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will also enjoy an engagement with otherness.




ABSTRACT: ‘Approaching the Real’ — an historical and autobiographical

account of foreign language teaching in a middle school.

This historical narrative provides the account of a professional life as a foreign
language teacher and the personal development which is part of this process.
Central to this thesis is the introduction of a series of language learning
initiatives to address the challenges of teaching foreign languages in a middle
school. The title of the research ‘approaching the real' is based on the
consideration that the target language and culture is absent from the classroom
and that our efforts in teaching a language are focused on the need to represent
an absent reality. As a ‘translated’ and adapted form of the target language
there is a need therefore to ‘approach the real’ and drama, (through role-play
and improvisation work) is seen as a mechanism for reducing the distance from

the target language and culture.

This thesis is also, however, about providing opportunities for pupils to
‘experience the real’ through participation in a French exchange. Here the pupil
is transported into a different environment and routine and there are problems
associated with ‘culture shock’ and the need to adjust to differences. Pupils are
given a different perspective on what previously, they are likely to have taken

for granted.

Through a comparison of classroom foreign language learning with the
exchange, it proves possible to develop a model for foreign language learning
based on these experiences. The unpredictable, disorganised nature of real
communication, where the cultural context of the situation is central, contrasts
with the disciplined pattern of the classroom with the emphasis on language
structure. While promoting the case for extending pupils’ language
opportunities, a case is also made for the use of new technologies to enable

contact with someone from another culture.
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‘Approaching the Real’

STAGE ONE PURPOSE AND POSITION

CHAPTER ONE INTRODUCTION TO THE RESEARCH

1. INTRODUCTION

The central element of this thesis is the description of a professional-life
teaching foreign languages over a thirty-five year period, from 1971 until 2007.
There is also, however, in this autobiographical account, the narrative of
personal development, which precedes and continues during this time. The

account will be linked to the wider context of language teaching in Britain.

The absence of autobiographical accounts of foreign language teaching with
younger pupils over this period provides an original element to the research.
This is not however, a routine account of middle school foreign language
learning but centres on a concern to extend the opportunities for foreign
language learning for pupils aged 9-13 years. As such, the research describes
the introduction of a series of language learning initiatives. These can be seen
as a response to a personal concern that the classroom in which language
learning takes place, is an artificial environment, providing only limited
opportunity for practical, active language work. The title for the thesis
‘approaching the real' reflects this focus on learning initiatives designed to
‘approach the real’ target language and culture, as represented by France and
the French.

The purpose, objectives and nature of the research are set out in this chapter.
It will introduce the actors in this narrative: the author and pupils who have roles
to play in the different learning environments created or experienced, but also,
the middle school which provides the opportunity for these different initiatives to
take place.

‘The Chéﬁféfééfébliéﬁéé a direétidn for the narrative of the research, providing a

structure to this autobiographical account of foreign language teaching and
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learning. It will be important, in this opening chapter, to touch on some of the
key elements of the research, putting down markers and flagging up issues,
which will be covered in more detail in the chapters, which immediately follow.
Those chapters concerned with the mechanics of the thesis, which establish a
suitable methodology to address the objectives of the research, as set out in
this chapter, and an historical overview of the literature on foreign language and
culture learning to provide a context to the learning initiatives described. We wil
be able once we have established a suitable methodology for this research to
extend the objectives for the research into research questions at the end of
chapter two and these will then provide the focus for the direction of this
analysis of foreign language and culture learning, questions we will seek to

answer at the end of the narrative, in the concluding chapter of the research.
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Table 1.1 Contents of Chapter One: Introduction

1.0 Introduction

1.1 Narrative
Passage and
explanation

1.2

Autobiographical

Details

1.3 Coates Middle
School

1.4 Nature of
the Research

1.5 Structure of
Research

—>

1.6 Research
Objectives

1.7
Conclusion
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To introduce the research and to emphasise the nature of this account we begin
with narrative. This is an account of the annual journey, which took place over a
ten-year period at the beginning of each French exchange visit from Ponteland
in Northumberland, where Coates Middle School is situated, to Saint Brieuc in
Brittany.

1.1  NARRATIVE PASSAGE: The Exchange Journey to France

The large, luxury coach — you're not supposed to call them buses — pulls into
the school-yard at eleven o'clock on a pitch black October night. It's a quite
different experience for pupils to be at school at this time, the first of a whole
series of differences they will encounter during the journey and the week’s stay
in an unknown French family, which follows. The coach is loaded and goodbyes
said and we leave on the long journey down to Portsmouth for the morning ferry
to Le Havre. Experience suggests it’s better to leave at night, the distance and
separation perhaps appearing less dramatic, when it's dark outside and the

journey seems more of an adventure.

It takes six hours to cross from Portsmouth to Le Havre during the day, a long
journey after a night travelling. If there are times when the crossing happens in
fine, calm weather there are also, the occasions when the sea is rough. These
are the times you remember. Children ask how long, when are we going to
arrive? It isn’'t easy to have to say: only another five hours as the ship plunges
and shakes and the waves strike. Once in France we travel a further four hours
from Normandy to Brittany. For those looking up from the video playing, the
environment outside the coach is now French: the countryside, advertisements,
sign-posts and buildings have undergone a transformation.

The coach pulls into the school-yard at Collége Jean-Macé with difficulty, due to
the great crowd gathered there. Our pupils look anxiously out of the window at
this mass of unknown French people, who speak another language and do
‘many things differently. There is a system to ensure that the children are placed

19




as quickly as possible with their partners and family. English pupils are gathered
in a tight group by their luggage; we call out in turn, each name and their new
French partner steps forward and with them, a mum or dad or whole family. And
there is a first cultural element, the French don’t just want to shake hands, there
is also, a good deal of kissing, more than our pupils are accustomed to,
certainly from those they don’t know. And so with arms around shoulders and
given help with heavy suitcases, each little group moves towards an unknown
car which drives on the ‘wrong’ side of the road, towards an unknown house,

(which may be some way off), where they are to spend a whole week.

1.1.1 Narrative Explanation, the significance of the journey to France

To begin this research with an account of the French exchange journey is to
privilege the narrative element which is central to the research as a whole and
also, to be able to make a number of points and identify a number of general

themes which will be constant throughout this thesis.

The first point to make is that the pupils involved in the exchange are taking part
in something very different from their normal experience and routines. Whatever
experiences they have had of travelling abroad previously, will be nothing
compared with this week in terms of the direct contact as individuals - without

the support of their parents - with a different language and culture.

The French exchange experience represents one of the opportunities described
in this thesis where there is direct contact with the target language and culture.
It represents therefore in the terminology adopted for this research a ‘real’
experience of the foreign language and culture, the furthest element in a
continuum representing the different language and culture experiences the
school is able to offer. Other developments such as intensive language weeks,
while providing the opportunity to speak French and experience a simulated
form of the culture, do not provide the same genuine experience, however
authentic we are able to make them. What these two elements do share

however, is a journey away from the familiar to a different environment and at
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the end of the period, a return to normal school and home routines. In the case

of the exchanges the journey, as we show, is however, more dramatic.

The theme of journey is also important in terms of its abstract concepts. Each
narrative is about a journey, the fixing of a series of events in a chronological
frame (Rapport, Overing, 2000). This account is the narrative of a personal
journey of development as a language student, student teacher, then, foreign

language teacher and later headteacher.

1.2 AUTOBIOGRAPHICAL DETAILS

This autobiographical research represents autoethnography, a concept we will
discuss in the next chapter. One of the areas to consider is the position of the
author in work of this kind. It is important to provide an account of my own
background, as this directly impacts on the research and provides a context to
the work, ‘the recognition that readers are entitled to know where | am coming
from,” (Jordanova, 2000:1).

1.2.1. Early Years

| was born in Leicester and educated in private boarding schools in the south of
England; a distinct contrast with my working life as a teacher spent entirely in
the state system. Initial success at school was somewhat limited and identified
as a ‘late developer’ there was the unspoken hope that something more positive
would happen at a later date. In the final year, there was a measure of
academic success, although a foreign language was not among the subjects in

which | achieved a certificate.

This lack of foreign language success is relevant. Unlike many foreign language
teachers, | was not encouraged to teach French by my own success in the
language classroom. The motivation for becoming a language teacher came
from time spent living abroad. Attitudes to classroom learning and a belief in

extending the foreign language experience beyond this environment are a
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central element in this research, an element linked to my own experiences of

foreign language learning.

Performance and role-play are themes that have a special significance for this
research. My own school success as an actor’, is a further important influence
in this research. It is evident from some of the diary entries that | see myself as
playing a particularly interesting role as for example, the foreign language

student living abroad.

1.2.2 The autobiographical context to the research

A personal reason for wanting to write a thesis of this kind is to try and step
back and make sense of a working life spent as a foreign language teacher. It is
natural to want to review the period and to try and evaluate the different
initiatives and measures introduced, and to see how these reflect language

teaching and learning methods in use during the period under review.

1.3 COATES MIDDLE SCHOOL

For a description of the school and its environment, there is the brief outline

provided by the most recent school inspection carried out by Ofsted?.

Richard Coates School® is situated in Ponteland in Northumberland and
serves that village, the local rural areas and the west of Newcastle-
upon-Tyne. Pupils come from a wide range of backgrounds. The full
ability spectrum is represented in the intake but overall attainment on
entry to the school is average. Pupils are of White British heritage with

' Playing the role of Hamlet in my final year in school.

? The Office for Standards in Education, the national body responsible for the quality of teaching
and learning and the education provided by schools in England and Wales®.

* During the period covered by this thesis the title of the school changed from Coates Endowed
Middle School to the current name of Richard Coates Middle School. We have chosén to call”
the school in this research as the simpler Coates Middle School, the name by which the school
is generally known.
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a very small number of Asian or Chinese backgrounds,’” (Ofsted,
2007:1).

Unpacking some of the details provided by this brief analysis and extending
them, we would want to emphasise the diversity of social backgrounds. This
was highlighted by a display set up in April 2002 to represent the Coates

Community and Culture.

The display in a prominent position in the entrance hall, promoted the message
of diversity. Pupils in the distinctive maroon blazers were shown in the different
locations where they lived. Some pupils were photographed standing in
locations where no other houses were visible, only large stretches of open
countryside; in other photographs, (for some of the Newcastle children), no
countryside was visible, only rows of houses. Differences in environment
matched, as would be expected, by differences in the socio-economic

backgrounds of children.

1.3.1 Middle schools in Northumberiand

Coates is a middle school, part of a three-tier system of education currently
operating in Northumberland, which differs from the more usual two-tier system
generally operating in England and Wales*. The Coates Middle School
prospectus from 2003 explains the three tier >system of first schools up to age 9,
middle schools from age 9-13 years and high schools from 13-18 years. This
prospectus promotes, as might be expected the middle school system and the

advantages it has over a two tier approach.

The middle school provides an alternative to the standard system in the
UK where children transfer from primary schools to a large secondary
school at the age of eleven. Pupils remain at Richard Coates for a
further two years before moving on to high school at 13. We see this as
a distinct advantage. It enables us to use our knowledge of pupils’
individual needs to ensure that they are able to build on and extend

*In the traditional English system, primary schools cater for pupils from the beginning of their
education until age eleven and secondary schools until the end of their period of schooling.
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their achievements from KS2° to the more challenging and rigorous
work of KS3, while remaining within the familiar surroundings of the
middle school, (Coates Middle School Prospectus, 2003:5).

The text responds to the needs of a school prospectus to advertise the school
to prospective parents and promote the advantages of a particular school's
education, where parents have the choice of deciding for themselves the school

for their children.

A further distinctive area associated with middle schools is the ‘enhanced
curriculum’ available to pupils in KS2, that sector of the school where in most
parts of the country children would still be in primary schools. This ‘enhanced
curriculum’ concerns the specialist areas and specialist teachers available to
the larger middle schools, compared to primary schools. This is an important

factor for this research where specialists include a French teacher.

The school prospectus provides some information on the curriculum available in

a middle school:

Most lessons will be taught in the pupil’s classroom but specialist areas
are available for such subjects as art, design technology, ICT, science
and music (...) Many of the subjects which make up the curriculum in
Year 5 will be familiar to pupils from their previous schools, but they will
also benefit from some new subjects and the chance to work with a
wider range of specialist teachers. Pupils will extend their knowledge in
the key areas of literacy, numeracy and science and cover new
material in such foundation subjects as environmental studies, French,
music and design technology,” (Coates School Prospectus, 2003:4).

5 KS2, KS3 = Key Stage 2 (for pupils aged 8-10) and Key Stage 3 (for pupils aged 11-13)
respectively of the National Curriculum
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French is an integral part of the curriculum, from the moment pupils enter the
school aged nine. We follow in chapter three, the introduction of primary French
in England and the particular issues concerning middle school French in
Northumberland.

1.4 NATURE OF THE RESEARCH, background, conceptualisation,
theory

As an account of nearly four decades of foreign language teaching, this thesis is
historical research, more specifically historical narrative, (Elton, 1967). It
involves the process of representing in the here and now elements of the past
that are no longer present (‘La représentation presente d’'une chose absente’,
Ricoeur, 2000:8). The thesis therefore, needs to reconstruct the past from the
evidence available. The problems associated with this process come from the
challenges to history from post-modernism, as we will discuss in the next
chapter. The authority of the author is called into question and with it, the need
to acknowledge in this thesis, as with all history writing, the choices the author
makes as he selects those elements from the past which are to be included in
the narrative account. As an autobiographical account this element is more
immediately apparent but it also, points to the need to incorporate into the text
information on the actual process of constructing the thesis. This area has been
addressed through the inclusion of passages from my PhD diaries, which
demonstrate the point at which key developments concerning the theorising and

conceptualisation of the research occurred.

The historical nature of the research while providing the methodology for the
reconstruction of my professional life as a foreign language teacher, also has
important implications for the conceptualisation of the research. Background
reading on historiography (Elton, 1967; Evans, 1997, Ricoeur, 2000; Jordanova,
2003), clarified this role of the historian in representing through the process of
selection and the arranging of material, an absent past. This suggested the
evident parallels of this process with classroom foreign language learning,
where the actual language and culture is also absent and has fo be

represented. This is particularly apparent where the teacher, as in this research,
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is involved in creating his own language and culture learning programmes,
where there is a necessary choice involved as elements of language and
culture are ‘translated’ and packaged into a format which make them accessible
to pupils. The notion of ‘translation’ comes from anthropology and a similar
post-modern questioning of the author's authority, as the anthropologist
‘translates’ his observations into a written form in order to make them
accessible, (Clifford & Marcus, 1986; Sturge, 2007). Seeing the foreign
language and culture introduced into the classroom as a ‘translated’ version of
the ‘real’ target language and culture is a different way to conceptualise the
process of foreign language teaching and learning and one | have found

particularly useful.

Historiography provided the methodology for treating the different primary
sources available for the construction of the narrative — diaries, questionnaires,
school documents and published articles — and also, confirmed a direction for
the research. It is however, the literature on foreign language and culture
learning which provides the theoretical framework on which the thesis is
constructed. The need to provide the context to the foreign language learning,
taking place at Coates Middle School, means that the review of the relevant
literature in chapter three, covers a period qualified as a ‘revolution’ in language
learning techniques, (Pennycook, 2004). The literature review, we will see,
covers the key developments of audio-visual language learning, communicative
competence and task-based learning with a look at the key theories behind
these developments, as well as the practical implications of these different

methods for classroom learning and their influence on the initiatives introduced.

These theories drawn from historiography and anthropology and the post-
modern critique, when taken with the nature of the different initiatives introduced
for pupils, helped clarify the focus for the research. This materialised as a
concern to investigate the relationship of school-based foreign language
learning with the ‘real’ target language and culture. A concept which led to
classifying the different learning initiatives in terms of ‘approaching the real’

where there was a rieed to represent an absent language and culture, (often
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through the use of drama), with ‘experiencing the real’ involving a journey and

direct contact with the target language and culture.

‘Approaching the real’ is part of the process of making language and culture
learning as effective as possible and necessarily involves a relationship with the
language and culture, which is the focus for learning - in this case France and
French. It is a theme we can identify in different foreign language learning

methods, as we see below.

Once you begin however, to provide pupils with the opportunity to take part in
experiences, which bring them into direct contact with the target culture (such
as participation in foreign exchanges), you introduce a different element of
reality. Children on an exchange are living with the culture and language by
staying in a French home with a French family; the ‘real' seen in terms of the

actual cultural experience.

The use of these metaphors to frame a concept is evidently, a device to clarify
the explanation of different procedures, ‘the links between metaphor and the
manner in which a given topic or area of enquiry is conceptualized,” (Holme,
2004:12). In our case it helps drive forward our understanding of the nature of
the language and culture learning initiatives described in this research, helping
us to differentiate between two kinds of learning experience and in the process,
(through an exploration of the relevant theoretical implications for the ‘real’ in
foreign language learning), to formulate a theory of ‘approaching’ and

‘experiencing the real’.

The concept of the ‘real’ in foreign language learning comes, as we will see,
from a number of sources, (Guberina, 1964; Littlewood, 1981; van Lier, 1995).
For Guberina this involves his theoretical examination of the audio-visual
system and the need to place the student in a ‘natural situation as in real life’,
(Guberina, 1964: 16). Littlewood and van Lier are also, concerned with the
nature of the language learning environment. For Littlewood this is about
‘extendingmastery” of “structires to the point where they can be used ‘to

communicate in real situations’ (Littlewood, 1981: ix). Van Lier's concern is with
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‘meaningful learning’, which he sees as hardly ‘seeming possible within a
traditional grammar approach,” (van Lier, 1995. 49). He contrasts ‘using
language in context,” from the sorts of things ‘contained in grammar books and
dictionaries,’ (ibid). This importance attached to context is reflected in his view

of the importance of learning through ‘participation in meaningful events,’ (ibid).

What becomes clear is that some alternative to a total reliance on classroom
learning may be called for. As Capel-Davies exclaims: ‘Will curriculum always
equal classroom ?' (Capel-Davies, 1988:143). Only Hawkins really tackles this
area, as he considers classroom foreign learning in terms of rehearsal for a
performance which may never take place with his view that ‘much that has
passed for language teaching (...) has been mere rehearsal, not followed by

performance’, (Hawkins, 1987:x).

1.5 STRUCTURE OF THE RESEARCH, organisation and development

The research is set out as a series of stages — described by Jordanova (2003)
as periodisation - grouping chapters around a central theme. As a narrative
account the stages follow a chronological order and represent periods in the
development of language and culture learning at Coates Middle School. We will

consider each of these in turn.

This first stage, ‘Purpose and Position’, sets out the background to the research
before tackling the methodology adopted to handle this historical narrative. The
final chapter in this stage is a thorough investigation into the relevant literature
on foreign language and culture learning, an examination which includes

primary school developments in keeping with the nature of middle schools.

The ‘Acculturation’ stage of the research which follows, is an account of my time
spent as a student in France, Switzerland and Italy before returning to England
to train as a foreign language teacher. It is important to establish why this
section has a place in this thesis. As the autobiographical account of a foreign
language teacher, the narrative needs to incliidé personal dévelopments. While
it would be possible to ignore the first years spent abroad and begin for
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example, with the time spent training as a foreign language teacher in
Northumberland, this would mean that the formative nature of this period of
acculturation and adaptation to new cultures would be missing. This would not
be important if these years did not have a significant impact on the language
learning initiatives later introduced. It is clear, as | examine the diaries and other
primary sources from this period, that the concern to make foreign language
learning more ‘real’ and the determination to provide opportunities for pupils to
experience at first hand the ‘real’ target language and culture, is linked to
personal encounters with the ‘foreign’. This is associated with one particular
aspect of foreign language and cuilture learning, the appeal of the ‘far horizons'’
of the ‘real’ target language and culture existing outside the classroom walls.
This brings in the appeal of the exotic and foreign as in different and cuiturally
rich. Tourist studies provide us (MacCannell, 1967; Strain, 2003) with a
theoretical background for the appeal of the exotic and our need to seek out
authentic environments, ‘real’ situations. The important point is made however,
that the exotic and different is not only about distant geographic places but can
equally represent cultural distance. The same problems of ‘culture shock’ and
the need to acculturate to a new environment are apparent from the beginning
of the period of training as a student foreign language teacher at
Northumberland College of Education.

The next stage of the research entitled ‘Approaching the Real’ is concerned with
the first period working as a foreign language teacher. The title of this section
matches the title of the thesis and reflects the implicit problem of foreign
language and culture teaching, we have already discussed: the need to
represent the absent target language and culture in the classroom. The
importance of drama as a mechanism for reducing the distance separating
classroom learning from the ‘real’ language and culture is discussed and
examples are given of the way lessons contain improvised drama and role-play
work to simulate ‘real’ situations. This is the place in the thesis where there is a
discussion of the need to ‘translate’ elements of language to make them
accessible for pupils, (as considered above), linking this process to the
language learning initiatives introduced. The most important element in this
stage is the intensive language work which in its final format represents the
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extended use of drama to create a situation of ‘imagined reality’, (Verriour,
1981) with pupils accepting the ‘big lie’ (Wagner, 1979) of being involved in a
period of ‘secret agent’ training at an outdoor centre in the Lake District. This
particular enterprise taking place outside the classroom, remains the ultimate
example, (described in this thesis), of an ‘approach to the real®. What is
apparent from earlier research into language acquisition during intensive work,
is that words apparently only partially known from classroom learning become
more fully acquired through the catalyst of the intensive experience, a process

described as ‘vocabulary dormancy’, (Daniels, 2004).

The logical way to extend the intensive language work is to involve pupils in an
actual encounter with the ‘real’. This is the subject for the next stage of the
thesis, ‘Experiencing the Real'. The French exchange programme with Saint
Brieuc provides the opportunity for pupils to stay with a French family for a
week. The nature of this experience contrasts strongly with the ‘approaches to
the real, the focus for the previous stage. The journey invoives the
transportation (Schechner, 1988) from a familiar environment and routines to
‘immersion’ for a short period in a French family, an experience which has more
impact than the intensive language experiences. Pupils in this new environment
feel ‘culture shock’ and need to adjust to their new circumstances. There are
interesting contrasts here with classroom foreign language learning, the lack of
control and the unpredictable nature of the experience but also, that fact that
the culture element now seems to take precedence over language. It is the
context of a particular situation which, leads pupils to use whatever strategies
are available to them for communication. The central question from the
exchange is whether this ‘experiential learning’ (Kolb, 1984) activity leads to any
more permanent understanding for those who participate. The argument here is
that pupils have needed to adjust and develop a new schema (Bartlett, 1932) to
cover this experience and that this may lead to an ‘expanded perspective,
(Whalley, 1997). A second consideration in this stage is the problem of how the
intensive experience of a minority of pupils can be extended to all pupils in the
middle school, with the description of the introduction of a range of different

® In spite of pupils signing a contract to speak in French throughout the intensive period, this is
however, not a ‘real’ but created language and culture experience.
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learning initiatives and the focus for learning on the skills needed to cope with
the exchange experience. A further element in this stage and the one with
which it begins, is the personal experience of working as an exchange teacher

o

in France.

The final stage in the thesis, is concerned with a comparison of the two key
elements of ‘approaching’ and ‘experiencing the real'’ and seeks to bring
together the different theoretical elements which help provide a focus on these
two areas. The ambition here is to establish from these theoretical foundations,
a model to cover the ‘approach’ and ‘experience of the real’. This final section of
the thesis is also, the place where there is a discussion of a proposal for a
‘language and culture centre’ at Coates Middle School. This provides an
alternative focus for foreign language and culture learning by emphasising a
third way, the use of modern technological innovations to create a ‘virtual reality’
which would enable all pupils to have contact with someone from another
culture. This ultimately unsuccessful proposal, leads in the concluding pages of
the thesis to a discussion on the problems associated with the enclosed nature
of foreign language learning in England, with its exclusive focus on classroom
learning procedures. The argument is made here that there is the need for a
post-modern approach to foreign language learning, which would critically
examine how the target language and culture is represented in the classroom,
how through the process of ‘translating’ the ‘real’ foreign language and culture,
it is transformed into something different: a ‘classroom foreign language’, which
conforms to the demands of the school environment. In this reading the ‘real’
can be seen, almost as an inconvenience, a distraction from the tradition of
foreign language learning which has grown up over a number of years and
which has become the accepted face of languages in the curriculum of English
schools. Following Rorty” (1989), we would see the need for ‘new vocabularies’,
new ways of considering foreign language learning, which would somehow
privilege the role of ‘performance’ (Hawkins, 1987).

7 ‘The method is to describe lots (...) of things in new ways,’ (Rorty, 1989:9).
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1.6 RESEARCH OBJECTIVES

We are now in a position to establish the objectives for the research. At this
introductory stage these need to be set out in their most basic form, which we
will then extend as a result of our investigation into the historical and foreign
language aspect of this narrative. This will provide more precise indications of
what we want to achieve in this thesis and to link these to the methods chosen

to analyse the data available to us, as we reconstruct the period under review.

The research objectives match the three elements of the research we have
identified. We want to provide the narrative of thirty-five years spent as a foreign
language teacher and the period of self-development, recording the introduction

of a range of different methods, which characterise this period.

At the same time we will want to record the particular French learning initiatives
introduced at Coates Middle School to encourage foreign language and culture
learning and place these within the context of language teaching over this
period.

Finally, we will want to examine how the different learning opportunities

provided for pupils at Coates Middle School can be seen to ‘approach’ or to

‘experience the real’ as represented by the target language and culture.

32



1.7 CONCLUSION

| marked the end of my professional life as a foreign language teacher by
walking away from school at the end of the final day to my home, sixty miles
away. One of the impressions from this walk serves as a metaphor for the
narrative of this research. As you come closer to your destination after walking
for a period of some days, you become aware at a certain point that the
landscape around you, and because this is North Northumberiand, the hills and
approaching sea, become familiar, are recognisable as known features. Or
perhaps, you initially fail to recognize some well-known landmark because it's
seen from a different angle and perspective. Only as you enter the final stages
of the journey does the landscape, like an optical process, blend together and
come into the correct focus. And, as you take the final steps which will bring you
home, you realise, for the first time, that the landscape now conforms to your
experience of it, the hills are those you look on and the view of the sea, the one
you see each day as you walk down the village street. It is familiar, the

appreciated part of your life, you then know you have arrived.

This autobiographical research into teaching and learning began several years
ago and since then, | have become familiar with a range of different areas of
historiography, sociology, anthropology, applied linguistics, intercultural learning
and postmodernism. It is only really now however, that there is an
understanding of how the different initiatives which make up this thesis are
relevant to the research as a whole. The different elements have slowly come
into focus and therefore make sense and the purpose behind the research has,

in the process, become clear.
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CHAPTER TWO METHODOLOGY
2.0 INTRODUCTION

The purpose of this chapter is to look at how this narrative of foreign language
and culture learning in a Northumberland Middle School can be told and to find
suitable methods to address the objectives for the research as set out in the
previous chapter. Part of this process involves an examination of the nature of
the data on which the research is constructed and how it can best be handled to
realise the research objectives. This chapter on the research methodology is
first therefore, about making a number of decisions about the way this thesis is
to be written. Decisions, which will ultimately affect our ability to satisfactorily
record the narrative of the period under review and the outcome of the research
as a whole. It is useful at the beginning of this chapter therefore, to clarify the
objectives for the research, as we consider how they can be achieved through
the methods we adopt in this account.

The first objective for the research is to provide a historical narrative, the
narrative of thirty-five years working as a foreign language teacher in a
Northumberiand middle school, as well as the period of self-development which
preceded and continued during this time. In order to provide this narrative we
have a range of sources: diaries, school documents, pupil comments and
published articles. These represent the data, we will need to use in order to

construct the different periods of the narrative.

In our examination of the nature of the research, we were able to establish three
strands: the historical element from the need to reconstruct activities which took
place in the past; an autobiographical element due to the presence of the author
in the events described and finally, the foreign language and culture learning
element which is the focus for the research as a whole. As we write the
narrative we need to take into account these three strands. We need in this
chapter to look at the process of writing history, (historiographAy), in particular
historical narrative and to consider autobiographical writing through an
examination of autoethnography.
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This chapter is concerned more with the procedures for constructing the
research and therefore with the first two of our strands, history and
autobiographical writing. We will leave to the next chapter a review of the
relevant literature on foreign language and culture learning, in order to provide a
context to the research. This will also enable us to situate the different learning
methods according to how they represent the target language and culture and
in this way ‘approach the real’.
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2.1 DATA ANALYSIS, VALIDITY, ETHICAL ISSUES

The three elements of how the data collected through the research process is
analysed, how the research processes can be validated and the ethical
considerations surrounding this process, need to be addressed here. More
generally, we need to consider these aspects within the overall concern to
provide as accurate a representation as possible of the narrative period and the

learning initiatives described.

2.1.1 Data Analysis

The process of data collection will proceed through the narrative and each
element of data will be subject to analysis. A discussion of the historical
aspects of the research will help us with the analysis of documents and enable
us to classify these according to whether they come into the category of primary
or secondary sources and the values which can be attached to them. In general
terms, close text analysis will prove the method most effective in the analysis of
the sources available for scrutiny, although on occasion, where diaries are used
as a primary source, grounded theory will be used.

Mention of the use of diaries as a source of evidence brings us to the
autobiographical nature of the research and the problem this poses in terms of
the validity of the material. We will look specifically at the area of
autobiographical memory to help us addresses the problems of bias and also,
will find in our investigation of autoethnography how problems associated with

this area can be addressed.

2.1.2 Validity

The validity of the research as a whole is closely associated with the
autobiographical nature of the thesis. This is a personal view of what took place
and our investigation into the postmodern influences on history writing will show
us the extent to which an author’'s personal perspective is evident, as the
historian constructs and assembles his version of events. By emphasising this
personal and autobiographic aspect, we can endeavour to apply the necessafy
checks and balances to ensure the validity of what is written.
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2.1.3 Ethical Issues

While pupils’ work in the form of diaries and questionnaires are used as data
this material is usually only represented as extracts and only the pupil’'s first
name is used, together with their age. The material used was collected as part
of the assessment and data collection procedures, which formed part of the
different initiatives. At the end of the exchange pupils would hand in their diaries

and were aware they would be subject to scrutiny.

An important element in the validity of the research and our processing of the
data available is associated with our ability to represent the research in a clear
and comprehensive manner. This is about visualising the research and being
able to communicate this representation to others. A visit to the ‘Dynamic Earth
Experience’, in Edinburgh surprisingly provided an indication of how this matter

could be handled.

2.2 NARRATIVE PASSAGE: The Dynamic Earth Experience, Edinburgh

The Mother Earth of all adventures: (.. .) you can journey to the centre of the
earth, go time travelling back to the beginning of time, wander through a tropical
rain forest (...) birds squawking, monkeys chattering, leopards roaring, crickets
chirping, there’s no mistaking it, you're in the tropical rainforest. Our Education
Programme offers an immersion, multi-sensory experience that will stimulate
pupils’ imaginations and bring the curriculum to life. With a broad variety of
Environmental Studies geography, and biology topics, everything your pupils
see will open their minds and challenge their perceptions,’ (Dynamic Earth @

www.dynamicearth.co.uk, accessed 20.10.08).

I'm in Edinburgh with my French grandson Henry?, twelve, and we've come
especially to visit the ‘Dynamic Earth’ experience, ‘one of the city's biggest

tourist attractions.” A lift journey begins the experience with images of stars and

® Having two French and two American grandchildren is perhaps a reflection on the cosmopolitan
approach of a foreign language teacher which is passed on to children through holidays abroad and an
encouragement to travel .
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their formation, of galaxies and the whole business of the creation of the
universe. Eventually, the ‘time machine’ comes to an unsteady halt and the

doors open.

Now free to wander on at our own pace, we foliow the story of the development
of life on earth from the ‘primeval soup’ and first bacteria, onwards through the

flowering plants, until finally we have mammals and primitive man.

As we come to the different natural environments making up today’s world,
selections have to be made. The funds available from the National Lottery are
insufficient to enable us to experience all the different kinds of ecosystems.
There is a room to cover the arctic, antarctic worlds (with a large lump of ice in
the centre), and then a representation of the South East Asian rain forest with
some splendid, model trees reaching right up to the considerable height of the
chamber and some less effective models of the fauna, with a cartoon like orang-

utang and an unhappy looking toucan in the branches.

Completing our journey through time we are brought to the challenges of the
present and our own world. A final lift journey takes us back to where we started
from, some one and a half hours previously. We are released back again into

the by now, dark streets of Edinburgh, suitably enlightened by our experience.

2.2.1 Narrative Explanation

The Dynamic Earth Experience provides us with an example of how history, the
history of our planet, can be represented from its formation as part of the
cosmos up to the present time, a chronological account which, is clearly
narrative history. It is particularly powerful and appealing as a representation,
because it provides a lived experience, which uses the full range of multi-media
and interactive methods in order to create its special atmosphere and tell its
story. This is not a ‘real’ experience, we don't actually get to ‘visit the rain forest

but a simulation, a ‘virtual reality’.
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The relevance of this experience for our own research is that it is able to
demonstrate more clearly for being multi-dimensional, the different elements
that go into an historical account, than a purely literary text would be able to
show. It makes us more susceptible to the processes of deconstruction, to
enable us to understand how the whole has been put together in order to
achieve the end result. There is also importantly, a link between the nature of
the experience being created, this participation in a series of simulated
environments - ‘there’'s no mistaking it, you're in the tropical rain forest,
(promotional writing from Dynamic Earth website, 2007), with some of the
initiatives described in this research which seek to provide for pupils as real a

situation as possible, to the genuine foreign language and cultural experience.

The point to make is that there would be a number of different ways to narrate
the story of our planet and deciding how this should be done, involves an
important element of choice and that this is true of all history writing (Evans,
2000). The second point is, that although there may be a line of history to follow
when dealing with this vast topic we are, as with all history, unable to know for

sure exactly what happened. We are not able to find out exactly what took place

not all the past is recoverable, and the study of history is necessarily
confined to that part of it of which evidence either survives or can be
reconstructed ' (Elton,1967:20).

From our own perspective, the business of recovering the past is difficult, not
because it took place such a long time ago, but because there was little interest
in retaining evidence in the form of relevant documents related to different

aspects of language and culture development.

It is surprising in fact that so much data has survived and we need to reflect on
why this should be so. Was there some ulterior motive, which led me to retain
documents, which had no apparent further use? Jordanova addresses this

point as she discusses history as the ‘transformation of memories’: ‘Historians
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rely on the memory of others when it comes to sources; they require others to
have conserved and to want to remember the past for their professional
existence’ (Jordanova, 2000:124).

The final point we would want to make is that this experience of visiting the
Dynamic Earth represents a performance, a performance in which the visitor is
an active participant. The journey, ‘time ftravelling’ which involves being
transported into a different environment, provides an experience, which is not
routine and is likely to represent something substantially different to anything
previously experienced. The organisers are keen to make visitors see
themselves as playing the role of time-travellers to make the activity more
exciting and to involve the participants more thoroughly. How successful they
are at achieving this depends to a large extent not just on the material available
to create this atmosphere of participation, but how well it can be sustained and
this relies on the work of the various guides who accompany the visitors. What
we have therefore is the use of drama, in the form of role-play to help reduce
the distance separating us from the past and there are interesting parallels to
the use of drama to carry out a similar function to bring us, not back to the past,

but into closer contact with a foreign language and culture.

A key point to emphasise is the fact that at the end of the session, when the
journey is completed, the visitor is returned back into the ‘real’ world and comes
back out into the streets of Edinburgh. This is an element we will see
emphasised in performance theory (Schechner, 1988), which we will consider

below.

2.3 THE RESEARCH AS HISTORY

Our task in this research on a thirty-five year period of middle school foreign
language and culture learning is to write history. As we do this, just as for
Dynamic Earth, we have to try and reconstruct the past. Decide, from the

evidence available to us, how best this can be done. While we have seen
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(Elton, 1967) that it is impossible to return to the past, which has now
disappeared, we can try to represent it, using the sources at our disposal to

recreate, as best we can, what has taken place.

We have in this chapter first, to cover a number of areas specifically concerned
with the theory and process of historiography and to establish the particular
category of history in which this account comes. In the process, we need to
identify the characteristics and criteria for writing history of this kind. We need
finally, to establish an overview of the research and place the different learning
initiatives chronologically, a process of visualisation, which will enable us to
better appreciate the nature of the foreign language learning programmes we
are dealing with. It is also, however, about linking these different initiatives with

the specific foreign language learning periods in which they occur.

The importance of this final point is made by Jordanova: ‘in order to manage the
past it has to be classified and (...) one of the most important forms of
classification is periodisation, the function of which is, ‘to lend to past times a

sense of meaning, order and coherence,’ (2000:120).

2.3.1 Historiography

In trying to reconstruct the past, we have to be aware that we are being
selective, choosing which parts of our own personal experience we wish to
represent and how these different sections are to be arranged in order to
narrate the story. Evans (1997) compares the work of an historian with that of a
sculptor and sees the data available for processing as a ‘rough-hewn block of
stone’, which has to be made into a statue. ‘'The statue was not waiting there to
be discovered, we made it ourselves and it would be perfectly possible for us to
have made a different statue from the one we finally created. On the other hand
we are constrained not only by the size and shape of the original stone, but also
by the kind of stone it is’, (Evans, 1997:148).
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We will return to this aspect of history in more detail later in this chapter, as we
examine the role of the author in the construction of history and the postmodern
influences on history writing. We need first to consider the sources available to
us and before that identify the nature of the history writing in which we are

engaged.

2.3.2 Historical Narrative
This narrative of foreign language learning comes into the category of historical
narrative. Elton (1967), considered narrative history to be the most important

area of the discipline and he provides us with a definition:

Real narrative history (...) differs from (...) chronicle writing by being
composed because the historian wishes to say about history something
that is to him important (...) and because he has in mind a pattern, a
scheme of his bit of the past, which is articulated around a central
problem, (Elton, 1967:155).

It is useful to examine this statement more closely because it helps clarify a key
purpose of this research. The first point is that the historian chooses ‘a bit of the
past’ which is of importance to him but also, because, and this is the interesting
point, he has identified a particular ‘pattern’ and ‘scheme’ in this area which is
‘articulated around a central problem’. Narrative writing is not therefore, just an
account to be analysed but history, which has a specific purpose, an identified
focus for investigation.

If we apply this definition to our own research, we then have first, an area of
study, which is of particular interest (because it has been personally
experienced): the thirty-five years of foreign language and culture teaching and
learning from 1963-2007. Next, the pattern, ‘articulated around a central
problem’ is for us, the relationship established through the different learning
initiatives and teaching methods with the ‘real’ target language and culture, in
this case French and France.
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Historical narrative provides us therefore, with a method and direction for
carrying out this research. It both indicates what we are doing, providing an
account of nearly four decades of foreign language teaching and learning; and
also identifies a purpose, the investigation of the way the ‘real’ language and
culture is represented in the different activities undertaken whether in the

classroom or outside it.

2.3.3 Historical Evidence, the use and interpretation of sources in history
For Jordanova the criteria for judging ‘the adequacy of historical writings’ relate
to three aspects of the discipline: ‘the use and interpretation of sources; the
aptness and effectiveness of conceptual frameworks; and the quality of the
writing itself,’ (Jordanova, 2000:94). We have established the conceptual
framework and will concentrate on trying to ensure the quality of the writing. We
are left then, with the importance of the ‘use and interpretation of sources,’

which as the first element in the list is given a certain priority.

The role of sources in reconstructing the past is central. There are usually seen
to be two kinds of sources, primary and secondary, although the distinction
between the two is not always clear, (ibid). Primary sources cover: ‘all original
documents produced at the time one is studying, and the implication is that
these bear direct witness to the events, people, processes of that moment,’
(ibid:95). While secondary sources ‘are the writings of other scholars, not
necessarily historians, but anyone who has commented upon a historical

situation, possibly using primary sources, without being a participant in it,’ (ibid).

However, in this autobiographical account where a good deal of data is drawn
from material produced in the course of carrying out the different learning
initiatives or diaries which cover the different periods of the narrative, the
situation is somewhat different. Here primary sources will include school
documents, diaries, pupil questionnaires and published articles. Secondary
sources the theoretical basis on which the learning programmes are founded,
text-books used in the classroom and government and local education authority

documents.
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It is one thing however, to have suitable texts available in order to be able to
construct the narrative, another to make sure that this data is interpreted
accurately, as Jordanova indicates. Evans reminds us that ‘documents are
always written from someone’s point of view, with a specific purpose and
audience in mind,’ (Evans, 1997:80), and he goes on to emphasise a point we
need to bear in mind as we analyse our own sources, the importance of
establishing the purpose and audience for a specific document. This brings us

to the importance of exercising caution in the interpretation of texts:

Through the sources we use, and the methods with which we handle
them we can, if we are very careful and thorough, approach a
reconstruction of past reality that may be partial and provisional, and
certainly will not be objective, but it is nevertheless true, (Evans, 1997:
249).

This passage comes from ‘In Defence of History’ (Evans, 1997) where, as the
title of the book suggests, Evans is writing to defend history from the concerted
assault of postmodernism and the new kind of history writing, the product of this

time.

46



2.3.4 Postmodernism, the historical, literary and visual turns

Central to our own research is what postmodernism can tell us about writing
history. While a good deal of his book is critical of the postmodern movement
and in particular, of its anti historical bias, Evans is able to appreciate the role
postmodernism can have in ensuring the validity of the texts being used to
represent the past; ‘It has forced historians to interrogate their own methods
and procedures as never before, and in the process has made them more self-
critical (...). It has led to a greater emphasis on open acknowledgement of the
historian’s own subjectivity,’ (Evans, 1997:148).

It is apparent that there is a ‘literary turn’ in history writing. Postmodernism for
Evans: ‘has shifted the emphasis in historical writing (...) back from social-
scientific to literary models, and in so doing has begun to make it more
accessible,” (ibid). He goes on to explain the process of history writing in the
age of postmodernism: ‘the stories we tell will be true stories, even if the truth
they tell is our own, and even if other people can and will tell them differently’,
(Evans,1997:250).

What is clear is that in order to provide the kind of ‘thick description’ (Geertz,
1973) needed to reconstruct the initiatives with which we have been involved, it
will be necessary to use a number of different sources. These will include
documents coming from the local education authority and government as well
as those produced internally by the school. There will also be diary entries
written by both the author and pupils (which will provide key elements of the
narrative), completed questionnaires providing feed-back from pupils on
different experiences and photographs. The photographs selected to represent
each stage of the research represent the ‘visual turn’. Peim defines this area:
‘the visual is seen as offering a specific form of knowledge that requires its own
modes of apprehension (...) a complimentary form of historical knowledge,’
(2005:11).
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In the same way as the need to submit text to careful analysis, photographs are
subject to their own specific methods of interpretation® (Mietzner, Myers, Peim,
2005).

We have discussed the historical narrative aspect but not as yet, the
autobiographical nature of the thesis, the fact that this narrative is the author’s
own account of the period under review. This clearly has considerable

implications for the research as a whole and we need to explore this area next.
2.4 AUTOBIOGRAPHICAL RESEARCH

This section of the chapter needs first to establish the autobiographical
foundation for the research and the narrative element this contains. Then, from
this theoretical basis we are in a position to discuss the decisions made about
the structure of the thesis and to deal with a number of problems associated

with writing historical, autobiographical narrative of this kind.

These problems concern how the author, the subject of the autobiographical
account, is to be represented in the narrative and how the narrative itself with its
description of theoretical concepts, personal development and school initiatives,
can maintain a consistent approach in the face of such diversity. There is also,
the problem of how the actual process of constructing the thesis can be
included in the narrative, so that the point where new conceptualisation helped
define the direction of the research and the writing process is established.
Finally, we need to consider the validity of the autobiographical approach and to
what extent autobiographical memory is a reliable element in the process of

narrative writing.

What will become clear as we investigate this area, is how some of the key

themes which are present throughout this research are encountered first here.

Narrative and the autobiographical is necessarily the record of development, of
phange, as the subject of the account comes up against a range of diﬁerent

° This is an area we will consider further below, as we look at narrative illustrations.
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experiences in the course, as here, of a professional life. There are turning
points and there is also transformation, a word we will have cause to consider in
some detail, as we investigate later, both my personal experiences living abroad
and also those of pupils as they ‘experience the real' target language and
culture. Transformation links both to performance theory, (Schechner, 1988)
and experiential learning, (Kolb, 1984). We turn to Bruner's definition of
autobiography to make this point.

A narrator in the here and now, takes upon himself or herself the task of
describing the progress of a protagonist in the there and then, one who
happens to share his name. He must by convention bring that
protagonist from the past into the present in such a way that the
protagonist and the narrator eventually fuse and become one person with
a shared consciousness. Now in order to bring a protagonist from the
there and then to the point where the original protagonist becomes the
present narrator, one needs a theory of growth or at least of
transformation, (Bruner, 2001: 27-28).

The process of writing autobiography can also be described as
autoethnography and we turn next to this area.

2.4.1 Autoethnography
| start with my personal life. | pay attention to my personal feelings,
thoughts and emotions. | use what | call systematic sociological
introspection and emotional recall to try to understand an experience I've
lived through. Then | write my experience as a story. By exploring a
particular life, | hope to understand a way of life,’ (Ellis, Bochner,
2005:737).

This passage is a reminder that the author cannot in autobiographical writing be
an anonymous figure but has to be a presence throughout the narrative
account. Autoethnology is described as ‘an autobiographical genre of writing
and research that displays multiple layers of consciousness, connecting the
personal to the cultural,” (Ellis, Bochner, 2005: 739). The process is seen as:
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‘looking outward on social and cultural aspects of their personal experience,’

and then looking inward, ‘exposing a vulnerable self,’ (ibid).

This aspect of the vulnerable self and a tendency to concentrate on addressing
personal problems and difficulties, such as illness or personal crisis, is where
the theory of autoethnology is less relevant to my own research. It suggests that
we need to be selective in our adoption of the techniques associated with this

process.

Autoethnology provides us however, with an appropriate method for addressing
the autobiographical aspect of the research. It suggests for example, that there
should be passages which provide insights into the thinking of the time and

also, where relevant, the author’'s personal feelings.

We return now to the problems we raised above concerning the writing of
autobiography, which we can now define in terms of autoethnographic

procedures.

2.4.2. Presence of the author in the narrative

The first identified problem to deal with is the presence of the author in the
narrative and initially, the choice of personal pronoun. We need to decide the
form in which this thesis is written, whether as an autobiographical account the
author's presence should be emphasised through the use of the personal ‘I’

throughout the thesis, or the traditional ‘we’ of academic writing should be used.

There is a justification for adopting a double approach and using both the ‘we’
and ‘I' forms in this narrative: ‘In personal narratives social scientists take on the
dual identities of academic and personal selves to tell autobiographical stories
about some aspect of their experiences in daily life,” (Ellis, Bochner, 2005:740).
We would argue therefore, that we are distinguishing between these two
aspects of the thesis through the use of different personal pronouns; ‘we’ for the
academic writing which is the standard element of the thesis, and ‘I' for when
personal comments, thoughts and feelings need to be expressed. The practical
exercise of writing the thesis proved the suitability of this system by using ‘I
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when the personal nature of a particular remark could be emphasised. It also
meant that the shared nature of the work described could be highlighted and
also, that the theoretical elements given more weight, by generally persisting in

the use of the traditional ‘we’ form.

The second element in ensuring the ‘visibility of the author in the account
comes back to the importance of primary sources, because we need to ensure
that we can draw on the feelings of the time, as we comment on our views
concerning particular developments or procedures. While for the self-
development period there are personal diaries, which make this process
possible, (both for the time living abroad as a student and also as an exchange
teacher), it may be more difficult to reconstruct feelings associated with school

developments.

A slightly different aspect of this area but one, which will need to draw on the
same material of primary sources, is to ensure that the thinking of the time is
evident, at the point where new learning initiatives are introduced and concepts
established.

243 Emphasising the autobiographical element in the thesis

In the process of writing the first few chapters of this research it became
apparent that an additional approach to telling the story of the developments
taking place was useful. This was represented by a ‘narrative passage’ coming
immediately after the introduction to each chapter. This narrative section
provides the opportunity to write a personal account from the present
perspective of what has taken place. In this way it represents a literary
approach (Jordanova, 2000: 78), which should be distinguished from the use of
the kind of direct evidence available in the primary sources used later in the
same chapter to explain different developments. So, for example, at the
beginning of the introductory chapter of this research, there is a narrative

account of the exchange journey to France. It is described from memory, a very
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vivid memory however, based on more than a decade of travelling annually
with pupils on the exchange to Saint Brieuc. The record of any single journey
provided by a diary extract would not have the advantage of the synthesis
which is possible when considering the characteristic of the journeys as a whole
and the impact they had on pupils. The significant elements of the narrative

passage can then be discussed in the explanation which follows.

The intention in writing narrative passages of this kind is to drive forward the
story by drawing attention to some particularly relevant element which is to be
considered in more detail in the writing which follows. This approach is evident in
historical narrative and is associated with postmodernism, (Evans, 1997). Arnold
for example, begins each chapter with what he describes as ‘true stories’,
accounts which are based on the historical knowledge available but which are
rewritten by him in a style which brings the action to life: ‘Here is a true story. In
1301 Guilhem de Rodes hurried down from his Pyrenean village of Tarascon to
the town of Pamiers,’ (Arnold, 2000:1).

We need however, to distinguish the historical narrative of Arnold, from the
narrative of this research which as well as being historical is also
autobiographical in nature. This provides the thesis with its own specific
character and identity. Narrative studies (Webster, Mertova, 2007) focus
specifically on this aspect of narrative which is in turn based on an
autobiographical approach. The question is therefore, how does the writing we
are describing as ‘narrative passages’ fit into the format for autobiographical,
narrative writing. It is clear that a key element is the importance of the reflective
approach. Quoting Grumet (1976, 1981) Webster and Mertova make the
following points:

experiences are reclaimed through a reflective process that begins
by allowing the mind to wander, and continues by providing rich

descriptions in order to situate the narrative. It is only in the
freshness and immediacy of our narratives of lived experience that
curriculum can be reconceptualised, since the narratives reclaim

entire areas of experience,’ (Webster, Mertova, 2007:9).
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The pointé we wish to retain are the notion of the reflective process providing
‘rich descriptions in order to situate the narrative’. | would argue that this
represents precisely the nature of the passages of narrative writing used as an
introduction to each chapter of this thesis. The fact that there is a narrative
passage for each chapter, helps provide a consistent approach to the

description of different experiences and initiatives.

2.44 Ensuring transparency in the construction of the thesis

The use of notes taken from the research journal, which has accompanied the
writing up process of the thesis is capable of showing two important elements.
First, the point where a particular choice is made as to the way the thesis is
constructed. Second, how through the process of writing, not only did a better
understanding come of the material under review, but also, importantly, the
development of some of the key aspects of the research, in particular, using the
notion of the ‘real’ in foreign language learning as a suitable focus for the

research, the ‘central problem around which the research is articulated’, (Elton).

To demonstrate this process we can identify a point in the construction of the
thesis where a particular understanding came about the nature of the research
and how this could be constructed. This note comes from reading an
unpublished PhD thesis (Gates, 1995), where the research question was
formulated as: ‘How can a teacher know herself, understand her formation and
influence her renewal and evolution,” (1995:47). A quotation copied into my PhD
diary with the following comment.

53



This is not going to be an easy ride! But although initially the concept of
construction of self is not related to my own research, there is
undoubtedly a sense in which | should be tracing my own development
and in the process charting a somewhat similar process of construction
of self. A construction as an intercultural person, diaries illustrating this
progress?

(PhD, diary, 1.11.07)

Ellis and Bochner provide support for this approach: ‘you’ll need to explain in
your dissertation the kinds of decisions you made and on what grounds you
made them’. The importance of establishing a reaction and relationship with

readers is further emphasised:

The narrative rises or falls on its capacity to provoke readers to broaden
their horizons, reflect critically on their own experience, enter
emphatically into worlds of experience different from their own and
actively engage in dialogue regarding the (...) implications of the different
perspectives and standpoints encountered. Invited to take the story in
and use it for themselves,’ (Ellis and Bochner, 2005:748).

We would hope that the language learning initiatives described in these
chapters would encourage foreign language teachers to look at the possibilities

for extending the opportunities and experience of their own pupils.

2.4.5 Autobiographical memory

Autobiographical memory is the final problem for us to consider as we look at
the construction of this historical narrative. It is not surprising to find that
recording memories has similar characteristics to the process of history writing
in that: ‘memories are always reconstructions of past events to meet the needs
of current concerns, (Bartlett, 1932 quoted by Conway, 1999:240). Conway
(1990) discusses autobiographical memories and identifies a number of key

characteristics: ‘autobiographical memories will typically be complex events

54




(e.g. a wedding), will contain self-reference, will usually feature sensory,
perceptual and reflective information fairly equally, and will be closely related to

other memories,’ (Conway, 1999:241).

To what extent this recall is likely to be an accurate representation of what took
place is considered. Conway talks about interpretations, where what the event
means to the person concerned, may influence the accuracy of the remembering:
‘many autobiographical memories may (...) consist of interpretations of events
and include sensory and perceptual features as well as information about current
thoughts, wishes, motivations’ (Conway, 1999:9). Conway goes on to make a key
point about the validity of autobiographical memories: ‘autobiographical
memories may be accurate without being literal and may represent the personal

meaning of an event at the expense of accuracy’ (Conway, 1999:9).

There is also a more central point to examining autobiographical memory due to
the research itself being autobiographical in nature. We are not just talking
therefore about isolated elements within the research associated with
autobiographical memory, but the actual position | have now on developments
taking place thirty years ago. What to make therefore of Conway’s assertion that
autobiographical memories are perhaps ‘never true’ but represent ‘literal
representations’ of events? This needs to be taken into account as we deal with

our representations of the past.

Turning specifically to diary writing, which is one of the primary sources used in
the research, Conway suggests that : ‘subjects who kept diaries recalled more
older memories,’ (Conway, 1990:34).

246 Narrative: Narrative lllustrations
As a foreign language teacher one of the skills you learn, particularly when
encouraged to use only the target language, is to rely on as many devices as
possible to ensure pupils understand the different elements of Ianguag_ef*.d_c‘)gurse
material provides a whole rangé of flash cards. and taped &E:érpté, and

photographs in text books. There are however many occasions when it is
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2.5 CONSTRUCTING THE NARRATIVE

Our focus now is on the research process itself, considering first, the different
elements which go to make up this historical narrative, before looking at the

data from which we can reconstruct this period.

2.5.1 Overview of the research process

The first step in this process is to be able to provide an overview of the research
as a whole, a model to represent the different periods, which go to make up the
narrative. There are two elements to distinguish here, personal development
experiences and foreign language learning initiatives. We need to set this
material out chronologically, so as to be able to later link the different initiatives
to the context of foreign language teaching and learning with reference to what
was happening elsewhere, (in England in particular and how this came to be
applied in Northumberland middle schools). A further element to take into
consideration is the different roles in which the author was involved during this
narrative period, ranging from foreign student and then student foreign
language teacher up to headteacher. This has some implications for the
research in terms of the responsibilities but also influences, which came
particularly from later positions. Influences which, as we will see, are reflected in
some of the initiatives introduced and the proposal to build a language and
culture centre.

Table 2.2 below sets out this overview of the research'®. Following Jordanova’s
emphasis on the importance of periodisation, (‘measuring time and giving
names to discrete periods,” 2000:105); it will be seen that some learning
programmes in this table are given capital letters to categorise them as periods.
This is because, both in terms of the length of time they lasted, but also,
because of the distinctive nature of the learning experiences and the influence
they had on foreign language and culture learning at Coates Middle School,
they should be considered as distinct.

' Appendix: A2.1 and A2.2 provide further information about the time spent living abroad and
the nature of the school initiatives.
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2.6 RESEARCH OBJECTIVES AND RESEARCH QUESTIONS

Now that we have considered the historical aspects of the research, we can
return to the research objectives before establishing the research questions
which this thesis will seek to answer. A situation made more complex by the
range of different areas this research covers, with its historical narrative, foreign

language, culture learning and finally autobiographic dimensions.

2.6.1 Research Objectives Revisited

This research seeks to provide a narrative of a period of personal development
and a thirty-five year period of foreign language teaching and learning. This is
not however, now that we have examined the historical context, merely a
chronicle of the period providing an account of what happened and when. The
research represents historical narrative and is therefore concerned to provide
an analysis of the period and to explore a particular aspect of foreign language
and culture learning, ‘articulated around a central problem,” (Elton, 1967).

This means that the relationship of foreign language learning with the ‘real’
which, we have already identified as an objective for the research, takes on a
central position as part of the historical narrative, becoming the focus for the
research as a whole, a way of linking the range of different teaching methods
and learning programmes which are described in the narrative process; a

consistent theme as the chronology of the thirty-five year period unfolds.

This research needs to identify therefore, the relationship of the different
initiatives introduced in the middle school language learning with the ‘real’ seen
in the terminology of the research as either ‘approaching’ or ‘experiencing the

real’.

There are two implications from this. We need first, clearly, to analyse how
different initiatives are positioned in relation to this terminology of the ‘real'.
Also, however, we need to try and identify the genesis for these initiatives: Do
they come from the ambient characteristics of middle school learning or the

climate of foreign language learning of the time, or can they perhaps, be traced
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to other areas of the curriculum such as drama? What is clear is that there is a
real importance in discovering the ‘thinking of the time’, tracking down those
notes and comments, where they still exist, which can help detail a process

which led to the introduction of different initiatives.

It also, means that a particular status is given to certain elements of the different
learning initiatives. In the first place the learning environment has a particular
significance as the location in which learning takes place and which therefore is
directly referable to its proximity to a ‘real’ language and culture situation. Then,
the learning and teaching methods in place and the opportunities they provide
for practical active language work, will have implications for the nature of the

learning taking place.

2.6.2 Research Questions

We are now in a position to set out the research questions.

1. What significance does the analysis of this
autobiographical, narrative account of personal-
development and a professional life, over thirty-five
years, as a middle school French teacher have for
the practice of foreign language and culture teaching
and learning?

2. To what extent can the different measures
introduced to develop foreign language and culture
learning at Coates Middle School, recorded in this
narrative, be seen in relation to ‘approaching the
real’ or ‘experiencing the real’ as represented by the

target language and culture of French and France?
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3. What is the genesis for the different learning
initiatives described in this narrative, what specific
influences and experiences led to the introduction of
these measures for extending foreign language and

culture learning?

2.6.3 Sources available to construct the narrative''

Now that we have clarified the purpose of the research and have defined the
research questions, we can turn to the sources available from each period to
help us reconstruct the narrative and try to answer the research questions. To
do this we need to preserve the distinction between personal development
elements and learning initiatives. While the sources for each initiative will be
discussed in turn, the appendix contains a list of the different experiences and

initiatives and the sources available to reconstruct them.

The personal development needs to be seen as a formative period and we will
want to try and plot how the influences and experience of these periods impact
on later learning initiatives in the middle school. There are some direct links
such as the pupil exchange programme following on from the teacher exchange

experience, which was an intended consequence for both schools involved.

It is likely that the extended experience of French language and culture, which
these periods represent, might well translate into a personal concern to develop
a more genuine language and culture learning environment, a closer ‘approach
to the real. We will need to see what evidence is available to support this

hypothesis.

The evidence to enable us to answer the research questions is largely present
in the primary sources available. While the final analysis of the research and its
implications and significance will have to wait until the final stages of this thesis,

it will be important to explore in each of these learning experiences, their

"' See Appendix: A2.5 and A2.6 for details of the sources available to construct this narrative
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specific place in the narrative as a whole; what kind of position they represent in
terms of the ‘real’ and finally whether we are able to trace, from the surviving

data, their origins.

In relation to the final point it is worth emphasising that school initiatives were
often seen as deliberately innovative; associated more with the contrast and
extension they provided to the routine of classroom learning, a point which we
will see, relates to Hawkins’ (1987) view of language learning as rehearsal and
performance, as reviewed in the next chapter on the literary background to the

research.

The nature of the school documents which form a key element in our ability to

reconstruct different initiatives are worth considering in more detail.

2.6.3.1 School documents as sources
School documents, for a specific initiative, might represent an initial document
setting out the objectives for a particular programme of learning and the

anticipated outcomes.

In addition to the school documents setting up the language experience and
detailing the learning programme taking place, there is also here, additional
material relating to pupil comments and the data produced as part of the

language acquisition research being undertaken at the time.
While therefore, there are some elements specific to each learning initiative,

others will be common procedures to all learning programmes of this kind with

the need to set out objectives, inform parents, and report on outcomes.
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2.6.3..2 Establishing criteria for analysing language and culture
developments

The criteria for analysing the different learning initiatives needs to be
established to enable us to consider each initiative in terms of certain key
elements, associated with the objectives for the research and the research
questions, as set out above. There is the objective for each learning
programme, the methods used to achieve this target, the number and age of
participating pupils together with the teachers or teaching assistants who are
also involved, where this is relevant. There is also, and this is an important
element for this research, (where a number of the initiatives take place outside
the classroom), the learning environment in which the particular programme

takes place.

By establishing the criteria on which language learning initiatives can be
assessed, we are able to provide a consistent approach to our analysis. While
still retaining a similar concern to understand what, for example, a particular

document represents within the context of the time it was produced.
One primary source, the diary entries, are susceptible to more rigorous

treatment through close text analysis and this will be applied where there is a

need for closer scrutiny of particularly significant periods in this narrative.
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2.7 CONCLUSION

This chapter has established the methodology for the research and investigated
the implications for writing this historical narrative. Of the three elements
identified in the introductory chapter as key elements for the research: the
historical nature of the study, the autobiographical form of the account and the
foreign language and culture learning focus for the thesis; the first two have
been considered here, leaving the next chapter to provide the foreign language

and culture context of the research.

It has been important to establish the historical nature of this study into foreign
language and culture learning over a period of four decades. The issues
concerning the reconstruction of the past have been explored and the

importance of the primary sources in this process stressed.
The importance of the autobiographical element in the research has been made

clear through the investigation of autoethnography and the need to ensure that

the author is a presence throughout the discussions taking place.
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Approaching the Real

STAGE ONE PURPOSE AND POSITION
CHAPTER THREE

THE LITERATURE ON FOREIGN LANGUAGE AND INTERCULTURAL
TEACHING AND LEARNING, within the context of middle school

education.
3.0 INTRODUCTION

This chapter examines the literature foundation on which the present research
is based. It establishes the key areas of this literature and identifies how they
impact on the learning initiatives described in the thesis. As the research is
based on an autobiographical account of middle school language and
intercultural teaching and learning over a thirty five year period, the literature
review tracks the different trends and developments in theory and method which
occurred over this time. The focus is on developments taking place in foreign
language learning as a whole and looking at how these are promoted in
England and appear in Northumberland, as they are translated into practical
systems of French learning.

A number of key elements need to be taken into account at the beginning of this
literature chapter. In the first place we need to distinguish between the methods
of foreign language learning which are practiced at each particular point of time
and the underlying theories, which have led to this approach, (Richardson,
Rodgers, 1987). The process whereby a particular method finds its way into
classroom practice also needs to be considered, this is not always easy to track
due to a lack of surviving evidence.

Thg[gmis’_tkqo the importance of distinguishing in the writing,. those theories
contemporary to the time which underlie the different methods in use, from

more recent theories able to provide a new understanding of the learning
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process. There is also, another perspective, where an existing contemporary
theory, unknown at the time, is able to provide clarification and explanation at
the current point of time. This situation has become evident during the writing
process of this thesis, where the chance to review the different learning
initiatives has led to a more complete understanding of the research as a whole.
This is why in this chapter and elsewhere in the research, it will be important to
establish my thinking at the time.

We will want, as we consider the different theories and methods of foreign
language learning, to position them within the framework of how they represent
a ‘real’ French language and culture, the theme for this research. It was the
theoretical explanation of the audio-visual language learning system
(Guberina, 1964, see below), with its concern to provide simultaneously a visual
and aural element for pupils, matching in this way, the ‘real’ first language
learning process, which was part of the theorising at the time and which
suggested this theme as providing a suitable framework within which the
research could be placed.

The middle school context to the research means the literature examination
covers both the primary and secondary areas of foreign language learning, in
keeping with the age range of pupils in the middle school from nine to thirteen
years, (covering the final part of the primary sector ages 9-11 and the first part
of the secondary sector, ages 11-13). The development of primary French
learning and the discussion surrounding this initiative, providing a different
element in our examination of the literature on foreign language and culture

learning.

As the research is concerned with learning initiatives taking place outside the
classroom it is important to include in this chapter those literature accounts
which examine previous work of this kind and to look to Hawkins (1978, 1987)
for both an account of this process and the philosophy behind these
developments.
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As an autobiographical account, the developments in foreign language learning
over this period represent a lived experience. The realisation of the different
methods as learning programmes, (in the form of teaching resources), was what
I handled as a teacher in the classroom, in the daily routine of teaching children
French. This experience of classroom practice provides us, as we will see, with
the chance to comment on the different teaching methods by reference to the

personal experience of operating these different systems.
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Table 3.1 Contents of Chapter 3: Literature on Foreign Language and

Culture Learning‘

3.0
Introduction

3.1 Narrative
Passage and
explanation

3.3 Acquisition,
Environment ,
Motivation

3.6 Rehearsal

v
Performance,
Hawkins and the
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3.1 NARRATIVE PASSAGE

| have travelled to the Gaillac area of south-west France and left behind the
grey, wet Northumberland autumn. Here is a place where in late September the
sky is vivid blue and there is still plenty of warmth to the sun. Each morning I get
up early and walk to the small town of Salvagnac. A walk, which takes me up
past oak woodlands and fields of sunflowers, along quiet tree-lined roads with
long views over rolling countryside, where an occasional stone dwelling and
crumbling barn appear to have been there since always, this is rural France to

perfection.

As | reach the town perched on its hilltop, there is an encounter with the local
population as they go about the routine of their early morning business; the old
man in blue overalls and beret who comes out of his door and wanders slowly
into his garden to look over the potted geraniums, as he must do every morning;
the boy heading down the hill to I'école, a large school-bag on his back; the
man standing in the sun on the main street who recognises my daily presence

and offers me a hand to shake.

In the small ‘boulangerie’ (a blue artisan baker, sign outside the shop), the
‘boulanger’ himself comes out from his bakery to serve me. | order my
‘baguette’, a croissant and ‘pain au chocolat’ and there is the ritual of wishing
each other a good day on leaving. Next, a short walk to the ‘maison de la
presse’ to buy ‘Le Monde’ with a similar mutual exchange of greetings and good
wishes, before heading back down the hill to the place we are staying and

‘petit-déjeuner’ in the sun.

What the local inhabitants make of this Englishman walking up the hill every
morning with his dog to buy bread is not recorded.

69




3.1.1 Narrative Passage Explanation

We have already indicated how the ‘real’ in foreigh language learning
represents the central problem around which the thesis is focused, providing a
context from which the different learning initiatives introduced can be
positioned. It is useful here therefore, as we begin our examination of the
literature on foreign language and culture learning, to return to a consideration
of the ‘real’ but this time from the perspective of the theories and methods used

in foreign language and culture learning.

We are concerned in the narrative passage with representation, a
representation of one experience of France, which may conform to some of our
expectations if we go there for a holiday and seek a certain rural French
environment. In line with the theories of representation (Hall, 1997), it
represents a personal experience, a reflection of what is there, seen through my
eyes but there is also an element of the construction of the image, based on the
limited experience of what is observed, together with my previous knowledge of

France.

What we have therefore is an aspect of France, for there is no way that our
experience of this small town of Salvagnac, (one among many similar attractive
hill top towns in the area), can represent the ‘real’ France. It is not even certain
that our observations are entirely accurate. In the first place each morning walk
is different. The mornings become colder as the week progresses and the walk
through the town means different people are encountered: the man in blue
overalls is replaced one morning by his unsmiling wife and it may be the baker’s
wife who serves me bread. One morning, the long walk up the hill leads to the
discovery that the ‘boulangerie’ is closed on a Thursday. It also later transpires
(on talking with members of the local community) that the image of the local,
traditional village bakery has to be changed, when it is discovered that the
bread is not baked on the premises but comes from another ‘boulangerie’
situated elsewhere. Each day then, has it's own narrative, valid for the one day
only, a personal perspective which may need adjusting as more information
becomes available and as a result, gives us a better understanding of what is
happening.
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In spite of these uncertainties, (which we will see are themselves aspects of the
‘real’), what we would be able to do is to apply this representation of Salvagnac
to the study of French language and culture. Using the town as a focus, we
could package the different elements into a format, which could then be
delivered to pupils as a learning programme. There would be a number of
different ways of doing this, which would reflect the different foreign language
teaching methods we will be considering in this chapter. We will return to this

theme in the conclusion to this chapter.

Where from the perspective of this research does this bring us, as we battle
with the notion of the ‘real’ in foreign language and culture learning? Orvell in an
exploration of American Culture from 1880-1940 in a book entitled ‘The Real

Thing’, identifies a dominant mode in the early part of the period as:

the tendency to enclose reality in manageable forms, to contain it within
a theatrical space, an enclosed exposition or recreational space, or
within the space of a picture frame. If the world outside the frame was
beyond control, the world inside of it could at least offer the illusion of

mastery and comprehension,’ (Orvell, 1989:35).

It might be argued that this quotation has nothing to do with foreign language
learning or education. We can see however, the foreign language classroom
also ‘as a substitute for the ‘real’ world’, (Damen, 1987:7), enclosing a certain
reality of the target language and culture, a representation of this culture in a
manageable form through the flash cards and cassette recordings, the
classroom posters and text book illustrations. This is a point Zarate makes: ‘le
travail sur les représentations de I'étranger a toujours été un enjeu implicite
dans la classe de Iangue,’12 (Zarate, 1993:41). The choice of how this
representation is constructed and what methods are used to present this
culture, this element of the ‘real’, is what we need to consider next, as we

examine the different methodologies introduced during the period under review.

12 Work on how the foreign is represented has always been an implicit focus for language
classes.’
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Before turning to an exploration of these theories and methods, we need to try
and get closer to a definition of the ‘real’, which will serve our current purposes.
Dortier's definition has the advantage of focusing on the social sciences and
therefore provides a more practical take on the problem than a philosophical

approach might provide.

En matiére de sciences humaines on admet que la realité sociale est en
partie une reconstruction de notre regard. Ne serait-ce que parmi l'infinite
des phénomeénes de notre environment, I'esprit ne cesse de sélectionner

certains et de les interpreter'?, (Dortier, 2002:91).

He stresses therefore the personal element in the ‘real’, our view of how things
are which, (like the process of building up a representation of Salvagnac or the
act of constructing the history of this narrative), provides us with our own

representation of the ‘real’.

Dortier goes on to explore the fugitive nature of the ‘real’, the unstable character
of the way we see things, which our own narrative account of the daily walk into

Salvagnac has also, confirmed.

Nous sommes donc condamnés a frequenter le monde — a I'observer, le
décrire, le toucher — mais sans l'atteindre complétement. Le réel c'est
donc I'horizon de la connaisance. Et comme tout horizon qui se respecte,

il s'éloigne au fur et au mesure que I'on avance vers lui, '*(ibid).

"3 In the area of social sciences we accept that social reality is partly constructed
through our personal view. If only because among the infinity of phenomena, the mind
never ceases to select some of these in order to interpret them.

" We are therefore condemned to frequent the world — to observe , describe and touch
it — but without completely reaching- it.- The real is-therefore “the “horizon of our
knowledge. And as with all self-respecting horizons, it withdraws further off as we move
towards it.
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As a teacher of French language and culture to children over a thirty-five year
period, the author has worked with a range of learning resources, which
represent the design and procedures based on various approaches to language
learning  (Richardson, Rodgers, 1987), centred around particular

representations of French language and culture.

As we review the history of the theories, methods and classroom application of
the different methodologies over this time, we will want to examine their
approach to the ‘real’, how through the teaching methods employed they are
able to capture a representation of French language and culture.

3.2 THEORY, METHOD AND CLASSROOM APPLICATION, 1968-2007

The need to provide a clear structure to this chapter suggests the importance of
considering chronologically the different developments in language and culture
learning during the period under review, in order to correspond with the different
stages of the narrative of the thesis. Each element can then be linked to those
school based initiatives, which are the subject of this research. The target for
the chapter is therefore, to establish the theoretical and methodological context
to the different middle school developments in foreign language teaching and
learning from the 1970s until the present time. This would provide a point of

reference, a road map, as the school initiatives are described in later chapters'®.

Before disappearing into the dense mass of literature on foreign language and
culture learning there are two points to consider. First the distinction and
relationship between theory, method and application and second, the treatment

of the two components in the research: language and culture learning.

'* Appendix: Table A3.1 provides according to the five stages of this research the learning
trends for each period which the stages cover, also, the national scene in England and links this
with the personal development or school initiatives taking place at the time.
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3.2.1 The Distinction between Language and Culture Teaching

A decision has been made to follow the historic development of intercultural
learning by including it within the account of foreign language learning
developments. As the narrative proceeds it will be seen that the area of
intercultural learning steadily becomes a more distinct and more important
element, until finally, as we consider the ‘experience of the real’, it is the cultural

aspect that becomes more prominent.

3.2.2 Approach, Design, Procedure

If a theory is: ‘a statement of a general principle based upon reasoned
argument and supported by evidence,’ (Richards, Platt, Platt, 1992:228); then, a
method is: ‘a way of teaching a language based on systematic principles and
procedures (...) an application of how a language is best taught and learned,’
(ibid).

The foreign language teacher in the classroom may not be aware of the theory
behind the language learning he or she is conducting, ‘being trained to teach,
not to think about second language learning,” (Cook,1991:1). What he will be
aware of, (as this is the tangible element with which he is engaged on a daily
basis), is the methods being used to teach the language.

A good deal of emphasis in this chapter will be on method but we need also, to
consider the underlying theories and to bear in mind the distinction between
theory and method. Klippel (2004: 616-621) examines method and is surprised
to find comparatively little literature available in this area. She draws on the
work of Richards and Rodgers (1986) to explore the nature of method, providing
a link to theory and an explanation of how method leads to classroom
application.

For Richards and Rodgers method is seen as a three-tier process beginning
with an approach based on theory, applied to the achievement of particular
goals. The next step is the design of a programme of learning which concerns
the organiéatibn, the role of the tea>cher and learner, together with the choice of
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suitable tasks and materials. The final stage in this process is procedure as the

method is operationalised and applied to classroom learning.

The advantage of this analysis is that it provides us with a format for discussing
the different methods and theories and their application to classroom teaching
in this chapter. If we place method as the central element of the process and
consider this aspect first, we can then, look back to establish the theory behind
the design of a particular method and then forward to its application in the

classroom.

It will also be necessary to consider some of the key underlying theories of
language acquisition in addition to looking at the specific theories behind the

introduction of different teaching methodologies.

The application of any teaching method will be influenced by a series of such
issues as government policy for foreign languages, the influence of the local
education authority on suitable ways of delivering the language curriculum and
finally, school policy and finances associated with the ability to purchase the
appropriate teaching materials. Historical analysis into method in foreign
language teaching has emphasized this point, (Klippel, 2004, 1994, Howatt,
1984, Musumeci, 1997).

An important consideration as we embark on an examination of the different
methods of language teaching over this period is that at the classroom level
there is a practical element to consider : ‘methods have rarely been
implemented in an unadulterated form,” (Klippel, 2004:618-619). This is
because teachers will adapt them for their own use, choosing, ‘' those
procedures and proposals which are in tune with current educational values,
which coincide with their subjective theories, which are supported by a wide
variety of published materials and finally which prove effective and easy to use,’
(ibid)).
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Any chronological ordering of methods in foreign language learning also, needs
to bear in mind that as a new method comes in, elements from previous

methods are likely to be still retained (Grenfell, 2007, see below).

3.2.3 Foreign Language Teaching Methods from 1963-2007"°

We need to begin our investigation into foreign language teaching methods over
this period by finding in the literature a suitable overview of the developments
taking place, before considering the key methods in more detail. Pennycook
(2004) provides us with a global view of developments while Grenfell (2007)
looks at the specific situation in the United Kingdom.

Both authors have as a starting point the grammar translation methodology, the
traditional manner to teach modern languages based on the methods used for
teaching the classics. The change which took place is described by Pennycook
as a ‘revolution in language teaching that is focused on the direct method,’
(Pennycook, 2004:277) and he then traces the developments which followed
from audiolingualism through audio-visual methods and a series of new
methods associated with the 1970s, before bringing the account to an end with
‘the modern era of communicative language teaching and task-based learning,”
(ibid).

Grenfell emphasises the hybrid nature of modern language teaching before the
mid-1980s with grammar translation methods ‘predominating in the classroom’,
and classroom interaction taking place in English. He points, as does
Pennycook, to the influence of the theories from structural linguistics and
behaviourist psychology on the introduction of audio-lingual and audio-visual
learning methods, (Grenfell, 2007:18).

The point to make is that Grenfell’s focus is on modern language learning taking
place in the secondary school and his account of the grammar translation

method and instruction in English does not, as we will see, match the

'* Appendix: Table 3.2 links foreign language learning methods and national initiatives to
personal development and the different initiatives introduced to Coates Middle School.
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Northumberland middle school French teaching experience in the 1970s and
1980s.

Grenfell explains the survival of traditional teaching methods in the secondary
school with pupils aged 11+ by reference to external examinations, the ‘O’ level
syllabus with its emphasis on: ‘translation, dictation, and writing in which
accuracy scored the highest marks. Tests in speaking and listening were also
included, but these made up a minority of the marks; their content and style was
also quite ‘literary,’ (ibid).

The period is characterised by Grenfell as a kind of interaction between
traditional and progressive approaches and he points out that communicative
language teaching methods were beginning to impact on modern language
learning, particularly, and this is an important point, not in the foreign language
classroom but in English as a foreign language. He distinguishes the key
elements of this process as favouring an orally based approach as the focus for
language learning and an interactive methodology. He underlines the fact that
the new General Certificate for Secondary Education for modern languages,

which emerged in 1985, had taken on many of these new influences.

Testing, and by implication teaching, was reconfigured in terms of the
four skills: listening, speaking, reading and writing. Equal weighting was
supposedly given to each of these; transactional-interactional language
was stressed with such notions as the ‘sympathetic native speaker’ and
pupil as host or ‘tourist’ as principles to guide FL learning and teaching,”
(ibid).

This is an important statement, which needs to be examined in more detail by
reference to personal experience of classroom practice. Assessing pupils in
terms of the four skills meant that courses (Avantage, Tour de France) would
incorporate assessment opportunities where pupils’ scores in each of the four
attainment targets could be collected. The problem came with assessing
spoken language skills in terms of the time taken to conduct adequately this

part of the assessment procedure. In contrast the listening, reading and writing
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exercises were much easier to operate as whole class activities. There are
implications here for the weighting of foreign language learning towards those
activities, which can be most readily carried out and assessed in the classroom

and reflects Grenfell's point about ‘supposedly equal weighting'.

The second point to examine in Grenfell's statement is the implicit notion of
role-play, of acting out situations, which comes from the concept of the pupil as
host or tourist. One pupil in role is the tourist asking for directions to a hotel for
example, or the station, while his partner in the role of ‘sympathetic native
speaker’, provides an appropriate answer; activities which can be played out in
pairs and then demonstrated in front of the class. This kind of drama role-play
work becomes a staple of foreign language classrooms. It represents also, an
example of how the ‘real’ can be represented in the classroom, the enclosing of
‘reality in manageable forms’ (Orvell, 1989:35), we have discussed above.

For our purposes where the research involves middle school children aged from
9-13 there are some different influences and impacts to take into consideration
and these we will need to consider separately below. Grenfell does however
next give prominence to the National Curriculum in Modern Foreign Languages

which;:

aimed to establish a broad consensus that learning foreign languages
should proceed through an interactive, inductive approach to
communicative competence rather than by way of grammar learning and

application, (ibid).

It is clear from these two overviews of the history of modern foreign language
teaching that the period in which the author has been personally involved has
been characterised by the introduction of a number of new initiatives and
changes. Pennycock provides a word of caution when reviewing modern foreign
language teaching in terms of a progression from weaker traditional methods to
more modern teaching and talks about ‘a problematic progressivism, whereby
whatever is happéning now'is”?blf'ésumed fo be superior to what happened
before,’ ( 2004:278).
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This is an interesting point and as we review the different methods it isn'’t
necessarily clear that one teaching method is an improvement on a previous
system. What is evident from this overview is that at certain points government
influence in the form of national policies, impact on foreign language learning,
with for example, the emphasis on assessment and task based learning, which

comes with the National Curriculum.

This overview of foreign language learning enables us to now set out the key

developments in teaching methods as a narrative from 1960-2007.

3.2.4 The Direct Method and Audio-lingual Language Learning

We need to concentrate on those teaching methods which had the most impact
on middle school French learning in Northumberland: audio-visual language
learning and communicative, task-based teaching methods. It is useful first, to
trace the move away from the grammar translation tradition in foreign language
learning, the ‘revolution’, which came about through the use of the ‘direct

method’ and audio-lingual teaching methods.

The audio-lingual method was a teaching method introduced in the United
States during the 1939-1945 war as a way to develop language skills in the
military. The focus was on spoken language skills developed largely through the
language laboratory, with extended sessions listening to and repeating speech

sounds in order for them to become automatic.

The Direct Method is of more importance to us here in that, in its determination
to replace the traditional grammar translation methods, it sets out a number of
principles for how foreign languages should be taught, imitating the way
children learn their first language: ‘emphasising the avoidance of translation and
the direct use of the foreign language as a means of instruction in all situations,’
(Pennycook, 2004: 178).
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We are moving away from a foreign language learning situation where in order
to interact with the target language you have to first translate it into your own, to
one where there is to be no transiation and all teaching is carried out in the
foreign language. The direct method in its concern to imitate first language
learning principles moves towards a more ‘real’ language learning situation.
This is confirmed by exploring further what the system represented: ‘concrete
meanings of linguistic items are introduced through lessons involving objects,’
(ibid), while for abstract ideas the process is one of association. It is clear that
pictures are also to be used to present vocabulary, but the importance of using
the objects themselves where possible, rather than their representation, is
associated with the concern to imitate first language learning situations and is

something we will want to consider further later.

The direct method, like the audio-lingual method promotes spoken language
over written because of a ‘common belief that pupils learn a language by
listening to it and speaking it,” (Pennycook, 2004:177), which is again a concern
to follow first language acquisition methods. The need to match first language
learning methods can only however, be taken so far: ‘imitation and an artificial
language environment are needed in the classroom,’ (ibid). This brings us to the
central concern of the language learning environment and the need to imitate or
simulate ‘real’ language learning situations which will be a consistent theme of

this chapter and the research as a whole.

3.24.1 Audio-Visual language methods

Audio-visual language teaching represents one of the key methods introduced
as part of the move from grammar translation methods. We need to consider at
some length this area, as throughout the 1960s and 1970s this was the key
method used to teach foreign languages in English schools, particularly for the
early years of language learning.

We will look first at the nature of audio-visual learning (AVL) and the
development of appropriate teaching materials. We will then want to examine
how this method impacted on the national and local foreign language scene by
looking at the work of the Audio-Visual Language Association. Finally, we will
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examine the theoretical background to this learning and teaching method, which

we will suggest has particular relevance for this research.

3.2.4.2 Audio-Visual teaching and learning

Audio-visual language teaching ‘a method (..) based on the coordinated use of
visual and auditive technical media,’. This exists in ‘strong’ versions where, ‘the
simultaneous use of pictorial and auditive material is dominant’, and a ‘weak’
version ‘in which pictorial and auditive materials are used only as a component
within language instruction or, more frequently, with both elements dissociated
from each other,’(Reinfried, 2004:61).

From the English perspective it represented the method, which foreign
language student teachers were instructed to deliver from the 1960s and which
provided the framework for course material such as the Nuffield Introductory
French Course, En Avant produced by E.J. Arnold & Son Limited of Leeds; the
first edition of which was produced in 1965. The official title of the course makes
its audio-visual language status and primary school designation clear: Nuffield,

Audio-visual French Course for Primary Schools.

Unfortunately, although middle school primary foreign language learning
became established using audio-visual methods, the primary school French

initiative itself proved, as we will see, unsustainable.

Stern (1967) enthusiastically records the Nuffield development and the nature of

this audio-visual material it made available to primary teachers.

A remarkable feature is the care that goes into the preparation of
materials (....) founded on clearly thought-out principles of language and
language teaching. The course is described as audio-visual. There is
emphasis on speaking and listening and various visual aids are brought
into play, flannelgraphs in the first stage, posters in the second, and for
more advanced stages filmstrips and films are planned, (Stern,
1967:122).
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As a member and sometime, (although not very active), committee member of
the local branch of AVLA, (the Audio-Visual Language Association) which
promoted audio-visual learning, | was personally involved in this period of
‘revolution’ (Pennycook, 2004), giving a demonstration lesson to AVLA
members at a Saturday morning conference in March 1973, using Coates
Middle School pupils and suitably orthodox audio-visual methods. This was an
activity, which directly led to a year’s part-time teaching post for post-graduate
primary French students in a Newcastle college of education'’ (in addition to my

middle school French teaching commitments).

3.2.4.3 The theoretical background to audio-visual language learning
We need to turn to the work of Guberina to look more closely at his theoretical
explanation of the audio-visual method. The passage below is the one most

usually referred to, when discussing his work:

When a child learns his mother tongue, he primarily relies on the
presence of a reality. The acoustic signal for the objects is only a
supplementary representation of these same objects. In the first phase of
searching for a name for an object, the quickest way is to see the object
(i.e. the reality) and to refer to it by its hame. The beginner does not
know the words of a foreign language. It would therefore be useless for
him to hear them, unless there is a visual stronghold,” (Guberina, 1964:
4).

In a natural first language acquisition process therefore, it is the presence of the
actual object (as we saw for the direct method) which is the key element in the
understanding process, without the object the sound means nothing, linking the
sound to the object, (as Guberina describes it: the ‘reality’) and providing a
name for it, fixes the object. This signifying practice is associated with the work
of Saussure and the theory of representation (Hall, 1997:24). Guberina brings

this natural, first language learning process back to foreign language acquisition

"7 The person currently teaching this course had just become a language adviser and wanted
someone to continue with his primary French course who showed the necessary commitment to
an audio-visual approach.
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by pointing out that ‘the beginner does not know the words of the foreign
language,” and that therefore there is no point in them being heard without the
support of what he describes as a ‘visual stronghold’. In first language
acquisition this will be the actual object while, as is made clear below, for the
foreign language learning situation, this is the representation of the object

through an illustration.

The audio-visual method is based therefore on the simultaneous presentation of
an object or illustration with a sound, which is then activated for classroom
purposes. Courses such as the ‘Nuffield En Avant’ learning programme have
therefore the taped recording together with the presence actual or represented,
(through an illustration), of the objects being named as described by Stern
above.

This is however, the first stages of foreign language learning and we need to
extend this investigation to explore how more dynamic aspects of language

come to be represented.

For Guberina the central problem of understanding is solved ‘by means of
pictures,” and in this way ‘reality is represented as in real life by expression in
speech, through a dialogue,’ (ibid). The picture is seen as representing ‘not only
objects, people and natural phenomena, but also the basic situations of
everyday life,’ for when ‘the meaning is represented by a picture and
corresponding sound-signal, the basic function of language is achieved, i.e. the

expression of meaning by sound,’ (ibid).

Understanding is therefore achieved through pictures, which represent reality,
but the pictures are not of individual objects but of situations taken from
everyday life. The sound support therefore is no longer a single word but needs
to take the form of a dialogue.

If we focus on one instance to illustrate this process, we can look at unit two of

stage 3 of the En Avant, Nuffield course. The Léon family is preparing to go off

on a camping holiday. Paul, the twelve year old son, goes to load his football
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and fishing rod into the car (a Citroen 2CV) and unloads in the process the jack

which will be needed later in the story when the car gets a puncture.

The picture illustration here (in the form of a poster) is Paul with a football and
fishing rod in his hands looking into the car where there is a bag taking up a
good deal of space. The dialogue played on the tape-recorder to represent this

moment is as follows:

Paul:  Tiens, qui est-ce qui a mis ¢a dans la voiture? Qu’est-ce que
c’est? Un sac! Il prend trop de place. Je vais le sortir tout de suite; puis je

vais mettre mes affaires dans la voiture.

The teacher in this situation is able to point to the different objects and actions
illustrated on the poster to correspond with the elements of language emanating

from the tape-recorder.

At the end of his 1964 article, Guberina sums up the audio-visual language

method, and in the process, revisits this concept of the representation of reality:

s Learning a language from a text which describes realistic

situations such as travelling, living, residing

o This description should develop in a logical fashion as if it were a
reality (...)

e A picture interpreting any expression is a permanent link between

the expression and reality

e The presence of the picture enables the expression to represent

the reality.
o The student is placed in a natural situation as in real-life (...) This
vocal expression is explained through the picture, and thus returns

to reality.
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And finally:

e The tape-recorder and the picture achieve the transfer of
life to dialogue, so that the person learning a foreign
language finds himself in a natural situation of reality, and
in its linguistic expression.

(Guberina, 1964:16-17; the emphasis was
not in the original document.).

It is not surprising given this emphasis on viewing classroom learning in terms
of representing an absent language reality through pictures and sound that
this should provide the trigger for using this notion as a framework for the
present thesis. We refer below, to the notes in my PhD diary, which first make
this link.

This would seem significant for own research.

The impression that there was something of a watershed when in the
language lesson it was no longer possible to use real objects, (pens, pencils
elc, people names, actual colours) and had to revert to pictures in a text book,

flashcards etc marked something significant.

The whole purpose of intensive work was to try and create a more real

experience ... a reality which was no longer artificial.

Can look at this concept of reality as a measure. We would want to try and

measure foreign language learning as a measure of reality.

Intensive language work even though with an imaginary framework creates a
reality as pupils listen to the instructions before going out to carry out the

surveillance or other activity.
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Exchange work is also very much about meeting reality, a language and culture

reality head-on with all that means about culture shock efc.

This notion of reality will have to be examined further but might just provide a

consistent link through the different elements of the whole research thesis.
(PhD Diary: 3.9.07)

The ‘as’ and ‘as if comparisons emphasized in the Guberina passage, link this
theoretical explanation to the performance theory of Schechner (1988, see
below). Here the ‘is’ situation represents the real experience and the ‘as’ or ‘as
if, a simulation of an actual encounter. A concept which also links, as we will
see below, with Hawkins' notion of ‘rehearsal’ and ‘performance’ in foreign

language learning.

We would question the suggestion that the learner subject to a classroom
presentation through audio-visual methods ‘finds himself in a natural situation of
reality’ - there are too many mechanical elements, (possibly malfunctioning) to
confound this position. In this research such classroom learning situations
would represent ‘approaching the real’, the notion of ‘a natural situation of
reality’ being reserved for pupils involved in such activities as a French
exchange programme, where in the terminology we have adopted they

‘experience the real’.

The criticism of the audio-visual language system concerned the rigidity of the
method which allowed little place for creativity. Also, a German study identified
four problems associated with the AVL method: inadequate support of oral
teaching by the lack of written materials ; the exclusive reliance on dialogue in
beginner classes; the neglect of writing skills and the failure to develop
grammatical awareness in learners, (Renfried, 2004:62). These are

criticisms, which are probably less valid when applied to the Nuffield En Avant
course. Here a writing component was present, after the first year of work,
although there was less attention to grammar and certainly a tendency to rely

on dialogue.
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3.2.5 Communicative language teaching

Communicative language teaching represents the major trend in language
teaching methodology following the audio-visual movement of the 1970s and
early 1980s. Communicative language teaching brings us up to the present in
terms of teaching methodology ‘the modern era of communicative language
teaching and task-based learning,” (Pennnycook, 2004:277). This underlines the
links between communicative language teaching and task-based, graded
objectives language learning. We will also see that the period is one associated
in the UK with a modern foreign language being offered to all pupils and the
questions about the purposes of mfl, which this raised. We need to begin

however with a definition of communicative language teaching:

Communicative language teaching (CLT) refers to both processes and
goals in classroom learning. A central theoretical concept in
communicative language teaching is communicative competence, a term
introduced into discussions of language use and second/foreign
language learning in the early 1970s (...) Competence is defined in terms
of the expression, interpretation and negotiation of meaning and looks to
second language acquisition research to account for its development (...)
Identification of learner communicative needs provides a basis for

curriculum design,” (Savignon, 2004:124).

Savignon (1972, 1974, 1997) is an early authority in this area and has helped
define the field and it's worth looking more closely therefore, at this definition. If
CLT involves both processes and goals, then we are talking about both learning
objectives, as well as how teaching is carried out. In terms of an objective and
theoretical concept, there is this notion of communicative competence, the
ability to use the foreign language for practical purposes and the definition for
this: ‘expression, interpretation and negotiation of meaning,’ point to a
functional-notional concept of language. Language here, is seen in terms of
meaning potential and Savignon talks about ‘the centrality of context of situation
in understanding language systems and how they work," (ibid: 125). Finally we
have a d—}éfnatic chahgé in direétion from previous foreign language learning,

with the learner now placed at the centre of the learning process and it is
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around the perceived needs of this learner that the learning programme is
constructed. This, as we will see, links to task-based and graded objectives

discussed below.

We seem to have moved decisively from a method with objectives — AVL - to an
objective with methods — communicative competence through communicative
language teaching, a notion supported by Richards and Rogers (1986) who see
CLT as an approach rather than method of language learning. Language here is
social behaviour associated with the involvement of learners in communication.
For Savignon the ‘essence of CLT is the engagement of learners in
communication to allow them to develop their communicative competence,’
(Savignon, 2004:124). This is because involvement in communicative events is

seen as ‘central to language development,’ (ibid).

Communicative language teaching is particularly important to this research for
the links it provides to intensive language work. This is because first the
intensive work takes place during the period when communicative language
learning was prevalent in foreign language classrooms in the UK and second,
because it represents the kind of engagement of pupils in communication which

are, in Savignon'’s view, ‘central to language development'.

3.2.5.1 The application of CLT to classroom learning

Achieving communicative competence is, as we have seen, the objective of
CLT and any system which seeks: ‘to enable human beings to communicate
with each other in the everyday practical world,” (Savignon, 2004: 124), has to
decide how best this can be achieved within the classroom environment in

which learning generally takes place.

Hymes (1971) first coined the phrase ‘communicative competence’, to represent
the use of language in social context, the observance of sociolinguistic norms of
appropriacy,’ (Savignon, 2004:125). There was clearly some concern about how
approprjate social context could be» introduced in the classroom with this ‘focus
on native -speaker cuiture and the difficulty, if not impossibility, of authentically
representing them in a classroom of non-native speakers,’ (ibid).
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We come back again to the concern about creating reality in foreign language
learning as raised by Guberina above. For Guberina, as we have seen the
authenticity centred on the actual process and mechanics of learning a foreign
language, the concerns here are more about placing learners in a situation
where they are able to interact with the language, as they communicate with

each other which points to a focus on the learning environment.

Savignon looks to define ‘communicative competence’, in the context of

classroom learning.

the term communicative competence (...) characterize(s) the ability of
classroom language learners to interact with other speakers, to make

meaning,” (Savignon, 1972).

Presumably, ‘other speakers’ refers to those pupils with whom they share the
classroom as learners. The question however, is what kind of activities are
going to generate appropriate pupil interaction to ‘make meaning’?'® The
question of authenticity was raised by Hymes, as a necessary element in
communicative language teaching and Rixon in her article on this topic
underlines this connection: ‘for a period in the 1980s, the notion of authenticity
became very closely associated with the tenets of communicative approaches,’
(Rixon, 2004: 69).

It follows from Savignon'’s views on the importance of the ‘context of situation’
(Savignon, 2004: 128) that CLT ‘cannot be found in any one textbook or set of
curricular materials,” because ‘strict adherence to a given text is not likely to be
true to the processes and goals of CLT, (ibid). There is therefore an
encouragement to use the theoretical basis of communicative competence in
order to develop ‘materials and methods appropriate to a given context of
learning,” (ibid). This is precisely what a number of the different learning
initiatives described in this thesis are concerned to do.

** The negotiation of meaning is a theme we will return to as we look at the demands made on
pupils by particular learning environments.
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For a view of what was actually taking place in foreign language classrooms in
Britain at the time of the introduction of communicative language teaching in the
1970s and 1980s, we can turn to what is described as ‘probably a unique
record,” (Mitchell, 1988: xi). This is the research carried out in Scotland as part
of the CI project (Communication interaction in elementary foreign language
teaching in formal settings) set up by the Scottish Education Department and
carried out by Stirling University under the direction of Richard Johnstone.
Various publications (Mitchell, Parkinson, Johnstone, 1981; Mitchell, 1985)
describe this research but perhaps the most interesting for our purposes is
Mitchell’'s 1988 book recording: ‘the outcome of a research project which
documents the efforts of Scottish comprehensive school teachers implementing
a communicative approach in the early years of secondary schooling,’ (back
cover of volume). The classroom observations on which this research is
founded documented: ‘changes and innovation in the context of the British
language classroom,” concluding that ‘the picture presented in the forgoing
pages of this report must bring much encouragement,” (Mitchell, 1988:165).
Traditional approaches such as repetition drills had virtually disappeared and
there was now ‘contextualisation of many structural exercises,’ (ibid). The

positive nature of the changes are examined in more detail:

‘The communicative use of the target language had been considerably
extended, both through its increased use for classroom management
purposes, and through a greater frequency of teaching/learning activities,
involving the message orientated, creative use of French (most notably,
of open ended role play),’ (Mitchell, 1988:165).

The mention of role play is of particular importance to this thesis for, as we will
see in chapter four, this is one of the ways in which we argue that an ‘approach
to the real’ target language and culture can be made and for which we provide
the example of the intensive language work introduced at Coates Middle
School. For Mitchell role play together with simulation work ‘can systematically
and economically introduce the learner to a wide range of situations in which

he/she may expect to get involved in real life language use, (Mitchell, 1988:64,
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the emphasis is mine). This is about role play providing learners with a ‘wider
experience of the target language’, developing in participants: ‘the full range of
linguistic and social knowledge and their interactive skills,” (Mitchell, 1988:65)
For Mitchell such activities achieve ‘the unpredictability criterion for
communicative language use,’ (ibid) which we will be associating with the ‘real
experience’ of the target language and culture available to those pupils who
participate in a French exchange programme.

The reality of classroom based foreign language learning, however and Mitchell
accepts that communicative role play work and simulation activities ‘were
relatively uncommon,’ (1988:65), is that it's based on a programme of learning
of which the textbook is a central part. Writing nearly twenty years later
therefore, Sercu can state: ‘more than anything else textbooks continue to
constitute the guiding principle of many foreign language courses throughout
the world,” (Sercu, 2004:626) and while they reflect the different theories of
language learning prevalent at the time, there is also a certain textbook tyranny
which imposes: ‘particular teaching styles onto teachers and learning styles
onto learners, allowing insufficient space for teacher or learner creativity,
presenting a highly fragmented picture of the foreign culture and stereotypical
tourist views of the target people,’ (ibid).

The solution of course is to develop a two tier approach where the routine of
classroom learning with a necessary reliance on the use of textbooks and a
structured learning programme, is complemented by the development of
‘materials and methods,” which provide the opportunity for a more practical and
communicative approach taking place outside the classroom. We will see the
theory for this set out when we discuss rehearsal and performance and the
work of Hawkins (1987).

It is also, true that in keeping with the need for learning programmes to reflect
‘different theories of language learning’, we are going to see textbooks which

reflect CLT systems and theories. This is the point where communicative

' We will ook further at problems associated with textbooks in chapter eleven as we examine
authenticity and the classroom environment.
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language teaching links to task-based learning and graded objectives. Savignon
in a review of those terms which ‘refer to features of CLT, includes: ‘process
oriented, task-based and inductive or discovery oriented learning,” (Savignon,

2004: 128). We need to examine this area next.
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3.2.5.2 Task-based learning and graded objectives

Page in an article on graded objectives provides us with an account of exactly
the kind of changed focus in foreign language teaching which came about in the
1970s and which led to communicative language teaching. This was a time
when, ‘many more pupils were being taught an mfl’ and pupils along with their
teachers ‘became increasingly frustrated at their apparently unsuccessful
language learning and abandoned it as soon as possible. Something had to
change,” (Page,2004:246).

Teachers began to ask questions they had never asked before. If this
course is not suitable for my learners, what course would be? What is

French for and why am | teaching it?

He then proceeds to address these questions:

The answers came surprisingly easily. A suitable course would be one
which would engage the interest of the learners by being relevant to their
lives and providing a reasonable hope of success. The purpose of
French or any other language is to enable human beings to communicate
with each other in the everyday practical world. The purpose of language
teaching should not be primarily the production of grammatically correct
written sentences. The reason for teaching French was to offer insights
into a different culture and into the nature of language and to provide a

language competence of practical use,’ (ibid).

The context here is important: the extension of modern foreign language
learning to a wider range of pupils and the lack of success of this process,
leading to questions about the purpose of MFL learning. The ‘easy’ answers
focuses on the involvement of pupils, (courses having a relevance for them),
and successful outcomes to the learning process. All of which is straightforward
enough, as is the principle that language teaching should not have as a primary
concern the production of grammatically correct sentences, but should involve
cultural insights and provide practical language skills. The question of course is

how is this to be achieved? What would demonstrate practical language
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competence? How can we provide opportunities where pupils are able to

communicate in the target language in the everyday practical world?

The answers to the questions are associated with drawing up of tasks, which
can be assessed in the language classroom and for examination purposes.
Page champions a causal link between the development of graded objectives in
the United Kingdom and the move ‘towards a more communicative approach,’
(Page, 2004:247). He claims that GOML (graded objectives in modern
languages) in this way ‘changed completely the direction of MFL teaching in the
UK, (ibid) and makes this clear in his description of what courses of this kind
would look like and how they would differ from previous foreign language

learning material.

A suitable course would have to have characteristics markedly different
from those currently on offer. Learners should not to have to wait five
years for official recognition of their success; the course should be
divided into smaller steps, each of which would be rewarded. Existing
examinations were defined purely by task with no indication of the range
of language or grammatical complexity involved. The new course should
define what learners would need to know in terms of language

behaviours and exponents,” (Page, 2004:246).

In terms of examinations and assessment, Page compares the norm-referenced
existing systems which produced a rank order with new criterion referenced
tests, where marks are awarded for the successful completion of tasks. The
tasks themselves, ‘would mirror what is required of language users in the real-

world, and materials would be authentic,” (ibid).

We return to the area of the ‘perceived needs’ of the language learner. Page
asks the question, ‘what does the young learner want to say to French
speakers?’ (ibid:247). What comes from this perspective is that the importance
of the native speaker, (which in previous systems was the accepted model for

learning 'procedures) is relegated and in its place, language is now approached
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from a non-native speaker point of view, whose needs now need to be

addressed.

This is where the concept becomes more difficult and in his commendable
enthusiasm Page perhaps misses the point, when he considers the needs, for
the young learner in the UK, who may not in fact want to say anything to French
speakers and his or her needs are likely to depend on an actual or potential

contact with France which may not exist or be forthcoming.

So for example, when Page asks, (as he considers roles and settings, a key
area for graded objectives): ‘what social roles would our learners be playing and
in what circumstances?’ (ibid), he should probably adjust ‘would’ to ‘could’ and
the comprehensive ‘our learners’ to ‘some young people’. It means that the
assessment process is not only going to be based, as is necessarily the case,
on a simulated situation but the basis on which this role-play is set up, is
unlikely to correspond to the experience of those taking the test. The perceived
need is therefore likely to be an artificial one for the majority of pupils,
particularly for those living in the North of England in an area such as
Northumberland.

Our critique here is not based on the concept itself but only on the claims on
which this concept is apparently constructed. We will see for example, that the
notions are particularly relevant to this research, where experience of France
during an exchange programme leads to a focus on the needs, (language and
intercultural) of participants. There is also, the problem of how to make the
needs of those participating in the exchange relevant to other pupils who do not
have this opportunity. Page’s talk of participants on a school trip to France
needing ‘to buy ice-creams, postcards,” and those living with a French family
‘needing to express likes, dislikes and exchange personal details,’ (ibid), are all

therefore familiar language concerns from our own experiences.

This provides us with a further example, this time from an assessment

perspective, of school-based foreign language learning practice ‘approaching
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the real’ as an attempt is made to represent a genuine situation susceptible to

being encountered in France.

We need to turn briefly next to an example of the practical application of graded
objective testing in Northumberland.

3.2.5.1 ‘La Grenouille D’Or’

In 1984 a project was set up in Northumberland to provide French graded tests
for middle school pupils, the ‘Grenouille D’Or?®. As one of a team of six
language teachers from middle schools, | was part of the group working with the
language adviser on this project, and was closely involved in the work.
Unfortunately little direct evidence remains from this initiative, largely because it
had to be abandoned during a period of union disputes which lasted a nhumber

of months and meant teachers were unable to take part in activities of this kind.

The proposed system was composed of three levels to match the first three
years of French learning, each level represented by the colours of the tricolore
‘bleu, blanc, rouge’. The final level led up to the award of the grenouille d'or (the
golden frog). A series of tasks were drawn up for each level which concentrated
on spoken language skills because it was felt that the written and reading skills

were already well catered for in the standard course material.

The project was true to the main features of the GOML schemes as set out by
Page, (Page, 20004:246):
e Practical language to be used in everyday purposes;
e Short-term objectives described in a series of levels
e Each level provides defined usable language and points
forward to higher levels

o Authentic tasks and materials;

20 Page describes: ‘the dissemination of these ideas (...) and the formation of groups of
teachers who set up their own (...) schemes is an interesting example of how new ideas can
achieve public recognition if the circumstances are favourable,” (Page, 2004:246).
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e Criterion-referenced assessment; certificates awarded at

each level state the language skills required.
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3.3 ACQUISITION, ENVIRONMENT, ENGAGEMENT,

underlying theories of foreign language acquisition

We return at this point to examine in more detail underlying theories of
language acquisition, which represent, in some cases, the approach aspect for
the different teaching methods (Richards, Rodgers, 1986). McLaughlin's 1987
examination of this field is useful as a contemporary account for the period in
general and for an evaluation of the different theories. Of the general theories
McLaughlin addresses, there are four we will consider here: Krashen’s monitor
model; the interlanguage theory; linguistic universals and the
acculturation/pidginization theory. We will want however, to bring our account
up to date by including such later elements as the socio-linguistic theory
(closely associated with CLT), which will have had little direct impact on the
teaching methodology of the period under review, but helps us to understand
better the developments taking place.

Our concern here is not to review in detail each theory but to focus on those
elements, which have direct relevance to this research. The need for a more
extended view of theory comes from the fact that those theories we have
already considered are in MclLaughlin’s expression, ‘limited to specific
phenomena’, instead of being concerned with wider aspects of foreign language
learning. We need to look at the areas of language development to try and
explain the importance of the learning environment and the actual process of
acquisition with the role motivation and engagement have in the success of

pupils’ foreign language learning.

The most effective manner to do this is to consider these general theories of
language acquisition and learning therefore, under the specific headings which
have particular relevance to this research: the learning environment; language

development; motivation and engagement.

98



3.3.1 Language acquisition and the learning environment

— linguistic universals and sociolinguistics

Chomsky considers environment in the context of the process of language
acquisition and growth: ‘something that the child does, (...) something that
happens to the child placed in an appropriate environment, (Chomsky, 1988,
135).

Acquiring a language (in this case a first language) for Chomsky isn't just about
the act of learning the language but something that takes place automatically
where the environment is an appropriate one. And the quality of this learning
environment is explored further in terms of its direct consequence on language

acquisition:

The difference between a rich and stimulating environment and an
impoverished environment may be substantial in language
acquisition as in physical growth or, more accurately as in other
aspects of physical growth, the acquisition of language being
simply one of these aspects, (ibid).

More recent work on sociolinguistics provides a useful way to review the
abstract nature of Chomsky's work in terms of practical language use,
extending this concept of the importance of the language environment, this
time, in terms of second language acquisition. Hall (2002), considers this point:
‘while acknowledging that one needs to have a biological capability to learn
language, a sociocultural perspective argues that what we actually learn
including a conceptual understanding of language itself is shaped by our history

of lived experience in our communicative environments, (Hall, 2002: 66).

The notion of ‘lived experience’ taking place in ‘communicative environments’,
closely matches the work on communicative language teaching we have been

considering and points to the advantage of creating different learning

environments outside the classroom. Hall (referring to the work of Snow et al




1991 and Wu et al, 1994), extends this theme: ‘development of linguistic skills in
an additional language is strongly related to children’'s engagement in activities
employing those skills in the target language rather than to their access to
decontextualised linguistic structures associated with the target language,’ (Hall,
2002: 59).

Wu'’s research on bilingual pupils in particular, found that: ‘those learners who
were restricted to learning French in the classroom showed a difference in
written and oral performances across conditions, doing better on writing tasks,
and doing most poorly on orally contextualised tasks,” (ibid). The reason for
these different performances was, ‘due to the learners’ lack of opportunities to

develop oral contextualising skills in their classroom activities,’ (ibid).
Hall concludes from this research that:

The kinds of communicative activities constituting the environment of
language classrooms shaped in fundamental ways the learners’ abilities

and skills to use the target language,’ (Hall, 2002:60).

What we need however, is a theory which confirms this process, addressing

directly the question of language acquisition and development.

3.3.2 Language acquisition and development, input and intake

The monitor model proposed by Krashen is seen as probably the theory of
language acquisition which, at the time (1970s, 1980s) was most influential in
terms of classroom learning (McLaughlin, 1987:19). It made a strong distinction
between acquisition and learning: ‘what is consciously learnt is only available to
learners as a means of monitoring (...) language which has already been
acquired through an unconscious process,” (Brumfitt, 2004:414). The
unconscious learning process for Krashen is acquired uniquely through
communication. As McLaughlin explains it, language acquisition: ‘comes about
through meaningful interaction in a natural communication setting,” (McLaughlin,
1987:20).
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Krashen writing in 1988, a year later than McLaughlin’s critique, reproduces a

number of the original articles on his monitor theory.

Monitor Theory hypothesizes that adults have two independent
systems for developing ability in second languages, subconscious
language acquisition and conscious language learning, and that
these systems are interrelated in a definite way: subconscious
acquisition appears to be far more important,” (Krashen, 1988:1)

He then goes on to compare language acquisition with first and second
language acquisition in children and underlines the importance of ‘natural

communication,’:

Language acquisition is very similar to the process children use in
acquiring first and second languages. It requires meaningful interaction in
the target language — natural communication — in which speakers are
concerned not with the form of their utterances but with the messages
they are conveying and understanding, (Krashen, 1988: 1)

This would provide exactly the kind of theoretical background to explain the
development of oral contextualising skills outside the classroom and Brumfit
explains the popularity of Krashen's theory in the 1980s ‘partly because it
seemed to offer an explanation of why language learners in formal classrooms
so often fail to achieve fluency in the target language,’?! (Brumfit, 2004:414).

There are other elements of Krashen’s theory which are of interest to us in this
research. The ‘affective filter’ hypothesis argues that learners have ‘to be willing
and able to allow comprehensible input to act on their minds’, (ibid), and this
filter acts as a barrier to acquisition, introducing the element of motivation and
engagement to foreign language learning which we will discuss further in the

next section.

21 Krashen is keen in a later publication, (Krashen, 1988:1) however, not to be identified as

someone who is denigrating language learning taking place in a classroom environment and
seems to be aware of the criticisms leveled at his theory in this respect.
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Unfortunately however Krashen’s theory was not supported by empirical
evidence. An indicator of McLaughlin approach to Krashen is evident from the
very beginning of his analysis: ‘according to Krashen the (monitor) theory is
supported by a large number of scientific studies in a wide variety of language
acquisition and language learning contexts,’ (ibid). McLaughlin makes clear that
in his view, shared by many authorities, this cannot be supported. He sums up

Krashen's Monitor Model as follows:

Many researchers working in the field agree with him on basic
assumptions, such as the need to move from grammar-based to
communicatively orientated language instruction, the role of affective
factors in language learning, and the importance of acquisitional
sequences in second-language development. The issue here is not
second-language teaching, but second-language research and whether
Krashen’s theory is successful. The answer, obviously, is that it is not,’
(McLaughlin, 1987: 57-58).

3.3.3 Fossilisation and acculturation, interlanguage and adaptation

There is a consistent theme in the theories we have already considered, of the
importance of the learning environment in language acquisition. So, if some
environments are better than others what actually distinguishes them in terms of
language development? In the best learning environments we would anticipate
a steady progression and development, as new vocabulary and structures are
learnt and become acquired. Here we view the less successful aspects of
language learning, where this progression stalls. While we have, with the
rejection of Krashen’s ‘monitor theory’, no grand overarching theory on which to
build an explanation of the processes of language acquisition in different
environments, we do have a focus on the process of language building and how
this can become ‘fossilised’. Also, there is importantly, a link between the
language elements of acquisition and those social and cultural factors, which
are central to foréigh ‘Ianéuage‘:'écqmsitibr‘{ "assobiated with the concept of
adaptation and acculturation.
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3.3.3.1 Fossilisation

The term interlanguage (Selinker,1969, 1972) refers to ‘the interim grammars
constructed by second language learners on their way to the target language,’
(McLaughlin, 1987:60). For Selinker the development of the interlanguage is
seen as ‘different from the process of first language development because of

the likelihood of fossilization in the second language,’ (ibid).

Fossilisation ‘is the term used to describe incomplete language learning,’
(Daniels, 2004:218), ‘identified by certain features of the learner’s language
being different from the speech of the target population,’ (ibid). It was a theory
that as we will see, took on particular importance for the intensive language
work described in chapter seven. The argument is that if certain elements of
language remain only partially developed through classroom learning that
intensive language work is able to act as a catalyst to bring these elements of

vocabulary to active language status.

However, in order for this to be the case it would be necessary to establish that
the concept of fossilization, which suggests a permanent condition, could be
reversed given suitable conditions. This is something the author was keen to
establish:

‘The permanency of fossilization has also now been questioned by
Selinker (1992) who modifies ‘the definition of fossilization to an
empirically more manageable concept of plateau in L2 learning rather
than cessation of learning.” He considers that ‘it is impossible to show

that a given individual has stopped learning,” (Daniels, 2004: 219).

This fitted with the notion of ‘vocabulary dormancy’, which we will see was a
concept developed to represent elements of language, specifically vocabulary,
which were only partially known through classroom learning but became fully
acquired through the catalyst of intensive language work. This process is
explained in the same entry on fossilisation and links changes to the linguistic
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environment, which in turn matches Chomsky’s view of the importance of this

area in language development:

The fact that Selinker has specifically included children’s foreign
language learning in the fossilisation process raises a number of
interesting points in terms of the permanence of the phenomenon. Here
a change in linguistic environment or increased motivation might well
lead to elements of language, which had previously been fixed at an
intermediate stage, becoming fully acquired. In this case because the
process is not permanent, fossilisation would be an unsuitable
description. For language material which became reactivated following a
stagnant period, ‘vocabulary dormancy’ might be a more accurate
description, with for example vocabulary dormancy referring to works

which were only partially known becoming fully acquired, (ibid).

Although this entry dates from 2004, it was originally established as part of the
research into intense language learning published in 2000 and to which we will

want to return later.

It is interesting to notice, finally, before leaving this area that McLaughlin in his
evaluation of the theory of interlanguage, considers that ‘what seems to be
happening is that ‘interlanguage’ is a term used by people of various theoretical
persuasions and that the more interesting and testable hypotheses are being
generated by these theories rather than by Interlanguage theory per se. Thus
researchers have begun to look at the linguistic, sociolinguistic and
psychological processes that underlie interlanguage development,
(McLaughlin, 1987:81).

This brings us to acculturation an area we will initially investigate here and
return to at regular points in this research.
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3.3.3.2 Acculturation and culture shock

Acculturation is the process of adaptation to another culture and as such would
be closely associated with culture learning. However, as McLaughlin makes
clear when he discusses acculturation, the language and cultural elements are
closely linked: ‘part of this process involves learning the appropriate linguistic
habits to function within the target-language group,’ (ibid). He draws attention to

the social and psychological distance hypothesis of Schumann:

Second language acquisition is just one aspect of acculturation and the
degree to which a learner acculturates to the target language group will
control the degree to which he acquires the second language,
(Schumann, 1978).

The interesting point, highlighted in acculturation theory, is the concept of a
social and psychological distance separating a person from a different culture, a
distance which needs to be crossed through adaptation to the new cultural

situation:

social and psychological distance influence second-language acquisition
by determining the amount of contact learners’ have with the target
language and the degree to which they are open fo the input that is
available, (McLaughlin, 1987:111).

Psychological distance is seen as being the result of ‘various affective factors’,
that concern the learner as an individual, such as resolution of language shock,
and culture stress, integrative versus instrumental motivation, and something
called ego permeability which, although not specifically defined here, is
presumably associated with a person’s ability to adapt.

This is more usually described in terms of ‘culture shock’: ‘the psychological and
social disorientation caused by confrontation with a new and alien culture. This
process is seen as, ‘part of the routine process of adaptation to cultural stress
and the manifestation of a longing for a more predictable, stable and

understandable environment,” (Furnham, 2004:163).
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In this thesis the psychological distance is evident first as the narrative follows
my personal experience of encountering different cultural environments in
France and Switzerland and needing to adapt and acculturate to these new
circumstances. Later, it is the focus on the experience of pupils as they
encounter different learning environments as they participate in a French

exchange and live with a French family.

Acculturation for this research is a defining feature of those ‘experiences of the
real’ (such as participation in a French exchange), when compared with
‘approaching the real’, (associated with activities which have to represent an
absent target culture). A distinction centred on the need to physically travel to
the different cultural environment and adapt to the new circumstances. Or,
where the foreign language and culture learning takes place in the classroom,
using simulation and the mechanism of drama to reduce the social and
psychological distance and in this way ‘approach the real’, target language and

culture. It is to the culture learning theories which we turn to next.

3.4 THEORETICAL ASPECTS OF CULTURE LEARNING
related to the context of the research

It is only in the later stages of this narrative of the methods and theory of foreign
language and culture learning that the specific culture element begins to have
more prominence. We will reserve for later a more extensive review of culture
learning. Here our concerns are more modest, we need to examine within the
context of the two major teaching methods of the period, (audio-visual language
learning and communicative language learning), the position given to culture
learning and intercultural communication and where possible link these to the
developing theories of culture. As a later stage of the research involves the use
of data from pupil exchanges to create learning resources, we will also look to

providing a theoretical basis for this process.
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3.4.1 Culture learning as ‘background information’, AVL course

Stern, as we have seen, makes a strong argument for the importance of primary
foreign language learning for cultural understanding, however, the Nuffield En
Avant course which was the vehicle for this learning, is more concerned with the
mechanics of language learning, as it makes war on the outdated grammar

translation methods.

We can illustrate this with an examination of stage 3 of En Avant (1968) for
pupils aged eleven, where the aims of this learning programme include: ‘The
extension of children’s knowledge of France and the French people,’ (ibid: 6)

How this extension of children’s knowledge of France and the French is to be
achieved is not specifically discussed. The nature of the course material, often
does however, provide this ‘background material’. So, the first unit of stage 3 is
a geography lesson on France, complete with a large blank map with mountains
and rivers where the appropriate names are be added. There are also the
situations around which the dialogues are constructed which ‘relate to incidents
in the lives of some typical French children, their family and friends,’ (ibid:7).
This material is specifically identified as intending to provide background

information.

The phrase ‘background information’ is a useful way to describe any cultural
element in this AVL course. Through following the different narratives pupils
would be able to pick up knowledge about France and the French but this
element is a minor consideration, when compared with the drive to develop
foreign language skills. Byram, examining English pupils learning French, talks
about ‘incidental learning’, as they are presented with an account of how French
people live in the course of their learning, (Byram, 1989:50). It is also true that
spending time talking in English about matters concerning France and the
French people was generally not accepted practice in the 1970s.
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3.4.2 Communicative language and communicative culture competence
The move in foreign language teaching to develop communicative competence
among pupils provides an opening for the development of cultural studies, seen
as an integral part of this process. This is because the ‘study and acquisition of
language (...) must take place in the context of cultural study,” (Byram,
1989:56).

A useful modern overview of the situation comes from Savignon who makes it
clear where communicative language teaching (CLT), stands in relation to

culture learning:

CLT is properly seen as an approach, a theory of intercultural
communicative competence, (Savignon,2004:128).

This brings us back to the importance of considering together the two elements
of language and culture learning which are so closely linked. Communicative
language competence is seen to merge with intercultural competence as the

cultural context in which communication takes places is considered.

We need to turn next however, to examine how the communicative competence
teaching methodology translated intercultural learning into teaching resources.
To do this we can turn to course material from the communicative competence
period. To maintain a consistency of approach we will choose the course
offered for pupils aged eleven which will enable us to make a direct comparison

with the earlier audio-visual methods considered above.

By 1992, twenty years from our previous examination of Year 7 French learning
at Coates Middle School, the Heinemann, Avantage course was the medium for
modern foreign language learning and had replaced En Avant. Unlike the En
Avant course at this stage, there is now a pupil text-book and it is on referring to
this that we can investigate the cultural elements of the course from a pupil

perspective.
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What is noticeably absent from the promotion of this course is any mention of
cultural or intercultural learning. However, looking through the text-book it is
clear that another element that has changed is that although there are many
illustrations as for En Avant, there are also now, a good many photographs. The
photographs are of children of the same age as the classroom learners, their
houses and bedrooms and also the town they live in (Darnetal, near Rouen).
This helps make the link between the two different environments, that of the
pupils portrayed in the text book and the English pupil in the classroom more
clear. The narrative and dialogue passages which marked the earlier En Avant
course are now replaced with topic areas: ‘Salut, Toi et moi, Famille et copains

and so on, where there is no story to follow.

It seems therefore that the cultural content is again incidental rather than overt,
that pupils learn about France and the French through following the different
units and topic areas but that this is again incidental learning and not a focus for

specific attention, unless the teacher decides to make it so.

3.5 THE DEVELOPMENT OF FOREIGN LANGUAGE LEARNING IN
PRIMARY AND MIDDLE SCHOOLS

Primary foreign language education represents one of the major developments,
taking place in foreign language learning over the period covered by this
narrative. It has a central place in this thesis on middle school foreign language
and culture learning where the first two of four years are, as we have seen,

primary based.

A number of distinctions need to be made when comparing primary MFL
learning with what was happening in the secondary phase. In the first place it
was necessary to provide the arguments in favour of introducing this new
element into the primary curriculum. Secondly, as primary foreign language
learning in state schools represented an innovation, there were particular issues

to address and decisions to be made about the nature of the teaching and

109



learning which would need to take place, in order for this development to be

successful. We will examine these below.

Further distinctions need to be made between the strictly primary school foreign
language learning and what was happening in those parts of the country with
middle schools where, unlike the rest of the country, foreign language learning

for primary aged pupils proved sustainable.

The fact that middle schools in general and Coates Middle School in particular,
were able to maintain foreign language learning in the first two, (primary) years
is of central importance for this thesis. Only on the basis of this early French
learning was it possible to extend the foreign language experience of pupils in
the final two years, through the introduction of a range of different learning

initiatives.

3.5.1 Arguments in favour of introducing foreign languages in the primary
school

Doyée (2004), provides an overview of primary foreign language education. He
makes a clear case for the advantages of introducing foreign language learning

at an early stage:

Since the 1960s an increasing number of educationists have demanded
that primary education should include the teaching and learning of
foreign languages (...) the greater flexibility of the human brain during
childhood and the high motivation of young children to engage in verbal
activities were seen as the main reasons for the introduction of primary
foreign language teaching, (Doyé, 2004:480).

The passage quoted below comes from Foreign Languages In Primary
Education and here, Stern sets out arguments for the early introduction of
foreign languages, not just for practical reasons but for cultural ones too,
associated with the way we see other countries and cultures and the need to
move away from a parochial view assbciatéd with our own counfry, towards

(what he terms), a more international outlook.
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An international outlook came to be regarded as something that cannot

be grafted on a prejudiced adult mind. It must grow and must be fostered

from infancy. (...) as a matter of contacts, exchanges, travel and study in
other countries — and also the learning of languages. Everywhere in

these attempts the language barrier seemed to be the one major

obstacle that prevented a thoroughgoing internationalism. Looked at in

this light, an early acquaintance with other countries and their languages
became an essential of the most basic education everywhere, (...) of the
factors that create the most profound in-group isolation the linguistic one

is perhaps the most powerful._ Without overcoming it at least once in the

course of growing up, the world of others remains a closed book and the

individual is left in this respect in an egocentric phase of development —

in the Piagetian sense of the word. The other fellow beyond the mountain
never becomes quite real. The educational consequence is clear. The

learning of a second language must be regarded as a necessary part of

total personality formation in the modern world, since it should enable a

person to live and move freely in more than one culture and free him

from the limitations imposed by belonging to and being educated within,

a single cultural group and a single linguistic community,” (Stern, 1967:3,

the emphasis is mine).

The underlining in this passage was made in my own copy of Stern’s book in

1968. It shows where the writing of Stern made a particular impact on the new

foreign language student teacher. Returning after spending five years living

abroad and now adapting to a northern English culture, involved its own

process of acculturation, (as we will see); the notion of personality formation

and the ability to move freely between cultures are likely to have proved

particularly relevant. It provides an indication of the thinking of the time,

representing perhaps, not only an agreement with the arguments for teaching

French to primary pupils but also, those personal reasons for wanting to be a

French teacher of primary pupils.
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What Stern would not have anticipated is the change in the nature of the society
in the United Kingdom by 2007. Doyé underlines the multi-cultural world in
which children now grow up. The ‘other fellow’ is no longer ‘beyond the
mountain’, but may well be sitting next to you in the classroom and living next to
your house. More importantly still, you yourself may come from a different
culture and the English language you encounter in the primary school may

already represent a foreign language for you.

The environment in which most children grow up today is no longer
monocultural. They have contact with members of other cultures and
direct experience of foreign influences from an early age onwards. Their
local environment is often multicultural already; their peers come from
different backgrounds; the objects which they work and play with come
from distance places, (Doyé, 2004:480).

What immediately strikes us as we read Stern’s and Doyé’s persuasive
arguments for the introduction of foreign language teaching in primary schools
is that they were written some forty years apart. Only now, four decades later is
there beginning to be anything like universal primary foreign language learning
in English and Welsh schools?®.

We need to briefly examine why this is so, considering at the same time the
slightly different context of middle school foreign language learning as it applies
in Northumberland, before returning to the main themes of language and culture

learning and teaching.

2 ‘The take up of languages in primary schools has gone very well, and a recent survey
suggests that already some 70 per cent of primary schools are now offering a language or are
close to doing so,” (DfES, Languages Review, 2007: 3).
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3.5.2 Issues concerning the introduction of a foreign language into
primary education

Doyé makes it clear that there is now (2004), acceptance that foreign languages
should be part of the primary curriculum: ‘“The question is no longer whether, but
how foreign languages can be taught; effectively at the primary level,” (Doyé,
2004:480).

Teaching foreign languages effectively in the primary school raises it is true, a

number of specific problems, (Doyé, 2004: pp 480-483).

However, the question which needs answering is even given these issues, not
in themselves as we see below, insurmountable, why it has taken so long for
primary foreign language learning in the United Kingdom to become embedded.
The answer comes from the results of the rigorous investigation into the early
initiative in primary foreign language learning carried out by Burstail (1968,
1970, 1974) for the National Foundation for Educational Research (NFER).

The 1970 report together with a number of positive points such as heads
assessing the impact of introducing French as being very beneficial, uncovers

some more negative elements which are of particular interest to us:

e many pupils found it difficult to learn French without some form of
visual support

o most pupils agreed that it was harder to understand tape-
recorded French than the French spoken by the teacher.

(Synopsis to French in the Primary School, Burstall, 1970)

It was however, the 1974 report that made a real impact. Johnstone (2004)
examining the ‘chequered career of modern languages at primary school’, talks
about the ‘collective trauma engendered by the negative evaluation of French in

English primary schools’ (Burstall et al., 1974).

This report reached the negative conclusion that by the age of 16 no

significant difference existed between those who had learnt French in
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primary schools and those who had not. When these result became
known early language learning suffered a severe setback, (CILT,
2004 : pp13,14).

Instead of addressing the problems raised in the 1974 report, authorities
decided on the drastic but economic measure of abandoning primary foreign
language learning. All the arguments in favour of foreign language learning in
the primary school, as outlined above, were therefore at a stroke abandoned.
The exception to this situation was, as we will see children of primary age in the

middle schools.

3.5.3 The introduction of modern foreign languages in middle schools in
Northumberland

While there is a general lack of evidence to cover the area of middle school
French learning during the 1979s and 1980s, two existing documents enable us
to reconstruct this period. The first of these dates from March 1974 and is the
report circulated to all middle school French teachers in Northumberland from a
nation-wide Department of Education and Science conference held in January
1974 for 9-13 Middle schools and 13+ High schools, the title of the conference
was Modern Languages in Middle and High Schools. The second document
dating from ten years later in 1984 is a general review of the curriculum in
Northumberland Schools at the time, which contains valuable information on
modern foreign languages and their place in the middle school curriculum. What
we have therefore, is evidence for the national picture for middle school French
learning in the year that Burstall’s critical report on primary French learning was
produced, and a Northumberland document with evidence of the position ten

years later.

3..5.4 DfES Conference on Modern Languages in Middle and High
Schools, 1974

The document®
in disgussion,‘ (DFES, shqr’t course N800_3 _Janqary 1974:1), during_”thivs

conference, set up to ‘discuss the place of Modern Languages in areas with

is ‘a brief summary of some of the major points which emerged

2 See appendix A3.3
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transfer from middle to high schools aged 13,’ and attended by middle and high
school teachers, language advisers and HMIs. This was a consultation exercise
to review the position of middle and high school foreign language learning. It
should probably be seen in the context of the questions surrounding the future
of primary French language learning prior to the publication of the Burstall
report later in the same year, (which had the drastic consequences we have

examined).

This surviving document becomes therefore, a valuable primary source as we
examine middle school foreign language learning in England at this period. It is
of interest historically, specifically because it is not a final published and edited
report but a three page summary written shortly after the conference had taken
place.

The report came to me in May 1974 as head of the French department at
Coates Middle School with a written note asking for its return to the
headteacher with comments. The fact that the document has survived, suggests

that it was never returned and that no comments were forthcoming.

The areas of particular interest to us in this report are: the age of starting
French and the position of French in the Middle School. Consideration of ‘the
age of starting French’, found that ‘nearly all areas with 9-13 middle schools
have decided on a four year middle-school course starting at the age of nine,’
(ibid). So, at this critical time, middle schools were keen to continue with early
French learning with pupils aged nine, because it enabled schools ‘to use the
Nuffield/Schools Council materials and to benefit from some of the enthusiasm
generated by the scheme,’ (ibid).

The mention of ‘enthusiasm generated’ by the Nuffield material is an interesting
comment on resources soon to be abandoned in primary (not middle) schools
as they rejected foreign language learning. There was also however, what is
described as: ‘a fairly strong feeling that the age of starting ought to be
reconsidered, at least in some areas,’ (ibid). This was due to problems
associated with the number of MFL teachers available and also an awareness
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of ‘the practical problems faced by High Schools accepting children at 13 with
widely different experiences of French,’ (ibid).

There are therefore, problems associated with middle school foreign language
learning. Despite concerns there is however, a clear commitment to middle
school French from the conference, which is apparent from the ‘strong rejection’
of the suggestion that foreign language learning was ‘in some way an
inappropriate field of study in the middle school,’” (ibid: 2). The fact that this
proposal is raised at all, indicates however, the negative attitude to middle
school French learning of some of those attending the conference, in spite of
the strongly positive reaction of most to this specific suggestion.

A number of issues and practical suggestions are made on the topic of middle
school French learning. It was felt important that teachers should do their best
to ‘fit in with the general pattern of working in the middle school.” Although the
isolated nature of the subject was felt to preclude ‘full integration of French into

other areas of work,’ although ‘inter-relation of topics was often easy,’ (ibid:2).

There was also an examination of the role of the specialist French teacher and
a surprising, (given the shortage of available specialist teachers), view that
completely specialist French teaching was not desirable. ‘It was hoped that
every middle school would have at least one teacher able to direct the work
throughout the school, and act as a consultant to less well qualified colleagues,’
and that this teacher ‘might give lessons, observed and followed up by others,’
(ibid); a remarkably progressive notion for the 1970s. However, there was also
a view that each teacher offering the subject should teach his or her own class
and not more than two others,” and a warning that ‘ teachers should not be
required to teach French against their will,’ (ibid).

3.5.5 French and the middle school curriculum, Northumberland, 1984

‘The School Curriculum in Northumberland’ document published in 1984, (ten
years after the above DFES conference on modern languages and the Burstall
report of the same year), provides an updété ontheposmon .of foreign

languages within the middle school curriculum and also how foreign language
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teaching was seen within this education authority at a time when a foreign
language learning experience for pupils in years five and six (aged nine to

eleven years) was generally only available to middle school pupils in England.

The document provides a number of general points about the curriculum among
which there is one which talks about the need to offer children in
Northumberiand a suitably broad curriculum, ‘which strives to be relevant to
their needs as individuals, as members of a community and as citizens in a

rapidly changing world’, (Northumberland County Council, 1984.5).

Foreign language learning is introduced to pupils from their start at the middle
school and the aims and objectives for French learning are set out:

Foreign language
1. achieve a measure of practical, communicative

competence in French

2. gain insight into the concerns of Humanities and
Social Studies by means of the direct contact with
another culture provided by the study of this foreign

language; and

3. gain further insights into the concerns of language in
general through knowledge of French,
(Northumberland County Council, 1984: pp 29-30).

The key element in the document is however, the confirmation that French is to
be an integral part of the curriculum offered to all middle school pupils including
those in the primary years 5 and 6. This is evident when the recommended
curriculum for middle schools is proposed and a model timetable drawn up to
show the different proposed contact time for each subject area over a week of

lessons (we retain only the French element).
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Table 3.2 Curriculum model for middle school French teaching

Subject year 1, (9+) year 2, (10+)  year 3, (11+) vyear 4,(12+)

French 4 lessons 4 lessons 4 lessons 4 lessons

The number of lessons of French is set out for each year as part of a curriculum
model based on a 40 period week (in itself a somewhat surprising suggestion
representing 30 minute periods, whereas for most schools this would be forty

five or fifty minute lessons).

The issues raised by Doyé concerning the introduction of a foreign language in
the primary school do not apply in the context of middle school learning where a
specialist teacher will have responsibility for organising and teaching most of

the subject.

3.6 REHEARSAL V PERFORMANCE,

Hawkins and the argument for immersion, intensive language work

The echo of the questions raised earlier by Page concerning the rationale
behind foreign language learning in schools, (‘what is French for? Why am |
teaching it? What kind of course would be most suitable for my learners?), in
spite of his attempt to do so, has not really been satisfactorily answered. And
we could look to a different interpretation and a different set of answers to those
which have been set out in this literature chapter. Answers that are perhaps
closer to ‘real’ (first language) learning systems as promoted by Guberina , or to
the spirit of communicative language learning as set out by Savignon. Even
from the abstract linguistics of Chomsky, we have seen an importance attached

to the quality of the learning environment for language development.

Instead of a reliance on a simulated approach to the ‘real’, it would be satisfying
to see in academic writing on foreign language teaching and learning, a
willingness on the part of different authors to look up from the immediate
perspective of classroom-based foreign language learning, to consider further

horizons, alternative possibilities; even a passing acknowledgement of other
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opportunities, more real experiences as a way of developing genuine language
and culture opportunities and, in this way, achieving the ‘cultural insights and
the ability to communicate in the everyday practical world’ (Savignon,
2004:126).

We will want to argue in this thesis that the culture of foreign language teaching
in general, tends towards a particular orthodoxy associated with classroom
learning and although, the content of this classroom learning has undergone, as
we can see from this review, a process of considerable change, it tends to

remain just that, resolutely classroom based.

Only in this final section, as we look at the work of Hawkins and his associates
do we find a concern to stretch foreign language learning beyond its traditional
and limiting horizons. The element conspicuously missing from this account of
the literature on foreign language and culture learning has been an examination
of any language learning initiatives taking place outside the classroom and a
wider investigation of any alternatives to the classroom learning language

environment.

Hawkins is described as an innovator with practical experience as a classroom
foreign language teacher, before becoming director of the new Language
Teaching Centre at the University of York in 1965 (Grauberg, 2004:258). It is
while at York that Hawkins became: ‘increasingly dissatisfied with the
conventional one-period-a-day foreign language timetabling,’ and ‘explored

ways of intensifying language teaching,’ (ibid).

It is worth examining the work of Hawkins in more detail as it has particular
relevance for this research. He coined the phrase, which became a catchword
for the isolated position of foreign language teaching in the English school

curriculum, ‘gardening in a gale’.
Picture the forelgn language teachers dally task. The class amves for a

lesson babbllng excntedly in Engllsh about the day's domgs The teacher
shuts the door on English speech patterns, enclosing the pupils within
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the ‘cultural island’ of the language classroom, and for 40 minutes strives
like a keen gardener to implant in the recalcitrant soil a few seedlings of
speech patterns in the foreign language. Just as the seedlings are taking
root and standing up for themselves, the bell goes and the class is

dismissed into the English language environment,’ (Hawkins, 1987:97).

What is particularly important about this extract is that it is looking at the context
of foreign language teaching as an element of the whole curriculum. Also,
instead of limiting himself to an analysis of the problem, Hawkins is able to
propose solutions: the use of immersion strategies in foreign language teaching.
The philosophy behind this approach is set out in the clearest terms. For
Hawkins foreign language teaching is seen as a rehearsal that rarely leads to

performance:

We are now able to see why so much that passed for language teaching
(...) has been mere rehearsal, not followed by performance. Rehearsal in
the classroom was sometimes followed by performance but only for the
select few (by extensive reading of texts whose meaning mattered to the
learner or by immersion in the language on study visits abroad). For

them rapid acquisition of the language foliowed, (Hawkins, 1987: x).

Hawkins feels that foreign language acquisition is most effective where once the
learner has done the rehearsal part, (‘learnt the lines, an essential stage
otherwise he would have nothing to say,’ (ibid)), he can then concentrate on the
performance. The two elements are seen as the medium (rehearsal, learning
the language) and message (performance, using the language for practical
communication purposes). And he goes on to point out that ‘merely relaying
other people’s messages in obedience to teacher or text-book (...) does not

make the language stick for average learners,’ (ibid).

A review of intensive learning initiatives taking place in England produced by
Hawkins with Perren in 1978 provides a useful account of the different kinds of
out of classroom foreign language learning taking place at that time which was

extended to a second edition in 1988. The term intensive has replaced
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immersion here, with immersion used to describe more extensive periods of
exposure to the target language such as the immersion French language

schools for English speakers in Canada.

Placing the work of Hawkins within the context of the present research, we can
see that he is almost alone in considering out of classroom foreign language
learning. In the epilogue to Hawkins’ 1988 book on Intensive Language

Teaching and Learning, Capel-Davies writes the following:

Will curriculum always equal classroom ?

Although day-to-day obstacles are posed by the school environment in
which, we work, a clearer recognition of the underlying issues still
apparently needs to be fought for at the highest administrative levels
(...). Recent publications from the DES and HMI, while asserting that
communicative competence is the main objective, still emphasise the
virtually unchallenged primacy of classroom practice in reaching this goal
(Capel-Davies, 1988:143).

There was no awareness, on the part of the author of this thesis, of the work of
Hawkins prior to the intensive language work carried out with pupils at Coates
Middle School (see chapter seven below). It is clear however, that Hawkins
provides the arguments in favour of developing out of classroom foreign
language learning initiatives and the rationale behind this kind of approach. The
use of drama terminology as metaphors for describing the process (rehearsal,
performance) is particularly appropriate given the specific role of drama, which
this research argues is a mechanism for reducing the distance separating
foreign language learning from ‘real’ language and culture experiences (see
below).

The initiatives described in Hawkins’ volume on intensive language work,
although often involving older pupils, maintain the same kind of learning
programmes and dynamics as those described in this research and reveal the
sameé concern to provide practical active language opport'u'niti'e's, taking place

outside the classroom.
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3.7 CONCLUSION

This chapter provides a history of foreign language and culture teaching from
the 1960s until the 2000s within the context of this research into middle school
language developments. It has necessarily been a long and complicated

narrative.

We will be able to link elements explored in this literary review to the author's
own experiences as a foreign language teacher over this time through the
personal development taking place and the different learning initiatives
introduced in the middle school described in the pages which follow.

Additional aspects of the literature on foreign language and culture learning will

occur in later chapters of the thesis, where these become relevant to the text.

To complete this chapter we return to Salvagnac and examine how the different
teaching methods we have been discussing might represent this town in south-

west France in terms of a French language and culture learning programme.

An audio-visual learning scheme for middle school pupils would want to place
the learning within a narrative, perhaps using the schoolboy encountered as a
central figure who would then become involved in a number of situations or
adventures in the town and surrounding countryside. Situations represented in
the form of taped dialogues, presented simultaneously with suitable illustrations.
There would be a reading book to go with this material, (introduced once the
elements of language had first been introduced as spoken language), to

consolidate the story together with the vocabulary and structures it contained.

In contrast, using a communicative language teaching approach would be likely
to involve a textbook and tape-cassette of recordings with a number of units
based on the different places in the town: the bc;uiahgzjer.i.e,Atﬁ'é Aérchool, the
restaurant/hotel, the gendarmerie for example. And for each place there would
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be a number of key elements of vocabulary and listening comprehension
exercises based on taped dialogues with a focus on the functions of language
rather than its grammatical structure. The nature of this course material would
focus on a number of tasks, which could then form the basis of an assessment
process, which would be an integral part of the learning. Pupils would need to
show they were able to cope with a number of scenarios which they would be

likely to encounter as a tourist visiting the region with their family.

Each of these teaching methods would provide a representation of the town of
Salvagnac. For the audio-visual method the story content would be likely to
mean that the images of the town and surrounding country would form the
backdrop to the story, as the protagonist and his friends became involved in the
different episodes of the unfolding adventure. In the communicative language
teaching programme, there would be the chance to use real photographs of the

different places in the town as well as of its inhabitants.

An initial comparison of these two systems might suggest that the
communicative language system provided the most accurate representation of
the town of Salvagnac. However, in terms of pupil involvement, here the
different units represent isolated elements where there is little unifying
characteristic but a constant repetition of new elements of vocabulary, listening
comprehension passages, reading comprehension passages and the first
elements of writing and spoken language work. What the audio-visual course
would provide in contrast, is a narrative set in the environment of the south-west
of France, and as a narrative there would be characters with whom pupils could

identify and a story line to follow.

What would happen however, if we were keen to take a different approach and
instead of constructing a learning programme, (making a representation of
Salvagnac for use in the classroom, an ‘approach to the real’), we were to
provide for pupils an experience of the real? This would mean taking a party of
pupils to stay in the town, perhaps as a field-trip staying in a hostel or better,
with French families. The objective for the programme could be to play out a
particular drama narrative or more simply to act as ethnographers collecting
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information about the area and its population through carrying out interviews

with the local population.

The focus for this research is, as we have already indicated, a concern to
extend foreign language learning for pupils. To do what would seem to be most
appropriate for a subject concerned with another language, to journey towards

that new and different cultural environment and in the process to ‘experience

the real'.
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Approaching the Real

STAGE TWO ACCULTURATION

4.0 INTRODUCTION TO STAGE TWO

As we begin this stage of personal development and acculturation, we need to
see this process in terms of the impact of the ‘real’ foreign language and
culture. We encounter here for the first time therefore, a number of ongoing
themes associated with this and closely linked to the whole research process.
Themes repeated as the ‘experience of the real’ is extended to pupils in a

later stage of this narrative. There is the journey from familiar surroundings to a
new language and cultural environment, the initial period of culture shock and
the need to adapt to this new foreign scene. Finally, and critically, a concern to
try and discover whether the ‘experience of the real’ leads to any change and

transformation in the actor involved in this performance .

We need to be quite clear why this account of personal development has a
place in this thesis. The time spent living abroad needs to be seen as a
particularly formative period, which led to the decision to become a foreign
language teacher with a particular agenda for foreign language and culture

learning.
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CHAPTER FOUR GRENOBLE, NEUCHATEL, FLORENCE,
five years spent living abroad as a foreign student.
4.01 INTRODUCTION

At eighteen | was sent to spend a year in France, to learn French as a suitable
preparation for a life working in the insurance business in the City of London. It
was a traditional way for someone from my public school background to fill the
transition from the organized and disciplined environment of boarding school to
the start of a business career. Having knowledge of France, the French
language and way of life, was seen as a valuable asset for any future

occupation.

My time in Grenoble lasted from October 1963 to May 1964 and then, instead of
returning to England for a career in insurance as intended, there was further
time spent living abroad, first in Switzerland, (for three years), then Italy. At the
end of this period | returned in September 1968 to England to become a student
teacher at Northumberland College of Education. Something happened to
change the direction of my life, which resulted in my becoming a foreign

language teacher. This chapter provides the narrative for this period.

From the extensive data we have available in the form of diary entries for
Grenoble and the first period at Neuchétel, we need to focus on those areas
which are going to enable us to describe the acculturation and adaptation which
took place and in particular, to try and understand how this led to the decision to
become a language teacher.

The Grenoble diaries provide evidence for the process of acculturation,
beginning with ‘culture shock’ and showing by the end of the time spent there,
some measure of adaptation. We will concentrate therefore, on evidence for
changes in identity as the public school boy slowly adapts to the new foreign
environment. There are also, those relatively few but important occasions when,
unlike the typlcally rather distant engagement W|th French culture there are
extended conversatlons in French. Conversatlons WhICh are capable of

changing perspectives and leading to transformation, (Schechner, 1967).
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The Neuchatel experience is very different and involves not the acculturation
into Swiss society so much, as into the international community of

Champréveyres, a students’ home.

4.1 NARRATIVE ACCOUNT

There is first, as with all these accounts, the journey, travelling from London to
Grenoble. From the long journey by air and train | remember a particular
incident. A crowded train and an old woman dressed in black coming to sit in
the vacant place next to me. She must have said, she wanted me to move
some of my baggage, so she could place her packets on the overhead rack.
She made herself clear, presumably through gestures, because my school
French had not equipped me for dealing with any practical situations. | must
have made a fumbled attempt to create some space which was unsuccessful,
because she then said to me with a gallic shrug: ‘tant pis’®, as she found an
alternative place for her bags. The phrase was retained, the first French
expression to be learnt in a year's engagement with France, not the most

encouraging phrase to begin a year’s experience of living there.

The first days at Grenoble, before lectures at the university began, remain as
memories of wandering around the town in bright sunshine, knowing no-one
and feeling isolated and vuinerable. Lying on my bed in the tiny room of my
lodgings, | would hear voices | thought were speaking English and dashing
down the steps to the street, (a street so old and narrow that the roofs of each
side dipped towards one another, as though wanting to establish a closer
relationship), only to discover that it was in fact, French being spoken.

From this time, there is an accident in the main square, Place Gambetta, which
was close to where | lived. | noticed a crowd had gathered and joining the group
saw someone of my own age lying in the street with a head wound and people
trying to stem the flow of blood with the only thing they had to hand, the pages
of a newspaper, which shocked me as being inappropriate. | remember how the

victim, a small figure in glasses, looked frightened and bewildered, as he lay

* Too bad.
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there waiting for medical attention and hearing someone say ‘americain’; a
student like myself then, who didn’t speak the language or understand the
customs. And then the ambulance came and he was taken away with the siren

sounding.

4.1.1. Narrative Explanation

The narrative describes a long journey to reach and experience the ‘real’
French language and culture and then, the first impressions of this new and
different environment. My experience of France and the beginning of a period of
personal development, a time spent living abroad for five years, before the

decision to become a foreign language teacher, leads to a return to England.

What the passage makes clear is the ‘culture shock’® of the first stages of a
foreign experience of this kind. The feelings of isolation and bewilderment which
comes from ‘not being able to understand, control and predict another’s
behaviour, (Furnham, 2004:165). And the accident incident is surely
remembered because it draws attention to the vulnerability and insecurity of the
new foreign student and the fear of what might take place in this different and

unknown environment.

This is a common experience of all beginnings of this kind, (‘a normal reaction
as part of the routine process of adaptation, Furnham, 2004:163). The
questioning why the decision has been made to go and live abroad and learn a
particular language: the difficult passage that has to be gone through, before
some kind of acculturation takes place and the person begins to adapt to their
surroundings. The negative phase of these first days in Grenoble, is replaced in
this narrative with a much more positive experience, one, which we will see,
does not involve engaging however, with the surrounding French language and
culture but of being part of a group of English speaking students, the French
scene remains a backdrop to the narrative.

® This is a key and defining element of any ‘experiences of the real’ where the encounter with
the different language and culture means there is a need to adapt. For a full definition of ‘culture
shock’, see section 3.4.3.2 above.
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46
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410
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4.11
Conclusion
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4.2 DIARY
establishing a suitable theoretical framework for the analysis of the

diaries

It will be important to be able to handle the quantity of data available in a
systematic manner. At the same time, there is a need to place this element of
the research within the theoretical framework of acculturation and the

adaptation to a different culture

The system of analysis identified as the ‘thematic framework’ developed by
Ritchie and Spencer during the 1980’s at the National Centre for Social
Research, provided the principal procedure for analysing the data available®.
The ‘thematic framework’ is used to classify and organise data: ‘the task is to
identify recurring themes or ideas. These may be of a substantive nature —such
as attitudes, behaviours, motivations or views (...). Once these recurring
themes have been noted, the next step is to devise a conceptual framework or

index, drawing (...) upon the recurrent themes’, (ibid: 221).

The procedure would therefore be to read through the diaries a number of times
to become familiar with the text and through this process establish the key
recurring themes. These would then be identified and coded, with a third stage
to the process, involving writing up a chart in which the key entries, listed by
theme, could be set out for scrutiny. Finally, checking through the chart would
lead to a reduction in the number of different codes as it became apparent that
there was some duplication, with different codes covering similar areas. From
these measures it would be possible to provide a more realistic analysis of the
way in which my eighteen-year old self adapts to the first contact with a different

culture.

% This matches similar coding systems used for qualitative research (Strauss, Corbin, 1998:
Basics of Qualitative Research).
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4.21 Placing the Diaries within the Context of Research into
Acculturation
It is important to place the process of adaptation revealed by the diaries, within
the context of the literature on acculturation. This provides a theoretical
framework on which to fully analyse the data generated by the diary entries. In
particular, while a coding system enables the categorization of recurring
themes, an explanation of these themes and the behaviour they reveal, will
benefit from an examination of the literature in this area. How did my own
experience fit in with the pattern for other students and what is the theoretical

explanation for this?

We have already considered acculturation”’ and here we extend the
examination of this area to explore the practical implications of this process.
The point to emphasise is that the learner is required to make ‘changes in both
social and psychological behaviour.” A more complicated process, when the
target culture involves a different language and where therefore, ‘..a key part of

the acculturation process will involve language learning,’ (ibid).

Acculturation, we have seen, can be assessed by analysing the distance which
‘separates the learner from the target culture,’ (ibid). This has important
implications for our analysis of the diary entries. To to able to assess
acculturation, we need to monitor the nature and quality of the interaction with
French language and culture taking place during the year in Grenoble. This
gives us a focus, as we choose those recurring themes for coding and enables
us to discard those, which are not going to help us isolate the elements we
require for assessing the level of acculturation taking place.

We are helped in this process by research designed to investigate the benefits
associated with British language students spending a year abroad learning their
target language, (Coleman, 1997, 1998, 2004; Murphy-Lejeune, 2003). This
literature clearly fits closely with my own experience. A difference is that for

many language students the year would involve working as a language

*” the process an individual has to go through in order to become adapted to a different culture,’
(Daniels, 2004:1) see above section 3.4.3.2.
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assistant teaching English in a French school. Coleman makes the obvious
point that ‘what learners do when abroad affects their learning’, and emphasises
the importance of the nature of the contact established with native speakers:
‘the more they talk with locals the more they improve’, (Coleman, 2004:583).
Just being in the target country does not necessarily lead to extended contact
with the local population and improved language skills: ‘the false assumption
made by many students going abroad that integration will be easy and that their
language will improve automatically since they will be forced to use it all the
time,” (ibid). While this fits closely with my own experience (as we will see
below), there are other aspects of Coleman’s work, which we would want to
challenge. In particular in his key article on Residence abroad within language
study’, 1997, he makes the following point: ‘we assume that to take part in
natural interactions, about real-life topics, with native speakers, must be the
ideal route for foreign language proficiency, (Coleman, 1997:1). For Coleman
this is a myth, ‘shared by teachers and students of foreign languages,’ (ibid);
however, the direction of this research is to privilege encounters of this kind,
which provide ‘real experience’, the opportunity to perform the language in
natural situations in contrast to the artificial learning environment of the

classroom.

By identifying and naming certain stages and elements in the acculturation
process, this research enables some elements of the diary to be identified
which might otherwise have remained obscure and not been categorised. As we
analyse the data generated through the coding process, we will find ways of

explaining certain patterns of behaviour by drawing on this literature.

In a university town such as Grenoble with a large number of foreign students, it
may not be easy interacting with the target culture. It becomes clear that the
nature of the contact will be varied and involve in addition to French speakers
and French nationals, contact with ‘other strangers’.

For most students, the emerging social fabric is motley and

comprehends an assortment in variable quantity of secondary and

primary contacts with other strangers or with natives. If the diversity and
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quality of their social contacts influences their appreciation of the stay
abroad as a whole, these social contacts extend beyond the native
group. The international group which promotes relationships among
‘equal strangers’, usually represents the main intercultural resource in
the student experience, others playing lesser roles,” (Murphy-Lejeune,
2003:109)

The notion of ‘other strangers’ is an important concept as we analyse the diary

records and assess the levels of acculturation taking place.

A further element in Murphy-Lejeune’s paper addresses the nature of the

adaptation required of the intercultural traveller:

Changes are required in order to fit into the new given framework so as
to make one’s presence less glaringly visible. Adaptation means picking
up small things borrowed from the natives — clothes, gestures, actions,
habits ... The social cloak one puts on fits the local scene?. (ibid: 112-
113)

The possibility that experience of a process of acculturation might be seen to

cause changes to the identity and personality of the student involved in the

process, comes from the work of Alred:

entering a situation in which the familiar is drastically reduced and
customary ways of responding to circumstances are seriously challenged
has the potential to change an individual in important ways, (Alred,
2003:14).

The whole process of acculturation and adaptation to a different culture needs

to be placed within the framework of intercultural competence. Byram’s (1989)

work identifies the nature of this process and defines the objectives for this

development. This literature will provide us with a means of interpreting

individual diary entries and will enable us to assess more realistically how

% A theme we will return to when we examine ‘tourist immersion’ in chapter nine.
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different attitudes and behaviour can be understood in terms of a developing

intercultural competence.

4.2.2 Diary Coding

Identifying a number of themes from the diaries was relatively straightforward
after reading them through a number of times and taking into account the
acculturation focus, to enable an assessment of the nature of the interactions
taking place, the table setting out this data is available for consultation in the

appendix®®. The identified themes were:

¢ Family and school background

e |dentity

¢ Interaction with the target culture
¢ Life choices

o Adaptation and acculturation

The last four of these themes are of interest to us here, in our concern to focus
on the acculturation process and to plot any changes and transformation, taking

place as a result of this ‘experience of the real’.

4.3 IDENTITY

Reading through the diary it becomes apparent that a recurring theme is an
awareness of how the experience of living abroad is affecting identity, that is to
say the identity of the person | saw myself as representing at the time. We have
seen that the literature (Alred, 2003), deals with this possibility and the changing

character of a person spending time living abroad.

* The process adopted by this research has been to consign all but the most important tables to
the appendix, in order not to interrupt unduly the flow of the narrative.
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The identity theme covers four sections, which reflect the movement of the
narrative by considering ‘former self, ‘changing identity’ and finally, ‘future

self*

4.3.1 Former Self

The former identity is associated with the attitudes and culture associated with
an English public school of the 1960’s. This is apparent in such elements as
language, accent and the use of certain English phrases and vocabulary and
also, most visibly in a certain dress style which stands out as different from the
dress of other students of different nationalities. Essentially entries in this
category look back on previous experience which centres on the traditional
public school life seen as ‘oceans away from my life here in Grenoble,’ (G.D.
January Notes).

4.3.2 Changing Identity, transformation®'

To be able to appreciate changes in identity requires an awareness of
differences from a previous self. One aspect of this is made evident from the
diary through the comparison with a new group of English students who arrived
at Grenoble some months after myself. These students represent the product of
an English public school education before the experience of living in France has

made an impact on them.

Everyday now in the intensive class there seems to be another English
boy, unmistakable product of public school: sports or corduroy jacket,
distinctive accent and often, old boy's tie as well. They do not like the
French for the simple reason as was explained to me tonight that they
are so un-British, whereas they like the other English people here as they
all come from good families.

Looking at this new lot | can only feel enormous disdain and look with

* Full data on this area is available in the appendix in Table A4.1

*! The term ‘transformation’ is used here to reflect the theoretical arguments associated with the
changes coming from ‘experiencing the real’ associated with ‘performance theory' (Schechner,
1988) which we have already discussed and which we will cover in more detail below.
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relief at our crowd, (...)however, perhaps we first arrived in Grenoble in

such a manner and have since changed — thank heavens | (G.D.: 3.2.64)

The concept of distance from the target culture, which the literature underlines
as a method of assessing acculturation, provides us with a valuable theme for
analysing the processes taking place during the year in Grenoble and which this
diary entry illustrates in a striking manner. The visible outer appearance
providing a useful indication of how far any process of acculturation has gone:
‘changes are required in order to fit into the new given framework so as to make

one's presence less glaringly visible,” (Murphy-Lejeune, 2003).

The passage suggests therefore, that in the three months already spent in
Grenoble there had been a necessary personal change in identity away from
the specific characteristics of the public school persona. The implication is that
elements of the previous identity have been broken down through the
experiences of living in Grenoble and coming into contact with a different culture
and a range of ‘other strangers’. This change is seen as a necessary step
because there is a suggestion that without it the acculturation process would

either not take place, or would in some way be hindered.

From the diary entries the acculturation process can be seen in terms of
attitude, the attitude to the target French culture and the extent to which a
person is seen as being open to this environment, itself a measure of
intercultural engagement as we shall see. This openness may be apparent
through a concern to want to fit in with the appearance of the surrounding
people and not stand out: ‘...decided | must from necessity buy myself another
pair of trousers and so will try and choose something cheap yet v. French’,
(G.D.:26.3.04.).

The openness is also reflected in a changing attitude to French culture and
people. Commenting on observations made from the balcony of my room, the
following entry was made:
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As | watch the French women with their full shopping baskets and long
loaves of bread | find it surprising that they were once complete
foreigners to me. | can now accept them and | think and hope the French
will never be foreigners as the ltalians, Germans or any other Europeans
are. | have learnt something about them — if only a very little — about their
habits and their humour and their life in general. (G.D. :24.2.64)

The tone of this entry is however, rather condescending. The observation is
made both physically, from the balcony, and mentally from a distance. While the
observer is able to accept French culture, there is no mention of being accepted
in turn by the French culture with all that would mean in terms of engaging and

getting involved with the surrounding French life.

This is a pervading theme of the Grenoble diaries. The company of fellow
English students and ‘other strangers’, in particular Americans, means that it is
always possible to withdraw into a comfortable and unchallenging environment.
The French culture is therefore kept at a safe distance and does not make the
kind of demands on the language learner which it would in a situation where the
learner is isolated within that cultural environment, perhaps depending on this

contact to earn a living.

The final section of the identity rubric, dealing with future identity, does however
show how this particular year opened up an awareness of the need to take
further the education process which had been started, with the possibility of
spending a further year abroad, an option for me in a way that it might not have
been for many others.

4.3.3 Future Life and Identity

Turning to the third element in identity, we consider those diary entries which
refer to a future life and reflect a need to consider the future and the kind of life |
want to lead.
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This is something of a deciding time. What do | do? Where do | go? What
happens after Germany®?? Am | content to see myself as being a very
average sort of person a junior underwriter at Lloyds meant to speak
German and French living in Surrey or Sussex and commuting into town
every morning spending his two weeks holiday in France or Italy? (G.D.
: 18.4.64)

The diary entry representing the category of future self, is concerned with life
choices, making decisions about the future. The year in Grenoble would
eventually however, lead to four years spent in Switzerland and [taly, not
Germany. The proposed future working in insurance is for the first time called

into question but there is as yet, no alternative suggestion for employment.
44 INTERACTIONS with French Language and Culture

As we would expect from time spent in France, the interactions with French
language and culture recorded in the diaries represent the most frequently
occurring themes. This interaction is a constant factor in the daily routines
whether it represents the French courses being followed, or the contact with
French people or French speaking ‘other strangers’. It is because most of these
encounters are routine that they don’t feature in the diaries. It is only when
something particularly noteworthy takes place that it warrants a diary mention.
What the interaction entries do provide however, is a pattern for the general

nature of the contacts taking place.

The original coding system for this interaction proved too clumsy to be practical
when setting out the information in chart format and had to be adapted. We will
concentrate here on one key area covered by the diary categories®: individual

contact involving extended communication in French

*2 At the time there was the view that the year in Grenoble would be followed by a period in
Germany.

* This data is set out in Table A4.2 of the appendix. The other categories not discussed further
here are ‘interaction with French friends and groups’, ‘interaction with French culture’ and
‘conflict situations, misunderstandings'.
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Before considering the substance of these entries, it is worth looking at the
language of communication. Whether the interaction is conducted in French,

depends on how much English knowledge the different contacts had®*.

There is little focus in the diaries specifically on language, few mentions of new
words learnt and phrases heard®®. This seems surprising and indicates either
that the diary was not seen as a suitable vehicle for noting down elements of
language or that the language element itself was not given a great deal of
priority. There is evidence however, that although far from being fluent, there
was sufficient competence to be able to carry out the kind of conversations

needed to participate in the extended communication sessions listed below.

4.4.1 Individual Contact Involving Extended Communication

We need to begin by examining the extended communication sessions. The
first group of interactions are associated with the apartment where | leased a
room and where, in spite of invitations to live with friends elsewhere, | stayed
throughout my time in Grenoble. This was a small flat run by a Greek couple,
Monsieur and Madame Demeris with one other lodger an Algerian student,
Mustapha. As none of them spoke any English, all communication necessarily
took place in French®® and an awareness of a developing ability to speak to
them is recorded:

| have just had my first long talk in French with M. and Madame and also
later Mustapha, the Algerian who has the room next to me. This is what |
should have started years ago and am determined to repeat. This is

3 Whereas today English is widely spoken in France, in the 1960's this was far from being the
case. There was also a concern among French contacts to make students of French use the
language they were learning. This means most of the French contacts listed, represent
communication in the target language.

** The only direct mention of vocabulary acquisition in the diary comes through reading: ‘reading
a few pages of Camus’ ‘La Peste’, which is just beginning to interest me ( | learnt several new
and useful words from it today, such as the word to spit, which go with the words for groin and
arm pits which | learnt before (... )to quote from Jeremy: ‘every day a new word !'(G.D.: 1.3.64).

* Presumably the impact of the ‘real’ language would lead to the use of a number of strategies
in order to communicate and negotiate meaning. Use of English words, signs etc which we will
explore later as we consider the pupil experience of the exchange.
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where staying in 6 rue Jean-Jacques Rousseau instead of moving into

lodgings pays off, (G.D.: 30.1.64).

First impressions about Mustapha are not recorded but this diary entry suggests

they would not have been very positive. The entry goes on to show an

enthusiasm for developing contact with him. This would fit in with the trend we

have identified of becoming more closely engaged with the surrounding culture,

marking progress in the acculturation process, as the distance separating

myself from French culture is reduced.

| think | have been seriously mistaken about Mustapha, Madame told me
his father was killed fighting for the French army by his fellow
countrymen. To talk and become friendly with him, perhaps me teaching
him English and vice versa, would be beneficial to us both | think and
exchange of political views as well as language (he studies politics).
Here is someone who has felt at first hand the Algerian, French troubles,
(G.D.: 30.1.64).

Details about the nature of the conversation which took place, show how much

a contact of this kind could extend the experience of a nineteen year old with

limited knowledge of the wider world>":

Our conversation tonight was politics, mostly anti De Gaulle®® and | was
told the reason for De Gaulle’s support was the moderates were
frightened of the options and unstability to the De Gaulle regime. The
precedent to De Gaulle’s present reign was also pointed out. Here is a

general and war figure echoing Napoleon'’s tradition, (G. D. :30.1.64)

Further political education involved seeing a film with Mustapha on Algeria:

*7 What we have here is the first indication of one of the developments associated with the
‘impact of the real’: changing perspectives, (Schema theory, Bartlett, 1932).

* French President in 1963.
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The film was shown in the municipal lecture room — a smart new building
inside the police building. We were charged 3Frs entry and myself as
capitalist had to pay for Mustapha as well as he had only a 50Frs note.
Waiting for the film to start and taking stock of the rest of the audience |
soon realized what | was in for. For the most part they were Algerians
and other Africans with a minority of French, mostly with beards. Their
politics are underlined by the articles | could see they were reading: ‘La
Voie Communiste’ and one glorious article headed something about the
bright star of black suppression. The film was introduced by a small
Algerian (with beard) who at first had difficulty with his French but
outlined some points of propaganda. Bad: imperialism and colonialism,
American intervention in Panama, Vietnam (asking for their dismissal)
and some good points which | can’t remember but were probably African
unity and Algerian wheat — while | ate some dates | had been offered and
listened to the hum of Arabic comments. The films? The usual stuff and
very boring; before: animals and deserts, sour faces; after Russian

tractors, fertile land and smiling faces, (ibid).

Comments here make clear that while appreciating the exotic nature of the
evening and engaging with otherness, there is still a real distance separating
the learner from the different culture with which he is coming into contact. While
in a previous entry the distance represented the view from a balcony and
keeping an actual physical distance from the surrounding environment, here,
the distance is represented by an attitude. Byram looking at attitude in relation
to the i