that 

s tudent teachers use dram a activities to support the ach ievem ent o f  clear cognitive and behavioural 

outcomes. They use them as a m ethod to advance the aims o f  the syllabus and not as add-on extras. 

However, it is encourag ing  to note, that following period o f  training in DiE, the student teachers 

regarded DiE first and foremost as a m eans o f  encouraging  learners to becom e more involved in their 

learning.

The interviews yielded valuable advice on how to use DiE in the language class. Additional data 

em erged  on student teachers’ experiences o f  language teaching and learning w hen  they were in 

second-level school which confirm ed conclusively that em phasis  was put on reading and writing in a 

passive learning environm ent which they now recognised as being contradictory  to D ES guidelines on 

best practice in language classes.

Objectives in using DiE in the language classroom Rank
Promote active learning 1
Practice and developm ent o f  the four skills 2
Collaborative learning 2
C om m unicative  use o f  tl =3
Support syllabus them es and topics =3
Encourage interaction =4
Fun/enjoym ent =4
Hook learner interest =4
Link learning with outside world =4
Promote learner au tonom y =4
Practise structures =5
D evelop learner confidence in oral production =5
Foster a supportive classroom atm osphere =5
Facilitate vocabulary  and structure practice and learning 6
Encourage a M ultiple Intelligences approach to teaching/learning 7
Facilitate differentiation 8

Table 8.12 Reasons for using DiE in the language classroom
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It is notew orthy that all o f  the reasons cited are tantam ount to good practice in education, and concur 

with the stated principles o f  a com m unicative approach as described  in this thesis. It indicates that 

providing training in the use o f  D iE allow s the student language teachers to experience its benefits 

and begin to m ake connections betw een DiE and a com m unicative approach to language education.

8.3.4 Participant observations

As noted in section 8.2.3, non-participant observation o f  student language teachers and their learners 

in their classroom s revealed year on year that student teachers generally  needed the tim e up to 

Christm as to internalise the content o f  their language m ethodology lectures, the advice o f  their 

professional placem ent supervisors, and their reading m atter. They also needed this tim e to 

experim ent w ith and reflect on their use o f  a com m unicative approach to language teaching and 

learning. Therefore, w orkshops on the use o f  DiE in the foreign language class w ere offered in the 

second term. The researcher facilitated these w orkshops and also engaged in participant observation. 

An analysis o f  the data from each research journal from 2001 to  2007, revealed a num ber o f  key 

trends which em erged consistently from  the observations m ade in each year group.

Research journal entries note that student teachers generally appeared to be quite apprehensive at the 

beginning o f  the first workshop. This is confirm ed by the responses to the pre-w orkshop w riting task 

as discussed in section 8.3.1 w here participants expressed unease about being singled out, hum iliating 

them selves and having to perform  in front o f  others. However, notes indicate that w hile the researcher 

read aloud a random  selection o f  these sentence com pletion statem ents, participants laughed and 

im m ediately appeared m ore com fortable as they realised that others felt the sam e. They appeared 

further relieved after the facilitator had reassured them  that nobody w ould be put on the spot or 

em barrassed by the activities. Participants w ere then engaged in w arm -up activities that are 

particularly suitable for language learning. A s they saw the im m ediate applicability  o f  these exercises 

to their language lessons and as the w arm -up activities fulfilled their objective, participants visibly 

relaxed. Participants frequently com m ented on how  their involvem ent in the activities along w ith the 

relaxed atm osphere m ade them forget about their shyness and apprehensions. This is reinforced in 

post-w orkshop questionnaires w here respondents wrote o f  how  the w orkshops had helped them  to 

focus on the activities rather than their shyness ‘Yes, it helps to break dow n barriers and shyness 

betw een adults then it should definitely do the sam e for pupils’ (R1 PO W  7).

A s the w orkshops progressed journal entries indicate that participants becam e increasingly involved 

and collaborative. This perception is reinforced in questionnaire responses as discussed in section 

8.3.1 where respondents w rite how they enjoyed the workshops and becam e involved even though 

they had not expected to. It is further reinforced by data indicating that 100% o f  participants enjoyed 

the drama w orkshops and by the high turn-out o f  student teachers at each o f  the DiE w orkshops.
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8.4 Learners’ responses to the use of drama in the language class in second level schools

175 questionnaires (Form F. Appendix  4) com pleted  and returned by language learners in second- 

level schools by their student teachers w ere analysed both quantitatively and qualitatively. The 

learners were  in a cross-section o f  Dublin based schools and were from first, second and transition 

year classes sincc these were the classes the student teachers were teaching. The object o f  the 

questionnaires w hich were distributed and collected by the learners’ class teacher was to find out if  

they enjoyed the use o f  DiE in their language classes and why, w hether  they would  recom m end the 

use o f  DiE in the language class and why, and to what extent they found DiE helped them to gain a 

better understanding o f  the target language and why.

W hen asked i f  they enjoyed the use o f  DiE in the language class 71%  o f  learners replied very m uch  or 

a lot (see fig. 8.18). An analysis o f  their com m ents  revealed that a m ajority  (63% ) wrote that they 

enjoyed the use o f  DiE in their language class because they found it m ade language learning easier. 

O ne  learner wrote ‘1 liked doing French this way because I think we learnt a lot m o re ’ (R3 FI).  

Almost two thirds wrote that they learned m ore because DiE made language lessons more enjoyable, 

for example, ‘It was fun and I got to enjoy going to class which m ade you hardly realise you were 

learning when you w ere ’ (R I2  FI) .  M aking learning more interesting was ranked second (26% ) as a 

reason for enjoying the use o f  DiE in the language class, with 11% saying they enjoyed it because it 

w as fun. A typical com m ent was: ‘Yes, it was good, I enjoyed m y s e l f  (RIO FI 1).

L earners '  re a so n s  given for enjoying DiE in the ir  l a n g u a g e
c lasses

1 1 %

63%

26%

□  Fun

■  t e a m in g  more interesting

□  Learning ea s ier

Figure 8.18 Learners ' reasons for enjoying DiE (n=175)

W hen asked if  they w ould  recom m end the use o f  DiE in the language class, 80%  replied positively. 

44 %  o f  these respondents wrote that they would  recom m end  DiE because it was m ore enjoyable and 

interesting, therefore motivating learners to work harder and concentrate more. Typical responses are: 

‘It is a great way o f  learning because it is unusual and fun so you listen m ore and you are not bored or 

t ired ’ (R8 F I 4), and ‘I t ’s much easier to leam  and you concentra te  m uch  m ore because y o u ’re more
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interested because i t ’ s d ifferent to other classes and more fun ’ (RIO FIS). Ranking second (26%) was 

the support offered by the drama context which made comprehension and production o f the target 

language easier. Ranking third (23%) was the support that the collaborative approach offered, a 

typical response being ‘ It is sometimes easier to understand things when a friend explains them to you 

in a less technical way than teachers’ (R9 F I2). Ranking fourth (7%) was the motivation that the 

creative nature o f  D iE offered.

Learners’ reasons for recommending DiE in the language class

23 %
44 %

26%

□  More enjoyable

■  Contextua lisa t ion

□  Peer support

□  Creativity

Figure 8.19 Learners’ reasons for recommending DiE (n=175)

Asked i f  D iE activities helped them to gain a better understanding o f  the target language 64% replied 

very much or a lot. The main reasons cited were better contextualisation o f the language (37%), 

linking language to action (33%), and collaboration w ith  classmates (30%), (see fig.8.19).

‘The best thing about drama in the French class is you got to communicate w ith  others and have a 

laugh and when we did this 1 looked forward to doing French’ (R3 F15).

Learners’ reasons for finding DiE activities helpful in 
gaining a better understanding of the tl

30%
37%

33%

□  Contextua lisa t ion of the 
language

■  Linking language to 
action

□  Peer support

Figure 8.20 Learners’ reasons fo r find ing D iE  activities helpful (n=175)
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8.5 Post project follow-up interviews

The researcher’s experience o f working with newly-qualified teachers in their first and second years 

o f teaching, showed that they are frequently under tremendous pressures and stress during this time 

and so it was decided to interview former student teachers, all o f  whom had taken part in the DiE 

training sessions, and all o f whom had now gained a minimum o f two years post teacher-training 

experience. All o f the interviewees had regularly used DiE with their classes during their teacher- 

training period. A total of ten teachers were interviewed representing a cross-section o f the student 

teacher cohorts from 2001 to 2007. They were teaching in a variety o f school types throughout 

Ireland. The object o f the interviews was to find out the extent, if  any, to which they were using DiE 

now in their language classes and to explore their reasons for doing so or not. The interviews were 

conducted by telephone and the researcher had contacted the interviewees beforehand to schedule a 

suitable time and date to conduct the interview.

100% o f the interviewees reported that they use DiE in their language classes. Responses showed that 

100% used them often and very often with first, second and fourth year groups. This contrasts with 

the data yielded from the questionnaire issued to practising teachers which indicates that while 

practising teachers are also most likely to use drama activities with first, second and fourth years, just 

50% use it often or very often with first years, 30% with second years and 30% often or very often 

with fourth years.

100% o f the interviewees claimed to use drama activities occasionally with third, fifth and sixth year 

groups. Again this contrasts sharply with findings from the questionnaire issued to practising teachers 

which found that 40% used drama activities occasionally with third years, 30% used them 

occasionally with fifth years and 10% often or very often with fifth years, and 20% used them 

occasionally with sixth years. When the interviewees were asked why they used drama strategies less 

frequently with third, fifth and sixth years the reasons cited were pressures o f examinations, learners 

being unfamiliar with this way o f learning and learner expectations o f how the course should be 

covered.

W hen asked what factors might discourage them from using drama activities with a group they cited 

discipline issues, senior learners not being used to oral production o f the target language and unused 

to collaborative approaches.

All o f the interviewees claimed to use a wide variety o f drama strategies. They reported that the 

strategies they most frequently used with junior classes are drama games, drama warm-ups, mime, 

role play, line o f life, tableau and thought tracking. The interviewees were not presented with a list o f 

drama strategies from which to choose. The list emerged from a qualitative analysis o f interviewees’
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responses. W hen asked what strategies they used with senior cycle students the list was the sam e as 

above but they reported putting less em phasis on gam es, w arm -ups and m im e and added reading and 

writing in role, conscience alley, hot seating and role on the wall to the list.

All expressed an interest in receiving further training in the use o f  DiE in the language class with 

typical responses being - ‘W e covered so much new stu ff  on the Dip. [Post G raduate D iplom a in 

Education] that a lot o f  it went over my head. 1 find dram a activities really useful so I ’d love to have a 

few more w orkshops’ (R4 PSl), and ‘I was focused on ju n io r  classes w hen  I was doing the Dip. I 

think I ’d get a lot m ore out o f  the workshops now that I have a bit o f  expe r ience’ (R8 PSI).

W hen asked why they use DiE in their language classes, responses show ed  the em phasis  to be flnn ly  

on creating opportunities for learners to use the target language com m unicatively  (table 8.13). Their 

objective w as to establish a classroom atm osphere conducive to motivating  their learners to learn the 

target language. To this end they w ere concerned  with m aking  links with the world outside the 

classroom. Responses indicated that teachers valued DiE as a means o f  developing the four skills and 

learning and consolidating vocabulary and structures.

Their  replies ranked as follows:

Reasons cited for using DiE Rank

Establish contexts for real com m unication 1

Establish an anxiety free atmosphere 2

M otivate learners 3

Make links with the outside world 4

Develop the four language skills =5

Vocabulary  and structure learning and consolidation =5

Table 8.13 Reasons cited for using DiE

The differences in the responses from this sam ple o f  teachers to those w ho participated in the surveys 

discussed earlier in sections 8.2.4.2 and 8.2.4.3 are stark. There is a substantial difference in their 

attitudes to active learning in the language class, and there is an almost seismic disparity between the 

extend o f  their  use o f  active teaching and learning m ethods as com pared  to the teachers reported in the 

surveys. The only difference o f  note which can account for the significant difference in both attitude 

towards and practice o f  active learning, relates to the degree o f  training provided. All o f  the 

interviewees had received som e training in DiE, albeit limited within the param eters o f  a busy
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Postgraduate Diploma in Education (PGDE) timetable and schedule, whereas only 17% of the 

teachers surveyed had received training. It is also significant that while the degree o f training 

provided to teachers appears to account for the difference between these two groups o f practicing 

teachers, the teachers surveyed in the large sample do not recognise a lack o f training as serious 

impediment to their ability to use DiE in their language teaching (8%). Other factors such as class 

size, time constraints and discipline rank highest, with lack o f training ranking only eight. As the 

interviewees confirmed, and as the literature also testifies to (see Chapters 4 and 6), the use of active 

learning approaches such as DiE in the language classroom, reduces considerably the extent o f 

classroom management and discipline issues, and also results in a higher cognitive and affective 

learning outcome. The data cited earlier in the second level language learners survey (see section 8.4), 

similarly testifies to the role that DiE plays in making language learning both more enjoyable and 

interesting, but also easier to learn.

It is interesting to note that the interviewees enthusiasm towards the use o f DiE in their language 

classes has not waned over the 2 plus years since their initial training and exposure to the techniques, 

and thus the positive responses recorded in the post training surveys and interviews at the end o f each 

academic year (see section 8.3.2), have been sustained and strengthened according to interviewees 

responses. They all noted that as a result o f seeing their learners benefit from use o f a DiE 

methodology, their own commitment to this active learning approach has been increased. This is also 

evident in the wider range o f DiE techniques being used, and with a greater number o f classes, 

including the exam classes.

It is noteworthy that while these teachers’ use o f  active learning is sustained and increasing, the trend 

in the general population o f teachers is moving in the opposite direction. Data presented at the outset 

o f this chapter in section 8.2.1 indicates that experiences o f active learning in the classroom are 

decreasing. There is a notable downward shift between the first data set (2001 to 2003) presented, and 

the second data set (2005 to 2007) in terms o f second level learners experience o f a communicative 

language environment in the classroom. This is most noticeable in those statistics which report:

• a 17% decrease in the numbers o f teachers using the target language in classrooms;

• a six fold increase in the numbers reporting no opportunities being provided in their second 

level classrooms to motivate them as learners to produce the target language;

• a 20% increase in the numbers o f former second level students who would describe their 

language classes as never having been collaborative in approach (60 to 80%);

• a 25% increase in the numbers reporting that no emphasis was put on communication through 

the target language (from 60 to 85%);

• a 24% increase in the use o f a transmission approach to teaching grammar (from 56% to 

80%); and
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• a reduction in the integration o f  the four language skills w ith greater num bers o f  respondents 

in the 2005 to 2007 cohort noting that m ost em phasis w as p laced on reading and w riting 

rather than speaking and listening w hen attending second level education.

This dow nw ard trend in the use o f  active and com m unicative teaching and learning approaches 

contradicts the trend anticipated in the prim ary and secondary literature in the field. As has been 

show n in Chapters 2 to 5 o f  this thesis, the literature points convincingly to the significant role that 

active learning can play in the enhanced teaching and learning o f  M FL at second level. H ow ever, the 

data reveals that instead o f  an im provem ent in 2001 to 2007, the situation appears to be deteriorating. 

R espondents cited a num ber o f  reasons for this, reasons w hich w ere confirm ed repeatedly from  

d ifferent data sources in this study. These w ere chiefly, the influence and pressures o f  state 

exam inations, large class sizes, m ixed ability classes and inclusive learning environm ents, and a lack 

o f  training in the im plem entation o f com m unicative approaches. A s has been noted here, those 

teachers w ho had participated in the project som e years earlier and received a lim ited degree o f  

train ing in DiE, unanim ously bucked the general trend recorded in the data. It w ould appear that this 

training experience was sufficiently effective to  im press upon them  the value and efficacy o f  using 

DiE to assist in the im plem entation and nurturing o f  a com m unicative approach in the language 

classroom s.

8.6 Concluding comments

The final chapter in this thesis will endeavour to  draw the various strands o f  this research study 

together and offer some tentative conclusions. H ow ever, it is possible to assert that the experience o f  

engaging in a period o f DiE training im pacted positively on participating student teachers (now  

practicing teachers) in term s o f  their receptivity  and im plem entation o f  com m unicative approach in 

their language classroom s. The highly structured period o f  training and follow  up support provided 

during their professional education program m e allow ed them  to put theory into practice in relation to 

the com m unicative approach, and to experience at first hand concrete and tangible strategies through 

DiE w hich serve to deliver effectively and affectively many o f  the core princip les underpinning the 

com m unicative approach to language teaching and learning.
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Chapter Nine 

Conclusions and Recommendations

9.1 Introduction

This chapter will offer a sum m ary o f  the m ajor areas o f  enquiry o f  the study, including both the 

review  o f  literature and the em pirical and qualitative data from  the practitioner based project. The 

m ajor findings em erging from  this study w ill be outlined in a concise and accessib le approach to 

highlight them appropriately, and recom m endations arising from  conducting this research w ill be 

offered. Finally, the param eters w ithin w hich this study was conducted and its lim itations w ill be 

outlined, as will areas for future research in this field.

9.2 Summary

This study was concerned with the specific field o f  second language learning and a com m unicative 

approach to teaching and learning. The researcher sought to investigate the related areas o f  SLA and 

learner autonom y in an effort to determ ine the extent to w hich an active learning approach is 

advocated in the literature. European and national policy docum ents w ere also exam ined in order to 

assess w hether such guidelines sim ilarly reflected an em phasis on active learning and learner 

autonom y. The researcher’s prior expertise and experience in using DiE in language teaching and 

learning prom pted an investigation into w hether D iE and a com m unicative approach to teaching and 

learning were sim ilar in their theoretical underpinnings and bases. D irected and inform ed by the 

review  o f  literature, a research project was established to explore in practice any potential connections 

betw een the two approaches to education. This w as conducted w ith practising language teachers, 

student teachers and second level language learners over a 6 year research period, during w hich an 

enorm ous am ount o f  data was gathered, collated, analysed and synthesised. The sum m ative outcom es 

w ere presented and discussed in C hapter 8, and the m ajor findings w ill be sum m arised  in the 

follow ing section.

9.3. Research findings

W here relevant, findings from  the review o f  literature are com pared w ith the data from  the research 

project.

• The data suggests that there was very little collaboration betw een second language teachers 

and their learners w ith regard to the decision-m aking process in Irish second level schools, in 

contrast to the findings from the literature w hich asserts that learner autonom y can only be



developed through the practice of autonomy and learners need to be supported in its
1593practice.

• A sizeable majority of teachers did not use the target language for classroom management and 

interaction, despite the fact that the use o f the target language for classroom management is a 

basic tenet of a communicative approach to language teaching and learning.’̂ ®'*

• Swain holds that production skills can only be developed by pushing learners to produce 

language through oral and written work.'^’  ̂ However, the data reveals that few motivating 

opportunities were created for learners to produce language.

• A communicative approach, with its emphasis on learning to communicate through 

communication, would suggest the necessity o f a collaborative approach to provide 

opportunities for communication,'^’  ̂ which contrasts with the fact that very few respondents 

in the study experienced a collaborative approach in second level classrooms.

• Contrary to the recommendation to create opportunities for learners and their teachers to use 

the target language for real communication,'^’’ a significant majority indicated that little or no 

emphasis was put on communication through the target language in their language classes at 

school.

• Student teachers revealed that they were apprehensive about using the target language 

because they did not have the experience o f their teachers using it when they were at school. 

They also found it a challenge to convince learners who, in turn, had not been accustomed to 

a maximum of target language being used by teachers that they would understand and learn 

better as a result o f this exposure.

• The literature suggests that an inductive, discovery learning approach be used in the teaching 

and learning o f grammar.'^’* However, data yielded suggests that a transmission and ‘drill

like’ approach was used.

• A communicative approach advises that the four skills be developed in an integrated 

approach, however over 80% of respondents reported that an integrated approach to the 

development o f the four skills was not used.

• Despite the fact, or perhaps because o f the fact, that most o f the respondents had not 

experienced a learner-centred, creative approach when they were learning MFL at second-

D. Little. Learner Autonom y I : Definitions, Issues and Problem s. (Dublin: Authentik, 1991), 4.
N. Pachler and K.. Field. Learning to Teach M odern Foreign Languages in the Secondary School. A 

Com panion to School Experience. 2"‘' edition. (London: Routledge Palmer, 2001).
M. Swain and S. Lapkin. ‘Problems in output and the cognitive processes they generate: a step towards 

second language learning’ in A pplied  Linguistics Vol. 16 (1995): 371-391.
R. M itchell. ‘The communicative approach to language teaching: An introduction.’ In Teaching M odern  

Languages. Ed. A. Swarbrick (London: Routledge/The Open University, 1994).
Ib id
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level, 92% expressed a desire for ideas on how to make their teaching more innovative, 

motivating and learner-centred.

When asked to list areas that they would particularly like to cover during a language 

methodology course, grammar ranked highest but they expressed a desire to how to make 

grammar interesting and fun and this indicates their receptivity to approaches that are learner- 

centred. They also expressed a wish to learn how to develop and access creative activities and 

resources, and use the text book as an aid to teaching and learning rather than something to be 

followed slavishly. This indicates receptivity to the notion o f active, involved learning among 

a majority o f student language teachers.

89% o f practising language teachers believe they have not been furnished with sufficient 

guidelines/training to facilitate the fostering of learner autonomy. There is a belief that the 

Department o f Education and Science (DES) has neglected this area. There is a willingness 

among respondents to learn about how to foster learner autonomy but there appears to be 

insufficient opportunities for training.

82% of practising language teachers feel that they have not been furnished with sufficient 

support to encourage greater oral participation among their learners. They believe they do not 

have sufficient in-service support. Large class sizes, the backwash effect o f  state 

examinations which place too much emphasis on reading and writing, textbooks which 

emphasise the development o f reading and writing skills, and a lack o f learner motivation are 

also cited as obstacles.

82% of practising teachers believe that they have not been furnished with sufficient 

information to implement a wider range o f teaching methodologies in the language classroom 

and express a need for more in-service. The difficulties cited include heavy workloads, 

learners being focused on preparing for examinations, backwash effect o f  state examinations, 

and time constraints.

78% of practising teachers believe that the Junior and Leaving Certificate programmes do not 

support learners to use language independently in real, unpredictable situations. They suggest 

that a formulaic approach to preparing for the examinations will achieve good grades. An 

over-emphasis on reading and writing is seen as a hurdle to the fostering o f independent use 

o f the language in real, unpredictable situations. Learner perception and expectation o f what 

should be covered in preparation for the examinations and how, is also a difficulty.

Teachers highlight the absence o f a compulsory oral examination at Junior Certificate level as 

having a very negative effect on the development o f oral competence. The use o f English for 

answering aural questions is also cited as a barrier to promoting independent use o f the target 

language as it necessitates a good deal o f mother tongue use in the classroom.

The data revealed that practising language teachers have a limited knowledge o f DiE 

strategies, apart from role play.
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• T he reasons or c ircu m stan ces that d isco u rag e  teachers from  u sing  d ram a in  the  language  class 

are d isc ip lin e  p rob lem s, tim e constra in ts  (bo th  w ith in  an d  o u ts id e  the c la ssro o m ), an d  large 

class sizes. F ear o f  losing  con tro l o f  the class is the b ig g est deterren t.

• L earners  gain  au tonom y  in the ir use o f  the ta rg e t lan g u ag e  by  b e in g  ac tiv e ly  invo lved  in 

p ro d u c tiv e  use  o f  the ta rg e t language ra th e r than  rep ro d u c in g  lan g u ag e  m o d e ls  p ro v id ed  by 

the te ac h er o r t e x t b o o k . F o l l o w i n g  th e ir  tra in in g  in D iE , 92%  o f  s tu d e n t te ac h e rs  q u ite  or 

very  m uch  ag reed  tha t D iE  w ould  help  deve lop  le a rn e rs ’ co n fid e n ce  in  u sing  the  ta rg e t 

language.

• T he lite ra tu re  rev ea led  tha t d ev e lo p in g  co m m u n ic a tiv e  c o m p e te n ce  is re lian t on 

co m p reh en sib le  input. A  basic  m eans o f  fo ste rin g  the c re a tio n  o f  co m p re h en sib le  in p u t is 

th rough  in te rac tio n  w h ich  fac ilita tes n eg o tia tio n  o f  m e an in g  u sed  to  m ak e  input 

co m p reh en sib le  and  easie r to  p r o c e s s . '^  F o llow ing  the w o rk sh o p s  97%  o f  s tu d en t teach ers  

qu ite  o r very  m uch  ag reed  tha t D iE  w ou ld  help  to  im prove  in te rac tio n  b e tw e en  learners, to 

nego tia te  m ean in g  and thus to  p ee r-scaffo ld  to  h ig h e r leve ls  o f  c o m m u n ic a tiv e  co m p eten ce .

• Im proved  in te rac tion  b e tw een  teach er and  learners can  help  es tab lish  a re la x ed  ye t m o tiv a tin g  

c lassroom  a t m o s p h e r e . T h e  data  con firm ed  that the use o f  D iE  im p ro v e d  the  in te rac tio n  

betw een  teach er and  learners and  h e lped  to  lo w er an x ie ty  levels.

• R esponden ts ind icated  tha t D iE  cou ld  p ro m o te  a co n ten t-rich  ap p ro a ch  an d  link  c lassro o m  

learn ing  w ith  the ou tside  w o rld  to  in trin sica lly  m o tiva te  learners, an d  w o u ld  en rich  le a rn e rs ’ 

v ocabu lary .

• A  m ajo rity  o f  responden ts  no ted  tha t D iE  w ou ld  p ro m o te  e n jo y m en t in  the language  

c lassroom , an d  enhance  le a rn e rs’ s e lf  esteem .

• T he use o f  D iE  w ith  second  level learners had  a p o sitiv e  im pact, m a k in g  co m p re h en sio n  and 

p roduction  o f  the ta rg e t language easier.

• 100%  o f  in te rv iew ees w ho had  p artic ip a ted  in the d ram a tra in in g  w o rk sh o p s  rep o rted  tha t 

they still use D iE  in th e ir  language c lasses and  c la im ed  to  use a w id e  v arie ty  o f  d ram a 

strateg ies.

9.4 Recommendations

T h e rev iew  o f  litera tu re  h igh ligh ts  the co m p atib ility  o f  a D iE  m e th o d o lo g y  w ith  fu rth e rin g  the a im s o f  

a  co m m u n ica tiv e  app roach  to  language teach ing  and  learn ing . D iE  can  o ffe r  the  su p p o rt an d  the 

c o n tex ts  to  develop  le a rn e rs’ co m m u n ica tiv e  co m p eten ce  and the ir au to n o m y  as u se rs  an d  learners o f

D. Nunan. ‘Towards autonomous learning: some theoretical, empirical and practical issues’. In Taking 
Control: Autonomy in language Learning. Eds R. Pemberton et al. (Hong Kong: Hong Kong University Press, 
1996), 20.

M.H, Long. ‘Native speaker/non-native speaker conversation and the negotiation o f  comprehensible input’ 
m Applied Linguistics Vol. ‘#(1983), 126-41.

J, Neelands. Learning Through Imagined Experience. Ed. Patrick Scott. (London: Hodder and Stoughton, 
1992).
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the target language. Surveys of, and interview s with student teachers and practising teachers, who 

have participated  in dram a training w orkshops confirm  this finding. By contrast, language teachers 

w ho have not been trained in the use o f  DiE in the language class consider dram a as a source o f 

enjoym ent and do not see its value as a m eans o f  advancing the aim s o f  a com m unicative classroom . 

H ow ever, language learners, whose teachers have used DiE in their language classes enjoyed it, found 

it helpful in their language learning, and w ould recom m end its use in the language class. It is 

recom m ended that DiE be prom oted w idely am ong language teachers as an effective approach to 

teach ing  and learning in the language class.

SLA research and European language learning initiatives point to the im portance o f  active learning 

approaches, collaborative learning and the fostering o f  learner autonom y in developing learners’ 

com m unicative com petence. H ow ever, practising language teachers surveyed believe that they do not 

have enough training or support to im plem ent recom m endations. It is recom m ended that language 

teachers be given considerably m ore support in the form  o f  in-service training w hich w ill educate 

teachers in the theoretical underpinnings o f  developm ents in language teaching and learning as w ell as 

p rovid ing  them with practical, hands-on experience o f  how to im plem ent them  in their current 

teach ing  contexts.

In o rder that Dram a in Education be understood by language teachers as a teaching m ethodology 

w hich can further the developm ent o f  their learners’ com m unicative com petence, in-service should be 

com plem ented by sustained pre-service training in the use o f  DiE in the language class. This training 

should  educate student teachers in the theory and the practice o f  D iE in the language class to enable 

them  to understand w hy it can be used, and how  it can be used to advance the aim s o f  com m unicative 

language teaching and learning. If  student teachers’ practical exposure to DiE is not supported by its 

theoretical underpinnings there is a danger that it will continue to be considered as a source o f  light 

re lie f  in the language class.

In surveys o f  and interview s with practising and student teachers, the negative back-w ash effects o f  

the Jun ior and Leaving C ertificate exam inations is very often cited as a reason for devoting so m uch 

class tim e to the developm ent o f  reading and w riting skills to the detrim ent o f  oral and aural skills. It 

is recom m ended that an oral exam ination be com pulsory at Junior C ertificate level and, that at 

L eaving  Certificate level, the oral exam ination be assigned a higher percentage o f  m arks, in particular 

for H igher Level candidates. To avoid the form ulaic approach identified by so m any o f  the teachers 

and student teachers surveyed and interview ed, it is recom m ended that part o f  the oral exam ination 

include an opportunity to engage in spontaneous, unpredictable dialogue such as a DiE context will 

p rovide.
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9.5 Limitations of the research

As identified in Ciiapter 7 (see section 7.6), the researcher w as aw are o f  a num ber o f  potential areas o f  

bias as she approached the study, and she em ployed a series o f  research tools to reduce these and 

triangulate her data sources. In addition, there are a num ber o f  o ther issues that w arrant com m ent 

here. Firstly, the extended nature o f  the data collection period had certain  irrefutable advantages from  

the perspective o f  solidifying and validating the qualitative data, and increasing its generalisability. It 

served to indicate that the same or very sim ilar attitudes, opinions, experiences and perceptions 

existed am ong the research sam ple over a period o f  6 years, thereby dim inishing potential claim s that 

the data represents a particular group at a specific time, and m ay deliver d ifferent results had the 

research been conducted  at a different tim e and w ith a different group. H ow ever, such an approach 

also resulted in the generation o f  an enorm ous quantity o f  data, w hich at tim es alm ost overw helm ed 

the researcher. D ecisions had to be taken at a later stage to lim it the presentation o f  the data, as it 

becam e too unw ieldy and threatened to seriously distort the overall layout, organisation and 

presentation o f  the thesis. Thus, rather than present the data from  each cohort o f  students w hich m ight 

have been a m ore logical approach, them es, patterns and issues w ere identified across the data sam ple 

in a com parative m ode w here relevant, and reported on.

The longitudinal nature o f  the study also necessitated the adm inistration o f  tw o surveys o f  practising 

teachers (one in 2005 and one in 2007), in order to ensure that the data w as up to date and reflected 

teachers’ opinions.

It is acknow ledged that had there been greater tim e available on the student teachers’ tim etables, m ore 

tim e would have been given to the dram a training workshops. E ight hours o f  train ing w as deem ed the 

absolute m inim um  required to efficiently cover the m aterial in order to em pow er participants and 

equip them  w ith sufficient confidence and skills to try out the approaches w ith their ow n learners in 

schools. Had greater tim e been available for such training w orkshops in DiE, it is possible that a 

different outcom e m ay have been recorded.

Sim ilarly, it is acknow ledged that the practical elem ents o f  the research project w ere conducted in one 

third level institution, and had it been conducted in another institution, and w ith a d ifferent instructor, 

the outcom e and results m ay have been different.

Finally, in view o f the am ount o f  data generated, additional processing tim e w as required and this 

ultim ately im pacted upon the final com pletion date for the thesis. It caused further challenges in 

relation to keeping up to date with new initiatives and the publication o f  new  m aterial and reports in 

the field which w ere on-going while the data w as being processed. The researcher is reasonably 

confident that she succeeded in this regard.
I
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9.6 Areas for further study

A s a result o f  having conducted this study, it is recom m ended that a larger and m ore extended DiE 

train ing and education project be devised and evaluated in a num ber o f  third level institutions with 

student language teachers. Sim ilarly, as the data revealed, it w ould appear that there is a dem and 

am ong practising language teachers for training and education in the use o f  DiE techniques in 

language teaching and learning. Such initiatives could form  the basis o f  a research study and, if  

successful, inform  the provision o f  future in-service education courses for language teachers.

9.7 Closing observations

As an addendum , and in the closing rem arks o f  this chapter, it is im portant to note that as the 

researcher I was surprised by the data provided from the general language teaching population w hich 

indicates a regression away from  the principles o f  a com m unicative approach and a return tow ards 

structuralism . Anecdotal evidence w ould have pointed tow ards a position  o f  reliance on textbook 

teaching and a lack o f  em phasis on the integration o f  the four language skills, but it did not prepare 

me for the extent to which practice in second level M FL teaching and learning has slipped, and 

appears to be m oving further away from  the achievem ent o f  com m unicative language teaching and 

learning, despite the introduction o f  progressive EU and national guidelines in the field. It signals that 

despite  the positive outcom es o f  the dram a training program m e, there is a huge task facing policy 

m akers and practitioners in introducing and sustaining a com m unicative approach to language 

teaching and learning in second level schools. H owever, if  som e or any o f  the recom m endations in 

th is thesis are taken on board, there is hope for a brighter future and a generation o f  plurilingual 

citizens.
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Appendix 1



Commonly used Drama in Education Strategies

1. Collective or collaborative storytelling. The whole class joins in with the telling o f the 

story. The teacher leads the telling and invites individuals to supply words, sound effects, 

phrases or whole sentences. The way the detail is supplied by the class while the development 

o f the plot is controlled by the teacher.

2. Conscience Alley: At a critical moment in a character’s life when a dilemma, problem, 

comma or choice must be made, the character walks between two rows o f students who may 

offer advice as the character passes. The advice may be from the students as themselves or 

from other characters; the advive may include lines or words spoken earlier in the drama.

3. Costuming: Selected props or items of clothing are chosen by the teacher to indicate a 

particular role to the class. It is important that any costume is put on in front o f the class so 

they observe the teacher going into role in front of them, and there is no confusion about who 

the teacher actually is.

4. Defining space: This is the way in which the teacher and class agree on the parameters and 

features of the fictional space. Two chairs, for example, may mark the position o f the 

gateposts leading to the castle.

5. Forum Theatre: All ‘performers’ and ‘observers’ take responsibility for the crafting o f the 

drama. A small group act out a drama for the rest o f the group as ‘observers’. The ‘observers’ 

have the right to stop the drama at any point they wish and make suggestions as to how it 

might proceed, ask fore the scene or moment to be replayed with changes designed to bring 

out another point o f view or focus.

6. Hotseating: The teacher or the participant is questioned in role by the others. Whoever is on 

the ‘hotseat’ answers as their character would.

7. Improvisation: A spontaneous acting out o f a given situation in which participants have to 

respond to given circumstances. They act and speak in role. There is no pre-planning. 

Improvisation is often led by the teacher in role enabling her to keep control o f the direction 

o f the improvisation.

8. Mantle of the Expert: The major feature o f the convention is that participants are in role as 

characters with specialist knowledge relevant to the situation they find themselves in.

9. Modelling: A character is moulded into a still image by the other participants in the group 

who speak the instructions as the character takes on these physical attributes.

10. Narration: Teacher narration in drama activities is often a very useful device. The teacher is 

empowered to direct particular aspects of the drama. Narration can be used to excite or build 

tension in the drama.



11. O verheard  conversations: Participants in groups maice up conversations tiiat people in their 

drama may have had. They then overhear one another’s conversations as though they are 

eavesdropping. This enables the participants to work in small groups and gives all o f  them the 

chance to comment in role on the action o f the drama.

12. R itual: Any action, no matter how simple and mundane, can be performed in a formal and 

dignified manner to make the actions seem significant.

13. Role on the wall: A record o f a character is kept in the form o f a large outline o f a figure in 

which might write key lines, phrases, ideas or feelings about the character. The outline is 

kept and re-edited as discover more about the character.

14. S tatem enting; Statementing involves the participants literally in making statements about a 

person, event or place in the drama. The statements can be made in a ritualistic manner, with 

the participants coming forward one at a time to say their statement. They may remain frozen 

in a gesture appropriate to the statement.

15. T ableau / Freeze F ram e: Participants create a physical image using their own bodies to 

represent a moment from the drama.

16. T eacher in Role: Expressed in its simplest form the teacher/facilitator takes part in the drama 

along with the other participants. This enables the teacher to work with the participants from 

inside the drama. Additional information can be given through the teacher’s role and 

questions asked to challenge the participants’ ideas. Shadow Role is an adaptation o f teacher 

in role where the teacher ‘underplays’ the role in order to empower the pupils to participate as 

fully as possible in the unfolding drama.

17. T hought T racking: Thought tracking enables the participants in role to speak aloud the 

thoughts that would normally remain concealed. Thought tracking is when the teacher 

literally taps a participant on the elbow as a signal for the person to speak the thoughts o f the 

character s/he is playing.
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Form  C

Support in the Language Class
Thank you for taking the time to complete this questionnaire.

1. The Junior and Leaving Certificate language syllabi advocate the development of learner 
autonomy in the language class. In your opinion have language teachers been furnished with 
sufficient guidelines/training to facilitate the fostering of learner autonomy? Please comment.

2. The Inspectorate recommends that language teachers find ways of encouraging greater oral 
participation of their learners in the target language. In your opinion have language teachers 
been furnished with sufficient support to implement this recommendation? Please comment.

3. The Inspectorate advises the use of a wider range of teaching methodologies in the language 
classroom. In your opinion are teachers furnished with sufficient information to implement this 
recommendation? Please comment.

4. To what extent do you feel supported to experiment with different teaching methodologies 
in the language classroom? Please circle the appropriate response:
1 (not at all) 2 (a little) 3 (somewhat) 4 (quite) 5 (very much)
Please comment.

5. In your opinion to what extent do the Junior and Leaving Certificate programmes support 
learners to use language independently in real, unpredictable, situations? Please comment.



Form D

Using Drama in the Language Class

Please circle the appropriate response/s

1. Are you
Male Female?

2. Have you been teaching languages for
1-3 years 4-7 years 8-11 years 12-19 years 20-30 years Over 30 years?

3. Do you teach
Irish French Spanish German Italian Japanese
Other (please specify)?

4. Are you teaching in a
Boys’ School Girls’ School Co-ed School ?

5. Is your school
Secondary Comprehensive Vocational Community ?

6. Is your school
Urban* Rural

*located  in a city /suburb  o f  a city/in  a large town

7. Is your average language class size
Under 12 Between 12-18 19-25 26-30 Over 30?

8. Do you generally teach languages to
l “‘ year 2"̂ * year 3 year 4'^ year 5*̂  year 6‘̂  year
Other (please specify)?

9. Please circle the drama activities/strategies with which you are familiar

1. Drama Games 2. Drama Warm-ups 3. Role-Plays

4. Improvisations 5. Simulations 6. Reading Scripts 7. Writing Scripts

8. Mime 9. Staging Plays 10. ReadingAVriting in Role 11. Forum Theatre

12. Teacher in Role 13. Tableau / Freeze-frame 14. Thought-Tracking

15. Hot-Seating 16. Line o f Life 17. Role on the Wall

18. Conscience Alley 19. Mantle o f the Expert 20. Modelling/Sculpting

10. Do you use drama activities/strategies in your language classes?

Never Seldom Occasionally Often Very Often
(If ‘N ever’ please skip to question number 14)



11. Which of the drama activities/strategies listed in question 9 do you find most useful 
in your language classes? Please list: e.g., no. 1, 3, 5, 6.

12. With which groups do you use drama activities? How often?

1 = Never 2 = Seldom 3 = Occasionally 4 = Often 5 = Very Often

1** Years: 
2"“* Years: 
3’̂'* Years: 
4*'' Years: 
S*** Years: 
6*'’ Years:

2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5

13. Why do you use drama in the language class? Please comment.

14. What are the reasons/circumstances that might discourage you from using drama in 
the language class? Please comment.

15. Have you received training in the use of drama in the language class?

Yes (please state where and when)

No

16. Would you be interested in receiving (further) training in the use of drama in the 
language class?

Yes/No

Thank you fo r  taking the time to f il l  in this questionnaire



Letter to accompany questionnaire for teachers

March 18‘̂  2006

Dear Colleague,

I ’m a language teacher, currently on career-break from Maryfield College, Drumcondra, 
researching the use o f drama in the language class. I would be very grateful if you filled in 
this questionnaire. It will take you less than 5 minutes and would be a great help to my 
research.

Please seal the completed questionnaire in the envelope provided and return it to the 
colleague who gave it to you. Thank you.

Yours sincerely.

Celine Healy
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Form  A

Student Teachers’ Experiences of Language Learning

Please reflect on the way you were taught languages in second level school.

1. To what extent were you given choice in the content o f  the course and the activities in 
which you engaged? Please comment.

2. Please comment on the use o f the target language by your language teachers.

3. To what extent were opportunities created to motivate you, the learners, to use the target 
language?

4. Would you describe your language classes as collaborative in approach? Please comment.



5. W hat emphasis was put on communication through the target language? Please comment.

6. W hat did you enjoy about your language classes? What did you not enjoy? Why?

7. Were the language skills of reading, writing, listening and speaking given equal time and 
emphasis in your language classes? Please comment.

8. Please comment on the approach used for teaching/learning grammar in your language 
classes.

Thank you!



Form B

Student Teachers’ Expectations of Language Methodology
Course

Name:__________________________________________________________________________
Languages taught:_______________________________________________________________
Previous teaching or other relevant experience:_____________________________________

Address o f school where you are currently working:

Name o f co-operating teacher:_______________________________
Name o f professional placement supervisor:___________________

What are your expectations o f the language methodology course?

Please list the areas that you would like to cover?

Thank you!



Pre-workshop Statement Completion

Please complete either or both o f  the fo llow ing statements.

I am apprehensive ab o u t...

1 am looking forward to ...

Thank you!



Form  E

Post Drama Training Questionnaire

Please give your reactions to the following statements by circling the appropriate number. 

1 (not at all) 2 (a little) 3 (somewhat) 4 (Quite) 5 (very much)

Drama in Education in the language class will help:

1. To make learners more independent o f  the teacher.
1 2  3 4 5

2. To develop learners’ confidence in using the target language.
1 2  3 4 5

3. To improve interaction between learners.
1 2  3 4 5

4. To improve interaction between teacher and learners.
1 2  3 4 5

5. To lower anxiety levels.
1 2 3 4 5

6. To focus learner attention on the communication of meaning.
1 2 3 4 5

7. Learners become less embarrassed when speaking in front o f  a group.
1 2 3 4 5

8. To develop speaking skills.
1 2 3 4 5

9. To develop listening skills.
1 2  3 4 5



1 (not at all) 2 (a little) 3 (somewhat) 4 (Quite)

10. To develop reading skills.
1 2  3 4 5

11. To develop writing skills.
1 2 3 4 5

12. To promote a content rich approach.
1 2 3 4 5

13. To link classroom learning with the outside world.
1 2 3 4 5

14. To develop a collaborative approach to learning.
1 2  3 4 5

15. To intrinsically motivate learners to learn the target language.
1 2  3 4 5

16. To encourage shy learners to express themselves.
1 2 3 4 5

17. To enrich vocabulary.
1 2 3 4 5

18. To improve pronunciation.
1 2 3 4 5

19. To improve intonation.
1 2 3 4 5

20. To appeal to different learning styles.
1 2 3 4 5

21. To develop learners’ ability to self assess their progress.
1 2 3 4 5

5 (very much)



22. To heighten learners’ self-esteem.
1 2 3 4 5

23. To promote enjoyment in the language classroom. 
1 2 3 4 5

Did you enjoy participating in the drama workshops? Why/why not?

Would you use drama in the language class? Why/why not?

Thank you.



Post-project Interview Schedule

Part A

School profile
1. Is your school secondary; comprehensive; vocational; community?

2. Are you teaching in a boy’s school; girls’ school; co-ed school?

3. W hat’s your average class size?

Background in Drama in Education
4. When you were a language learner were you given opportunities to engage in drama 

in the language classroom? Why/why not, do you think?

5. Did you enjoy taking part in the drama activities during the language methodology 
sessions? Why/Why not?

6. Have you used drama activities in your language class?
( I f ‘No’ refer to part  B.)

Reasons for using Drama
7. With what year/s did you use drama activities?

8. Why did you choose to use drama activities with this/these groups?

9. What were your objectives in using drama activities?

10. To what extent did drama activities realise these?

11. Did the drama activities have any other outcomes or effects?

Types of Drama used
12. In general how long did the drama activities last? A full period? A few minutes?

13. Can you give me examples of some o f the drama activities you used?

Reactions to the use of Drama
14. What were learners’ reactions to the drama activities? What did they like/not like? 

Find useful/not useful?

15. Had they engaged in drama activities with other language teachers?

16. How did you feel during the drama activities?



Drama for language use
17. To what extent would you say that drama activities help learners to use the language 

they have? Why do you think this is?

18. To what extent might drama encourage the participation o f those who have a limited 
knowledge o f the target language? Why?

19. Is the use o f drama in education activities suitable for reserved or shy learners?
Why/why not?

20. To what extent does drama in education allow the learner to bring his/her personality 
to play in the language class?

21. Did the drama activities have any effect on classroom atmosphere?

22. Can you comment on interaction between teacher and learners and between learners 
during drama activities?

Advantages and difficulties of using Drama in Education
23. Would you advise other new language teachers to use drama activities in the language 

classroom? Why/why not?

24. If yes, what advice would you offer them before hand?

25. Some teachers say that drama activities are not possible in their classes due to space 
restrictions. What advice would you offer?

26. Others claim that drama activities make the class giddy? W hat’s your reaction to this?

27. Other teachers say that they can’t engage learners in drama activities due to the 
pressure o f getting the syllabus covered for exams. What are your thoughts on this?

28. To what extent would the culture/ethos o f the school influence the use or not o f drama 
in the language class? Why/why not?

Further training
29. Do you feel prepared to use drama activities with all years? Why/why not?

30. Would you be interested in receiving more training on the use o f drama in the 
language classroom? Why/Why not?



Part B: Questionnaire for those not using Drama in Education in their
language classes

School profile
1. Is your school secondary; comprehensive; vocational; community?
2. Are you teaching in a boy’s school; girls’ school; co-ed school?
3. W hat’s your average class size?

Background in Drama in Education
4. When you were a language learner were you given opportunities to engage in drama 

in the language classroom? Why/why not, do you think?

5. Did you enjoy taking part in the drama activities during the language methodology 
sessions? WhyAVhy not?

6. Have you used drama activities in your language class?

Reasons for not using Drama
7. Why did you decide not to use them?

8. To what extent would the culture/ethos o f the school influence the use or not o f drama 
in the language class? Why/why not?

9. To what extent would the class profile influence a teacher’s decision to use drama or 
not? Why?

Types of interaction in the language class
10. To what extent is it possible to use pair work activities with your learners? Why?

11. To what extent is it possible to use group work activities with your learners? Why?

12. What advice would you offer H.Dip. student teachers on the use o f pair and group 
activities? Why?

Types of activity used
13. What sorts o f activities have your learners found most usefiil/most enjoyed? Why?

14. What sorts o f activities do they not find useful/not enjoy? Why?

15. Which o f the language skills do they prefer working on? Why?

16. Which do they least like working on? Why?

17. How can learners best be motivated to be actively involved in their learning? 

Challenges
18. What do you consider to be the biggest challenges facing H. Dip. Language Teachers?

19. How could they be helped in facing these challenges?
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Form F

Using Drama in Education in the Language Classroom

Please give your reactions to the following questions by circling the appropriate
number and writing your comments.

1. Did you enjoy th is activity?
1 (not a t all) 2 (a litt le )  3 (somewhat) 4 (a lo t) 5 (very much)
Please comment:

2. Did i t  help your language learning?
1 (not a t all) 2 (a litt le ) 3 (somewhat) 4 (a lot) 5 (very much)
Please comment:

3. Did th is ac tiv ity  give you a b e tte r understanding o f the language used?
1 (not a t all) 2 (a litt le )  3 (somewhat) 4 (a lo t) 5 (very much)
Please comment:

4. Would you recommend using drama activities like th is as a way o f learning languages?
1 (not a t all) 2 (a litt le )  3 (somewhat) 4 (a lot) 5 (very much)
Please comment:

Thank you!
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Non-Participant Observation Schedule

Categories

Planning

Collaboration

Use o f target language by teacher

Opportunities for learner language production

Integration o f skills

Active learning

Use o f resources

Use o f  DiE

Learner reactions

Teacher reactions

Classroom  and behaviour m anagement

Classroom  atmosphere

M otivation



Participant Observation Schedule

Categories

Collaboration

Opportunities for language production 

Integration o f  skills 

Risk taking

Levels o f  participant engagem ent

Levels o f  participant interest

Reactions o f participants to the DiE techniques

Classroom  atmosphere

Interaction

A pplicability o f  activities to participants’ teaching contexts 

Focus on meaning
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Follow up Interview Schedule

Have you been using DiE in your language classes?

2. Why? / Why not?

3. What strategies have you been using?

4. What classes do you use DiE with? Why?

5. What are the factors that might discourage you from using DiE with certain classes?

6. Would you be interested in ftirther training and education in the use o f DiE? Why?


