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Abstract 

An increasing number of foreigners are coming to live on the Maltese Islands, 

especially after Malta joined the EU in 2004. For this reason, the countryôs Directorate 

for Lifelong Learning organises Maltese language courses for foreigners, specifically, 

the Malta Qualifications Framework Levels 1 and 2. However, many foreign learners 

complain about the overemphasis on grammar in these courses at the expense of their 

more urgent need to learn conversational Maltese. Therefore, this study investigated 

whether the courses met the learnersô expectations in terms of the syllabi, teaching 

methods and learning materials. It also examined the teachersô needs, considering their 

key role in the success of course delivery and varying levels of training. Combined 

quantitative and qualitative research methods were employed to acquire the appropriate 

breadth and depth of information. Two questionnaires (one each for teachers and 

learners) surveyed their perceptions and suggestions for course improvement, 

complemented by face-to-face, semi-structured interviews, which sought more in-depth, 

qualitative information. Keen insights from two informant sources and different 

research instruments revealed syllabus-based, course discrepancies and unfulfilled 

requirements regarding content and delivery. The findings validated the studentsô 

criticism about the excessive focus on grammar, inadequate attention to the 

development of speaking skills, and the learning materialsô failure to satisfy both 

learnersô and teachersô needs and expectations. The teachersô requirements were also 

not addressed, given that the majority lacked training in teaching Maltese as a second 

language/foreign language (MSL/MFL). Based on the research results and other input 

from learners and teachers, three syllabi for MSL courses and the Maltese for 

Foreigners series were produced to cater to specified learning needs. Teaching and 

learning MSL/MFL is an emerging educational area demanding considerable work 

towards standardisation to attain the professional status it deserves. This PhD 

dissertation is the first step in that direction, which should be continued by relevant 

further research. 
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1.0 Introduction  

 This chapter provides a brief introduction to Maltaôs history, leading to a 

discussion of how the Maltese language developed. This information makes it clear that 

Maltaôs geopolitical state of affairs has resulted in a particular bilingual situation that in 

turn affects the teaching of Maltese to foreigners. Teaching Maltese as a second and 

foreign language is discussed, showing the importance of developing this specialisation, 

especially since Malta has joined the European Union (EU). Apart from foreigners 

living in Malta, some of those studying Maltese abroad also wish to attend courses in 

Malta, so this chapter includes an overview of the most common Maltese language 

courses for foreigners in this country, showing how and why this research focused on 

one particular type of course. The factual details in this chapter help create a perspective 

that clarifies the data retrieved from learners and teachers through the needs analysis 

and frames the future research suggested in the conclusion of this thesis. 

 

1.1 Malta  

The Maltese archipelago lies in the middle of the Mediterranean Sea.
1
 Although 

it is small, it has played a highly significant role in Mediterranean affairs from ancient 

times to the present day. The islandsô geostrategic position has made them a vital 

cultural and commercial centre and at the same time, an important stepping stone for 

military and political expansion of various colonisers. Maltese history had been 

characterised by the colonial powers that had dominated it until the Maltese people 

gained their independence in 1964.
2
 All the powers involved in Mediterranean affairs, 

especially those that conquered Malta, made cultural contributions and helped create a 

Maltese identity distinct from any other nation or culture (Blouet, 2004, p. 11). 

According to Mifsud (1995, p. 21), this ñcross-fertili sation has emerged into an organic 

and homogeneous cultureò, including the Maltese language. 

                                                           
1
Malta lies 93 km south of the nearest point in Sicily, 288 km north of the North African coast (Tunisia), 

1826 km east of Gibraltar and 1510 km west of Alexandria. The largest island is Malta itself, with an area 

of 245 sq km. Gozo, 6 km northwest of Malta, has an area of 67 sq. km. These two islands are densely 

populated with about 413,609 residents (Department of Information (DOI, 2011), while the other islands 

(except for four people living on Comino) are uninhabited. 
2
Dominating powers had been the Phoenicians (c. 800 BCï600 BC), the Carthaginians (c. 600 BCï218 

BC), the Romans (c. 218 BCï530 AD), the Byzantines (c. 536ï870), the Arabs (870ï1091), the Normans 

(1091ï1266), the Angevins (1266ï1282), the Aragonese (1283ï1410), the Castilians (1412ï1530), the 

Order of St John (1530ï1798), the French (1798ï1800) and the British (1800ï1964). 
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1.1.1 Il -Malti ï The Maltese Language 

The Maltese language mirrors Maltese history. When the Arabs (870 AD) 

conquered Malta, they brought with them an Arabic dialect, immediately acquired by 

the native Maltese people because their previous language, Punic, was Semitic, too. 

When the Normans conquered Malta in 1091 and especially when the Muslims were 

expelled in 1249, the islandsô social culture moved abruptly from North African to 

Southern European, looking towards Sicily so that the Arabic dialect of the Maltese had 

to borrow new Sicilian terminology from these western Christian rulers. This Semitic-

Romance fusion was reinforced with the arrival of the Knights of St John of Jerusalem 

who actually inhabited the islands they ruled, in contrast to their predecessors (Farrugia, 

1998, p. 281). The British arrived in 1800 at the end of the two-year French rule, but 

contact with the English language was initially limited because of opposition from the 

Maltese upper class who were immersed in Italian culture. However, during WWII, the 

British and Maltese had to work together to defend themselves from the attack of the 

Axis powers (Farrugia, 1998, p. 287). This enforced alliance, together with the use of 

English as an international language, brought about the influx of lexical material that 

formed the English adstratum in the Maltese language. The adaptability and flexibility 

of the Maltese language reached its peak in 1934 when it became one of the two official 

languages of Malta (the other being English).
3
 As Professor A. J. Arberry

4
 rightly 

maintained (Aquilina, 1981), Maltese is: 

the unique link between Semitic and the Romance groups, with all the fertility that that 

marriage of widely different tongues naturally implies. When to this basic fact is added 

the long and varied history of the Maltese Islands, the prolonged and intimate contact 

with successive cultures and civilisations, it becomes obvious that Malta offers a 

wonderfully rich field for scholarly investigation (p. v). 

 

In fact, this uniqueness of Maltese (Figure 1) still attracts a lot of linguistics scholars 

and students who (even if they are studying at universities in their own countries) 

should be able to read articles and textbooks in Maltese to gain a deeper understanding 

                                                           
3
Previously, the Maltese language was considered so unimportant socially and culturally that it was called 

óIl-lingwa tal-kǙinaô (óthe kitchen languageô); people who spoke this óvulgar colloquialô language had a 

low social status. Italian was considered socially and culturally the only language for cultivated writing. 

Later, English was considered socially equal to Italian until Mussolini declared war on Britain in 1940, at 

which point Italian was replaced by the peopleôs native language. 
4
Sir Thomas Adamsô professor of Arabic at Cambridge University.  
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of Maltese linguistics or culture. One example is a course on the Maltese language 

organised by the Institute of Near Eastern Languages and Cultures of the University of 

Heidelberg in Germany, called Einführung in die Maltesische Sprache (Carabott, 2011). 

Maltese had also been taught in the early 2000s in other foreign tertiary institutions, 

such as the ñSorbonne in Paris and the universities of Bremen and Osnabrük in 

Germany ... mainly for comparative purposes, due to its affinities with North African 

Arabicò (Euromosaic III, 2004). This enthusiasm can still be felt today, especially when 

in 2007, the International Associations of Maltese Linguistics was founded to stimulate 

the study of the Maltese language (Gǩaqda Internazzjonali tal-Lingwistika Maltija 

(GǨILM), 2007). More recently (2012), the Maltese Center at the University of Bremen 

was opened ñto enhanc[e] the visibility of Maltese linguistic studies as an 

internationally recognized disciplineò (University of Bremen, 2012). 

Figure 1 shows a schematic diagram of the Maltese language. 

 

 

Figure 1. The Maltese language 
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1.2 Maltese emigrants 

The Maltese language is spoken not only by the inhabitants of the Republic of 

Malta, but also by its many emigrants, whose numbers worldwide are roughly equal to 

the countryôs current population. Emigrants from Malta live mainly in English-speaking 

countries, such as Australia, Canada, the United States and the United Kingdom (UK) 

(Euromosaic III, 2004).  

Many Maltese people and those of Maltese descent who live in communities 

abroad lament the lack of resources for teaching the Maltese language to family 

members, especially their descendants who have never lived in Malta. Similar issues 

were discussed in the Convention of Leaders of Associations of Maltese Abroad and of 

Maltese Origin, organised by Maltaôs Ministry of Foreign Affairs in 2000. Different 

speakers at the conference recommended that the Maltese government help the foreign 

communities to maintain their Maltese language and culture. One suggestion was to 

establish a Maltese language and culture course in Malta that could be available 

overseas on the Internet or by correspondence, under the direction of the University of 

Malta. Other recommendations were that (with the help of the University of Malta and 

the Malta Emigrants Commission) the Maltese government should offer children of 

Maltese people living abroad an opportunity to visit Malta during the Australian school 

holidays in December and January, to attend 8ï10-week courses covering Maltese 

culture and language, as well as provide resources for coordinating similar courses in 

the Australian states (Borg, 2000, p. 166). Finally, other proposals included offering 

reviews of Maltese books for different classes (Mifsud, 2000, p. 170), along with 

teaching aid materials (Borg, 2000, p. 152ï154), attractive educational tools about 

Maltese history and language (Cumbo, 2000, p. 181) and other resources, [the lack of] 

ñwhich [was] the biggest problem the school face[d] continuouslyò (Mifsud, 2000, p. 

170). 

Ten years later, the countryôs Ministry of Foreign Affairs organised another 

convention for foreigners to discuss the issues faced by Maltese living abroad. This 

event resulted in the realisation that many recommendations from the 2000 convention 

had never been put into effect. In her speech entitled ñLiving Online Teaching of the 

Maltese Languageò, Edwidge Borg (2010, p. 165), one of the main speakers at the 
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convention, clearly addressed these issues when she stated, ñVarious Maltese politicians 

and dignitaries on visits to my new homeland Australia, made undertakings, but 

somehow time dissolved these hard made promisesò. Once again, she echoed what the 

guest speakers from around the world pointed out, ñThe Maltese Communitiesô needs in 

Australia are these: syllabus and accompanying textbooks to teach Maltese as a foreign 

language appropriate for Australian conditions é and the adult learnersò (Borg, E., 

2010, p. 165). However, as Alfred Flask (2010) argued, these Maltese language 

textbooks should be written with a foreign audience in mind; they should not be 

monolingual because in Australia, people speak English and ñbooks written in Maltese 

for Maltese are totally useless hereò (p. 207). Flask also referred to the coursebook 

entitled Sisien (metaphorically, foundations of a wall), created along with teaching aids, 

as a project between the EU and the Department of Education. However, as it was 

written for Maltese adult native speakers, it was useless for foreigners. Another speaker, 

Bernard Scerri (2010, p. 559), recommended that courses from beginner to advanced 

levels be taught for a fee, with exams that could be taken online as mock tests; once 

students reached a certain level, they could travel to Malta to write their final exams.  

Thus, the emigrantsô demands are clear: offer beginner to advanced courses in 

Malta but make them available overseas via the Internet, with the option of taking 

exams in Malta; conduct intensive courses in Malta when Australians spend their school 

holidays (i.e., DecemberïJanuary) there; and produce syllabi and learning materials, 

including textbooks, with a foreign audience in mind. However, are there adequate 

infrastructure and resources in Malta to sustain these demands?  

 

1.3 Malta as an EU member state 

In 2004, Malta joined the EU, whose members have the rights to liberty of 

movement across their countries, as well as employment and residency. The EU had an 

estimated population of 500 million a few years ago (Borg, T., 2010, p. 5). In 1995, the 

European Commission proposed that ñit [was] becoming necessary for everyone, 

irrespective of training and education routes chosen, to be able to acquire and keep up 

their ability to communicate in at least two Community languages in addition to their 

mother tongueò (Commission of the EU, 1995, p. 47). This development affected all the 
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EU member states. Since Malta joined the EU, the number of foreign students studying 

at the University of Malta as European Region Action Scheme for the Mobility of 

University Students (ERASMUS) placements or as direct entrants has increased the 

influx of foreigners, many of whom are interested in learning Maltese.  

 

1.4 Situation in Malta  

When Malta joined the EU in 2004, Maltese became an official language of the 

EU, and ñthis political decision was the end result of an evolution which has tended to 

reinforce the status of Maltese by affirming its national identityò (European Federation 

for National Institutions for Languages [EFNIL], 2014). The Education Act and the 

National Minimum Curriculum made the teaching of both official languages (Maltese 

and English) compulsory. Thus, ñboth Maltese and English are taught early on in school 

but exposure to the two languages in schools varies considerably, depending on the type 

of school concerned, namely, whether it is a state, church or private (independent) 

schoolò (EFNIL, 2014).  

In relation to the position of Maltese in the home, from a series of five large-

scale studies conducted by Lydia Sciriha, it emerged that ñthe overwhelming majority 

of respondents transmit Maltese to their offspring and openly declare that Maltese is an 

important language since they rank it number one from a list of seven languages that are 

taught at schoolò (2002, p. 104). Moreover, 90.4% of the Maltese respondents reported 

using Maltese only when interacting with family members (1993 survey). In 1999, 

Maltese was considered the most important language for a person living in Malta, and 

the 2001 survey showed that 98.6% declared Maltese as the mother language of the 

Maltese people (Sciriha, 2002, p. 95). Even in the 2011 census, 93.2% of the people 

(aged 10 and over) indicated that they could speak fluently in Maltese (Malta Census of 

Population and Housing, 2011). Regarding the non-Maltese students, who have 

increased in number with Maltaôs accession to the EU, there are no specific legal 

provisions; however: 

Discussions are under way on how to best deal with the situation and help foreign 

students to integrate socially, and especially linguistically, at all levels. This 

includes the development of resources for the teaching of Maltese as a foreign 

language. Children of migrants are subject to the same obligations as the Maltese 

with compulsory schooling until the age of 16 (EFNIL, 2014).  
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To promote the national language of Malta and to provide the necessary means to 

achieve this aim, the Maltese Language Council was established in 2005. Despite the 

threat from English in many contexts around the world, then, Maltese is in a relatively 

secure position in Malta. 

Due to Maltaôs accession to the EU and other reasons indicated in this section, 

an ever-increasing number of foreign people are coming to live on the islands. Most 

Maltese are bilingual in Maltese and English, so foreigners who speak English have 

little difficulty in practical communication. However, at a social level, most people who 

cannot speak Maltese feel at a disadvantage and would like to learn the language to 

integrate fully in the Maltese community. As Sammut (2004) indicated in his thesis, The 

óAlienô Experience: Returned Migrants in Gozo Secondary Schools: 

... in the Maltese culture, everyone speaks Maltese. You canôt sit there and 

babble in English and tell them how you feel. You do feel different. As 

much as you donôt want to be, as much as you want to get on with the other 

people, you are different (p. 48). 

 

On the other hand, for those who do not speak English, the situation is worse because 

they need to learn Maltese to survive in the target language-speaking community.  

Another reason for learning the target language is for special or specific 

purposes. A case in point is for occupational purposes (Harmer, 2000, p. 2), for 

example, a foreigner working in Malta needs to communicate with Maltese customers 

and work colleagues. Other international, university students need Maltese for academic 

purposes or to be able to work or practise, for example, in Maltese hospitals, legal firms 

or schools. Till now, it is worth noting that foreigners who wish to take a full-time job 

within the government sector are sometimes required to obtain a Maltese Ordinary 

Level Secondary Education Certificate (Malta Government Gazette, 2011). Others are 

refugee immigrants who have escaped from their native countries to seek asylum abroad 

and need to integrate with the Maltese community. Others interested in learning the 

language are emigrants or their kin who return to Malta after a long time without 

contact with their native language and now wish to communicate as effectively as 

before. Moreover, due to specific circumstances, a limited number of Maltese citizens in 

the country do not know the Maltese language or did not learn it as their native tongue 
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and thus wish to learn it at this time (Borg and Mifsud, 1997, p. 10). All of these factors 

have to be framed in the light that: 

the status of this indigenous language has rocketed from rock bottom 

position during the time when it was dubbed óthe language of the kitchenô to 

the top place it now holds. Participants in this study clearly perceive Maltese 

to be the most important language for a Maltese living in Malta today 

(Sciriha, 2001, p. 34). 

 

All of these reasons naturally lead to a demand for Maltese language courses, which is 

not fully satisfied, as such courses are not always available (especially in Gozo) or may 

not be in accord with a learnerôs aims.  

 

1.5 Courses offered in Malta 

The three most well-known institutions in Malta that provide Maltese language 

courses for the majority of foreigners are the University of Malta, the Malta College of 

Arts, Science & Technology (MCAST) and the Directorate for Lifelong Learning 

(DLL). This section provides a brief overview of each course and the rationale for 

choosing the DLL courses for this needs analysis. The claims indicated on the DLL 

website, which are cited in subsection 1.5.3, will also be confirmed or disputed in the 

analysis and interpretation of data. 

1.5.1 University of Malta  

In 2010, when this research began, the University of Malta offered two courses: 

the Erasmus Intensive Language Course (EILC) and the Certificate in Maltese as a 

Foreign Language. The EILC, a 20-day, 60-hour course, targets ERASMUS students at 

the University of Malta and aims to provide ñstudents with an opportunity to acquire 

knowledge of the Maltese languageò (University of Malta, 2010), as well as culture and 

history (Times of Malta, 2009). The second course was more detailed. It was spread 

over three semesters in two years, and students attended the part-time course in the 

evening. Over three modules, learners (even those without a basic knowledge of 

Maltese) reached level A2 of the Common European Framework of Reference (CEFR). 

Visits to public institutions and historical sites complemented classroom instruction to 

allow learners to experience spoken and written Maltese (University of Malta, 2012). 
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The modules included classwork (20%), a presentation (30%) and a 1.5-hour exam 

(50%) (University of Malta, 2012). In the last module, learners were asked to produce 

an original project, for example, comparing the learnerôs country, people and mentality 

with Malta and Maltese culture. In addition to submitting the written project in Maltese, 

which accounted for 60% of the assessment, learners were expected to make an oral 

presentation (40%) (University of Malta, 2012). However, in 2014, the University of 

Malta announced that the Certificate in Maltese as a Foreign Language would be phased 

out.  

1.5.2 Malta College of Arts, Science & Technology 

The MCAST offers two courses for foreigners, which are delivered weekly and 

cover 40 hours of tuition. Maltese for ForeignersïPreliminary teaches learners the 

basics of communicating in Maltese in everyday life (MCAST, 2012a), while the 

Maltese for ForeignersïBeginners classes are task-based and emphasise using 

vocabulary and grammar structures for a vast range of real-life situations (MCAST, 

2012b). Both MCAST courses include an optional informal assessment. However, 

students who attend 80% of the course receive an MCAST certificate of attendance, 

regardless of whether they take the informal assessment.  

1.5.3 Directorate for Lifelong Learning 

Under the education department of Malta, the DLL organises three courses for 

foreigners at the Lifelong Learning Centre or in specific local councils or schools 

around Malta.  

1. Maltese as a Foreign LanguageïMalta Qualifications Framework Level 1 

(MQF-1) is spread over 32 weeks and is intended primarily for learners who are 

at least 15 years old. It teaches basic vocabulary, basic Maltese grammar, 

elementary Maltese expressions and their usage, Maltese sentence structures and 

elementary written text. It also provides insights into Maltese culture and 

customs. The methodology includes role-playing, discussions, out-of-class 

activities, ongoing assessments (lifelong learning portfolio), oral and written 

exercises, presentations and a final assessment (DLL, 2012a, 2012b). 
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2. Maltese as a Foreign LanguageïMQF Level 2 (MQF-2) also lasts for 32 weeks 

and is intended for learners who have already acquired MQF-1. It teaches 

learners to use Maltese effectively for practical communication, describe aspects 

related to everyday life, respond adequately in direct interviews, understand 

short and concrete texts in standard speech, and read and write simple narratives 

in Maltese with correct grammar. An ongoing assessment (lifelong learning 

portfolio) is also included (DLL, 2012c, 2012d). 

3. Maltese LanguageïConversation is a 10-week course, lasting two hours each 

week, intended for those who have successfully completed MQF-1. Learners 

converse about Maltese culture and traditions; practise incidental conversation; 

express themselves in everyday life matters; express their thoughts verbally; 

pronounce words clearly; and interact in group discussions, role-playing, 

presentations or dialogues (DLL, 2012e). 

 

For this research, the Maltese as a Foreign Language ï Levels 1 and 2 (MFL-1 and 

MFL-2) courses that were taught in 2012ï2013 were chosen for several reasons. These 

courses had the most participants because they were not only delivered in one location 

at one time (such as the courses at MCAST or the University of Malta) but were offered 

all over Malta and Gozo at different times and levels (claimed to cover the widest range, 

from beginner till MQF-2). Apart from this reason, these courses were sponsored by the 

EU; thus, they were the cheapest, compared to the others, and attracted learners from 

every background and social class. Consequently, being the most attended courses 

provided a more realistic representation of the learners and teachers of Maltese as a 

second language (MSL), making the research more generalisable. Since MFL-1 and 

MFL-2 courses were claimed to teach learners in the four skills (reading, writing, 

listening and speaking), the Maltese conversation course was not included in this study 

as an independent course, unrelated to the MFL-1 and MFL-2 courses.  
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1.6 The research: Statement of the problem 

Responding to the increasing demand for MSL courses, the DLL offers courses 

of various types and levels. However, it is commonly acknowledged that sometimes 

courses are taught by practically anyone who can speak and write Maltese, whether or 

not he or she is a qualified Maltese language educator. Despite the teachersô good 

intentions, I perceive that their lack of qualifications and resources inevitably leads to a 

certain degree of amateurism in the field, undermining the educational aspect of this 

enterprise. However, this issue could be counterbalanced by adequate syllabi, learning 

materials and teacher training. Therefore, it is important to investigate whether the 

MFL-1 and MFL-2 courses offered by the DLL meet the learnersô expectations in terms 

of the course syllabi, teaching methods and learning materials. It is also essential to 

investigate the teachersô needs, considering that teachers are a determining factor in the 

success of the courses and that the amount of training they have received in language 

teaching varies. 

 

1.6.1 Positioning of the Researcher 

 I earned three degrees from the University of Malta: a Bachelor of Education 

(Hons) in Maltese, Dip Arabic (Distinction) and a Master of Arts in Mediterranean 

Historical Studies. I started my teaching career 14 years ago, teaching Maltese to 

natives at Gozo Collegeôs Agius de Soldanis Lyceum Girls Secondary School in 

Victoria, Gozo, Malta. For the last five years, I have taught Maltese linguistics and 

literature at ordinary, intermediate and advanced levels at the Sir M. A. Refalo Centre 

for Further Studies in Victoria. I taught Maltese to foreigners at the Gǩarb Local 

Council between 2006 and 2008; I organised courses in Arabic language and culture at 

Gozo College, as well as various educational programmes (on Maltese language and 

teaching strategies) on local radio stations. I have published 26 books and two research 

papers on various areas of Maltese history and language. In 2007, I won a prize for my 

book Realtà in the prose for adolescents category at the National Book Awards. After 

conducting the needs analysis (as part of this doctoral research) with foreigners learning 

Maltese and instructors teaching Maltese to foreigners, I self-published a 

Maltese/English book series entitled Maltese for Foreigners, which was based on the 
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CEFR for languages, consisting of three levels: A1 (beginnersïelementary), A2 

(elementaryïpre-intermediate) and B1 (intermediate), together with a CD containing the 

audio files linked to the books. I also developed a syllabus for each level based on the 

CEFR, which can be downloaded for free from my website, 

www.charlesdanielsaliba.com under the heading Maltese for Foreigners. 

 As the previous paragraph indicates, my relation to this research field stems 

from my experience in teaching Maltese to foreigners and the publication of my book 

series Maltese for Foreigners. Since the book series is based on this research and is thus 

its by-product, my prior concepts and experiences came from teaching foreigners. My 

experience in teaching MSL sharpened my perception that virtually everything, 

including syllabi, teaching methods and learning materials, depended on the teacher. 

When I taught Maltese to foreigners, I did not have a syllabus, second language (SL) 

theory/teaching methods training or any learning materials, such as textbooks or CDs. I 

decided which topics to cover, and my teaching methods were on a trial-and-error basis 

because I was only trained to teach Maltese to natives. I had to create my learning 

materials, which were various handouts. On request, I would narrate and record the 

written text from these handouts for students. I created around 10 handouts for every 

lesson, which required a lot of time and money. The lessons initially consisted of basic 

vocabulary and grammar rules; however, I attempted to elicit grammar from the context 

in some cases. The contexts were varied; however, dialogues were covered frequently. 

My views on teaching approaches are discussed again at the conclusion of the literature 

review.  

 

1.6.1.1 Reflexivity 

I had been awarded a Malta Government Scholarship Scheme (MGSS) 

scholarship to conduct this research, whose field of study was deemed a priority, thus 

showing its importance in addressing national needs. Although I was sponsored by the 

Maltese government to conduct research at the DLL, managed by the governmentôs 

education department, which could suggest the need to comply with government 

expectations, it must be made clear from the start that I was aware that this must be  an 

autonomous piece of work whose outcomes would be critiqued and discussed. 

http://www.charlesdanielsaliba.com/
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Since I had never been previously trained in SL and FL teaching and as already 

stated, I taught Maltese to foreigners, this fact in itself indicated my pre-existing beliefs, 

which could bias my research if not taken into account. For this reason, the main 

research areas stemming from the research questions ï SL, SL adult learners, SLA 

theories and their corresponding teaching approaches, syllabi and learning materials ï 

were discussed in the literature review to consider other researchersô statements and 

thus present different perspectives. This was intended to shed light about these areas 

and thus update my pre-existing beliefs, which in turn helped me be more critical in 

self-questioning while preparing the research instruments and also supported the 

findings and discussions emerging from this PhD research. All these outcomes were 

supported by data retrieved from several research instruments and sources. 

 

1.6.2 Research Aims and Questions  

This research addressed the following aims:  

 

1. Obtain a snapshot of the conditions, attitudes and needs of learners and teachers 

attending or delivering MFL-1 and MFL-2 courses under the DLL. 

2. Compare the learnersô needs in terms of the syllabus, teaching methods and 

learning materials with their perceptions of what is being offered in the course 

they are attending to determine if their needs are being satisfied.  

3. Compare the teachersô perceived needs in terms of the syllabus, teaching 

methods, learning materials (in some cases, including the teachersô perceptions 

of learnersô needs) and teacher training with their perceptions of the courses 

being offered by the DLL. 

4. Gain insights into the similarities and differences between the teachersô and 

studentsô perceived needs and suggestions. 

5. Evaluate the entire system and pinpoint what should be amended in the present 

teaching scenario.   

 

This research aimed to explore the following main research question:  
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Å Are there discrepancies between the current MSL courses offered by the DLL 

and the learnersô and teachersô perceptions of what and how they should be 

taught?  

 

and secondary questions: 

 

 Learners  

Å To what degree does the current programme meet the needs and expectations of 

its adult learners in terms of the syllabus, teaching methods and materials?  

Å What are the learnersô perceived needs and suggestions regarding the MSL 

courses for adults in terms of the syllabus, teaching methods and materials? 

  

Teachers  

Å To what degree does the current situation meet the teachersô needs and 

expectations in terms of the teacher training, syllabus, teaching methods and 

materials?  

Å What are the teachersô perceived needs and suggestions concerning the MSL 

courses for adults in terms of the teacher training, syllabus, teaching methods 

and materials? 

1.6.3 Significance of the Research  

Due to the ever-increasing number of foreign people coming to live on the 

Maltese Islands and the resulting demand for Maltese language courses (even from 

people living abroad), it is essential to analyse the courses offered by the DLL and to 

compare them to the learnersô and teachersô needs and perceptions. This approach will 

help in evaluating the whole system and pinpointing what should be amended in the 

present teaching scenario. It is also anticipated that the findings and analysis from this 

study will be useful in understanding the learnersô and the teachersô perceived needs, 

which in turn will help (if the need arises) in developing new syllabi and learning 

materials for the courses and offering the right training to update teachers on the latest 

pedagogical needs. 
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1.6.4 Structure of the Thesis 

Chapter 2 discusses the characteristics of an adult learner (one of the sources for 

this research) and presents different arguments about needs analysis. Then an overview 

of the major second language acquisition (SLA) theories and second language teaching 

(SLT) methodologies is presented to gain a better understanding of their ramifications 

on SL teaching. Literature on syllabi and teaching materials is also explored to provide 

foundations for the sections addressed in the interviews and questionnaires. Chapter 3 

introduces the underlying research paradigms, together with the methodology, research 

design and investigative tools. The data collection, analysis and ethical considerations 

are also covered. Chapters 4 and 5 present the findings on the learning groups attending 

MFL ï MQF-1 and MQF-2 and on their teachers to explain the situation in the courses 

in terms of the course syllabus, teaching methods and materials, while discovering their 

perceived needs and suggestions. Thus, these two chapters cover the research results 

and summaries for the MFL-1 and MFL-2 courses, respectively. Chapter 6 presents the 

synthesis and discussion, with reference to the literature, of common themes that 

emerged from the results for the MFL-1 and MFL-2 courses. The final chapter 

concludes this study, explains its limitations and suggests (with practical examples) 

what needs to be implemented to overcome some of the main problems found in this 

research field and what research issues can be undertaken in the future. 
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Chapter 2 

 

Literature Review 
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2.0 Introduction  

This chapter discusses the literature related to the themes addressed in this 

research. The discussion provides the theoretical framework that guides the research, 

especially when constructing questions for this studyôs instruments and discussing data 

analysis and interpretation.  

The literature survey starts by explaining the differences amongst first, second 

and foreign language learning. It then describes the characteristics and motivations of 

adult language learners ï the group targeted by this research. Since this study consists of 

a needs analysis of adult learners and their teachers, this process is defined, including 

different sources that can contribute to needs analysis and the various questioning 

techniques available. The research instruments used in this analysis focus on four areas 

ï syllabi, teaching methods, learning materials and, in the case of teachers, training. As 

a result, the analysis and interpretation cover the same subsections. An overview of 

major SLA theories and teaching methodologies is presented for a better understanding 

of their ramifications on the teaching and learning of MSL in MQF-1 and MQF-2 at the 

DLL. The literature related to syllabi emerging from the previously discussed theories ï 

as well as coursebooks and other instruction materials ï are also included to cover the 

remaining research areas. Teacher training is excluded from this literature review 

because the questions asked in the research instruments are about teachersô perceptions 

and comments related to the aforementioned fields such as adult SL learners, needs 

analysis, SLA theories and so on. 

Although an effort was made to strike a balance between the scope and depth of 

this literature review within the word limit, it inclined more towards coverage to 

provide a broad overview of this particular research area in the Maltese context. Given 

that this is the first PhD research addressing the MSL issue, in a scenario where the 

University of Malta (the only university in the country) offers no specific course to train 

teachers or student-teachers in MSL or MFL, this stance intended to encompass the 

different areas stemming from the research questions. It also aimed to update my pre-

existing beliefs (as indicated in section 1.6.1.1 Reflexivity) and those of future readers 

of this dissertation who might be interested in building on the themes indicated in the 
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conclusion of this research (Section 7.5.3 Future Thinking and More Research) or in 

MSL or MFL.  

 

2.1 Differences between first language (L1) and second language (L2) 

Since this doctoral research continually refers to first (L1), second (SL or L2) 

and foreign languages (FL), it is important to differentiate amongst these. During the 

research, it emerged that certain courses bear the title Maltese as a Foreign Language, 

yet these are delivered in Malta by Maltese native speakers. Thus, differentiation is 

essential to clarify any confusion.  

The abbreviation L1 denotes the native language, that is, the first language that 

the learner acquires in infancy or early childhood (Stern, 1983, p. 10). It is alternatively 

referred to as the first language, native language, mother language, mother tongue or 

primary language. The abbreviation L2 refers to the second language and encompasses 

the learning of any language after the native language, regardless of whether it is the 

first, second, third and so on or whether it is acquired in natural settings or through 

formal instruction (Gass and Selinker, 2008, p. 7). Hence, L2 is ña term that denotes 

both conscious, instructed language learning and subconscious naturalistic language 

acquisitionò (Klapper, 2006, p. 45). It is also referred to as the second language, non-

native language, secondary language or foreign language. The L2 is learned for a 

variety of reasons, some of which are for travelling, access to foreign documents or 

literature, or communication with the native speakers of the language being learned 

(Stern, 1983, p. 16).    

 

2.1.1 Differences between SL and FL 

The main difference between SL and FL learning is that the former generally 

refers to learning a non-native language in a community where it is spoken (Gass and 

Selinker, 2008, p. 7), for example, Maltese speakers learning Arabic in Tunisia, 

Australian speakers learning Maltese in Malta or Greek speakers learning French in 

Morocco. Moreover, the SL has social functions in the country where it is learned 
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(Littlewood, 1984, p. 2), which can occur in natural settings or through formal 

instruction. On the other hand, FL learning generally refers to learning a non-native 

language, generally through formal instruction, ñin the environment of oneôs native 

languageò (Gass and Selinker, 2008, p. 7), for example, Maltese speakers learning 

German in Malta, English speakers learning Japanese in England or Spanish speakers 

learning German in Spain or Mexico. Generally, the language is learned for use outside 

oneôs own community (Littlewood, 1984, p. 2). The crucial difference is that SL 

learners have access to the language being learned through the environment in which 

they are living, while in the case of FL learners, generally based in their native country 

or in a country that uses their native language, such access is usually not possible (Gass 

and Selinker, 2008, p. 7). Therefore, ña second language usually has official status or a 

recognized function within a country which a foreign language has notò (Stern, 1983, p. 

16). This generally implies that FL learning needs more formal instruction to 

compensate for the lack of language input in the environment. In contrast, in SL 

learning, the environment helps the learner a great deal, and some learners pick up the 

language from the environment in which they live without formal instruction (Stern, 

1983, p. 17). However, this may not be the case in Malta, especially for English-

speaking foreigners. Since Malta is officially bilingual, one can find an Anglophone 

everywhere. Thus, Maltaôs case contrasts with Sternôs conclusion. Therefore, teaching 

Maltese to foreigners in Malta may require more formal instruction to compensate for 

the lack of language input from the environment; however, this will be determined later 

from the results of the needs analysis. In the context of this research, although both 

courses are named Maltese as a Foreign Language, the focus is on teaching MSL, that 

is, Maltese being taught to foreigners in Malta by Maltese native speakers. 

 

2.2 Adult learnersô characteristics and motivations 

This studyôs participants comprised adult learners who were attending MFL 

lessons ï MQF-1 and MQF-2, as well as their teachers. Although these courses are 

intended for adults, according to the coursesô specifications, an adult refers to a learner 

who is over 15 years old. Although different teaching methodologies are employed in 
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the courses, which will be analysed later, the specific audience being taught is of 

particular consideration. 

The ways in which children acquire their native languages and many adults 

learn
5
 their second or third languages from everyday experience are an impressive proof 

of human beingsô capacity for language acquisition. However, sometimes these 

phenomena serve as a source of frustration for those who are striving to learn or teach 

an SL in a classroom setting. The reason is that although the classroom environment 

helps in the learning process and is generally handled by competent teachers and 

equipped with instructional methods, textbooks and resources, not every learner who 

attends these classes will learn the skills needed to cope with the language demands in 

the outside world (Pica, 1987, p. 3). For this reason, using different theoretical 

frameworks, many scholars have researched and studied why certain individuals are 

successful while others fail, thereby attempting to understand what it takes to learn an 

SL.  

Although L1 and SL learners have some things in common, acquiring the native 

language and learning the SL are not the same (see section 2.4, Three theoretical 

paradigms of second language acquisition). Adult SL learners differ from children 

acquiring their native language, both in learnersô characteristics and the environments in 

which they obtain their language input. Borg and Marsh (1997, p. 195) analysed five 

studies ï Brundage and MacKeracher (1980), Broughton et al. (1980), Jarvis (1988), 

Knowles (1980) and Rogers (1986) ï and arrived at seven common characteristics of 

adult SL learners (although some of these points also apply to children): 

Å Adult learners bring their experiences and values to the learning situation. If 

they draw on these values and experiences, the learning situation becomes more 

interesting. Therefore, it is ideal to explore their experiences and use them as the 

basis of the language-learning work. 

Å Adult learnersô years of educational experiences have given them expectations 

about the learning process. Teachers should take note of these expectations to 

make the learning experience more successful. 
                                                           
5
 Krashen distinguishes between óacquisitionô and ólearningô. This is dealt with in section 2.4.3, Cognitive 

Tradition. However, the terms are used here according to Krashenôs theory. 
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Å The two preceding characteristics lead to the third point: adults need to be self-

directing. The teacher should not adopt an authoritarian position but negotiate 

the process and content of learning so that the learners themselves are involved 

in the learning objectives. 

Å Adults have their own set patterns of learning, each different from those of the 

others. Their teachers should accommodate these differences by adopting a 

variety of language-learning tasks, thus ensuring that no learners are alienated 

and that the learning experience is as efficient as possible. 

Å The best learning comes from content that is relevant to life experiences or 

present concerns. 

Å Adults want to be able to apply immediately what they learn, so teachers should 

create realistic scenarios where the learners practise what they have learned. 

Å Because adults are intellectually mature, teachers should not treat them as if they 

were children. A mature teaching approach will reinforce the teacher-learner 

relationship and enhance the language-learning process. 

McKay and Tom (1999) had a similar list of adult learnersô contributions to class. 

Moreover, adult learners, whose ages may range from 18 to over 80, have different 

personal circumstances, some of which may affect their attendance, punctuality and 

concentration. Obviously having no control over the learnersô circumstances, the teacher 

needs to be flexible and encourage a ñsense of community in the classroom to provide a 

source of supportò (McKay and Tom, 1999, p. 2). 

The SL learnersô age bracket is another issue because mature learners have well-

developed cognitive skills and abilities to solve problems and talk about the language 

(Lightbown and Spada, 2006, p. 29ï30). Beyond these particular considerations, there 

are also age-related limitations in teaching adult learners. Their language-learning 

capacity seems to decline at a particular age. In fact, from studies on immigrant 

families, it was observed that children were capable of acquiring native-like fluency in 

the SL, but their parents did not succeed in mastering the language up to that level 

(Lightbown and Spada, 2006, p. 68). E. Lennebergôs (1967, p. 176) critical period 

hypothesis referred to a time window where the brain would be ñpredisposed for success 

in language learningò (Lightbown and Spada, 2006, p. 68). Although different ages 

have been suggested for the ñcritical periodò (some researchers put it at the age of 12, 
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others say 16), this idea serves to explain why an adult learner is sometimes 

unsuccessful in SL learning (Littlewood, 1984, p. 7) or does not achieve native-like 

language proficiency. This case is especially true where pronunciation is concerned, 

because its ñcritical periodò is around the age of six (Asher and Garcia, 1969, p. 340). 

Klapper (1996, p. 55ï56) also maintained that few adult FL or SL learners achieve the 

proficiency that native speakers do. In fact, Lenneberg (1967) argued that after this 

period: 

most individuals of average intelligence are able to learn [an] SL after the beginning of 

their second decade, although the incidence of ñlanguage-learning-blocksò rapidly 

increases after puberty. Also automatic acquisition from mere exposure to a given 

language seems to disappear after this age, and [an] FL [has] to be taught and learned 

through a conscious and laboured effort. Foreign accents cannot be overcome easily after 

puberty. However, a person can learn to communicate in [an] FL at the age of forty. This 

does not trouble our basic hypothesis on age limitations because we may assume that the 

cerebral organization for language learning as such has taken place during childhood, and 

since natural languages tend to resemble one another in many fundamental aspects [é], 

the matrix of language skills is present (p. 176). 

 

This hypothesis has been the subject of debate for many years. However, some adult SL 

learners have succeeded in learning the target language proficiently and distinguished 

themselves for their mastery. Generally, even if an adult SL learner learns the language 

proficiently, there will always be subtle differences in word choice, accent and 

grammatical features between the mother tongue acquirer and the SL learner who 

learned the target language at a young age (Lightbown and Spada, 2006, p. 68). 

Regardless of any hypothesis, other factors that make children more successful in SL 

learning have to be considered.  

On the other hand, adult arguments are more complex, thus necessitating a 

higher language level. This means that adults may be embarrassed by their language 

level, which affects their motivation to engage in situations where they use the new 

language (Lightbown and Spada, 2006, p. 68). However, adult learners learn the 

language differently from how the children do; generally, the former use ñtheir meta-

linguistic knowledge, memory strategies, and problem solving skillsò, thus taking full 

advantage of formal language instruction (Lightbown and Spada, 2006, p. 68). Usually, 

the adult learner learns faster, especially in the early stages of SL learning (Marinova et 

al., 2000, p. 12). To conclude, age does influence language learning, not necessarily due 
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to any critical period that limits the learning ability, but ñbecause it is associated with 

social, psychological, educational and other factors that can affect L2 proficiencyò 

(Marinova et al., 2000, p. 28).  

Another argument is that as regards the language input, children acquiring their 

native languages receive long hours of exposure (Lightbown and Spada, 2006, p. 32), 

while adults learning an SL, especially those learning it as an FL, receive only limited 

language exposure. In the latter case (which may also hold true for English-speaking 

foreigners learning Maltese as an SL), due to the bilingual situation in Malta, learners 

are only exposed to the language as it is taught in the classroom setting, which in many 

cases is more formal than the language used in other social settings (Lightbown and 

Spada, 2006, p. 32). For this reason, learners need exposure to authentic language in the 

classroom, and the teaching materials they use should contain authentic texts so that 

they are introduced to a range of discourse types. Thus, the learners should not be 

exposed to a distorted classroom version of the language, because if they are not 

familiarised with the language used in the real world, they cannot learn it. As 

Lightbown (1985b, p. 265) stated, ñthe virtual absence of a particular form or structure 

in the input makes its acquisition impossibleò. For this reason, recently, many teaching 

practice resources and activities have been designed to reflect the ñauthenticò language 

that the learner will encounter in the real world to enhance success in SLA (Pica, 1987, 

p. 16). This reflects SLA theoristsô agreement that to acquire a language, learners must 

be exposed to its spoken or written form in natural settings or formal instruction 

(Klapper, 2006, p. 62).   

Thus, adult SL learners are more developed cognitively, possess greater 

problem-solving abilities, already communicate in their native language, have a mental 

picture of a language, have different motivations for learning a language and may not 

want to learn the language as proficiently as their L1 (Klapper, 2006, p. 55). One of the 

motivations for learning a new language is migration to a new country for various 

reasons. McKay and Tom (1999, p. 1) stated that some adults move to a new country to 

learn the language and culture, but the majority come to work, study, accompany their 

families or friends or escape from difficult conditions at home. They need to learn the 

new language to cope with daily life. Some attend classes for social reasons; they serve 
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as ña respite from the loneliness of staying at home in a strange countryò (McKay and 

Tom, 1999, p. 1). Others learn languages so that they can communicate at work, find 

better jobs or advance in their careers. Adult SL learners may have different 

backgrounds, languages, cultures and aims, but all share a common goal ï to learn the 

target language so that they can, as McKay and Tom (1999) put it, ñfunction 

successfully in their new environment [é and ...] be able to speak to and understand the 

people around them as well as read and writeò (p. 2).  

Thus, as already indicated, age is not the only factor that determines a personôs 

success when learning an SL. There are other criteria, such as exposure to a naturalistic 

environment, motivation, personality and others. Although it is true that many adult 

learners end up with lower than native-like levels of proficiency, this happens because 

some ñfail to engage in the task with sufficient motivation, commitment of time or 

energy, and support from the environments in which they find themselves to expect 

high level of successò (Marinova et al., 2000, p. 27). Hence, motivation affects learnersô 

success because ñit provides the primary impetus to initiate learning the L2 and later the 

driving force to sustain the long and often tedious learning processò (Csizér and 

Dörnyei, 1998, p. 203). Motivated learners (not only adults) perform better than their 

peers and succeed, although sometimes they learn under unfavourable conditions or are 

taught with methods that professionals consider unsatisfactory. This ñinternal driveò 

encourages learners to work to achieve their short-term and long-term goals (Harmer, 

2000, p. 3). Short-term goals refer to aims that will be achieved in a brief period of time, 

such as passing the exam at the end of the semester; long-term goals are attained further 

in the future, such as a better job (Harmer, 2000, p. 3). Moreover, the learnersô 

motivation may be divided into extrinsically and intrinsically motivated types. The 

latter refers to the individualôs internal driving force and is performed for the interest or 

enjoyment in performing the task; it is therefore ñperformed for its own sakeò (Harmer, 

2000, p. 3). The former involves an impetus that comes from outside the individual; 

therefore, it is ñan externally imposed form of motivationò, for example, rewards such 

as good grades or financial gain, the avoidance of punishment, or pleasing someone 

(Klapper, 2006, p. 81). Although different studies have claimed that intrinsic motivation 

correlates more with learning success than extrinsic motivation, learnersô motivation is 

a combination of both (Ehrman et al., 2003, p. 320).  
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Taking another perspective, Gardner and Lambert (1972) differentiated between 

integrative and instrumental motivation. In the former, learners demonstrate ña 

willingness to acquire [an] SL for the purpose of integrating, or becoming part of the SL 

communityò (p. 215). On the other hand, the ñinstrumentally oriented language learner 

is interested mainly in using the cultural group and their language as an instrument of 

personal satisfaction [for reasons of advancement], with few signs of an interest in other 

people per seò (Gardner and Lambert, 1972, p. 15). These studies suggested that 

learners with an integrative motivation were more motivated and proficient in the target 

language than those with an instrumental motivation. Moreover, integrative orientation 

was practically impossible in FL settings (Ehrman et al., 2003, p. 320). Although these 

issues are much debated, the currently available evidence suggests that elements of both 

are found in every learner (Klapper, 2006, p. 83), including adults. Nonetheless, the 

learners who opt to study MSL in Malta will be at an advantage to a certain extent, 

compared to their peers who are learning MFL. The reason is that people learning in 

Malta have access to additional linguistic and cultural inputs, which their counterparts 

studying abroad have to compensate for through more formal instruction and self-

teaching. 

Learnersô motivation can be affected either positively or negatively by other 

factors, including curiosity, desire for a new experience (Littlewood, 1984, p. 53), the 

learning place conditions, the methods used to teach the target language, the challenges 

faced in the activities and the success obtained (Harmer, 2000, p. 3), the lessonsô 

content relevance to the learnersô respective ages and abilities, a supportive atmosphere 

(Lightbown and Spada, 2006, p. 64), enthusiasm of the tutor and an (un)favourable time 

slot (Klapper, 2006, p. 85). The learnersô personalities also play a vital role in the SL 

learning process. For instance, if adult learners find themselves in a state of anxiety 

when trying to use the target language, this will be detrimental to their learning process. 

On the other hand, those learners who are willing to communicate in the target language 

with ñtolerance of ambiguityò may benefit from increased proficiency in FL learning. 

Therefore, language tutors have to: 

ensure sufficient opportunities for communication exchange in small, non-threatening 

groupings [with appropriate safety nets such as prior rehearsal or permitting learners to 

refer to notes] and to impress on students the crucial importance of eliciting FL input at 

every opportunity from, in particular, native speakers of the FL (Klapper, 2006, p. 79).  
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Residing in the target-language country generally helps learners encounter more 

communicative opportunities, allowing for extra practice, thus leading to enhanced 

confidence and proficiency in the language being learned. 

Citing Crooks and Schmidtôs paper (1991), Lightbown and Spada (2006) listed 

three educational research areas where levels of motivation increased due to 

instructional methods: ñmotivating students into the lessonsò, ñusing co-operative rather 

than competitive goalsò and ñvarying the activities, tasks and materialsò (p. 65). The 

first one is done when the teacher remarks positively about forthcoming activities, the 

second when the teacher creates activities where learners have to work together and the 

third when the teacher varies the class routine to keep learners motivated. The design 

and use of learning materials to motivate learners are discussed later (See section 2.7, 

Coursebooks and other learning materials). Moreover, Csizér and Dörnyei (1998) 

proposed 10 commandments for motivating language learners: 

1. Set a personal example with your own behaviour. 

2. Create a pleasant, relaxed atmosphere in the classroom. 

3. Present the tasks properly. 

4. Develop a good relationship with the learners. 

5. Increase the learnersô linguistic self-confidence. 

6. Make the language classes interesting. 

7. Promote learner autonomy. 

8. Personalise the learning process. 

9. Increase the learnersô goal-orientedness. 

10. Familiarise learners with the target language culture (p. 215). 

 

The foregoing concepts bring us to the conclusion that to increase the learnersô 

motivation, tutors have to present their students with adequate learning experiences and 

materials to meet ñtheir needs for competence, relatedness, self-esteem and enjoymentò 

(Ehrman et al., 2003, p. 320). Furthermore, McKay and Tom (1999, p. 2) suggested that 

teachers should use applications, formal tests and interviews to collect information 

about the students to help teach them better as individuals. This aspect was also pointed 

out by Nunan (1999, p. 322), who designed a needs analysis questionnaire to obtain 

information about the general needs of learners, their aims for learning the new target 

language and their methodological preferences.  



52 

 

 

Since the needs analysis is a crucial step and this research is based on this 

approach, the next section defines this process and notes its importance, as well as the 

aspects that need to be addressed. 

 

2.3 Needs analysis 

Needs analysis, also known as needs assessment, is the process of gathering 

information about the learnersô needs to identify and then translate them into learning 

objectives. As already noted, these objectives serve as a basis for further development 

of learning programmes, learning activities, teaching materials, etc. (Brown, 2009, p. 

269). Therefore, needs analysis does not constitute a syllabus but may provide inputs to 

construct one (Cameron, 1998, p. 204). Equally, Nunan (1990) defined needs analysis 

as ñsets of tools, techniques and procedures for determining the language content and 

learning process for specialised groups of learnersò (p. 149). Brown (2009) provided a 

more detailed definition: 

Needs analysis is the systematic collection and analysis of all information necessary for 

defining a defensible curriculum. A defensible curriculum is one that satisfies the 

language learning and teaching requirements of the students and teachers within the 

context of particular institution(s) involved. Naturally, the information necessary to 

achieve this defensible curriculum includes all subjective and objective information, and 

any other types of information that turn out to be appropriate in the particular NA (p. 

270). 

 

From Nunanôs and Brownôs definitions, it emerges that a needs analysis should be 

conducted for every particular audience because every learning group has its own needs 

and should be considered a specialised group. Following this idea, Dublin and Olshtain 

(1986) recommended that before developing a new language programme, it would be 

crucial to assess the one currently in operation because new programmes would be 

created either to expand and improve the present ones or remedy their shortcomings. To 

survey existing programmes, they stated that five components should be analysed: 

1. the existing curriculum and syllabus, 

2. the materials in use, 

3. the teacher population, 

4. the learners and 

5. the resources of the program (p. 27). 

 

During this doctoral research, Dublin and Olshtainôs advice was followed because (as 

mentioned in chapter 3, Research Design and Methodology) the teachers and learners 
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were two important sources of data in the needs analysis. Their opinions on the syllabi, 

teaching methodology, learning materials, resources and in the teachersô case, training, 

were collected and analysed vis-à-vis their perceived needs and suggestions. 

Coffey (1984, p. 8) also showed the importance of needs analysis during course 

design. Indeed, he suggested that course design seemed to have an ordinary progression 

of operations, one aspect of which was needs analysis. West (1994, p. 1) pointed out 

that until John Munby published Communicative Syllabus Design in 1978, needs 

analysis aimed to evaluate the target situation for syllabus specifications; however, this 

aim was broadened to include teaching methods, learning strategies, practicalities and 

constraints, and even material selection. Nevertheless, although needs analysis is a key 

step for effective course design, ñit would seem that most language planners in the past 

have bypassed a logically necessary first step: they have presumed to set about going 

somewhere without first determining whether or not their planned destination was 

reasonable or properò (Schutz and Derwing, 1981, p. 30).  

Using generic programmes or materials without a particular audience in mind 

will have ineffective and inadequate effects (Long, 2005, p. 1). For this reason, Wilkins 

(1976, p. 55) stated that the initial step for the development of language courses or 

syllabi was to outline the objectives, and wherever possible, these will be based on 

learnersô needs that will be derived from a needs assessment. These ñneeds, in turn, will 

be expressed in terms of the particular types of communication in which the learner will 

need to engageò (Wilkins, 1976, p. 55). 

Yet Singh (1983, p. 156, cited in Brown, 2009, p. 276) pointed out that to 

succeed in needs analysis, one has to set realistic goals and keep a balance between 

ñwhat is neededò and ñwhat is possibleò. In fact, Coffey (1984, p. 7) showed that the 

objections to Munbyôs comprehensive needs analysis system involved its complicated 

process, with insufficient time for its full implementation in the majority of cases, and 

once put into practice, it was done once and for all. However, such an analysis cannot 

be done once and for all because the learnersô needs can change with time. Thus, it can 

be concluded that needs analysis is an ongoing process.  

In the context of foreign-language teaching, West (1994, p. 5) indicated three 

possible points where needs analysis could be carried out: before, at the start of and 

during the course. In the first type, called off-line analysis, the course designer tries to 
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create a picture of the target situation through different methods, including questions to 

sponsors, teachers and learners. Nevertheless, West (1994) pointed out that ñlearnersô 

perceptions of their own needs may be ill-founded, inaccurate or incomplete, and 

courses devised by off-line analyses of this sort may frequently have to be reviewed as 

learnersô perspectives evolveò (p. 5). These disadvantages also apply to the second type, 

the on-line or first-day needs analysis. Although the information gathered can be more 

comprehensive and relevant, ñits fullness, relevance and accuracy may be short-livedò 

(West, 1994, p. 5). To counterbalance these limitations, the third approach, analysis 

during the course, assesses the learnersô needs and/or perceptions as they change and 

become clearer during the course. In fact, the needs analysis in this research was 

conducted in the last month of the courses they were already undertaking so that the 

participants had clearer perceptions; however, it brought about certain limitations (for 

more details, see section 7.3, Limitations of the study). 
 West (1994, p.8) also argued that during needs analysis, the data would vary 

according to the instrument used and the studyôs purpose. Citing Schutz and Derwing 

(1981), he stated that most of the following categories would be covered: 

general personal background (7%), 

occupational speciality or academic field (1%), 

language background (14%), 

attitudinal and motivational factors (8%), 

relevance of language to target use (10%), 

priority of basic language skills in target use (25%), 

functional registers and job tasks in target use (20%), 

course content and method of instruction (13%) and 

reaction to project (1%) (p. 37). 

 

Schutz and Derwing (1981) also offered percentages for guidance when gathering data 

on learners. The research instruments in this study incorporated many of these 

suggestions. 

Although some learners can provide useful and valid insights into their needs, it 

does not mean ñthat learners will necessarily constitute a reliable source, the best 

source, or the only legitimate sourceò (Long, 2005, p. 26). In needs analysis, it is vital to 

survey the teacher population because they are a determining factor in the success of 

new syllabi or learning materials. Brown (2001) echoed this point, asserting the 

importance of involving the teachers in all aspects of the needs analysis because they 

ñare the people who will have to deliver the [syllabus] and live with it long after the 
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current students (and perhaps the needs analysts) have moved on. [Moreover,] we must 

never forget that teachers have needs, tooò (p. 287). Additionally, Dublin and Olshtain 

(1986) suggested that a researcher should evaluate: 

1. the teachersô command of the language [if they are non-native speakers; however, 

since all the teachers were native speakers, this did not apply in this particular 

study]; 

2. the teachersô training, background, level of higher education, exposure to ideas 

concerning the nature of language and language learning, teaching experience; 

and 

3. the teachersô attitude towards change in the program (p. 31). 

 

Aside from experienced language teachers, there could be other sources at hand, such as 

ñgraduates of the program concerned, employers, subject-area specialistsò (Long, 2005, 

p. 27). In this study, the two primary sources were the learners and teachers attending 

and teaching both courses at the DLL; the information was gathered through 

questionnaires and face-to-face, semi-structured interviews. An education spokesperson 

from the education department of Malta, in charge of the DLL courses, was also 

interviewed to corroborate/contradict/supplement the data retrieved from the other two 

sources. However, as the next section demonstrates, different sources could bring about 

different challenges, which should be addressed to obtain valid and reliable information.  

 

2.3.1 Sources for Needs Analysis 

Some people think that the more participants there are, the more comprehensive 

the information will be. On the contrary, when using multiple sources and/or different 

methods, it is common to find discrepancies amongst various informants. Long (2005) 

claimed that in such cases, the majority of researchers report the inconsistencies and 

stop there; however, it is crucial to follow up with the question: ñWhich sources are 

right, or more likely to be, and which [are] to be followed when designing a program? 

[Are] none of them right? Or are all of them right (at least those involving different 

sources)?ò (p. 30). This study adopted Longôs perspective, that is, discrepancies were 

unveiled and where possible, analysed more deeply to obtain reliable and valid 

conclusions and considerations. Moreover, Chambers (1981) argued that having 

numerous sources, such as the student, the sponsor, the employer, the teaching 

organisation, ñtend[ed] to exacerbate existing problems or even create new onesò (p. 

26). From these numerous sources of needs analysis, he asked who would determine the 
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needs. Citing Drobnic (1978), Chambers contended that although they could be 

conscious of some aims, these ñlinguistically naive students should not be expected to 

make sound language decisions concerning their trainingò (1981, p. 320). Chambers 

elaborated that this case did not apply only to the learner but could also include the 

employer who might be incompetent in the field or even the teaching organisation that 

had expertise in teaching but not in other fields such as needs analysis. Furthermore, 

Chambers (1981, p. 26) noted that every party concerned would keep its interests in 

mind, which could conflict sometimes. He mentioned the case where for financial 

reasons, the sponsors would like a course to be as short as possible, while for the same 

reasons, the teaching organisation preferred the course to be as long as possible. 

The different needs inputted from learners and other sources, some of which are 

objective while others are subjective, make triangulation a necessity during needs 

analysis. Triangulation aims to validate and hence increase the credibility of data 

interpretation (Long, 2005, p. 28). ñTriangulation can involve comparisons among two 

or more different sources, methods, investigators or (according to some experts) 

theories, and sometimes combinations thereofò (Lincoln and Guba, 1985, cited in Long, 

2005, p. 28). Triangulation by source is when two different sources such as teachersô 

views and their studentsô views are evaluated via a questionnaire (Long, 2005, p. 28). 

On the other hand, triangulation by method is when teachersô views are evaluated via a 

questionnaire and an interview. A comparison of the teachersô views via an interview, 

studentsô views via a questionnaire, and document analyses of a particular exam is 

triangulation by source and method. Conversely, as Lincoln and Guba (1985, p. 305) 

pointed out, when different views from the same source are compared, such as student 

views only, it is not triangulation but ñmultiple copiesò. As presented in chapter 3, 

Research Design and Methodology, triangulation by sources and methods was used. 

However, before discussing SLA theories and the methodologies derived from them, 

including syllabi and learning materials ï two areas that formed subsections of the 

interviews and questionnaires, in addition to teaching methods ï it is essential to review 

an important framework for needs analysis: Rossettôs (1982) typology for generating 

needs assessment. Enhanced with the literature cited in this chapter, this typology 

provided insights into elicitation techniques and strategies that helped assemble the 

research instruments.  
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2.3.2 Rossettôs Typology for Generating Needs Assessment 

Rossett (1982, p. 30) claimed that needs assessment is performed for as many as 

five particular purposes and that the researcher should identify the purpose of the 

specific query before assembling the instruments. She explained that each purpose 

corresponds to ña type of itemò, as follows: 

                 Purpose                         Item type 

1. nature of the problemĄ   problem finding 

2. priorities within the problemĄ  problem selecting 

3. subject matter/skillĄ   knowledge/skill proving 

4. attitude towards [the problem] Ą  finding feelings 

5. cause of the problemĄ   cause finding (Rossett, 1982, pp. 30ï32). 

 

Problem finding  

Rossett (1982) pointed out that for the problem-finding type of questions, the 

researcher asks to find problems and seeks the details of a particular problem. 

Therefore, for such questions, one has to ask, ñIs there a discrepancy?ò ñWhat is the 

discrepancy?ò ñWhat is the nature of the discrepancy?ò (Rossett, 1982, p. 30).  

 

Problem selecting  

For problem selecting, participants are asked to ñprioritize and select from 

among several needs or facets of one needò (Rossett, 1982, p. 31). Rossett (1982, p. 31) 

also noted that in this type of needs assessment, the researcher should choose whether 

ñto ask people to respond on the basis of their own needs and/or their perception of 

othersô needsò. Brown (2001, p. 33) made it clear that the priorities of different groups, 

even within the same language programme, may vary considerably and that ñstudents, 

teachers, and administrators may see the world in very different waysò. This view 

reinforces the idea that different triangulation sources should be used, which was done 

in this research. 

 

Knowledge/skill proving  

Knowledge/skill proving could be used to diagnose the initial strengths and 

weaknesses of the learners by testing them or having them conduct a self-assessment. In 

fact, Brown (2001) stated: 
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In either case, this type of information can be very important for establishing a starting 

point for a given language program, and for delineating the top and down abilities in the 

total range of students. In short, questions about abilities are often important for getting a 

sense of the boundaries or scope of a language program (p. 33). 

 

Finding feelings  

Finding feelings seeks data about the learnersô feelings, emotions and attitudes 

towards the language being studied, the elements of a language curriculum, and so on 

(Brown, 2001, p. 33). They help in finding out ñif learners feel they are ready and 

competent to acquire the skills or knowledgeò (Rossett, 1982, p. 31) that the language 

programme delivers. Brown (2001, p. 33) also pointed out that such questions are used 

by researchers to ñdescribe and investigate the differences in attitudes of various groups 

of peopleò. 

 

Cause finding  

Cause finding asks for the cause of the problem. As Brown (2001, p. 33) argued, this 

type of question is generally asked late in the survey, after the interviewees have 

thought about and expressed their views, in order for the interviewers to seek solutions 

to whatever perceived problems were uncovered.    

 

To conclude, according to Rossettôs (1982) theory, understanding a performance 

problem means: 

finding answers about what needs exist, what needs are priorities, how learners feel about 

their needs, the cause(s) of the needs and whether learners are accurate in their judgments 

of themselves in relation to the problem (p. 32). 

 

Rossettôs typology has been examined to help formulate questions from the 

literature, which would be part of developing the research instruments. The next 

sections of the literature review provide the theoretical framework needed to 

evaluate the Maltese language courses at the DLL. 

 

2.4 Three theoretical paradigms of second language acquisition 

Although a lot of research has been carried out about language learning, no one 

knows exactly how languages are learned. Many scholars, the majority of whom have 

built on the theories of L1 learning, have developed SL learning theories that have had a 



59 

 

 

great impact on language pedagogy (Harmer, 2000, p. 31) and the resources used for 

this mission. Since in this research, needs analysis was conducted on the syllabi, 

teaching methods, learning materials and teacher training, SLA theories and research 

were examined because they could shed light on language acquisition and teaching and 

learning in education. This approach not only helped strengthen the findings but also 

served as a framework on which to formulate questions for the research instruments. 

Thus, this section leads to ñthe understanding [of] how second, including foreign, 

languages are learned, why adults often fail when children are so successful, the role of 

metalinguistic knowledge and of explicit and implicit learning, the role of the linguistic 

environment, and moreò (Long, 2012, p. 135). 

The SLA theories fall into three main categories: behaviourism, innatism and 

socio-constructivism. All of these theories are intended to account for ñthe ability of 

human learners to acquire language within a variety of social and instructional 

environmentsò (Lightbown and Spada, 2006, p. 49). Each theory has led to the 

construction of different pedagogical approaches, practices and methods of SL teaching 

(Conteh-Morgan, 2002, p. 191). 

 

2.4.1 Behaviourism: Empiricist 

Before 1960, the study of language learning was dominated by the behaviourist 

approach. This theory is based on the belief that a person can train an animal to do 

something by following a three-step procedure: stimulus, response and reinforcement 

(Harmer, 2000, p. 32). The essence of the behaviourist approach to language was 

described by Burrhus Frederic Skinner in his book, Verbal Behaviour (1957), where 

language learning was considered a behaviour, not a mental phenomenon. According to 

his argument, language is a form of human behaviour, so it is learned through a process 

of habit formation, where children imitate the sound patterns they hear, people 

acknowledge the childrenôs attempts and reinforce these actions by approval (in this 

case, positive rewards), and the children repeat this pattern to obtain more rewards. 

With time, these actions become habits, in which the childôs verbal behaviour is shaped 

(conditioned) until it resembles that of adult models (Littlewood, 1984, pp. 5ï6). This 

theory was applied to SL learning as well, which affected the methodology used in SL 
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classrooms. Classroom activities focused on mimicry and memorisation, and learners 

were instructed to learn dialogues and sentence patterns by heart so that they could form 

their habits. With this theory, Skinner opened the doors to a teaching methodology 

known as the audiolingual method (see section 2.5.3, Audiolingualism).  

Thus, SL learning was also subject to behaviourist ideas. For behaviourists, the 

difference between learning an L1 and an SL is that in the former, the student is 

considered a ñtabula rasaò, but in the latter, the learner has already acquired habits in the 

mother language. For behaviourists, a ñpositive transferò occurs when the learnersô 

habits in the L1 help them acquire new habits in the SL. On the other hand, when the 

habits in the L1 hinder the acquisition of the SL, it is deemed a ñnegative transferò or an 

ñinterferenceò (Littlewood, 1984, p. 17). Robert Lado (1957), one of the pioneers of the 

ñcontrastive analysis hypothesisò, claimed that:  

the student who comes in contact with a foreign language will find some features of it 

quite easy and others extremely difficult. Those elements that are similar to his native 

language will be simple for him, and those elements that are different will be difficult (p. 

2). 

 

However, in later studies (Odlin, 1989, p. 18; Zobl, 1980, p. 52), it became apparent that 

differences between the native language and the SL do not necessarily hinder the 

learner. On the other hand, similarities do not imply that the SL will be learned with no 

difficulty. Consequently, the influence of the mother language is much more difficult to 

foretell than was earlier thought. Apart from this, in a study conducted on adults 

learning English as a second language (ESL), the majority of errors observed in the 

speech and writing of L2 learners could not be attributed to the L1 (Hawkins and 

Towell, 1992, p. 99). Moreover, the contrastive analysis hypothesis, especially in the 

syntax area, could not be empirically validated (Newmeyer and Weinberger, 1988, pp. 

35ï36). The growing number of problems and contradictions that the contrastive 

analysis hypothesis could not resolve showed the need for a more sophisticated theory. 

Researchers and educators had to think about ñuniversal difficulties in language and 

language learningò, not focusing solely on the characteristics of their studentsô native 

languages (Pica, 1994a, p. 52). Consequently, as explained in the next section, 

psychologists and linguists strongly challenged the behaviourist theoryôs claims because 

these could not ñaccount for the complexity involved in language learningò (Lightbown 

and Spada, 2006, p. 49).   
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2.4.2 Innatism: Mentalist or Cognitivist 

A swift change ensued when Noam Chomsky published a review of Skinnerôs 

Verbal Behaviour, emphasising that language did not simply involve ñverbal 

behaviourò. In fact, he argued that underlying this behaviour was a complex system of 

rules (competence) with which each individual could create an infinite number of 

sentences, some of which the same individual had never heard before. Thus, he 

discarded the idea of verbal behaviour, arguing that ñcompetenceò was different from 

the ñperformanceò that people could actually observe and measure (Littlewood, 1984, p. 

5). When learning a language, children acquire this ñcompetenceò (grammar rules), 

through which they can become creative language users (Harmer, 2000, p. 32). With his 

work, Chomsky rejected behaviourism and gave birth to mentalism, a theoretical 

framework through which he argued that ñlanguage acquisition [was] determined not by 

habit formation and the environment but by the mind and the thought processesò 

(Klapper, 2006, p. 46). This idea of ñcreative construction hypothesisò led other 

researchers to believe in childrenôs innate ability to acquire a language, known as a 

language acquisition device (LAD). The LAD is said to operate only in humans from 

the early years until the age of 11, when children process the environmental input (the 

language they hear at home, school, etc.) from which they construct its underlying 

system (Littlewood, 1984, p. 6). These ideas are said to be reinforced when children 

make errors such as he drinked (for he drank) or they eated (for they ate). A mentalist 

will  argue that these utterances are made not because children are imitating the speech 

of somebody else; instead, they are using their LAD to discover and learn the rules to 

which they have been exposed and re-applying them to create original expressions.  

The paradigm shift in the scholarly approaches to the SL learning process was 

signalled by S. P. Corder (1967) in his paper, ñThe significance of learnersô errorsò. 

Thus, SLA researchers moved away ñfrom regarding the contrasting of L1/L2 as the 

primary source of information about SLA, to looking at the properties of L2 Learnersô 

mental grammar in their own rightò (Hawkins and Towell, 1992, p. 100). As the pioneer 

of the ñerror analysisò, Corder maintained in his research that when a two-year-old child 

would say, This mummy chair, the listener would not interpret this as an error but would 

acknowledge it as part of the childôs linguistic development. On hearing this, adults 
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would generally expand or rephrase the childôs utterance: Yes, dear, thatôs Mummyôs 

chair (Corder, 1967, p. 165). In the classroom scenario, providing the correct form 

immediately may not always be the most effective approach because it eliminates the 

possibility for the learner to test alternative hypotheses (Corder, 1967, p. 168). In fact, 

though this tendency towards instantaneous correction is highly emphasised in the 

audiolingual methodology, immediate error correction could actually ñdistort the 

learnerôs hypothesis formulation and can thus delay the learning processò (Zhang, 2005, 

p. 86). Therefore, ideally, the teacher leads the learner to discover the right form. 

Clearly, errors are an unavoidable and important part of the learning experience; they 

also provide evidence that children are not only mimicking exactly what they have 

heard. Committing errors is not only a device employed by children to acquire their 

mother tongue, but also a strategy applied by adults learning an SL. These errors help 

language tutors assess the progress that learners have made and what is still left to learn, 

provide evidence to tutors and researchers of how language is acquired or learned, and 

finally, they are beneficial to the learners themselves as a mechanism they use to learn, 

in the sense that ñit is a way the learner has of testing the hypotheses about the nature of 

the language he is learningò (Corder, 1967, p. 167). Selinker (1972) envisioned this 

learnerôs language system as having its own internal organisation, which was neither 

that of the native language nor the target language but could contain elements of both 

because of the continuum between L1 and L2; at the same time, sometimes this system 

might not be related to the L1 or L2 (Hawkins and Towell, 1992, p. 100). Selinker 

coined this system and its transitional stages towards the target language as 

ñinterlanguageò (Littlewood, 1984, p. 33). This phenomenon was also observed by 

Corder (1967) and Nemser (1971); the former referred to this system as ñtransitional 

competenceò, and the latter named it an ñapproximative systemò. Since interlanguage 

involves the formulation and testing of hypotheses about the rules of the target 

language, it is constantly changing. Although there are ñacquisition sequences, they are 

not simply linear or cumulative, and having practised a particular form or pattern does 

not mean that the form or pattern is permanently establishedò (Lightbown, 1985a, p. 

177). In fact, Chomsky and his followers have sought to identify the universal principles 

common to different languages, an area of study that has been termed ñuniversal 

grammarò (UG). Considered to be part of an ñinnate biologically endowed language 
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facultyò, UG is made up of linguistic principles that all human languages follow (White, 

1989, p. 1; 2003, p. 2). Cook (1985) stated that UG: 

consists, not of particular rules or of a particular grammar, but of a set of general 

principles that apply to all grammars and that leave certain parameters open; UG sets the 

limits within which human languages can vary (p. 3). 

 

According to this theory, language acquisition is ña process of hypothesis-testing in 

which the learner uses the LAD to match the grammar of L1 against the principles of 

UGò (Klapper, 2006, p. 54). The childôs UG grows into adult knowledge as certain 

environmental ñtriggersò are provided in the form of linguistic input; hence, language 

acquisition is the growth of the LAD, which is activated by these environmental triggers 

(Cook, 1985, p. 4). Therefore, apart from having access to UG, to acquire a language, 

children must receive evidence from a particular language so that they can fix their 

parameters (Chomsky, 1981, p. 9).  

According to this theory, once children hear linguistic evidence, their open 

parameters become fixed, which causes the LAD to grow, hence leading to the 

acquisition of the native language. In this light, the conclusion can be drawn that when 

learning an SL, learnersô parameters have already been fixed by the first language. 

Although these issues are much debated in the SLA research field, the balance is in 

favour of the idea that UG is available to L2 learners, albeit in a more restricted form 

(Hawkins and Towell, 1992, p. 106). Indeed, Hawkins and Towell (1994, p. 74) 

maintained that L2 learners would transfer their L1 parameter settings into their initial 

L2 grammar. When the parameters are the same, the learner understands the 

grammatical properties of the L2. When the parameters are conflicting, the learner 

moves away from the grammatical properties of the L1, which can lead to the resetting 

of the parameter value; when the learner discovers an active parameter in L2 that has 

not been activated in L1, this is set. However, this theory focuses on the linguistic 

dimension of acquisition, concentrating mainly on syntax and leaving aside the 

psychological and social aspects of language learning. Due to this particular focus, it 

ñdoes not seem to provide especially helpful insight for FL tutorsò (Klapper, 2006, p. 

57).  



64 

 

 

Klapper (2006, p. 46) concluded that the controversy between behaviourism and 

mentalism had brought researchers to a point somewhere in between these two extreme 

positions; they accepted the learnerôs innate ability (LAD) but at the same time, gave 

importance to environmental input. 

 

2.4.3 Cognitive Tradition 

The cognitive tradition employs a different approach, which is more focused on 

the learning aspects and is therefore more related to the pedagogical process of SLA. 

This approach emphasises the ways the mind perceives, retains, organises and retrieves 

data (Lightbown and Spada, 2006, p. 34). In fact, within the cognitive theory 

framework, researchers view ñSLA as the learning of a complex skill, one in which a 

range of sub-skills must be practised in ócontrolledô processing until they can integrate 

into óautomaticô of fluent performanceò (Klapper, 2006, p. 57). Therefore, the learner is 

regarded as a thinker and an active processor of data (Suharno, 2010, p. 48). One of the 

best-known general theories of skill acquisition, which served as an influential model, is 

Andersonôs adaptive control of thought (ACT). According to this theory, skill 

acquisition is a transition from ñdeclarative knowledgeò (explicit, skill-relevant 

knowledge that is describable) to ñprocedural knowledgeò (encoding in peopleôs 

behaviour of that which they cannot describe in words because they are not consciously 

aware of it). This transition, which leads to proceduralisation: 

 

involves passing from a cognitive stage where rules are explicit, through an associative 

phase where rules are applied repeatedly in a consistent manner, to an autonomous stage 

where the rules are no longer explicit and are executed automatically, implicitly in a fast, 

coordinated fashion (Segalowitz, 2003, p. 395). 

 

In this process, automaticity shows the final phase of the acquisition skill. This 

procedure, from controlled to automatic, also takes place in language learning through 

engagement in activities in which learners initially focus on verb and/or word endings, 

therefore on how they are using the language. When they reach the automatic stage, they 

start to focus on what they are saying, thereby reducing the burden on the working 

memory, speeding up performance, reducing error and at the same time, having a 

ñchannel capacityò for higher-order tasks (Klapper, 2006, p. 58). A U-shaped 

development can occur as learners progress from one stage to another in the 

development of the target language. This apparent backsliding happens when 
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encountering new forms because learners do not simply add them to those previously 

learned; rather, each stage brings about a new internal organisation and thus a 

restructuring of the whole system (McLaughlin, 1990, p. 117). The reason is that 

learning an SL involves ña process whereby controlled, attention-demanding operations 

become automatic through practiceò, where subskills are automated, leading to either an 

improvement in performance or restructuring. Therefore, restructuring is a process in 

which ñmore complex internal representations replace less complex onesò, initially 

decreasing performance but increasing it again over time as skills become more expert-

like (McLaughlin, 1990, p. 126).  

For this reason, in his input hypothesis theory, Krashen (1982, p. 20) stated that 

ideally, SL learners should be exposed to interesting language that they would 

understand but at the same time would contain structures beyond their current levels of 

competence. This scaffolding theory, referred to as i+1, is similar to Vygotskyôs zone of 

proximal development (Ariza and Hancock, 2003, p. 2). However, Krashen tried to 

differentiate between acquisition and learning. Acquisition is a subconscious process 

that results in the knowledge of a language to communicate, in which ñlanguage 

acquirers are not usually aware that they are acquiring the languageò (Krashen, 1982, p. 

10). Conversely, learning is the conscious knowledge of an SL, such as knowing or 

being aware of the rules, that is, knowing about the language (Krashen, 1982, p. 10). 

Krashen suggested that SL learning would need to be more similar to childrenôs 

acquisition, claiming that acquisition was more successful than learning. Children are 

never consciously taught the language but do receive the language input, roughly tuned 

by their parents (Harmer, 2000, p. 33), which Krashen referred to as ñcaretakersô 

speechò. This type of modified speech is ñsimplerò, consisting of the language the 

children already know to aid comprehension and at the same time, includes other 

language aspects of a slightly higher level, tending to become more complex as the 

child progresses (Krashen, 1982, p. 22). Leaving aside the long time needed to acquire a 

language, as children do with their native languages, and many learnersô limited number 

of hours to acquire an SL, all SLA theorists agree that to acquire a language, learners 

must be exposed to its spoken or written form and that comprehensive input is crucial 

for those acquiring an SL (Klapper, 2006, p. 62). On the other hand, exposure to large 

quantities of comprehensible input does not imply that one is learning a language more 
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successfully. In the affective filter hypothesis, Krashen (1982, p. 31) argued that 

affective variables such as motivation, self-confidence and anxiety were related to SLA. 

Therefore, a learner who is not self-confident or is bored or anxious may ñfilter outò the 

language input, ñmaking it unavailable for acquisitionò (Lightbown and Spada, 2006, p. 

37). Presenting linguistic forms in the classroom also does not qualify as input because 

input is ñwhat goes inò, not ñwhat is available for going inò (Corder, 1967, p. 165). 

Krashenôs distinction between acquisition and learning has also been severely criticised 

because it is difficult to differentiate whether a person has acquired or learned elements 

of the language (Harmer, 2000, p. 38).  

In conclusion, the cognitive approach views both declarative and procedural 

knowledge as important for the SL learner (Klapper, 2006, p. 62). A typical classroom 

scenario that represents this idea is one where rule learning is followed by practice; with 

time and enough practice, the procedural knowledge will overshadow the declarative 

knowledge, leading to automaticity (Lightbown and Spada, 2006, p. 40).  

 Overall, the critique against the innatist approach (mentalist or cognitivist) is 

that researchers draw their conclusions from studies about proficient language users. 

Critics have argued that ñit is not enough to know what the final state of knowledge is 

and that more attention should be paid to the developmental steps leading up to this 

level of masteryò (Lightbown and Spada, 2006, p. 49). 

 

2.4.4 Socio-constructivism: Interactionist  

Although Krashen emphasised the importance of one-way comprehensible input, 

simply presenting students with language input alone is clearly inadequate. They should 

also be offered opportunities to activate their knowledge because language production 

helps them select from the input they have received, rehearse and especially in a 

classroom setting, receive feedback, allowing them to adjust their language, given the 

perspective they have received (Harmer, 2000, p. 40). For these reasons, interactionists 

elaborated on the innatist notion of comprehensible input by acknowledging the 

importance of two-way communication. Interactionist theorists such as Michael Long 

(1983) and Teresa Pica (1994) claimed that SLA would occur through conversational 

interaction; therefore, this would be an essential, if not sufficient, component 
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(Lightbown and Spada, 2003, p. 43; 2006, p. 43). During this conversational interaction 

between the learner and interlocutors, when problems arise in message 

comprehensibility, negotiation occurs, which leads to the modification and restructuring 

of the interaction (Pica, 1994, p. 494). Thus, when learners receive support from 

interlocutors to understand linguistic materials that are not in their L2 repertoire, the 

learners progress in their receptive and expressive capabilities in the SL (Pica, 1987, p. 

5). In fact, Long (1983) agreed with Krashenôs claim that comprehensible input would 

be necessary for language acquisition, but Long argued that with ñmodified interactionò, 

the input would be more comprehensible (Lightbown and Spada, 2006, p. 43). In fact, 

some interactionists argued that when learners were given the chance to engage in 

conversational interactions with their peers or tutors, they participated in meaningful 

activities that required them to ñnegotiate for meaningò and expressed themselves 

clearly to arrive at a mutual understanding (Lightbown and Spada, 2006, p. 122) or to 

repair breakdowns in communication (Pica, 1994, p. 510), especially when native 

speakers interacted with non-native speakers because the former would avoid 

conversational trouble (Long, 1981, p. 265). At the same time, these interactionists 

claimed that with these conversational interactions, the learners also acquired language 

forms consisting of words and grammatical structures (Lightbown and Spada, 2006, p. 

122). Therefore, ñwhen it comes to comprehension, negotiation appears to be a 

powerful commodity; even learnersô being allowed only to observe negotiation can 

improve their comprehensionò (Pica, 1994, p. 505). These conversational modifications, 

which may arise naturally during conversation, include repetitions, clarifications (Ariza 

and Hancock, 2003, p. 2), syntactic adjustments, changing words, modifying forms 

(Pica, 1994, p. 494), gestures, elaborations, slower speech, additional contextual clues, 

paraphrasing (Lightbown and Spada, 2006, p. 144), rising intonation, conforming with 

or clarifying the meaning of a message (Pica, 1987, p. 5), using questions to make the 

non-native speakersô conversational roles easier (Long, 1983a, p. 181), expansion 

(Long, 1983b, p. 127), extractions and segmentations (Pica, 1996, p. 5), amongst others. 

As this list shows, modified interaction does not always contain linguistic 

simplification. Moreover, Pica (1994, p. 494) maintained that negotiation was not the 

only mode in which the interaction could be modified or restructured; it could be 

interrupted through a correction or rerouted to a new topic. Longôs (1996) review of the 
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interaction hypothesis gave more prominence to the significance of corrective feedback 

during conversational interaction (Lightbown and Spada, 2006, p. 44). Nonetheless, 

negotiation has always garnered more interest in the SLA field.  

Although language input and negotiation are crucial, language output has 

generally been regarded as secondary. For instance, language output: 

has a contribution to make to language acquisition, but it is not a direct one: Simply, the 

more you talk, the more people will talk to you! Actual speaking on the part of the 

language acquirer will thus affect the quantity of input people direct at you (Krashen, 

1982, p. 60). 

 

However, in the output hypothesis, Swain (1995, p. 125) contended that producing 

language would help SLA in three ways: a) it would promote ñnoticingò and 

recognising the learnersô linguistic problems, b) it would lead to the testing of 

hypotheses about language forms and structures, and if feedback is given, c) it could 

lead to the modification or ñreprocessingò of the output and learnersô self-reflection on 

their language output, which would empower them to internalise linguistic knowledge. 

Leaving aside the fact that language practice alone leads to fluency, Swain believed that 

all these three benefits would lead to accuracy. 

Nevertheless, negotiation ï including input and output ï cannot account for all 

SL learning, first, because the negotiations generally focus on lexical items, not on 

grammatical morphology; second, if learners are not ready for something new, they may 

filter out the language input (Krashen, 1982, p. 31); and third, too many questions can 

be annoying (Pica, 1994, p. 519). Moreover, although most classrooms include a lot of 

learning interactions due to different daily activities, including group discussions, pair 

work, drills and others, research has shown that the interactions between the teacher and 

the students involve few restructuring moves (such as clarification requests), compared 

to native and non-native interactions outside the classroom (Pica, 1987, p. 8). This 

discrepancy can be due to various reasons:  

Å the learners view the teacher as an expert and evaluator and therefore act like 

subordinates;  

Å decisions on what knowledge and skills are to be demonstrated are generally the 

teacherôs prerogative;  
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Å the classroom discourse is not adapted towards two-way communication because 

time constraints prevent the teacher from negotiating with each individual;  

Å to meet predetermined objectives and to sustain order and organisation, many 

classroom activities avoid negotiation, which could have led to mutual 

understanding;  

Å during negotiation, students are presented with a linguistic level that needs little 

or no restructuring to achieve; and 

Å efforts to attain comprehension through interaction could be perceived as 

challenging the teacherôs knowledge and thus his or her power and authority 

(Pica, 1987, pp. 8ï13).  

The critique against linguists working from an interactionist perspective is that the 

language input received by learners does not contain much of what they need. 

Therefore, critics placed greater importance on innate principles that learners could 

work with (Lightbown and Spada, 2006, p. 49). However, extensive research makes it 

evident that the learning environment must ñinclude opportunities for learners to engage 

in meaningful social interaction with users of the SL if they are to discover the linguistic 

and sociolinguistic rules necessary for SL comprehension and productionò (Pica, 1987, 

p. 4). 

 

2.4.5 Considerations about SLA Theories 

The SLA theories attempt to give an explanation for language learning that helps 

teachers to ñcritically examine their own pre-existing language beliefs, interpret their 

classroom experiences and establish for themselves a methodological framework which 

facilitates better informed pedagogical definitionsò (Klapper, 2006, p. 69). However, are 

the MSL teachers at the DLL knowledgeable about these learning theories? Are they 

trained in pedagogy, some of which are derived from these theories, to teach Maltese to 

foreigners? Otherwise, are these learning and teaching methods and materials a trial-

and-error and sometimes a hit-and-miss approach? Therefore, in both research 

instruments (questionnaires and interviews), specifically in the training sections, 

teachers of both MFL-1 and MFL-2 courses were asked about these issues. Since 

different approaches and methods in language teaching are amongst the by-products of 
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SLA theories, these are dealt with in the next section, so from the SLA theories, the 

discussion leads to the classroom practice. 

 

2.5 Influential approaches and methods of language teaching 

Research on SLA has brought about different methodologies for SL teaching, 

and the influence of SLA can be observed in textbooks, teacher training programmes 

and curriculum designs (Lightbown, 2000, p. 438). For these reasons, language tutors 

should reflect on any proposed method to determine its objectives, whether it is 

practical and adaptable, adequate for their teaching situations and the types of learners, 

and to assess if they can handle the demands of working with a particular teaching 

method when considering their teaching load (Rivers, 1981, p. 27). Apart from this, 

there is a difference between ñgeneral-purposeò and ñspecific-purposeò language 

teaching. The former generally refers to the language courses offered to learners in 

schools, and the latter generally comprises language courses designed for a specific 

group of learners (Ellis, 2005, p. 3). This study focused on general-purpose language 

pedagogy.  

Since two sections of the questionnaires and the interviews were about teaching 

methods and learning materials, it was crucial to review influential approaches and 

methods in language teaching, which helped to both develop the research instruments 

and supplement the findings with appropriate studies from the literature. 

 

2.5.1 Grammar-Translation Method 

As its name implies, the grammar-translation (G-T) method relied on teaching 

grammar and practising translation. This method was used in the teaching of Latin and 

Greek in Europe in the nineteenth century. Later on, it was used by Plötz in Germany to 

teach modern languages, and it swiftly spread to other countries (Rivers, 1981, p. 28). 

Until the 1960s, it was the standard method employed in most British secondary schools 

(Klapper, 2006, p. 105). In fact, certain textbooks used in the nineteenth and twentieth 

centuries were based on the traditional expectations that had emerged from the teaching 

of Greek and Latin, and they therefore gave much importance to the detailed description 

of the grammar of the language concerned, written exercises, translation exercises and 
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bilingual lists. Hence, textbooks predominantly consisted of vocabulary lists and rule 

explanations (Bandl, 2007, p. 2). In fact, Titone (1968) stated that: 

nineteenth-century textbook compilers were mainly determined to codify the foreign 

language into frozen rules of morphology and syntax to be explained and eventually 

memorized. Oral work was reduced to an absolute minimum, while a handful of written 

exercises, constructed at random, came as an appendix to the rules (p. 27). 

Therefore, with this method, ñconsideration of what students might do to promote their 

own learning had little or no placeò (Griffiths and Parr, 2001, p. 247); everything was 

teacher centred and ñthe students [did] as she [said] so they [could] learn what she 

[knew]ò (Larsen-Freeman and Anderson, 2011, p. 19). According to Rivers (1981, p. 

31), this approach made it boring for the learners, due to the repetitive system used and 

the passive role given to them in learning the language.  

Emphasis was placed on grammatical rules, which were explained in the 

classroom in the learnersô native language, and on vocabulary of a literary nature, with 

the intention of leading the students to write the target language accurately and at the 

same time, to appreciate the textôs ñliterary significanceò while translating it into their 

native language. For this reason, the texts in the textbooks were not chosen according to 

the studentsô levels or tastes but were excerpts from the works of great writers, 

specifically chosen for their intellectual content (Rivers, 1981, p. 31). The G-T method 

emphasised teaching and writing skills (Griffiths and Parr, 2001, p. 247) but neglected 

oral communication skills, which meant no learning through practice (Klapper, 2006, p. 

106). Most of the interaction was from the teacher to the students; thus, there was little 

or no student-student interaction (Larsen-Freeman and Anderson, 2011, p. 19). Apart 

from reading aloud and dictation, listening and speaking skills were overlooked; 

together with the absence of authentic texts (i.e., texts with real-life language input), this 

approach made it difficult for students to communicate effectively and thus did not 

prepare them for the real world. To make matters worse, new textbooks were modelled 

on their predecessors, which of course encouraged teachers to continue these traditions.  

Despite the volume of repetitive exercises, this method was not too demanding 

for the teachers because much of the work could be corrected in class; in many cases, 

the lessons were used to follow the textbookôs respective units. However, as Rivers 

(1981) rightly asserted, ñsuch textbooks dominate[d] the work of the teacher whose 
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immediate aim [became] the completion of all the exercises in the unit and the covering 

of all the units in the book in a given period of timeò (p. 29). Moreover, when students 

made errors, teachers supplied them with the correct answers (Larsen-Freeman and 

Anderson, 2011, p. 21). Any proactive teachers who tried to elicit conversations in class 

from these textbooks found the text inappropriate for such activities. Over a decade ago, 

the G-T method was still in practice to some extent but it lacked advocates because no 

linguistic, psychological or educational theory had been formulated to support or justify 

it (Richards and Rodgers, 2001, p. 7).  

 

2.5.2 Direct Method 

The G-Tôs predominance for many decades required more active teaching 

methods to target the skills that it did not address, especially oral proficiency. Initially, 

this need (which also arose from new opportunities for communication amongst 

Europeans) led to the creation of various self-learning conversation books and phrase 

books (Richards and Rodgers, 2001, p. 7). However, their inadequacy caused a revision 

of the language teaching methods, in which different scholars came up with the idea of 

natural learning principles. In turn, these led to the creation of the direct method (DM), 

which received ñits name from the fact that meaning [would] be conveyed directly in 

the target language through the use of demonstration and visual aids, with no recourse 

to the studentsô native languageò (Larsen-Freeman and Anderson, 2011, p. 25). This 

method emphasised language input and output, that is, listening to the target language 

and expressing oneself with it; thus, the lessons were delivered in the target language. 

This method was intended to reflect the way children learned their native languages, so 

it aimed ñto form a direct association of objects and concepts with the FL word, to 

avoid use of the mother tongue and to accord grammar a more subordinate, 

accompanying roleò (Klapper, 2006, p. 106). Due to developments in phonetics studies, 

the target language sound system gained more attention, and teachers generally 

introduced target language courses by teaching their students the new sound system to 

help them develop correct pronunciation, without the interference of the native language 

sounds (Rivers, 1981, p. 32).  

 In contrast to the G-T method, grammar was not taught explicitly but learned 

through an inductive process, that is, through practice, observation and reflection. This 
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system shifted the focus of language teaching away from grammar (Klapper, 2006, p. 

106). Students were also never told to translate the texts into their native languages 

(Rivers, 1981, p. 33). When the students or teachers read texts, usually aloud, the 

learners were prepared beforehand by discussing the subject; when they could not 

understand the meaning of some words or could not comprehend them from the context, 

the teacher tried to help by explaining the text in the target language or using pictures 

and gestures (Rivers, 1981, p.33). When errors occurred, the instructor tried to have the 

students self-correct whenever possible (Larsen-Freeman and Anderson, 2011, p. 31). In 

the DM, writing skills were developed through learning activities such as transcription, 

summaries of the readings and written accounts of the discussed materials that led to 

creative writing (Rivers, 1981, p. 33). 

Language practice is a helpful activity that the G-T ignored. Thus, the DM 

syllabus was based on situations (e.g., at a hotel) or topics (e.g., weather) that 

emphasised vocabulary over grammar and viewed oral communication as basic (Larsen-

Freeman and Anderson, 2011, p. 31). However, compelling students to express 

themselves freely in a certain argument without the appropriate structures in the SL and 

in a ñrelatively unstructured situationò could affect the acquisition process, especially 

fluency (Rivers, 1981, p. 33). The fact that the tutors did everything possible to avoid 

explanation using the L1 made the learning process lengthy. Moreover, in many aspects, 

their attempts to imitate native language learning made the process unrealistic, due to 

various factors already mentioned (see section 2.4, Three theoretical paradigms of 

second language acquisition). Learning an SL is a more restricted task than acquiring 

the L1, and even if this were not the case, it could not be learned from the classroom 

alone. To sustain such a system, the students have to hear and practise the language 

outside the classroom (Rivers, 1981, p. 33). Since the DM method emphasised the use 

of the target language, another possible drawback was that it ñexpose[d] those tutors 

who [were] not fully proficient in the target language and [felt] happier following the 

lead of a textbookò (Klapper, 2006, p. 107).  

 

2.5.3 Audiolingualism 

The audiolingualism teaching method also grew partly out of a response against 

the G-T method, but there were historical links as well. Due to the outbreak of World 
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War II, army personnel needed to learn FLs in the shortest amount of time possible so 

that they could communicate verbally (Griffiths and Parr, 2001, p. 247) with their allies 

during military operations and also understand their enemies. Later on, language 

schools and universities became interested in this methodology, and teaching materials, 

including new teaching aids with native-like speech, such as magnetic tapes and 

language laboratory equipment, were prepared by linguists and experienced tutors. 

Syllabi were made up of word lists and grammar lists, which were sorted across levels 

(Richards, 2006, p. 7). The methodology used, initially named ñaural-oralò, focused on 

the earlier stages of teaching communication skills, mainly listening and speaking, 

emphasising pronunciation and intonation, as a basis on which to build the other two 

skills of reading and writing (Rivers, 1981, p. 40), thus imitating how learners acquire 

their L1. This teaching method also emphasised interaction (Klapper, 2006, p. 108), and 

similar to the DM, it required language tutorsô high competence in the target language, 

especially in pronunciation, or else they had to rely on the use of teaching aids. In fact, 

the teacherôs role during such lessons was ñlike an orchestra leader, directing and 

controlling the language behaviour of her studentsò (Larsen-Freeman and Anderson, 

2011, p. 44). In this methodology, the stimulus, response and reinforcement formed the 

basis of the idea. In fact, students had constant drilling followed by positive 

reinforcement if the utterances were correct, or negative reinforcement if mistakes were 

made. Contrary to what researchers think today, mistakes were perceived as obstacles in 

the learning process and were therefore avoided at any cost (Klapper, 2006, p. 108). 

Since this learning methodology had its origins in the behaviourist view, through this 

system, the studentsô ñhabitò was formed through repetition and the teachersô 

reinforcement (Harmer, 2000, p. 32). The audiolingual method, which emphasised the 

acquisition of structures, forms and patterns of everyday dialogue, gave instant results 

and taught the learners in the four skills. In contrast to the DM, the textbooks contained 

authentic, native-like dialogues with idiomatic expressions (Rivers, 1981, p. 31) and 

thus, not only emphasised real practice, but also offered an opportunity to understand 

culture through practice. However, one of the reasons this method failed was the belief 

that ñdrilling and practice alone were sufficient for learning to take place, [and] that 

there could be automatic transfer from classroom to naturalistic language useò (Klapper, 

2006, p. 108). Although this memorisation for habit formation gave immediate results 
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and led to the ñautomatisation of basic language skillsò (Klapper, 2006, p. 108), over 

the long term, it did not give way to an effective communicative ability because it 

ignored the role of context and knowledge: ñstudents were able to parrot responses in 

predictable situations of use, but had difficulty communicating effectively in the 

relatively unpredictable world beyond the classroomò (Nunan, 1999, p. 71). 

Furthermore, repetitive drilling is boring, especially where adult learners are involved. 

This method is still used in many parts of the world but usually does not form the basis 

of the courses; rather, it constitutes a part of individual lessons (Taylor, 2011). 

 

2.5.4 Communicative Language Teaching  

After Chomsky rejected behaviourism, language learning came to be viewed 

differently. Furthermore, many ñbegan to believe that the Chomskyan view of language 

competence needed to be supplemented by an account of communication and the 

cultural context of language useò (Klapper, 2006, p. 108). One of the pioneers who 

came up with the idea of ñcommunicative competenceò was Dell Hymes (1972), who 

argued that verbal structures were formed and modified by language use. He also stated 

that applying the language to particular situations in a meaningful way led to a 

ñdifferent kind of competenceò (Danesi, 2003, p. 13).  

The evolution of communicative language teaching (CLT) brought about a 

paradigm shift, which was reflected in syllabus design and language teaching (Klapper, 

2006, p. 109). The syllabus, previously designed according to grammatical structure, 

changed to a functional notion type, where ñnotionò referred to a particular situation in 

which an individual would communicate (e.g., at the hotel) and ñfunctionò denoted a 

specific purpose in the context determined by the notion (e.g., greeting the hotel 

receptionist or asking him or her for oneôs room number; for more details, see 

subsection 2.6.3, Notional/functional syllabus). Consequently, the earlier idea of 

focusing on grammatical competence (a crucial part of learning but not all the learning 

needed in the target language) changed gradually to communicative competence, where 

learners would be expected to participate in classroom activities (Richards, 2006, p. 3). 

With communicative competence, the users should be linguistically competent (i.e., 

with a good grasp of grammar and vocabulary), socio-linguistically competent (i.e., able 

to speak with good manners as appropriate for the social situation in which they find 
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themselves), discursively competent (i.e., able to initiate, terminate or enter into a 

discussion with consistency) and strategically competent (i.e., capable of remedying the 

situation when communication problems arise so that they communicate efficiently 

(Bandl, 2007, p. 6). 

However, although CLT is one of the most used methodologies today, no single 

version exists because it is flexible. It can be interpreted in different ways because:  

current communicative language teaching theory and practice thus draws on a number of 

different educational paradigms and traditions. And since it draws on a number of diverse 

sources, there is no single or agreed upon set of generally agreed practices that 

characterises current communicative teaching (Richards, 2006, p. 22). 

 

Howatt (1984, p. 279) distinguished between a ñstrongò and a ñweakò version of 

CLT. The strong version, in which L1 and L2 learning are viewed as involving the same 

processes (Klapper, 2006, p. 110), ñadvances the claim that language is acquired 

through communication, so that it is not merely a question of activating an existing but 

inert knowledge of the language, but of stimulating the development of the language 

system itselfò (Howatt, 1984, p. 279). In brief, it uses the target language to learn it. 

Thus, language tutors have to provide activities and language input to facilitate the 

language processes so that the learners test their SL hypotheses and act accordingly 

when they receive feedback (Klapper, 2006, p. 110).  

Although the L1 and L2 acquisitions have some things in common, there are 

many differences as well, especially on the learnerôs side, which brought about the idea 

of a weaker version of CLT. The weak version, which is a contemporary standard 

practice and can be briefly described as learning to use the target language, ñstresses the 

importance of providing learners with opportunities to use their English [or another L2] 

for communicative purposes and, characteristically, attempts to integrate such activities 

into a wider program of language teachingò (Howatt, 1984, p. 279). In this version, 

although learning is still achieved through communication, classroom activities are 

more structured (Klapper, 2006, p. 110), and learners are able to practise the target 

language in different communicative situations with various functions. Through 

negotiations in the target language, they acquire it. Hence, such an approach generally 

involves the following: activities that provide two-way oral or written communication in 

the target language between the learners or interlocutors, where negotiations occur to 
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arrive at a mutual understanding; learner-centred approaches (Wesche and Skehan, 

2002), with the tutor acting as a facilitator; information-gap exercises with the intention 

of compelling students to use the target language (Block, 2002, p. 19); introduction of 

authentic texts into the learning situation (Nunan, 1991, p. 279) so that the learners will 

tackle the language beyond their current levels of competence; individualised learning; 

tolerance of errors; learning grammar inductively through FL samples; integration of 

skills as done in real life; focus on meaning and its sequencing (Klapper, 2006, p. 112), 

with grammar introduced as much as needed to express meaning (Bandl, 2007, p. 7); 

focus on the learnersô needs in order to get things done (Nunan, 1988, p. 26); linking 

formal language instruction with language activation outside the classroom (Nunan, 

1991, p. 279); and giving students the feeling of learning the language for a purpose, 

leading to a phased development (Klapper, 2006, p. 111). 

Some scholars, such as Michael Swain (1985a, 1985b), rightly argued that CLT 

had brought about dramatic changes in methodology. Language learning had become 

more exciting, and syllabus design had become more sophisticated. It encouraged less 

teacher-centred practice, helped teach the language of interaction and presented real-life 

conversation scenarios. Nevertheless, some failures remained. Swain (1985a) argued 

that CLT had a ñtheoretical confusion [that could] lead to practical inefficiencyò (p. 11). 

In fact, Swain maintained that CLT failed to take into account learnersô abilities, which 

they brought into the classroom from their L1 or everyday experiences. Swain 

contended that the native language played an important role in learning an SL because 

many learners already possessed some of the knowledge needed, such as meaning, uses 

and communication skills (Swain, 1985b, p. 85). The excessive use of the FL could also 

bring about an adverse effect on the learner, due to a buildup of tension, frustration and 

embarrassment (Klapper, 2003, p. 34). 

Another criticism against CLT is its insistence on authentic materials. It is true 

that learners should be exposed to authentic materials for a ñtaste of real languageò and 

therefore not be exposed to an impoverished version of the target language. However, 

there are also well-argued claims that not every text has to be authentic. Actually, Swain 

argued, ñthere is nothing wrong in itself with creating special text for specific purposes, 

and illustrating language use is a purpose like any otherò (Swain, 1985b, p. 84). This 
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helps the tutor to present language items economically and efficiently, while 

maintaining control over the language input (Swain, 1985b, p. 84). The CLT is also 

criticised as having a ñrestricted view of linguistic competenceò (Klapper, 2006, p. 114; 

2003, p. 34). This limitation may be due to the unrealistic or idealistic content of some 

dialogues or make-believe simulations. ñThe embracing of a meaning-based pedagogy 

with little attention to formò (Klapper, 2006, p. 114; 2003, p. 34) is another problem 

with CLT. As Swain (1985b) claimed:  

Language is not only a set of formal systems, but it is a set of systems, and it is perverse 

not to focus on questions of form when this is desirable. Some points of grammar are 

difficult to learn, and need to be studied in isolation before students can do interesting 

things with them. It is no use making meaning tidy if grammar then becomes so untidy 

that it cannot be learnt properly (p. 78). 

 

This view leads to the understanding that although communicative events are central to 

language development, it also requires attention to form (Savignon, 1991, p. 273). This 

finding is evident in Spada and Lightbownôs (1989) research on CLT-based, intensive 

ESL programmes in Quebec (Canada) primary schools. Students in these programmes 

had a high level of fluency, compared to those in traditional programmes, because the 

former were extremely talkative, but they had numerous grammatical errors as well. 

Spada and Lightbown (1989, p. 24) justified this by reminding readers that ñthe focus of 

instruction was on communicating intentions and meanings, not on producing 

grammatically correct sentences and structuresò. This case suggests that grammatical 

instruction must also be included in CLT teachings (Mill ard, 2000, p. 47). Such 

concerns (and others) provoked theorists and practitioners to seek to amend certain 

elements of this approach (Klapper, 2003, p. 33). Apart from this: 

the quality of CLT also often depends on the quality of teaching materials. Unfortunately, 

only in the most commonly taught languagesðsuch as English, Spanish, French and 

Germanðdoes an abundance of materials exist to support the development of 

communicative language abilities over a wide range of skills (Bandl, 2007, p. 22). 

 

In recent years, the concern over grammatical instruction has brought about 

countermeasures to overcome these limitations, some of which are discussed in the next 

section. 
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2.5.5 Form-Focused Instruction 

The need for the teaching of form led to form-focused instruction (FFI), 

referring to ñany planned or incidental instruction activity that [would be] intended to 

induce language learners to pay attention to linguistic formò, where the term ñformò 

would include ñphonological, lexical, grammatical, and pragmalinguistic aspects of 

languageò (Ellis, 2001, p. 2). The FFI method includes both traditional and 

communicative approaches; in the former case, the teaching form is based on structural 

syllabi, and in the latter, the teaching form is elicited from meaning-focused activities 

(Ellis, 1991, p. 2).  

The most effective way to teach grammar in CLT is subject to a lot of debate. 

Some academic experts maintain that if possible, communication should not be 

interrupted. Therefore, they advocate teaching grammar by means of corrective 

feedback. On the other hand, others maintain that grammar should be given separate 

attention, which can later be integrated into communicative activities (Sheen, 2002, p. 

303). Long (1991) termed these two sides of the coin as ñfocus on formò (FonF) and 

ñfocus on formsò (FonFs). The latter involves teaching individual linguistic items out of 

context as part of the lesson, as used in G-T, audiolingualism and the weak version of 

CLT. Alternatively, in FonF, linguistic items are noticed incidentally or arise out of a 

meaning-based activity (Klapper, 2006, p. 116). Thus, FonFs is a more traditional 

pedagogical approach represented by the presentation, practice and production (PPP) 

model (Fuente, 2006, p. 268) in which the lesson follows this three-stage sequence. 

After tutors have identified their studentsô linguistic and learning needs, they draw the 

latterôs attention to a specific form, structure (Klapper, 2006, p. 115), vocabulary or 

phrase through meaningful context to avoid unnecessary switches to the L1. 

Presentations can involve flashcards, PowerPoint presentations, dialogues and textbook 

readings, to mention a few, which help students assimilate words and phrases (Barnes et 

al., 2009, p. 69). Using question-and-answer techniques or repetition, tutors can drive 

the learners to produce the forms and structures learned under tight control (Klapper, 

2006, p. 115). As can easily be predicted, this is a teacher-centred stage where the 

correction of errors is vital (English Raven, 2011).  

The second stage is essential, where students internalise the language structure 

or form presented in the first stage and acquire confidence in the target language to 
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prepare for the third stage. Although this stage is also teacher led, this control gradually 

eases, leaving learners to practise, initially with controlled exercises (such as matching 

parts of a sentence or completing sentences) and later with less-controlled activities 

(such as dialogues with a classmate using pictures or other resources) or controlled role-

play (Klapper, 2006, p. 115). At this stage, teachers still correct any errors; at the same 

time, through these activities, they can measure the studentsô accuracy (English Raven, 

2011). 

 In the third stage, the learners have to consolidate what they have acquired 

during the previous stages. Therefore, they are no longer ñcontrolledò by tutors but left 

free and encouraged to practise what they have learned and if possible, apply it to other 

contexts. Although this ñmethodological scheme, which is found in numerous language 

textbooks, has for some time been the stock-in-trade of many language trainersò 

(Klapper, 2006, p. 115), it has been criticised for being too teacher oriented and overly 

controlled (English Raven, 2011). Moreover, PPP gives the students an illusion of 

mastery because they can produce the language form in the classroom, but once outside 

the classroom, they cannot do so (Fuente, 2006, p. 269). Sometimes, the students cannot 

even use the ñacquiredò form in their classroom on a different occasion, which implies 

that the language forms have not entered the learnersô interlanguage (Klapper, 2006, p. 

115). This drawback has caused researchers to question the effectiveness of the PPP 

methodology in CLT. These concerns led to a search for a better methodology to 

provide the formal accuracy needed, but in a different paradigm.   

By and large, various experiments to test the effectiveness of FFI showed that 

grammatical form was amenable to instruction, particularly when ñlearners were 

developmentally ready to acquire the target structureò, and the freshly acquired 

knowledge was often long lasting but powerless to modify the acquisition order (Ellis, 

1991, p. 2).    

 

2.5.6 Task-Based Instruction 

During the 1970s, there were continuous efforts to support CLT. As already 

stated, at that time, the idea that naturalistic input and output were prerequisites for 

language development emerged from this teaching approach. Nonetheless, the 
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importance of advancing the structural development of the language was also 

acknowledged. In a move that brought a radical change to pedagogic development, N. 

S. Prabhu proposed using task-based learning for FL teaching (Skehan, 2003, p. 1). In 

his educational project in Bangalore, Southern India, Prabhu theorised that his students 

in secondary schools could learn language structures without focusing directly on them. 

Therefore, he promoted the idea that the emphasis in class had to be on meaning, but the 

students would also learn structures through incidental learning (Harmer, 2000, p. 35) 

by performing tasks. Tasks are activities that ñrequire learners to use language, with 

emphasis on meaning, to attain an objectiveò (Bygate et al., 2001, p. 11). As a result, 

Prabhu assumed that through a series of tasks and problem-solving activities (e.g., 

finding the way on a map, interpreting timetables or conducting an interview), learners 

would come into contact with the target language, such that while finding solutions to 

the tasks, they would be acquiring the target language (Harmer, 2000, p. 35). Well -

timed feedback and the promotion of indices for negotiation (see ñconversational 

modificationsò in subsection 2.4.4, Socio-constructivism: interactionist) would enhance 

the acquisition process. Moreover, within this learning task, Long (see subsection 2.5.5, 

Form-focused instruction) noted the need for a ñfocus on formò to give language forms 

some priority without interrupting the naturalness of communication, leading to 

enhanced language development and thus increased accuracy, complexity and fluency 

(Skehan, 2003, p. 1). Hence, task-based learning is a refinement of CLT because it 

incorporates SLA principles into FFI theoretical insights. Therefore, its: 

proponents believe the communicative interaction characteristics of task-based work 

provide sufficient comprehensible input to ñtriggerò acquisitional processes é [but] insist 

that acquisition needs to be supported by instruction that ensures a certain attention to 

linguistic form, that initial fluency work should lead gradually to accuracy-focused 

activities (Klapper, 2006, p. 117). 

 

 Virginia Samuda (2001) suggested that in task-based instruction (TBI), the class 

should follow an interlocking three-stage sequence: input data, operations on data and 

outcomes. The output from each stage will serve as the input for the next stage, leading 

to a ñmeaningĄform Ąmeaning progression, that seeks to manage shifts in attentional 

focus as the task unfoldsò (p. 121). Another tripartite structure approach, advocated by 

Jane Willis (1996, p. 38), follows this sequence: pre-task, task cycle and language 

focus. In the pre-task, the topic and task are introduced, the learners are exposed to the 

target language by listening to a recording of others doing the same task, or the tutor can 
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highlight useful words and phrases or read part of a text to lead to a task. Afterwards, 

the task is performed (second stage of the task cycle) in pairs or small groups, while the 

teacher monitors and encourages students. Then students prepare an oral or written 

report on the task, and the teacher helps them refine the report. Subsequently, the groups 

present their reports to their peers or exchange written reports, and the tutor acts as a 

chairperson and comments on the reports. In the third stage (language focus), the text 

that was read is analysed or the recording is transcribed. The specific features of the 

language used are discussed. This step is followed by practising new words, phrases and 

patterns, with a lot of emphasis on noticing. 

 However, all of these activities and tasks imply a more difficult role for the 

teacher. Apart from choosing tasks ñbased on an analysis of studentsô needs, that are 

appropriate to [their] levelò (Larsen-Freeman and Anderson, 2011, p. 156), the tutor 

should be ready to help in a spur-of-the-moment interaction, which ñpresupposes a 

broader type of readiness for almost anything to occur, compared to the more 

comfortable ability to prepare for the pre-ordained structure-of-the-dayò (Skehan, 2003, 

p. 11). This is one of the reasons why certain teachers ñshy awayò from this method; 

consequently, TBI is not widely used. 

Moreover, the tasks themselves had been critiqued. Sheen (1994, p. 142) argued 

that tasks were still input dominated, the approach was controlled by Krashenôs 

theories, and TBIôs effectiveness remained to be proven by studies, especially when 

compared to traditional approaches such as PPP. Some scholars contended that since the 

students engaged immediately in communication, this approach was inadequate for 

beginners without sufficient linguistic support, since generally they were unprepared to 

produce such language output (Klapper, 2006, p. 120). Other researchers pointed out 

this methodôs predominant focus on oral expression (Bruton, 2005, p. 57). Another 

criticism was that during oral interactions, ñsince the students [were] in classes [that 

were] strictly homogeneous for native language, they tend[ed] to get masses of non-

native input which [would] tend to confirm their own interlanguage hypothesesò 

(Lightbown, 1991, p. 208). Furthermore, the listening and reading materials used in TBI 

might be structurally or lexically limited, and language structures would not be covered 
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adequately without a linguistic syllabus (Klapper, 2006, p. 120). Klapper (2006) also 

argued that: 

TBI fail[ed] to take much account of cognitive views of the language learning process, 

neglecting the roles of declarative knowledge and proceduralisation in the mistaken belief 

that tasks [were] not only a necessary but also a sufficient condition of SLA (p. 120). 

 

2.5.7 Other Methods 

Alternative approaches have also been developed, including total physical 

response (TPR), the silent way, the natural approach, and suggestopedia, but many of 

them were never widely adapted. Nonetheless, some of them still contributed to the 

field of language teaching (for more details on some of the contributions, see Richards 

and Rodgers, 2001), although many had a short shelf life (Brandl, 2007, p. 5).  

 

2.5.8 Considerations about Influential Approaches and Methods of Language Teaching 

As indicated earlier, Rivers (1981, p. 27) recommended that language teachers 

should reflect on any proposed method to determine its objectives, practicality and 

adaptabilit y; adequacy for their teaching situations and the type of learners; and their 

ability to handle the demands of working with a particular teaching method when 

considering their teaching load. However, to do so, teachers should be aware of the 

influential approaches and methods in language teaching. Nonetheless, were the MSL 

teachers at the DLL trained in these approaches, or were their teaching methods based 

on a trial-and-error or a hit-and-miss system? Therefore, in both the questionnaire and 

the interviews, teachers of both MFL-1 and MFL-2 courses were asked about these 

issues. Different questions were asked about the methods employed by the teachers to 

analyse the practices prevailing during the period of the study and to take note of the 

learnersô and teachersô perceived needs. 

Another element that is specifically linked to SLA theories and influential 

approaches and language teaching involves the syllabi. Generally, different types of 

teaching methods have different syllabi. Since two subsections in each research 

instrument are devoted to syllabi, it is worth reviewing the related terminologies and 

different perspectives of scholars specialising in this area. The next section starts with a 

discussion of the difference between curricula and syllabi, followed by a description of 
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different types of syllabi, which in turn will help in the analysis of the findings retrieved 

from the syllabi subsection of this studyôs research instruments.  

 

2.6 Curriculum vs. syllabus 

In some countries, certain institutions do not differentiate between the terms 

curriculum and syllabus. However, it is useful to make the distinction because a single 

curriculum can serve as the basis of a variety of syllabi with defined audiences, needs 

and objectives (Dublin and Olshtain, 1986, p. 35). In fact, according to them: 

a curriculum contains a broad description of general goals by indicating an overall 

educational-cultural philosophy, which applies across subjects, together with a theoretical 

orientation to language and language learning with respect to the subject matter at hand. 

A curriculum is often reflective of national and political trends as well (p. 34). 

 

Conversely, a syllabus had been described as ñthe specification of aims and the 

selection and grading of content to be used as a basis for planning é coursesò (Newby, 

2000, p. 590). Similarly, the focal point of a syllabus is ñwhat is taughtò and in ñwhat 

order it is taughtò (Cunningsworth, 1995, p. 54). Breen (1987a, p. 82) argued along the 

same lines and defined a syllabus as ñwhat [would] be achieved through teaching and 

learningò. It is also ña more detailed and operational statement of teaching and learning 

elements, which translates the philosophy of the curriculum into a series of planned 

steps leading towards more narrowly defined objectives at each levelò (Dublin and 

Olshtain, 1986, p. 35).  

According to Dublin and Olshtain (1986), the syllabus is the document with 

which policymakers ñconvey information to teachers, textbook writers, examination 

committees, and learners concerning the programsò (p. 28). They insisted that this 

document, sometimes named ñplanò, ñcurriculumò, ñcourse outlineò, etc., often failed to 

provide the necessary information because it might be too generic, leaving the teachers 

and learners without specific direction. This could lead to ña lack of cohesiveness in 

materials and examinations used within the systemò (Dublin and Olshtain, 1986, p. 28). 

On the other hand, they asserted that an elaborate and detailed syllabus could contain 

problems in some of its components, such as unrealistic goals; in other cases, no 

syllabus existed. Furthermore, a section of the curriculum or syllabus ñshould reflect the 

philosophical approach and educational approach that guided the policy-makersò 

(Dublin and Olshtain, 1986, p. 28). Upon examination of such an approach, it is 
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recommended that decision makers question the continued suitability of syllabi to 

current learnersô needs, learning materials and teacher training. 

Therefore, a curriculum provides a statement of policy, generally with abstract 

general goals. In fact, the National Curriculum Framework (NCF) of Malta envisages ña 

higher quality in the learning programmes and in the pedagogy with the scope of 

attracting learners to lifelong learningò (NCF, 2012, p. 31). On the other hand, a 

syllabus specifies details of course content. For this reason, one of the major tasks of 

syllabus designers is to turn the curriculumôs abstract goals into concrete objectives in 

the syllabus (Dublin and Olshtain, 1986, p. 40). A syllabus is vital in providing 

transparency, since it clarifies the course objectives, contents and teaching methods to 

the parties concerned; in regularising teaching and learning, amongst other things; and 

in providing uniformity and guidance by offering the methodology for the content to be 

taught (Newby, 2000, p. 591). Breen (1987a, p. 82) also highlighted the importance of a 

syllabus because it would ñprovide an accessible framework of the knowledge and skills 

on which teachers and learners [would] workò and would offer a plan for teaching and 

learning, thus giving its learners direction and continuity. It represents a retrospective 

description of what has been done, ensures accountability to the parties concerned and 

helps with evaluation. To be ecologically valid, a syllabus must harmonise with (1) the 

wider language curriculum, (2) the language classroom and its participants and (3) the 

educational institution and the broader society (Breen, 1987a, p. 82). 

According to Newby (2000, p. 590), a syllabus could be explicit, that is, exist as 

a separate document, while in some cases, it may be implicit. A case in point is a 

syllabus embedded in a textbook that emerges after a detailed observation of categories 

in the table of contents. To discuss this issue in more detail, the next sections deal with 

different types of syllabi, which in turn will help in the analysis of findings from the 

data retrieved from the syllabus subsection of the research instruments. 

 

2.6.1 Types of Syllabi 

Various scholars have distinguished amongst the different types of syllabi. 

Wilkins (1976) differentiated between analytic and synthetic syllabi. In the latter, 

ñdifferent parts of language are taught separately and step by step, so that acquisition is 
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a process of gradual accumulation of parts until the whole structure of language has 

been built upò (Wilkins, 1976, p. 2). The structural/grammatical/formal syllabus and the 

situational syllabus, amongst others, are considered synthetic types. Alternatively, the 

analytic syllabus is ñorganised in terms of the purposes for which people are learning 

the language and the kinds of language performance that are necessary to meet those 

purposesò (Wilkins, 1976, p. 13). Therefore, this type of syllabus does not focus on the 

grammar system but on the communicative purposes. For this reason, amongst others, 

the task-based syllabus is considered an analytic type. In contrast, Nunan (1988, p. 27) 

categorised syllabi into product-oriented or process-oriented types. The first type 

focuses on the knowledge and skills the learners should acquire as a result of 

instruction; this type includes the structural/grammatical/formal, the situational and the 

notional-functional syllabi. The second type, which focuses on the learning experience, 

includes the task-based and the negotiated syllabi. White (1988, p. 44) distinguished 

between type A and type B syllabi. Type A has ñan interventionist approach which 

gives priority to the pre-specification of linguistic or other content or skill objectivesò 

(White, 1988, p. 45). Therefore, the criteria and content of what is to be learned are ña 

gift to the learner from the teacher or knowerò (White, 1988, p. 44); this type includes 

the structural/grammatical/formal and the situational syllabi. On the contrary, type B 

does not view the teacher as the knowing expert but is concerned with how the language 

is learned and amalgamated with the learnersô experiences (Abbaspour et al., 2012, p. 

65); this type includes the task-based and the negotiated syllabi. 

 

2.6.2 Structural/Grammatical/Formal Syllabus 

The language content of a structural syllabus, also referred to as ñformalò or 

ñgrammaticalò, consists of forms and structures sequenced in the order they should be 

taught. A positive point of this type of syllabus is its capability to account for all forms 

of a language and link them in a coherent way (Cunningsworth, 1995, p. 56). According 

to Ellis (1993), it is probably one of the most common types of syllabi used, but its main 

problem is that of learnability, ñthe extent to which it is possible for learners to learn the 

structures they are taughtò (p. 91). This point was also echoed by Robinson (2009): 

ñSLA research has shown that the additive óaccumulationô of increasingly complex and 

accurate grammatical structures in a linear sequence is not what happens during SL 
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development, but this is what a structural syllabus would seem to predicate as evidence 

of learning in classrooms that employ itò (p. 296). Similarly, Klapper (2006, p. 67) 

argued that categorising the syllabus around grammar would repeat the errors of the G-

T approach, where students would learn grammar but would lack fluency in speaking 

and writing. However, for Nunan (1988, p. 33), one way to overcome such problems is 

to expose learners to naturalistic samples of text, from which students are formally 

obliged to learn the grammatical items indicated in the syllabus; at the same time, the 

naturalistic samples of text would provide a richer context for learning. 

 

2.6.3 Notional/Functional Syllabus 

Until the early 1970s, the majority of syllabi were structural, consisting of lists 

of formal items to be mastered by the learners. However, as previously discussed (see 

subsection 2.5.4, Communicative language teaching), after the mid-1970s, due to the 

changes in methodological principles, language learning became associated with the 

principles of CLT (Newby, 2000, p. 592), and the notional/functional syllabus was 

created by D. A. Wilkins (1976). This type of syllabus (alternatively termed notional or 

notional/functional) does not present the material in an additive way like that of the 

structural form but ñmoves from general sets of functions to more specific functions, 

and from the most common linguistic realisations of certain functions to more varied or 

órefinedô realisations of these functions. The ónotionô aspect is concerned with concepts 

such as ñtime, space, movement, cause and effectò, while the ófunctionô later describes 

and classifies ñthe intentional or purposive use of languageòò (White, 1988, p. 75). 

Nunan (1988a) defined functions as ñthe communicative purposes for which we [would] 

use languageò and notions as ñthe conceptual meanings expressed through languageò (p. 

35). Similar notions and functions were presented in the Council of Europeôs Threshold 

Level 1990 written by van Ek and Trim (1990). Based on this publication, ñsequencing 

is from the general to the particular or more precisely, cyclic in natureò (Breen, 1987a, 

p. 89). However, the methodology employed was still PPP (Abbaspour et al., 2012, p. 

67). 

Research suggests that organising the language content in such a way is viewed 

as more relevant to what the learners ñwill need eventually to do with the language once 

they have learned itò (Widdowson 1990, p. 131), thus reflecting Wilkinsô (1976) 
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ideology: ñthe process of deciding what to teach is based on consideration of what the 

learner should most usefully be able to communicateò (p. 19). However, a common 

critique for such syllabi is that it is problematic to determine the notions and functions 

of certain individuals (Long and Crookes, 1993, p. 16).  For Widdowson (1990, p. 130), 

this type of syllabus is no more communicative than a structural one because 

communication is achieved according to the classroom activities, not how the syllabus 

is organised. Similarly, Nunan (1988) emphasised that ñin courses based on principles 

of a communicative language teaching, it is important that these principles are reflected, 

not only in curriculum documents and syllabus plans, but also in classroom activities, 

patterns of classroom interaction, and in tests of communicative performanceò (p. 8). 

Those students who attend a course based on a notional/functional syllabus and who do 

not complete it ñwill still be able to take away with them something useful in the form 

of a limited communicative ability in [the language studied]ò (Cunningsworth, 1995, p. 

57). 

Nevertheless, in theory, the structural and functional syllabi do not conflict with 

each other but are mutually complementary because: 

the functional perspective of a functional syllabus develops the structural syllabus by 

incorporating into it a component which is sensitive to the learnersô communicative needs 

and provides them with units of communication as well as units of language form 

(Cunningsworth, 1995, p. 57). 

 

 

2.6.4 Situational and Topic Syllabi 

The organising principle in a situational syllabus is the selection and grading of 

real-world situations (Cunningsworth, 1995, p. 57), with the aim of teaching language 

that occurs in particular situations, such as at the grocer. A particular situation generally 

ñinvolves several participants who are engaged in some activity in a specific setting. 

The language occurring in the situation involves a number of functions, combined into a 

plausible segment of discourseò (Reilly, 1988, p. 1). Generally, the situations are 

presented in the form of dialogues and role-plays. The dialogues are generally used at 

the beginning of the lesson, usually including listening, memorisation and role-play 

simulation, where the learners supply or fill in much of the language used in a particular 

situation (Abbaspour et al., 2012, p. 67). One of the advantages of such a syllabus is 

that of tapping into studentsô knowledge of the world, making it more realistic and 
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motivating (Finch, 2000). However, it has two limitations: first, it is too tied to specific 

situations, and second, it is difficult  to ensure that the structure of the language is 

adequately covered (Cunningsworth, 1995, p. 57). These points were also reiterated by 

Finch (2000), who wrote about the topic-based syllabus sharing the same motivational 

potential of the situational syllabus. However, Finch maintained that both ñ[would] 

share the difficulties of defining and distinguishing situations and topics, dealing with 

the broadness of the concepts in materials design, predicting grammatical form, and 

grading and sequencing of contentò (2000, p. 1). However, Abbaspour, Rajaee Nia and 

Zare (2012, p. 67) argued that this type of syllabus could serve as a foundation for other 

syllabi, such as the structural or notional/functional types.  

 

2.6.5 Skill-Based Syllabus 

A skill-based syllabus offers a collection of particular language skills that may 

play a role in language use. Since its aim is for students to learn specific skills, it groups 

ñlinguistic competencies (pronunciation, vocabulary, grammar and discourse) together 

into generalized types of behaviour, such as listening to spoken language for the main 

idea, writing well-formed paragraphs, giving effective oral presentations, and so onò 

(Reilly, 1988, p. 1).  

This type of syllabus focuses on learning specific language skills. Its advantages 

(Richards, 2001, cited in Abbaspour et al., 2012, p. 73) include the use of each skill 

learned, applying it to many other situations and focusing on behaviour and 

performance. However, this type is criticised for being too limited in scope (Auerbach, 

1986), and since it lists skills and micro-skills, teachers have little or no guidance in the 

selection of texts to use for learnersô practice (Willis et al., 2005). 

 

2.6.6 Task-Based Syllabus 

The task-based syllabus, with Krashenôs acquisition theory as its underlying 

primary learning principle (Krahnke, 1987, p. 59), intends to ñorganise and present what 

is to be achieved through teaching and learning in terms of how a learner may engage 

his or her communicative competence in undertaking a range of tasksò (Breen, 1987b, p. 

160). This type of syllabus starts with a needs analysis to elicit a list of tasks in real-life 

situations (Nunan, 2001, cited in Abbaspour et al., 2012, p. 67). In fact, the ñcontent is a 
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series of tasks that learners need to perform with the language they are learningò 

(Krahnke, 1987, p. 17). Advocates maintain that it motivates the learners through the 

use of real-life needs as learning experiences (Krahnke, 1987, p. 61), and task-based 

syllabi are ideal for learners with well-defined purposes, such as those attending ESL 

courses, helping students acquire the language instead of merely learning it (Abbaspour 

et al., 2012, p. 76). Conversely, Krahnke (1987, p. 61) pointed out that such syllabi 

would require a high level of creativity and initiative from the teacher, and the 

evaluation of such tasks could be difficult.  

 

2.6.7 Combination of Syllabus Types 

Although the list presented here is not exhaustive, it covers the main types of 

syllabi. However, certain institutions or course designers do not abide by one type of 

syllabus but adapt to their respective learning and teaching scenarios. In fact, Dublin 

and Olshtain (1986, p. 38) argued that course designers might also consider using 

different types of approaches to bring about positive change. Indeed, a course designer 

might deem it necessary that for the first few years of a course, a structural/situational 

syllabus might be useful, then it could move on to ña functional plan, followed by a 

notional/skill combination, leading to a full communicative design for the final [part] of 

the courseò (Olshtain 1986, p. 38). Reilly (1988) argued along the same lines, stating 

that all actual language syllabi would use a combination of two or more syllabus types; 

therefore, ñin discussing syllabus choice and design, it should be kept in mind that the 

issue [would] not [be] which type to choose but which types, and how to relate them to 

each otherò (p. 1). Similarly, Klapper (2006, p. 131) mentioned that on the whole, 

advanced courses in higher education [would be] set up according to topics or themes. 

At the beginner and intermediate levels, the most common syllabus would remain 

structural, ñeven though it [might] sometimes be slightly camouflaged by additional 

functional and communicative elementsò (Klapper, 2006, p. 131). 

Furthermore, as already indicated, certain types of syllabi (such as the process 

syllabus) do not focus on what is taught and its order but on the learning process, 

involving continuous negotiations amongst the learners themselves and between the 

learners and their teacher to determine the course direction. Therefore, the focus is on 

the ñprocess rather than the productò (Cunningsworth, 1995, p. 54). Related to this 
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issue, Yalden (1983) earlier defined a syllabus as ñreplac[ing] the concept of ómethodô,  

... an instrument by which the teacher, with the help of the syllabus designer, [could] 

achieve a degree of ófitô between the needs and aims of the learner (as social being and 

as individual) and the activities which [would] take place in the classroomò (p. 14). 

 

2.6.8 Considerations about Syllabi 

Given this background, Newbyôs suggestion (2000, p. 591) was helpful; he 

claimed that an important step in syllabus design would be a needs analysis, from which 

the learnersô needs for the target language could be elicited. In such exercises, amongst 

other things, the researcher could extract the situations and domains where the learners 

could use the language, the topics to be included, the skills needed by the learners, their 

desired achievement levels and the methodology with which they would wish to be 

taught. Moreover, in a needs analysis, apart from the learners, teachers and sometimes 

employers could also serve as informants. Another source of input would be the 

theoretical aspect, such as methodology or current thinking in education, which would 

be mirrored in the content specifications (Newby, 2000). In an earlier study, Brown 

(1995, p. 35) viewed needs analysis ñas the basis for developing tests, materials, 

teaching activities, and evaluation strategies, as well as for re-evaluating the precision 

accuracy of the original needs assessmentò. Therefore, as Long (2005, p. 2) pointed out, 

familiarity with the history of a needs analysis (already noted in the first part of the 

literature review; see section 2.3, Needs analysis) would help avoid repeating past 

mistakes or reinventing the wheel. However, before ending this literature review and 

proceeding to the methodology chapter, it is essential to discuss issues related to 

learning materials, especially coursebooks, due to their particularly vital role in teaching 

and learning in the Maltese scenario. 

 

2.7 Coursebooks and other learning materials  

Coursebooks include not only textbooks and workbooks, but also other materials 

offered as a package by the publisher, such as recordings or visual materials 

(Woodward, 2001, p. 145). Ur (1996, p. 183) listed three perspectives about the usage 

of coursebooks: in some places they would be taken for granted, in others they would 



92 

 

 

not be used at all, and an in-between approach would use them selectively while 

extensively supplementing them with other materials.  

Many teachers and course organisers consider coursebooks an essential 

component because they can be varied and valuable resources for teaching (Tudor, 

1996, p. 75). Traditionally valued as an essential element in teaching and learning, the 

coursebook ñis an almost universal elementò and ñno teaching-learning situation, it 

seems, is complete until it has its relevant textbookò (Hutchinson and Torres, 1994, p. 

315). 

Coursebooks offer significant assistance for both students and teachers. They 

help teachers manage their lessons by giving direction, facilitating lesson delivery, 

serving as a source for homework, leading discussions and encouraging confidence and 

security. They also guide the teacher and provide a supportive environment during the 

disruptive and threatening process of change (for example, the introduction of new 

elements, including methodologies, areas of interest, approaches to syllabus design and 

concepts) because they introduce change gradually in a structured framework, thereby 

helping the teacher cope with novel contents and procedures. Thus, the ñgood textbook, 

properly used, can provide an excellent vehicle for effective and long-lasting changeò 

(Hutchinson and Torres, 1994, p. 323). Coursebooks can also serve as a source of 

supplementary materials, provide insights for classroom activities or even function as 

the curriculum itself (Garinger, 2002, p. 1). Additionally, the coursebook is generally an 

inexpensive and attractive resource, saving teachers time because it provides ready-

made teaching texts and materials (Ansary and Babaii, 2002, p. 2); it is also convenient 

to use because it is bound, easy to carry and does not depend on hardware or electricity 

supply (Ur, 1996, p. 184). Therefore, many teachers have come to rely on the contents 

of coursebooks, as no hard-pressed classroom teacher could match the quality of well-

presented materials without enormous costs in time, money and effort. 

Some students even argue that without a coursebook, their learning is not taken 

seriously [by their teachers] (Ansary and Babaii, 2002, p. 1; Ur, 1996, p. 193), and some 

learners think that published material is more reliable than teacher-generated material 

(Sheldon, 1988, p. 237). They regard the coursebook as a helpful guide to learning, both 

inside and outside the classroom (Hutchinson and Torres, 1994, p. 318), which gives 
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them a sense of progress because they can see what and how much they have 

accomplished in a course (Woodward, 2001, p. 146). Given a coursebook, a student 

who has missed a lesson can catch up by reading and working through the missed 

activities. Any student who finds lessons difficult can prepare in advance (OôNeill, 

1982, p. 105) or double check oneôs understanding afterwards. The coursebook offers 

learning tools that are independent of the teacherôs presence.  

Notwithstanding these cited benefits of a good textbook, other researchers and 

language practitioners have reservations. One argument is that no single coursebook can 

cater equally to the requirements of every learning group, so they should be used 

judiciously (Williams, 1983, p. 251). In fact, Swan (1992, p. 1) believed that every 

coursebook would need adaptation and supplementation to make it suitable for a 

particular learning group because no coursebook could contain exactly what a specific 

individual or class would require. In fact, Masuhara (2011) wanted ñcoursebooks that 

[would be] so engaging, inspiring, flexible and effective that [he could] just teach 

without extra workò (p. 236). Moreover, some coursebooks have characters and 

situations that are inadequate for the particular learning group taught or are of no 

interest to the learners (Little et al., 1995, p. 46). The coursebook should serve as a 

bridge for students because it is meant to facilitate learning, not to cause students to 

balk at it. Although the coursebook is designed for a general student audience, the class 

being taught is unique (Harmer, 2000, p. 258). OôNeill took the middle ground, arguing 

that while every learning group would have its own needs, there would often be ña 

common core of needs shared by a variety of groups in different places studying under 

different conditions at different timesò (1982, p. 105). 

Another criticism is that some teachers shirk from their responsibilities to take a 

critical approach in deciding what to teach and how to teach it, relying heavily on 

coursebooks instead (Swan, 1992, p. 1). Therefore, coursebooks can hinder teachersô 

creativity while providing the security, guidance and support for novice teachers, as 

they were designed to do. 

Another practical problem is that some coursebooks are identified as óbeginnerô, 

óintermediateô or óadvancedô, without adequately describing the language levels of 

target groups (Sheldon, 1988, p. 239). Other books contain exercise pages without 
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sufficient writing space; some books omit a description of their course rationale that 

should state exactly who the target audience is or how the material is chosen and 

sequenced. Others contain textual density on each page for cost-effective reasons, while 

some teachersô handbooks are ña little more than the student editions with inserted 

keysò (Sheldon, 1988, p. 239). 

Other scholars criticise coursebooks that do not contain authentic spoken and 

written language. The language presented is unnatural and does not sufficiently equip 

users with the vocabulary, language structure, grammar, expressions and conversational 

rules that are found in the real world. Some texts neither interest nor appeal to learners, 

while others are said to have inherent social and cultural biases. Many coursebooks 

contain extensive examples of stereotyping and gender bias (Litz, 2005, p. 7). The way 

the course materials are organised also affects learners. If the materials presented in the 

coursebook have the same pattern, the learner may get bored with the predictable 

lessons (Little et al., 1995, p. 46). On the other hand, the tutorôs use of alternative 

resources poses the ñrisk that students will end up with an incoherent collection of bits 

and pieces of materialò (Harmer, 2001, p. 305). 

Moreover, some coursebooks are regarded as the ñtainted end-product of an 

authorôs or a publisherôs desire for quick profitò (Sheldon, 1988, p. 239). These 

coursebooks are marketed with great fanfare and grand claims yet tend to suffer many 

shortcomings (Litz, 2005, p. 8). Therefore, ñcoursebooks evoke a range of responses, 

but are frequently seen by teachers as necessary evils. Feelings fluctuate between the 

perception that they are valid, labour-saving tools, and the doleful belief that ómasses of 

rubbish [are] skilfully marketedôò (Brumfit, 1985, cited in Sheldon, 1988, p. 237). 

Although many arguments are brought against coursebooks, they survive 

because they satisfy certain needs and prove the most convenient tools to provide the 

framework that the teaching and learning system requires (Hutchinson and Torres, 

1994, p. 317). A good coursebook should be as easy to use for the teachers as it is for 

the students. Its high-quality design, clarity and attractive appearance can help students, 

while the teacherôs manual contains methodological guidance to help teachers operate 

more effectively (Henriques, 2009, p. 41). Before choosing a particular coursebook for a 

specific learning group, teachers and administrators should develop criteria to evaluate 
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all available (or at least affordable) coursebooks to find the one that best suits teachers 

and students linguistically, pedagogically, technically and structurally. The coursebook 

should ñbe at the service of teachers and learners but not their masterò (Cunningsworth, 

1995, p. 7). Teachers should identify the coursebookôs strengths and weaknesses and be 

ready to ñtake over where the textbook leaves offò (Williams, 1983, p. 254). 

Furthermore, the teachers are not the slaves of the coursebook: 

Teachers are trained professionals who know the capabilities of various classes and the 

objectives of their courses. The textbook provides the teacher with material which can be 

used in innumerable ways. It is essential to know what is in the textbook and to [be] able 

to select, omit, recombine, and supplement this material as the class situation indicates. 

The teacher should know the textbook well enough to be able to prepare students for what 

is coming, to refer quickly to other parts of the book when this is desirable, and to make 

up for any deficiencies (Rivers, 1981, p. 484). 

 

Therefore, a systematic analysis of coursebooks is needed, not only to choose the 

most suitable one, but also to pinpoint its deficiencies so that the teachers could 

compensate with other materials. 

Although different arguments are in favour of or against the use of coursebooks, 

they could have a vital role in SL or FL teaching and learning. They will continue to be 

used by the majority of teachers and students. In many instances, however, textbook 

selection is based on personal preference and may be affected by factors unrelated to 

instructional methods, such as limited budget, availability or awareness of available 

coursebooks (Garinger, 2002, p. 1). Some teachers are unaware of the existence of 

coursebook evaluation checklists and base their choices on the simplistic criteria of 

popularity, reasoning that if the coursebook is doing well in sales, then it must be 

effective. About 25 years ago, they would have been partially correct in doing so due to 

the limited literature on coursebook evaluation schemes back then. In fact, at that time, 

Sheldon (1988, p. 240) noted the scarcity of published materials for the interested 

teacher to check. However, Skierso (1991, p. 432) pointed out that before beginning the 

process of evaluation, one would need to establish the basis of comparison; thus, 

preliminary information would be needed about the audience, the teacher, the syllabus 

and the institution. From the audience, one could get an idea of the learnersô 

backgrounds, learning aims and above all, the topics that interested them most. The 

topics ñ[might] come from questionnaires administered to potential students of the same 
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age group and interests as well as from open discussions with students at a similar 

levelò (Dublin and Olshtain, 1986, p. 109). Regarding the teachers, Skierso (1991, p. 

433) indicated that if the school board or the state would choose a coursebook, it would 

be important to obtain information on each instructorôs linguistic background, training 

and preparation to disclose the text requirements. An experienced teacher can adapt to 

the learnersô needs, but in many cases, a novice teacher ñneeds a text that has many and 

varied exercises to choose from and materials that are heavily annotated with 

suggestions for their useò (Ariew, 1982, p. 18, cited in Skierso, 1991, p. 433). A review 

of the course syllabus will  reveal the required contents and presentation of the materials, 

and the information ñconcerning the basic linguistic, psychological, and pedagogical 

principles underlying methods of language teaching will have to be specifiedò (Skierso, 

1991, p. 434).  

Thus, teachers have to assess the coursebook being used and analyse the 

learnersô needs and the aims of the syllabus to supplement the book with other learning 

materials. This approach will help learners feel interested and stay motivated. Moreover, 

the ñinterestò factor is also important for learning materials (Crooks and Schmidt, 1991, 

p. 491). Although ñat [the] minimum, research on learning styles should make us 

sceptical of claims that a single teaching method or textbook will suit the needs of all 

learnersò (Lightbown and Spada, 2006, p. 59), Littlemore (2002, cited in Klapper, 2006) 

provided a list to help all language practitioners create interesting teaching materials to 

accommodate different learning styles at some particular time: 

1. Use visual aids: illustrations, photographs, maps, diagrams, videos and 

films. 

2. Encourage visualisation, generating and manipulating mental imagery. 

3. Provide concrete examples to be reinforced by student-generated ones. 

4. Make use of metaphor, analogy and paradox. 

5. Employ language that makes a topic come alive. 

6. Help students make connections between ideas. 

7. Link the materials to studentsô lives and interests. 

8. Provide opportunities for experimental, hands-on learning. 

9. Make use of graphic organisers (flow charts, timelines, etc.). 

10. Provide opportunities for multi-sensory learning. 

11. Encourage creative writing. 

12. Use music. 

13. Employ creative dramatics such as simulation and role-playing. 

14. Use video interactivity (prediction, empathy, etc.). 
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15. Use the total physical response approach (physically acting out the 

language) (p. 92). 

 

2.7.1 Considerations on Coursebooks and other Learning Materials 

This discussion about coursebooks and learning materials reveals varying 

perspectives of different researchers. For Harmer (2000, p. 258), typically, the 

coursebook is designed for a general audience, but every class is unique. Thus, it is 

essential to investigate what learners and teachers think of the learning materials in the 

course. Are some of Littlemoreôs (2002) suggestions being used in these courses when 

teaching the four skills (reading, writing, listening and speaking)? When considering the 

teachersô backgrounds and training, do teachers and their learners need coursebooks 

and/or other learning materials to supplement the current teaching practices? In both 

research instruments in this PhD dissertation, the teachers and the learners of both 

courses were asked about these issues so as to analyse the practices employed during 

the period covered in the study and to take note of the learnersô and teachersô perceived 

needs. 

 

 2.8 Conclusion 

After reviewing the difference between SL and FL learning, the literature shows 

that the environment helps the SL learner a great deal. Since one can find an 

Anglophone everywhere in Malta, it is interesting to establish whether this is also the 

case in MFL courses (defined in this thesis as Maltese taught to foreigners in Malta by 

Maltese teachers). As shown in the coursesô description, the two courses at the DLL are 

aimed at adult learners over the age of fifteen. Adult learners have their own 

characteristics, including experiences, values, different learning patterns, personalities 

and motivations, along with personal circumstances and limitations that may hinder SL 

learning. Course coordinators and teachers should gather information about their 

learners through needs analysis to obtain adequate information to teach students better 

as individuals by using the right syllabus, different learning activities and suitable 

learning materials. The literature also shows that when developing new programmes, it 

is essential to assess, improve on or remedy shortcomings in those currently used. In 

this doctoral thesis, the focus on needs analysis emerges from the literature surveyed. 
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This needs analysis should cover the existing syllabus, teacher and learner populations, 

teaching methods, learning materials and resources, and in the teachersô case, teacher 

training. The literature also shows that triangulation is necessary when different sources 

and instruments are used; thus, because different sources were used in this study, 

triangulation by source and method was applied in the needs analysis.  

This literature survey shows that different SLA theories lead to different 

pedagogical approaches, which in turn lead to the development of different types of 

syllabi, teaching methods and learning materials. The behaviourist theory perceives 

language acquisition as the transfer of habits; however, innatism regards language 

acquisition as a mental process. Klapper (2006, p. 46) indicated that these contrasting 

views had brought researchers to a point somewhere in between these two extreme 

positions. In the cognitive tradition, learning is considered a complex skill, in which 

learners practise subskills until they arrive at an automatic performance; additionally, 

restructuring can occur during the learning process. In the interactionist theory, 

researchers emphasise the importance of opportunities to activate learnersô knowledge 

through language production. Although SLA theories agree that learners must be 

exposed to comprehensive input to acquire the SL, the interactionists emphasise the 

importance of two-way communication. As the literature shows, different influential 

approaches and methods, the majority of which emerged from these SLA theories, 

affect not only classroom delivery but also the learning materials. Some of these 

methods include the following: 

Á grammar-translation ï teaching grammar and bilingual vocabulary lists while 

practising translation and neglecting oral communication skills; 

Á direct method ï listening to the target language and expressing oneself in it; 

Á audiolingualisim ï habit formation through aural-oral practice through stimulus, 

response and reinforcement; 

Á communicative language teaching ï in the strong version, the learner uses the 

language to learn, while the weak version provides more structured classroom 

activities to learn the target language;  

Á form-focused instruction ï can be amalgamated with any of the previous 

approaches, with FonF focusing on form in context and FonFs focusing on 

forms out of context; and 
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Á task-based instruction ï activities in which learners interact with the target 

language while focusing mainly on meaning.  

Different types of syllabi emerged from these influential approaches: 

Á Structural/grammatical/formal ï consists of forms and structures sequenced in 

the order to be taught; 

Á notion/functional ï moves from general sets of functions to more specific ones; 

Á situational/topic ï comprises topics specific to teaching language;  

Á skill -based ï focuses on learning specific language skills; 

Á task-based ï contains a series of tasks to perform within the target language; and 

Á combination ï mixes different types of syllabi. 

In many language courses, coursebooks (textbooks and workbooks) and other learning 

materials (recordings and visual aids) complement these syllabi and teaching methods to 

assist learners and teachers in their learning/teaching ventures. As observed in this 

literature survey, different arguments are made in favour of and against coursebooks; 

however, coursebooks can have a vital role in instruction. The learning materials created 

by language practitioners must be interesting and accommodate different learning styles 

(Littlemore, 2002). 

 As indicated in the introduction to this thesis, I was not trained in SL teaching 

but in teaching Maltese to natives. However, the two-year period in which I taught 

Maltese to foreigners provided different experiences and challenges to be overcome. 

Because prior experience could bias research, information for this study was gathered 

from various sources using different research instruments, all of which underwent 

reliability and validity checks. The preceding literature review was also vital for various 

reasons. It provided an overview of SLA theories and methodologies, updated my pre-

existing beliefs and helped with critical self-questioning, aided in the formulation of 

questions for this studyôs instruments and provided theoretical support during the 

discussion of the data analysis and interpretation.  

This discussion of the literature helps provide a theoretical framework for SL 

teaching and learning practices. It also forms a basis for discovering the philosophies 

underpinning different teaching and learning scenarios, syllabi, methods and learning 

materials used in courses, which in turn help evaluate the MFL-1 and MFL-2 courses at 
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the DLL. Because this evaluation depends on the creation of specifically designed 

instruments, the next chapter discusses the research design and methodology.  
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Chapter 3 

 

Research Design and Methodology 

 



102 

 

 

3.0 Introduction  

This chapter explains the paradigms that influenced this research to provide a 

better understanding of why a certain methodology was employed to carry out this 

study. Thus, this chapter focuses on the philosophical and theoretical underpinnings of 

combining quantitative and qualitative approaches. It also presents the research design 

adapted in this study that was guided by the research paradigms. The data collection 

process and analysis are also discussed. Lastly, the ethical issues are addressed to show 

how all the participantsô privacy and anonymity were taken into consideration, how 

access to the field was granted, written consent was obtained, and the recoded interview 

data were preserved in a safe place. 

 

3.1 Research paradigms 

Paradigms are ways of conceiving the world because they ñare patterns of 

beliefs and practices that regulate inquiry within [a] discipline by providing lenses, 

frames and processes through which investigation is accomplishedò (Weaver and Olson, 

2006, p. 460). Every paradigm has its approach in answering the ontological question 

(i.e., the nature of reality), as well as its own epistemological assumptions (i.e., the 

relationship of the researcher with what is being researched) and particular research 

designs associated with it. However, Guba and Lincoln (1994) stated: 

Questions of method are secondary to questions of paradigm, which [they] define as the 

basic belief system or world view that guides the investigation, not only in choices of 

method but in ontologically and epistemologically fundamental ways (p. 105). 

 

For this reason, it is important to question the research paradigm of a study.  

In the case of this doctoral research, two paradigms guided this investigation: the 

positivist and the interpretative types. Quantitative research methods are associated with 

the philosophical foundations of the positivist paradigm, while the qualitative 

methodology relates to the interpretative paradigm. The positivist view is more 

objective, in which one truth exists, while for the interpretative view, many truths and 

realities exist, with different persons having various needs and perceptions. Moreover, 

the interpretative paradigmôs methodological approaches are associated more with 

providing an opportunity for research participants to be heard (Weaver and Olson, 2006, 

p. 463). As Patton (2002) stated, interviews yield ñdirect quotations from people about 
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their experience, opinions, feelings, and knowledgeò (p. 4). Harre (1981, cited in 

Lincoln and Guba, 1985) thought along the same lines: 

Where positivism is concerned with surface events or appearances, the [qualitative] 

paradigm takes a deeper look. Where positivism is atomistic, the new paradigm 

establishes meaning inferentially. Where positivism sees its central purpose to be 

prediction, the [qualitative] paradigm is concerned with understanding (p. 30). 

 

The next section explains how both paradigms were used in this PhD 

dissertation. Their mixed methods help provide the ability to statistically analyse the 

data retrieved from the questionnaires from all sources, while deepening them with the 

face-to-face, semi-structured interviews.  

 

3.2 Research methodology  

Traditionally, many research traditions have distinguished between quantitative 

and qualitative research. According to Patton (2002), qualitative methods assist in 

studying details and issues in depth, while quantitative methods use standardised 

measures ñto fit varying perspectives and experiences of people into a limited number 

of predetermined response categories, to which numbers are assignedò (p. 14). 

Furthermore, with a quantitative approach, the researcher can measure the reactions of a 

large number of people ñto a limited set of questions, thus facilitating comparison and 

aggregation of data, [which] é gives a broad, generalizable set of findings presented 

succinctly and parsimoniouslyò (Patton, 2002, p. 14). On the other hand, qualitative 

methods give a wealth of detailed information about a smaller number of people, which 

helps provide a deeper understanding of the situation but reduces generalisability 

(Patton, 2002, p. 14). Wimmer and Dominick (1994) also indicated this point: ñwhereas 

quantitative researchers strive for breadth, qualitative researchers strive for depthò (p. 

140). Moreover, quantitative research is described as controlled, objective, outcome 

oriented and assumes the existence of ófactsô that are external to and independent of the 

researcher, while qualitative research assumes that all knowledge is relative, ñthat there 

is a subjective element to all knowledge and research, and that holistic, ungeneralisable 

studies, are justifiableò (Nunan, 1992, p. 3). 

 Mixed research is ñrecognised as the third major research approach or research 

paradigm, along with qualitative and quantitative research. [It is] an approach to 

knowledge (theory and practice) that attempts to consider multiple view points, 
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perspectives, positions and standpointsò (Burke Johnson et al., 2007, pp. 112ï113). 

Thus, it is a type of research in which a researcher combines elements of qualitative and 

quantitative approaches to obtain ñbreadth and depth of understanding and 

corroborationò (Burke Johnson et al., 2007, p. 123). Citing different theoretical sources, 

Greene et al. (1989) listed five purposes of mixed-method evaluation designs:  

1) triangulation, which seeks convergence, corroboration and correspondence of results 

from different methods;  

2) complementarity, where elaboration, enhancement, illustration and clarification of 

results from one method are combined with the results from the other method;  

3) development, which seeks to use the results from one method to help develop or 

inform the other;  

4) initiation, which helps discover paradox and contradiction, gives new perspectives and 

helps in the recasting of questions or results from one method with those from the other; 

and  

5) expansion, which extends the breadth and range of inquiry (p. 259).  

 

The advantage of triangulation was also echoed by Patton (2002): ñStudies that use only 

one method are more vulnerable to errors linked to that particular method than studies 

that use multiple methods in which different types of data provide cross-data validity 

checksò (p. 248).  

This research simultaneously employed quantitative and qualitative methods, 

with limited interactions between the two sources of information during the data 

collection stage, but the findings complemented each other at the data interpretation 

stage (Morse, 1991, cited in Burke Johnson et al., 2007, p. 115). The mixed methods 

were not aimed at triangulation in any positivist sense and there is no claim to the 

research being able to arrive at ñobjective truthsò. However since this is the first PhD 

dissertation addressing MSL in Malta, the mixed research methods and different sources 

were employed to obtain richly illuminative insights into the phenomena being 

investigated, providing a detailed picture of the situation under study. Thus, this work 

offers indicative data that provides the first snapshot of MSL teaching and learning. 

 

3.3 Research design  

A needs analysis was conducted with the learning groups that were attending the 

MFL ï MQF-1 and MFL ï MQF-2 courses in 2012ï2013, as well as with their teachers, 

to find out their perceived needs and suggestions in relation to MSL courses. The 

learnersô needs in terms of the syllabus, teaching methods and materials were compared 

with their perceptions of what was being offered in the course they were attending to 
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determine if it satisfied their needs. Additionally, the teachersô perceived needs in terms 

of the syllabus, teaching methods and materials (and in some cases, including the 

teachersô perceptions of learnersô needs) were compared with their perceptions of the 

courses that were then being offered by the DLL. The teachersô and the studentsô 

perceived needs and suggestions were also compared to gain insights into their 

similarities and differences. Its purpose was ñto obtain a snapshot of conditions, 

attitudes, and/or events at a single point in timeò (Nunan, 1992, p. 140), thus helping 

evaluate the whole system and pinpointing what should be amended in the teaching 

scenario. From the three possible points (West, 1994, p. 5) where a needs analysis could 

be carried out ï before, at the start of and during the course ï the last option was chosen 

because (as the literature review showed) of the participantsô clearer perceptions at this 

stage; however, this brought about certain limitations (for more details, see section 7.3, 

Limitations of the study). In fact, this needs analysis was conducted in the last weeks 

before the end of the course.  
  Two sets of instruments were used in this study (questionnaires and interviews). 

As Brown (2007) explained: 

Language surveys are any survey research studies that gather data on the characteristics 

and views of informants about the nature of the language or language learning through 

the use of oral interviews or written questionnaires (p. 2). 

 

For the first stage of the study, two questionnaires (one each for teachers and learners) 

were used to investigate their perceptions of the MSL courses at the DLL and some of 

the participantsô needs and suggestions. At the second stage, these were complemented 

by semi-structured interviews, which sought more in-depth, qualitative information. 

These courses were intended for adults; therefore, the learners comprised the 15+ age 

group.   
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A schematic diagram (Figure 2) represents the research design. 

 

Figure 2. Research design 

 

3.4 Questionnaire design  

As indicated in the literature review, Dublin and Olshtain (1986, p. 27) 

recommended that before creating a new language programme, it would be crucial to 

assess the current one in operation because new programmes either expand and improve 

the present ones or remedy their shortcomings. To survey existing programmes, five 
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components should be analysed: the existing curriculum and syllabus, the materials in 

use, the teacher population, the learners and the resources of the programme (Dublin 

and Olshtain, 1986, p. 27). I adopted a similar approach but with an addendum 

consisting of teaching methods and teacher training. In fact, two questionnaires were 

developed, one each for learners (see Appendix A) and teachers (see Appendix B). The 

questionnaire for the learners was divided into three sections: Background Information, 

Current Course (with the Syllabus, Teaching Methods and Materials subsections) and 

perceived needs and suggestions (with the Syllabus, Teaching Methods and Materials 

subsections). The teachersô questionnaire contained four sections, similar to the three 

mentioned above to enable comparison, plus Teacher Training. The survey of the 

resources, as indicated by Dublin and Olshtain (1986, p. 27), was amalgamated with the 

materials subsection.  

A common problem encountered by many researchers is determining what 

questions to ask so as to obtain useful data from participants. To overcome this 

problem, the University of Leeds (2013) suggested:  

A key link needs to be established between the research aims and the individual questions 

via the research issues. Issues and questions can be determined through a combined 

process of exploring the literature and thinking creatively. 

 

For this reason, apart from the literature review from which different questions 

emerged, various specialised sources about elicitation techniques and instrument 

creation were consulted to lay the foundation for developing the questionnaires. 

These included Cohen et al. (2009, pp. 334ï341), Nunan (1992, pp. 143ï145) and 

Rossettôs (1982) typology for generating needs assessments.  

 

3.4.1 Background Information 

The first section of the questionnaires consisted of 10 questions for the learners 

and seven for the teachers, which sought their background information. Some items 

offered dichotomous choices (yes/no), others were checklist questions, and others were 

to be filled in. These options made answering easy for the participants, who were also 

given the opportunity to add comments to some items. This section yielded information 

relating to the participantsô personal and academic backgrounds, the courses they were 

attending or teaching, and the studentsô motivation for learning Maltese. As mentioned 

earlier, preliminary information was needed concerning the learners and the teachers 
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prior to the evaluation process. The learnersô answers provided a snapshot of their 

backgrounds and learning aims (Skierso, 1991, p. 432), while the teachersô responses 

gave a snapshot of their backgrounds (e.g., experiences) and perceptions about their 

studentsô learning aims. The data obtained from this section helped in addressing certain 

issues and drawing certain conclusions, for example: Are the learners a homogeneous or 

heterogeneous group? Is it possible to classify the learners into homogeneous groups 

and organise a course specifically for them? Are the teachers and the learners on the 

same wavelength regarding the latterôs aims? 

 

3.4.2 Current Course 

The second section of the learnersô and the teachersô questionnaires consisted of 

Likert-scale questions, a few fill-in items and an open-ended question at the end. The 

five-point scale system used (e.g., all of the time, most of the time, often, rarely and 

never) ñbuil[t] in a degree of sensitivity and differentiation of response[s] while still 

generating numbersò (Cohen et al., 2009, p. 325). The three subsections (Syllabus, 

Teaching Methods and Materials) reflected the three areas under study in the research 

questions. The open question gave the participants an opportunity to add any remarks 

regarding what should be changed in the course. 

 

3.4.3 Perceived Needs and Suggestions about the Syllabus, Teaching Methods and 

Materials 

The third section of the questionnaire asked the learners and the teachers (and in 

some cases, these included the teachersô perceptions of learnersô needs) about their 

perceived needs and suggestions to seek their opinions on practices in terms of the 

syllabus, teaching methods and materials. The majority of the questions comprised 

Likert-scale items; a few were checklist questions or to be filled in. These were included 

to obtain information about the participantsô ideals and thus to ñprioritize and select 

from among several needs or facets of one needò (Rossett, 1982, p. 31). 

 

3.4.4 Teacher Training 

The teachersô questionnaire had an extra section, Teacher Training, which 

consisted of a Likert-scale question, a checklist question and another to be filled in. 
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In conclusion, the majority of the questions in these questionnaires could be 

analysed quantitatively. However, it might be argued that with Likert-scale or 

dichotomous questions, participants could not ñadd any remarks, qualifications and 

explanations to the categories, and there [would be] a risk that the categories might not 

be exhaustive and that there might be bias in themò (Oppenheim, 1992, cited in Cohen 

et al., 2009, p. 321). To counter this limitation, the questionnaires also included 

qualitative data from the open question, and the questionnaires were supplemented by 

semi-structured interviews, which sought deeper, qualitative information because ñwhile 

responses to closed questions [would be] easier to collect and analyse, one [could] often 

obtain more useful information from open questions. It [would] also [be] likely that 

responses to open questions [would] more accurately reflect what the participants 

[would] want to sayò (Nunan, 1992, p. 143). 

 

3.4.5 Piloting of Questionnaires  

Piloting is an essential stage to avoid pitfalls (Nunan, 1992, p. 143). Thus, its 

principal aim is to increase ñthe reliability, validity and the practicability of the 

questionnaireò (Cohen et al., 2009, p. 341). For this reason, two teachers and two 

learners were chosen to test the questionnaires. Both teachers hold a degree and a 

warrant to teach Maltese and another FL. Both teach Maltese to natives and MSL (one 

in a private school and the other in a state school), as well as another FL. On the other 

hand, the two learners had attended Maltese language courses at a local council. The 

first test run of the teachersô questionnaire was conducted with one teacher on 23 March 

2013, followed by the testing of the learnersô questionnaire on 26 March 2013 with one 

learner, then by another test on the teachersô questionnaire on 29 March 2013 with 

another teacher, followed by the second testing of the learnersô questionnaire on 9 April 

2013 with another learner. 

 In all cases, after the studyôs aim was explained, each participant was briefed on 

the procedure: he/she was to fill in the questionnaire at his/her own pace, and if 

something was unclear or if there was any difficult terminology, he/she was to mark it 

so that it could be discussed later. During the piloting of the questionnaires, special 

attention was paid to the time it took each participant to finish. Afterwards, the 
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participant was asked to comment on the clarity of the questionnaire design and whether 

there were any ambiguous questions and words that he/she did not understand. 

In the first piloting, the teacher offered the following suggestions for 

improvement of the questionnaireôs design. There should be no hanging instructions, the 

spacing between the statements should be consistent, and the numbers of the Likert-

scale questions should all start from the same point and be lined up underneath each 

other. The questionnaire should be in booklet form to make it easier for the participant 

to view previous questions and to make the questionnaire more environmentally 

friendly. However, his/her major critique focused on section D, Domains and Situations, 

indicating its need to be redesigned to make it easier for participants to tick the 

situations. Regarding question ambiguity, he/she commented on the terms used in the 

five-point scale (e.g., not at all important, unimportant, indifferent, important, very 

important). He/she stated that the scales in the sections needed to be consistentðthat is, 

if number 1 = very important in section A, then in all sections, number 1 must be 

associated with the best option of the scale. For this reason, he/she suggested that in the 

other two scales, 1 should represent all of the time and very comfortable. Another 

suggestion was that at the beginning of each section, the scale should be clearly defined, 

and since it was very important, it should be well designed. Moreover, if the scale 

would change for some questions, this should be clearly demarcated to eliminate much 

of the ambiguity, thus leading to more accurate results. As for terminology, he/she 

commented that although he/she knew the meaning of a portfolio, the key term that the 

teacher did not understand was ñEuropean language portfolioò. To remedy this, its 

definition was inserted in a footnote. All these pieces of advice were followed because 

everything made sense. After redesigning the questionnaire with the help of a 

professional designer, the same participant was shown the new version, with which 

he/she was generally pleased. However, although agreeing that section D was now 

better designed, he/she feared that learners could still become confused. His/her 

reservation was noted, which was then tested in the next piloting with an adult learner. 

It is worth mentioning that the amendments to the teachersô questionnaire were also 

applied to the learnersô questionnaire; both questionnaires were designed along the same 

lines to make it possible to compare responses. 
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The first learner commented that the questionnaire was well designed and very 

clear. However, similar to the teacherôs feedback, he/she mentioned that section D, 

Domains and Situations, was complicated and difficult to fill in. He/she suggested that 

this section be removed altogether and that the request for the domains of interest to the 

learners be asked in the interview. Concerning ambiguity, the learner remarked that of 

the Likert-scaleôs terms (not at all important, unimportant, indifferent, important and 

very important), indifferent was not the right word to express his/her feelings. After this 

trial, I discovered that Cohen et al. (2009, p. 326) used neither important nor 

unimportant instead of indifferent, and instead of very unimportant, they used not at all 

important. To improve the terminologyôs relevance, the Likert-scale items were 

changed to reflect Cohen and colleaguesô phrase choices. Similar to the teacherôs 

confusion, the learner did not understand the term ñEuropean language portfolioò 

because he/she had never heard of it. This participant took about 35 minutes to fill in the 

questionnaire, 9 minutes more than the teacher participant did. However, during this 

time, he/she chatted a lot but still commented that the questionnaire should be 

shortened. After this trial, it emerged that the only problem with the questionnaire was 

section D. This learnerôs advice was taken and this section was removed, not only 

eliminating the previously faced difficulty but also shortening the questionnaire by 

25%. However, it was compensated for in the interview section.  

 In the next piloting, the second teacher commented that the questionnaire was 

well designed, very well-spaced and symmetrical. However, this teacher found 

ambiguity in two titles. After a review of both questions, it emerged that both contained 

an inappropriately placed word, which was corrected. The only key term that the teacher 

suggested to be defined was the abbreviation (CEFR) used in question 27. Thus, it was 

defined in a footnote: ñThe Common European Framework of Reference for 

Languages is a guideline used to describe the achievements of learners of foreign 

languagesò. The completion time for this questionnaire was 15 minutes, which meant 

that it was reasonable for participants. In the last piloting, the second learner 

commented that the questionnaire was well designed and very clear and he/she 

understood all questions clearly; however, he/she had also never heard of the term 

ñEuropean language portfolioò. This participant took about 20 minutes to fill in the 

questionnaire. The quantitative data from the last two piloted questionnaires, which 
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comprised almost the entire finished instrument, were coded and entered in an Excel 

spreadsheet; from the data gathered, frequencies and percentages were drawn 

(descriptive statistics). Although the outcome was not as realistic as that of a real study 

due to the limited responses of only two participants per questionnaire, it gave a clear 

idea of how questions should be coded and statistics should be presented. Regarding the 

qualitative data from the questionnairesô open questions, although the responses were 

limited to those of the few pilot participants, the statements were coded and a theme 

was identified. Regarding the option of having more participants, it was nearly 

impossible in the case of the teachers because in Malta, very few teach Maltese to 

foreigners; thus, to balance the numbers of teacher and learner participants, two 

representatives from each side were recruited for the test runs. 

 

3.5 Semi-structured interview design  

As already noted, the questionnaires were supplemented by face-to-face, semi-

structured interviews to retrieve more in-depth, qualitative information. As such:  

personal interviews allow for gathering data privately. As a result, you can establish a 

certain level of confidentiality and trust, which, if handled correctly, is more likely to lead 

to the ótrueô views of the participants than, say group interviews (Brown, 2007, p. 5). 

 

The semi-structured interview questions emerged from sources similar to those 

mentioned for the questionnaires. These included Cohen et al. (2009, pp. 356ï359), 

Nunan (1992, pp. 149ï153) and Rossettôs (1982) typology for generating needs 

assessments. However, this time, three interview texts were created: one for learners, 

one for teachers and one for an education spokesperson (see Appendix C). The 

interview with an education spokesperson aimed to obtain additional information from 

another source concerning the courses offered from an administrative perspective. The 

education spokesperson was not given a questionnaire because he/she was not a Maltese 

language teacher and therefore could not appropriately answer it. However, the 

interview structure for the education spokesperson was developed along the same lines 

as those for the learners and the teachers to make comparison possible. Nonetheless,  the 

questions for the education spokesperson generally focused on an administrative angle 

(e.g., ñWho takes part in the decision-making process in developing the syllabus?ò), 
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whereas the learners and the teachers were asked: ñWere you involved in the decision-

making process in developing the syllabus?ò 

All the interviews started with warm-up questions and had the three common 

subsections of Syllabus, Teaching Methods and Materials, reflecting the three areas 

being researched. This subdivision made complementarity possible between what was 

found on the questionnaire and what emerged from the interviews. However, the 

interviews with the teachers and the education spokesperson had an extra section on 

training. 

   

3.5.1 Piloting of Interviews 

Even in the interviews, piloting was essential. As Nunan (1992) mentioned, ñthis 

[would] give the researcher the opportunity to find out if the questions [were] yielding 

the kind of data required and to eliminate any questions [that might] be ambiguous or 

confusing to the intervieweeò (p. 151), thus strengthening the instrumentôs reliability 

and validity. The teachers and the learners who piloted the questionnaires did the same 

with the interviews on the dates of the questionnairesô trial runs. The first teacher 

immediately understood the interview questions, and the qualitative information he/she 

gave was exactly what was needed for this study. He/she also elaborated on the issues 

addressed in the interview but pointed out that another question needed to be inserted at 

the start: ñIs there a syllabus for the course/s offered?ò Following this trial, the indicated 

question was added. In the first trial with one learner, the participant immediately 

understood the questions, and the qualitative information he/she provided addressed 

precisely what was needed for this study. Moreover, to compensate for the absence of 

section D on the questionnaires, two new questions for both the learner and teacher 

interviews were added: 

Å Which situations and topics are covered in this course?  

Å Which other situations and topics do you think should be covered? 

These essential changes were made to the research instruments used with both teachers 

and learners, which necessitated a second piloting with another learner and teacher. The 

second teacher trial indicated that the newly added questions helped emphasise the 

situations and themes addressed during this course. With this amendment, the 
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participants also had the chance (if they wished) to suggest topics and/or situations that 

they felt could be added to the course. In the second learner trial, the participant 

immediately understood the questions, and the qualitative information he/she offered 

was exactly what was required for this study. Therefore, these research instruments 

were prepared for the next stage, that is, the research.  

 

A schematic diagram (Figure 3) represents the study design. 

 

Figure 3. Study design 
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3.6 Data collection: Questionnaires 

In this study, a group administration of the questionnaires to the whole 

population of teachers and learners in both courses was chosen as a ñrelatively efficientò 

method (Brown, 2007, p. 5). However, the self-administrative approach might make 

more sense with a wide geographic distribution or a large number of participants. The 

Maltese Islands are small; thus, geographic distribution was not a problem. Considering 

the number of persons attending these courses, it was possible to use the group 

administration approach. In fact, when this research commenced, there were 12 groups 

of MFL-1 learners, with one group based in Gozo, which together had 60 learners. From 

these, 58 participated in the survey questionnaire. Thus, from all the learners present, 

one underaged student did not participate in the study, and another who did not know 

the English language could not participate due to the language barrier. There were nine 

teachers for the 12 MFL-1 learning groups. On the other hand, when the study 

commenced, there were two groups of MFL-2 learners, totalling nine students who all 

participated in the study. Initially, there were three groups; however, one class was 

cancelled in May 2013. Nevertheless, all three teachers participated in the survey. It was 

evident that personally administering the questionnaires centre by centre would lead to a 

very high return rate because the researcher would have a captive audience (Brown, 

2007, p. 5). Moreover, the researcher could respond to any queries and be aware of the 

conditions when the learners filled in the questionnaires (Brown, 2007, p. 5). 

 

3.7 Data collection: Interviews 

In the case of the semi-structured interviews, it was not possible to interview the 

entire population of learners in both courses because ñinterviews might be used 

effectively with a few of the participants in a language programme, [in contrast to] a 

survey [that] would be more effective for obtaining the views of all the participantsò 

(Brown, 2007, p. 6). Thus, for the learnersô interviews only, stratified random sampling 

was used, where:  

1. the population of interest was identified,  

2. the participants were selected randomly from each of the strata in the population 

and 
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3. the resulting sample was examined ñto make sure that it [had] about the same 

proportion of each characteristic as the original populationò (Brown, 2001, p. 

73).  

As regards condition 1, this needs analysis was performed with two levels, MFL-1 and 

MFL-2, with each level having different groups taught in various locations around 

Malta and Gozo, some of which were delivered by different teachers. Therefore, in the 

case of MFL-1, a learner from each group was interviewed; for MFL-2, two learners 

from each group were interviewed, since the former course had 12 groups, whereas the 

latter only had two groups. Thus, one or two learners from each group were chosen to 

give a realistic representation of the entire student population. Having a óvoiceô from 

each group was a critical issue because (as found out later) in the case of MFL-1, the 

syllabus was too vast and generic, while MFL-2 had none. As Dublin and Olshtain 

(1986) maintained, an overly generic syllabus or its absence could leave the teachers 

and learners without a specific direction, while it could lead to ña lack of cohesiveness 

in materials and examinations used within the systemò (p. 28).  

As indicated in section 3.10 (Ethical issues), at the end of each questionnaire, 

those interested in participating in the interviews had to provide contact details so that 

they could be reached later. Afterwards, these reply slips were collected and drawn 

randomly, giving each participant from each group the same opportunity to be selected. 

However, in some cases, the learner interviewees were not sufficiently proficient in 

English and could not understand the questions, or even if they understood, their 

answers did not make sense or were limited to yes or no. In such cases, the interview 

recording was deleted and another interviewee was selected, using the same procedure. 

With the benefit of hindsight, this problem could have been avoided if the reply slip 

indicated that the interviewees were required to have a good command of English, in 

which the interview would be conducted. The same method was adopted for the 

interviews with the MFL-1 and MFL-2 groups. 

Concerning the interviews with the teachers, since only 12 taught both groups, 

the aim was to interview all of them to obtain the whole picture from their point of 

view. However, the reply slips on the questionnaires revealed that from the nine 

teachers handling the 12 groups of MFL-1 learners, two did not show an interest to 

participate in the interview. On the other hand, from the three teachers teaching MFL-2 
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learners, only one accepted to be interviewed. In the teachersô case, no language 

problem was encountered because in the reply slip, they were given the option: ñThe 

interviews could be done in the language you prefer: Maltese or Englishò. In fact, since 

the first questions in the interview were warm-up ones, initially, the majority of the 

teachers spoke in English; however, when the questions needed more elaborate 

responses, they switched to Maltese. The quotations taken from the teachersô and the 

education spokespersonôs interviews were translated by me into English (see section 

7.3, Limitations of the study).  

All the interviews were recorded. As Bryman (2012) pointed out, ñwith 

approaches that [would] entail detailed attention to language, such as conversation 

analysis and discourse analysis, the recording of conversations and interviews [...,] to all 

intents and purposes [, would be] mandatoryò (p. 482). 

 

3.8 Data analysis 

Some of the data used in both questionnaires used nominal scales (numbers that 

denote categories). Such questions included sex (1 = male and 2 = female) and age of 

the learners (1 = 20 years or younger, 2 = 21ï30, 3 = 31ï40, 4 = 41ï50, 5 = 51ï60, 6 

=  61ï70 and 7 = over 70). Nominal data ñdenote discrete variables, entirely separate 

categoriesò (Cohen et al., 2009, p. 502). However, the majority of the data in both 

questionnaires used ordinal scales, referring to a scale ñthat not only classifies but also 

introduces an order into the dataò (Cohen et al., 2009, p. 502), such as 1 = all of the 

time, 2 = most of the time, 3 = often, 4 = rarely and 5 = never. Both nominal and 

ordinal data, which are often derived from questionnaires and surveys, ñare considered 

to be non-parametricò, meaning that they ñmake no assumptions about the population, 

usually because the characteristics of the population are unknownò (Cohen et al., 2009, 

p. 503).   

For nominal and ordinal data, one can calculate frequencies and percentages and 

present them in a variety of forms. In this thesis, descriptive statistics were used to 

analyse the nominal and ordinal data on the questionnaires. As the term implies, 

descriptive statistics ñdescribe and present data in terms of [the] summary of 

frequenciesò (Cohen et al., 2009, p. 503). Using the Excel program, data were entered, 
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then percentages were calculated and presented in a table for each question. Table 11 is 

reproduced here as an example from the MFL-1 learnersô questionnaire: 

  

Table 11. Participantsô feedback about course organisation 

 

Q. 12: Lessons during this course are organised according to                  

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. grammar 27.6% 

(16) 

44.8% 

(26) 

24.1% 

(14) 

  3.4% 

(2) 

b. topics 19% 

(11) 

31% 

(18) 

29.3% 

(17) 

15.5% 

(9) 

 5.2% 

(3) 

c. tasks 3.4% 

(2) 

13.8% 

(8) 

27.6% 

(16) 

25.9% 

(15) 

8.6% 

(5) 

20.7% 

(12) 

d. other 

methods 

Yes 

P6: Time and numbers 

P13: Dining/sports/TV news 

P15: Listening comprehension  

P35: Number of students 

P37: Everyday life/on the bus/directions 

 

Since these questionnaires were used for learners and teachers of two different 

courses with varying populations for each group, percentages on their own ñ[could] 

mask the real numbers, and the readers [would] need to know the real numberò (Cohen 

et al., 2009, p. 509). For this reason, the frequency was enclosed in parentheses under 

each percentage. From Table 11, it could also be observed that in every question, the not 

filled (NF) category comprised a separate column, for four reasons. First, since the 

perceptions on what was offered in the course were compared to the needs of 

learners/teachers, plotting all the data made full comparisons possible. Second, 

providing all the data to readers, from which conclusions were drawn, was helpful 

because the ñdata provided [were] open to evaluative interpretationò (Tomlinson, 2003, 

p. 16). Third, in some cases, NF served as an indicator that the question was ambiguous 

or the participants were unwilling to answer due to sensitivity and privacy issues, such 

as hiding their identities. Fourth, in the Excel spreadsheet and even in the tables, all the 

frequencies obtained from all categories, including NF, were added, and the fact that 

100% was reached served as a validity check that all the data were entered. In the 

majority of the tables, the participants were also given the option of other reasons; as 

indicated earlier, this was one of the techniques (others included the open question and 
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semi-structured interviews) used to limit the ñrisk that the categories might not be 

exhaustive and that there might be bias in themò (Oppenheim, 1992, cited in Cohen et 

al., 2009, p. 321). The participantsô open responses were also presented in the tables, 

accompanied by the corresponding code of each participant (e.g., P6 = Participant 6, 

Table 11). 

 The data in the teachersô and learnersô questionnaires for both courses were 

analysed by using the same method. After the data in the Background Information 

section were presented, the data in the Current Course section were also plotted, using 

descriptive statistics. Since the last question in this section was an open one (What 

would you change in the course that you are currently taking?) and thus contained 

qualitative data, statements were coded, then these codes were grouped by similarity, 

and a theme was identified. Thus, themes were generated a posteriori and then plotted 

in a table with the themes and the corresponding participantsô codes, indicating which 

theme each one chose (see Tables 23, 58, 98 and 133; MFL-1 Learners, MFL-1 

Teachers, MFL-2 Learners and MFL-2 Teachers, respectively). These responses were 

also inserted in the comments linked to the corresponding tables in the Perceived Needs 

and Suggestions section that followed. In the latter section (Perceived Needs and 

Suggestions about the syllabus, teaching methods and materials), data were plotted 

using descriptive statistics, which were compared to what was found in the 

corresponding tables in the previous section. Although with certain limitations (see 

section 7.3, Limi tations of the study), this system made comparison possible between 

what the learners or teachers had (or teachersô perceptions of learnersô needs) and what 

they needed. The teachersô questionnaires had another section, Teacher Training, and its 

data were also analysed by using descriptive statistics and the answers to the open 

question and the interviews. 

 In this part of the research, this statistical approach was used because this study 

did not aim to look for different variables but to obtain descriptive snapshots of the 

courses, together with the learnersô and teachersô perceived needs. Moreover, as the 

literature shows, ñwhen you start thinking of the various descriptive statistics in 

combination and start to realise how they work together to describe the distribution of 

responses, descriptive statistics come alive and become usefulò (Brown, 2001, p. 33). 

Apart from this, due to the limited number of participants in courses such as MFL-2, 



120 

 

 

presenting the data according to certain variables would have jeopardised the 

participantsô anonymity and in some cases, such as the MFL-2 teachersô population 

(three persons), the approach was impossible to consider due to the insufficient 

numbers; thus, this was eliminated. Unlike inferential statistics (which need to be tested 

for statistical significance), ñsimple frequencies and descriptive statistics may speak for 

themselvesò; however, these ñmake no inferences or predictions [but] simply report 

what has been foundò (Cohen et al., 2009, p. 504). 

 In the majority of the cases, combined percentages were used for the 

comparisons because ñcombining categories [could] be useful in showing the general 

trends or tendencies in the dataò, while it ñ[could] also be useful in rating scales of 

agreement to disagreementò (Cohen et al., 2009, p. 509). In examining the percentages 

and frequencies, ñone also [would have] to investigate whether the data [were] skewed, 

i.e., overrepresented at one end of the scale and underrepresented at the other endò 

(Cohen et al., 2009, p. 514). Although the necessary highlights were pointed out, 

plotting questionnairesô data in tables ñ[would be] open to evaluative interpretationò 

(Tomlinson, 2003, p. 16). 

Semi-structured interviews were used to avoid the rigidity of a structured type. 

As already stated, to make compatibility  possible with the questionnairesô data, the 

semi-structured interviews were split into three main sections, too (Syllabus, Teaching 

Methods and Materials), reflecting the subsections of sections B and C in each 

questionnaire. In the teachersô case, section D (Teacher Training) was also added. 

Moreover, the subsections and the prepared questions ensured that the interviews 

elicited appropriate answers, while giving the participants the chance to elaborate on 

what they deemed important or of interest. This approach is possible because ñquestions 

in a semi-structured interview are not nearly as ófixedô as those in a structured 

interviewé [Topic areas and questions] provide some structure to the interview but 

there is freedom to vary the course of the interview based on the participantôs answers 

and the flow of the interviewò (Schuh, 2009, p. 20). 

Since all the semi-structured interviews were recorded, they were transcribed 

and analysed manually, and the data were presented according to individual responses. 

During the analysis, each interview question was presented chronologically under the 

corresponding section (Syllabus, Teaching Methods, Learning Materials and Teacher 
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Training), and the responses of all the interviewees were inserted after each question. 

When the interviewees elaborated on the theme being discussed, their direct quotations 

were included to support the discussion. Thus, all the participantsô data from the semi-

structured interviews were presented in a different section. In another chapter, these 

were then amalgamated or contrasted with what emerged from the questionnairesô 

tables and the open question. However, since these were semi-structured interviews, 

some of the learners and teachers went beyond the scope of the questions posed to them. 

Thus, these data were inserted under the question being asked but in the Discussion 

(Chapter 6), each item was placed under its relevant theme. Regarding the interview 

with the education spokesperson, the data were inserted in the Discussion chapter only 

to confirm, contrast or elaborate what emerged from the learnersô and teachersô 

questionnaire and interview responses. A schematic diagram (Figure 4) represents the 

study design for MFL-1. 

 

Figure 4. Study design of MFL-1 
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A schematic diagram (Figure 5) represents the study design for MFL-2. 

 

Figure 5. Study design of MFL-2 

 

3.9 Validity and reliability  

Although attaining absolute validity and reliability is an impossible goal for any 

research model (LeCompte and Goetz, 1982, p. 60), in this research with quantitative 

and qualitative data, and apart from the piloting of the instruments, measures were taken 

so the data would be both reliable and valid, externally and internally. Nunan (1992) 

described reliability as ñthe consistency of the results obtained from a piece of researchò 

and validity as ñthe extent to which a piece of research actually investigates what the 

researcher purports to investigateò (p. 14).  
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ñInternal validity refers to the interpretability of researchò (Nunan, 1992, p. 15); 

thus, the findings should describe the phenomena being researched (Cohen et al. 2009, 

p. 135). Lincoln and Guba (1985, pp. 219, 301, cited in Cohen et al., 2009, p. 136) 

indicated that one way to address this in a naturalistic inquiry [would be] to use 

triangulation of methods, sources, investigators and theories. In this research, a 

comparison of the teachersô views via a questionnaire and an interview and of the 

learnersô views via the same instruments provided a triangulation by source and method. 

In the case of the interviews, another source was added to reinforce the gathered data. 

Triangulation aims to validate and hence increase the credibility (true value) of the 

interpretation of the data collected (Long, 2005, p. 28). In this study, the triangulation 

also helped in the external validation, that is, ñthe extent to which the results can be 

generalised from samples to populationsò (Nunan, 1992, p. 15), because the 

questionnaires were distributed to the entire populations of teachers and learners. Thus, 

with this method, all the individuals had their chance to express their views. Concerning 

the other research method (the interview), stratified sampling (see section 3.7, Data 

collection: interviews) was used only with the learnersô interviews, since there was a 

considerable number of them. Thus, such interviews were corroborated by the breadth 

of data obtained from the questionnaires; in turn, the interviews gave the much needed 

depth. Thus, ñthe use of multiple methods, or triangulation, reflects an attempt to secure 

an in-depth understanding of the phenomenon in questionò (Denzin & Lincoln, 2000, p. 

5), while adding ñrigor, breadth, complexity, richness, and depth to inquiryò (Flick, 

1998, p. 231).This approach also helped the internal reliability, that is, ñthe consistency 

of data collection, analysis, and interpretationò and the external reliability or ñthe extent 

to which independent researchers [could] reproduce a study and obtain results similar to 

those obtained in the original studyò (Nunan, 1992, p. 14). In fact, Cohen et al. (2009, p. 

158) indicated the advantages of questionnaires over interviews, which would lead to 

increased reliability: anonymity (to the researcher), thus encouraging greater honesty, 

and economy in terms of time and money. However, they also cited the disadvantages, 

amongst others: low return rates, misunderstandings between the researcher and the 

participants, and if only closed items were used in questionnaires, these might lack 

sufficient coverage or authenticity. For this reason, they suggested that questionnaires 

be piloted and refined for their content, wording, length (Cohen et al., 2009, p. 158) and 
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so on, which was cautiously carried out in this study (see subsection 3.4.5, Piloting of 

questionnaires). The fact that the questionnaires were administered centre by centre 

ensured a captive audience and led to a very high return rate, thus eliminating what 

Belson (1986) called ñvolunteer biasò and increasing validity. Furthermore, the 

researcher was present in the distribution of the questionnaires; thus, the participants 

had the chance to clarify any misunderstandings. Regarding the closed items, the 

questionnaires included open questions, too, indicating the chances where learners 

could add their own views. Cohen et al. (2009, p. 158) also pointed out sampling as a 

central issue concerning reliability and validity when administering questionnaire 

surveys, which was eliminated from this research due to the coverage of the entire 

population. On the other hand, one of the advantages of interviews over questionnaires 

is that interviews are conducted at an appropriate speed, while questionnaires are filled 

in hurriedly (Cohen et al., 2009, p. 158). The fact that this research employed a mixed 

methodology of questionnaires and interviews ensured the best of both worlds on which 

to base the answers to the research questions. In fact, ñthe more the methods contrast 

with each other, the greater the researchersô confidenceò (Cohen et al., 2009, p. 141). 

 

3.10 Ethical issues  

The methods used in this research allowed the participants to express their needs 

and expectations within a theoretical framework, which addressed the purpose of this 

study. Because this research involved human beings, it entailed ñan intrusion into the 

li fe of the participant, be it in terms of time taken to complete the instrument, the level 

of threat or sensitivity of the questionò (Cohen et al., 2009, p. 317). Moreover, some 

participants might be from a different culture, which could mean their unwillingness to 

make critical statements or discuss certain topics (Nunan, 1992, p. 145). Other 

participants could be reluctant to participate. For these reasons, concrete steps were 

taken so that participants could be identified, approached and recruited with their 

consent. 

 

3.11 Participants identified, approached and recruited  

After clearance was obtained from the University of Sheffield Research Ethics 

Committee (Appendix D), permission was also secured from the education department 
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of Malta to conduct the research on the courses mentioned. The service manager of the 

DLL was contacted to work hand in hand with him/her so that I could personally visit 

the centres where the lessons were being held. He/she introduced me to the coordinator 

of these courses, who helped arrange my visits to the different classes around Malta and 

Gozo. On 15 April 2013, he/she emailed all the teachers concerned about my study and 

forwarded a note similar to the questionnaireôs cover letter in order to provide enough 

details with which they could also inform their students beforehand. This step was taken 

to avoid physical and psychological harm; moreover, the research venue was where the 

participants attended classes and thus a familiar environment. This research did not raise 

any personal safety issues for me as well because the Maltese Islands are a safe haven 

with which I am familiar, having grown up here.  

 

3.11.1 Obtaining Informed Consent for the Questionnaires 

During my visit to each learning group, I introduced myself, explained verbally 

to the participants the nature and aims of the research, answered all their questions and 

explained their right to refuse to participate. This information was also explained in the 

questionnaireôs cover letter, and for the sake of consistency with each learning group, 

before the participants started filling in the questionnaires, this letter was read to them to 

ensure that all the points were clarified. It is important to ñexplain as fully as possible, 

and in terms meaningful to participants, what the research is aboutò (British 

Sociological Association, 2002). Afterwards, written consent was obtained, using a 

specifically designed form that included my and my supervisorôs contact details, the 

research aims and a declaration. The declaration stated that the participantsô real names 

would not be used in the study, they were free to withdraw at any point, their responses 

would be treated with confidentiality, and the data would be presented in a way that 

would not connect their identities to specific published data (see Appendix E). These 

cautionary measures were undertaken because ñevery code of ethics designed to guide 

research involving human subjects gives primacy to the requirement of fully informed 

voluntary consent on the part of the individuals concernedò (Gregory, 2003, p. 35). 

Afterwards, each participant was given a signed copy of this consent form. As indicated 

earlier, although these courses are intended for adults, the DLL gives permission for 

students from age 15 to enrol. The participants under 18 years old were given a consent 
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form and another one for their parents so that after consulting the latter, they could 

participate in the study if they wished. These participants were also offered the 

possibility to complete the questionnaire at home and mail it in a given envelope with 

paid postage.  

 To show appreciation for the survey participants, each one was entitled to a 

chance to win a lottery for a weekend break for two in Gozo. This incentive boosted 

participation. When the participants were briefed about this studyôs aim, many were 

already happy that someone had come to ask their opinions of what should be done, but 

when told about the incentive, certain groups cheered up all the more.  

 

3.11.2 Obtaining Informed Consent for the Interviews 

Since the second step in this research was to conduct a semi-structured interview 

with some of the learners, the teachers and an education spokesperson, the participants 

(except the spokesperson who did not fill in a questionnaire because he/she was not a 

teacher) were advised about this in a reply slip at the end of the questionnaire. Those 

who wished to participate in the interviews filled in their details so that they could be 

contacted later. To show appreciation, every interviewee was entitled to another ticket 

to participate in the lottery. However, to avoid disappointment, the participants were 

advised that not everyone who volunteered could be included and they would be 

selected according to the studyôs exigencies. In fact, two learners who had indicated 

their wish to participate in the interview but were not chosen, asked about the basis for 

the selection. They were informed about the random stratified sampling used, and once 

they understood its underlying logic, they were satisfied. Before the selected 

participants were interviewed, they were briefed about the nature and aims of this part 

of the research and that it would be recorded, all their questions were answered, and 

their right to refuse participation was explained. Afterwards, written consent was 

obtained in another specifically designed form, which had the same contents as those of 

the questionnairesô consent sheet, but with an addendum in the declaration stating that 

the interview recording would be stored in a safe place and destroyed once the study 

was completed (see Appendix E). This note ensured a clear agreement with participants 

on how this recorded material would be stored, used and destroyed. The reply slip at the 

end of the questionnaire also informed the participants about the nature of the interview, 
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their right to refuse, the limited number of the interviews and their recording to make it 

easier for the researcher to recall what had been said. Once in my possession, the 

recordings were kept securely in a password-protected folder. To ensure confidentiality 

of personal data, the participants were made anonymous and their personal data were 

kept private. For this reason, pseudonyms (e.g., P1, P2) were used for this study, which 

wil l also be used for future conferences or meetings. This procedure was followed 

because this research was sponsored by the DLL under the education department of 

Malta, and the contract precisely requested ña hard copy and a soft version of the final 

thesis on publicationò. Therefore, the education department will fully know the research 

results. However, it does not imply that the participantsô identities will be exposed; their 

anonymity will remain at all times. To put the participantsô minds at rest, this 

declaration was added to the consent form: ñMy responses will be treated with 

confidentiality, and at all times, data will be presented in such a way that my identity 

cannot be connected to specific published dataò. 

 

3.12 Conclusion 

In this chapter, the underlying research paradigms have been discussed, together 

with the methodology, research design and investigative tools used. A combination of 

quantitative and qualitative research methods was employed to gain the appropriate 

breadth and depth of information. The data collection, analysis and ethical 

considerations were also covered. In the next two chapters, the needs analysis of the 

learning groups attending MFL ï MQF-1 and MQF-2 and that of their teachers are 

presented to explain the situation in the courses, while finding out their perceived needs 

and suggestions. 
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Chapter 4 

 

Research Findings  

Maltese as a Foreign Language ï MQF-1 
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4.0 Introduction  

This chapter consists of a needs analysis of the learning groups that attended the 

MFL ï MQF-1 course in 2012ï2013 to discover their perceived needs and suggestions 

regarding the course. The learnersô needs in terms of the syllabus, teaching methods and 

materials are compared with their perceptions of the course to determine whether it 

satisfied their needs. Additionally, the teachersô perceived needs (including the teachersô 

perceptions of learnersô needs in some cases) in terms of the syllabus, teaching methods, 

materials and teacher training are compared with their perceptions of the course they 

taught. This needs analysis will also help evaluate the whole system and pinpoint what 

should be amended in the present teaching scenario. 

Two sets of instruments were used in this study: questionnaires and face-to-face, 

semi-structured interviews. In the first phase of the study, two questionnaires for the 

whole populationðone for teachers (nine participants) and one for learners (58 

participants)ðwere used to investigate perceptions of the MFL courses at the DLL and 

some of the participantsô needs. These questionnaires included some questions that were 

analysed quantitatively. Because Likert-scale or dichotomous questions would not allow 

participants to ñadd any remarks, qualifications and explanations to the categories, and 

there [would be] a risk that the categories might not be exhaustive and that there might 

be bias in themò (Oppenheim, 1992, cited in Cohen et al., 2009, p. 321), the 

questionnaires were balanced with some open-ended questions to generate qualitative 

data.  

 Semi-structured interviews were conducted with teachers and learners to seek in-

depth, qualitative information. Although the student interviewees came from the same 

pool (12 groups of MFL-1 learners), they comprised a smaller set that was chosen by 

stratified random sampling to represent all the groups. In all, interviews were conducted 

with 12 learners, seven teachers and the course education spokesperson.  

 This chapter is split into four main sections. The first section presents the 

responses that emerged from the learnersô questionnaire. The second section includes 

the data retrieved from the learnersô interviews; the third and fourth sections cover the 

teachersô questionnaires and interviews.  

Since this chapter (Research findings, MFL ï MQF-1) and the next one 

(Research findings, MFL ï MQF-2) both present data retrieved from the needs analysis, 
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with the same criteria (i.e., syllabus, teaching methods, learning materials and teacher 

training), the literature is not referenced (except in some particular cases) to avoid 

repetition. The discussion in Chapter 6 includes references to the literature and provides 

a detailed analysis of the results for both courses.  

 

4.1 Learnersô questionnaire  

 In this section, the learnersô responses on the questionnaire (See Appendix A) 

are presented and analysed in chronological order. Therefore, the first section covers the 

learnersô background (section A on the questionnaire) and the second section presents 

the current course (section B on the questionnaire, with three subsections: syllabus, 

teaching methods and learning materials). The third section includes the learnersô 

perceived needs and suggestions (section C on the questionnaire, with three subsections: 

syllabus, teaching methods and learning materials). Each question is plotted in a table 

indicating the number of participants who ticked each option and the percentage each 

represented. In some cases, the learners could also provide other reasons; in such 

instances, data are presented according to each participant, represented by an individual 

code (P and the corresponding number). 

4.1.1 MFL-1 Learnersô Background Information 

In this section, preliminary information about the learners attending the MFL-1 

course is presented and analysed to provide a snapshot of the student population during 

the research period. Providing the studentsô backgrounds and their learning aims is in 

turn helpful for the analysis of their needs and suggestions.  

When this research commenced, 12 groups of MFL-1 learners existed, with one 

group based in Gozo. In all, 58 learners participated in the survey questionnaire; the 

learners are categorised by gender in Table 1.  

Table 1. Participants by gender 

  

 Q. 1: Gender                                                                                    

Legend Number Percentage 

Females 40 69% 

Males 18 31% 

Total 58 100% 
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Table 2 shows the participantsô nationalities. Notably, the majority of the 

participants were British, followed by Russian. This is due to several factors: Malta was 

a British colony; English is one of Maltaôs official languages; many consider the climate 

pleasing; and many British nationals retire on the Maltese Islands. Additionally, the 

number of Russians and other Eastern Europeans has increased in Malta over the past 

10 years. The Malta National Statistics Officeôs 2011 census showed that the British 

comprised the largest number of foreigners living in Malta (6,653 of 20,289), followed 

by Somalis (1,041), Italians (947) and Bulgarians (850). Only 1,357 of all foreign 

residents lived in Gozo (Cooke, 2014, p. 6). 

Table 2. Participants by nationality 

 

Q. 2: Nationality 

Nationality  Number Percentage 

British/UK  17 29.3% 

Russian 8 13.8% 

Not stated 5 8.6% 

Italian 4 6.9% 

Belgian 3 5.2% 

Bulgarian 2 3.4% 

Nigerian 2 3.4% 

Canadian 1 1.7% 

Maltese 1 1.7% 

Australian 1 1.7% 

Filipino 1 1.7% 

Trinidad & Tobago national 1 1.7% 

Romanian 1 1.7% 

Portuguese 1 1.7% 

Slovakian 1 1.7% 

Danish 1 1.7% 

Polish 1 1.7% 

Swedish 1 1.7% 

Serbian 1 1.7% 

Thai 1 1.7% 

Lithuanian 1 1.7% 

American 1 1.7% 

Ukrainian 1 1.7% 

Dutch 1 1.7% 

Total 58 100% 

 

Table 3 shows the participantsô age ranges; please note that while no entry for 

20 years old or under is given, learners of this age range were initially included in the 



132 

 

 

study. A 15-year-old girl opted not to participate in the study after consulting with her 

parents. The learnersô ages varied considerably.  

 

Table 3. Participants by age 

 

Q. 3: Age 

Age Range Number Percentage 

20 or under   

21ï30 13 22.4% 

31ï40 20 34.5% 

41ï50 10 17.2% 

51ï60 8 13.8% 

61ï70  6 10.3% 

Over 70 1 1.7% 

Not stated   

Total 58 100% 

 

Table 4 presents the learnersô occupations, which also differed considerably. 

Many learners had blue- and white-collar jobs; retired people (19%) and housewives 

(12.1%) had the highest percentages and 19% did not state their occupations. Therefore, 

the teachers had the challenge of catering to this heterogeneous groupôs diverse learning 

needs. According to McKay and Tom (1999), ñEvery second-language class is in some 

sense multilevel in terms of language skillsò (p. 20). 
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Table 4. Participants by occupation 

 

Q. 4: Occupation   

Occupation Number Percentage 

Retired 11 19% 

Not stated 11 19% 

Housewife  7 12.1% 

Manager 4 6.9% 

Unemployed  3 5.2% 

Student  2 3.4% 

Accountant 2 3.4% 

English as a foreign language (EFL) 

teacher 2 3.4% 

Self-employed 2 3.4% 

Doctor  1 1.7% 

Engineer 1 1.7% 

Plumber 1 1.7% 

Psychologist 1 1.7% 

Customer service agent 1 1.7% 

Secretary 1 1.7% 

Administrative staff member 1 1.7% 

Caregiver 1 1.7% 

Hotel staff member 1 1.7% 

Musician 1 1.7% 

Animator  1 1.7% 

Online moderator 1 1.7% 

Volunteer worker 1 1.7% 

Researcher 1 1.7% 

Total 58 100% 

 

Table 5. Participants by duration of residence in Malta or Gozo                        

 

Q. 5: Participants by length of residence in Malta or Gozo                        

Years Number Percentage 

1 or less 13 22.4% 

2ï5 25 43.1% 

6ï10 10 17.2% 

11ï15 8 13.8% 

16ï20   

21 or more 2 3.4% 

Total 58 100% 

 

As Table 5 shows, the highest numbers of participants were in the first two 

ranges (1 or less and 2ï5 years). When prorated, the residents who had lived there no 
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longer than one year had the highest percentage of 22.4%, while four of the subgroups 

covered periods of four or five years each (e.g., 2ï5, 6ï10). As the length of residence 

increased, the percentage of students learning the language diminished. As McKay and 

Tom (1999, p. 1) demonstrated, some adults visit a new country to learn its language 

and culture, but the majority come to work, study, accompany their families and friends 

or escape from difficult conditions at home so they learn the language to cope with daily 

life. Table 5 reflects foreign learnersô efforts to understand the Maltese language and 

culture, particularly those in their first five years of residence. 

Because the learnersô nationalities varied, their mother tongues also differed 

(Table 6). As expected, the language with the highest percentage was English, followed 

by Russian. Although Table 2 shows that 29.3% were from Britain/UK, 36.2% of the 

participants reported English as their mother tongue. Disregarding those who did not 

state their nationality (8.6%), the reason for this increase is that certain nationalities, 

such as American, Australian, and Trinidad and Tobago citizens, come from locations 

with English as an official language.  

Table 6. Participants by mother tongue 

 

Q. 6: Mother tongue 

 Number Percentage 

English 21 36.2% 

Russian 11 19% 

Italian 4 6.9% 

Dutch 4 6.9% 

Not stated 3 5.2% 

Bulgarian 2 3.4% 

Romanian 2 3.4% 

Lithuanian 2 3.4% 

Slovakian 2 3.4% 

German 1 1.7% 

Yoruba 1 1.7% 

Tagalog 1 1.7% 

Portuguese 1 1.7% 

Polish 1 1.7% 

Swedish 1 1.7% 

Thai 1 1.7% 

Total 58 100% 
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Table 7. Maltese language course(s) taken by participants 

 

 Q. 8: Have you ever taken a Maltese language course apart from this/these?  

 Number Percentage 

No 47 81% 

Yes 11 19% 

Total 58 100% 

 

When the participants were asked if they had taken another Maltese language 

course, 19% answered yes (Table 7). Of these, three attended Maltese conversation 

classes (P1, P4 and P38), comprising 10 sessions of two hours each, to practise 

incidental conversation. Others reported that they attended a volunteer summer course 

(P24), MFL at the German Maltese Circle (P25), the in lingua course in 1998 (P31) or 

the University of Malta certificate course (P41). Another three indicated that they had 

repeated MFL-1 (P14, P15 and P37). Interestingly, one participant had already attended 

MFL-2 (P11), and another was attending a Maltese for Maltese course while repeating 

MFL-1.  

Table 8. Participantsô reasons for learning Maltese 

 

Q. 9: Why have you chosen to learn Maltese?  

 Yes No 

 Number % Number % 

a. To communicate with locals 51 87.9% 7 12.1% 

b. To cope with daily life 37 63.8% 21 36.2% 

c. For family literacy 26 44.8% 32 55.2% 

d. To read newspapers and 

magazines 

17 29.3% 41 70.7% 

e. Other reasons 15 26.3% 42 73.7% 

f. They use Maltese at work 10 17.2% 48 82.8% 

g. It is a requirement to obtain a 

job 

9 15.5% 49 84.5% 

h. To pass the Maltese 

ordinary-level (O-level) 

exam 

7 12.1% 51 87.9% 

 

Most participants learned Maltese to communicate with locals (87.9%) and to 

cope with daily life (63.8%) (Table 8). Family literacy came next, with nearly 45%. 

Around 29% expressed their desire to read [Maltese] newspapers and magazines, and 

around 17% reported using Maltese at work. Since Malta is officially bilingual (Maltese 
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and English), it could be assumed that the majority of the learners did not learn Maltese 

as a requirement to obtain a job (15.5%) or pass the Maltese ordinary-level (O-level) 

exam (12.1%); thus, lower scores for these reasons would be expected. It is easy to find 

a job even if a person cannot communicate in Maltese. Moreover, the MFL-1 course is 

not specifically intended to prepare students for the O-level exam, although it is one of 

three courses that is supposed to lead learners there. The learners also mentioned the 

following reasons (other reasons, Table 8): he/she considered learning Maltese a 

challenge (P11); Malta was his/her home so it was important to learn Maltese (P6); it 

was fun (P12); to help him/her in volunteer work at Mater Dei Hospital (P22); to 

understand [communications on] TV and radio (P25); to understand Maltese people 

speaking with one another (P25); to speak with relatives (P26 and P53); to learn another 

language while living in Malta (P48); he/she preferred to use Maltese instead of English 

(P41); for himself/herself (P34); they considered it their duty as residents of Malta (P47 

and P58); he/she loved languages and linguistics (P21); and to enter university and 

become a lawyer (P20).  

Table 9. Most important reason for learning Maltese 

 

Q. 10: Which reason from the above list is most important to you?  

 Number Percentage 

a. To communicate with locals 31 53.4% 

b. To cope with daily life 7 12.1% 

c. Other reasons 7 12.1% 

d. Not stated 4 6.9% 

e. It is a requirement to obtain a job 3 5.2% 

f. To pass the Maltese O-level exam  2 3.4% 

g. They use Maltese at work 2 3.4% 

h. To read newspapers and magazines 2 3.4% 

i. For family literacy   

Total 58 100% 

 

Table 9 shows that the main aim for over half of the learners was to communicate with 

locals (53.4%), followed by those who needed to cope with daily life (12.1%). 

4.1.2 Current Course 

 The following three subsections present information about the learnersô views of 

the MFL-1 course, based on their responses on the questionnaire. The questions are 
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presented according to their order of placement on the questionnaire (See Appendix A). 

The Likert scale used in this section includes ñall of the time, most of the time, often, 

rarely and neverò choices. Each question is stated in a table, with the number of 

participants who ticked each option enclosed in parentheses, below the percentage each 

represents. When analysing the data, combined percentages are generally used to show 

ñthe general trends or tendencies in the dataò (Cohen et al., 2009, p. 509). However, 

when two criteria have the same percentage, they are placed in order according to their 

subcategories.  

4.1.2.1 Learnersô views on the MFL-1 syllabus 

About 95% of the learners stated that all four skills (reading, writing, listening 

and speaking) were covered all of the time, most of the time, or often (Table 10).  

Table 10. Participantsô perceptions on skills coverage in the course  

 

Q. 11: All four skills are covered in this course.  

All of the 

time 

Most of the 

time 

Often Rarely Never NF 

27.6% 

(16) 

36.2% 

(21) 

31% 

(18) 

1.7% 

(1) 

 3.4% 

(2) 

 

According to the learners, the lessons were organised according to grammar 

(96.5%, combined all of the time, most of the time and often), followed by topics 

(79.3%) and tasks (44.8%) (Table 11). The learners mentioned other methods of 

organisation; however, except for one learnerôs (P35) response, they all fell under one 

of the first three categories in Table 11. This learner (P35) noted that the number of 

students in the class (and by implication, interactive learning) determined the lessonôs 

organisation. This is an interesting observation because interactive learning is more 

demanding for teachers; thus, it is performed when class numbers are small. However, 

the relevant literature notes that other methods, such as the G-T method, emphasise 

teaching and writing skills (Griffiths and Parr, 2001, p. 247) but neglect learnersô oral 

communication skills. Such an approach, which overlooks listening and speaking skills 

and lacks authentic texts, does not prepare learners for the real world. Nonetheless, this 

method was not too demanding for the teachers because much of the work could be 

corrected in class.  
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Table 11. Participantsô feedback about course organisation 

 

Q. 12: Lessons during this course are organised according to                  

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. grammar 27.6% 

(16) 

44.8% 

(26) 

24.1% 

(14) 

  3.4% 

(2) 

b. topics 19% 

(11) 

31% 

(18) 

29.3% 

(17) 

15.5% 

(9) 

 5.2% 

(3) 

c. tasks 3.4% 

(2) 

13.8% 

(8) 

27.6% 

(16) 

25.9% 

(15) 

8.6% 

(5) 

20.7% 

(12) 

d. other 

methods 

Yes 

P6: Time and numbers 

P13: Dining/sports/TV news 

P15: Listening comprehension  

P35: Number of students 

P37: Everyday life/on the bus/directions 

 

The learners perceived that this course tended more towards a linear progression 

(82.8%) than a cyclical progression (79.3%) (Table 12). 

Table 12. Participantsô feedback about course content 

 

Q. 13: This course follows                                                                

 All of 

the 

time 

Most of the 

time 

Often Rarely Never NF 

a. a linear 

progression 

19% 

(11) 

36.2% 

(21) 

27.6% 

(16) 

8.6% 

(5) 

 8.6% 

(5) 

b. a cyclical 

progression 

10.3% 

(6) 

36.2% 

(21) 

32.8% 

(19) 

12.1% 

(7) 

1.7% 

(1) 

6.9% 

(4) 

 

However, the percentage for the cyclical progression was not significantly lower, 

indicating that while the materials covered during the lessons followed a linear 

progression, certain areas were revised during the course. 

4.1.2.2 Learnersô views on the teaching methods for MFL-1 

Since the course leaned towards a grammar-oriented organisation, grammar 

practice had the highest percentage of frequency (94.8%, all of the time, most of the 

time and often), which was as expected, followed by vocabulary (91.3%), reading 

(81%) and writing practices (77.7%). Listening practice was next (74.1%), and speaking 
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practice and Maltese-culture awareness followed (both 62%) (Table 13). Notably, 

speaking was ranked the last of the four skills. The practice ranked last in frequency was 

out-of-class activities (5.1%). The fact that nearly 70% of the participants indicated that 

out-of-class activities were never performed contrasts with the DLL websiteôs statement 

about the course: ñThe methodology includes role-playing, discussion and out-of-class 

activitiesò (DLL, 2012a, 2012b). 

Table 13. Teachersô methods of instruction 

 

Q. 14: Do you perform the following practices during your present course?   

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. Grammar 

practice 

34.5% 

(20) 

50% 

(29) 

10.3% 

(6) 

1.7% 

(1) 

 3.4% 

(2) 

b. Vocabulary 

practice  

29.3% 

(17) 

37.9% 

(22) 

24.1% 

(14) 

3.4% 

(2) 

1.7% 

(1) 

3.4% 

(2) 

c. Writing 

practice 

19% 

(11) 

25.9% 

(15) 

32.8% 

(19) 

19% 

(11) 

 3.4% 

(2) 

d. Reading 

practice  

15.5% 

(9) 

27.6% 

(16) 

37.9% 

(22) 

17.2% 

(10) 

 1.7% 

(1) 

e. Listening 

practice  

12.1% 

(7) 

24.1% 

(14) 

37.9% 

(22) 

24.1% 

(14) 

 1.7% 

(1) 

f. Speaking 

practice  

15.5% 

(9) 

15.5% 

(9) 

31% 

(18) 

34.5% 

(20) 

1.7% 

(1) 

1.7% 

(1) 

g. Maltese- 

culture 

awareness 

1.7% 

(1) 

10.3% 

(6) 

50% 

(29) 

29.3% 

(17) 

5.2% 

(3) 

3.4% 

(2) 

h. Out-of-class 

activities  

 1.7% 

(1) 

3.4% 

(2) 

22.4% 

(13) 

69% 

(40) 

3.4% 

(2) 

 

During the course, the learners stated that they usually worked individually 

(89.6%, all of the time, most of the time and often), followed by working in pairs 

(60.3%), large groups (46.5%) and small groups (31%) (Table 14). As the top-ranked 

category, working individually also complemented the grammar approach used in the 

course.  
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Table 14. Participantsô interactions with other learners 

 

Q. 15: During this course, how often do you work/learn                         

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. individually  13.8% 

(8) 

53.4% 

(31) 

22.4% 

(13) 

5.2% 

(3) 

1.7% 

(1) 

3.4% 

(2) 

b. in pairs   15.5% 

(9) 

44.8% 

(26) 

29.3% 

(17) 

5.2% 

(3) 

5.2% 

(3) 

c. in small 

groups 

1.7% 

(1) 

8.6% 

(5) 

20.7% 

(12) 

41.4% 

(24) 

22.4% 

(13) 

5.2% 

(3) 

d. in large 

groups 

15.5% 

(9) 

15.5% 

(9) 

15.5% 

(9) 

12.1% 

(7) 

34.5% 

(20) 

6.9% 

(4) 

 

In terms of the learning methods used by participants, copying from the 

whiteboard garnered the highest percentage (94.9%, combined all of the time, most of 

the time and often), followed by getting a logical explanation (87.9%), rote learning 

(75.9%) and listening and taking notes (74.1%) (Table 15). Problem solving (62%) and 

finding information on your own (60.3%) were ranked last. 

Table 15. Learning methods used by participants 

 

Q. 16: During this course, you learn by different methods, such as 

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. rote learning 6.9% 

(4) 

32.8% 

(19) 

36.2% 

(21) 

13.8% 

(8) 

5.2% 

(3) 

5.2% 

(3) 

b. finding 

information 

on your own 

8.6% 

(5) 

15.5% 

(9) 

36.2% 

(21) 

31% 

(18) 

3.4% 

(2) 

5.2% 

(3) 

c. getting a 

logical 

explanation  

19% 

(11) 

37.9% 

(22) 

31% 

(18) 

6.9% 

(4) 

1.7% 

(1) 

3.4% 

(2) 

d. problem 

solving  

3.4% 

(2) 

22.4% 

(13) 

36.2% 

(21) 

20.7% 

(12) 

6.9% 

(4) 

10.3% 

(6) 

e. copying 

from the 

whiteboard  

39.7% 

(23) 

48.3% 

(28) 

6.9% 

(4) 

  5.2% 

(3) 

f. listening and 

taking notes 

29.3% 

(17) 

36.2% 

(21) 

8.6% 

(5) 

6.9% 

(4) 

1.7% 

(1) 

17.2% 

(10) 

g. other 

methods 

Yes 

P47: Homework  

P49: Worksheets  

P58: Using the Teach Yourself book and Learn Maltese by 

Joseph Vella 
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Other participants indicated that they learned by doing the homework (P47), 

answering the worksheets (P49) and using a workbook (P58).  

Table 16. Types of assessment given to participants 

 

Q. 17: During the course, we are given                                                

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. homework 24.1% 

(14) 

27.6% 

(16) 

17.2% 

(10) 

27.6% 

(16) 

3.4% 

(2) 

 

b. written 

tests  

1.7% 

(1) 

6.9% 

(4) 

32.8% 

(19) 

39.7% 

(23) 

15.5% 

(9) 

3.4% 

(2) 

c. oral tests  
 12.1% 

(7) 

15.5% 

(9) 

43.1% 

(25) 

20.7% 

(12) 

8.6% 

(5) 

d. use of the 

European 

language 

portfolio  

10.3% 

(6) 

20.7% 

(12) 

10.3% 

(6) 

20.7% 

(12) 

31% 

(18) 

6.9% 

(4) 

e. others Yes 

P31: The preparation of the portfolio is a waste of time 

 

Table 16 reveals that homework obtained the highest percentage (68.9%, all of 

the time, most of the time and often), followed by the European language portfolio and 

written tests (both 41.4%) and oral tests (27.6%). One participant (P31) considered the 

portfolio preparation a waste of time. The variations obtained in Table 16 reflect the 

inconsistencies amongst the learning groups. For example, a combined 31% declared 

that they used the European language portfolio all of the time or most of the time, while 

another 31% reported that they never used it.  

4.1.2.3 Learnersô views on the MFL-1 learning materials 

 The learners indicated that the most frequently (all of the time, most of the time 

and often) used materials were notes given by the teacher (96.5%), followed by word 

lists (68.9%), a coursebook (53.4%), recordings (37.9%), PowerPoint presentations 

(32.7%) and bilingual books (25.9%) (Table 17). The least-used materials were videos 

(12%) and books about Maltese history and culture (6.8%).  
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Table 17. Learning materials used by participants 

 

Q. 18: In the course you are taking, do you use                                 

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. notes given by 

the teacher 

55.2% 

(32) 

31% 

(18) 

10.3% 

(6) 

3.4% 

(2) 

  

b. a coursebook 
13.8% 

(8) 

22.4% 

(13) 

17.2% 

(10) 

17.2% 

(10) 

25.9% 

(15) 

3.4% 

(2) 

c. bilingual 

reading books  

5.2% 

(3) 

6.9% 

(4) 

13.8% 

(8) 

20.7% 

(12) 

46.6% 

(27) 

6.9% 

(4) 

d. word lists  
17.2% 

(10) 

15.5% 

(9) 

36.2% 

(21) 

13.8% 

(8) 

10.3% 

(6) 

6.9% 

(4) 

e. books about 

Maltese 

history and 

culture  

 3.4% 

(2) 

3.4% 

(2) 

29.3% 

(17) 

58.6% 

(34) 

5.2% 

(3) 

f. videos  
 1.7% 

(1) 

10.3% 

(6) 

19% 

(11) 

62.1% 

(36) 

6.9% 

(4) 

g. recordings  
3.4% 

(2) 

8.6% 

(5) 

25.9% 

(15) 

27.6% 

(16) 

31% 

(18) 

3.4% 

(2) 

h. PowerPoint 

presentations 

8.6% 

(5) 

10.3% 

(6) 

13.8% 

(8) 

12.1% 

(7) 

46.6% 

(27) 

8.6% 

(5) 

i. other 

materials 

Yes 

P6: Criteria g & h are constrained by the venue  

P10: The teacher prints out texts for us 

P25: Photocopies from the teachers 

P47: Verb lists 

P57: Website with materials compiled by the teacher 

 

One learner (P6) noted that due to venue constraints, recordings and PowerPoint 

presentations could not be used. Two participants (P10 and P25) stated that the teacher 

photocopied materials for the class; one reported that they were given verb lists (P47); 

and another (P47) mentioned that the teacher gave them access to a website, with 

materials compiled by the teacher. An analysis of the frequency of use reveals that the 

notes given by the teachers not only occupied the first place but also had a significantly 

higher percentage than the second-ranked word lists. 

The learners indicated that the reading texts were used all of the time, most of 

the time or often to introduce vocabulary (91.4%), introduce grammatical items (88%), 

develop reading skills to access information (74.2%) and encourage reading for pleasure 

(37.9%) (Table 18).  
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Table 18. Uses of reading texts in the course 

 

Q. 19: Reading texts in this course are used to                                 

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. introduce 

grammar 

items 

19% 

(11) 

41.4% 

(24) 

27.6% 

(16) 

6.9% 

(4) 

1.7% 

(1) 

3.4% 

(2) 

b. introduce 

vocabulary 

items 

29.3% 

(17) 

39.7% 

(23) 

22.4% 

(13) 

3.4% 

(2) 

3.4% 

(2) 

1.7% 

(1) 

c. encourage 

reading for 

pleasure  

5.2% 

(3) 

15.5% 

(9) 

17.2% 

(10) 

37.9% 

(22) 

19% 

(11) 

5.2% 

(3) 

d. develop 

reading 

skills to 

access 

information   

12.1% 

(7) 

19% 

(11) 

43.1% 

(25) 

15.5% 

(9) 

6.9% 

(4) 

3.4% 

(2) 

e. other uses No  

 

These findings corroborate the results shown in the previous tables that vocabulary and 

grammar were given the highest priority (Table 13). 

In terms of the usage of texts, over 80% of the learners declared that the course 

texts were authentic and up to date all of the time, most of the time or often (Table 19). 

Nearly 80% reported that the texts were appealing to the learnersô age all of the time, 

most of the time or often, while 77.6% said that the texts were challenging and 74.2% 

indicated that the texts came from varied sources all of the time, most of the time or 

often. 
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Table 19. Participantsô feedback about the texts used in the course 

 

Q. 20: The texts used in this course are                                               

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. appealing to 

the 

learnersô 

age 

17.2% 

(10) 

31% 

(18) 

31% 

(18) 

10.3% 

(6) 

1.7% 

(1) 

8.6% 

(5) 

b. challenging, 

i.e., a step 

ahead of the 

learnersô 

current 

level   

15.5% 

(9) 

39.7% 

(23) 

22.4% 

(13) 

12.1% 

(7) 

3.4% 

(2) 

6.9% 

(4) 

c. varied 

(different 

sources) 

12.1% 

(7) 

29.3% 

(17) 

32.8% 

(19) 

13.8% 

(8) 

1.7% 

(1) 

10.3% 

(6) 

d. up to date 13.8% 

(8) 

36.2% 

(21) 

31% 

(18) 

12.1% 

(7) 

3.4% 

(2) 

3.4% 

(2) 

e. authentic 

passages 

(taken from 

real life) 

15.5% 

(9) 

39.7% 

(23) 

27.6% 

(16) 

6.9% 

(4) 

6.9% 

(4) 

3.4% 

(2) 

 

The learners reported that the most frequent listening method was listening to 

the teacher reading texts (86.2%, all of the time, most of the time and often), followed 

by listening to recorded materials (37.9%) and listening to songs (15.5%) (Table 20). 

Table 20. Listening methods in class 

 

Q. 21: During lessons, we listen to                                                   

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. songs 3.4% 

(2) 

5.2% 

(3) 

6.9% 

(4) 

13.8% 

(8) 

67.2% 

(39) 

3.4% 

(2) 

b. recorded 

materials  

3.4% 

(2) 

19% 

(11) 

15.5% 

(9) 

20.7% 

(12) 

39.7% 

(23) 

1.7% 

(1) 

c. the 

teacher 

reading 

texts 

15.5% 

(9) 

37.9% 

(22) 

32.8% 

(19) 

10.3% 

(6) 

1.7% 

(1) 

1.7% 

(1) 

d. other 

resources 

Yes 

P6: Items a and b are constrained by the venue 

P57: Dialogues between people 
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An analysis of the frequency of use reveals that the teacher reading texts not 

only had the highest ranking but also had a significantly higher percentage than the 

second-ranked one. Nearly 70% of the participants claimed they had never heard a song 

in class, and almost 40% said they had never heard any recorded materials. One 

participant (P6) stated that it was not possible to listen to songs or recorded materials 

because of a lack of resources at the venue. Another participant declared that the class 

listened to dialogues between people (P57).  

According to the learners, pronunciation exercises were the most frequently used 

(74.1%, all of the time, most of the time and often), followed by dialogues (70.7%) and 

oral presentations (44.9%) (Table 21). 

Table 21. Speaking activities in the course 

 

Q. 22: The speaking activities in this course include                   

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. pronunciation 

exercises 

15.5% 

(9) 

24.1% 

(14) 

34.5% 

(20) 

19% 

(11) 

6.9% 

(4) 

 

b. dialogues 12.1% 

(7) 

20.7% 

(12) 

37.9% 

(22) 

24.1% 

(14) 

3.4% 

(2) 

1.7% 

(1) 

c. oral 

presentations 

6.9% 

(4) 

12.1% 

(7) 

25.9% 

(15) 

29.3% 

(17) 

22.4% 

(13) 

3.4% 

(2) 

d. other activities No 

 

It is noteworthy that 25.9% (combined) declared that they rarely or never had 

pronunciation exercises, 27.5% (combined) rarely or never had dialogues and 51.7% 

(combined) rarely or never had oral presentations. These results and those of Table 20 

confirm that listening and speaking skills were not given due importance, compared to 

the other skills. Even in this case, over 22% admitted that they never gave oral 

presentations, contrasting with the DLL websiteôs claims that ñoral and written 

exercises, presentations and a final assessmentò were used in this course (DLL, 2012a, 

2012b). 

In terms of writing exercises, learners perceived that the majority of the 

exercises were fill in the blanks (98.4%, all of the time, most of the time and often), 

followed by complete the sentences (93%), choose the correct word (91.4%) and free 

writing (51.7%) (Table 22). One participant (P15) indicated that crossword puzzles 
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were used; another learner (P41) mentioned that students wrote sentences using what 

they learned.  

Table 22. Types of writing exercises  

 

Q. 23: The writing exercises in this course consist of                            

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. fill in the 

blanks 

19% 

(11) 

39.7% 

(23) 

39.7% 

(23) 

1.7% 

(1) 

  

b. complete 

the 

sentences   

17.2% 

(10) 

37.9% 

(22) 

37.9% 

(22) 

5.2% 

(3) 

 1.7% 

(1) 

c. choose 

the 

correct 

word 

13.8% 

(8) 

43.1% 

(25) 

34.5% 

(20) 

5.2% 

(3) 

 3.4% 

(2) 

d. free 

writing  

1.7% 

(1) 

12.1% 

(7) 

37.9% 

(22) 

37.9% 

(22) 

5.2% 

(3) 

5.2% 

(3) 

e. other 

exercises 

Yes 

P15: Crossword puzzles 

P41: Writing sentences using learned vocabulary and grammar 

 

The literature shows that learners must be presented with opportunities to 

activate their knowledge because language production helps them select from the inputs 

they have received, rehearse (especially in a classroom setting) and receive feedback, 

which allow them to adjust their language accordingly (Harmer, 2000, p. 40). This is 

supported by the findings shown in Tables 18ï22. However, based on the rarely or 

never percentages shown in the previous five tables, in certain areas, especially those 

linked to listening and speaking, learners were not being offered these opportunities.  

4.1.3 Perceived Needs and Suggestions about the Syllabus, Teaching Methods and 

Materials 

 In the following three subsections (syllabus, teaching methods and learning 

materials), the learnersô perceived needs and suggestions regarding the course are 

compared with their perceptions of what it offered. This information will help evaluate 

the course and identify components that should be amended. 

Although different Likert scales were used in this section of the questionnaire, 

the learnersô codes are presented as in the previous section. During the analysis of 
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responses to the open-ended question ñWhat would you change in the course?ò, some 

common themes emerged. Table 23 shows the course components that the participants 

wanted changed, with the corresponding participant numbers for each item. However, 

each item is addressed during the discussion of the relevant closed-ended questions in 

the next three subsections (4.1.3.1, 4.1.3.2 and 4.1.3.3). 

Table 23. Course components that participants want changed 

 

Q. 24: What would you change in the course? 

Themes Participants 

Syllabus 

New, realistic day-to-day topics and situations  P7, P10, P19, P20, P21, P22, 

P32, P37, P38, P52 

Syllabi for different learning abilities, with a proper exam 

system for the levels 

P6, P17, P31, P54 

Standard detailed syllabus P4, P17, P25 

Syllabus is too vast and difficult P22, P31, P54 

Teaching Methods 

More conversation during the course  

(day-to-day dialogues) 

P1, P4, P7, P12, P13, P19, R 

20, P21, P22, P26, P28, P35, 

P37, P39, P41, P45, P46, P47, 

P48, P49, P52 , P56, P57 

Less copying from the board, more interactive methods P12, P20, P29, P48, P52 

More homework P2, P26, P50, P52, P53 

More tests, including dictation P52, P2, P25, P38, P52 

Less emphasis on grammar P13, P37, P39 

More emphasis on grammar P14, P31, P50 

More vocabulary lists and exercises P46, P50 

Portfolio not really clear/not well organised P15, P31 

Work in small groups/pairs P2, P38 

Once topic is initiated, finish it  P38 

Materials  

Specifically designed coursebook  P10, P11, P17, P29, P30, P48 

Audiovisual materials  P20, P48, P53, P58 

A library/online programme with the course notes for 

support 

P10 

Bilingual notes  P27 

More reading materials P52 

Others 

More intensive learning  P20, P24, P29, P58 

No change of tutor P16, P23  

No 3-hour sessions, they should be less P33, P34 

Later sessions, after 7 p.m. P10 

More revision P44 

More revision on the exam P53 

More emphasis on current situation, history and culture P20 

Out-of-school activities P29 
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4.1.3.1 Learnersô perceived needs regarding the MFL-1 syllabus  

The learners stated that the most difficult or moderately difficult skills were 

speaking (67.2%), listening (48.3%), writing (44.9%) and reading (8.6%) (Table 24).  

Table 24. Most difficult skill to learn in the Maltese language 

 

Q. 25: Which Maltese language skill do you find most difficult?  

 Most 

difficult  

Moderately 

difficult  

Slightly 

difficult  

Least 

difficult  

NF 

a. listening 20.7% 

(12) 

27.6% 

(16) 

17.2% 

(10) 

13.8% 

(8) 

20.7% 

(12) 

b. speaking  43.1% 

(25) 

24.1% 

(14) 

13.8% 

(8) 

6.9% 

(4) 

12.1% 

(7) 

c. reading  1.7% 

(1) 

6.9% 

(4) 

17.2% 

(10) 

51.7% 

(30) 

22.4% 

(13) 

d. writing  25.9% 

(15) 

19% 

(11) 

29.3% 

(17) 

5.2% 

(3) 

20.7% 

(12) 

 

In terms of the Maltese language skill that the learners wanted to improve most, 

the majority indicated speaking (67.2%), followed by listening (8.6%) and writing 

(3.4%) (Table 25). No learner mentioned the need to improve reading. These findings 

follow the pattern seen in Table 24; when a skill was more difficult, the learners had to 

practise more. However, they stated that in the course, speaking was the least practised 

of the four language skills (Table 13) and 23 out of 58 participants expressed the need 

for more conversations in the course (ñWhat would you change in the course?ò; Table 

23). This indicated that speaking was not given due importance, as perceived by the 

learners; thus, it was considered a course deficiency.  

Table 25. Maltese language skill that participants most want to improve  

 

Q. 26: Which Maltese language skill would you like to improve the most?  

 Number Percentage 

a. speaking  39 67.2% 

b. NF 12 20.7% 

c. listening 5 8.6% 

d. writing  2 3.4% 

e. reading    

 

Additionally, over 96% of the learners deemed it very important or important to 

practise the four language skills (Table 26). It is noteworthy that none of the participants 
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marked it unimportant or not at all important, indicating that the majority wanted a 

course based on all four skills.  

Table 26. Participantsô feedback on practising the four language skills 

 

Q. 27: To study a language, one has to practise the four skills.  

Very important  Important  Neither 

important nor 

unimportant  

Unimportant  Not at all 

important  

 

NF 

81% 

(47) 

15.5% 

(9) 

1.7% 

(1) 

  1.7% 

(1) 

 

Revisiting Table 10 (subsection 4.1.2.1), which corresponds to Table 26, the 

four skills were covered in the course, with a combined percentage (all of the time, most 

of the time and often) of 94.8%; however, as indicated in the comments related to the 

previous table, speaking was not being given the desired share of attention. 

For the learners, the most important organisational method was grammar topics 

(84.5%, combined very important and important), followed by topics (70.7%) and tasks 

(60.4%) (Table 27).  

Table 27. Participantsô feedback on course structure 

 

Q. 28: How important is it for you to é have lessons organised according to          

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. grammar 

topics 

46.6% 

(27) 

37.9% 

(22) 

6.9% 

(4) 

5.2% 

(3) 

 3.4% 

(2) 

b. topics 36.2% 

(21) 

34.5% 

(20) 

19% 

(11) 

3.4% 

(2) 

1.7% 

(1) 

5.2% 

(3) 

c. tasks 20.7% 

(12) 

39.7% 

(23) 

24.1% 

(14) 

5.2% 

(3) 

1.7% 

(1) 

8.6% 

(5) 

d. other 

methods 

Yes 

P13: Listening and speaking the language 

P21: Dialogues 

P50: Skill oriented 

P54: Dialogues 

 

An analysis of the percentages of the corresponding Table 11 reveals that all of 

the time, most of the time or often, the course was organised according to grammar 

(96.5%), topics (79.3%) and tasks (44.8%).  
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Comparing this to Table 27 shows that the learners kept the same ranking order 

in terms of importance. However, three of the participants who filled in the other 

methods option indicated that it was important to have lesson organisation according to 

activities related to speaking, such as dialogues (P21 and P54) and listening and 

speaking the language (P13) (Table 27). One participant (P50) declared that the syllabus 

must be skill-oriented. Thus, in the course organisation, grammar was perceived as very 

important or important by the majority of the learners; however, as indicated previously 

(Tables 24ï26) and in comments related to Table 27, speaking and listening should not 

be neglected. Changes in the course syllabus were mentioned in the answers to question 

24, which was open ended (Table 23); the learners stated that the syllabus was too vast 

and difficult (P22, P31 and P54). To address this issue, some learners suggested a 

standard detailed syllabus for all the groups (P4, P17 and P25) with different learning 

abilities and a proper exam system for the levels (P6, P17, P31 and P54), with new, 

realistic day-to-day topics and situations (P7, P10, P19, P20, P21, P22, P32, P37, P38 

and P52). 

Table 28. Participantsô preferences for a linear vs. a cyclical progression 

 

The combined percentages of very important and important rankings show that it 

was very important or important for the learners to have a course with a cyclical 

progression (75.9%) instead of a linear progression (62.1%); however, the latter was 

also given due importance (Table 28), indicating that the learners envisioned a course 

with both types of progression.  

Table 12 (corresponding to Table 28) shows that linear progression had a 

combined percentage (all of the time, most of the time and often) of 82.8% for the 

course, while cyclical progression had a combined percentage of 79.3%, indicating that 

both types of progressions were present in the course.  

Q. 29: Have a course with a                                                                                           
 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. linear 

progression 

32.8% 

(19) 

29.3% 

(17) 

31% 

(18) 

  6.9% 

(4) 

b. cyclical 

progression 

46.6% 

(27) 

29.3% 

(17) 

10.3% 

(6) 

1.7% 

(1) 

1.7% 

(1) 

10.3% 

(6) 
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Table 28 (with the exception of two learners who declared that cyclical 

progression was unimportant or not at all important) thus shows that the learners 

perceived that both types of progression were important and that more revision during 

the course increased in percentage in terms of importance.  

Revision and its related issues also emerged in question 24, which was open 

ended. One participant (P44) emphasised the need for more revision, and another (P38) 

commented that once a topic was started, the teacher must finish it. Two learners (P16 

and P23) lamented that new tutors were assigned to the course more than once, with one 

participant stating that three new tutors were assigned. Another learner (P53) indicated 

that more lessons should be covered in the exam. Four learners expressed their desire 

for more intensive learning (P20, P24, P29 and P58). However, two of the learners 

preferred shorter lessons that were not three hours long (P33 and P34), and one learner 

(P10) indicated that he/she favoured lessons starting after 7 p.m.   

4.1.3.2 Learnersô perceived needs regarding the teaching methods for MFL-1 

For the learners, speaking was the most important practice; it obtained 100% 

with the combined percentages of very important or important rankings (Table 29). The 

next highest-ranked practices were listening and vocabulary (both 93.1%), grammar 

(89.6%), reading (86.3%), writing (75.9%), Maltese culture awareness (60.4%) and out-

of-class activities (29.3%).   
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Table 29. Participantsô feedback on methods of instruction 

 

Q. 30: How important is it for you to include the following practices during second-

language teaching:                                                                                                                 
 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. grammar 

practice 

51.7% 

(30) 

37.9% 

(22) 

6.9% 

(4) 

1.7% 

(1) 

 1.7% 

(1) 

b. vocabulary 

practice  

67.2% 

(39) 

25.9% 

(15) 

5.2% 

(3) 

  1.7% 

(1) 

c. writing 

practice 

46.6% 

(27) 

29.3% 

(17) 

19% 

(11) 

3.4% 

(2) 

 1.7% 

(1) 

d. reading 

practice  

46.6% 

(27) 

39.7% 

(23) 

5.2% 

(3) 

8.6% 

(5) 

  

e. listening 

practice  

70.7% 

(41) 

22.4% 

(13) 

6.9% 

(4) 

   

f. speaking 

practice  

86.2% 

(50) 

13.8% 

(8) 

    

g. Maltese- 

culture 

awareness 

13.8% 

(8) 

46.6% 

(27) 

25.9% 

(15) 

13.8% 

(8) 

  

h. out-of-class 

activities  

13.8% 

(8) 

15.5% 

(9) 

25.9% 

(15) 

27.6% 

(16) 

13.8% 

(8) 

3.4% 

(2) 

 

The most prominent point that emerged was that for learners, speaking and 

listening practices were more important than anything else; however, Table 13 (the 

corresponding table for the course) reveals that these were performed less regularly in 

the course than all other criteria, except for Maltese culture awareness and out-of-class 

activities. Moreover, as indicated earlier, 23 of 58 participants expressed the need for 

more conversations in the course in their answers to the open-ended question (P1, P4, 

P7, P12, P13, P19, P20, P21, P22, P26, P28, P35, P37, P39, P41, P45, P46, P47, P48, 

P49, P52, P56 and P57) (Table 23). It should be kept in mind that the learnersô priorities 

were to communicate with locals (53.4%) and to cope with daily life (12.1%) (Table 9); 

thus, speaking practice was vital for day-to-day activities, and the learners perceived the 

need for more conversation and requested opportunities to activate their knowledge 

(Harmer, 2000, p. 40). They also indicated that the focus should be on listening and 

speaking exercises to address these course deficits.  

In their answers to the open-ended question (Table 23), some learners indicated 

that they preferred less emphasis on grammar (P13, P37 and P39), while others noted 

the opposite (P14, P31 and P50). Two participants wanted additional vocabulary lists 
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and exercises (P46 and P50). The fact that three learners declared a desire for more 

grammar and an equal number stated the inverse reflects Brownôs (2001, p. 33) view 

that different groups, even within the same language programme, may vary 

considerably in their preferences. 

The combined percentages of very comfortable and comfortable rankings as 

regards interaction preferences show that learners preferred working in pairs (89.6%). 

Working individually (84.4%) was ranked second, followed by working in small groups 

(81.1%) and working in large groups (55.2%) (Table 30).  

Table 30. Participantsô interaction preferences with other learners 

 

Q. 31: How comfortable do you feel when you work/learn                                          
 Very 

comfortable 

Comfortable Indifferent  Uncomfortable Very un-

comfortable 

NF 

a. individually  53.4% 

(31) 

31% 

(18) 

10.3% 

(6) 

5.2% 

(3) 

  

b. in pairs  29.3% 

(17) 

60.3% 

(35) 

8.6% 

(5) 

1.7% 

(1) 

  

c. in small 

groups 

34.5% 

(20) 

46.6% 

(27) 

12.1% 

(7) 

5.2% 

(3) 

 1.7% 

(1) 

d. in large 

groups 

19% 

(11) 

36.2% 

(21) 

25.9% 

(15) 

13.8% 

(8) 

3.4% 

(2) 

1.7% 

(1) 

 

Table 14 (corresponding to Table 30) shows that in the course, the learners 

worked individually (89.6%), followed by in pairs (60.3%), in large groups (46.5%) and 

in small groups (31%) all of the time, most of the time or often. 

Although 17.2% of the learners indicated that they felt uncomfortable or very 

uncomfortable working in large groups (Table 30), this practice happened regularly in 

the course (Table 14). It is important to note that learners felt more comfortable working 

in pairs rather than individually (Table 30). However, pair work fell behind when 

compared to individual work in the course (Table 14). 

In Table 31, over 93% of the learners strongly agreed or agreed that they learned 

best by rote learning, followed by getting a logical explanation (86.2%), finding 

information on your own (79.3%), listening and taking notes and problem solving (both 

70.7%) and copying from the board (58.6%). One participantôs (P6) mention of trying 

and not being afraid to make mistakes is remarkable. Errors not only help language 

tutors assess learnersô progress and note what is left to learn but also benefit the students 
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themselves by learning from their mistakes: ñit is a way the learner has of testing the 

hypotheses about the nature of the language he is learningò (Corder, 1967, p. 167).    

Table 31. Learning method preferences of participants 

 

Q. 32: You learn best by                                                                        

 Strongly 

agree 

Agree Neither 

agree 

nor 

disagree 

Disagree Strongly 

disagree 

NF 

a. rote learning 63.8% 

(37) 

29.3% 

(17) 

3.4% 

(2) 

  3.4% 

(2) 

b. finding 

information 

on your own  

19% 

(11) 

60.3% 

(35) 

15.5% 

(9) 

3.4% 

(2) 

 1.7% 

(1) 

c. getting a 

logical 

explanation  

43.1% 

(25) 

43.1% 

(25) 

8.6% 

(5) 

3.4% 

(2) 

 1.7% 

(1) 

d. problem 

solving  

25.9% 

(15) 

44.8% 

(26) 

20.7% 

(12) 

5.2% 

(3) 

 3.4% 

(2) 

e. copying from 

the board  

10.3% 

(6) 

48.3% 

(28) 

22.4% 

(13) 

17.2% 

(10) 

1.7% 

(1) 

 

f. listening and 

taking notes 

25.9% 

(15) 

44.8% 

(26) 

13.8% 

(8) 

3.4% 

(2) 

1.7% 

(1) 

10.3% 

(6) 

g. other 

methods 

Yes 

P6: Trying and not being afraid to make mistakes 

  

Table 15 (corresponding to Table 31) reveals that copying from the whiteboard 

(combined percentage of all of the time and most of the time, 88%) was ranked first; 

however, it was rated last in Table 31. This finding reflects several learnersô responses 

to open-ended question 24 (Table 23), expressing their wish to copy less from the board 

in favour of more interactive methods (P12, P20, P29, P48 and P52). The fact that other 

learning methods obtained a combined percentage (strongly agree and agree) of over 

70% (Table 31) indicates that learners must continue to be presented with similar 

teaching methods.  

In Table 32, the learners indicated that they strongly agreed or agreed with being 

given homework (89.7%), oral tests (75.9%) and written tests (74.1%) and with using 

the European language portfolio (29.3%). One participant (P12) also mentioned that 

assessment could be done by completing projects and conducting research. Some 

learners offered other ideas; one participant (P10) stressed the importance of online 
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support with access to forums and tutors; another cited talking and using the language 

(P13).  

Table 32. Types of assessment preferred by participants 

 

Q. 33: For assessment purposes, do you prefer to                                        

 Strongly 

agree 

Agree Neither 

agree 

nor 

disagree 

Disagree Strongly 

disagree 

NF 

a. be given 

homework 

50% 

(29) 

39.7% 

(23) 

3.4% 

(2) 

3.4% 

(2) 

1.7% 

(1) 

1.7% 

(1) 

b. have 

written 

tests  

36.2% 

(21) 

37.9% 

(22) 

19% 

(11) 

5.2% 

(3) 

 1.7% 

(1) 

c. have oral 

tests  

39.7% 

(23) 

36.2% 

(21) 

13.8% 

(8) 

6.9% 

(4) 

1.7% 

(1) 

1.7% 

(1) 

d. use the 

European 

language 

portfolio  

13.8% 

(8) 

15.5% 

(9) 

50% 

(29) 

5.2% 

(3) 

10.3% 

(6) 

5.2% 

(3) 

e. other 

assessment 

types 

Yes 

P10: Online support with access to tutors and forums 

P12: Projects and research 

P13: Talking/listening and using the language 

 

Table 16 (corresponding to Table 32) shows homework in the top position, with 

68.9% of the learners declaring that it was used all of the time, most of the time or 

often, followed by the European language portfolio and written tests (both 41.4%) and 

oral tests (27.6%). 

Comparing the tables shows that homework, the learnersô preferred method, was 

used regularly in the course (68.8%). However, although written tests and oral tests 

were equally preferred, the former was used more than the latter in the course (41.4% 

and 27.6%, respectively; combined all of the time, most of the time and often) (Table 

16). However, 41.4% declared that the European language portfolio was used in the 

course (combined all of the time, most of the time and often) (Table 16) but the least 

preferred. In open-ended question 24 (Table 23), two participants reported on the 

portfolioôs lack of clarity and organisation (P15 and P31). It is important to note that 

one participant (P31) indicated that preparing the portfolio was a waste of time (Table 

16). Thus, the statistics and the comments indicate problems with this assessment.  
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In the open-ended question (Table 23), other learners also indicated their desire 

for more homework (P2, P26, P50, P52 and P53); others mentioned wanting more tests, 

including dictation (P52, P2, P25, P38 and P52).  

4.1.3.3 Learnersô perceived needs regarding the MFL-1 learning materials 

Regarding learning materials, the notes given by the teacher garnered the highest 

percentage (96.6%) as a very important or important resource, followed by word lists 

(96.5%), a coursebook (87.9%), bilingual reading books (75.9%), recordings (67.3%), 

books about Maltese history and culture (48.3%), PowerPoint presentations (46.5%) and 

videos (43.1%) (Table 33). One participant indicated newspapers as an important 

resource, too (P29), while another mentioned quizzes and tests (P52). 

Table 33. Learning materialsô importance for participants 

 

Q. 34: In this language course, it is important to have the following resources:  
 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. notes given 

by the 

teacher 

75.9% 

(44) 

20.7% 

(12) 

   3.4% 

(2) 

b. a coursebook 53.4% 

(31) 

34.5% 

(20) 

8.6% 

(5) 

1.7% 

(1) 

1.7% 

(1) 

 

c. bilingual 

reading 

books  

34.5% 

(20) 

41.4% 

(24) 

13.8% 

(8) 

8.6% 

(5) 

1.7% 

(1) 

 

d. word lists  60.3% 

(35) 

36.2% 

(21) 

3.4% 

(2) 

   

e. books about 

Maltese 

history and 

culture  

12.1% 

(7) 

36.2% 

(21) 

31% 

(18) 

12.1% 

(7) 

6.9% 

(4) 

1.7% 

(1) 

f. videos  20.7% 

(12) 

22.4% 

(13) 

34.5% 

(20) 

17.2% 

(10) 

3.4% 

(2) 

1.7% 

(1) 

g. recordings  34.5% 

(20) 

32.8% 

(19) 

13.8% 

(8) 

17.2% 

(10) 

 1.7% 

(1) 

h. PowerPoint 

presentation 

29.3% 

(17) 

17.2% 

(10) 

32.8% 

(19) 

10.3% 

(6) 

1.7% 

(1) 

8.6% 

(5) 

i. other 

learning 

materials 

Yes 

P29: Newspapers 

P52: Tests and quizzes 

 

Comparing Table 33 to Table 17 (its corresponding table) shows the first three 

resources (notes given by the teacher, word lists and a coursebook) as the most used 
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ones in the course (96.5%, 68.9% and 53.4%, respectively; all of the time, most of the 

time and often). However, although notes given by the teacher and word lists were 

nearly equally preferred in importance, the former was used more than the latter in the 

course (96.5% and 68.9%, respectively; combined all of the time, most of the time and 

often) (Table 17). Although the coursebook was also perceived as a very important or 

important resource (nearly 90%, Table 33) in the course, only 53.4% indicated that it 

was used nearly all of the time, most of the time or often (Table 17).  

Although recordings, PowerPoint presentations, bilingual reading books, videos 

and books about Maltese history and culture (Table 17) were not used as regularly as 

the others in the course, Table 33 shows that they were given due importance. In open-

ended question 24 (Table 23), some learners indicated the need for a specifically 

designed coursebook (P10, P11, P17, P29, P30 and P48), more audiovisual materials 

(P20, P48, P53 and P58), an online programme with course notes (P10), bilingual notes 

(P27), more reading materials (P52) and more [emphasis on] the current situation and 

history (P20) and on culture and out-of-school activities (P29). As indicated by Crooks 

and Schmidt (1991, cited in Lightbown and Spada, 2006, p. 65), varying tasks and 

materials is a pedagogical practice that increases learnersô motivation levels. However, 

although some classes used the coursebook regularly, some learners perceived a need 

for a custom-made one, thus indicating that the textbook/s used might have been 

inadequate. 

For the learners, texts were important to introduce vocabulary items and 

introduce grammar items (both 96.6%), develop reading skills to access information 

(75.9%) and encourage reading for pleasure (70.7%) (Table 34).  
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Table 34. Participantsô preferred use of reading texts in the course 

 

Q. 35: How important is it for you to have texts to                                                     

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. introduce 

grammar 

items 

50% 

(29) 

46.6% 

(27) 

3.4% 

(2) 

   

b. introduce 

vocabulary 

items 

62.1% 

(36) 

34.5% 

(20) 

1.7% 

(1) 

  1.7

% 

(1) 

c. encourage 

reading for 

pleasure  

37.9% 

(22) 

32.8% 

(19) 

20.7% 

(12) 

6.9% 

(4) 

1.7% 

(1) 

 

d. develop 

reading skills 

to access 

information   

43.1% 

(25) 

32.8% 

(19) 

15.5% 

(9) 

3.4% 

(2) 

 5.2

% 

(3) 

e. other texts No 

 

Table 18 (corresponding to Table 34) shows that the main use of texts in the 

course was to introduce vocabulary items (combined percentage of all of the time and 

most of the time, 91.4%). Texts were also used to introduce grammar items (88%), 

develop reading skills to access information (74.2%) and encourage reading for pleasure 

(37.2%). 

Because Table 34 shows that the learners gave each criterion a combined 

percentage of over 70% in the very important and important levels, all these practices 

must be continued and reinforced.    

The very important and important rankings in Table 35 show that it was vital for 

the learners to have texts that were authentic (81%), varied (77.6%), up to date (77.6%), 

challenging (65.5%) and appealing to the learnersô age (43.1%).  
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Table 35. Participantsô suggestions about the texts used in the course 

 

Q. 36: How important is it for you to have texts that are                                           

 Very 

important  

 

Important  

Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. appealing 

to the 

learnersô 

age 

17.2% 

(10) 

25.9% 

(15) 

46.6% 

(27) 

5.2% 

(3) 

3.4% 

(2) 

1.7% 

(1) 

b. challenging 

i.e., a step 

ahead of 

the 

learnersô 

current 

level 

31% 

(18) 

34.5% 

(20) 

27.6% 

(16) 

5.2% 

(3) 

 1.7% 

(1) 

c. varied 

(different 

sources) 

37.9% 

(22) 

39.7% 

(23) 

19% 

(11) 

1.7% 

(1) 

 1.7% 

(1) 

d. up to date 31% 

(18) 

46.6% 

(27) 

19% 

(11) 

3.4% 

(2) 

  

e. authentic 

passages 

(taken 

from real 

life) 

44.8% 

(26) 

36.2% 

(21) 

10.3% 

(6) 

3.4% 

(2) 

 5.2% 

(3) 

 

Table 19 (corresponding to Table 35) shows that learners declared that all of the 

time, most of the time or often, the texts used were authentic (82.8%), up to date (81%), 

appealing to the learnersô age (79.2%), challenging (77.5%) and from varied sources 

(74.2%).  

Comparing these two sets of results reveals that the prevailing usage of texts in 

the course should be kept because it was very important or important to the learners. 

Only 43% indicated that it was very important or important that the texts be appealing 

to the learnersô age, showing that certain learners were ready to make an exception for 

this.  

 The most important listening activity for the learners was the teacher reading 

texts (82.8%), followed by listening to recorded materials (75.9%) and listening to 

songs (36.2%) (Table 36). One participant added that it was essential to listen to 

conversations outside the classroom (P13).  
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Table 36. Participantsô suggestions about listening methods in class 

 

Q. 37: How important is it for you to listen to     
 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. songs 10.3% 

(6) 

25.9% 

(15) 

39.7% 

(23) 

10.3% 

(6) 

10.3% 

(6) 

3.4% 

(2) 

b. recorded 

materials 

36.2% 

(21) 

39.7% 

(23) 

15.5% 

(9) 

5.2% 

(3) 

1.7% 

(1) 

1.7% 

(1) 

c. the 

teacher 

reading 

texts 

41.4% 

(24) 

41.4% 

(24) 

13.8% 

(8) 

1.7% 

(1) 

 1.7% 

(1) 

d. other 

resources 

Yes 

P13: Conversations outside [the classroom] 

 

 Table 20 (corresponding to Table 36) shows that the learners listened to the 

teacher reading texts (86.2%), recorded materials (37.9%) and songs (15.5%) all of the 

time, most of the time or often in the course. 

The percentage of importance shown in Table 36, especially for the first two 

criteria, demonstrates the learnersô perceived need to keep the same practice of the 

teacher reading texts, while increasing the use of recorded materials.  

Table 37 shows that all the learners agreed that dialogues were very important or 

important (100% combined score), followed by pronunciation exercises (98.2%) and 

oral presentations (86.2%).  

Table 37. Participantsô suggestions about speaking activities in the course 

 

Q. 38: How important is it for you to do speaking activities such as 

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Un-

important  

Not at all 

important  

NF 

a. pronunciation 

exercises 

74.1% 

(43) 

24.1% 

(14) 

1.7% 

(1) 

   

b. dialogues 77.6% 

(45) 

22.4% 

(13) 

    

c. oral 

presentations 

51.7% 

(30) 

34.5% 

(20) 

12.1% 

(7) 

  1.7% 

(1) 

d. other 

speaking 

activities 

NO 
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Table 21 (corresponding to Table 37) shows that the learners declared that the 

speaking activities in the course included pronunciation exercises (74.1%), dialogues 

(70.7%) and oral presentations (44.9%) all of the time, most of the time or often. 

The high percentages of importance assigned to these speaking activities (Table 

37) and lack of any marks indicating that these activities were unimportant or not at all 

important indicate the perceived need for more speaking activities, which also appeared 

in the open-ended question (Table 23).  

In terms of writing exercises, choose the correct word was very important or 

important for the learners (combined score of 94.9%) (Table 38). Complete the 

sentences was ranked second (93.2%), then fill in the blanks (93.1%) and free writing 

(86.2%).  

 

Table 38. Participantsô suggestions about types of writing exercises 

 

Q. 39: How important is it for you to do writing activities such as                                     

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. fill in the 

blanks 

48.3% 

(28) 

44.8% 

(26) 

5.2% 

(3) 

1.7% 

(1) 

  

b. complete 

the 

sentences   

46.6% 

(27) 

46.6% 

(27) 

6.9% 

(4) 

   

c. choose 

the 

correct 

word 

55.2% 

(32) 

39.7% 

(23) 

5.2% 

(3) 

   

d. free 

writing  

53.4% 

(31) 

32.8% 

(19) 

12.1% 

(7) 

  1.7% 

(1) 

e. other 

writing 

activities 

NO 

 

Comparing Table 38 to its corresponding Table 22 shows that the first three 

categories indicated in Table 22 were performed nearly all of the time, most of the time 

or often, with the following percentages: fill in the blanks (98.4%), complete the 

sentences (93%) and choose the correct word (91.4%). The learners perceived these 
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three criteria as important or very important, with a combined percentage of over 90% 

for each (Table 38). Free writing (performed 51.7% in the course) followed, with over 

86% in importance. These results indicate that these writing exercises that were already 

offered in the MFL-1 course should be retained and free writing should be reinforced. 

4.2 Learnersô interviews 

The next three subsections present information gathered about the MFL-1 course 

syllabus, teaching methods and learning materials, as well as the learnersô perceived 

needs for these three areas, based on their interview responses. The interview questions 

are abbreviated with the code LIQ (learnersô interview question), followed by the 

number of each one. The learnersô responses are assigned with the code IP (interview 

participant) and the number for each participant (e.g., IP1).  

As indicated in the methodology chapter, the interview data are presented 

chronologically according to each question, followed by the learnersô responses, so that 

all the data are provided clearly to readers. It is helpful to do so to be ñopen to 

evaluative interpretationò (Tomlinson, 2003, p. 16). 

The data from the MFL-1 learnersô questionnaires and interviews are combined 

in Chapter 6 (Discussion), where the common findings from these two research 

instruments are compared or contrasted to the findings that emerge from the MFL-1 

teachersô data. The different themes that emerge are discussed with reference to the 

literature and to the MFL-2 learnersô and teachersô data. 

4.2.1 Learnersô Views on the MFL-1 Syllabus and their Perceived Needs 

 Learners enrol in a particular language programme for different reasons. 

Knowing the learnersô reasons could help teachers and course designers address their 

needs. When the MFL-1 learners were asked, ñWhy did you enrol in this particular 

course?ò (LIQ2), they gave various responses. Six interviewees wanted to communicate 

with locals (IP5, IP6, IP8, IP9, IP11 and IP12); others desired to communicate with 

colleagues at work (IP2, IP4, IP9 and IP11). Three learners gave individual reasons: to 

speak to her husband in Maltese (IP9), to help him find a job (IP12) and to take the first 

step that would eventually lead to other steps necessary for the O-level (IP6). Other 
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learners did not elaborate on why they wanted to learn Maltese (IP3, IP7 and IP10); one 

specified, ñI live in Malta and it is a nice thing to learn the languageò (IP1). 

To determine if this particular course catered to all the learnersô needs, they were 

asked, ñAre you taking any other course in Maltese apart from this? If yes, why?ò 

(LIQ3). One participant disclosed his/her simultaneous attendance at an Employment 

Training Centre (ETC) beginnersô course to review what he/she had studied in MFL-1 

(IP5). Another reported taking Maltese conversation classes ñto improve speakingò 

(IP8), while another mentioned attending the Maltese for Maltese course. The reason 

given by the latter involved the teacher: 

I was taking other courses and comparing [teachers] ... some teachers deliver lessons 

well, while others use the board only, and [this is the reason] why many [students] leave 

the class (IP11). 

 

As Ehrman, Leaver and Oxford (2003) noted, tutors must present their students with 

adequate learning experiences and materials to increase the learnersô motivation and 

meet ñtheir needs for competence, relatedness, self-esteem and enjoymentò (p. 320). 

Otherwise, as the participant quoted above stated, learners would opt out of the course. 

Several interviewees expressed dissatisfaction with the MFL-1 course syllabus: 

[It] is very advanced for beginners, similar to a pre-intermediate or intermediate level é I 

cannot [yet] express myself naturally in Maltese (IP1). 

 

The problem of course is that [the lesson] goes too fast. It starts with bonǣu kif inti? 

[Good morning. How are you?], and then we just read texts that are very hard to 

understand. I think it is also the core problem why we start out [with] 24 [students in 

class] and end up [with] seven. Also, [the course] that I took in Valletta went fast (IP3, 

referring to the German Maltese Circle). 

 

[It] is too advanced. I donôt think it has been sufficiently revised. Going back to what you 

were doing at the beginning é the drop[out] rate is alarming at 70% of the students. I 

think that is to be expected. I think the one thing you should try, especially for beginners, 

is to make it simple for a little longer at the beginning because it seems that it scares them 

off (IP5). 

 

You learn something but itôs difficult. [This course is] not [intended for] begin[ners] é I 

thought it was going to [start] from zero (IP7). 

 

These quotations indicate a need for more revision during the course because it was 

seen as too advanced, leading to a high dropout rate. 
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Since some learners expressed dissatisfaction with the course, they were 

asked, ñIs there a syllabus for the course offered?ò (LIQ4). Two of the 12 

participants said ñyesò (IP4 and IP7), two responded ñI guessò or ñI hopeò (IP1 and 

IP12), one answered ñI donôt knowò (IP6) and seven replied ñnoò (IP2, IP3, IP5, IP8, 

IP9, IP10 and IP11). Of those who answered ñnoò, two elaborated, ñNothing that you 

can look at and plan ahead forò (IP5) and ñTo be honest, I donôt think there is a 

standard syllabus. For me, thatôs what I think should be the core [component]ò (IP8). 

A syllabus for MFL-1 does exist, but the learners could not access it because it 

is not available online and is written in Maltese. Therefore, if the present syllabus is to 

be retained, it is essential to translate it into English for the learnersô benefit, thus 

making it accessible. Those learners who answered ñyesò (IP4 and IP7) and ñI guessò or 

ñI hopeò (IP1 and IP12) were asked, ñDo you have access to the syllabus for the course 

offered?ò (LIQ5). One of the participants stated ñyesò (IP4) and another referred to the 

textbook as the syllabus (IP1). However, he/she stated, ñI cannot read the textbook 

because it is too advance[d]ò, while the other two did not respond to the question (IP7 

and IP12). IP1ôs comment about the advanced textbook indicates a problem with its 

adequacy, which is discussed in section 4.2.3. 

When all the comments about the syllabus are read, the question that comes to 

mind (which was included in the interview) is, ñWere you involved in the decision-

making process in developing the syllabus or the course?ò (LIQ6). Except for one 

interviewee, all said ñnoò. This indicates that the syllabus was produced using a top-

down approach, which explains why it does not reflect the learnersô suggestions in 

certain instances.  

To investigate in more detail the problems associated with the course, the 

learners were asked, ñDo you feel that the syllabus of the course you are attending is 

adequate? Why?ò (LIQ7). Various responses were given. Three interviewees answered 

ñnoò because of the advanced level of the course (IP1, IP2 and IP7). Two learners were 

unsure (IP9 and IP12); one indicated that the teacher was replaced and there was no 

prepared programme (IP12). Two participants responded with ñyesò and ñnoò; one said 

ñyesò in terms of grammar and vocabulary and ñnoò in terms of speaking (IP8 and 

IP10). Four participants replied ñyesò (IP2, IP4, IP6 and IP11), with IP2 and IP11 

reporting improvement, IP4 indicating improvement in grammar and vocabulary, and 
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IP6 not citing any reason. Another learner (IP3) preferred not to comment. Thus, the 

reservations about the courseôs adequacy involved its advanced level, the need for more 

speaking exercises, and logistical problems, such as turnover from one teacher to 

another. 

The negative responses showed the learnersô awareness that their learning could 

be affected. Moreover, when asked, ñDo you think that by the end of the course, you 

will reach your aims? Why?ò (LIQ8), nine of the 12 interviewees disagreed. Three of 

them indicated their concerns about speaking: 

[The course] does not focus on speaking the language (IP1). 

 

My main goal is speaking [Maltese]. I am not reaching that goal é Iôve learned much 

more than when I started, but I am not happy enough with the speaking [part]. I wish I 

could do more (IP8). 

 

[Maltese] is a very difficult language é and I want to speak it, not particularly write it 

(IP9). 

 

The other six learners who replied ñnoò gave different reasons: ñeveryone speaks 

English everywhere you goò (IP3); ñthe course is only once a week, thus [it is] shortò 

(IP3, IP5 and IP12); ñI donôt studyò (IP3); ñI donôt have time to studyò (IP4 and IP11); 

and ñI need the O-level [exam]ò (IP6). The point raised by IP3, that everyone spoke 

English, contrasts with findings from the literature review. Stern (1983, p. 17) and Gass 

and Selinker (2008, p. 7) indicated that the environment would help the SL learner a 

great deal, with some learners picking up the language from the environment in which 

they lived without formal instruction. However, this is not the case in Malta; since it is 

officially bilingual, one can find an Anglophone everywhere. Therefore, teaching 

Maltese requires instruction that is more formal to compensate for the lack of language 

input in the environment. With this in mind, the claim about the short course makes 

more sense (Table 24). IP6ôs claim that he/she would not reach his/her aims because 

he/she would not attain the O-level exam was true because as indicated (see subsection 

1.5.3, Directorate for Lifelong Learning), this was not part of the course goals. 

Statements such as ñI donôt studyò show the learnerôs lack of motivation. 

Together with the claim that ñI donôt have time to studyò, these responses confirm 

McKay and Tomôs (1999, p. 2) argument that adult learners, whose ages might be 



166 

 

 

anywhere from 18 to over 80, would have different personal circumstances, some of 

which might affect their attendance, punctuality and concentration. 

Since different learners expressed disappointment about certain areas in the 

course, it appears that they were not consulted before the course commenced. When the 

learners were asked, ñBefore you began this language course, did you complete a survey 

about your goals and needs? If yes, what were the contents of the survey?ò (LIQ12), all 

the participants said ñnoò and another replied, ñI donôt rememberò (IP9). An evaluation 

during or at the end of the course would significantly help in obtaining feedback. This 

was covered in one of the interview questions, ñDid you complete a survey to evaluate 

the course, either during or at the end of the course?ò (LIQ21). Of the participants, 11 

responded ñnoò and one responded ñyesò. However, considering that this learner did not 

communicate well in English, it may be that he/she did not understand the question or 

considered the questionnaire used for this study to be the evaluation survey.  

Because the learners stated that the syllabus was generic and there was no needs 

analysis or feedback system, they were asked in the interview, ñWhich situations are 

covered in the course?ò (LIQ9). They expressed a variety of responses, including 

recipes (IP1); kitchen, garden, vegetables, transport, in a restaurant and everyday 

expressions (IP3); greeting and introducing oneself (IP4); daily routines and hobbies 

(IP6); travelling (IP6, IP7 and IP9); food (IP6); sports (IP6, IP3 and IP12); shopping 

(IP7, IP9 and IP12); renting an apartment, going to the market and common expressions 

(IP8); vessels and birthdays (IP9); and family, house, furniture and basic words (IP12). 

When asked, ñAre the situations covered in the course suitable for your learning aims? 

Why?ò (LIQ10), seven of the 12 declared ñyesò and cited different reasons, such as ñI 

improvedò (IP1), ñsuitable for meò (IP3), ñI am a beginnerò (IP4), ñI encounter these 

situationsò (IP6) and ñday-to-day topicsò (IP7 and IP8). Three deemed the situations 

quite suitable or mostly suitable (IP5, IP11 and IP12), and one participant explained, ñI 

think [that] sometimes too much time is spent on false situations because most of the 

time [for example], if you are going to Gozo, you will just talk in Englishò (IP5). 

However, this learner did not consider other foreigners who did not speak English. 

Another participant did not say whether the situations were suitable or not but expected 

that he/she would be able to speak to people in Maltese and understand the language. 

The remaining participant did not answer this question. When asked, ñWhich situations 
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do you think should be covered?ò (LIQ11), the learners indicated topics such as general 

consultation and schools (IP1); at the grocer (IP3); interview and work terminology 

(IP4); ordinary daily conversations (IP5); weather (IP6); asking about time and location 

(IP8); supermarket and pharmacist (IP10); particular events and daily life (IP11); 

meeting a friend, at the restaurant and taking an order (IP12); and shopping (IP1, IP11 

and IP12). Teachers should take note of these expectations to ensure a more successful 

learning experience (Borg and Marsh, 1997, p. 195). Course organisers, syllabi 

designers and coursebook creators should also consider these suggestions to achieve the 

learning aims.   

Problems and tentative solutions emerged again when the learners were asked in 

the interview, ñWhat would you change [in the syllabus] so that it better reflects your 

language needs?ò (LIQ13). The topics mentioned most often were increased day-to-day 

conversations (IP1, IP8, IP10 and IP11) and pronunciation practice (IP12). Other 

suggestions included the following: set up with the CEFR (IP12), be easier (IP7), more 

oral and written tests (IP3 and IP6), online support (IP9), more pictures (IP7 and IP12), 

an easy textbook with vocabulary and grammar ñbecause we have to write everythingò 

(IP4), and lessons learned until the end of the course must be physically written (IP12). 

Another participant indicated that learners should be given ñan overview of what they 

are going to learn, an overview of the syllabusò (IP3).  

4.2.2 Learnersô Views on the Teaching Methods for MFL-1 and their Perceived Needs 

 The learners were asked about the different teaching methods used in the course 

and their needs and suggestions. During the interviews, they were asked, ñWhich 

learning activity/activities do you like most in the course that you are currently taking? 

Why?ò (LIQ14). Various responses included writing (IP1); speaking (IP2, IP3 and 

IP10); ñbecause I use the languageò, especially when ñYou sit in pairs and you [start] to 

speak, but still not in front of the whole classò (IP3); vocabulary (IP4); conjugating 

verbs (IP5); reading exercise, ñtranslate, read [it] yourself and listen to it being readò 

(IP5); listening (IP6); ñsee pictures and their names because it is simpleò (IP7); ñreading 

and speaking because [these are] crucial for meò (IP8); writing texts and discussing 

them (IP9); ñreading because I learn new vocabularyò (IP11); and using the smart 

board, photocopying [lesson materials] and working on different exercises (IP12). Many 

interviewees opted not to give any reason for their answers.  



168 

 

 

The learners were also asked, ñWhich learning activity/activities do you dislike 

most in the course that you are currently taking? Why?ò (LIQ15). The participants had 

different answers, with few offering an explanation. The responses included ñlistening, 

because it is not realò (IP1); ñspeaking in front of the whole class, because I am shyò 

(IP2); ñlistening activity where you donôt understand what theyôre saying and then 

youôre supposed to answerò (IP3); ñthe thought of having to make conversationsò (IP5); 

ñthere should be more written homeworkò (IP5); ñwriting, because it is the most 

challengingò (IP6); ñdialogues, because I am lost since I donôt studyò (IP7); ñgrammarò 

(IP9); ñreviewing for the examò (IP10); ñwhen we start something and never finish itò 

(IP11); and ñnothingò (IP4, IP8 and IP12). IP2, IP3 and IP11 made the three most 

striking comments. The point raised by IP2 was the importance of creating a pleasant 

and relaxed atmosphere in the classroom to motivate language learners (Csizér and 

Dörnyei, 1998, p. 215). As for IP3ôs concern, it would be essential for teachers to 

present tasks properly (Csizér and Dörnyei, 1998, p. 215) in order to sustain learnersô 

motivation. Regarding the issue of not completing a task raised by IP11, completing the 

task would be crucial to increase learnersô goal orientedness (Csizér and Dörnyei, 1998, 

p. 215) for them to realise that they were reaching their aims and thus would remain 

motivated. 

The learners were asked, ñWhat types of assessment did you complete during 

the course to give you feedback about your Maltese language learning progress?ò 

(LIQ16). They provided the following responses: portfolio (IP3, IP4, IP5, IP8 and 

IP10); homework (IP2, IP9 and IP11); oral/short test (IP6 and IP12); and filling in the 

blanks, completing the sentences and finding words (IP9). Two learners admitted that 

they had not undergone any assessment (IP1 and IP7). Some of these responses contrast 

with the DLL websiteôs claim that an ñon-going assessment (lifelong learning 

portfolio), oral and written exercises, presentations and a final assessmentò occur (DLL, 

2012a, 2012b). 

Suggestions and perceived needs emerged during the interviews when the 

learners were asked, ñBased on your experience and in speaking with your colleagues, 

what would you change about the teaching methods used in the course?ò (LIQ17). One 

learner (IP12) stated that everything depended on the teacher handling the class; when 

their teacher was replaced, they lost more than half the group. This idea was echoed by 



169 

 

 

IP11, who suggested more activities and games, similar to those the other groups 

experienced. These findings indicate that the methodology depends on the teacher 

delivering the course; ideally, teachers should set a personal example with their own 

behaviour, meaning that they should provide learners with adequate opportunities to 

keep them motivated (Csizér and Dörnyei, 1998, p. 215). Other learners recommended 

various approaches such as more pair work, group work and task-based activities (IP1); 

a skill-based approach (IP6); the teacher engaging the students more (IP8); online 

support (IP9); and going through the course more slowly and conducting more revision 

tests (IP3). Other learners proposed extra teaching materials, such as more songs (IP7) 

and films with subtitles (IP5). Along the same lines, two learners (IP5 and IP10) 

recommended that the teachers be given a standard syllabus because ñweôve seen the 

exam papers and some of the things are not even what we knowò (IP10). The latter also 

suggested a book to read during the course that would be the basis for the exam. 

Another learner (IP4) indicated that learners should be informed about the topics to be 

covered the following week so they could prepare at home. All these responses confirm 

the observations in the literature that adult learners bring their experiences and values to 

the learning situation. Thus, it is ideal to explore their experiences and use them as the 

basis for language-learning work (Borg and Marsh, 1997, p. 195).  

4.2.3 Learnersô Views on the MFL-1 Learning Materials and their Perceived Needs 

 Learning materials are vital in a language programme. Therefore, to investigate 

what learning materials were used in this course, the learners were asked, ñWhat types 

of resources and materials are used during the language course you are currently 

taking?ò (LIQ18). The responses included handouts, newspapers and read[ing] extracts 

(IP1); book (IP2); photocopies (IP3, IP4, IP10 and IP12); PowerPoint presentations 

(IP3, IP5, IP6 and IP12); descriptions and dialogues (IP4); films (IP5); the book Merǩba 

bik [You are welcome] (IP6); pictures and CDs (IP7); books for foreigners, but ñMany 

books for foreigners do not have English [translations] so itôs not worthwhile to buy 

themò (IP8); texts and questions (IP9); book, notes and dictionary (IP11); and the 

Internet (IP12). Afterwards, the learners were asked, ñWhat do you think of the 

materials and resources used in the course?ò (LIQ19). Six of the 12 participants 

declared that they were fine, okay or good (IP2, IP3, IP7, IP9, IP11 and IP12). One 

interviewee claimed that the class used childrenôs books (IP9), and three said they were 
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not inadequate, not the best or not bad (IP5, IP8 and IP10). One replied that they were 

okay for reading and writing but not for listening and speaking (IP1), and two reported 

that they needed more resources (IP6), including ña small easy book with grammar rules 

and vocabularyò (IP4). The last two learners anticipated the next question: ñWhat types 

of resources and materials do you need right now to help you learn the Maltese 

language more effectively?ò (LIQ20). The responses included more listening resources 

(IP1); ñI think I need 20 good sentences on tape that I can use in everyday life and 

practice, and then I also [need] them written downò (IP3); a small easy book with 

grammar rules and vocabulary (IP2, IP4, IP5 and IP12); grammar and vocabulary 

exercises with answers (IP6); DVDs and pictures (IP7); more audio recordings, video 

recordings, activities like taking us shopping and dining out, and telling us to repeat 

(IP8); a good dictionary (IP9 and IP10); ñmy kidôs bookò (IP10); communication, 

dialogues, listening and repetition (IP11); and structured syllabus (IP12).  

Once again, reviewing these suggestions shows the learnersô need for 

listening and speaking resources, more visual resources, a syllabus and an adequate 

book for beginners because some learners did not use one (e.g., ñwe need an easy 

textbook with vocabulary and grammar because we have to write everythingò, IP4). 

Other learners were unhappy with the books used; IP1 stated, ñI cannot read the 

textbook because it is too advancedò and IP8 noted, ñMany books for foreigners do 

not have English [translations] so itôs not worthwhile to buy themò. Comments such 

as ñwe need a good dictionaryò (IP9) show the learnersô need for guidance on which 

dictionary to buy. 

This list echoes the majority of the points raised in the cited literature, such as 

Littlemoreôs (2002) suggestion about how language practitioners could create teaching 

materials to accommodate different learning styles.  

4.3 Teachersô questionnaires 

In this section, the teachersô responses are presented and analysed. The sections 

follow the chronological order of the questionnaire (See Appendix B), including the 

teachersô backgrounds (section A on the questionnaire), the current course (section B on 

the questionnaire, with three subsections: syllabus, teaching methods and learning 

materials), the teachersô perceived needs and suggestions (section C, with three 

subsections: syllabus, teaching methods and learning materials) and teacher training 
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(section D on the questionnaire). The teacher participants are coded with TP (teacher 

participant) and a number representing each one (e.g., TP1). 

4.3.1 MFL-1 Teachersô Background Information 

In this section, preliminary information about the teachers who taught the MFL-

1 course is presented and analysed to provide a snapshot of the teaching population. 

Knowledge of the teachersô credentials, including experience and educational 

background, and of their learnersô aims will be valuable during the analysis in the other 

sections. 

In all, nine teachers taught 12 learning groups. Three of these teachers taught 

two groups each. Table 39 shows the classification of the teachers by gender. 

Table 39. Teacher participants by gender 

 

Q. 1: Teacher participants by gender  

Legend Number Percentage 

 Females 6 66.7% 

Males 3 33.3% 

Total 9 100% 

 

Table 40 shows the teachersô age ranges. None of the teachers was 20 or under, 

over 55% were between 21 and 30, nearly 11% were between 31 and 40, and over 30% 

were over 60.  

Table 40. Teacher participants by age 

 

Q. 2: Teacher participants by age 

Age Range Number Percentage 

20 or under   

21ï30 5 55.6% 

31ï40 1 11.1% 

41ï50   

51ï60   

Over 60  3 33.3% 

Total 9 100% 

 

All these teachers taught MFL-1; one of them taught Maltese to foreigners at a 

government secondary school (TP1) (Table 41).  
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Table 41. Maltese foreign language course(s) delivered by teacher participants 

 

Q. 4: Do you teach Maltese to foreigners in other institutions? 

 Number Percentage 

No 8 88.9% 

Yes 1 11.1% 

Total 9 100% 

 

Four of the nine participants were teaching the course for the first time, while 

five had more experience in the field (Table 42). Having nearly 45% of the teaching 

staff being new for this course is not a typical situation. It is noteworthy because an 

experienced teacher can adapt to learnersô needs, but in many cases, a novice teacher 

ñneeds a text that has many and varied exercises to choose from and materials that are 

heavily annotated with suggestions for their useò (Ariew, 1982, p. 18, cited in Skierso, 

1991, p. 433).  

Table 42. Teacher participantsô teaching experience                        

 

Q. 5: How long have you been teaching Maltese to foreigners?  

Years Number Percentage 

1 or less 4 44.4% 

2ï5 2 22.2% 

6ï10 3 33.3% 

11ï15   

16ï20   

21ï25   

26 or more   

Total 9 100% 

 

Table 43 shows that the two main reasons the teachers gave for their studentsô 

desire to learn Maltese were to communicate with locals (88.9%) and to cope with daily 

life (77.8%). Family literacy also scored high (66.7%). Nearly half of the teachers 

(44.4%) thought that the learnersô reason was that they used Maltese at work. Many 

teachers were aware that because of the bilingual situation in Malta, many learners were 

not learning Maltese as a requirement to obtain a job (22.2%). Only one of the nine 

teachers (11.1%) thought that learners might want to read newspapers and magazines. 

The teachers also showed full agreement that their students did not intend to pass the 
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Maltese O-level exam (100%). As indicated in the introduction of this thesis, this course 

is not intended for this exam.  

Table 43. Teachersô responses on why learners chose to learn Maltese 

 

Q. 6: Why do you think your learners have chosen to learn Maltese? 

 Yes No 

 Number % Number % 

a. To communicate with locals 8 88.9% 1 11.1% 

b. To cope with daily life 7 77.8% 2 22.2% 

c. For family literacy 6 66.7% 3 33.3% 

d. They use Maltese at work 4 44.4% 5 55.6% 

e. It is a requirement to obtain a job 2 22.2% 7 77.8% 

f. To read newspapers and 

magazines 1 11.1% 8 88.9% 

g. To pass the Maltese O-level exam    9 100% 

h. Other reasons   9 100% 

 

For the next question, the teachers believed that the learnersô most important 

reason for learning Maltese was to communicate with locals, followed by to cope with 

daily life (Table 44). One teacher chose ñother reasonsò, specifying both to 

communicate with locals and to cope with daily life.   

Table 44. Teachersô responses on the most important reason for learners to learn Maltese 

 

Q. 7: What do you think is the learnersô most important reason, from the above 

list, to learn Maltese? 

 Number Percentage 

a. To communicate with locals 5 55.6% 

b. To cope with daily life 3 33.3% 

c. Other reasons 1 11.1% 

d. To pass the Maltese O-level exam    

e. It is a requirement to obtain a job   

f. They use Maltese at work   

g. For family literacy   

h. To read newspapers and magazines   

 

These responses are consistent with McLay and Tomôs findings that learners learn the 

target language to function successfully in a new environment (1999, p. 2). 
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4.3.2 Current Course 

 In the following three sections, information is presented about the MFL-1 course 

from all the teachersô questionnaire responses. The data retrieved from the Likert-scale 

items are analysed, similar to the sections on the learnersô questionnaire responses.  

4.3.2.1 Teachersô views on the MFL-1 syllabus 

As indicated in Table 45, all the teachers stated that all four skills were covered 

all of the time, most of the time or often, with only 11.1% choosing often.  

Table 45. Teacher participantsô perceptions on skills coverage in the course 

 

Q. 8: All four skills are covered in this course.  

All of the 

time 

Most of the 

time 

Often Rarely Never NF 

22.2% 

(2) 

66.7% 

(6) 

11.1% 

(1) 

   

 

The teachers indicated that the course was organised according to grammar 

(100%), topics (100%) and tasks (44.4%) (Table 46).  

Table 46. Teacher participantsô feedback about course organisation 

 

Q. 9: Lessons during this course are organised according to                        

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. grammar 22.2% 

(2) 

44.4% 

(4) 

33.3% 

(3) 

   

b. topics 22.2% 

(2) 

33.3% 

(3) 

44.4% 

(4) 

   

c. tasks  33.3% 

(3) 

11.1% 

(1) 

22.2% 

(2) 

11.1% 

(1) 

22.2% 

(2) 

d. other 

methods 

Yes 

TP8: Sentence building, understanding what the native Maltese 

are saying 

 

Although TP8 noted that the course was organised according to sentence 

building and understanding what the Maltese were saying, both fall under one of the 

first three categories in Table 46.  

  



175 

 

 

Table 47. Teacher participantsô feedback about course content 

 

Q. 10: This course follows                                                                      

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. a linear 

progression 

22.2% 

(2) 

44.4% 

(4) 

33.3% 

(3) 

   

b. a cyclical 

progression 

33.3% 

(3) 

33.3% 

(3) 

22.2% 

(2) 

11.1% 

(1) 

  

 

The teachers perceived that this course had a linear progression (100%) rather 

than a cyclical progression (88.8%) (Table 47). This indicates that teachers adopted both 

approaches, depending on the materials covered during the lessons.  

4.3.2.2 Teachersô views on the teaching methods for MFL-1 

In the teachersô responses about teaching methods, vocabulary practice had the 

highest percentage of frequency (100%, combined all of the time and most of the time), 

followed by grammar, writing and speaking practices (all 100%, all of the time, most of 

the time and often). Listening and reading practices had nearly the same percentages 

(88.8%), trailed by Maltese culture awareness (55.5%) and out-of-class activities 

(11.1%) (Table 48).  

Table 48. Teachersô feedback on methods of instruction 

 

Q. 11: During the course that I am currently teaching, I present activities for the 

following practices:                                                                                    

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. grammar 

practice 

22.2% 

(2) 

44.4% 

(4) 

33.3% 

(3) 

   

b. vocabulary 

practice  

22.2% 

(2) 

77.8% 

(7) 

    

c. writing 

practice 

11.1% 

(1) 

33.3% 

(3) 

55.6% 

(5) 

   

d. reading 

practice  

11.1% 

(1) 

33.3% 

(3) 

44.4% 

(4) 

11.1% 

(1) 

  

e. listening 

practice  

22.2% 

(2) 

22.2% 

(2) 

44.4% 

(4) 

11.1% 

(1) 

  

f. speaking 

practice  

11.1% 

(1) 

33.3% 

(3) 

55.6% 

(5) 

   

g. Maltese 

culture 

awareness 

 11.1% 

(1) 

44.4% 

(4) 

44.4% 

(4) 

  

h. out-of-class 

activities  

  11.1% 

(1) 

33.3% 

(3) 

55.6% 

(5) 
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The teachers stated that the learners worked individually (88.9%, combined all 

of the time, most of the time and often), followed by working in pairs (88.8%), small 

groups (66.7%) and large groups (44.4%) (Table 49). The high rating for working 

individually reflects the grammar approach in this course, in which ñconsideration of 

what students might do to promote their own learning had little or no placeò (Griffiths 

and Parr, 2001, p. 247).  

Table 49. Teacher participantsô feedback on learnersô interactions  

 

Q. 12: During this course, how often do learners work/learn                      

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. individually  11.1% 

(1) 

55.6% 

(5) 

22.2% 

(2) 

11.1% 

(1) 

  

b. in pairs   44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

  

c. in small 

groups 

 11.1% 

(1) 

55.6% 

(5) 

22.2% 

(2) 

11.1% 

(1) 

 

d. in large 

groups 

 33.3% 

(3) 

11.1% 

(1) 

33.3% 

(3) 

22.2% 

(2) 

 

 

In terms of learning methods, rote learning earned the highest percentage 

(88.8%, all of the time, most of the time and often), followed by copying from the 

whiteboard (77.8%), getting a logical explanation (77.7%), listening and taking notes 

(55.5%), finding information (55.5%) and problem solving (33.3%) (Table 50). It is 

important to note that finding information and problem solving, which would involve 

more effort on the learnersô part, came last. 
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Table 50. Learning methods used by teachers 

 

Q. 13: During your course, how often do learners learn according to methods 

such as                                                                                                 

 All of 

the time 

Most of 

the time 

Often Rarely Never NF 

a. rote 

learning 

 44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

  

b. finding 

information 

themselves  

 22.2% 

(2) 

33.3% 

(3) 

44.4% 

(4) 

  

c. getting a 

logical 

explanation  

 33.3% 

(3) 

44.4% 

(4) 

22.2% 

(2) 

  

d. problem 

solving  

 22.2% 

(2) 

11.1% 

(1) 

66.7% 

(6) 

  

e. copying 

from the 

whiteboard  

 11.1% 

(1) 

66.7% 

(6) 

11.1% 

(1) 

11.1% 

(1) 

 

f. listening 

and taking 

notes 

11.1% 

(1) 

11.1% 

(1) 

33.3% 

(3) 

11.1% 

(1) 

 33.3% 

(3) 

g. other 

learning 

methods 

No 

 

Concerning the types of assessment given to learners, the teachers ranked 

homework first (88.8%, used all of the time, most of the time and often), followed by 

oral tests (55.5%), the European language portfolio and written tests (both 44.4%) 

(Table 51).  
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Table 51. Types of assessment given to learners 

 

Q. 14: During the course, the learners                                                   

 All of 

the 

time 

Most of the 

time 

Often Rarely Never NF 

a. are given 

homework 

 44.4% 

(4) 

44.4% 

(4) 

 11.1% 

(1) 

 

b. have 

written 

tests  

 11.1% 

(1) 

33.3% 

(3) 

44.4% 

(4) 

11.1% 

(1) 

 

c. have oral 

tests  

 33.3% 

(3) 

22.2% 

(2) 

33.3% 

(3) 

11.1% 

(1) 

 

d. use the 

European 

language 

portfolio  

11.1% 

(1) 

22.2% 

(2) 

11.1% 

(1) 

33.3% 

(3) 

11.1% 

(1) 

11.1% 

(1) 

e. other  

assessment 

types 

Yes 

TP1: Media and IT are not accessible in my classroom. 

(This issue is dealt with in Table 52.) 

 

4.3.2.3 Teachersô views on the MFL-1 learning materials 

The teachers indicated that notes given by them (100%) and word lists (88.9%) 

were used all of the time, most of the time or often. A coursebook and recordings (both 

55.5%) and PowerPoint presentations (44.4%) were ranked next. These were followed 

by bilingual books and videos (both 33.3%) and books about history and culture 

(11.1%) (Table 52). One teacher (TP4) cited the use of CDs, while TP5 reported using 

the interactive whiteboard at his/her own risk because he/she had no permission to do 

so, indicating that certain teachers also faced logistical problems. 
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Table 52. Learning materials used by teachers 

 

Q. 15: In the course you are taking, do you use                                       

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. notes given by 

yourself 

55.6% 

(5) 

44.4% 

(4) 

    

b. a coursebook 11.1% 

(1) 

11.1% 

(1) 

33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

 

c. bilingual 

reading books  

11.1% 

(1) 

 22.2% 

(2) 

22.2% 

(2) 

44.4% 

(4) 

 

d. word lists   33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1) 

  

e. books about 

Maltese 

history and 

culture  

 11.1% 

(1) 

 66.7% 

(6) 

22.2% 

(2) 

 

f. videos   11.1% 

(1) 

22.2% 

(2) 

22.2% 

(2) 

44.4% 

(4) 

 

g. recordings   22.2% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

33.3% 

(3) 

 

h. PowerPoint 

presentations 

11.1% 

(1) 

11.1% 

(1) 

22.2% 

(2) 

11.1% 

(1) 

33.3% 

(3) 

11.1% 

(1) 

i. other 

materials 

Yes 

TP4: CDs 

TP5: Interactive whiteboard (I do not have permission to 

use it.) 

 

The teachers indicated that the reading texts were used all of the time, most of 

the time or often to introduce vocabulary and to develop reading skills to access 

information (both 100%), to encourage reading for pleasure (88.8%) and to introduce 

grammar items (55.5%) (Table 53).  
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Table 53. Teachersô views on the uses of reading texts in the course 

 

Q. 16: Reading texts in this course are used to                                   

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. introduce 

grammar 

items 

22.2% 

(2) 

22.2% 

(2) 

11.1% 

(1) 

44.4% 

(4) 

  

b. introduce 

vocabulary 

items 

33.3% 

(3) 

22.2% 

(2) 

44.4% 

(4) 

   

c. encourage 

reading for 

pleasure  

22.2% 

(2) 

33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

  

d. develop 

reading 

skills to 

access 

information   

22.2% 

(2) 

33.3% 

(3) 

44.4% 

(4) 

   

e. other uses No 

 

In Table 54, nearly 90% of the teachers reported that the texts used were 

appealing to the learnersô age all of the time, most of the time or often. Over 88% 

declared that they were varied and up to date all of the time, most of the time or often. 

Nearly 78% noted that the texts were challenging. Nearly 67% claimed that all of the 

time, most of the time or often, the texts were authentic.  
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Table 54. Teacher participantsô feedback about the texts used in the course 

 

Q. 17: The texts used in this course are                                                    

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. appealing to 

the 

learnersô 

age 

22.2% 

(2) 

44.4% 

(4) 

22.2% 

(2) 

11.1% 

(1) 

  

b. challenging, 

i.e., a step 

ahead of the 

learnersô 

current 

level   

11.1% 

(1) 

11.1% 

(1) 

55.6% 

(5) 

22.2% 

(2) 

  

c. varied 

(different 

sources) 

22.2% 

(2) 

33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

  

d. up to date 22.2% 

(2) 

33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

  

e. authentic 

passages 

(taken from 

real life) 

11.1% 

(1) 

33.3% 

(3) 

22.2% 

(2) 

33.3% 

(3) 

  

 

The most frequent listening method used during the course was listening to the 

teacher reading texts (88.8%, combined all of the time, most of the time and often), 

followed by recorded materials (66.6%) and songs (22.2%) (Table 55). One participant 

(TP9) stated that the class listened to dialogues between people. As indicated in Table 

52, some venues limited the teachersô use of the appropriate resources for listening 

activities.   

Table 55. Teachersô views on listening methods in class 

 

Q. 18: During lessons, we listen to                                                       

 All of the 

time 

Most of 

the time 

Often Rarely Never  NF 

a. songs  22.2% 

(2) 

 55.6% 

(5) 

22.2% 

(2) 

 

b. recorded 

materials  

22.2% 

(2) 

22.2% 

(2) 

22.2% 

(2) 

33.3% 

(3) 

  

c. the teacher 

reading texts 

22.2% 

(2) 

44.4% 

(4) 

22.2% 

(2) 

  11.1% 

(1) 

d. other 

resources 

Yes 

TP9: dialogues 
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As for speaking activities, the teachers checked dialogues and pronunciation 

exercises as the most frequently used methods (both 88.8%, combined all of the time, 

most of the time and often), followed by oral presentations (77.7%) (Table 56).  

Table 56. Teachersô views on speaking activities in the course 

 

Q. 19: The speaking activities in this course include  

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. pronunciation 

exercises 

 44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

  

b. dialogues 33.3% 

(3) 

22.2% 

(2) 

33.3% 

(3) 

11.1% 

(1) 

  

c. oral 

presentations 

11.1% 

(1) 

33.3% 

(3) 

33.3% 

(3) 

22.2% 

(2) 

  

d. other speaking 

activities 

No 

 

In Table 57, the teachers revealed that the most frequent exercises used were 

complete the sentences and choose the correct word (both 100%, combined all of the 

time, most of the time and often), fill in the blanks (88.8%) and free writing (55.5%).  

Table 57. Teachersô views on types of writing exercises 

 

Q. 20: The writing exercises in this course consist of                            

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. fill in the 

blanks 

 44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

  

b. complete 

the 

sentences   

 66.7% 

(6) 

33.3% 

(3) 

   

c. choose 

the 

correct 

word 

 55.6% 

(5) 

44.4% 

(4) 

   

d. free 

writing  

11.1% 

(1) 

11.1% 

(1) 

33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

 

e. other 

writing 

exercises 

No 
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4.3.3 Perceived Needs and Suggestions about the Syllabus, Teaching Methods and 

Materials 

In this and the following sections, the teachersô perceived needs and suggestions, 

and in some cases, the teachersô perceptions of learnersô needs in the course are 

compared with their perceptions of what it offered to determine if their needs were 

being satisfied. 

Although different Likert scales are used in this section of the questionnaire, the 

teachersô codes are formulated and the data are presented similar to those of the 

previous section. During the analysis of the responses to the open-ended question, 

ñWhat would you change in the course?ò, some common themes emerged. Table 58 

shows the course components the participants wanted changed, with corresponding 

participant numbers for each item. However, each item will be addressed during the 

analysis of the relevant closed-ended questions in the next four subsections (4.3.3.1, 

4.3.3.2, 4.3.3.3 and 4.3.3.4). 

Table 58. Course components that teachers want changed 

 

 

  

Q. 21: What would you change in the course? 

Themes Participants 

Syllabus 

 

Syllabus is too vast and difficult TP1, TP2, TP3, 

TP7 

Syllabus for different learning abilities with a proper exam system for 

the levels 

TP1, TP3, TP7 

Standard detailed syllabus TP9 

Teaching Methods 

Less emphasis on grammar TP2, TP3 

Portfolio not really clear/not well organised TP1 

Materials  

More resources (especially custom-made coursebook) TP1 

Others 

More intensive learning  TP9 

More emphasis on current situation, history and culture TP9 

Out-of-school activities TP9 
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4.3.3.1 Teachersô views about perceived needs regarding the MFL-1 syllabus  

The teachers believed that foreign learners found speaking the most difficult 

skill to learn, followed by writing, listening and reading (Table 59).  

Table 59. Teachersô responses on the most difficult skill to learn in the Maltese language 

 

Q. 22: Which Maltese language skill do you think that foreign learners find the 

most difficult?  

 Most 

difficult  

Moderately 

diff icult  

Slightly 

difficult  

Least 

difficult  

NF 

a. listening  22.2% 

(2) 

33.3% 

(3) 

11.1% 

(1) 

33.3% 

(3) 

b. speaking  77.8% 

(7) 

11.1% 

(1) 

  11.1% 

(1) 

c. reading    11.1% 

(1) 

55.6% 

(5) 

33.3% 

(3) 

d. writing  11.1% 

(1) 

33.3% 

(3) 

22.2% 

(2) 

 33.3% 

(3) 

 

There was a strong feeling amongst the teachers that their learners needed to 

improve speaking the most, followed by listening (Table 60). None of the teachers 

mentioned that their learners needed to improve reading or writing. The teachersô first 

choice is logical because they picked speaking as the most difficult skill to learn (Table 

59). However, since they identified writing as the second most difficult skill in the 

previous question, for the sake of consistency, they should have ranked it similarly in 

this question.  

Table 60. Teachersô responses on the Maltese language skill that foreign learners want to 

improve the most 

 

Q. 23: Which Maltese language skill do you think that foreign learners would 

like to improve the most?  

 Number Percentage 

a. speaking  6 66.7% 

b. NF 2 22.2% 

c. listening 1 11.1% 

d. reading    

e. writing    

 

Nearly 80% of the teachers thought it was very important or important to 

practise the four skills when studying a language (Table 61). The corresponding table 
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shows that all the teachers stated that all four skills were covered all of the time, most of 

the time or often (100%) (Table 45).  

Table 61. Teachersô feedback on practising the four language skills 

 

Q. 24: To study a language, one has to practise the four skills.  

Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

55.6% 

(5) 

22.2% 

(2) 

11.1% 

(1) 

  11.1% 

(1) 

 

It is interesting to note that the teachers did not mark any of the four skills as 

unimportant or not at all important.  

Table 62. Teachersô feedback on the course structure 

 

Q. 25: How important is it for you to have lessons organised according to         

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

N

F 

a. grammar 

topics 

11.1% 

(1) 

55.6% 

(5) 

33.3% 

(3)    

b. topics 55.6% 

(5) 

22.2% 

(2) 

22.2% 

(2)    

c. tasks 33.3% 

(3) 

11.1% 

(1) 

33.3% 

(3) 

22.2% 

(2)   

d. other 

methods No 

 

The most important organisational methods for the teachers were topics and 

grammar topics (both 66.7%, combined very important and important), followed by 

tasks (44.4%) (Table 62).  

Table 46 (corresponding to Table 62) shows that all of the time, most of the time 

or often, the teachers organised the course by grammar topics and topics (both 100%), 

followed by tasks (44.4%) (Table 46). 

However, when considering only the very important category, teachers perceived 

that it was very important to organise lessons more by topics than by grammar topics 

(Table 62). This shows that although grammar was considered important, the teachers 
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wanted to place less emphasis on it, as indicated by the responses of TP2 and TP3 to the 

open-ended question, ñWhat would you change in the course?ò (Table 58). 

 

 Table 63. Teachersô preferences regarding a linear vs. a cyclical progression 

 

Q. 26: Have a course with a                                                                                            

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Un-

important  

Not at all 

important  

NF 

a. linear 

progression 
22.2% 

(2) 

66.7% 

(6) 

 11.1% 

(1) 

  

b. cyclical 

progression 
44.4% 

(4) 

33.3% 

(3) 

11.1% 

(1) 

11.1% 

(1) 

  

 

Nearly 90% of the teachers considered a course with linear progression very 

important or important, while almost 78% indicated that a cyclical progression was very 

important or important (Table 63).  

Table 47 (corresponding to Table 63) shows that a linear progression (combined 

all of the time, most of the time and often, 100%) was used more in the course than a 

cyclical progression (88.8%). Thus, in this aspect, the course catered to the teachersô 

needs. 

Furthermore, for open-ended question 21, some teachers mentioned that the 

syllabus was too vast and difficult (TP1, TP2, TP3 and TP7) (Table 58). Keeping the 

ñtoo vastò comment in mind, the teachers would tend by default towards a linear 

progression to cover everything in time.   

4.3.3.2 Teachersô views about perceived needs regarding the teaching methods for 

MFL-1 

 For the teachers, the most important practice to include in SL teaching was 

vocabulary practice (100% combined percentages of very important and important), 

followed by listening, speaking and reading practices (all 88.9%), grammar practice 

(66.7%), Maltese culture awareness (55.6%), writing practice (44%) and out-of-class 

activities (33.3%) (Table 64).  

Table 48 (corresponding to Table 64) shows that vocabulary, grammar, writing 

and speaking practices were performed all of the time, most of the time or often (100%). 
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Listening and reading practices (88.8%) were followed by Maltese culture awareness 

(55.5%) and out-of-class activities (11.1%) (Table 48).  

Table 64. Teachersô feedback on methods of instruction 

 

Q. 27: How important is it for you to include the following practices during second-

language teaching?                                                                                                                       

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. grammar 

practice 
11.1% 

(1) 

55.6% 

(5) 

33.3% 

(3) 

   

b. vocabulary 

practice  

66.7% 

(6) 

33.3% 

(3) 

    

c. writing 

practice 

 44.4% 

(4) 

55.6% 

(5) 

   

d. reading 

practice  

22.2% 

(2) 

66.7% 

(6) 

11.1% 

(1) 

   

e. listening 

practice  

66.7% 

(6) 

22.2% 

(2) 

11.1% 

(1) 

   

f. speaking 

practice  

66.7% 

(6) 

22.2% 

(2) 

11.1% 

(1) 

   

g. Maltese- 

culture 

awareness 

 55.6% 

(5) 

33.3% 

(3) 

 11.1% 

(1) 

 

h. out-of-class 

activities  

11.1% 

(1) 

22.2% 

(2) 

33.3% 

(3) 

11.1% 

(1) 

11.1% 

(1) 

11.1% 

(1) 

 

Analysing the ñall of the timeò or ñmost of the timeò subcategories in Table 48 

reveals that grammar was the second most practised activity in the course. However, in 

terms of importance to the teachers, it fell after vocabulary and three of the four 

language skills (Table 64). As indicated in the comments related to Table 62, two 

teachers wanted to place less emphasis on grammar (TP2 and TP3, Table 48).  

Another striking point is that writing practice was done all of the time, most of 

the time or often in the course (100%) (Table 48). However, in terms of importance, it 

was ranked one of the last two criteria after Maltese culture awareness (Table 64). 

Related to this, one teacher expressed the need for more emphasis on the current 

situation, history and culture (TP9, Table 58), while simultaneously indicating the need 

for more intensive learning and out-of-school activities. 
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In terms of learnersô interactions, the teachers perceived that the learners worked 

most comfortably when given pair work (88.9%), followed by working individually 

(77.8%), working in small groups (55.2%) and working in large groups (22%) (Table 

65).  

Table 65. Teachersô perceptions on learnersô interactions 

 

Q. 28: How comfortable do you think that learners feel when they work/learn                 
 Very 

comfortable 

Comfortable Indifferent  Uncomfortable Very 

uncomfortable 

N

F 

a. individually  11.1% 

(1) 

66.7% 

(6) 

22.2% 

(2) 

   

b. in pairs 22.2% 

(2) 

66.7% 

(6) 

11.1% 

(1) 

   

c. in small 

groups 
11.1% 

(1) 

44.4% 

(4) 

33.3% 

(3) 

11.1% 

(1) 

  

d. in large 

groups 
 22.2% 

(2) 

33.3% 

(3) 

22.2% 

(2) 

22.2% 

(2) 

 

 

Table 49 shows that nearly 90% of the learners in the course worked 

individually or in pairs all of the time, most of the time or often, followed by working in 

small groups (66.7%) and large groups (44.4%).  

The teachers perceived that the learners felt most comfortable working in pairs 

and individually; these were used most in the course. Working in small groups and in 

large groups were regarded as less comfortable, and these were practised to a lesser 

extent. 

Table 66 shows that the teachers strongly agreed or agreed that their students 

learned best by rote learning (88.8%), followed by listening and taking notes and 

copying from the board (both 77.8%), getting a logical explanation and finding 

information themselves (both 66.7%) and problem solving (55.5%) (Table 66).  
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Table 66. Teachersô perceptions on learning methods  

 

Q. 29: Learners learn best by                                                                        

 Strongly 

agree 

Agree Neither 

agree 

nor 

disagree 

Disagree Strongly 

disagree 

NF 

a. rote learning 44.4% 

(4) 

44.4% 

(4) 

 11.1% 

(1) 

  

b. finding 

information 

themselves  

11.1% 

(1) 

55.6% 

(5) 

33.3% 

(3) 

   

c. getting a logical 

explanation  

22.2% 

(2) 

44.4% 

(4) 

33.3% 

(3) 

   

d. problem solving  11.1% 

(1) 

44.4% 

(4) 

33.3% 

(3) 

11.1% 

(1) 

  

e. copying from 

the board  

11.1% 

(1) 

66.7% 

(6) 

11.1% 

(1) 

 11.1% 

(1) 

 

f. listening and 

taking notes 

11.1% 

(1) 

66.7% 

(6) 

11.1% 

(1) 

11.1% 

(1) 

  

g. other methods No 

 

Table 50 shows that in the course, the students learned all of the time, most of 

the time or often by rote learning (88.8%), copying from the whiteboard (77.8%), 

getting a logical explanation (77.7%), listening and taking notes (55.5%), finding 

information (55.5%) and problem solving (33.3%) (Table 50).  

These tables clearly show that the teachers perceived that the students learned 

best by using certain methods rather than others (Table 66) and that these methods, 

which the teachers perceived as better, were used more frequently in the course (Table 

50).  
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Table 67. Teachersô perceptions on types of assessment 

 

Q. 30: During the course, the learners prefer to                                            

 Strongly 

agree 

Agree Neither 

agree 

nor 

disagree 

Disagree Strongly 

disagree 

NF 

a. be given 

homework 

 22.2% 

(2) 

55.6% 

(5) 

22.2% 

(2) 

  

b. have written 

tests  

 11.1% 

(1) 

77.8% 

(7) 

11.1% 

(1) 

  

c. have oral 

tests  

 55.6% 

(5) 

22.2% 

(2) 

22.2% 

(2) 

  

d. use the 

European 

language 

portfolio  

 11.1% 

(1) 

33.3% 

(3) 

22.2% 

(2) 

11.1% 

(1) 

22.2% 

(2) 

e. other 

assessment 

types 

No 

 

Regarding the types of assessment, the teachers strongly agreed or agreed that 

the learners preferred oral tests (55.6%), homework (22.2%), written tests and the 

European language portfolio (both 11.1%) (Table 67). 

 However, according to the ranking given by the teachers in the corresponding 

table, the learners were given homework (88.8%), took oral tests (55.5%), used the 

European language portfolio and had written tests (both 44.4%) all of the time, most of 

the time or often (Table 51).  

Although Table 67 shows that the teachers perceived that the learners preferred 

oral tests, for some reason, they did not offer this assessment method more than the 

others. The fact that the teachers perceived that the European language portfolio was 

least important (Table 67) and that one teacher (TP1) indicated that the portfolio was 

not well organised (Table 58) indicates problems with this assessment tool. 

4.3.3.3 Teachersô views about perceived needs regarding the MFL-1 learning materials 

 The teachers believed that the teacherôs notes were a very important or important 

resource (88.8%) for their learners, followed by a coursebook (77.7%), word lists and 

videos (both 66.6%), bilingual reading books, PowerPoint presentations, recordings and 

books about Maltese history and culture (44.4% each) (Table 68).  
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Table 68. Teachersô perceptions on learning materials 

 

Q. 31: How important is it for the learners to have the following resources during the 

course?  
 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. notes given by 

the teacher 

44.4% 

(4) 

44.4% 

(4) 

   11.1% 

(1) 

b. a coursebook 44.4% 

(4) 

33.3% 

(3) 

22.2% 

(2) 

   

c. bilingual 

reading books  
44.4% 

(4) 

 33.3% 

(3) 

22.2% 

(2) 

  

d. word lists  33.3% 

(3) 

33.3% 

(3) 

22.2% 

(2) 

11.1% 

(1) 

  

e. books about 

Maltese 

history and 

culture  

22.2% 

(2) 

22.2% 

(2) 

22.2% 

(2) 

33.3% 

(3) 

  

f. videos  22.2% 

(2) 

44.4% 

(4) 

22.2% 

(2) 

11.1% 

(1) 

  

g. recordings  11.1% 

(1) 

33.3% 

(3) 

44.4% 

(4) 

11.1% 

(1) 

  

h. PowerPoint 

presentations 

11.1% 

(1) 

33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

 11.1% 

(1) 

i. other 

resources 
No 

 

In the course, the teachers indicated that the resources used all of the time, most 

of the time or often were notes given by them (100%), word lists (88.9%), a coursebook 

and recordings (both 55.5%), PowerPoint presentations (44.4%), bilingual books and 

videos (33.3%) and books about history and culture (11.1%) (Table 52). 

Thus, out of eight criteria, the first three resources considered very important or 

important were teacherôs notes, coursebook and word lists (Table 68); these were used 

frequently in the course, especially the teacherôs notes and word lists (Table 52). 

Although the coursebook lagged behind, nearly half the groups used it regularly. 

However, in the open question, one teacher (TP9) indicated the teachersô need for 

additional resources (specifically a custom-made coursebook), including more 

information about Maltaôs current situation, history and culture (Table 58). This 

teacherôs response echoes one of Csiz®r and Dºrnyeiôs (1998) 10 commandments for 

motivating learners: ñFamiliarise learners with the target language cultureò (p. 215).   
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  The teachers perceived that for the learners, texts were very important or 

important to encourage reading for pleasure (100%), introduce vocabulary items 

(88.9%), develop reading skills to access information (88.8%) and introduce grammar 

items (77.7%) (Table 69).  

Table 69. Teachersô perceptions on the use of reading texts in the course 

 

Q. 32: How important is it for the learners to have texts to                                       

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. introduce 

grammar 

items 

33.3% 

(3) 

44.4% 

(4) 

22.2% 

(2) 

   

b. introduce 

vocabulary 

items 

66.7% 

(6) 

22.2% 

(2) 

11.1% 

(1) 

   

c. encourage 

reading for 

pleasure  

55.6% 

(5) 

44.4% 

(4) 

    

d. develop 

reading 

skills to 

access 

information   

44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

   

e. other uses No 

 

The corresponding table shows that the teachers indicated that the reading texts 

were used all of the time, most of the time or often to introduce vocabulary and to 

develop reading skills to access information (both 100%), to encourage reading for 

pleasure (88.8%) and to introduce grammar items (55.5%) (Table 53). 

 These two tables (Tables 69 and 53) clearly show that all criteria considered 

very important or important, with percentages over 75% (Table 69), were practised in 

the course to various degrees (Table 53). Since other tables (such as Table 48) show that 

grammar was given priority in the course, it is important to note that only 55.5% of the 

teachers used texts to introduce grammar items, a possible indication that grammar was 

taught out of context. However, nearly 80% of the teachers declared that it was very 

important or important to do so (Table 69), showing that they perceived the need for 

teaching grammar in context. 
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The teachers believed that for the learners, it was very important or important to 

have texts that were appealing to the learnersô age, varied and up to date (all 88.9%), 

authentic (77.8%) and challenging (66.6%) (Table 70).  

Table 70. Teachersô perceptions about the texts used in the course 

 

Q. 33: How important is it for the learners to have texts that are                                

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

N

F 

a. appealing to 

the 

learnersô 

age 

55.6% 

(5) 

33.3% 

(3) 

11.1% 

(1) 

   

b. challenging, 

i.e., a step 

ahead of the 

learnersô 

current 

level   

33.3% 

(3) 

33.3% 

(3) 

33.3% 

(3) 

   

c. varied 

(different 

sources) 

55.6% 

(5) 

33.3% 

(3) 

11.1% 

(1) 

   

d. up to date 33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1) 

   

e. authentic 

passages 

(taken from 

real life) 

55.6% 

(5) 

22.2% 

(2) 

22.2% 

(2) 

   

 

The corresponding table reveals that nearly 90% of the teachers reported that all 

of the time, most of the time or often, the texts used were appealing to the learnersô age, 

varied and up to date (Table 54). Nearly 78% noted that the texts were challenging, 

while nearly 67% claimed that the texts were authentic. 

 These two tables (Tables 71 and 54) show that all the criteria that were very 

important or important, with percentages over 66%, were practised regularly in the 

course (Table 54). 

 In terms of listening methods, the teachers believed that it was very important or 

important for their learners to listen to the teacher reading texts (100%), followed by 

recorded materials (77.6%) and songs (44.4%) (Table 71).  

 



194 

 

 

 Table 71. Teachersô perceptions about listening methods in class 

 

Q. 34: How important is it for the learners to listen to  

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. songs 22.2% 

(2) 

22.2% 

(2) 

33.3% 

(3) 

22.2% 

(2) 

  

b. recorded 

materials  
44.4% 

(4) 

33.3% 

(3) 

22.2% 

(2) 

   

c. the teacher 

reading 

texts 

44.4% 

(4) 

55.6% 

(5) 

    

d. other 

resources 
No 

 

Table 55 (the corresponding table) reveals that the teachers read texts all of the 

time, most of the time or often (88.8%), followed by recorded materials (66.6%) and 

songs (22.2%). In terms of importance and the use of these listening methods in the 

course, these had the same ranking pattern. Thus, these were practised in the course in 

proportion to their perceived importance. 

 The teachers all agreed that for the learners, dialogues were very important or 

important (100%), followed by oral presentations (88.9%) and pronunciation exercises 

(77.7%) (Table 72).  

 Table 72. Teachersô perceptions about speaking activities in the course 

 

Q. 35: How important is it for the learners to do speaking activities such as                                                                                                                

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

N

F 

a. pronunciation 

exercises 
33.3% 

(3) 

44.4% 

(4) 

22.2% 

(2) 

   

b. dialogues 55.6% 

(5) 

44.4% 

(4) 

    

c. oral 

presentations 
33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1) 

   

d. other speaking 

activities 
No 
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 Table 56 (the corresponding table) reveals that the teachers perceived that 

dialogues and pronunciation exercises were the methods used most often (both 88.8%), 

followed by oral presentations (77.7%). These two tables (Tables 72 and 55) show that 

all these criteria were very important or important, with percentages over 77%, and 

practised regularly in the course (Table 56). 

In terms of writing exercises and considering the combined percentages of very 

important and important rankings, the teachers agreed that free writing was the most 

important writing exercise for the learners (100%). This was followed by choose the 

correct word (88.9%), complete the sentences (77.8%) and fill in the blanks (66.6%) 

(Table 73).  

Table 73. Teachersô perceptions about types of writing exercises 

 

Q. 36: How important is it for the learners to do writing activities such as                             

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. fill in the 

blanks 
33.3% 

(3) 

33.3% 

(3) 

33.3% 

(3) 

   

b. complete 

the 

sentences   

22.2% 

(2) 

55.6% 

(5) 

22.2% 

(2) 

   

c. choose 

the 

correct 

word 

33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1) 

   

d. free 

writing  
 100.0% 

(9) 

    

e. other 

writing 

exercises 

No 

 

Table 57 (the corresponding table) reveals that the teachers thought that the 

exercises used most frequently were complete the sentences and choose the correct 

word (both 100%), fill in the blanks (88.8%) and free writing (55.5%). 

A comparison of these two tables (Tables 73 and 57) shows that although all the 

teachers agreed that free writing was a very important or important writing exercise in 

the course, it was the least practised amongst the criteria, with 44.4% declaring that it 
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was practised rarely or never (Table 57). This indicates that writing needs to be 

reinforced while the frequencies of all the other practices should be retained. 

4.3.4 MFL-1 Teachersô Training 

Table 74 shows that five out of nine teachers had not attended any training. Of 

the three that had, TP6 did not take a course specialised in Maltese for foreigners, 

although he/she attended the Teaching English as a Foreign Language (TEFL) course. 

The other two teachers completed a course organised by the Foundation for Educational 

Services (FES) (TP3) or an in-service course (TP8); however, they did not specify any 

other details.  

Table 74. Specialised course in teaching Maltese to foreigners 

 

Q. 37: Have you attended any specialised course in teaching Maltese to 

foreigners?  

Legend Number Percentage 

No 5 55.6% 

Yes 3 33.3% 

NF 1 11.1% 

Total  100% 

Courses named: 

TP3: Foundation for Educational Services 

TP6: TEFL (Skylark) 

TP8: In-service course (Education Department) 
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Table 75. Participantsô feedback about training to teach Maltese to foreigners  

 

Q. 38: To teach Maltese to foreigners more effectively, I would like                                                                                                 
 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

 

a. to be trained 

in second-

language 

acquisition 

(SLA) 

theories. 

44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

   

b. to learn about 

influential 

approaches 

and methods 

in second-

language 

teaching 

(SLT). 

44.4% 

(4) 

33.3% 

(3) 

22.2% 

(2) 

   

c. to learn more 

about adult 

second-

language 

learners.   

33.3% 

(3) 

66.7% 

(6) 

    

d. to learn about 

learnersô 

needs 

analysis.   

33.3% 

(3) 

44.4% 

(4) 

22.2% 

(2) 

   

e. to learn about 

different 

learning 

styles.   

55.6% 

(5) 

22.2% 

(2) 

22.2% 

(2) 

   

f. to learn about 

the CEFR.  

11.1% 

(1) 

33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

 11.1

% 

(1) 

g. to learn more 

about the 

European 

language 

portfolio.   

11.1% 

(1) 

44.4% 

(4) 

22.2% 

(2) 

11.1% 

(1) 

11.1% 

(1) 

 

h. to learn about 

textbook 

evaluation.   

11.1% 

(1) 

33.3% 

(3) 

55.6% 

(5) 

   

i. Others No  
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Table 75 shows the teachersô desire to receive training on adult SL learners 

(100%), SLA theories (88.8%), different learning styles (77.8%), influential approaches 

and methods in SLT (77.7%), learnersô needs analysis (77.7%), textbook evaluation 

(44.4%), the European language portfolio and the CEFR (both 44.4%).  

4.4 Teachersô interviews 

The next four subsections present information about the MFL-1 course syllabus, 

teaching methods and learning materials, teacher training and the teachersô perceived 

needs, and in some cases, the teachersô perceptions of the learnersô needs for these 

areas, based on the interview responses.  

In this section, the interview responses are presented according to their 

corresponding subsections. The interview questions are indicated with the code TIQ 

(teachersô interview question), followed by the question number. The teachersô 

responses are coded with TIP (teacher interview participant) and a number for each 

participant (e.g., TIP1).  

As in the case of the learnersô interviews, the data are presented chronologically 

according to each interview question, followed by the teachersô responses. However, as 

indicated earlier, the different themes that emerge are discussed with reference to the 

literature and to the MFL-1 and MFL-2 learnersô and teachersô data in another chapter 

(Chapter 6, Discussion). 

 

4.4.1 Teachersô Views on the MFL-1 Syllabus and their Perceived Needs  

The first question posed to the interviewees was, ñIs there a syllabus for the 

course offered?ò (TIQ2). All the teachers responded in the affirmative and were then 

asked, ñDo you have access to the syllabus for the course offered?ò (TIQ3), which all 

the teachers confirmed. When the teachers were asked, ñDo you feel that the syllabus of 

the course/s you are delivering is adequate for your learners? Why?ò (TIQ5), six of the 

seven teachers (all except TIP2) commented that it was too vast for beginners. Two 

teachers suggested, ñThere should be a shorter course for those [who] do not know a 

single word of Malteseò (TIP1) and ñTopics such as literature and trades should not be 

includedò (TP3). 
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The only teacher who believed that the syllabus was adequate commented, ñNot 

everyone wants [the lessons] that we offer é they want to learn more practical [things]ò 

(TIP2). This response indicates that although this teacher approved of the syllabus, 

he/she was aware that it was not as practical as some learners would expect. Thus, the 

teachers were aware that the syllabus was too vast and difficult for beginners, leading to 

the learnersô repetition of the course or an alarming dropout rate. However, the teachers 

could not do anything because of the requirement to follow the syllabus. In fact, one 

teacher commented: 

The syllabus is not adequate because it is too vast; literally you have to skim the topics 

because there is no time to go into detail é I feel that I am taking learners for a ride é 

we only [hold classes] three hours per week, and the grammar syllabus for Maltese 

natives and that for foreigners are the same é the syllabi for MFL-1 and MFL-2 are the 

same é this is not good é they should not be the same é you canôt cover everything. I 

canôt perform miracles. [Starting with] a group of 19, I finished with seven (TIP7). 

 

This statement, indicating that foreigners were taught grammar in the same way that 

natives would be taught, was not an isolated comment. For this reason, the teachers 

were asked, ñWere you involved in the decision-making process in developing the 

syllabus?ò (TIQ4). They gave a unanimous negative response. 

 Because the teachers stated that the syllabus was vast, they were asked, ñWhich 

situations are covered in the course?ò (TIQ6). The teachers gave various responses, 

including ñWho are we?ò, at the restaurant and speaking to the neighbour (TIP1); in a 

shop, in a restaurant, day-to-day activities and everyday expressions (TIP2); transport, 

sports, colours, days, months, seasons, fruits and vegetables, parts of the body and 

culture (e.g., Karnival [Carnival], festi pubbliǙi [public feasts]) (TIP4); food, at the 

vegetable shop, shoe shop, colours, clothes, in a restaurant, house furniture, phoning 

and booking and culture (Gǩid [Easter], Milied [Christmas]); weather report and person 

(TIP4); greeting, normal conversations and ask[ing] for something (TIP5); the situations 

in the book, Merǩba bik (TIP6); and daily life situations (TIP7). These findings indicate 

that these topics were covered in the course; however, a problem arose from the lack of 

consistency amongst the groups because the syllabus did not clearly indicate the 

required minimum for course coverage by the teachers. When the teachers were asked, 

ñAre the situations covered in the course suitable for your learnersô aims? Why?ò 

(TIQ7), five of the seven said ñyesò; two of the teachers explained that they decided 
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which topics to cover (TIP1 and TIP3); two shared that they chose topics after 

discussing them with the learners (TIP2 and TIP4); one reported following the topics in 

the book (TIP6); and another claimed that there were too many topics (TIP7). One 

teacher stated that sometimes the topics were suitable, while other topics were 

inappropriate because they were not based on real-life situations (TIP5). As the 

literature shows, adults want to apply what they learn immediately, so teachers should 

create realistic scenarios in which learners practise what they have learned (Borg and 

Marsh, 1997, p. 195). 

When the teachers were asked, ñWhich situations do you think should be 

covered?ò (TIQ8), they indicated topics including personal situations, such as family 

and work (TIP1); culture (TIP3); more authentic listening (e.g., news) (TIP4); real-life 

situations such as licences, work and home situations (TIP5); at the market, at the shop 

and at the airport (TIP6); and animals, continents, seas, vegetables and how to fill in a 

form (TIP7). The solution to this problem would be that the syllabus should not be as 

generic and vast but be more specific to establish a minimum for all the courses taught. 

To worsen the situation, no official policy exists regarding the analysis of 

learnersô needs before or at the beginning of the language course (TIQ9: ñBefore you 

begin a language course, what type of needs analysis do you conduct with your 

learners?ò). However, six of the seven teachers interviewed (TIQ20: ñDo you survey 

your learners, either during or at the end of the course, to evaluate the course?ò) 

received oral feedback from the learners after each lesson (TIP1 and TIP3ïTIP7); one 

teacher shared that he/she gave learners an information sheet to complete (TIP2). This 

feedback mechanism helped the teachers understand the learnersô goals.  

To determine how the teachers would amend the course, they were asked, ñWhat 

would you change in the present syllabus?ò (TIQ10). One teacher answered, 

[I would] eliminate a lot of grammar. I would emphasise conversation. Yes, I know that 

there are conversation classes é but they sign up for this course with the idea that it will 

be more conversation based instead of grammar oriented, and as I said é we have too 

much grammar (TIP7). 

 

As stated in the introduction, conversation classes comprised 10 sessions of two hours 

each to practise incidental conversation, but these were not linked directly to the MFL-1 

course. Therefore, it was not a follow-up course.  
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When answering question TIQ10, other teachers referred to similar problems with 

the actual syllabus: 

[I would include] realistic situations in which [learners] find themselves because these 

[are the] sort of things [they] want (TIP2). 

 

All the centres have to follow the same book é because [the way the syllabus is], I can 

cover certain [grammar] topics, e.g., the first form [of the trilateral verb], and when I 

speak with [another teacher], he/she says, óI have covered all the forms [of the trilateral 

verb]ô (TIP3). 

 

I would split it into different levels because it seems that there is one syllabus for 

everyone, and I would also include more realistic things é I prefer a topic and then I 

elicit things such as grammar from it, instead of a list of grammar [rules] to cover (TIP4). 

 

It is important to limit [the grammar] and cover the [basic things] so that [learners] could 

have a good grasp of [the lessons] because [this syllabus] binds the teacher to teach 

everything, but [one] could not cover the things in detail (TIP5). 

 

The point raised by TIP3 that ñAll the centres have to follow the same bookò is 

interesting. Since the teachers found the syllabus inadequate in certain areas, this 

teacher suggested using a textbook to guide the teachers during their classes.  

4.4.2 Teachersô Views on the Teaching Methods for MFL-1 and their Perceived Needs  

 When the teachers were asked, ñWhich learning activity/activities do your 

students dislike most in the course? Why?ò (TIQ12), four of the seven teachers cited 

grammar (TP1, TIP3, TIP5 and TIP7) because of the many exceptions to grammar 

rules. The other three indicated free writing (TIP2 and TIP4) and exams (TIP6). On the 

other hand, when the teachers were asked, ñWhich learning activity/activities do your 

students like most in the course? Why?ò (TIQ11), four of the teachers mentioned 

conversation (TIP1, TIP2, TIP4 and TIP7), with one teacher stating that ñthey feel best 

when they are capable of finishing the activityò (TIP2) and another specifying that they 

liked ñto bring a postcard or a photo of their country and discuss itò (TIP7). Other 

favourite activities mentioned were using flashcards (TIP1), listening to songs and 

singing them (TIP3), listening comprehension [exercises] with fill-in-the-blanks 

questions (TIP3), vocabulary and writing (TIP5) and grammar explanations (TIP6). The 

responses to both questions highlight different learnersô diverse tastes and learning 

styles; thus, language practitioners need to create interesting teaching materials to 

accommodate such variety (Littlemore, 2002, cited in Klapper, 2006, p. 92). 
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When asked, ñWhat types of assessment do you use with your learners during 

the course to give them feedback about their Maltese language learning progress?ò 

(TIQ13), the teachers responded that they used portfolios (TIP1, TIP4 and TIP5), with 

TIP5 elaborating, ñI donôt feel that the portfolio is that importantò; assessment after 

each homework assignment (TIP2 and TIP6); oral practice exercises (TIP7); and instant 

correction during a conversation (TIP3). Concerning TIP3ôs answer, Corder argued that 

it might not always be the most effective form of correction because it would eliminate 

the possibility for the learner to test alternative hypotheses (1967, p. 168).  

4.4.3 Teachersô Views on the MFL-1 Learning Materials and their Perceived Needs  

When the teachers were asked, ñWhat types of resources and materials do you 

use during your present course?ò (TIQ14), they responded that they used the Merǩba 

bik! workbook (TIP1, TIP2, TIP4 and TIP6); ǘavetta, a workbook for Maltese natives 

(TIP1); Learning Maltese: Why Not? (TIP4); an interactive whiteboard (TIP5); CDs and 

PowerPoint presentations (TIP2); handouts (TIP5 and TIP7); flashcards (TIP3); real-life 

objects (TIP3); and pictures (TIP3 and TIP5). One teacher remarked that the workbooks 

used were all outdated (TIP4). Another teacher commented, ñI wished to take [my 

students] to a coffee shop [and communicate in Maltese to have coffee] but I didnôt 

have timeò (TIP3). Regarding TIP3ôs comment and as indicated earlier, the broad scope 

of the syllabus influenced the methodology employed by the teachers and in turn 

affected the learners.   

TIP5 described another problem that he/she encountered: ñMost of the time, I 

use the interactive whiteboard, but unfortunately, I donôt have permission to do soò. It 

should be noted that certain courses were held in the local council offices, which were 

equipped as offices and therefore lacked resources such as a sound system and an 

interactive whiteboard. TP13 also referred to this issue (Table 52). On the other hand, in 

TIP5ôs case, the lessons were taught in a primary school after school hours. As 

explained by this teacher, an issue might arise regarding whether the primary grade 

teacher or the adult learnersô teacher would be responsible for the interactive whiteboard 

if it broke down. For this reason, this teacher admitted that he/she was advised not to 

use the interactive whiteboard and that doing so would be at his/her own risk. A similar 

case was observed in this study, in which the primary school childrenôs exercises 



203 

 

 

written on the board left the language teacher very little space to write. He/she 

explained that the primary teacher forbade her from erasing the exercises because they 

would be used the following day. Cases such as this would not instil motivation in the 

teachers, although these could be tackled with common sense.  

When the teachers were asked, ñWho decides which resources and materials are 

used in the present course?ò (TIQ15), all answered that they did (TIP1ïTIP7). When 

asked, ñWhich of the resources and materials mentioned above are specified by the 

Department of Education?ò (TIQ16), three teachers said ñnoneòô, two mentioned 

receiving 15 handouts with exercises (TIP4 and TIP5), and two reported that they were 

given two books named Sisien (coursebook and workbook), intended for Maltese native 

speakers (TIP3 and TIP7). TIP7 complained about this textôs difficulty for learners. 

Sisien is listed in the MFL-1 syllabus as a main text; however, it is not intended for 

foreigners. As mentioned in chapter 1, Alfred Flask (one of the speakers at the 2010 

convention for foreigners) pointed out that Maltese language textbooks should be 

written with a foreign audience in mind. Referring particularly to the Sisien series, Flask 

commented that ñbooks written in Maltese for Maltese [were] totally uselessò in 

teaching Maltese to foreigners (2010, p. 207). The handouts were emailed to all the 

teachers of the course. However, a set of 15 handouts was insufficient for them.  

The demand for more resources emerged again during the interviews when the 

teachers were asked, ñBased on your experience and in speaking with your colleagues, 

what resources and materials do teachers need to deliver these courses more 

effectively?ò (TIQ17). Nearly all the teachers reported needing a book (TIP2ïTIP7), 

with TIP7 adding, ñWhen we use primary books, [the learnersô] children use them, too, 

and they get demoralisedò. Other participants cited their need for maps (TIP3), charts 

(TIP2) and games (TIP1). However, TIP3 made it clear that ñfor the sake of 

consistency, all the groups should have the same resourcesò. This view reflects Dublin 

and Olshtainôs (1986) argument that an overly generic syllabus could leave teachers and 

learners without specific direction and could lead to ña lack of cohesiveness in materials 

and examinations used within the systemò (p. 28). 

4.4.4 Teachersô Views on the MFL-1 Teacher Training and their Perceived Needs 

Since teacher training is an integral part of the teaching profession, the teachers 

were asked, ñWere you offered any training by the Department [of Education] to teach 
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this course?ò (TIQ18). Five of the seven teachers responded ñnoò; the remaining two 

replied ñyesò, with TIP6 citing an in-service course and TIP2 mentioning a two-day 

course. Interestingly, TIP4 noted that he/she ñalready taught a group of foreigners at a 

higher level to work as translators at EU institutionsò. The teachers were also asked, 

ñWhat teacher training do you need, if any, to perform your duties more effectively?ò 

(TIQ19). They responded that they needed a TEFL-type course for Maltese (TIP3 and 

TIP7), an in-service course (TIP6) and a mentor to guide them on how to teach (TIP5). 

TIP1 revealed, ñWe need realistic training, not too much rhetoric as [it is not] practicalò. 

However, two teachers indicated that training was unnecessary; instead, TIP2 required 

ñsharing of ideasò, while TIP4 cited resources because ñwe donôt have time to prepare, 

due to the paper work we have to doò.  

4.5 Conclusion 

This chapter investigated whether the MFL-1 course met the learnersô 

expectations in terms of the course syllabus, teaching methods and materials. Apart 

from the learnersô needs, it also examined those of the teachers, as a determining factor 

in the success of the course. The following schematic diagram (Figure 6) represents the 

perceptions of course deficiencies: 
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Perceptions of course deficiencies 

 Learners Learners Teachers Teachers 

 See related 

comments in 

the following 

tables: 

See related 

comments in 

the following 

questions: 

See related 

comments in 

the following 

tables: 

See related 

comments in 

the following 

questions: 

Syllabus 

V Speaking is not 

given due 

importance 

Tables 24ï26 LIQ7, 8   

V Syllabus is too 

vast and difficult 

Table 27  LIQ3, 7 Table 63 TIQ5, 10 

V More revision Table 28 LIQ3, 17   

V Less grammar   Tables 62, 64 TIQ10 

Teaching Methods  

V More listening 

and speaking  

Tables 29, 

36ï37 

LIQ8, 13, 19ï

20 

 TIQ10 

V Less copying from 

the whiteboard, 

more interactive 

methods 

Table 31 LIQ17   

V Problems with the 

portfolio 

Table 32 LIQ16 Table 67 TIQ13 

V More homework, 

more tests 

Table 32 LIQ17   

Learning Materials  

V Specifically 

designed 

coursebook 

Table 33 LIQ18, 19ï20 Table 68 TIQ17 

V More resources Tables 33 and 

36 

LIQ13, 18ï20 Table 68 TIQ17 

Teacher Training  

V Teachersô desire 
to receive training  

  Table 75 TIQ19 

 

Figure 6. MFL-1 course deficiencies 
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The data revealed that for the learners, the most important reason to learn 

Maltese was to communicate with locals, followed by to cope with daily life. Although 

there was no official policy about a needs analysis at the beginning of the course, the 

teachers knew perfectly that the two cited reasons were the learnersô priorities. Nearly 

one-fifth of the learners had taken another MSL course because (as indicated in the 

questionnaire responses and corroborated in the interviews) the MFL-1 course was too 

fast paced and advanced for beginners and would thus need revision. The teachers were 

aware of these problems; the majority of them shared the same opinions but could not 

do anything because they were required to follow the syllabus. This situation led to a 

high dropout rate amongst the learners, as well as resignations amongst the teachers, 

with nearly half of the staff replaced for the MFL-1 course during the 2012ï2013 school 

year (LIQ3 and Table 42).  

Moreover, teachers and learners expressed their wish for a standard, detailed 

syllabus to accommodate different learning needs, with a proper exam system and day-

to-day topics and situations. Regarding teaching methods, although the learners 

acknowledged that the course focused on grammar and vocabulary, all of them desired 

to shift the emphasis to speaking, followed by listening, because they found these skills 

the most difficult to learn and wanted to improve them the most (especially since in 

Malta, English is spoken everywhere). At the same time, they wished to continue with 

the grammar and vocabulary lessons already being taught. The teachers agreed that the 

course concentrated on grammar, but they would prefer to highlight day-to-day topics, 

prioritise other areas or extract the grammar from the topics. They admitted giving 

priority to vocabulary and grammar. The learners also perceived that in this course, the 

primary teaching method used was copying from the whiteboard but they claimed that it 

was the least effective means of learning. However, according to the teachersô 

perception, the students learned best by rote learning, then by copying from the 

whiteboard. Moreover, the learners noted the importance of additional resources, 

especially a custom-made book. The teachersô perceptions on this matter corroborated 

the learnersô most vital needs. The teachers also highlighted their need for a suitable 

book to deliver the courses more effectively.  
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Finally, concerning teacher training, the majority of the teachers did not receive 

any; some of them who reported undertaking training did not receive it in MSL/MFL 

but in TEFL.  

This chapter presented the data about what the MFL-1 course offered and 

whether it satisfied the learnersô and teachersô expectations in terms of the course 

syllabus, teaching methods, materials and for the teachers, teacher training. The data 

were retrieved from two sources (learners and teachers) with two research instruments 

(questionnaires and semi-structured interviews). Chapter 5 presents a similar needs 

analysis of the learners and the teachers involved in MFL-2.  
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Chapter 5 

 

Research Findings  

Maltese as a Foreign Language ï MQF-2 



209 

 

 

5.0 Introduction  

This chapter consists of a needs analysis of the learning groups that attended the 

MFL ς MQF-2 course in 2012ï2013 to discover their perceived needs and suggestions 

regarding the course. The learnersô needs in terms of the syllabus, teaching methods and 

materials are compared with their perceptions of the course to determine whether it 

satisfied their needs. Additionally, the teachersô perceived needs (including the teachersô 

perceptions of the learnersô needs in some cases) in terms of the syllabus, teaching 

methods, materials and teacher training are compared with their perceptions of the 

course they taught. This needs analysis will inform the evaluation of the entire system 

and identify particular components in the existing syllabus, teaching methods, learning 

materials and teacher training that need revision or upgrading. 

Two sets of instruments were used in this study: questionnaires and interviews. 

In the first phase of the study, two questionnaires ï one each for teachers (three 

participants) and for learners (nine participants) ï were used to investigate their 

perceptions of the MSL courses at the DLL and some of the participantsô needs. The 

majority of the questions on the questionnaires were analysed quantitatively. The 

questionnaires also included some open-ended questions to generate qualitative data. It 

is important to point out that since the participants included only three teachers and nine 

learners, the data retrieved from these few numbers could only be indicative. This is 

discussed in more detail in section 7.3, Limitations of the study. 

Semi-structured interviews with four learners (two each from the two MFL-2 

groups) and a teacher were conducted to seek in-depth, qualitative information. 

Although the student interviewees came from the same pool of learners, they comprised 

a smaller set, chosen through stratified random sampling to represent both groups.  

 Similar to the previous one, this chapter is organized in four main sections: 

learnersô questionnaire responses, learnersô interview responses, teachersô questionnaire 

responses and teachersô interview responses.  

This chapter also presents the data retrieved through the needs analysis. 

Therefore, the literature is only referenced in some cases to avoid redundancy. 

However, Chapter 6 provides a discussion with reference to the literature, in which the 

results for both courses are analysed in detail.  
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5.1 Learnersô questionnaires  

The learnersô questionnaire includes three sections (See Appendix A): the 

learnersô background (section A on the questionnaire); the current course (section B on 

the questionnaire, with three subsections: syllabus, teaching methods and learning 

materials); and the learnersô perceived needs and suggestions (section C on the 

questionnaire, with three subsections: syllabus, teaching methods and learning 

materials). This section presents and analyses the learnersô questionnaire responses in 

the order in which they appeared, similar to the previous chapter. However, each learner 

is represented by the code P-A (participant in the advanced course), inserted with an 

assigned number (e.g., P1-A). 

5.1.1 MFL-2 Learnersô Background Information 

In this section, preliminary information about the learners attending the MFL-2 

course is presented and analysed to offer a snapshot of the student population. Providing 

the studentsô backgrounds and learning aims will in turn be helpful during the analysis 

of their needs and suggestions.  

When this study commenced, two MFL-2 groups existed, with a total of nine 

students. Interestingly, the MFL-1 course had 12 groups of learners (as noted in Chapter 

4); however, at the next level, the number of groups decreased to three, with one class 

cancelled in May 2013. It should also be noted that no MFL-2 courses were taught in 

Gozo. The learnersô genders are presented in Table 76.  

Table 76. Participants by gender 

 

Q. 1: Gender                                                        

Legend Number Percentage 

Females 7 77.8% 

Males 2 22.2% 

Total 9 100% 

 

Similar to the demographics for the previous course (MFL-1), the MFL-2 

classes comprised learners from different nations, speaking various languages and with 

varying ages, professions and educational backgrounds (Tables 77ï80). Catering to 

learners from diverse cultures, generations and backgrounds made the teachersô mission 

more difficult.  
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Table 77. Participants by nationality 

 

Q. 2: Nationality                                                                                                           

 

Nationality  Number Percentage 

Not stated 2 22.1% 

British/UK  1 11.1% 

Russian 1 11.1% 

Arab 1 11.1% 

Bulgarian 1 11.1% 

German 1 11.1% 

Mexican 1 11.1% 

Maltese 1 11.1% 

Total 9 100% 

 

Table 78. Participants by age 

 

Q. 3: Age                           

                                                                                  

Age Range Number Percentage 

21ï30 2 22.2% 

31ï40 3 33.3% 

41ï50 2 22.2% 

51ï60 1 11.1% 

Not stated 1 11.1% 

Total 9 100% 

 

Table 79. Participants by occupation 

 

Q. 4: Occupation                                                                                                  

 

Occupation Number Percentage 

Clerk  2 22.2% 

Doctor  1 11.1% 

Housewife  1 11.1% 

Manager 1 11.1% 

Not stated 1 11.1% 

Software engineer 1 11.1% 

Translator 1 11.1% 

Veterinary surgeon 1 11.1% 

Total 9 100% 
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Table 80. Participants by mother tongue 

 

Q. 6: Mother tongue                                                                                                       

 

 Number Percentage 

English 2 22.1% 

Not stated 1 22.1% 

Bulgarian 1 11.1% 

Cantonese 1 11.1% 

German 1 11.1% 

Romanian 1 11.1% 

Russian 1 11.1% 

Spanish 1 11.1% 

Total 9 100% 

 

The learnersô lengths of residence also varied (Table 81). It could be argued that 

a person who has lived in Malta for 10 years or more should have automatically learned 

the language. However, this is not the case in Malta because the majority of Maltese 

people can communicate in English; therefore, foreigners who speak English are not 

compelled to learn Maltese in order to cope.  

 

Table 81. Participants by duration of residence in Malta or Gozo                        

 

Q. 5: Length of time residing in Malta or Gozo                                                       

 

Years Number Percentage 

1 or less   

2ï5 2 22.2% 

6ï10 3 33.3% 

11ï15 1 11.1% 

16ï20 1 11.1% 

21 or more 1 11.1% 

Not stated 1 11.1% 

Total 9 100% 

 

The fact that none of the MFL-2 learners belonged to the first category (1 year 

or less) makes sense because passing Level 1 is a prerequisite for Level 2 (see Table 

82). It follows that every learner in Level 2 has likely resided in Malta or Gozo for at 

least a year. 
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All the learners who attended the MFL-2 course declared that they had attended 

a previous Maltese language course (Table 82). This complies with the regulation for 

this particular course stating, ñLearners need to have successfully completed the course 

in Maltese as a Foreign Language at MQF Level 1ò (DLL, 2012c, 2012d).  

 

Table 82. Maltese language course(s) taken by participants 

 

 Q. 8. Have you ever taken a Maltese language course apart from this/these?             

 Number Percentage 

Yes 9 100% 

No   

Total 9 100% 

 

Table 83. Participantsô reasons for learning Maltese 

 

Q. 9: Why have you chosen to learn Maltese?                                                            

 

 Yes No 

 Number % Number % 

a. To communicate with locals 6 66.7% 3 33.3% 

b. They use Maltese at work 4 44.4% 5 55.6% 

c. To cope with daily life 4 44.4% 5 55.6% 

d. For family literacy 4 44.4% 5 55.6% 

e. Other reasons 3 33.3% 6 66.7% 

f. To read newspapers and 

magazines 2 22.2% 7 77.8% 

g. To pass the Maltese O-level exam  1 11.1% 8 88.9% 

h. It is a requirement to obtain a job   9 100% 

 

Similar to the responses in MFL-1, the top reason given was to communicate 

with locals. Keeping in mind that all these learners passed MFL-1, 66.7% still felt the 

need to learn the language to communicate with locals, while 44.4% were still learning 

it to cope with daily life. Four participants (44.4%) reported that they wanted to use 

Maltese at work, mostly to understand their colleaguesô conversations. Another 44.4% 

wanted to learn it for family literacy. In these cases, their children learned Maltese in 

school with their peers; for example, as a parent, P1-A felt compelled to learn the 

language so he/she could understand his/her children and help them with their studies. 

Only two participants answered that they were learning Maltese to read newspapers and 

magazines, and three gave other reasons. Of these three, one participant stated that 
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Malta was his/her home; therefore, he/she had to learn the language. Only one 

participant was learning Maltese to pass the Maltese O-level. All nine participants 

agreed that knowing Maltese was not a job requirement. However, one learner indicated 

that this was the most important reason for him/her because he/she worked with people 

of a certain class who did not know English; when those people phoned him/her, he/she 

had to converse in Maltese (IP3-A). These findings fit with McKay and Tomôs (1999, p. 

1) assertion that some learners learn the target language so they can communicate at 

work, find better jobs or advance in their careers.  

Table 84. Most important reason for learning Maltese 

 

Q. 10: Which reason from the above list is most important to you?                      

 

 Number Percentage 

a. To communicate with locals 4 44.4% 

b. Other reasons 2 22.2% 

c. Not stated 2 22.2% 

d. They use Maltese at work 1 11.1% 

e. For family literacy   

f. It is a requirement to obtain a job   

g. To cope with daily life   

h. To pass the Maltese O-level exam    

i. To read newspapers and magazines   

Total 9 100% 

 

As Table 84 shows, communicating with locals was given the most weight (four 

of the participants). The person who needed to talk on the phone with people of a 

certain class indicated that they wanted to use Maltese at work. The participants who 

checked other reasons cited several factors, including for personal interests, to 

understand his/her children (P1-A) and to communicate with friends (P9-A).  

5.1.2 Current Course 

The following three subsections present information about the MFL-2 course, 

based on the entire student populationôs questionnaire responses. The questions are 

presented according to their order of placement on the questionnaire (See Appendix A).  
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5.1.2.1 Learnersô views on the MFL-2 syllabus 

 All the learners (100%) declared that the four skills were covered all of the time, 

most of the time or often (Table 85).  

Table 85. Participantsô perceptions on skills coverage in the course 

 

Q. 11: All four skills are covered in this course.                                        

All of the time 

Most of the 

time 

Often Rarely Never NF 

11.1% 

(1) 

77.8% 

(7) 

11.1% 

(1)    

 

Table 86 shows that the course was mainly organised based on grammar 

(100%), followed by topics (88.8%) and tasks (11.1%). This indicates that the course 

was inclined towards the grammar approach. 

 
Table 86. Participantsô feedback about course organisation 

 

Q. 12: Lessons during this course are organised according to                        

 

 All of  the 

time 

Most of the 

time 

Often Rarely Never NF 

a. grammar 33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1) 

   

b. topics 33.3% 

(3) 

22.2% 

(2) 

33.3% 

(3) 

11.1% 

(1) 

  

c. tasks   11.1% 

(1) 

66.7% 

(6) 

11.1% 

(1) 

11.1% 

(1) 

d. other methods NO 

 

The learners perceived that this course tended more towards a linear progression 

(100%) than a cyclical progression (66.6%) (Table 87). However, some participants 

indicated that a cyclical progression was used, indicating that certain topics were 

revised during the course. 

Table 87. Participantsô feedback about course content 

 

Q. 13: This course follows a                                                                                   

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. linear 

progression 

33.3% 

(3) 

66.7% 

(6)     

b. cyclical 

progression 

11.1% 

(1) 

22.2% 

(2) 

33.3% 

(3) 

22.2% 

(2)  

11.1% 

(1) 
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5.1.2.2 Learnersô views on the teaching methods for MFL-2 

 Table 86 shows that this course focused on grammar. This is also reflected in 

Table 88, with 100% of the participants indicating that grammar practice was performed 

all of the time or most of the time. Vocabulary practice was ranked second (88.9%, 

combined all of the time, most of the time and often), while reading and writing 

(77.7%) were practised recurrently but not as often as grammar and vocabulary. The 

percentages for listening, Maltese-culture awareness and speaking ranked lower 

(66.6%), compared to the previously mentioned skills, and out-of-class activities were 

rated last, with 66.7% claiming that these were never performed. Even in this course, 

grammatical rules and vocabulary were emphasised, and practices to develop the 

learnersô oral communication skills were given less importance, in their perception. 

Table 88. Teachersô methods of instruction 

 

Q. 14: Do you perform the following practices during your present course?  

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. grammar 

practice 

66.7% 

(6) 

33.3% 

(3)     

b. vocabulary 

practice  

55.6% 

(5) 

11.1% 

(1) 

22.2% 

(2) 

11.1% 

(1)   

c. writing 

practice 

22.2% 

(2) 

33.3% 

(3) 

22.2% 

(2) 

22.2% 

(2)   

d. reading 

practice  

33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

11.1% 

(1) 

11.1% 

(1)  

e. listening 

practice  

22.2% 

(2) 

22.2% 

(2) 

22.2% 

(2) 

33.3% 

(3)   

f. speaking 

practice  

22.2% 

(2)  

44.4% 

(4) 

33.3% 

(3)   

g. Maltese-

culture 

awareness 

11.1% 

(1) 

33.3% 

(3) 

22.2% 

(2)  

33.3% 

(3)  

h. out-of-

class 

activities  

22.2% 

(2) 

11.1% 

(1)   

66.7% 

(6)  

 

As Table 89 shows, the learners primarily worked individually (77.7%, 

combined all of the time, most of the time and often). Working in pairs (44.4%) was 

ranked next, although it was not performed regularly. Working in large groups (33.3%) 
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or in small groups (22.2%) was seldom done, indicating that the learners rarely worked 

in these configurations.  

Table 89. Participantsô interactions with other learners 

 

Q. 15: During this course, how often do you work/learn                      

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. individually  33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

11.1% 

(1) 

11.1% 

(1)  

b. in pairs  

  

44.4% 

(4) 

33.3% 

(3) 

22.2% 

(2)  

c. in small 

groups  

11.1% 

(1) 

11.1% 

(1) 

22.2% 

(2) 

55.6% 

(5)  

d. in large 

groups 

11.1% 

(1) 

11.1% 

(1) 

11.1% 

(1) 

11.1% 

(1) 

44.4% 

(4) 

11.1% 

(1) 

 

With regard to the learning methods used by the participants, copying from the 

whiteboard obtained the highest ranking (88.8%, all of the time, most of the time and 

often). Getting a logical explanation and problem solving followed (each 77.7%). 

Listening and taking notes, rote learning and finding information obtained the same 

combined percentage of 66.7% (all of the time, most of the time and often) (Table 90).  

Table 90. Learning methods used by participants 

 

Q. 16: During this course, you learn by different methods, such as          

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. rote learning  55.6% 

(5) 

11.1% 

(1) 

33.3% 

(3) 

  

b. finding 

information 

on your own  

 44.4% 

(4) 

22.2% 

(2) 

33.3% 

(3) 

  

c. getting a 

logical 

explanation  

22.2% 

(2) 

33.3% 

(3) 

22.2% 

(2) 

11.1% 

(1) 

 11.1% 

(1) 

d. problem 

solving  

 44.4% 

(4) 

33.3% 

(3) 

22.2% 

(2) 

  

e. copying from 

the 

whiteboard  

22.2% 

(2) 

44.4% 

(4) 

22.2% 

(2) 

11.1% 

(1) 

  

f. listening and 

taking notes 

 55.6% 

(5) 

11.1% 

(1) 

  33.3% 

(3) 

g. other 

methods 

No 
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In terms of learning methods, Table 91 shows that the learners were given 

homework (66.6%, all of the time, most of the time and often); however, 33.3% 

declared that it was done rarely or never. Although the European language portfolio was 

used with the learners (44.4%, all of the time, most of the time and often), an equal, 

combined percentage of the participants declared that they rarely or never used the 

portfolio. Written tests seemed to be administered less frequently than the other 

assessment methods (44.3%); 55.5% of the participants claimed that the tests were 

rarely or never used. Oral tests were even less frequent (33.3%), with 66.6% of the 

participants indicating that these tests were rarely or never given.  

Table 91. Types of assessment given to participants 

 

Q. 17: During the course, you                                                     

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. are given 

homework 

 33.3% 

(3) 

33.3% 

(3) 

11.1% 

(1) 

22.2% 

(2) 

 

b. have written 

tests  

11.1% 

(1) 

22.2% 

(2) 

11.1% 

(1) 

22.2% 

(2) 

33.3% 

(3) 

 

c. have oral 

tests  

11.1% 

(1) 

 22.2% 

(2) 

33.3% 

(3) 

33.3% 

(3) 

 

d. use the 

European 

language 

portfolio  

11.1% 

(1) 

11.1% 

(1) 

22.2% 

(2) 

11.1% 

(1) 

33.3% 

(3) 

11.1% 

(1) 

e. other 

assessment 

types 

No 

 

5.1.2.3 Learnersô views on the MFL-2 learning materials 

 The learners indicated that the materials used most often were notes given by the 

teacher (100%, all of the time and most of the time), followed by word lists (55.5%, all 

of the time, most of the time and often; offset by 44.4%, combined rarely and never), 

PowerPoint presentations (44.4%; offset by 55.5%, rarely and never), recordings 

(44.4%; offset by 66.6%, rarely and never), videos and books about Maltese history and 

culture (both 33.3%; offset by nearly 67%, rarely and never). Bilingual reading books 

and the coursebook trailed behind (22.2%; offset by nearly 78%, rarely and never) 
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(Table 92). All the rankings on the negative side of the scale indicate that the main 

resources used were notes by the teacher and to a certain extent, word lists. 

Table 92. Learning materials used by participants 

 

Q. 18: In the course you are taking, do you use                                           

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. notes given by 

the teacher 

66.7% 

(6) 

33.3% 

(3)     

b. a coursebook 

 

22.2% 

(2)  

44.4% 

(4) 

33.3% 

(3)  

c. bilingual 

reading books  

11.1% 

(1) 

11.1% 

(1)   

77.8% 

(7)  

d. word lists  

 

44.4% 

(4) 

11.1% 

(1) 

11.1% 

(1) 

33.3% 

(1)  

e. books about 

Maltese 

history and 

culture    

33.3% 

(3) 

11.1% 

(1) 

55.6% 

(5)  

f. videos  

  

33.3% 

(3) 

33.3% 

(3) 

33.3% 

(3)  

g. recordings  

  

44.4% 

(4) 

33.3% 

(3) 

22.2% 

(2)  

h. PowerPoint 

presentations  

11.1% 

(1) 

33.3% 

(3) 

44.4% 

(4) 

11.1% 

(1)  

i. other 

materials No 

 

As mentioned, almost 80% declared that bilingual reading books were never 

used, due to their rarity in Malta, with children as their target readers. In terms of the 

22.2% who reported using bilingual reading books, the queries raised during the 

questionnaire distribution indicated that they misunderstood the question and considered 

dictionaries bilingual. However, the question clearly referred to bilingual reading books 

and not bilingual scripts or references. 
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Table 93. Uses of reading texts in the course 

 

Q. 19: Reading texts in this course are used to                                        

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. introduce 

grammar 

items 

33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1) 

   

b. introduce 

vocabulary 

items 

22.2% 

(2) 

55.6% 

(5) 

22.2% 

(2) 

   

c. encourage 

reading for 

pleasure  

11.1% 

(1) 

33.3% 

(3) 

22.2% 

(2) 

22.2% 

(2) 

11.1% 

(1) 

 

d. develop 

reading skills 

to access 

information   

11.1% 

(1) 

33.3% 

(3) 

11.1% 

(1) 

22.2% 

(2) 

22.2% 

(2) 

 

e. other 

reading texts 

No 

 

The learners perceived that the reading texts were used to introduce grammar 

items and vocabulary items (both 100%, all of the time, most of the time and often), 

encourage reading for pleasure (66.6%) and develop reading skills to access information 

(55.5%) (Table 93). Analysing the subcategories for these results shows that grammar 

was given the most attention, followed by vocabulary. 

Table 94. Participantsô feedback about the texts used in the course 

 

Q. 20: The texts used in this course are                                                     

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. appealing to the 

learnersô age 

11.1% 

(1) 

33.3% 

(3) 

33.3% 

(3) 

22.2% 

(2)   

b. challenging, i.e., a 

step ahead of the 

learnersô current 

level   

22.2% 

(2) 

44.4% 

(4) 

11.1% 

(1) 

22.2% 

(2)   

c. varied (different 

sources) 

11.1% 

(1) 

55.6% 

(5) 

22.2% 

(2) 

11.1% 

(1)   

d. up to date 11.1% 

(1) 

33.3% 

(3) 

44.4% 

(4)   

11.1% 

(1) 

e. authentic passages 

(taken from real 

life) 

11.1% 

(1) 

33.3% 

(3) 

33.3% 

(3) 

22.2% 

(2)   
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The learners believed that all of the time, most of the time or often, the texts 

were varied and up to date (over 88%). Furthermore, 77.7% agreed that the texts were 

challenging and appealing to the learnersô age all of the time, most of the time or often 

(Table 94). The statistics show a mixture of authentic and non-authentic materials.  

Table 95. Listening methods in class 

 

Q. 21: During lessons, you listen to 

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. songs   11.1% 

(1) 

11.1% 

(1) 

77.8% 

(7) 

 

b. recorded 

materials 

 11.1% 

(1) 

11.1% 

(1) 

55.6% 

(5) 

11.1% 

(1) 

11.1% 

(1) 

c. the 

teacher 

reading 

texts 

22.2% 

(2) 

33.3% 

(3) 

33.3% 

(3) 

 11.1% 

(1) 

 

d. other 

resources 

No 

 

The learners reported that listening to the teacher reading texts was the most 

frequent listening method (88.8%, combined all of the time, most of the time and often), 

followed by recorded materials (22.2%) and songs (11.1%) (Table 95). The use of songs 

during lessons seldom happened, with nearly 80% of the learners reporting that they had 

never heard a Maltese song in class. This low ranking of recorded materials also 

appeared in Table 92.  

Table 96. Speaking activities in the course 

 

Q. 22: The speaking activities in this course include                                    

 

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. pronunciation 

exercises 

22.2% 

(2) 

33.3% 

(3) 

22.2% 

(2) 

11.1% 

(1) 

11.1% 

(1) 

 

b. dialogues 22.2% 

(2) 

44.4% 

(4) 

22.2% 

(2) 

 11.1% 

(1) 

 

c. oral 

presentations 

22.2% 

(2) 

11.1% 

(1) 

 55.6% 

(5) 

11.1% 

(1) 

 

d. other speaking 

activities 

No 
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According to the learners, the dialogues (88.8%) were used all of the time, most 

of the time or often, followed by pronunciation exercises (77.7%) and oral presentations 

(33.3%) (Table 96). It is noteworthy that 11.1% of the participants reported never using 

dialogues, 22.2% (combined) declared that they rarely or never had pronunciation 

exercises and 66.7% (combined) rarely or never had oral presentations. These results 

and those in Table 95 could be an indication that listening and speaking skills were not 

given due importance, compared to the other skills. 

Table 97. Types of writing exercises 

 

Q. 23: The writing exercises in this course consist of                                       

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. fill in the 

blanks 

33.3% 

(3) 

44.4% 

(4) 

11.1% 

(1) 

11.1% 

(1) 

  

b. complete 

the 

sentences   

44.4% 

(4) 

55.6% 

(5) 

    

c. choose the 

correct 

word 

11.1% 

(1) 

66.7% 

(6) 

11.1% 

(1) 

11.1% 

(1) 

  

d. free 

writing  

11.1% 

(1) 

33.3% 

(3) 

22.2% 

(2) 

22.2% 

(2) 

11.1% 

(1) 

 

e. other 

writing 

exercises 

No 

 

The learners perceived that the most frequent exercise used was complete the 

sentences (100%, combined all of the time and most of the time), followed by fill in the 

blanks and choose the correct word (both 88.8%, all of the time, most of the time and 

often) and free writing (66.6%) (Table 97).  

 

5.1.3 Perceived Needs and Suggestions about the Syllabus, Teaching Methods and 

Materials 

In the following three subsections (syllabus, teaching methods and learning 

materials), the learnersô perceived needs and suggestions regarding the course are 

compared with their perceptions of what it offered. This information will help evaluate 

the course and identify components that should be amended. 
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Some common themes emerged during the analysis of the responses to the open-

ended question, ñWhat would you change in the course?ò Table 98 indicates the course 

components the participants wanted changed, with the corresponding participant 

numbers for each item. However, each item will be addressed in the analysis of the 

relevant closed-ended questions in the next three sections (5.1.3.1, 5.1.3.2 and 5.1.3.3).  

 

Table 98. Course components in MFL-2 that participants want changed 

 

 

5.1.3.1 Learnersô perceived needs regarding the MFL-2 syllabus  

The learners admitted that the most difficult or moderately difficult skill for 

them was speaking (66.6%), then listening (55.5%) and writing (22.2%) (Table 99).  

Table 99. Most difficult skill to learn in the Maltese language 

 

Q. 25: Which Maltese language skill do you find most difficult?                   

 Most 

difficult  

Moderately 

difficult  

Slightly 

difficult  

Least 

difficult  

NF 

a. listening 33.3% 

(3) 

22.2% 

(2) 

11.1% 

(1) 

 33.3% 

(3) 

b. speaking  22.2% 

(2) 

44.4% 

(4) 

  33.3% 

(3) 

c. reading    22.2% 

(2) 

33.3% 

(3) 

44.4% 

(4) 

d. writing  22.2% 

(2) 

 22.2% 

(2) 

22.2% 

(2) 

33.3% 

(3) 

Q. 24: What would you change in the course? 

Themes Participants 

Syllabus 

New, realistic, day-to-day topics and situations  P2-A, P5-A 

Syllabus for different learning abilities, with a proper exam system 

for the levels 

P1-A, P6-A 

Standard detailed syllabus P1-A 

Syllabus is too vast and difficult  P6-A 

Teaching Methods 

More conversations during the course (day-to-day dialogues) P2-A, P7-A, P9-A  

Less emphasis on grammar P2-A, P5-A 

More homework P6-A 

More tests, including dictation P7-A 

Less copying from the board and more interactive methods P7-A 

Materials  

Specifically designed coursebook  P1-A 

Others 

More emphasis on current situation, history and culture P7-A 
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Over 44% of the learners disclosed that they wanted to improve their speaking 

skills, followed by writing (22.2%) and listening (11.1%) (Table 100). None of the 

learners mentioned the need to improve their reading skills. 

Table 100. Maltese language skill participants most want to improve  

 

Q. 26: Which Maltese language skill would you like to improve most?     

 

Number 

 

Percentage  

a. speaking  4 44.4% 

b. writing  2 22.2% 

c. NF 2 22.2% 

d. listening 1 11.1% 

e. reading    

 

These findings follow the pattern shown in Table 99 that the three skills the 

learners found difficult revealed their need for improvement in these areas. However, as 

seen in Table 88, speaking was the least practised of the four language skills in the 

course. In the open-ended question, ñWhat would you change in the current course?ò 

(Table 98), some learners (P2-A, P7-A and P9-A) revealed a desire for more 

conversation practice. The learners favoured more emphasis on speaking skills. 

Table 101. Participantsô feedback on practising the four language skills 

 

Q. 27: To study a language, one has to practise the four skills.                  

Very 

important  

Important  Neither 

important nor 

unimportant  

Unimportant  Not at all 

important  

NF 

66.7% 

(6) 

22.2% 

(2) 

11.1% 

(1)    

 

Almost 90% of the learners deemed it very important or important to practise the 

four language skills (Table 101). It is noteworthy that none of the participants checked 

the unimportant or not at all important levels, indicating their strong preference for a 

course based on all four skills.  

Table 85 (corresponding to Table 101) shows that the four skills were covered in 

the course with a combined percentage of 100% (all of the time, most of the time and 
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often). However, as shown in the previous tables, the learners found some skills more 

difficult than others and thus wanted to practise them more so they could improve. 

Table 102. Participantsô feedback on course structure 

 

Q. 28: How important is it for you to é have lessons organised according to                   

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

N

F 

a. grammar 

topics 

55.6% 

(5) 

33.3% 

(3)   

11.1% 

(1)  

b. topics 22.2% 

(2) 

33.3% 

(3) 

22.2% 

(2) 

22.2% 

(2)   

c. tasks 22.2% 

(2) 

44.4% 

(4) 

22.2% 

(2) 

11.1% 

(1)   

d. other 

methods 

Yes 

P1-A Topics on everyday life situations 

 

For the learners, the preferred organisational method was by grammar topics 

(88.9%, combined very important and important), followed by tasks (66.6%) and topics 

(55.5%) (Table 102). Although the topics category is included in this table, one 

participant (P1-A) emphasised the importance of ñeveryday life situationsò under other 

methods.  

Table 86 shows that in the course, lessons were organised all of the time, most 

of the time or often according to grammar (100%), topics (88.8%) and tasks (11.1%).  

Comparing Table 102 to Table 86 shows that the learners did not keep the same 

ranking order to indicate the importance of the various methods. Table 102 shows that it 

was more important for the learners to have lessons based on tasks instead of topics. 

Thus, the high percentage of importance obtained by the tasks in Table 102 indicates the 

learnersô desire to engage in target-language contact through a series of tasks and 

problem-solving activities. As Table 86 shows, this was rarely or never done in the 

course. Thus, learners perceived the need for more balance amongst grammar, topics 

and tasks. 
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Table 103. Participantsô preferences for a linear vs. a cyclical progression 

 

Q. 29. Have a course with a                                                                                       
 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. linear 

progression 
33.3% 

(3) 

55.6% 

(5)  

11.1% 

(1)   

b. cyclical 

progression 
11.1% 

(1) 

55.6% 

(5)  

33.3% 

(3)   

 

The combined percentages of very important or important rankings show the 

importance of a linear progression (88.9%) over a cyclical progression (66.7%), but the 

latter was also given due importance (Table 103).  

Revisiting Table 87 shows that in the course, a linear progression (100%, 

combined all of the time, most of the time and often) occurred more than a cyclical 

progression (66.6%); however, both were used. Table 103 shows that it was important 

for the learners to take a course using a more linear progression, which the course 

offered.  

Other problems related to the syllabus emerged in the responses to open-ended 

question 24 (Table 98); the learners stated that the syllabus was too vast and difficult 

(P6-A) and related the need for a standard, detailed syllabus (P1-A), as well as for 

different learning abilities, with a proper exam system for the levels (P1-A and P6-A), 

and with new, realistic day-to-day situations (P2-A and P5-A).  

 

5.1.3.2 Learnersô perceived needs regarding the teaching methods for MFL-2 

 For the learners, listening practice and vocabulary practice took priority (both 

100%, combined very important and important) (Table 104). Speaking practice and 

reading practice (nearly 89%) came next, followed by grammar practice (77.8%), 

writing practice (77.8%), Maltese-culture awareness (66.9%) and out-of-class activities 

(33.3%). 
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Table 104. Participantsô feedback on methods of instruction 

 

Q. 30: How important is it for you to include the following practices during second-

language teaching?                                                                                                                     

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. grammar 

practice 
77.8% 

(7) 

 22.2% 

(2) 

  

 

b. vocabulary 

practice  

66.7% 

(6) 

33.3% 

(3) 

   

 

c. writing 

practice 

55.6% 

(5) 

22.2% 

(2) 

11.1% 

(1) 

11.1% 

(1) 

 

 

d. reading 

practice  

44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

  

 

e. listening 

practice  

88.9% 

(8) 

11.1% 

(1) 

   

 

f. speaking 

practice  

66.7% 

(6) 

22.2% 

(2) 

11.1% 

(1) 

  

 

g. Maltese-

culture 

awareness 

33.3% 

(3) 

33.3% 

(3) 

22.2% 

(2) 

11.1% 

(1) 

 

 

h. out-of-class 

activities  

11.1% 

(1) 

22.2% 

(2) 

22.2% 

(2) 

22.2% 

(2) 

22.2% 

(2)  

 

Table 104 shows that listening, vocabulary and speaking practices were more 

important for the learners than grammar practice, which was ranked first as being 

practised all of the time or most of the time in the course (100%) (Table 88). These 

results corroborate the perceived need for more conversation exercises, as revealed in 

several replies to the questionnaireôs open-ended question (P2-A, P7-A and P9-A, Table 

98). In response to this open-ended question, two learners also shared that they wanted 

less emphasis on grammar (P2-A and P5-A), while P7-A indicated his/her wish for 

more out-of-school activities and more emphasis on current situations, history and 

culture. The latterôs inclusion of culture echoes one of Csiz®r and Dºrnyeiôs (1998) 10 

commandments to motivate learners: teachers should ñfamiliarise learners with the 

target language cultureò (p. 215).   
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Table 105. Participantsô preferences regarding interactions with other learners 

 

Q. 31: How comfortable do you feel when you work/learn                                  

 Very 

comfortable 

Comfortable Indifferent  Un-

comfortable 

Very un-

comfortable 
NF 

a. individually  66.7% 

(6) 

33.3% 

(3)     
b. in pairs  33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1)    
c. in small 

groups 

11.1% 

(1) 

66.7% 

(6) 

11.1% 

(1) 

11.1% 

(1)   
d. in large 

groups 

22.2% 

(2) 

11.1% 

(1) 

33.3% 

(3) 

33.3% 

(3)   

 

The combined percentages of very comfortable and comfortable rankings 

showed working individually (100%) in pole position. Working in pairs (89.9%) came 

second, followed by small groups (77.8%) and large groups (33.3%) (Table 105).  

Table 89 reveals that learners worked individually all of the time, most of the 

time or often in the course (77.7%), then in pairs (44.4%), large groups (33.3%) and 

small groups (22.2%). 

The course offered individual work, with which most of the learners felt most 

comfortable. Although working in pairs and in small groups obtained high percentages 

in terms of comfort level, they were not used regularly in the course. Keeping in mind 

that the learners expressed the desire for more speaking activities, working in pairs, in 

small groups and in large groups gives the learners the opportunity to engage in 

conversational interactions. However, the results show that the learners felt more 

comfortable working in pairs and in small groups over large groups. It might be the case 

that in larger settings, they felt shy or embarrassed; because the learners were 

uncomfortable working in large groups, this type of interaction should be kept to a 

minimum. According to the affective filter hypothesis, affective variables, such as 

motivation, self-confidence and anxiety, are related to SLA (Krashen, 1982, p. 31). 

Therefore, a learner who is not self-confident or is bored or anxious may ñfilter outò the 

language input, making it inaccessible for acquisition (Lightbown and Spada, 2006, p. 

37). 
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Table 106. Learning method preferences of participants 

 

Q. 32: You learn best by                                                                                   

 Strongly 

agree 

Agree Neither 

agree 

nor 

disagree 

Disagree Strongly 

disagree 

NF 

a. rote learning 44.4% 

(4) 

33.3% 

(3) 

  11.1% 

(1) 

11.1% 

(1) 

b. finding 

information on 

your own  

22.2% 

(2) 

55.6% 

(5) 

11.1% 

(1) 

  11.1% 

(1) 

c. getting a logical 

explanation  

66.7% 

(6) 

33.3% 

(3) 

    

d. problem solving  44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

   

e. copying from 

the whiteboard  

11.1% 

(1) 

44.4% 

(4) 

33.3% 

(3) 

11.1% 

(1) 

  

f. listening and 

taking notes 

22.2% 

(2) 

55.6% 

(5) 

11.1% 

(1) 

  11.1% 

(1) 

g. other methods No 

 

All of the learners strongly agreed or agreed (100% combined) that they learned 

best by getting a logical explanation, followed by problem solving (88.8%), rote 

learning, finding information on their own and listening and taking notes (both 77.8%) 

and copying from the whiteboard (55.5%) (Table 106). 

Table 90 (corresponding to Table 106) reveals that copying from the whiteboard 

occurred most commonly, with a combined percentage of 88.8% (all of the time, most 

of the time and often). However, this was the least preferred method by the learners 

(Table 106). On the open-ended question (Table 98), P7-A made it clear that he/she 

wanted less copying from the board and more interactive methods.  

The learnersô preferred way to learn was getting a logical explanation (Table 

106). All the other activities shown in Table 106 (except for copying from the 

whiteboard) obtained over 77%, thus indicating that these activities were important for 

the learners and that their use in the course should be continued.  
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Table 107. Types of assessment preferred by participants 

 

Q. 33: For assessment purposes, do you prefer to                                                  

 Strongly 

agree 

Agree Neither 

agree 

nor 

disagree 

Disagree Strongly 

disagree 

NF 

a. be given 

homework 

44.4% 

(4) 

22.2% 

(2) 

22.2% 

(2) 

 11.1% 

(1) 

 

b. have written 

tests  

33.3% 

(3) 

55.6% 

(5) 

  11.1% 

(1) 

 

c. have oral tests  22.2% 

(2) 

44.4% 

(4) 

22.2% 

(2) 

11.1% 

(1) 

  

d. use the 

European 

language 

portfolio  

11.1% 

(1) 

11.1% 

(1) 

44.4% 

(4) 

11.1% 

(1) 

11.1% 

(1) 

11.1% 

(1) 

e. other 

assessment 

types 

No 

 

The learners indicated that they strongly agreed or agreed with having written 

tests (88.9%), being given homework and having oral tests (both 66.6%) and using the 

European language portfolio (22.2%) (Table 107).  

Table 91 (corresponding to Table 107) shows that the learners were given 

homework (66.6%, all of the time, most of the time and often), had written tests and 

used the European language portfolio (both 44.4%) and had oral tests (33.3%). 

Comparing these two tables shows that the learnersô two most preferred 

assessment methods (Table 107) were the most practised in the course (Table 91). 

Although oral tests were given the least ranking amongst the other assessment methods 

(Table 91), the learners preferred them as much as homework (Table 107). Therefore, 

oral tests should be given more regularly. The European portfolio ranked low in terms 

of occurrence in the course and the learnersô preference. In open-ended question 21 

(Table 98), P6-A indicated the need for more homework and P7-A mentioned more 

tests, including dictation. 
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5.1.3.3 Learnersô perceived needs regarding the MFL-2 learning materials 

Considering the combined percentages, notes given by the teacher and videos 

garnered the highest percentages (88.9%) as very important or important resources, 

followed by a coursebook and recordings (nearly 78%), then word lists and PowerPoint 

presentations, books about Maltese history and culture and bilingual reading books 

(55.5% each) (Table 108).  

Table 108. Learning materialsô importance for participants 

 

Q. 34: In this language course, it is important to have the following resources: 

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. notes given 

by the 

teacher 

55.6% 

(5) 

33.3% 

(3) 

 11.1% 

(1) 

  

b. a coursebook 44.4% 

(4) 

33.3% 

(3) 

11.1% 

(1) 

 11.1% 

(1) 

 

c. bilingual 

reading 

books  

11.1% 

(1) 

44.4% 

(4) 

11.1% 

(1) 

11.1% 

(1) 

22.2% 

(2) 

 

d. word lists  33.3% 

(3) 

22.2% 

(2) 

22.2% 

(2) 

11.1% 

(1) 

11.1% 

(1) 

 

e. books about 

Maltese 

history and 

culture  

11.1% 

(1) 

44.4% 

(4) 

22.2% 

(2) 

11.1% 

(1) 

11.1% 

(1) 

 

f. videos  22.2% 

(2) 

66.7% 

(6) 

11.1% 

(1) 

   

g. recordings  22.2% 

(2) 

55.6% 

(5) 

22.2% 

(2) 

   

h. PowerPoint 

presentations 
11.1% 

(1) 

44.4% 

(4) 

33.3% 

(3) 

11.1% 

(1) 

  

i. other 

resources 
No 

 

Re-examining Table 92 (corresponding to Table 108) shows that the teacher 

gave notes all of the time, most of the time or often in the course (100%). This practice 

should be continued since it was of importance to the learners. However, recordings 

(44.4%), videos (33.3%) and a coursebook (22.2%) were not used that often in the 

course (Table 92). As shown in Table 108, these resources were important for the 
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learners; therefore, it is essential to increase their usage. For open-ended question 21, 

P1-A also mentioned his/her need for a specifically designed book for this course.  

 

Table 109. Participantsô preferred use of reading texts in the course 

 

Q. 35: How important is it for you to have texts to                                                 

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. introduce 

grammar 

items 

66.7% 

(6) 

11.1% 

(1) 

22.2% 

(2) 

   

b. introduce 

vocabulary 

items 

55.6% 

(5) 

44.4% 

(4) 

    

c. encourage 

reading for 

pleasure  

44.4% 

(4) 

55.6% 

(5) 

    

d. develop 

reading skills 

to access 

information   

66.7% 

(6) 

11.1% 

(1) 

22.2% 

(2) 

   

e. other uses Yes 

P1-A: Texts can be given for home reading. Then we base [the] 

next lesson on them. 

 

For the learners, texts were very important or important to introduce vocabulary 

items and encourage reading for pleasure (both 100%), as well as to introduce grammar 

items and develop reading skills to access information (both 77.8%) (Table 109). It is 

significant to note that none of the participants marked the unimportant or not at all 

important levels. P1-A suggested that texts could be read at home and the next lesson 

could be based on the readings. 

Revisiting Table 93 (corresponding to Table 109) reveals that the learners 

previously ranked the four criteria according to usage (combined all of the time, most of 

the time and often) in the following order: introduce grammar items and introduce 

vocabulary items (both 100%), encourage reading for pleasure (66.6%) and develop 

reading skills to access information (55.5%) (Table 93). 

It is remarkable that all four were used in the course, although developing 

reading skills to access information and encouraging reading for pleasure were 

employed to a lesser extent. Considering their importance for learners (Table 109), all 
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these practices should be continued while enhancing the use of texts to develop reading 

skills to access information and encourage reading for pleasure. 

Table 110. Participantsô suggestions about the texts used in the course 

 

Q. 36: How important is it for you to have texts                                             

 Very 

important  

 

Important  

Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. appealing 

to the 

learnersô 

age 

33.3% 

(3) 

55.6% 

(5) 

  11.1% 

(1) 

 

b. challenging, 

i.e., a step 

ahead of 

the 

learnersô 

current 

level   

55.6% 

(5) 

33.3% 

(3) 

11.1% 

(1) 

   

c. varied 

(different 

sources) 

66.7% 

(6) 

11.1% 

(1) 

22.2% 

(2) 

   

d. up to date 44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

   

e. authentic 

passages 

(taken from 

real life) 

33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1) 

   

 

For the learners, it was very important or important to have texts that were 

challenging, up to date, authentic and appealing to the learnersô age (all 88.9%), as well 

as varied (77.8%) (Table 110).  

Table 94 (corresponding to Table 110) shows that the learners thought that all of 

the time, most of the time or often, the texts were varied and up to date (both 88.9%), as 

well as challenging, appealing to the learnersô age and authentic passages (77.7% 

combined). Because approximately 80% of the participants stated that these were very 

important or important (Table 110), it is vital to continue presenting learners with texts 

having these characteristics. 
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Table 111. Participantsô suggestions about listening methods in class 

 

Q. 37: How important is it for you to do activities such as listening to 

 

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. songs  11.1% 

(1) 

44.4% 

(4) 

44.4% 

(4) 

  

b. recorded 

materials  
11.1% 

(1) 

55.6% 

(5) 

33.3% 

(3) 

   

c. the teacher 

reading 

texts 

33.3% 

(3) 

44.4% 

(4) 

22.2% 

(2) 

   

d. other 

resources 
No 

 

For the learners, the most important listening activities were the teacher reading 

texts (77.7%), followed by recorded materials (66.7%) and songs (11.1%) (Table 111).  

Table 95 (corresponding to Table 111) shows that the learners maintained the 

same ranking order. All of the time, most of the time or often, the teacher read texts 

(88.9%) and the learners listened to recorded materials (11.1%) but not to songs (0%).  

The importance of listening exercises (as shown in Table 111) indicates the 

learnersô perceived need to continue the practice of teachers reading texts while 

enhancing the use of recorded materials.  

Table 112. Participantsô suggestions about speaking activities in the course 

 

Q. 38: How important is it for you to do speaking activities such as            

 

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. pronunciation 

exercises 
55.6% 

(5) 

22.2% 

(2) 

22.2% 

(2) 

   

b. dialogues 44.4% 

(4) 

44.4% 

(4) 

 11.1% 

(1) 

  

c. oral 

presentations 

33.3% 

(3) 

44.4% 

(4) 

11.1% 

(1) 

 11.1% 

(1) 

 

d. other 

speaking 

activities 

Yes 

P1-A: If there are site visits (e.g., museums), the group can be given a 

presentation in the Maltese language (though this may increase the cost). 
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The majority of the learners agreed that dialogues, pronunciation exercises and 

oral presentations were the most important or important speaking activities (88.8%, 

77.8% and 77.7%, respectively) (Table 112). P1-A commented that it was important to 

be given a presentation in the Maltese language during site visits, although he/she was 

concerned about the possible extra cost.  

Table 96 (corresponding to Table 112) shows that dialogues, pronunciation 

exercises and oral presentations were performed all of the time, most of the time or 

often (88.8%, 77.7% and 33.3%, respectively).  

The rankings of importance (shown in Table 112) for these speaking activities 

highlight the learnersô need for the continuation of these practices while enhancing oral 

presentation.  

Table 113. Participantsô suggestions about types of writing exercises 

 

Q. 39: How important is it for you to do writing activities such as                                     

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. fill in the 

blanks 
33.3% 

(3) 

55.6% 

(5) 

11.1% 

(1) 

   

b. complete 

the 

sentences   

44.4% 

(4) 

33.3% 

(3) 

11.1% 

(1) 

11.1% 

(1) 

  

c. choose 

the 

correct 

word 

44.4% 

(4) 

44.4% 

(4) 

11.1% 

(1) 

   

d. free 

writing  
33.3% 

(3) 

44.4% 

(4) 

11.1% 

(1) 

  11.1% 

(1) 

e. other 

writing 

exercises 

No 

 

For the learners, fill in the blanks and choose the correct word exercises were 

very important or important (both over 88%), followed by free writing and complete the 

sentences (both 77.7%) (Table 113).  

Table 97 (corresponding to Table 113) reveals that complete the sentences 

(100%), fill in the blanks and choose the correct word (over 88%) and free writing 

activities (66%) were given all of the time, most of the time or often. 
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Considering the importance of these exercises to learners (Table 113), these 

practices should be continued. Because free writing is equivalent in importance as the 

other criteria, it should be practised accordingly. 

 

5.2 Learnersô interviews 

The following three subsections present information about the MFL-2 course 

syllabus, teaching methods and learning materials, and the learnersô perceived needs on 

these three areas, based on their interview responses.  

In this section, the interview responses are presented according to their 

corresponding subsection. The interview questions are abbreviated with the code LIQ 

(learnersô interview question), followed by the question number. The learnersô 

responses are coded as IP (interview participant from the advanced course), with a 

number designated for each participant (e.g., IP1-A). 

5.2.1 Learnersô Views on the MFL-2 Syllabus and their Perceived Needs 

In their answers to the first question, the interviewees showed their desire to 

communicate with locals. When asked, ñWhy did you enrol in this particular course?ò 

(LIQ2), IP1-A responded, ñI live in Malta. Iôm going out with a Maltese girl [and] my 

friends are Malteseò. Another participant explained that he/she took it as a challenge 

because:  

I used to learn Maltese before but [when I came back from abroad, I realised that] I have 

forgotten quite a lot. And Iôm here more for the conversational [part] and the grammar 

(IP3-A). 

 

Related to this, two other learners also indicated their aim to speak Maltese, 

stating ñI donôt feel my Maltese is good enough [and] I want to be sure Iôm capable 

of speaking it properly [to reach] an adequate level of Malteseò (IP2-A) and ñI want 

to practise speaking Maltese moreò (IP4-A). When asked, ñAre you taking any other 

course in Maltese apart from this? If yes, why?ò (LIQ3), all the participants answered 

ñnoò. 

When the interviewees were asked, ñIs there a syllabus for the course offered?ò 

(LIQ4), IP1-A and IP3-A said ñnoò, while IP2-A and IP4-A replied ñyesò. Because the 

latter two responded in the affirmative, they were asked, ñDo you have access to the 
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syllabus for the course offered?ò (LIQ5); IP2-A answered ñnoò, and IP4-A responded, 

ñI think soò. When both were asked another follow-up question, ñWere you involved in 

the decision-making process in developing the syllabus?ò (LIQ6), they responded in the 

negative. Later, IP2-A elaborated, ñWe should have the syllabus so we know which 

topic we are going to cover so I could prepare beforehandò. As the literature shows, a 

syllabus is an ideal tool with which policymakers ñconvey information to teachers, 

textbook writers, examination committees, and learners concerning the programsò 

(Dublin and Olshtain, 1986, p. 28). In reality, the course depended entirely on the 

teacher delivering it, and it would be difficult to achieve a certain consistency amongst 

the learning groups required to sit for the same exam. 

In MFL-2, the syllabus was non-existent and teachers were instructed to refer to 

the MFL-1 syllabus. So although two of the interviewees answered that there was no 

MFL-2 syllabus, they still were asked, ñDo you feel that the syllabus of the course you 

are attending is adequate? Why?ò (LIQ7), three answered ñyesò. IP4-A indicated that 

they practised all the skills, IP1-A qualified that the course was ñvery strong in 

grammarò and IP2-A stated, ñ[in the sense] that it [was] a progression from level 1ò. On 

the other hand, IP3-A replied ñnoò and that it was ñhard for beginners [and] emphasis 

[was] too much on grammarò. More constructive criticism emerged when the learners 

were asked, ñDo you think that by the end of the course, you will reach your aims? 

Why?ò (LIQ8). Of the four participants, two said ñnoò and explained, 

The [scope of the] syllabus is too much for the length of the course; course 1 starts with 

the alphabet till verb forms, and it is impossible to learn all that, so it is based on 

understanding. At that level, you are presented with much more difficult things é [These 

lessons] are repeated at the higher level, [but] I [still] canôt talk Maltese. I can understand 

it, I can read it, I can write basic texts é no, I canôt say after I finish this course, I [can] 

speak Maltese (IP2-A). 

 

Not really. I did MFL Level 1 as well. I know quite a lot of Maltese é so for me itôs not 

that hard, but for someone who is a beginner who doesnôt know a word of Maltese, itôs 

like squashing five years into one é There is too much grammar, rather than emphasis on 

everyday things é For most foreigners here learning Maltese, grammar is important, but 

you know, itôs not [only grammar] because you do get it from [the context], you know 

(IP3-A). 

 

Although the third participant did not answer ñnoò, he/she seemed dubious and stated,  

Yeah, I guess so. I clearly canôt learn the language in a year, unfortunately. It would be 

great if I could. I learned so much more than I knew in the beginning of the course. I 
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think I have a thing especially with this [teacher] é a lot of grammar and a very complete 

picture of Maltese grammar (IP1-A). 

 

Participant IP1-A verified IP3-Aôs statement that grammar was given priority and that 

other components were not given similar weight. As these comments show, the learners 

were not happy with the situation, even though three of the four learners stated that they 

felt the syllabus was adequate (LIQ7) and two focused on the positive aspects of the 

course. Inversely, the other interviewee (IP4-A) stated that he/she was very happy with 

the course because it covered everything. However, this particular learnerôs background 

was different from those of the others, which gave him/her an advantage in this learning 

scenario. For this reason, in every course, preliminary information about the learners is 

collected to provide a snapshot of their backgrounds and learning aims (Skierso, 1991, 

p. 432). Although some of the learners had reservations regarding the course, they did 

not have access to an evaluation process in which they could give discreet feedback. 

This information emerged when the learners were asked, ñDid you complete a survey to 

evaluate the course, either during or at the end of the course?ò (LIQ21). All the 

participants answered ñnoò. The following related question was asked: ñBefore you 

began this language course, did you complete a survey about your goals and needs? If 

yes, what were the contents of the survey?ò (LIQ12). Three participants said ñnoò, while 

the other replied, ñI donôt rememberò. 

Coverage of different topics across different learning groups emerged when the 

learners were asked, ñWhich situations are covered in the course?ò (LIQ9). They 

answered, ñculture and Christmasò (IP1-A); ñin the hospital, travelling, cooking and 

everyday situationsò (IP2-A); and ñtalking about a vacation, talking to a friend, a 

telephone conversation and very simple tasksò (IP3-A). Another participant (IP4-A) did 

not mention anything in particular. When asked, ñAre the situations covered in the 

course suitable for your learning aims? Why?ò (LIQ10), all the participants replied 

ñyesò. The participants said a variety of things were done (IP1-A) and [they presented] 

everyday situations (IP2-A). IP3-A elaborated, ñWe donôt do enough. I think itôs better 

if we do more situationsò. On the other hand, IP4-A stated, ñWe do everythingò. When 

asked, ñWhich situations do you think should be covered?ò (LIQ11), IP1-A and IP4-A 

did not mention anything in particular. IP2-A cited work-related situations but that if 

he/she wanted to learn the language specific to his/her work, he/she had to attend a 

specialised course. His/her point echoes Borg and Marshôs view that the best learning 
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comes from content that is relevant to life experiences or present concerns (1997, p. 

195). Another participant shared a different view of his/her needs: 

I think itôs not which [situations]. Itôs more [of] the more situations covered, the more 

vocabulary youôll be able to practise é because itôs not é about words é like apple or 

orange é I need a lot of repetition, I need how Iôm going to put this in a sentence, how 

youôre going to structure a sentence, how youôre going to ask a question é these are 

things that come with practice and repetition. But if you had to ask the question in a 

different situation, youôll get the gist of it more quickly (IP3-A).   

 

Problems and tentative solutions emerged when the learners were asked, ñWhat 

would you change in the present syllabus so that it better reflects your language needs?ò 

(LIQ13). Aside from the comment of participant IP4-A (who claimed that everything 

was all right because he/she had no problem with conversation due to his/her 

background), the topics mentioned most often were conversation and the syllabus itself:  

It is heavily on grammar, reading and writing, but I live in Malta and what I want to do is 

speak to people around me é It would be nice to do a bit more conversation (IP1-A). 

 

I think there should be more than two years for the course. You donôt expect someone to 

come three hours a week during a scholastic year to learn a language in two years. I think 

é with the first year, where they introduce é something of the culture, some basic 

words, some basic grammar structure, how to put sentences é [they should simply] focus 

on that. And that way, [learners] absorb more vocabulary (IP2-A). 

 

[It must be split into] three or four levels. Or you can actually cover from A to B, B to C 

[because] é which is our level? We are not beginners; we are not advanced; we donôt 

speak Maltese é We are intermediate but that doesnôt [mean] anything, so if we were to 

say when I did my first exam, I [had] a school certificate, which in my mind [equates] é 

me to a senior in Maltese who has spoken Maltese all his life é I donôt have that level 

(IP3-A). 

 

These statements show that the main problems for the learners were the broad scope of 

the syllabus, the need for a syllabus with adequate levels and more listening and 

speaking activities. 

5.2.2 Learnersô Views on the Teaching Methods for MFL-2 and their Perceived Needs 

To obtain information about the teaching methods used, the learners were asked, 

ñWhich learning activity/activities do you like most in the course that you are currently 

taking? Why?ò (LIQ14). Various responses included writing (IP1-A), grammar 

ñbecause it builds a solid basis on which to build and speak properlyò (IP2-A) and 

conversation ñbecause itôs practiceò (IP3-A and IP4-A). It should be noted that three of 

the four interviewees mentioned conversation, reflecting the findings in the literature 
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that learners should have opportunities to ñengage in meaningful social interaction with 

users of the SL if they are to discover the linguistic and sociolinguistic rules necessary 

for SL comprehension and productionò (Pica, 1987, p. 4).  

The learners were also asked, ñWhich learning activity/activities do you dislike 

most in the course that you are currently taking? Why?ò (LIQ15). IP1-A made it clear: 

ñI guess itôs no good reason to dislike [anything] but I find listening very hardò, while 

IP3-A found grammar very boring. IP2-A and IP4-A did not dislike anything.  

In terms of the assessment methods used, the learners were asked, ñWhat types 

of assessment did you complete during the course to give you feedback about your 

Maltese language learning progress?ò (LIQ16). They responded with exercises and fill 

in the blanks with marks (IP1-A), portfolio used every week (IP2-A), an exam at the 

end of the course but ñwe donôt have regular testsò (IP3-A) and homework (IP4-A). To 

solicit their perceived needs, the learners were asked: ñBased on your experience and in 

speaking with your colleagues, what would you change about the teaching methods 

used in the course?ò (LIQ17). IP3-A expressed the wish for a ñmore interactive teacher 

[and] more spontaneityò, while IP2-A favoured more progression during the course. 

IP3-Aôs response reflects Littlemoreôs (2002, cited in Klapper, 2006, p. 92) suggestion 

that to motivate learners, language practitioners should employ language that makes a 

topic come alive and helps students establish connections between ideas. IP1-A and 

IP4-A did not want to change anything. 

5.2.3 Learnersô Views on the MFL-2 Learning Materials and their Perceived Needs 

To investigate what learning materials were used in this course, the learners 

were asked, ñWhat types of resources and materials are used during the language course 

you are currently taking?ò (LIQ18). Various responses were given: 

Pretty much everything you have on your survey é videos é increasingly now weôre é 

listening é [to the] radio or [watching] TV é grammar sheets é readings (IP1-A). 

 

A lot of papers for fill in the blanks, a lot of papers to read; we use the whiteboard for 

presentation, but at the end they donôt give you anything (IP2-A). 

 

Photocopies of exercises mostly and [grammar] notes that we copy from the board (IP3-

A). 

 

Handouts é pretty much everything (IP4-A). 
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These comments show that the resources used in a Maltese language teaching scenario 

depend on the teachersô dedication. Clearly, no standard is imposed across different 

classes with different teachers; this observation could be corroborated by the fact that 

IP1-A and IP4-A were from the same group. The points raised by IP3-A and IP2-A in 

particular bring to mind Harmerôs (2001) argument that a teacherôs use of alternative 

materials (instead of a standard coursebook) poses the ñrisk that students will end up 

with an incoherent collection of bits and pieces of materialò (p. 305). These findings 

were supported by the learnersô replies to the follow-up question (ñWhat do you think 

of the materials and resources used in the course?ò [LIQ19, Table 92]). The teacher 

brought a lot of resources (IP1-A). ñWe have é [photocopies] from several é booksò 

(IP2-A). IP3-A stated, ñI think we can have moreò and IP4-A liked the resources being 

used.  

To explore the resources these learners needed, they were asked, ñWhat type of 

resources and materials do you need right now to help you learn the Maltese language 

more effectively?ò (LIQ20). The responses included ña word list with 2000 to 5000 

Maltese wordsò (IP1-A) and a coursebook because ñ[although] the teacher puts together 

her own notes é itôs not a standard thingò (IP2-A). The third participant said, 

A textbook would be more structured é the teacher asked us é [óHave you done this last 

year?ô Because] last year we were all in different classes, the level was a bit different for 

everyone. Some of us [said] yes; some [said] no (IP3-A). 

 

IP4-A stated that having the book AǙǙess (a grammar book for Maltese native speakers 

written by this researcher) was enough. Because of this learnerôs background, this type 

of book may be sufficient; however, for average foreigners, books intended for natives 

are not ideal.  

 

5.3 Teachersô questionnaires 

This section presents an analysis of the teachersô responses covering the 

following four areas: the teachersô backgrounds (section A in the questionnaire, see 

Appendix B); the current course (section B on the questionnaire, with three subsections: 

syllabus, teaching methods and learning materials); the teachersô perceived needs and 

suggestions (section C on the questionnaire, with three subsections: syllabus, teaching 

methods and learning materials); and teacher training (section D on the questionnaire). 
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The participants are assigned the code TP-A (teacher participant from the advanced 

course), with a number representing each (e.g., TP1-A). 

5.3.1 MFL-2 Teachersô Background Information 

In this section, preliminary information about the instructors of the MFL-2 

course is presented and analysed to provide a snapshot of the teaching population. 

Knowledge of the teachersô credentials, including their experience and educational 

backgrounds, and their perception of their studentsô aims will be valuable during the 

analyses presented in other sections. 

 Initially, there were three MFL-2 groups of learners in Malta, and each group 

had a different teacher. However, one group was dissolved before this research 

commenced. Nevertheless, all three teachers participated in the survey questionnaire, 

and one of them consented to an interview. No MFL-2 groups existed in Gozo. Table 

114 shows the breakdown of the teacher participants by gender. 

 

Table 114. Teacher participants by gender 

 

Q.1: Gender  

Legend Number Percentage 

Females 2 66.7% 

Males 1 33.3% 

Total 3 100% 

 

The ages of the participants varied, with two under 30 and the other over 60 (Table 

115).  

Table 115. Teacher participants by age 

 

Q. 2: Age                                                                                           

Age Range Number Percentage 

20 or less   

21ï30 2 66.7% 

31ï40   

41ï50   

51ï60   

Over 60  1 33.3% 

Total 3 100% 
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All three teachers taught MSL only at the MQF-2 level, and none of them taught 

foreigners at another institution (Table 116). All three participants had taught Maltese to 

foreigners for a year or less (Table 117), thus indicating their lack of prior experience.  

Table 116. Maltese foreign language course(s) delivered by teachers 

 

Q. 4: Do you teach Maltese to foreigners in other institutions?                       

Legend Number Percentage 

No 3 100% 

Yes   

Total 3 100% 

 

Table 117. Participantsô teaching experience                       

 

Q. 5: How long have you been teaching Maltese to foreigners?                        

Years Number Percentage 

1 or less 3 100% 

Total 3 100% 

 

Table 118. Teachersô perceptions on why learners chose to learn Maltese 

 

Q. 6: Why do you think your learners have chosen to learn Maltese?               

 

 Yes No 

 Number % Number % 

a. To communicate with locals 3 100%   

b. To cope with daily life 3 100%   

c. They use Maltese at work 2 66.7% 1 33.3% 

d. For family literacy 2 66.7% 1 33.3% 

e. To pass the Maltese O-level exam  1 33.3% 2 66.7% 

f. To read newspapers and magazines 1 33.3% 2 66.7% 

g. It is a requirement to obtain a job   3 100% 

h. Other reasons   3 100% 

 

Table 118 shows that the teachers unanimously agreed that the learners chose to 

learn Maltese to communicate with locals and to cope with daily life. This unanimous 

agreement is corroborated by the teachersô responses shown in Table 119; they noted 

that these two factors were the most important reasons to learn Maltese. Although the 

official languages in Malta are Maltese and English, some foreign nationals (generally 

from Eastern Europe) do not know English very well and have to communicate in 
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Maltese. This could be one reason why the teachers thought the learners used Maltese to 

cope with daily life. Two of the teachers perceived that some learners studied the 

language to use it at work, two thought that learners studied it for family literacy, and 

one reported that students learned the language to read newspapers and magazines. One 

participant declared that students learned Maltese to pass the Maltese O-level exam 

because MFL-2 is the second of the three courses that lead learners to that level. All the 

teachers believed that the learners did not require Maltese to obtain a job (Table 118).  

Table 119. Teachersô responses on the most important reason for learners to learn 

Maltese 

 

Q. 7: What do you think is their most important reason, from the above list, to 

learn Maltese?  

 Number Percentage 

a. To cope with daily life 2 66.7% 

b. To communicate with locals 1 33.3% 

c. To pass the Maltese O-level exam    

d. It is a requirement to obtain a job   

e. They use Maltese at work   

f. For family literacy   

g. To read newspapers and magazines   

h. Other reasons   

 

In terms of priorities, the teachers indicated that the learnersô main concern was 

to cope with daily life and then to communicate with locals (Table 119).  

5.3.2 Current Course 

The following four sections present information about the MFL-2 course from 

the teachersô responses to the questionnaire. The data is analysed in the same manner as 

in the previous chapter. 

5.3.2.1 Teachersô views on the MFL-2 syllabus 

 All of the teachers perceived that the four skills were covered all of the time or 

most of the time (100%) (Table 120).  

Table 120. Teacher participantsô perceptions on skills coverage in the course 

 

Q. 8: All four skills are covered in this course.                                        

All of the 

time 

Most of the 

time 

Often Rarely Never NF 

33.3% 

(1) 

66.7% 

(2)     
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The results in Table 121 indicate that the course was primarily organised by 

grammar (100%), followed by topics (100%, combined all of the time, most of the time 

and often) and tasks (66.7%). 

 Table 121. Teacher participantsô feedback about course organisation 

 

Q. 9: Lessons during this course are organised according to                            

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. grammar 33.3% 

(1) 

66.7% 

(2)     

b. topics 33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1)    

c. tasks 

  

66.7% 

(2) 

33.3% 

(1)   

d. other 

methods 

Yes 

TP1-A: Vocabulary 

 

These findings reinforce the idea that the course was based on grammar and topics. One 

teacher indicated that the course was organised according to vocabulary (TP1-A). 

Table 122. Teacher participantsô feedback about course content 

 

Q. 10: This course follows                                                                                  

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. a linear 

progression  

66.7% 

(2)    

33.3% 

(1) 

b. a cyclical 

progression 

33.3% 

(1) 

66.7% 

(2)     

 

According to the teachers, the course was more inclined towards a cyclical 

progression (100%) (Table 122). However, linear progression (66.7%) was also 

reported as practised most of the time. This indicates that the teachers adopted both 

approaches in this course. 

5.3.2.2 Teachersô views on the teaching methods for MFL-2 

Table 123 shows that vocabulary practice was the focus of this course; all the 

teachers indicated that it was done all of the time, most of the time or often. Grammar, 

speaking, writing and reading practices followed (all 100%, combined most of the time 
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and often). Listening practice and Maltese cultural awareness were ranked next (both 

66.6%, most of the time and often). Out-of-class activities were ranked last, receiving 

0% in the first three criteria on the scale (all of the time, most of the time or often).  

Table 123. Teachersô feedback on methods of instruction 

 

Q. 11: During the course that I am currently delivering, I present activities for the 

following practices:                                                                                                            

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. grammar 

practice 

66.7% 

(2) 

 33.3% 

(1) 

   

b. vocabulary 

practice  

33.3% 

(1) 

66.7% 

(2) 

    

c. writing 

practice 

 66.7% 

(2) 

33.3% 

(1) 

   

d. reading 

practice  

 66.7% 

(2) 

33.3% 

(1) 

   

e. listening 

practice  

 33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

  

f. speaking 

practice  

33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

g. Maltese-

culture 

awareness 

 33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

  

h. out-of-class 

activities  

   66.7% 

(2) 

33.3% 

(1) 

 

 

Vocabulary practice and grammar practice were the first- and second-ranked 

criteria, respectively, signifying the courseôs emphasis on them. However, the teachers 

also indicated that the four skills were also practised regularly (Table 123). 

Table 124. Teacher participantsô feedback on learnersô interactions 

 

Q. 12: During this course, how often do learners work/learn                             

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. individually  33.3% 

(1) 

66.7% 

(2)     

b. in pairs  

 

66.7% 

(2)  

33.3% 

(1)   

c. in small 

groups    

100% 

(3)   

d. in large 

groups    

66.7% 

(2) 

33.3% 

(1)  
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In terms of the learnersô interactions, the teachers stated that the majority of the 

time, their learners worked individually (100%). This was followed by working in pairs 

(66.7%); working in small or large groups was seldom or never practised (both 100%, 

combined rarely and never) (Table 124).  

Table 125. Learning methods used by teachers 

 

Q. 13: During your course, how often do learners learn according to methods 

such as  

 

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. rote learning 66.7% 

(2) 

 33.3% 

(1) 

   

b. finding 

information 

themselves  

  66.7% 

(2) 

33.3% 

(1) 

  

c. getting a 

logical 

explanation  

 100% 

(3) 

    

d. problem 

solving  

  100% 

(3) 

   

e. copying 

from the 

whiteboard  

33.3% 

(1) 

66.7% 

(2) 

    

f. listening and 

taking notes 

66.7% 

(2) 

33.3% 

(1) 

    

g. other 

methods 

Yes 

TP2-A: Role-play 

 

The teachers chose listening and taking notes, copying from the whiteboard and 

getting a logical explanation as the top three teaching methods (combined percentage of 

100%, all of the time and most of the time) (Table 125). Rote learning and problem 

solving received a combined percentage of 100% all of the time, most of the time and 

often, followed by finding information (66.7%). One teacher mentioned role-play as 

another teaching method used in his/her class.  
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Table 126. Types of assessment given to learners 

 

Q. 14: During the course, the learners                                           

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. are given 

homework 

 33.3% 

(1) 

66.7% 

(2) 

   

b. have written 

tests  

 33.3% 

(1) 

66.7% 

(2) 

   

c. have oral tests   33.3% 

(1) 

66.7% 

(2) 

   

d. use the 

European 

language 

portfolio  

33.3% 

(1) 

 33.3% 

(1) 

33.3% 

(1) 

  

e. other 

assessment 

types 

Yes 

TP2-A: Classwork 

 

In terms of assessment methods, the teachers indicated that homework, written 

tests and oral tests were given most of the time or often (all 100%) (Table 126). One 

teacher answered that the European language portfolio was used all of the time, another 

indicated that it was used often, and the third said it was used rarely, thus indicating the 

diverse range of opinions amongst the three teachers (Table 126). One teacher also cited 

class work as another assessment method used.  

5.3.2.3 Teachersô views on the MFL-2 learning materials 

 The first three learning materials mentioned in terms of use in the MFL-2 course 

were notes given by the teacher, word lists and a coursebook (all 100%, combined all of 

the time, most of the time and often) (Table 127).  
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Table 127. Learning materials used by teachers 

 

Q. 15: In the course you are teaching, do you use                                           

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. notes given by 

yourself 

33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

b. a coursebook  33.3% 

(1) 

66.7% 

(2) 

   

c. bilingual 

reading books  

  33.3% 

(1) 

 66.7% 

(2) 

 

d. word lists   66.7% 

(2) 

33.3% 

(1) 

   

e. books about 

Maltese 

history and 

culture  

  33.3% 

(1) 

66.7% 

(2) 

  

f. videos   33.3% 

(1) 

 66.7% 

(2) 

  

g. recordings   33.3% 

(1) 

 33.3% 

(1) 

33.3% 

(1) 

 

h. PowerPoint 

presentations 

33.3% 

(1) 

  33.3% 

(1) 

33.3% 

(1) 

 

i. other learning 

materials 

No 

 

Bilingual reading books, PowerPoint presentations, videos, recordings and books about 

history and culture (all 33%) were all ranked on the lower end of the scale, with only 

one teacher using them regularly.   
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Table 128. Teachersô views on the uses of reading texts in the course 

 

Q. 16: Reading texts in this course are used to                                           

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. introduce 

grammar items 

 66.7% 

(2) 

33.3% 

(1) 

   

b. introduce 

vocabulary 

items 

33.3% 

(1) 

66.7% 

(2) 

    

c. encourage 

reading for 

pleasure  

 66.7% 

(2) 

33.3% 

(1) 

   

d. develop reading 

skills to access 

information   

33.3% 

(1) 

 33.3% 

(1) 

33.3% 

(1) 

  

e. other uses No 

 

The teachers indicated that the reading texts were used primarily to introduce 

vocabulary, introduce grammar items and encourage reading for pleasure (all 100%). 

The texts were also used to develop reading skills to access information (66.6%) (Table 

128).  

Table 129. Teachersô feedback about the texts used in the course 

 

Q. 17: The texts used in this course are  

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. appealing to 

the learnersô 

age 

 66.7% 

(2) 

33.3% 

(1) 

 

  

b. challenging, 

i.e., a step 

ahead of the 

learnersô 

current level   

 33.3% 

(1) 

66.7% 

(2) 

 

  

c. varied 

(different 

sources) 

33.3% 

(1) 

66.7% 

(2) 

  

  

d. up to date 33.3% 

(1) 

 66.7% 

(2) 

 

  

e. authentic 

passages (taken 

from real life)  

 66.7% 

(2) 

33.3% 

(1) 
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Table 129 shows that 100% of the teachers declared that the texts were varied all 

of the time or most of the time. All the teachers reported that all of the time, most of the 

time or often, the texts used were up to date, appealing to the learnersô age, authentic 

and challenging (100%).  

Table 130. Teachersô views on listening methods in class 

 

Q. 18: During lessons, we listen to                                                                  

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. songs   33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

 

b. recorded 

material s 

33.3% 

(1) 

  66.7% 

(2) 

  

c. the teacher 

reading 

texts 

 33.3% 

(1) 

33.3% 

(1) 

 33.3% 

(1) 

 

d. other 

resources 

Yes 

TP2-A: Listening comprehension 

 

In terms of listening methods in class, the teacher reading texts was common, 

with two teachers (66.6%) declaring that this method was used most of the time or 

often. However, another claimed that this method was never used. Two teachers 

reported that recorded materials were rarely used (66.6%), while another declared that 

they were used all the time. Two teachers indicated that songs were rarely or never used 

during lessons (66.6%), while another used them often. One teacher added that listening 

comprehension was another method used. 

Table 131. Teachersô views on speaking activities in the course 

 

Q. 19: The speaking activities in this course include                                  

 

 All of the 

time 

Most of 

the time 

Often Rarely Never NF 

a. pronunciation 

exercises 

 100% 

(3) 

    

b. dialogues 33.3% 

(1) 

66.7% 

(2) 

    

c. oral 

presentations 

 33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

  

d. other speaking 

activities 

No 
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The speaking activities used in the course were dialogues and pronunciation 

exercises (100%, combined all of the time, most of the time and often), followed by oral 

presentations (66.6%) (Table 131). 

Table 132. Teachersô views on types of writing exercises 

 

Q. 20: The writing exercises in this course consist of                                    

 All of the 

time 

Most of the 

time 

Often Rarely Never NF 

a. fill in the 

blanks 

 100% 

(3) 

    

b. complete 

the 

sentences   

 33.3% 

(1) 

66.7% 

(2) 

   

c. choose the 

correct 

word 

33.3% 

(1) 

66.7% 

(2) 

    

d. free 

writing  

 33.3% 

(1) 

66.7% 

(2) 

   

e. other 

writing 

exercises 

Yes 

TP3-A: Comprehension 

 

The most frequent writing exercise was choose the correct word, followed by fill 

in the blanks, complete the sentences and free writing (all 100%, combined all of the 

time, most of the time and often) (Table 132). One teacher included comprehension 

exercises. 

5.3.3 Perceived Needs and Suggestions about the Syllabus, Teaching Methods and 

Materials 

In this and the following sections, the teachersô perceived needs, suggestions and 

perceptions of the learnersô needs regarding the course are compared with their 

perceptions of what it offered to determine if their needs were being satisfied.  

Some common themes emerged during the analysis of the responses to the open-

ended question, ñWhat would you change in the course?ò Table 133 presents the course 

components the teachers wanted changed and the corresponding participant numbers for 

each item. Each of these items will be addressed during the analysis of the relevant 

closed-ended questions in the next four subsections (5.3.3.1, 5.3.3.2, 5.3.3.3 and 

5.3.3.4). 
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Table 133. Course components that teachers want changed 

 

 

5.3.3.1 Teachersô views about perceived needs regarding the MFL-2 syllabus  

The teachers thought that their students found speaking the most difficult or 

slightly difficult  skill to learn, followed by writing, listening and reading (Table 134).  

Table 134. Teachersô responses regarding the most difficult skill to learn in the Maltese 

language 

 

Q. 22: Which Maltese language skill do you think that foreign learners find most 

difficult?                     

 Most 

difficult  

Moderately 

difficult  

Slightly 

difficult  

Least 

difficult  NF 

a. listening 33.3% 

(1)  

33.3% 

(1)  

33.3% 

(1) 

b. speaking  66.7% 

(2)  

33.3% 

(1)   

c. reading  

   

66.7% 

(2) 

33.3% 

(1) 

d. writing  

 

66.7% 

(2)   

33.3% 

(1) 

 

The majority of the teachers thought that their learners wanted to improve their 

speaking skills, followed by writing (Table 135). None of the teachers mentioned that 

their learners desired to improve reading or listening skills. The teachersô choices are 

logical because they selected speaking and writing as the most difficult or moderately 

difficult  skills (Table 134). 

  

Q. 21. What would you change in the course? 

Themes Participants 

Syllabus 

Standard detailed syllabus TP1-A, TP2-

A 

Materials  

Specifically designed coursebook  TP1-A, TP2-

A, TP3-A 

Others 

Communicate with other teachers and share ideas and resources TP1-A 
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Table 135. Teachersô responses regarding the Maltese language skill that foreign 

learners want to improve the most 

 

Q. 23: Which Maltese language skill do you think that foreign learners would like 

to improve most?                                                                                         

 

Number 

 

Percentage  

a. speaking  2 66.7% 

b. writing  1 33.3% 

c. listening   

d. reading    

e. NF   

 

Table 136. Teachersô feedback on practising the four language skills 

 

Q. 24: To study a language, one has to practise the four skills.                   

Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

100% 

(3)      

 

All the teachers believed that it was very important to practise the four skills 

when studying a language (Table 136). For the MFL-2 course, they stated that the four 

skills were covered all of the time, most of the time or often (100%) (Table 120). It is 

interesting to note that the teachers did not mark any of the four skills as unimportant or 

not at all important. 

Table 137. Teachersô feedback on the course structure 

 

Q. 25: How important is it for you to é have lessons organised according to                   

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. grammar 

topics 

33.3% 

(1) 

66.7% 

(2) 

    

b. topics  100% 

(3) 

    

c. tasks   100% 

(3) 

   

d. other 

methods 

No 
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The most important organisational methods for the teachers were grammar 

topics and topics (both 100%, combined very important and important; important) but 

they were neutral about tasks (Table 137).  

Re-examining Table 121 (corresponds with Table 137) reveals that the current 

course was organised all of the time, most of the time or often by grammar topics and 

topics (both 100%) and then tasks (66.7%).  

Analysing these two tables (Tables 137 and 121) reveals that the teachers kept 

the same ranking order; the most important methods to them were practised the most 

during the course. However, it is also noteworthy that all the teachers considered tasks 

neither important nor unimportant.  

Table 138. Teachersô preferences regarding a linear vs. a cyclical progression 

 

Q. 26: Have a course with a                                                                                       

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. linear 

progression  

66.7% 

(2) 

33.3% 

(1)    

b. cyclical 

progression 
33.3% 

(1) 

66.7% 

(2)     

 

The combined percentages of very important and important rankings show the 

teachersô preference for a cyclical progression (100%) over a linear progression 

(66.7%); however, the latter was also given due importance (Table 138).  

Revisiting Table 122 (corresponds to Table 138) shows that the course was 

inclined towards a cyclical progression (100%) more than a linear progression (66.7%).  

These results indicated that it was important for the teachers to maintain the 

status quo. It might be the case that they preferred a cyclical over a linear progression 

because they viewed ñSLA as the learning of a complex skill, one in which a range of 

sub-skills must be practised in ócontrolledô processing until they can integrate into 

óautomaticô of fluent performanceò (Klapper, 2006, p .57). 
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In relation to this subsection and in response to open-ended question 21, two of 

the three teachers indicated the need for a standard detailed syllabus (TP1-A and TP2-

A) (Table 133).  

5.3.3.2 Teachersô views about perceived needs regarding the teaching methods for 

MFL-2 

 All the teachers ranked grammar, vocabulary, listening and speaking practices as 

very important (100%) to include in SL teaching. Reading practice, writing practice and 

Maltese-culture awareness received combined percentages of 100% as very important or 

important. Finally, one teacher ranked out-of-class activities as important, the second 

rated them as neither important nor unimportant and the third deemed them not at all 

important (Table 139).  

Table 139. Teachersô feedback on methods of instruction 

 

Q. 27: How important is it for you to include the following practices during second-

language teaching?                                                                                                                   

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. grammar 

practice 
100% 

(3) 

     

b. vocabulary 

practice  

100% 

(3) 

     

c. writing 

practice 

33.3% 

(1) 

66.7% 

(2) 

    

d. reading 

practice  

66.7% 

(2) 

33.3% 

(1) 

    

e. listening 

practice  

100% 

(3) 

     

f. speaking 

practice  

100% 

(3) 

     

g. Maltese-

culture 

awareness 

 100% 

(3) 

    

h. out-of-class 

activities  

 33.3% 

(1) 

33.3% 

(1) 

 33.3% 

(1) 

 

 

Table 123 (corresponding to Table 139) shows that vocabulary practice was 

conducted all of the time or most of the time. Then grammar and speaking practices 
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(100%, combined all of the time, most of the time and often) were followed by writing 

and reading practices (both 100%, most of the time and often), listening practice and 

Maltese cultural awareness (both 66.6%, most of the time and often). Out-of-class 

activities were ranked last, with none of the teachers stating that these were conducted 

all of the time, most of the time or often.  

Tables 139 and 123 show that although teachers ranked all the methods of 

instruction as important, except out-of-class activities (Table 139), listening practice and 

Maltese cultural awareness were not undertaken regularly (as the other criteria) in the 

course (Table 123). Therefore, the use of these two activities should be increased, while 

the frequencies of all the other practices should be maintained. 

Table 140. Teachersô perceptions on learnersô interactions 

 

Q. 28: How comfortable do you think learners feel when they work/learn                      

 Very 

comfortable 

Comfortable Indifferent  Un-

comfortable 

Very 

uncomfortable 

N

F 

a. individually  33.3% 

(1) 

66.7% 

(2) 

    

b. in pairs   100% 

(3) 

    

c. in small 

groups 

 66.7% 

(2) 

33.3% 

(1) 

   

d. in large 

groups 

 33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 
  

 

Regarding the learnersô interactions, the teachers perceived that the learners felt 

very comfortable or comfortable working individually and in pairs (both 100%). These 

rankings were followed by working in small groups (66.7%) and in large groups 

(33.3%) (Table 140).  

In Table 124 (corresponding to Table 140), the teachers stated that the learners 

worked all of the time, most of the time or often individually (100%) or in pairs (66.7%) 

but rarely or never worked (100%, combined) in small or large groups. 

The teachers perceived that the learners felt most comfortable working 

individually and in pairs; these types of interactions were used the most in the course, 

with the former more than the latter. Working in small or large groups was viewed as 

less comfortable and practised to a lesser extent. 
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Table 141. Teachersô perceptions on learning methods  

 

Q. 29: Learners learn best by                                                                             

 Strongly 

agree 

Agree Neither 

agree 

nor 

disagree 

Disagree Strongly 

disagree 

NF 

a. rote learning 33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

b. finding 

information 

themselves  

 66.7% 

( 2) 

 33.3% 

(1) 

  

c. getting a logical 

explanation  

66.7% 

(2) 

33.3% 

(1) 

    

d. problem solving   66.7% 

(2) 

33.3% 

(1) 

   

e. copying from 

the whiteboard  

33.3% 

(1) 

 66.7% 

(2) 

   

f. listening and 

taking notes 

33.3% 

(1) 

33.3% 

(1) 

   33.3% 

(1) 

g. other learning 

methods 

Yes 

TP2-A: Dictations 

 

The teachers strongly agreed or agreed that their students learned best by getting 

a logical explanation (100%); rote learning, listening and taking notes, problem solving 

and finding information themselves (all over 66%, with one teacher in the last criterion 

expressing disagreement); and by copying from the whiteboard (33.3%, strongly agree) 

(Table 141). TP2-A noted that they also learned by dictation. 

Table 125 shows that the teachers indicated that listening and taking notes, 

copying from the whiteboard and getting a logical explanation occurred all of the time 

or most of the time (100%). These rankings were followed by rote learning and problem 

solving all of the time, most of the time or often (100%) and finding information 

(66.7%).  

Although copying from the whiteboard was used all of the time or most of the 

time in the course (100%) (Table 125), only one teacher expressed agreement that it is 

the best way for learners to learn while two were neutral about it (Table 141). On the 

other hand, getting a logical explanation rose to the first ranking. This could indicate 

that copying from the whiteboard should be minimised.   
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Table 142. Teachersô perceptions on types of assessment 

 

Q. 30: During the course, the learners prefer to                                                          

 Strongly 

agree 

Agree Neither 

agree 

nor 

disagree 

Disagree Strongly 

disagree 

NF 

a. be given 

homework 

 66.7% 

(2) 

33.3% 

(1) 

   

b. have written 

tests  

 33.3% 

(1) 

66.7% 

(2) 

   

c. have oral tests  33.3% 

(1) 

66.7% 

(2) 

    

d. use the 

European 

language 

portfolio  

33.3% 

(1) 

 66.7% 

(2) 

   

e. other 

assessment 

types 

No 

 

The teachers perceived that their learners preferred to have oral tests (100%, 

combined strongly agree and agree), be given homework (66.7%), use the European 

language portfolio and have written tests (both 33.3%) (Table 142).  

Table 126 (corresponding to Table 142) shows that homework, written tests and 

oral tests were given most of the time or often (all 100%), while the European language 

portfolio was used 66.6% all of the time or often. 

A comparison of Tables 142 and 126 shows that all the indicated assessment 

methods were used in the course, although the teachers perceived in some cases that the 

methods were not the learnersô preferences. 

5.3.3.3 Teachersô views about perceived needs regarding the MFL-2 learning materials 

 The teachers believed that word lists (100%) were a very important resource for 

their learners, followed by a coursebook, the teacherôs notes and bilingual reading books 

(66.7%, very important or combined very important and important); videos (66.7%, 

important; 33.3%, unimportant); PowerPoint presentations (33.3%, very important); and 

books about Maltese history and culture and recordings (both 33.3%, important, with 
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one teacher indicating that the latter was unimportant). Videos and recordings were the 

only two criteria deemed unimportant by one teacher (Table 143).  

Table 143. Teachersô perceptions on learning materials 

 

Q. 31: How important is it for the learners to have the following resources during the 

course?                                                                                                                              

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Un-

important  

Not at all 

important  

NF 

a. notes given 

by the 

teacher 

66.7% 

(2) 

    33.3% 

(1) 

b. a coursebook 66.7% 

(2) 

 33.3% 

(1) 

   

c. bilingual 

reading 

books  

33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

d. word lists  100% 

(3) 

     

e. books about 

Maltese 

history and 

culture  

 33.3% 

(1) 

66.7% 

(2) 

   

f. videos   66.7% 

(2) 

 33.3% 

(1) 

  

g. recordings   33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

  

h. PowerPoint 

presentations

? 

33.3% 

(1) 

 66.7% 

(2) 

   

i. other 

learning 

materials 

No 

 

  For the MFL-2 course, the first three learning materials mentioned as being used 

all of the time, most of the time or often were notes given by the teacher, word lists and 

a coursebook (all 100%) (Table 127). PowerPoint presentations, videos, recordings, 

books about history and culture and bilingual reading books followed (all 33%). 

Thus, the three resources considered very important or important were word 

lists, a coursebook and teacherôs notes (Table 143); all three were used frequently in the 

course (Table 52). The fact that all the teachers expressed the need for an adequate 

coursebook in their responses to open-ended question 21 (Table 133) could indicate that 
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the books used were insufficient for the learners. The resources with lower percentages 

in terms of importance (Table 143) were used to a lesser extent in the course (Table 

127). In response to the open-ended question, one teacher (P1-A) related the desire to 

share ideas and resources with his/her colleagues (Table 133). This need might have 

arisen due to Maltaôs limited resources for teaching Maltese to foreigners. 

Table 144. Teachersô perceptions on the use of reading texts in the course 

 

Q. 32: How important is it for the learners to have texts to                                     

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. introduce 

grammar 

items 

100% 

(3) 

     

b. introduce 

vocabulary 

items 

100% 

(3) 

     

c. encourage 

reading for 

pleasure  

 100% 

(3) 

    

d. develop 

reading skills 

to access 

information   

33.3% 

(1) 

66.7% 

(2) 

    

e. other texts No 

 

The teachers perceived that for the learners, texts were very important to 

introduce vocabulary items and grammar items (100%), develop reading skills to access 

information and encourage reading for pleasure (100%, combined very important and 

important) (Table 144).  

The teachers stated that the reading texts were used in the course all of the time, 

most of the time or often to introduce vocabulary, introduce grammar items and 

encourage reading for pleasure (all 100%). The texts were also used to develop reading 

skills to access information (66.6%) (Table 128).  

Tables 144 and 128 show that all these criteria were ranked very important or 

important (100%) by the teachers and were practised regularly in the course, indicating 

that their usage should be maintained and that reading skills to access information 

should be reinforced. 
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Table 145. Teachersô perceptions about the texts used in the course 

 

Q. 33: How important is it for the learners to have texts that are                                

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. appealing 

to the 

learnersô 

age 

66.7% 

(2) 

 33.3% 

(1) 

   

b. challenging, 

i.e., a step 

ahead of 

the 

learnersô 

current 

level   

 66.7% 

(2) 

33.3% 

(1) 

   

c. varied 

(different 

sources) 

66.7% 

(2) 

33.3% 

(1) 

    

d. up to date 66.7% 

(2) 

33.3% 

(1) 

    

e. authentic 

passages 

(taken from 

real life) 

100% 

(3) 

     

 

The teachers thought it was very important for the learners to have authentic 

texts (100%). They also considered it very important or important to have texts that 

were varied and up to date (both 100%), appealing to the learnersô age (66.7%, very 

important) and challenging (66.7%, important) (Table 145).  

For the MFL-2 course, all the teachers stated that all of the time or most of the 

time, the texts were varied. Moreover, all of the time, most of the time or often, the texts 

used were up to date, appealing to the learnersô age, authentic and challenging (all 

100%) (Table 129). 

Tables 145 and 129 show that although not all the criteria had the same rankings 

of importance, texts with these characteristics were used regularly in the course.  
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Table 146. Teachersô perceptions about listening methods in class 

 

Q. 34: How important is it for the learners to do activities such as listening to 

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. songs   66.7% 

(2) 

33.3% 

(1) 

  

b. recorded 

materials  
33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

c. the 

teacher 

reading 

texts 

33.3% 

(1) 

66.7% 

(2) 

    

d. other 

resources 
No 

 

The teachers believed that for their learners, it was very important or important 

to have the teacher read texts (100%) and to listen to recorded materials (66.7%). 

Listening to songs was not considered important (Table 146).  

In the MFL-2 course, listening methods included listening to the teacher reading 

texts (66.7%, combined most of the time and often), recorded materials (33.3%, all of 

the time) and songs (33.3%, often) (Table 130).  

In terms of importance and the use of these listening methods in the course, the 

teachers ranked the methods similarly. This pattern indicates that these methods were 

practised in the course in proportion to their perceived importance. 

Table 147. Teachersô perceptions about speaking activities in the course 

 

Q. 35: How important is it for the learners to do speaking activities such as 

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. pronunciation 

exercises 
100% 

(3) 

     

b. dialogues 66.7% 

(2) 

33.3% 

(1) 

    

c. oral 

presentations 
 100% 

(3) 

    

d. other 

speaking 

activities 

No 
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The teachers agreed that the learners considered pronunciation exercises very 

important, dialogues as very important or important and oral presentations as important 

(100%) (Table 147).  

The speaking activities used in the course were dialogues and pronunciation 

exercises (100%, combined all of the time, most of the time and often), followed by oral 

presentations (66.6%) (Table 131). 

Tables 147 and 131 show that all these criteria were very important or important 

(100%) and were practised regularly in the course. 

Table 148. Teachersô perceptions about types of writing exercises 

 

Q. 36: How important is it for the learners to do writing activities such as                         

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Unimportant  Not at all 

important  

NF 

a. fill in the 

blanks 
66.7% 

(2) 

33.3% 

(1) 

    

b. complete 

the 

sentences   

33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

c. choose 

the 

correct 

word 

66.7% 

(2) 

33.3% 

(1) 

    

d. free 

writing  
 100% 

(3) 

    

e. other 

writing 

activities 

No 

 

All the teachers agreed that for the learners, fill in the blanks and choose the 

correct word were very important or important writing activities (both 100%), followed 

by free writing (100%, important) and complete the sentences (66.6%) (Table 148). 

The most frequent writing exercise used in the course was choose the correct 

word, followed by fill in the blanks, complete the sentences and free writing (all 100%, 

combined all of the time, most of the time and often) (Table 132). One teacher included 

comprehension exercises. 

A comparison of Tables 148 and 132 shows that all the criteria that were 

considered very important or important were practised regularly in the course.  
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5.3.4 MFL-2 Teachersô Training 

 Table 149 shows that none of the teachers had attended any training related to 

teaching Maltese to foreigners. In response to the open-ended question, one teacher (P1-

A) related the desire to communicate with other teachers and share ideas and resources 

(Table 133). This indicates that the teacher was trying to compensate for deficits in 

training by taking and giving mentoring advice while sharing resources. 

Table 149. Specialised course in teaching Maltese to foreigners 

 

Q. 37: Have you attended any specialised course about teaching Maltese to 

foreigners?                                                                         

Legend Number Percentage 

No 3 100% 

Yes   

Total 3 100% 

 

Table 150 indicates the teachersô desire to be trained first in SLA theories and 

the CEFR (100%, very important and important), as well as learnersô needs analysis 

(100%, important). Lastly, with nearly the same percentages, they expressed interest in 

learning about influential approaches and methods in SLT, adult SL learners, different 

learning styles, the European language portfolio and textbook evaluation (all over 66%, 

very important or important). 
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Table 150.  Participantsô feedback about training to teach Maltese to foreigners 

 

Q. 38: To teach Maltese to foreigners more effectively, I would like                

 Very 

important  

Important  Neither 

important 

nor 

unimportant  

Un-

important  

Not at all 

important  

NF 

a. to be trained 

in second 

language-

acquisition 

(SLA) 

theories 

33.3% 

(1) 

66.7% 

(2) 

    

b. to learn about 

influential 

approaches 

and methods 

in second-

language 

teaching 

(SLT) 

66.7% 

(2) 

 33.3% 

(1) 

   

c. to learn more 

about adult 

second-

language 

learners   

33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

d. to learn about 

learnersô 

needs analysis   

 100% 

(3) 

    

e. to learn about 

different 

learning styles   

33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

f. to learn about 

the CEFR  
33.3% 

(1) 

66.7% 

(2) 

    

g. to learn more 

about the 

European 

language 

portfolio   

33.3% 

(1) 

33.3% 

(1) 

33.3% 

(1) 

   

h. To learn 

about 

textbook 

evaluation 

 66.7% 

(2) 

   33.3

% 

(1) 

i. Other 

preferences 
No 
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5.4 Teacherôs interview 

The following four subsections present information about the MFL-2 course 

syllabus, teaching methods, learning materials, training and one teacherôs perceived 

needs, and in some cases, the teacherôs perceptions of the learnersô needs in these areas, 

based on the interview responses.  

In this section, the interview responses are presented according to the 

questionnaireôs subsections. In the data presentation, each interview question is 

represented with the code TIQ (teachersô interview question), followed by its number. 

The lone teacher who consented to be interviewed is assigned the code TIP1-A (teacher 

interview participant in the advanced course).  

5.4.1 Teacherôs Views on the MFL-2 Syllabus and Perceived Needs 

When the sole interviewee was asked, ñIs there a syllabus for the course 

offered?ò (TIQ2), the teacher (TIP1-A) replied ñnoò and explained, ñWe were informed 

to refer to the MFL-1 syllabus and go into more detailò. Simply saying ñgo into more 

detailò would not attain an optimal level of learning for all groups and therefore would 

not lead to consistency, especially for the exam. The teacher was not asked questions 

TIQ3 and TIQ4 because they were based on an affirmative reply to the previous 

question. However, when asked, ñDo you feel that the syllabus you are delivering is 

adequate for your learners? Why?ò (TIQ5), he/she responded ñnoò and indicated a need 

for more speaking exercises:  

I believe that oral practice should be given more importance. Basically, we (teachers) are 

instructed that they should be taught grammar, writing and also a bit of literature, and we 

donôt give much attention to speaking. From my experience with students, they learn 

grammar because we emphasise that a lot, but when it comes to speaking, they find it 

very difficult. We need to have more instruction so that when we get to teach it, we tackle 

it the right way (TIP1-A).  

 

Similar to the question posed to the learners, TIP1-A was asked, ñWhich 

situations are covered in the course?ò (TIQ6). He/she stated that different types were 

presented that were chosen by consensus with his/her learning group. This approach is 

consistent with Borg and Marshôs (1997) view that because learners can share their 

expectations, values and any lessons learned from years of experience, a teacher should 
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not adopt an authoritarian position but negotiate the process and content of learning so 

the learners themselves are involved in the learning objectives (p. 195).  

When asked, ñAre the situations covered in the course suitable for your learnersô 

aims? Why?ò (TIQ7), the teacher said ñyesò and stated, ñIt is up to the teacher to create 

things so that he/she reaches the aims of the studentsò. When asked, ñWhich other 

situations do you think should be covered?ò (TIQ8), he/she did not specify any but 

indicated that oral practice should be given more importance because ñwhen they go out 

on the streets é they need to communicate by talkingò. Although only one teacher 

consented to an interview, what he/she shared captured precisely the speaking and 

syllabus problems reported by the learners.  

In response to the questions, ñBefore you began this language course, what type 

of needs analysis do you conduct with your learners?ò (TIQ9) and ñDo you survey your 

learners, either during or at the end of the course, to evaluate the course?ò (TIQ20), the 

interviewee stated that he/she obtained feedback from the learners and in fact, did so 

after each lesson. 

Finally, when asked, ñWhat would you change in the present syllabus?ò 

(TIQ10), he/she answered,  

The syllabus has to be more accessible in the sense that the students should be more 

active é I give students a topic, and they conduct a very basic presentation about the 

subject é to hone their speaking skills in Maltese. This will help learners to be more 

motivated and at the same time, contribute to their own learning.  

 

Thus, the perceived needs that emerged from this section were more speaking practice 

and an adequate syllabus. 

5.4.2 Teacherôs Views on the Teaching Methods for MFL-2 and Perceived Needs 

In terms of teaching methods, the teacher was asked, ñWhich learning 

activity/activities do your students like most in the course? Why do you think so?ò 

(TIQ11). TIP1-A responded that his/her learners preferred listening practice, especially 

with a linked exercise that could be completed within minutes. When asked, ñWhich 

learning activity/activities do your learners dislike most in the course? Why do you 

think so?ò (TIQ12), he/she indicated that writing practice was disliked because the 

learners found it difficult.  
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When asked, ñWhat types of assessment do you use during the course to give 

them feedback about their Maltese language learning progress?ò (TIQ13), the teacher 

replied, ñportfolioò.  

5.4.3 Teacherôs Views on the MFL-2 Learning Materials and Perceived Needs 

TIP1-Aôs response to the interview question ñWhat types of resources and 

materials do you use during the present course?ò (TIQ14) included PowerPoint 

presentations, charts and flashcards. Without a specifically designed coursebook for 

foreigners, he/she used some coursebooks for Maltese natives, including Sisien and 

AǙǙess. When asked, ñWho decides which resources and materials are used in the 

present course?ò (TIQ15), he/she answered that he/she did. In response to the question, 

ñWhich of the resources and materials mentioned above are specified by the Department 

of Education?ò (TIQ16), he/she stated that they (teachers) were given the portfolio. The 

Department of Education also recommends the book Sisien, as stated in the syllabus 

offered for MFL-1 (none is available for MFL-2). Furthermore, when asked, ñBased on 

your experience and in speaking with your colleagues, what resources and materials do 

teachers need to deliver these courses more effectively?ò (TIQ17), the teacher replied 

that they needed more videos related to Maltese culture, more PowerPoint presentations 

and ña published book specifically made to teach Maltese to foreignersò. 

5.4.4 Teacherôs Views on the MFL-2 Teacher Training and Perceived Needs 

When the teacher interviewee was asked if the Department of Education had 

offered them any training to teach this course (TIQ18), TIP1-A responded ñnoò, ñexcept 

for a meeting of [a] few hours before the course commenced, in which we were told 

what we should cover and how to deliver the lessonsò. When asked, ñWhat teacher 

training do you need, if any, to perform your duties more effectively?ò (TIQ19), TIP1-A 

replied, 

I believe we need effective courses é [because] there is a difference between teaching a 

Maltese native student and teaching foreigners é in these courses, syllabi should be 

formulated among teachers for the benefit of the students, and a book must be published 

on how to teach the Maltese language to foreigners. 

 

Thus, this teacher perceived the need for effective courses and a book specifically on 

how to teach foreigners the Maltese language. 
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5.5 Conclusion 

 This chapter reviewed the data to determine whether the MFL-2 course met the 

learnersô expectations in terms of the course syllabus, teaching methods and materials. It 

also examined the teachersô requirements, given their key role as a determining factor in 

the success of the course. The following schematic diagram (Figure 7) represents the 

perception of course deficiencies. As already mentioned, the data were retrieved from a 

few participants and thus, could only be indicative. 

Perceptions of course deficiency 

 Learners Learners Teachers Teachers 

 See related 

comments in 

the 

following 

tables: 

See related 

comments in 

the following 

questions: 

See related 

comments in 

the following 

tables: 

See related 

comments in 

the following 

questions: 

Syllabus 

V Speaking is not 

given due 

importance 

Table 100 LIQ8  TIQ5 

V ñSyllabusò is too 

vast and difficult 

Table 103 LIQ8   

V More speaking Tables 100, 

104 

LIQ13  TIQ5, TIQ8, 

TIQ10 

     

Teaching Methods  

V Less grammar Table 104 LIQ7, LIQ13   

V Less copying from 

the whiteboard, 

more interactive 

methods 

Table 106 LIQ17 Table 141 TIQ10 

V More homework, 

more tests 

Table 107 LIQ16   

 

V Specifically 

designed 

coursebook 

Table 108 LIQ20 Table 143 TIQ17 
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V More resources Table 108 LIQ20 Table 143 TIQ17 

 

V Teachersô desire to 
receive training 

  Table 150 TIQ19 

 

Figure 7. MFL-2 course deficiencies 

 The needs analysis identified two classes handled by teachers with no prior 

experience in teaching MSL. The majority of the learners reported that their main 

priority was to communicate with locals. Although teachersô indicated that to 

communicate with locals was very important, their learnersô priority was to cope with 

daily life. The questionnaire responses corroborated by the interviews showed the 

studentsô need for additional conversation practice to be integrated in the course to 

attain their learning goals. The learners emphasised that the courseôs undue focus on 

grammar must be changed to a more communicative approach, with less grammar 

concentration. The learnersô comments revealed that this course would require a 

standard syllabus for different learning abilities, with a proper exam system and more 

day-to-day situations incorporated in the lessons. The need for more conversation was 

indicated by the teacher interviewed. However, issues such as the need for a standard 

syllabus also emerged from the teachersô questionnaire responses, corroborated by the 

interview with one teacher, thus implying the need for change ï especially since the 

teachers delivered the course without a syllabus.  

As for teaching methods, both learners and teachers perceived that the course 

focused on grammar and vocabulary. Although the majority of the learners and teachers 

noted the importance of practising the four skills (reading, writing, listening and 

speaking), both identified speaking as the most difficult one for learners. Although 

copying from the whiteboard was recognised by the learners and teachers as one of the 

most often used learning methods, the learners agreed that it was the least effective type. 

On the other hand one teacher expressed agreement that it was the best way for learners 

to learn while two were neutral about it. Thus,  it seems that there is the need for 

customised teaching materials to reduce the use of the whiteboard for more effective 

learning. In this regard, the learners expressed their wish for additional resources, 
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especially audiovisual materials and a coursebook to have standard notes. The teachers 

reflected the same needs, while holding their teaching notes in pole position.  

All the teachers in MFL-2 reported not having taken any specialised training in 

teaching MSL. The absence of both teacher training and any course syllabus for this 

level implied a free-for-all approach by the teachers, who had been instructed to follow 

up on the MFL-1 syllabus.  

This chapter presented data about what the MFL-2 course offered and whether it 

fulfilled the learnersô and teachersô expectations in terms of the course syllabus, 

teaching methods, materials and for the teachers, teacher training. The data were 

retrieved from two sources (learners and teachers), using two research instruments 

(questionnaires and semi-structured interviews).  

The next chapter presents the synthesis and discussion, with reference to the 

relevant literature, of common themes that emerged from the results for the MFL-1 and 

MFL-2 courses. 
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6.0 Introduction  

Since both MFL-1 and MFL-2 courses had many common findings, the learnersô 

and teachersô needs and expectations in terms of the syllabus, teaching methods, 

teaching materials, teacher training and other issues are summarised in this chapter, 

compared or contrasted according to different themes, with reference to the literature. 

This chapter also covers the practices that the learners and teachers believed were 

already included in the courses and needed to be retained and, in some cases, reinforced.  

The data are presented under different headings, related to the respective issues 

being discussed. The interview questions and the learnersô and teachersô responses for 

both courses are represented by the codes used in the previous chapters. An education 

spokespersonôs views are also included in this chapter to confirm or contrast to the 

learnersô and teachersô responses. This new source is represented by the code ES1 

(education spokesperson 1); each question asked is coded ESIQ (education 

spokespersonôs interview question), followed by its number. 

6.1 Syllabus: Vast scope and difficulty  

The MFL-1 learners indicated that the syllabus was vast in scope and difficult 

(Table 23). When they were asked about the situations covered in the course and those 

they wished had been included, it was evident that the groups did not cover the same 

topics because of the broad scope of the syllabus (LIQ9 and LIQ11); thus, the responses 

diverged. It could be argued that although covering different topics in different groups 

would not be harmful, a certain degree of conformity across the groups would be 

necessary because learners were being prepared for the same exam. Such conformity 

was generally indicated in the syllabus; however, this did not happen in the MFL-1 

course. Similar criticisms also emerged from the interviews, in which the learners 

mentioned the lack of a prepared programme (syllabus), insufficient speaking exercises, 

and the courseôs advanced level, rapid pace and inadequate revision (LIQ3, LIQ4 and 

LIQ7). 

 Likewise, six of seven MFL-1 teachers commented in the interviews that the 

syllabus was too vast for beginners. Only one teacher believed that the syllabus was 

sufficient (TIP2). In the responses to the questionnaireôs open-ended question, four of 

nine teachers replied that the syllabus was too vast in scope and difficult. Some teachers 
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also mentioned several topics that other groups, but not all, covered in the course, and 

several teachers commented that too many topics were covered while others stated that 

some topics did not reflect real-life situations (TIQ6ï8). Furthermore, one teacher, who 

had more than one year of experience, revealed his/her demotivation to teach this course 

again, which was ñimpractical and boring due to its syllabusò (Syllabus ï Interview 

Teacher Participant 1 [SITP1], Appendix F). 

 

 This sentiment reflected the teachersô shared opinions regarding the inadequacy 

of the syllabus, which made it difficult to accomplish their task and led to a high teacher 

dropout rate (TIQ5). The learners also indicated a high dropout rate (LIQ3). Ideally, an 

effective syllabus should include ñthe specification of aims and the selection and 

grading of content to be used as a basis for planning é coursesò (Newby, 2000, p. 590). 

This syllabus failed in providing the necessary information because it was too generic 

and left teachers and learners without a specific direction, which led to ña lack of 

cohesiveness in materials and examinations used within the systemò (Dublin and 

Olshtain, 1986, p. 28). To counter these deficits, both learners and teachers suggested a 

standard, detailed syllabus to meet the different abilities within all the groups and a 

proper exam system for different levels (LIQ3 and LIQ20, Tables 23 and 58). The 

learners also mentioned new, realistic, day-to-day topics and situations (LIQ10, Table 

23). 

In MFL-2, the learning groups covered different situations in the absence of a 

specifically designed syllabus for this course, as noted in the learnersô divergent 

responses in the interviews (LIQ9 and LIQ11). With regard to the situations the learners 

wished were included, one particular learner indicated:  

Itôs not which [situations] é itôs more [situations] é I need a lot of repetition. These are 

things that come with practice and repetition. But if you had to ask the question in a 

different situation, youôll get the gist of it more quickly (IP3-A, LIQ11).  

 

During the interview, all the learners confirmed that the situations covered in the course 

were suitable for them.  

Criticism about the adequacy of the ócurrent syllabusô emerged from the 

interviews, in which one participant replied that he/she would not achieve his/her 

learning aims due to the courseôs advanced level and emphasis on grammar (LIQ7). In 
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the questionnaireôs open-ended question, one learner noted the vast scope and difficulty 

of the syllabus. Two learners suggested a standard, to meet the different abilities within 

all the groups and an exam system appropriate for the level being taught, while two 

proposed realistic, day-to-day topics (Table 98). Similarly, two of three teachers 

expressed their wish for a standard syllabus, and all indicated the need for a specifically 

designed coursebook. Another mentioned the need to share ideas and resources with 

other teachers (Table 133). All these suggestions highlighted the need for 

standardisation. Regarding which situations were covered in the course (TIQ6, Table 

120), it was evident that the learning groups did not have the same topic coverage 

because there was no syllabus specifically for MFL-2. However, the learners were 

happy with the situations covered because the interviewed teacher indicated that he/she 

chose the topics with the consensus of his/her students. For this reason, he/she also 

considered these situations suitable for the learners (TIQ7). When asked about other 

situations that should be included, he/she did not specify any but stated that emphasis 

should be on oral practice (TIQ8).  

The MFL-2 teacher responded in the negative when asked whether a syllabus 

was available for the course (TIQ2); however, he/she indicated that the teachers were 

ñinformed to refer to [the] MFL-1 syllabus and go into more detailò. When presented 

with the criticism that the current course did not have a syllabus, the education 

spokesperson interviewed said that the Department of Education was ñnegotiating to put 

Level 2 on par with the [MQF] frameworkò (ES1 in ESIQ4). A syllabus is necessary in 

language courses such as this, in which different learning groups are taught throughout 

Malta by different teachers with varying degrees of experience and qualifications, 

because the focal point of a syllabus is ñwhat is taughtò and in ñwhat order it is 

taughtò(Cunningsworth, 1995, p. 54). Moreover, the syllabus must not be developed 

with a top-down approach but with information gathering in a needs analysis, in which 

learnersô needs are identified and translated into learning objectives. These objectives 

will serve as a basis for the further development of learning programmes, learning 

activities, teaching materials, etc. (Brown, 2009, p. 269). Thus, it is essential to have an 

appropriate syllabus for this course with ña more detailed and operational statement of 

teaching and learning elements, which translates the philosophy of the curriculum into a 
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series of planned steps leading towards more narrowly defined objectives at each levelò 

(Dublin and Olshtain, 1986, p. 35). 

6.2 Syllabus/teaching methods: Speaking skill deficit 

The MFL-1 learnersô interview and questionnaire responses showed that the 

most important reason to learn Maltese was to communicate with locals (Table 9 and 

LIQ2). These results are to be expected in a beginnerôs course because ñalthough 

newcomers represent many countries, first languages, and cultures é to function 

successfully in their new environment they need to be able to speak to and understand 

the people around them, as well as read and writeò (McKay and Tom, 1999, p. 20). 

However, the results from both research instruments showed that the current course did 

not cater to this need. There was a strong feeling among learners of their inability to 

achieve their learning aims for various reasons, including speaking (LIQ8) 

In another interview question (LIQ13), five of 12 interviewees indicated a need 

for more day-to-day conversations or pronunciation practice. This clear demand for 

more conversations was also expressed by 23 of 58 participants in response to the 

questionnaireôs open-ended question. Even though the majority declared that speaking 

was the most difficult or difficult skill (Table 24) and that they wanted to improve it the 

most (Table 25), it was the least practised of the four language skills (Table 13). One 

learner who attended the DLLôs conversation course noted that the materials it covered 

were not related to the scope of MFL-1 and that although he/she learned a lot, its 10-

week duration was too short. Therefore, the conversation course should be an integral 

part of MFL-1 throughout the year to cover the four skills adequately (IP8). Thus, the 

learners showed the need for more language production. As stated in the output 

hypothesis (Swain, 1995, p. 125), producing language helps SL acquisition because it 

promotes ñnoticingò and recognising the learnersô linguistic problems. Language 

production leads to the testing of hypotheses about language forms and structures, and 

with feedback, it can also lead to the modification or ñreprocessingò of the output and to 

learnersô self-reflection on their language output, enabling them to control and 

internalise linguistic knowledge. 

The majority of the MFL-1 teachers also perceived that their learners found 

speaking the most difficult skill (Table 59) and that foreign students would like to 
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improve speaking the most (Table 60) to communicate with locals (Table 44). 

Moreover, five of seven teachers indicated in their interviews that speaking was one of 

the learning activities preferred by their students (TIQ11). The teachers declared that 

speaking was practised all of the time, most of the time or often (Table 48) in the 

course, with 90% of them considering it a very important or important practice (Table 

64). Only one teacher stated that he/she would decrease grammar and increase 

conversation: ñI know that there are conversation classes é but they sign up for this 

course with the idea that it will be more conversation based instead of grammar 

orientedò (TIQ10). A conflicting issue in MFL-1 was that the teachers seemed aware of 

the learnersô perceived need but still did not offer enough speaking practice. As 

discussed in section 6.10, a needs analysis will help the teachers recognise better the 

learnersô needs and address these during the course. An evaluation at the end of the 

course will be useful in that teachers will have learnersô feedback on what to adjust. As 

Nunan (1990, p. 269) and Brown (2009, p. 70) noted, a needs analysis is imperative for 

every type of group under study; every learning group has its own needs and should be 

considered on its own merits.   

Similar to the MFL-1 learners, the MFL-2 students indicated in the interviews 

and questionnaires that the most important reason to learn Maltese was to communicate 

with locals (Table 84 and LIQ2), and speaking was the most difficult or difficult skill 

(Table 99) that they wanted to improve the most (Table 100). However, they perceived 

that of the four language skills, speaking practice occurred the least often (Table 88). 

Likewise, two of four interviewees admitted that they would not achieve their learning 

aims for various reasons, including their inability to speak Maltese and their need for 

more context instead of grammar, thus referring to a more communicative approach 

(LIQ8). Once again, when the learners were asked what they would change in the 

course, the syllabus and conversation practice were mentioned most often, with two of 

four participants requesting more conversations (LIQ13). This clear demand for more 

conversations also emerged from three of nine participantsô responses to the 

questionnaireôs open-ended question (Table 98). To reiterate, the earlier findings from 

this research showed that Maltaôs bilingual situation would require students learning 

MSL to have more formal instruction to compensate for the lack of language input from 
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the environment. Thus, the learners indicated that they were not presented with enough 

input and opportunities for output.  

The MFL-2 teachers also noted on the questionnaire that their learners found 

speaking the most difficult skill (Table 134) and that the foreign students would like to 

improve it the most (Table 135) to cope with daily life (Table 119). In this regard, the 

teachers perceived that speaking was practised all of the time, most of the time or often 

in the course (Table 123), and 100% of them considered it very important or important. 

However, the only teacher interviewed indicated that the syllabus was inadequate for 

learners because they needed more speaking exercises (TIQ5) and that ñoral practice 

should be given more importanceò (TIQ10, TIP1-A). As for what he/she would change 

in the syllabus, he/she discussed placing emphasis on conversation by giving tasks to 

learners, such as a presentation in the Maltese language about a topic (TIQ10, Table 

120). As interactionists argue, learnersô engagement in dialogues with their peers or 

teachers immerses them in meaningful activities that require ñnegotiat[ing] for 

meaningò and facilitate clear self-expression to arrive at a mutual understanding 

(Lightbown and Spada, 2006, p. 122). The dynamic exchange can also repair 

breakdowns in communication (Pica, 1994, p. 510), especially when native speakers 

interact with non-native speakers because the former will avoid conversational trouble 

(Long, 1981, p. 265).  

6.3 Teaching methods: Less grammar, more interactive methods 

Regarding instruction methods, the MFL-1 learners perceived that the course 

mostly focused on grammar (Table 13). Although grammar was important to them and 

should be practised as well, they indicated that the most important practices were 

speaking and listening (Table 29) and must therefore be prioritised. When the learners 

were asked about the learning activities they liked most (LIQ14,), various responses 

were received, but speaking was the most popular. In terms of the activities they 

disliked most, many of the answers were also related to listening and speaking, such as 

the lack of authentic listening activities, the learnersô unpreparedness (for various 

reasons) to participate in dialogues or listening activities and their shyness and 

nervousness to speak in front of the class (LIQ15). Klapper (2006) indicated that when 

practising communication skills, teachers must prepare safety nets to accommodate 



280 

 

 

learnersô unpreparedness or nervousness to ñensure sufficient opportunities for 

communication exchange in small, non-threatening groupings and to impress on 

students the crucial importance of eliciting FL input at every opportunity from, in 

particular, native speakers of the FLò (p. 79). Thus, this approach will help create a 

pleasant and relaxed atmosphere in the classroom to motivate language learners (Csizér 

and Dörnyei, 1998, p. 215). 

The MFL-1 teachers also indicated that although grammar was important to 

them, they prioritised topics over it (Table 62). Two teachers noted as well that they 

would decrease grammar lessons in the course (Table 58). Their desire to increase 

topics and to a lesser extent, tasks, showed a preference for a more communicative 

approach but without neglecting grammar. As indicated in the literature review, tasks 

ñrequire learners to use language, with emphasis on meaning, to attain an objectiveò 

(Bygate et al., 2001, p. 11); however, as both learners and teachers indicated, tasks were 

rarely used in the majority of the classes (Tables 10 and 46). The teachers elaborated in 

the interviews that they would eliminate a lot of grammar from the syllabus. One 

teacher would split the syllabus into different topics while eliciting grammar from the 

context (TIQ10). Over half of the interviewees noted that grammar was the learning 

activity their students disliked the most (TIQ12). 

The MFL-2 learners perceived that the course was mainly organised according 

to grammar and that it was practised all or most of the time (Tables 86 and 88). 

However, they expressed a need for more balance amongst grammar, topics and tasks 

(Table 102). Listening, vocabulary and speaking practices were more important to them 

than grammar practice (Table 104). Furthermore, two of four interviewees admitted that 

they would not achieve their learning aims because of the vast scope of the syllabus, 

especially regarding grammar (LIQ8). 

 When the learners were asked what they would change in the course (LIQ13), 

three of four indicated the heavily reliance on grammar and two suggested a change in 

the syllabus, with one adding that it must be divided into three levels. Conversation was 

mentioned again when the learners were asked in the interviews about the learning 

activities they liked the most (LIQ14). For two interviewees, conversation constituted 

practice; one cited grammar, indicating that it laid the foundation for speaking, and 
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another preferred writing. As for the most disliked activities, one learner noted grammar 

(LIQ15). 

The MFL-2 teachers perceived that the course was mainly organised according 

to grammar and topics (Table 121); in terms of importance, they kept the same ranking 

order (Table 137). To a certain point, this finding showed the MFL-2 teachersô desire to 

maintain the status quo, with which the learners disagreed. Regarding the ósyllabusô, the 

sole teacher interviewed said that ñit [was] adequate in the sense that it continue[d] to 

build on level 1. However, ... [for] someone [who] did not attend level 1, it [was] 

difficult, especially in terms of grammarò (TIQ5). In fact, he/she thought that the 

ósyllabusô was insufficient because it did not focus on speaking but on grammar and 

writing, adding, ñé we need to have more instruction so that when we get to teach 

[grammar], we tackle it the right wayò (TIP1-A). This comment demonstrated the 

courseôs concentration on grammatical rules and vocabulary, echoing the G-T approach 

of emphasising teaching and writing skills (Griffiths and Parr, 2001, p. 247), while 

neglecting learnersô oral communication skills. Moreover, this teacherôs statement 

contrasted with the more optimistic view (discussed in the next paragraph) held by the 

education spokesperson, who anticipated the potential to expand the teaching 

orientation and vision beyond the narrow focus on grammar. 

When asked how he/she would classify the syllabus approach to Maltese 

language instruction for both courses (ESIQ5), the education spokesperson answered 

that it was a combination but that:  

the culture with my teachers was very much grammar based unfortunately. [However,] 

weôre open to change that culture. It takes time and itôs a bit difficult for some people 

who are not used to it, but the idea is there, the goal is there, the vision is there. So weôre 

moving towards it.  

 

In this regard, the literature shows that certain institutions do not adhere to one 

type of syllabus. In fact, Dublin and Olshtain (1986, p. 38) argued that course designers 

could consider using different approaches to bring about positive change. As Reilly 

(1988) advised, a combination of two or more syllabus types could be used; therefore, 

ñin discussing syllabus choice and design, it should be kept in mind that the issue 

[would] not [be] which type to choose but which types, and how to relate them to each 

otherò (p. 1). However, Klapper (2006) believed that at the beginner and intermediate 
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levels, the most common syllabus would remain structural ñeven though it [might] 

sometimes be slightly camouflaged by additional functional and communicative 

elementsò (p. 131). When the education spokesperson was asked if teachers were 

advised on which teaching methods to employ (ESIQ10), he/she answered that they 

were inclined towards the grammar approach but the department was trying to change 

the culture. As seen in the literature, everything is teacher-centred in this grammar 

approach and ñthe students do as she says so they can learn what she knowsò (Larsen-

Freeman and Anderson, 2011, p. 19). According to Rivers (1981, p. 31), this method 

makes classes boring for students because of the repetitive system used and the passive 

role assigned to them in learning the language. However, to adopt the education 

spokespersonôs suggestion, the syllabus ñshould reflect the philosophical approach and 

educational approach that guided the policy-makersò (Dublin and Olshtain, 1986, p. 28), 

which the syllabus failed to convey. Additionally, teachers and learners would need 

learning materials and resources and in the case of teachers, training, which the course 

lacked.  

6.4 Teaching methods: Less copying from the whiteboard, more interactive 

methods  

In terms of the learning methods in the MFL-1 course, the learners indicated that 

they wanted to continue practising the methods mentioned on the questionnaire (Table 

31); however, many showed reservations about copying from the whiteboard. Although 

it was the most often used practice in the course (Table 15), it was the least favoured 

when the learners were asked about which method helped them learn best (Table 31). In 

the interviews as well, one learner commented, ñSome teachers deliver lessons well, 

while others use the board onlyò (IP11 and LIQ3). In response to the open-ended 

question, the learners wanted less copying from the whiteboard and more interactive 

methods (Table 23). This issue regarding the method of instruction emerged again from 

the interviews (LIQ17, Table 31), in which the learners indicated their desire for the 

teachers to strengthen the learnersô engagement through activities and skill practice; to 

do so, the teachers must be equipped with the right teaching materials and syllabus.  

The MFL-1 teachers also indicated that copying from the whiteboard was used 

frequently (Table 50). In contrast to the learnersô point of view, the teachers strongly 

agreed or agreed that of the six criteria on the questionnaire, their students learned best 
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first by rote learning, followed by listening and taking notes and copying from the board 

(Table 66). These three top-ranked methods reflect G-T principles, in which teacher 

centeredness is a priority and ñthe students do as she says so they can learn what she 

knowsò (Larsen-Freeman and Anderson, 2011, p. 19). As already indicated, the G-T 

method emphasises teaching and writing skills (Griffiths and Parr, 2001, p. 247) but 

neglects learnersô oral communication skills. Most of the interactions in this course 

were from the teacher to the students; thus, the limited studentïstudent interaction ï or 

its absence ï (Larsen-Freeman and Anderson, 2011, p. 19) reinforces individuality. 

However, the relevant literature also shows that interactive teaching, such as a task-

based approach, presents a more difficult role for teachers because they must be ready 

to help during spur-of-the-moment interactions, which ñpresuppose a broader type of 

readiness for almost anything to occur, compared to the more comfortable ability to 

prepare for the pre-ordained structure-of-the-dayò (Skehan, 2003, p. 11).  

For the MFL-2 course, the learners also ranked copying from the whiteboard 

highest in terms of usage (Table 90) but the least preferred method to help them learn 

best (Table 106). In response to the open-ended question (Table 98), one learner (P7-A) 

wanted less copying from the board and more interactive methods. However, the 

learners indicated that the other teaching methods used were important to them and 

should be continued in the course (Table 106). During the interviews (LIQ17), the 

learners expressed their desire for the teachers to engage them more through interaction 

and spontaneity, while giving the course more gradation and making a syllabus 

available. 

The MFL-2 teachers also indicated that copying from the whiteboard was used 

regularly in the course (Table 125). However, the teachers perceived that of all the 

methods used, this method was amongst the least effective (Table 141). This could 

indicate that copying from the whiteboard should be minimised. The relevant literature 

(Krashenôs critiques, see section 2.4.4) shows that presenting students with language 

input alone is clearly insufficient. Learners should also be given opportunities to 

activate their knowledge because language production helps them select from the input 

they have received, rehearse and receive feedback, especially in a classroom setting, 

which allows them to adjust their language based on the fresh perspective offered to 

them (Harmer, 2000, p. 40). 
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6.5 Teaching methods: Problems with the portfolio 

Although the MFL-1 learners indicated in their questionnaire and interview 

responses that the assessment methods should be maintained and reinforced, especially 

homework and tests (Table 23, LIQ17), they expressed reservations about the European 

language portfolio, one of the most used assessment methods (Tables 16 and 23, 

LIQ16). In the questionnaireôs open-ended question, two learners responded that the 

portfolio was not clear or well organised. The MFL-1 teachers also gave negative 

feedback about the portfolio; therefore, the problems with this assessment tool emerged 

from two sources and instruments. The teachers also indicated that the portfolio was the 

learnersô least preferred type of assessment (Table 67); one teacher noted that the 

portfolio needed to be changed as it was neither clear nor well organised (Table 58). 

Another elaborated, ñI donôt feel that the portfolio is that importantò (TIP5 in TIQ13).  

Similarly, the MFL-2 learners stated in their questionnaire and interview 

responses that the assessment methods should be kept and strengthened, particularly 

homework and tests (Table 98, LIQ16). However, they ranked the European language 

portfolio low in terms of occurrence in the course (Table 91) and last in terms of their 

preference (Table 107). Regarding the portfolioôs usage in the course, the three teachers 

expressed a diverse range of opinions (Table 126), with one teacher indicating that the 

portfolio was the main tool used to assess learnersô progress (TIQ13). However, the 

teachers perceived that the portfolio was one of the least preferred assessment tools for 

the learners (Table 142).  

When the education spokesperson was asked if there was an official policy 

regarding the types of assessment to be used during and/or at the end of the course to 

give learners feedback about their Maltese language learning progress (ESIQ11), he/she 

responded, ñthe course outline states é 5% for attendance, 10% for the portfolio and 

the rest for the written paper and the oral/aural sectionò. Because the DLL offers the 

portfolio ï defined as ñthe collection of the course work [and] all the formative 

assessment doneò (ESIQ14) and claimed as part of an ñon-going assessmentò (DLL, 

2012a, 2012b) ï as a resource, the teachers are compelled to use it as a course requisite 

even though the teachers and learners are not fond of it. Thus, the portfolio may cause 

the learners to ñfilter outò the language input, making it inaccessible for acquisition 

(Lightbown and Spada, 2006, p. 37). 
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6.6 Learning materials: More resources (coursebook and audiovisual aids) 

Although different learning materials were used in the MFL-1 course, the most 

used ones were notes given by the teacher, with the other resources lagging behind 

(Table 17). This finding strongly indicated that all the teachers produced their notes 

because the DLL offered very limited resources. Some of the books used in this course 

and the Sisien series suggested by the MFL-1 syllabus are not designed for foreigners. 

Thus, one learner noted, ñmany books for foreigners do not have English [translations], 

so itôs not worthwhile to buy themò (IP8). The preparation of the learning materials 

depended on the teacher, and the learners had different opinions regarding the adequacy 

of these resources (LIQ19). The learners indicated during the interview and on the 

questionnaire that in addition to the notes given by the teacher, they needed a 

specifically designed coursebook and more audiovisual resources (Table 23, LIQ5 and 

LIQ20). Coursebooks can serve as a guide during learning, both inside and outside the 

classroom (Hutchinson and Torres, 1994, p. 318), thus giving learners a sense of 

progress when keeping track of what and how much they have accomplished in a course 

(Woodward, 2001, p. 146). Supplying these resources will thus increase the learnersô 

level of motivation (Crooks and Schmidt, 1991, cited in Lightbown and Spada, 2006, p. 

65).   

The same perceptions emerged from the MFL-1 teachersô questionnaire and 

interviews. The teachers revealed that the DLL offered a set of 15 handouts and two 

books in the Sisien series for Maltese native speakers (TIQ16); thus, the teachers 

decided what resources to use in their classes (TIQ14 and TIQ15). The teachersô need 

for more resources re-emerged in the responses to the questionnaireôs open-ended 

question (Table 58). Although all the teachers suggested different resources during the 

interviews, six of seven teachers indicated the need for a coursebook for foreigners 

(TIQ17), with one teacher elaborating that all centres should use the same book 

(TIQ10). This finding supports research results that coursebooks help teachers manage 

their lessons by giving direction, serve as a source of supplementary material, as an 

insight for classroom activities or even as the curriculum itself (Garinger, 2002, p. 1).  

The education spokesperson confirmed that the DLL offered a textbook, a 

student book (Sisien) and the portfolio. However, ñbooks written in Maltese for Maltese 

are totally uselessò in teaching the language to foreigners (Flask, 2010, p. 207). 
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Learning materials should be linked to studentsô lives and interests (Littlemore, 2002, 

cited in Klapper, 2006, p. 92) to inspire them in their efforts to meet their educational 

goals. Additionally, adult learners are intellectually mature; therefore, teachers should 

not treat them as if they were children. A mature teaching manner reinforces the 

teacherïlearner relationship and enhances the language-learning process (Borg and 

Marsh, 1997, p. 195), thus ñ[making] the language classes interestingò (Littlemore, 

2002, cited in Klapper, 2006, p. 92). Because the Maltese language council changed 

some orthography rules over the last five years, many books have become outdated. 

When asked about this, the education spokesperson recommended the use of a previous 

edition of the books, justifying it with the claim: ñI am able to take a backdated edition 

and arrange it to my needs todayò. However, the ñinterestò factor is also important for 

learning materials (Crooks and Schmidt, 1991, p. 491), and using old editions is not an 

effective way to ñmake the language classes interestingò (Littlemore, 2002, cited in 

Klapper, 2006, p. 92). 

The MFL-2 learners indicated as well that the main learning materials used in 

the course were notes given by the teacher (Table 92), trailed by other resources. Such 

reliance on the teacherôs commitment to prepare the materials also emerged during the 

interviews (LIQ18); two of four interviewees, who attended lessons with a particular 

teacher, responded that the teacher used ñpretty much everything you have on your 

surveyò (IP1-A and IP4-A). The other two, who attended classes under a different 

teacher, indicated that the teacher used: 

A lot of papers for fill in the blanks, a lot of papers to read; we use the whiteboard for 

presentation, but at the end they donôt give you anything (IP2-A). 

 

Photocopies of exercises mostly and [grammar] notes that we copy from the board (IP3-

A). 

 

Thus, the learners had different views regarding the adequacy of these resources; one 

stated, ñWe can have moreò (LIQ19). The most mentioned learning material was a 

coursebook because it ñwould be more structuredò (IP3-A), while one participant 

indicated a preference for ña word list of 2000 to 5000 wordsò (IP1-A, LIQ20 and Table 

108). In response to open-ended question 21, one learner also cited his/her need for a 

specifically designed coursebook (Table 98). This need was also prominent in the 

questionnaire responses; when the learners were asked about the importance of eight 
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items, the top-ranked ones were notes given by the teacher, audiovisual resources and a 

coursebook. 

The MFL-2 teachers also indicated that notes given by the teacher, word lists 

and a coursebook were used all of the time, most of the time or often in the course 

(Table 127). However, the other resources were not used as often. The teachers 

perceived that word lists, a coursebook and teacherôs notes were very important or 

important for learners (Table 143). Nonetheless, all the teachers expressed the need for 

an adequate coursebook in their responses to open-ended question 21 (Table 133). The 

lone teacher interviewed indicated that teachers needed more videos related to Maltese 

culture, more PowerPoint presentations and ña published book specifically made to 

teach Maltese to foreignersò (TIQ17). Possibly, many teachers have come to rely on the 

contents of textbooks because they cannot match the quality of well-presented material 

without spending enormous amounts of time, money and effort (Ansary and Babaii, 

2002, p. 2). Moreover, an experienced teacher can adapt to the learnersô needs, but in 

many cases, a novice teacher ñneeds a text that has many and varied exercises to choose 

from and materials that are heavily annotated with suggestions for their useò (Ariew, 

1982, p. 18, cited in Skierso, 1991, p. 433). 

6.7 Teaching materials: Continuation and reinforcement of current practices 

 Both sources for both MFL courses showed that the learning materials could be 

amalgamated with the present reading, listening, writing and speaking activities, which 

the learners thought should be retained and in some cases, reinforced (Tables 34ï38 

[MFL-1], Tables 109ï113 [MFL-2]). The learnersô and teachersô perceptions were 

aligned, as revealed in various tables. With the exception of one criterion (listening to 

songs Table 71 [MLF-1], Table 146 [MFL-2]), none of the teacher participants regarded 

these activities as unimportant or not at all important for their learners (Tables 70ï73 

[MFL-1], Tables 144ï148 [MFL-2]), indicating that these practices should not only be 

continued but also strengthened. 

The learnersô preference for more resources, along with the continuation and 

reinforcement of certain practices, conveys their desire for increased exposure to spoken 

or written language in natural settings or formal instruction (Klapper, 2006, p. 62). This 

support will help learners advance through several phases, from the conscious learning 
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of rules to their repeated application and tacit yet confident execution (Segalowitz, 

2003, p. 395). However, as Littlemore (2002) suggested, language practitioners must 

create teaching materials to accommodate different learning styles. Littlemoreôs 

recommendations included using visual aids, such as illustrations, photographs, maps, 

diagrams, videos and films; encouraging visualisation by generating and manipulating 

mental imagery; employing language that makes a topic come alive; helping students 

make connections between ideas; linking materials to studentsô lives and interests; 

providing opportunities for experimental, hands-on learning; offering opportunities for 

multisensory learning; using graphic organisers; using music; employing creative 

dramatics, such as simulation and role-playing; using video interactivity; and applying 

the total physical response approach. 

6.8 Teacher training: Desire for training 

The interviews and questionnaires for the MFL-1 course showed that except for 

two teachers, the rest did not attend any specialised courses to teach Maltese to 

foreigners. One teacher attended an in-service course (three half-day sessions organised 

by the education department) and a two-day course by the Foundation for Educational 

Services (Table 74, TIQ18). However, the teachers indicated a desire to be trained in 

different areas in this field of specialisation (Table 75), with two of seven elaborating in 

the interviews that they needed a TEFL-type course specifically for Maltese. Another 

teacher suggested an in-service course. However, one teacher made it clear that realistic 

training was needed instead of rhetoric; another suggested a teaching mentor. However, 

two teachers contradicted their questionnaire responses (Table 75) by indicating that 

they did not need training (TIQ19). 

All the MFL-2 teachers reported that they did not attend any specialised courses 

to teach Maltese to foreigners (Table 149). The same response emerged from the 

interviews (TIQ18), with one teacher qualifying his/her answer, ñexcept for a meeting 

of a few hours before the course commenced, in which we were told what we should 

cover and how to deliver the lessonsò (TIP1-A). However, the teachers indicated 

various areas in which they would like to be trained. None of the topics mentioned for 

this question were marked as unimportant or not at all important on the questionnaire 

(Table 150). When the sole teacher interviewed was asked what training he/she needed 
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(TIQ19), he/she suggested effective courses specialised for Maltese for foreigners, in 

which syllabi could be formulated, as well as a book on how to teach the language.  

When the education spokesperson was asked if he/she received any feedback 

regarding the type of training teachers needed and if the education department offered 

such training opportunities (ESIQ16), he/she ñreceived suggestions from teachers, 

especially when it came to the final assessment testò. He/she indicated that teachers 

would need training to use the interactive whiteboard effectively. The DLL offers a 

three-hour session on this topic; however, the voluntary attendance led to a low turnout. 

Since many of the current teachers ñwere not born in the digital world, it is difficult for 

[them] to catch up, so they need training and practice [but] in training, we [the DLL] are 

very poorò. Moreover, the University of Malta, the only university in the country, does 

not offer any training in MSL or MFL; however:  

[when] the state begins to recognise Maltese as a foreign language, the Faculty will, in all 

probability, cater for this need é [At present, the University of Malta is] not considering 

any of this at all because it is not the way the State of Malta defines Maltese é 

[However,] it is unacceptable to have someone teaching a foreign language without 

proper training (Micallef-Cann, 2013, p. 141). 

 

All this information must be considered in the light that some teachers do not have 

degrees in Maltese. When the education spokesperson was asked about the required 

qualifications for teaching these courses (ESIQ2), he/she answered, ñpreferably, [the 

teachers] have to be graduates [and] graduates in Maltese as wellò. However, sometimes 

these types of teachers are not available to teach the morning courses; therefore, the 

DLL fills the posts with the best people it can find, such as individuals with certificates 

in proofreading or translation, those with an Advanced Level Standard certificate in 

Maltese or pensioners whose ñonly teaching experience would be with the directorateò 

(ESIQ2). Teachers without adequate qualifications in the Maltese language and others 

without training in MFL employ the trial-and-error or hit-and-miss approach. As 

gleaned from the literature review, SLA research has introduced different 

methodologies that can be learned from textbooks, teacher training programmes and 

curriculum designs (Lightbown, 2000, p. 438). Thus, teachers should be trained in SLA-

related areas to enhance their ability to determine the objectives of a proposed method 

and whether it is practical, adaptable and adequate to their teaching situations and the 

type of learners. This training can also help teachers assess their capacity to manage the 
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demands of working with a particular method, depending on their teaching load (Rivers, 

1981, p. 27). 

6.9 Logistical problems encountered by teachers 

Some MFL-1 teachers indicated that they did not have adequate resources in the 

premises where they taught or did not have permission to use them. One case in point 

was the use of local council offices as classrooms that were not equipped with sound 

systems or interactive whiteboards (TP13 and Table 51). Another teacher (TP5) 

reported using the interactive whiteboard at his/her own risk and without permission; 

indicating that certain teachers also faced logistical problems. Cases such as this do not 

instil motivation in the teachers, although these problems could be solved with common 

sense. This view contrasts with the DLLôs vision, as articulated by the education 

spokesperson, ñsince we are moving towards a digital world, [we encourage] the use of 

the interactive whiteboardò. However, he/she also cited the teachersô need for training 

and the inadequacy in this area (ESIQ15), unaware of the logistical problems. This issue 

also corroborates Brownôs (2001) recommendation that teachers should be consulted in 

a needs analysis in consideration of their own needs (p. 287). 

6.10 Needs analysis/course evaluation 

This needs analysis shows that the department of education, represented by its 

spokesperson, was unaware of some of the learnersô and teachersô perceived needs. 

Moreover, the teachers did not realise certain learnersô needs in some instances. Even 

the MFL-1 syllabus was developed using a top-down approach instead of information 

gathered from a needs analysis in which learnersô and teachersô needs would be 

identified and translated into learning objectives. This was confirmed in the education 

spokespersonôs reply to the question of who participated in developing the syllabus 

(ESIQ8): ñthe coordinator [of the courses], an education officer and [then it would be 

approved by] the service managerò. This reflects that Schutz and Derwingôs observation 

is still valid:  

it would seem that most language planners in the past have bypassed a logically necessary 

first step: they have presumed to set about going somewhere without first determining 

whether or not their planned destination was reasonable or proper (1981, p. 30).  

 

As the education spokesperson confirmed, no standard formula exists for either course 

that the department or teachers can use to gather data about learners to accommodate 
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(ESIQ7) or at least discover their particular needs. Additionally, no evaluation is 

conducted during or at the end of the course (LIQ21 and ESIQ20).  

 Using generic programmes or materials without a particular audience in mind 

will produce ineffective and inadequate outcomes (Long, 2005, p. 1). Therefore, 

conducting a survey before the course will  help identify the learnersô goals and needs. 

These findings confirm that a needs analysis is an important step in effective course 

design. West (1994, p. 5) proposed conducting a needs analysis during three phases: 

before, at the start of, and during the course. A course evaluation with a brief 

questionnaire should also be conducted at the end of the course so the learnersô needs 

can be identified and translated into learning objectives for further development of the 

learning programmes, learning activities, teaching materials, etc. (Brown, 2009, p. 269). 

Thus, these learning objectives, which are generally incorporated in the syllabus, only 

comprise a minimum standard for achieving consistency amongst the various learning 

groups in Malta and Gozo, which have to sit for the same exam (MFL ï MQF-1 or MFL 

ï MQF-2). Furthermore, the creation of learning materials based on the needs analysis 

outcomes will  support the teachers, many of whom are not trained in MSL/MFL 

pedagogy (see section 6.8) and have no prior experience in teaching foreigners (see 

Tables 42 and 117). Although every coursebook needs adaptation and supplementation 

to make it suitable for a particular learning group (Swan, 1992, p. 1), there is often ña 

common core of needs shared by a variety of groups in different places studying under 

different conditions at different timesò (OôNeill, 1982, p. 105). Moreover, the course 

evaluation will help in the adaptation and supplementation. Arguably, certain learnersô 

needs may lack a clear vision or be impossible to fulfil. Nonetheless, a needs analysis 

must set realistic goals and maintain a balance between ñwhat is neededò and ñwhat is 

possibleò (Singh, 1983, p. 156, cited in Brown, 2009, p. 276). Learners should not be 

the only information source for the course evaluations; a questionnaire given to teachers 

will identify their needs, too. 

 

6.11 Conclusion 

The learners and their teachers agreed about the syllabusô inadequacy in MFL-1 

and the lack of a specific course syllabus for MFL-2 to cater to the learnersô main needs. 

The MFL-1 syllabus should be amended according to the learnersô and teachersô 
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perceived needs, and an MFL-2 syllabus must be created to meet the learnersô and 

teachersô needs and decrease the high dropout rates. The teachers should be trained in 

foreign language teaching (particularly those in their first year of teaching foreigners) to 

equip them with the skills necessary to employ different pedagogical strategies and 

better accommodate the learnersô perceived needs. Various resources, especially 

coursebooks with audio materials, are also required to supplement the syllabus and the 

teachersô efforts and to satisfy the learnersô needs. At the same time, a minimum 

standard should be established to create a level of consistency amongst the learning 

groups throughout Malta and Gozo, which in turn will  help students prepare for exams.  
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Chapter 7 

 

Conclusion 
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7.0 Introduction  

This chapter reviews the key results of the research on MFL-1 and MFL-2 to 

address the main and secondary research questions and this studyôs limitations, as well 

as offer tangible solutions for some of the main problems found. Additional 

recommendations provided for the MSL/MFL areas need to be implemented to improve 

professionalism. Finally, further research in the field and its practical implications are 

discussed, together with my personal insights. 

7.1 Addressing the main research question 

This research aimed to explore the main research question:  

Á  Are there discrepancies between the current MSL courses offered by the DLL 

and the learnersô and teachersô perceptions of what and how they should be 

taught?  

Different sources and research instruments revealed discrepancies in the syllabi, 

teaching methods, learning materials and teacher training between the MFL-1 and MFL-

2 courses at the DLL (as of the 2012ï2013 school year) and the learnersô and teachersô 

perceptions of their needs. The teachers and learners were aware of the problems, and 

this needs analysis showed that in the majority of the cases, they shared similar desires 

concerning improvement. These are discussed in more detail in the following sections 

addressing the secondary research questions. 

7.1.1 Learnersô Responses (MFL-1 and MFL-2) to the Secondary Questions  

This research aimed to explore the following secondary questions: 

Á To what degree does the current programme meet the needs and expectations of 

its adult learners in terms of the syllabus, teaching methods and materials?  

Á What are the learnersô perceived needs and suggestions regarding the MSL 

courses for adults in terms of the syllabus, teaching methods and materials? 

 

7.1.1.1 Syllabus 

Both the questionnaire and interview responses demonstrated the failure of the 

existing MFL-1 syllabus and the óadaptedô MFL-2 syllabus to meet the learnersô needs 

and expectations, for various reasons. Mainly, the syllabus was vast in scope and vague; 
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thus, it did not offer a standard guide for all the groups. It did not focus on speaking 

skills as much as the majority of the learners wanted, and the course content needed 

more revision.  

For these reasons, the learners expressed their need for a standard syllabus for 

different levels, practice in the four skills (especially speaking), inclusion of day-to-day 

topics while retaining grammar and vocabulary lessons, enhanced content with more 

tasks and repetitive lessons for reinforcement.  

7.1.1.2 Teaching methods  

Both research instruments indicated that for the teaching methods, the 

programme did not meet the learnersô needs and expectations in some instances; in fact, 

the main issue (which also emerged in the syllabus section) was that the course did not 

emphasise speaking skills as much as the majority of the learners wished; rather, it was 

heavy on grammar. Additionally, when practising such skills, the teachers must prepare 

safety nets to accommodate the learnersô unpreparedness or nervousness. The learners 

perceived that copying from the whiteboard was the learning method used most often 

during the course; however, it was their least preferred one. Moreover, the European 

language portfolio, as used in this particular course, was the least favoured assessment 

method. 

  The learners gave various suggestions to compensate for the deficit: more 

speaking and listening activities without ignoring the practices already used, more 

homework and tests, less copying from the whiteboard and more engagement from the 

teacher.  

7.1.1.3 Learning materials 

The questionnaire and interview responses cited instances in which the learning 

materials did not meet the learnersô needs and expectations, except for the teachersô 

notes. The learners suggested that the teachersô notes be retained and reinforced by a 

coursebook, word lists and extra listening resources. Thus, these resources could be 

amalgamated with the present reading, listening, writing and speaking activities, which 

the learners thought should be continued, strengthened and used more effectively. 

7.1.2 Teachersô Responses (MFL-1 and MFL-2) to the Secondary Questions  

 This research aimed to explore the following secondary questions: 
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Á To what degree does the current situation meet the teachersô needs and 

expectations in terms of the teacher training, syllabus, teaching methods and 

materials?  

Á What are the teachersô perceived needs and suggestions concerning the MSL 

courses for adults in terms of the teacher training, syllabus, teaching methods 

and materials? 

 

7.1.2.1 Syllabus 

Both the questionnaire and interview responses showed that for various reasons, 

most of the teachers thought the syllabus did not meet their needs and expectations. The 

MFL-1 syllabus was vast in scope, vague and based too much on grammar. The 

teachers were aware of the learnersô desires to concentrate on speaking lessons. For 

MFL-2, the sole teacher interviewed indicated that speaking was not given importance 

and needed to be enhanced. 

The teachers also expressed the need for a standard syllabus for different levels, 

practice in the four skills, inclusion of day-to-day topics while retaining grammar (to a 

lesser extent) and vocabulary topics, and enhancing content with more tasks. 

7.1.2.2 Teaching methods  

Both the questionnaire and interview responses revealed that in relation to 

teaching methods, the programme did not meet the teachersô needs and expectations in a 

few instances. For MFL-1, the teachers noted problems with the European language 

portfolio as used in this course, while some of the MFL-2 teachers perceived that 

learners needed less copying from the whiteboard. 

The teachers suggested that engaging in more interactive methods, without 

ignoring the practices already used, would help students achieve their aims. 

7.1.2.3 Learning materials 

Both the questionnaire and interview responses indicated cases in which the 

learning materials did not satisfy the teachersô needs and expectations. Leaving the 

production and usage of learning materials in the hands of individual teachers leads to 

different standards amongst learning groups.  
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Thus, the teachers suggested retaining the notes they provided, supported with a 

custom-made coursebook, word lists and audiovisual resources. These resources could 

be combined with the present reading, listening, writing and speaking activities, which 

the teachers agreed should be retained, reinforced and used more effectively. 

7.1.2.4 Teacher training 

In both the questionnaires and interviews, most of the teachers reported that the 

prevailing situation did not meet their training needs and expectations; they gave 

various suggestions to compensate for the deficit. 

7.2 Synopsis 

The learners and teachers agreed about the syllabiôs inadequacy to cater to the 

learnersô main needs of communicating with locals and coping with daily life. This 

needs analysis shows that the syllabus should be amended according to the learnersô and 

teachersô perceived needs in order to decrease the high level of dropouts. The teachers 

should be trained in SL/FL teaching to improve their skills in applying various 

pedagogical strategies and accommodating learnersô perceived needs. Moreover, diverse 

resources, including coursebooks with audio materials, are required to supplement the 

syllabus and teachersô efforts and to satisfy learnersô needs. At the same time, a 

minimum standard should be established to create a level of consistency amongst 

learning groups all over Malta and Gozo, which in turn will  help students prepare for 

the exams.  

7.3 Limitations of the study 

West (1994, p. 5) indicated that a needs analysis could be carried out before, at 

the start of or during the course. The last option was utilised in this study because 

participants would have a clearer perception of the entire course. Although the timing 

was one of the strengths of this research, its limitation was that conducting it in the last 

weeks of the course did not allow early dropouts the opportunity to complete the 

questionnaire or participate in the interview. If this research were to be conducted again, 

I would ask the DLL to provide the addresses of students who dropped out so they 

could be sent the questionnaire to obtain their opinions. However, if this were to occur, 

the questionnaire should ideally include a special section for dropouts out to investigate 

what compelled them to leave. 
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The use of different sources and methods benefited this research. In both 

courses, the teachers and learners were given questionnaires, supplemented by semi-

structured interviews, which sought deeper, qualitative information. However, a 

limitation of the MFL-2 questionnaire was the small number of participants, comprising 

three for the entire teacher population at that time and nine for the entire learner 

population. Prior to this research, the data on the DLL website about the learning groups 

that would be formed (if the minimum number of 10 students was reached) showed that 

there would be more groups, thus more participants for the research. However, when the 

research commenced, not all the groups were formed and from those formed, there were 

many dropouts, with one group being dissolved. Thus, the data retrieved from these few 

numbers could only be indicative; for example, in the teachersô case, an additional three 

might have responded differently. Another limitation of the same course was that of the 

three teachers, only one consented to be interviewed. However, both the quantitative 

and qualitative approaches were used to keep the MFL-2 data coherent with the MFL-1 

learnersô and teachersô data to enable comparison and contrast. Furthermore, because 

the teachersô (MFL-1 and MFL-2) and the education spokespersonôs interviews were 

conducted in Maltese, I transcribed all the recordings and translated them to English. 

With the benefit of hindsight, I could have overcome this limitation by sending these 

interviewees the translated excerpts so they could confirm if their intended meaning was 

conveyed. 

Finally, related questions on the questionnaire led to overlapping information 

about certain issues in different sections, which was reflected in the findings. 

Additionally, all the feedback obtained from the participants and thus the findings were 

based on their perceptions. With the benefit of hindsight, this could have been overcome 

by adding another research method incorporating observations, although this could have 

led to other limitations, such as teachers not consenting to be observed. However, this 

was not possible because of the number of courses held at the same time and the limited 

period available for collecting data.  

7.4 Contribution to knowledge 

The literature reviewed shows that the environment helps the learner a great deal 

in SL learning and that some learners pick up the language from their environment 

without formal instruction (Stern, 1983, p. 17). However, this research proves that this 
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is not always the case. As already indicated, Maltaôs geopolitical conditions and history 

have resulted in a bilingual situation. This research shows that the ability to find an 

Anglophone anywhere does not positively affect Maltese instruction for foreigners.  

Learning a language in the native country does not automatically lead to more 

language input. Therefore, in places with a lingua franca as an official language, this 

can affect the learning process; thus, teaching the language may require more formal 

instruction to compensate for the lack of language input from the environment.  

 This PhD dissertation helps evaluate the MFL courses at the DLL and pinpoints 

the main issues that should be amended in the present teaching scenario: 

Á problems related to the vast scope and difficulty of the syllabus, 

Á lack of a specific syllabus for MFL-2, 

Á speaking skill deficit in the courses, 

Á less focus on grammar (except MFL-2 teachers), 

Á less need of learners to copy from the whiteboard, 

Á problems with the portfolio, 

Á desire for teacher training, 

Á need for more resources to teach and learn Maltese and 

Á necessity for needs analysis and course evaluations. 

As discussed in section 7.5.2 and Appendices F, G and H, another contribution of 

this study to current knowledge involves the three syllabi for MSL courses, the first of 

this kind for MSL teaching in the Maltese educational system. Together with these, 

resources (six books and audio materials) were created for these syllabi to cater to the 

different needs expressed by learners and teachers. 

Another contribution constitutes the research instruments themselves. This is the 

first PhD research focusing on teaching MSL so the instruments were created 

specifically for the Maltese scenario. With minor modifications to these research 

instruments, they can be used for other courses offered in Malta. Moreover, section C of 
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the learnersô questionnaire (Perceived needs and suggestions about the syllabus, 

teaching methods and learning materials) can be adapted as a survey before the start of 

any MSL/MFL course in Malta or abroad to help identify learnersô goals and needs. 

7.5 Recommendations: Policy, practice and research 

7.5.1 Policy: Needs Analysis, Course Evaluation and Teachersô Training 

For every MSL/MFL course, a short needs analysis questionnaire should be 

distributed to the learners before or during the first lesson to obtain information about 

their backgrounds, aims and teaching method preferences. If this step is not performed, 

the teachers should obtain oral feedback from the learners.  

A course evaluation should also be distributed at the end of the course so the 

learnersô needs can be identified and translated into learning objectives to serve as a 

basis for further development of learning programmes, learning activities and teaching 

materials (Brown, 2009, p. 269). As shown in the literature review, particularly in the 

needs analysis (section 2.3), learnersô needs can change over time. Thus, a needs 

analysis is an ongoing process.  

Furthermore, many of those who teach Maltese for foreigners have never 

received any specialised training in the field. Regardless of a local subject expertôs 

definition of Maltese (see section 6.8), one of the factors that seems to hinder the 

education faculty at the University of Malta, I suggest that all teacher trainees be taught 

about MSL/MFL as an important emerging area during the Bachelor of Education 

courses at this university. They should be trained in areas including SLA theories, 

different methodologies for the four language skills, the CEFR and culture and 

assessment methods, such as the European language portfolio. This requirement also 

applies to graduate teachers who are already teaching; they should take an in-service 

course on these topics.  

7.5.2 Practice: New Syllabi and Learning Materials 

While conducting this research, especially when analysing the data, I became 

aware of certain issues in the courses that needed to be amended. Thus, I was ethically 

bound to address these shortcomings so the next courses, which began in October 2013, 

would have better resources and syllabi. The resources were published (see Appendices 
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F, G and H), although they were not tested formally in schools due to time constraints. 

One of the main problems at both levels involved the syllabi. For this reason, the 

information gathered in this needs analysis, together with new input from the learners 

and teachers, was used to develop three syllabi for MSL courses based on the CEFR. 

The drafts of these syllabi were given to different learners and teachers attending or 

delivering MSL courses to obtain feedback, which in turn was used to refine them. 

However, because this was not the main focus of this research but rather its by-product, 

the process involved in the creation of the three syllabi is discussed in Appendices F and 

G. While these syllabi need to be tested, this is the first step in helping set a minimum 

standard amongst the various learning groups in Malta and Gozo. 

The learners and teachers also gave various suggestions on preferred teaching 

methodologies, which concentrated on speaking and listening activities, more pair work, 

less copying from the whiteboard, deeper engagement in the language, retaining the 

notes given by the teachers and support from a coursebook and word lists. To address 

these needs, learning materials were produced to support the teachers (who were not 

trained in this field) and learners. As in the case of the syllabi, because educational 

resources were not the main focus of this research, Appendix H describes the learning 

materials (six books and a CD for the series) published in October 2013, which 

encapsulate the learning goals in the newly created syllabi for MSL courses and the 

learnersô and teachersô methodological preferences. Their aim is to help in the learning 

and teaching process in preparation for the exam. These materials could be 

amalgamated with the current reading, listening, writing and speaking activities, which 

(from the learnersô and teachersô perspectives) should be retained, reinforced and used 

more effectively. 

7.5.3 Future Thinking and More Research 

After publishing the syllabi and resources, I had various meetings and 

correspondence with several leaders, including Dr Joseph Muscat (the Prime Minister of 

Malta), several ambassadors, Mr Evarist Bartolo (the Education Minister of Malta) and 

Dr Joe Vella Gauci (the Ambassador and Permanent Delegate to UNESCO), who were 

impressed by the work being done in the field. Moreover, positive feedback about these 

resources began to arrive from around the world (see Appendix I). However, further 
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research is needed, not only to test these syllabi but also to create additional ones for 

students who want to advance to level C2. As one of the learners in this study 

suggested, a checklist of the communicative aims, vocabulary and grammar lessons 

taken from each syllabus should be created as part of the self-assessment process, which 

in turn could be integrated with the learnersô portfolio. 

Similar to courses for other languages, learners could attend specialised courses 

when they reach the intermediate level. Through research, specialists in the field must 

produce customised syllabi for teaching Maltese for special purposes, such as 

commerce, industry, diplomacy, emigration, law and medicine. However, a prerequisite 

for these courses should be the learnerôs attainment of a pre-intermediate level. A more 

ambitious project could be a two-year diploma in Maltese for Functional Purposes, 

organised by the University of Malta, to teach learners the appropriate use of the 

language in different sectors within the country. Once learners have obtained this 

diploma and reached a certain level, they could proceed to the Bachelor of Arts in 

Maltese offered for Maltese natives. 

Under the direction of the University of Malta, the countryôs premier teaching 

institution, intensive, 6ï8-week MSL courses based on the CEFR levels should be 

organised. This is important for foreigners who want to learn Maltese within a short 

time to integrate into our society, including those who come for a brief visit to learn the 

language. This need was suggested by various participants and a speaker at the 

Convention of Leaders of Associations of Maltese Abroad and of Maltese Origin. This 

speaker proposed that the children of Maltese people living in Australia be given an 

opportunity to visit Malta during their school holidays from December to January and to 

attend 8ï10-week courses, covering the Maltese language and culture (Borg, 2000, p. 

166). The idea of using syllabi based on the CEFR is practical because a learner can 

prepare for the particular level he/she requires (e.g., level A1 from any institution that 

offers such instruction, including private lessons; once ready, he/she can take the exam). 

Each learner must still go through each level and cannot apply directly to a higher one. 

Thus, other institutions, such as the DLL, MCAST or the university itself, should 

continue to organise MSL courses. However, I suggest that all the institutions in Malta 

cover the same syllabi and prepare for the same exams so everyone uses the same 

yardstick. Although some critics may argue that this approach risks losing flexibility to 
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respond to learnersô needs, the syllabi are intended as the minimum standard; thus, 

teachers can add topics or lessons to address learnersô needs. Using the same syllabi has 

many advantages, especially for the language of a small nation such as Malta. This 

practice is beneficial because the courses are offered at different institutions at different 

times, thus giving learners more opportunities for when and where to learn. Stronger 

competition amongst different institutions will result in better performance, increased 

attendance and higher revenues for leading institutions. Learners have the choice of a 

private tutor, which allows them to select their preferred teacher. Preparing for the same 

exam(s) gives publishing houses an incentive to invest in coursebooks and resources for 

this educational venture. This increased attention will  result in positive outcomes; 

tougher competition amongst publishers leads to higher quality and more options of 

publications. Another advantage involves diverting the demand for resources from the 

Maltese government to the free economic market. However, a wider selection can make 

it more difficult to choose the right coursebook. Therefore, it is essential to create a 

checklist and review each published book to help teachers or teaching boards choose the 

appropriate coursebooks for the target learners (Mifsud, 2000, p. 170). 

To complete common syllabi for all the teaching institutions, it is important to 

have the same type of exams. Because the University of Malta uses examination boards, 

the exams are ideally produced by the same university, thus implying endorsement by 

means of the check-and-balance system in the countryôs highest academic institution. 

Moreover, when the exam papers or aural/oral recordings are collected, the universityôs 

researchers can analyse these scripts for the common errors associated with each level 

and the typical vocabulary used. For the latter, the university should use the data to 

produce a glossary of the vocabulary and phrases for each level. 

As mentioned in the introduction, the Maltese government was asked to provide 

resources for coordinating Maltese language and cultural courses in Australia (Borg, 

2000, p. 166). More than once, stakeholders expressed the need for a ñsyllabus and 

accompanying textbooks to teach Maltese as a foreign language appropriate for 

Australian conditions é and the adult learnersò (Borg, 2010a, p. 165). For these 

reasons, and keeping in mind Maltese-Australiansô desire to attend courses and take 

exams in Malta, having syllabi based on the CEFR system will improve standardisation 

not only in Malta but also abroad. Schools in Australia can download the syllabi for free 
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and use these to teach their adult learners. They will then have two options. Once a 

certain level is reached, students may travel to Malta to sit for their final exams (Scerri, 

2010, p. 559). Another possible solution will be to partner with a foreign examination 

centre to which papers will  be sent for printing; learners may take the exam there, and 

the written exams will  be corrected in Malta. The aural/oral exercise can also take place 

in Australia, and the marks can be added to the corrected exams. Setting aside the 

courses for adults, which can be accommodated by the CEFR syllabi, the quotation 

above referred to ñAustralian conditionsò, including other exams available in Australia. 

Because their aims and methods of assessment may vary, the conditions should be 

analysed through contact with the appropriate entities by the future board or person in 

charge of MSL/MFL teaching, who must analyse the problems and suggestions and find 

solutions. Thus, this future board or person will  also serve as a reference point for 

MSL/MFL teaching and learning. The necessary course resources can be created or 

available materials can be bought directly from Malta through online websites. This 

situation leads to the conclusion that the University of Malta requires one or more 

specialists in this field (MSL/MFL) in the Maltese Department or at the Institute of 

Maltese to perform the following tasks: 

1. offer expert advice;  

2. conduct further research on different areas, especially regarding student error 

analysis, and create a glossary of words for different teaching/learning levels;  

3. offer intensive courses at the same university;  

4. guide other Maltese institutions in the creation or use of available syllabi;  

5. set up the right infrastructure, which has not been done; 

6. offer courses online or abroad to foreigners; and  

7. coordinate or collaborate on teaching Maltese in other countries, such as 

Australia and Germany.  

These recommendations hint at further research necessary in the MSL/MFL area to 

achieve the following: 

1. obtain feedback on the needs of teachers and learners in other courses held in 

Malta, including those at private institutions, through a needs analysis; 

2. create the other levels of CEFR syllabi or other syllabi for specialised courses; 
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3. review all MSL/MFL published books and publish these reviews so they are 

accessible to everyone; 

4. develop a checklist to analyse existing coursebooks; 

5. produce a glossary of words for each syllabus level; and 

6. create a register of student error analysis to note the learnersô mistakes at each 

level. 

 

Since the MSL/MFL research area in Malta is in its infancy, this PhD research is 

only the starting point to give MSL/MFL the professional impetus it deserves. Thus, this 

study indicated different directions (mentioned in the previous two lists) that future 

research could undertake to continue to tap this field of specialisation. Concerning the 

international research communities, this study on a particular language spoken by 

around 400,000 people serves as a contemplative exercise for researchers of languages 

used in small islands or states, especially for those who have not yet addressed SL and 

FL learning and teaching. They could obtain key insights into what and how to research 

while updating their pre-existing beliefs, too. Apart from this, large states that have 

successfully established a framework to teach and learn SL and FL might take 

advantage of the research carried out for this thesis by noting that it is able to gain 

insights from an undeveloped applied linguistics context, thus offering them the 

opportunity to revisit assumptions and critically reassess their own contexts in order to 

update their policies. 

. 

 

7.6 Personal insights 

This research has allowed me to grow personally and professionally for various 

reasons. Studying for nearly five years at this level, working full-time, publishing 

books, and coping with family routines and daily matters have taught me to handle the 

pressures, while adapting time management plans to perform all the tasks. Moreover, 

my first time studying in a university abroad has provided me an opportunity to meet 

people from diverse backgrounds, observe and compare their different methodologies 

with the ways taught in my country, and reflect on the best approaches so they can be 

adapted professionally.  
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As indicated in the introduction, before commencing this research, I taught 

Maltese to foreigners without any prior experience, training, a syllabus or adequate 

resources. The only learning materials I used were personally created, and the entire 

teaching experience was trial and error. Surprisingly, although this study was conducted 

five years later, some of the teachers at the DLL encountered the same issues. My 

extensive study of this educational area, along with the opportunity to contact all the 

DLL teachers and many learners and listen to their experiences and feedback, has 

allowed me to reflect on academic practices. Therefore, all the work has had an 

enriching effect on my pedagogical perspectives, leading to a new awareness of 

peopleôs different needs and expectations related to syllabi, teaching methods and 

learning materials. Course coordinators, syllabi creators and learning material producers 

must consider learnersô and teachersô needs so what they offer will be realistic and 

practical. The enrichment I have obtained during this dissertation is partially reflected in 

the syllabi, coursebooks and other resources produced, which are now being used in 

some DLL adult learning groups and in government, church and private schools in 

Malta, Gozo and abroad, especially in Australia.    

 

 

7.7 Final note 

Teaching and learning MSL/MFL is an interesting, emerging educational area 

within Maltese language and culture that has never been studied before at a PhD level. 

Although this needs analysis has provided enlightenment on certain issues that should 

be addressed and has led to beneficial by-products, considerable work is still required in 

this academic endeavour.  

If this promising field is given the necessary political attention by the 

stakeholders and authorities concerned, especially politicians and educational bodies, it 

will attain the professional status it deserves. In turn, this recognition will promote 

Maltese culture and language worldwide, thus attracting more participants to the sector 

(learners, teachers, researchers, publishing houses and foreign educational bodies), 

which will generate much needed revenue for advanced research in this area of 

specialisation. 
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Appendix C 

Interviews 

C.0 Learners 

 

1. What course are you presently taking? 

2. Why did you enrol for this particular course? 

3. Are you taking any other course in Maltese apart from this? If yes, why? 

 

C.0.1 Syllabus 

4. Is there a syllabus for the course/s offered? 

5. Do you have access to the syllabus for the course offered?  

6. Were you involved in the decision-making process in developing the syllabus? 

7. Do you feel that the syllabus of the course you are attending is adequate? Why? 

8. Do you think that by the end of the course, you will reach your aims? Why? 

9. Which situations (i.e., vocabulary related to certain topics) are covered in this 

course?  

10. Are the situations covered in the course suitable for your learning aims? Why? 

11. Which other situations do you think should be covered? 

12. Before you began this language course, did you complete a survey about your 

goals and needs? If yes, what were the contents of the survey? 

13. Imagine that you were involved in the decision-making process in developing 

the syllabus. What would you change so that it better reflects your language 

needs? 

 

C.0.2 Teaching Methods 

14. Which learning activity/activities do you like most in the course that you are 

currently taking? Why? 

15. Which learning activity /activities do you dislike most in the course that you are 

currently taking? Why? 
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16. What types of assessment did you complete during the course to give you 

feedback about your Maltese language learning progress? 

17. Based on your experience and in speaking with your colleagues, what would you 

change about the teaching methods used in this course?  

 

C.0.3 Learning Materials 

18. What types of resources and materials are used during the language course you 

are currently taking?  

19. What do you think of the materials and resources used in the course? 

20. What types of resources and materials do you need right now to help you learn 

the Maltese language more effectively?  

 

Others 

21. Did you complete a survey to evaluate the course?  

 

C.1 Teachers 

 

1. What course/s are you presently teaching? 

 

C.1.1 Syllabus 

2. Is there a syllabus for the course/s offered? 

3. Do you have access to the syllabus for the course offered?  

4. Were you involved in the decision-making process in developing the syllabus? 

5. Do you feel that the syllabus of the course/s you are delivering is adequate for 

your learners? Why? 

6. Which situations (i.e., vocabulary related to certain topics) are covered in this 

course? 

7. Are the situations covered in the course suitable for your learnersô aims? Why? 

8. Which other situations do you think should be covered? 

9. Before you begin a language course, what type of needs analysis do you conduct 

with your learners?  
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10. Imagine that you were involved in the decision-making process in developing 

the syllabus. What would you change in the present syllabus?  

 

C.1.2 Teaching Methods 

11. Which learning activity /activities do your students like most in the course? Why 

do you think so?  

12. Which learning activity/activities do your students dislike most in the course? 

Why do you think so?  

13. What types of assessments do you use with your learners during (and/or at the 

end of) the course to give them feedback about their Maltese language learning 

progress?  

 

C.1.3 Learning Materials 

14. What types of resources and materials do you use during your present course? 

  

15. Who decides which resources and materials are used in the present course? 

  

16. Which of the resources and materials mentioned above are specified by the 

Department of Education?  

17. Based on your experience and in speaking with your colleagues, what resources 

and materials do teachers need to deliver these courses more effectively?  

 

C.1.4 Training 

18. Were you offered any training by the Department to teach this course?   

19. What teacher training do you need, if any, to perform your duties more 

effectively?  

 

Others 

20. Do you survey your learners, either during or at the end of the course, to 

evaluate the course? 



346 

 

 

¶ If óYesô, what happens if you and your learners have different 

expectations of what should be taught in the course? 

¶ If óNoô, what oral feedback do your learners provide regarding what 

should be changed in the course?  

 

C.2 Education Spokesperson 

1. What courses do you presently coordinate?  

2. How many teachers are currently employed to teach MQF-1and MQF-2?  

3. What qualifications do teachers require to teach these courses?  

4. What experience do teachers require to teach these courses? 

 

C.2.1 Syllabus 

5. Is there a syllabus for the courses offered? (If yes, can I have a copy so that I can 

get sense of what is covered?) 

6. How would you classify your syllabusôs approach to Maltese language 

instruction for both courses? (Grammar based? Topic based? Task based? Or a 

combination?)  

7. Is there an official policy regarding the needs analysis of learners, before or at 

the beginning of the language course? If yes, what is the policy?   

8. Who takes part in the decision-making process in developing the syllabus?  

9. What feedback do you receive regarding the changes that should be made in the 

syllabuses?   

 

C.2.2 Teaching Methods 

10. Are teachers advised on which teaching methods they should employ?  

11. Is there an official policy about the type of assessment to be used during and/or 

at the end of the course to give learners feedback about their Maltese language 

learning progress?  

 

C.2.3 Learning Materials 
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12. What types of resources and materials do teachers use during their language 

teaching?  

13. Who decides which resources and materials are used in the present course?

  

14. Which of the resources and materials mentioned above are specified by the 

Department of Education?  

15. Based on your experience and in speaking with the teachers, what materials do 

teachers need to deliver these courses?  

 

C.2.4 Teacher training 

16. Do you receive any feedback regarding the type of training teachers need to 

perform their duties more effectively? If so, does the education department offer 

such opportunities?  

 

Others 

17. Do teachers survey the learners, either during or at the end of the course, to 

evaluate the courses?  

¶ If óYesô, what happens if the teachers and learners have different 

expectations of what should be taught in the language courses? 

¶ If óNo,ô what feedback do you receive from learners and teachers regarding 

what should be changed in the course? 
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Appendix E 

Consent Forms 

 

E.0 Research Consent Form for questionnaires 

 

If you have any questions regarding my research, please contact me or my supervisor at 

 

Name of Researcher: Charles Daniel Saliba  

Mob: 9903 1969     email: charles.daniel.saliba@ilearn.edu.mt 

 

Supervisor: Dr Terry Lamb  

Tel: (+44) (0)114 222 8118  email: T.Lamb@sheffield.ac.uk 

 

Aims of the research 

The aim of my study is to determine if there are any discrepancies between the Maltese 

Second Language courses at the Directorate for Lifelong Learning, as they currently 

stand, and the learnersô and teachersô perceptions of how they should be. 

 

Declaration 

I am participating in this research voluntarily with the conditions that: 

1. The real name of the subjects will not be used in the study. 

2. I am free to withdraw from the study at any point. 

3. My responses will be treated with confidence and at all times data will be 

presented in such a way that my identity cannot be connected to specific 

published data. 

 

Name of the Participant: ____________________________________________ 

Signature: ____________________________ Data:____/      / 2013 

Signature of Researcher: _________________    Data:____/     / 2013 

mailto:charles.daniel.saliba@ilearn.edu.mt
mailto:T.Lamb@sheffield.ac.uk
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E.1 Research Consent Form for Interviews 

 

If you have any questions regarding my research, please contact me or my supervisor at 

 

Name of Researcher: Charles Daniel Saliba  

Mob: 9903 1969     email: charles.daniel.saliba@ilearn.edu.mt 

 

Supervisor: Dr Terry Lamb  

Tel: (+44) (0)114 222 8118  email: T.Lamb@sheffield.ac.uk 

 

 

Aims of the research 

The aim of my study is to determine if there are any discrepancies between the Maltese 

Second Language courses at the Directorate for Lifelong Learning, as they currently 

stand, and the learnersô and teachersô perceptions of how they should be. 

 

Declaration 

I am participating in this research voluntarily with the conditions that: 

1. The real name of the subjects will not be used in the study. 

2. I am free to withdraw from the study at any point. 

3. My responses will be treated with confidence and at all times data will be 

presented in such a way that my identity cannot be connected to specific 

published data. 

4. Any recordings of the interview will be stored in a safe place and destroyed once 

the research is ready.  

 

Name of the Participant: ____________________________________________ 

Signature: ______________________   Data:____/      / 2013 

Signature of Researcher: ___________   Data:____/     / 2013 

mailto:charles.daniel.saliba@ilearn.edu.mt
mailto:T.Lamb@sheffield.ac.uk


351 

 

 

  

E.2 Parents Consent Form for questionnaires 

 

If you have any questions regarding my research, please contact me or my supervisor at 

 

Name of Researcher: Charles Daniel Saliba  

Mob: 9903 1969     email: charles.daniel.saliba@ilearn.edu.mt 

 

Supervisor: Dr Terry Lamb  

Tel: (+44) (0)114 222 8118  email: T.Lamb@sheffield.ac.uk 

 

Aims of the research 

The aim of my study is to determine if there are any discrepancies between the Maltese 

Second Language courses at the Directorate for Lifelong Learning, as they currently 

stand, and the learnersô and teachersô perceptions of how they should be. 

 

Declaration 

My son / daughter is participating in this research voluntarily with the conditions that: 

1. His / her real name will not be used in the study. 

2. He / she is free to withdraw from the study at any point. 

3. The responses will be treated with confidence and at all times data will be 

presented in such a way that my childôs identity cannot be connected to specific 

published data. 

 

Name of child: ______________________________________________________ 

Name of parent or guardian: ____________________________________________ 

Signature: ______________________   Data:____/    _____  / 2013 

Signature of Researcher: ______________                 Data:____/   / 2013

mailto:charles.daniel.saliba@ilearn.edu.mt
mailto:T.Lamb@sheffield.ac.uk
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E.3 Research Consent Form for Interviews 

If you have any questions regarding my research, please contact me or my supervisor at 

 

Name of Researcher: Charles Daniel Saliba  

Mob: 9903 1969     email: charles.daniel.saliba@ilearn.edu.mt 

 

Supervisor: Dr Terry Lamb  

Tel: (+44) (0)114 222 8118  email: T.Lamb@sheffield.ac.uk 

 

Aims of the research 

The aim of my study is to determine if there are any discrepancies between the Maltese 

Second Language courses at the Directorate for Lifelong Learning, as they currently 

stand, and the learnersô and teachersô perceptions of how they should be. 

 

Declaration 

I am participating in this research voluntarily with the conditions that: 

1. His/ her real name will not be used in the study. 

2. He / she  is free to withdraw from the study at any point. 

3. The responses will be treated with confidence and at all times data will be 

presented in such a way that my childôs identity cannot be connected to specific 

published data. 

4. Any recordings of the interview will be stored in a safe place and destroyed once 

the research is ready.  

Name of child: ____________________________________________ 

Name of parent or guardian: ____________________________________________ 

Signature: ____________________________  Data:____/      / 2013 

Signature of Researcher: ____________________   Data:____/     / 2013 

 

mailto:charles.daniel.saliba@ilearn.edu.mt
mailto:T.Lamb@sheffield.ac.uk
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E.4 Research Consent Form for Interviews (Feedback on syllabi) 

 

If you have any questions regarding my research, please contact me or my supervisor at 

 

Name of Researcher: Charles Daniel Saliba  

Mob: 9903 1969     email: charles.daniel.saliba@ilearn.edu.mt 

 

Supervisor: Dr Terry Lamb  

Tel: (+44) (0)114 222 8118  email: T.Lamb@sheffield.ac.uk 

 

 

Aims of the research 

 

The aim of my study is to determine if there are any discrepancies between the Maltese 

Second Language courses at the Directorate for Lifelong Learning, as they currently 

stand, and the learnersô and teachersô perceptions of how they should be. 

 

Declaration 

I am participating in this research voluntarily with the conditions that: 

1. The real name of the subjects will not be used in the study. 

2. I am free to withdraw from the study at any point. 

3. My responses will be treated with confidence and at all times data will be 

presented in such a way that my identity cannot be connected to specific 

published data. 

4. Any recordings of the interview will be stored in a safe place and destroyed once 

the research is ready.  

Name of the Participant: ____________________________________________ 

 

Signature: ___________________________   Data:____/      / 2013 

mailto:charles.daniel.saliba@ilearn.edu.mt
mailto:T.Lamb@sheffield.ac.uk
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Signature of Researcher: _______________      Data:____/     / 2013 
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E.5 Research Consent Form for written feedback on syllabi  

 

If you have any questions regarding my research, please contact me or my supervisor at 

 

Name of Researcher: Charles Daniel Saliba  

Mob: 9903 1969     email: charles.daniel.saliba@ilearn.edu.mt 

 

Supervisor: Dr Terry Lamb  

Tel: (+44) (0)114 222 8118  email: T.Lamb@sheffield.ac.uk 

 

Aims of the research 

The aim of my study is to determine if there are any discrepancies between the Maltese 

Second Language courses at the Directorate for Lifelong Learning, as they currently 

stand, and the learnersô and teachersô perceptions of how they should be. 

 

Declaration 

I am participating in this research voluntarily with the conditions that: 

1. The real name of the subjects will not be used in the study. 

2. I am free to withdraw from the study at any point. 

3. My responses will be treated with confidence and at all times data will be 

presented in such a way that my identity cannot be connected to specific 

published data. 

 

Name of the Participant: ____________________________________________ 

Signature: _________________________   Data:____/      / 2013 

Signature of Researcher: _______________   Data:____/     / 2013 

 

mailto:charles.daniel.saliba@ilearn.edu.mt
mailto:T.Lamb@sheffield.ac.uk
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Appendix F 

Creation of Three Syllabi for MSL Courses 

 

F.0 Introduction  

This appendix focuses on the creation of three syllabi for MSL courses. From 

the needs analysis, it emerged that learners and teachers required an adequate syllabus 

as a countermeasure for the divergence found amongst the learning groups of MFL-1 

and MFL-2. In fact, this needs analysis revealed that a syllabus should be drafted to 

accommodate the learnersô needs, primarily to help them communicate with locals more 

effectively. Thus, this appendix discusses the process of how these syllabi were created 

and edited, including how feedback was adopted from the learners and the teachers 

attending or delivering MSL courses in Malta, to arrive at a consensus amongst 

different sources. The final versions of the syllabi were published in October 2013. 

Although these syllabi need to undergo trials, producing them is the first step in helping 

set a minimum standard for achieving consistency amongst the various learning groups 

in Malta and Gozo, which in turn will  help them with their exam preparation. The 

participants are coded as STIP (syllabus ï teacher interview participant) or SLWP 

(syllabus ï learner written participation), followed by a number representing MFL-1 or 

MFL-2 (e.g., STIP1, SLWP2). 

 

F.1 Syllabus Design 

The needs analysis, based on different sources and instruments, pointed out the 

necessity for a new syllabus for each course. The teachers who participated in the 

piloting of the questionnaires were contacted again to discuss the feedback obtained 

from the needs analysis and how it should be implemented in the syllabi. As indicated 

in subsection 3.4.5 (Piloting of the questionnaires), these teachers teach MSL (one in a 

private school and the other in a government secondary school) and another foreign 

language. Although the syllabi would be created based on information from the needs 

analysis, the discussions with these two teachers helped eliminate any possibility of a 
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top-down approach by minimising the researcherôs perspective. Thus, the first syllabi 

drafts were a product of these discussions. Afterwards, the drafts were also given to 

other teachers of MFL courses at the DLL and to learners who attended DLL then. They 

provided critical feedback, which was discussed again with the two teachers. When 

appropriate, the feedback was integrated into the next versions of the syllabi. 

The teachers were both contacted by phone, and they agreed to continue helping 

with this research. The first meeting with them was held at the premises where one of 

the teachers taught the Maltese classes. After being briefed about the nature and aims of 

this part of the research, they were asked if they were ready to continue assisting in the 

development of the three syllabi, incorporating the information that emerged from the 

needs analysis. Both agreed and signed a consent form similar to that of the 

questionnaire (see Appendix E). After finding out the main points of the learnersô needs, 

both teachers emphasised (as one of the learners also pointed out) that the syllabi must 

be based on the CEFR due to its wide use in the teaching of foreign languages in the 

EU, of which Malta is now a part. This made sense because using the CEFR standards 

would put MSL on par with other foreign language classes in the EU. The CEFR is: 

a common basis for the elaboration of language syllabuses, curriculum guidelines, 

examinations, textbooks, etc. across Europe. It describes in a comprehensive way what 

language learners have to learn to do in order to use a language for communication and 

what knowledge and skills they have to develop so as to be able to act effectively (CEFR, 

2001, p. 1). 

 

Moreover, since different teachers employ various teaching methods, these CEFR-based 

syllabi are ideal. Metaphorically, the CEFR is a road map that presents different routes 

but does not denote which one to take, nor does it establish the length of the language 

learning journey. At this meeting, it was agreed that to cover the materials in MFL-1 

and MFL-2, three levels of the CEFR would be needed: A1 (beginner/elementary), A2 

(elementary/pre-intermediate) and B1 (intermediate). These divisions were based on the 

fact that in Malta, an O-level standard in a foreign language issued by the University of 

Malta is approximately equivalent to an A2-B1 standard. Therefore, since the scope of 

MFL-1 and MFL-2 is to prepare learners for the next course ï the O-level standard in 

native Maltese (which also incorporates Maltese literature) ï it is ideal that learners 

obtain the B1 Level before proceeding to the said next course. Using the CEFR and 

splitting MFL-1 and MFL-2 were points that emerged from the needs analysis that used 
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different sources and instruments. During the first meeting with the teachers, the CEFR 

criteria were selected for insertion according to the levels mentioned (A1, A2 and B1). 

This section, Communicative Objectives, focuses on the categories of listening, 

reading, spoken interaction, spoken production, writing and sociolinguistic 

appropriateness (see Appendix G). As the learners indicated, it was agreed that the 

syllabi be written in English, following the norm for other foreign language syllabi at 

the University of Malta, and because some learners desired access to them. 

Based on the discussions held at the first meeting with the teachers, for the 

second meeting, the Communicative Objectives draft of the first part of each syllabus 

was created, using the CEFR. After reviewing this section again, we discussed another 

issue that emerged from the needs analysis. It was observed that teachers in different 

learning groups in MFL-1 and MFL-2 covered diverse vocabulary and grammar topics, 

but learners had to sit for the same exam. To overcome this problem, it was decided that 

two sections be included, one each for grammar and vocabulary, which should provide 

the minimum baseline of topics that should be covered so that the exam would be 

somewhat standardised to accommodate all groups; at the same time, this minimum 

requirement allowed leeway for teachersô and learnersô autonomy. In this session, 

vocabulary was the only focus. The learnersô and teachersô suggestions gleaned from 

the questionnaires and interviews were analysed, as were the topics being covered in the 

courses and in other MSL courses, mainly those offered at the MCAST and the 

University of Maltaôs Maltese for Foreigners Certificate programme (see chapter 1). A 

list of topics according to each syllabus level was also made.   

At the third meeting, the grammar lessons covered in the MFL-1 and MFL-2 

courses were discussed, and the topics were divided amongst the three syllabi, 

complementing the aims listed in the Communicative Objectives. Both teachers 

indicated the importance of maintaining basic grammar at the first level; for the second 

and third levels, the previous topics were revised and new ones were added. These 

changes made sense because during the needs analysis, the majority of the learners 

emphasised revision and reinforcement. For this reason, in each syllabus, we included 

the following statement: 
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This grammar level is a revision and continuation of Level A1/A2 (Syllabus A2/B1, 

2013, p. 8). 

 

A similar statement was also added to the vocabulary section: 

This vocabulary level is a continuation and reinforcement of Level A1/A2 (Syllabus 

A2/B1, 2013, p. 12). 

 

It was also decided that after the grammar topics were mentioned in the syllabi, 

examples should be given, with the details to be covered by the teachers indicated. The 

following is an example from syllabus Level A1: 

Adjectives: Refer to the most common positive adjectives (ex., sabiǩ, ikrah, oǩxon, i.e., 

Grad PoŨittiv ï do not refer to comparative and superlative) (Syllabus A1, 2013, p. 9). 

 

This change was made to impose a limit to the details to be covered by the teachers and 

to ensure a certain degree of conformity amongst groups. This step addressed the 

findings of the needs analysis about divergence amongst the different groups, not only 

in terms of the topics covered, but also in their depth of coverage. 

At the fourth and final meeting with the teachers, a detailed draft of each 

syllabus was presented to them and discussed comprehensively. Each syllabus was 

revised to make sure that all its elements were corroborated and agreed upon by the 

teachers and the researcher. For example, initially, due to the difficulty in learning the 

numbers in Maltese (similar to those in Arabic), it was decided that only the numbers 

one to ten would be introduced. However, since one of the aims of the Spoken 

interaction section was ñI can indicate time by such phrases as next week, last Friday, in 

November, three oôclockò (Syllabus A1, 2013, p. 9), to be practical, it was essential to 

cover more numbers so that the students could learn enough to be able to tell the time in 

Maltese. Other issues of syllabus presentation were also discussed; it was agreed that 

each syllabus would be printed in two colours to make certain points stand out. Since 

the teachers were not trained in MSL teaching, a short description of the CEFR 

document with the approximate teaching hours needed to cover each level would be 

included to give teachers and learners a snippet of the basis of these syllabi.  
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All these issues were taken into account to prepare the syllabi for review and 

feedback by other MSL learners and teachers.   

 

F.2 Evaluation of the Syllabi 

After the final drafts of the syllabi were ready, using random sampling from the 

reply slips at the end of the questionnaires, two teachers (one each from MFL-1 and 

MFL-2) and two learners (one each from MFL-1 and MFL-2) were selected and 

contacted via email. In the case of MFL-2, there was only one teacher interviewee; 

therefore, he/she was selected by default. In the email, they were briefed about the 

nature and aims of this research phase and asked if they were willing to review these 

three syllabi. In the learnersô case, they were also asked to provide written feedback on 

the syllabi, and each was given a self-addressed, stamped envelope to return it. They 

were sent emails on 30 May 2013 to inform them that if they agreed to participate, they 

had to hand in their feedback by 20 June 2013 (see Appendix J). In the teachersô case, 

they were asked to participate in a recorded interview.  

Since the learners were requested to give written feedback, they were also asked 

to sign a written consent form, with the same contents as those of the questionnaire 

consent form (see Appendix E). The teachersô written consent was obtained by using 

another form, similar to the interview consent form (see Appendix E). Each participant 

was given a signed copy of the consent form. 

A specific reason lay behind asking the learners for their written feedback and 

the teachers for interviews. Initially, the intention was to conduct interviews with 

everyone; however, during the first set of interviews as a follow-up after the 

questionnaires, many learners expressed concern about the interview schedule due to 

their summer plans to go abroad by 20 June 2013. To eliminate this problem and not 

risk ending up without any interviews, especially from certain limited groups such as 

MFL-2, I opted for written feedback for the learners. On the other hand, the teachers 

ñare the people who will have to deliver the [syllabus] and live with it long after the 

current students (and perhaps the needs analysts) have moved on. [Apart from this,] we 

must never forget that teachers have needs, tooò (Brown, 2001, p. 287). Therefore, the 



361 

 

 

interviews were used to give them the chance to elaborate on their feedback as much as 

they needed.  

Regardless of whether the participants provided written or oral feedback, they 

were asked the same questions. The teachers and learners were both asked the following 

seven questions, which are presented below with the respective summaries of their 

responses: 

 

1. I am proposing the syllabus A1 for MFL-1, the syllabus A2 for MFL-2 and 

suggesting that a new level be created, named B1. B1 will build on the previous two 

levels. Do you think that this is a good idea? Why or why not? 

For different reasons, all four participants agreed that this was a good idea. One 

of the learners cited using the CEFR as a basis for structuring the classes: 

I would get a clearer idea [of] what level of proýciency [would] be acquired. Moreover, 

when showing oneôs certificates abroad, they [would] be recognised easier. For me, it 

would be beneficial since I could compare my level of Maltese with the other foreign 

languages I have acquired (also to update my European CV accurately). In addition, it 

would be great if another follow-up course (B1) was created so I could further my 

Maltese language learning. This course would help me to get closer to my aim of sitting 

for the Maltese O-levels (SLWP1). 

 

For the other learner, having another level ñwould help to further develop the language 

skills acquired in the first two levelsò (SLWP2). For one of the teachers, splitting the 

courses into three levels would make the syllabi more realistic and practical. 

Furthermore, this teacher thought that the topics included in the syllabi would cater 

more to the students of this course (STIP1). The other teacher commented along similar 

lines, that everything was more structured and explainable in these syllabi and would 

thus ñcater to the aims of the teachers and the learnersò (STIP2). 

 

2. Do you think that if syllabus A1 is used instead of MFL-1, things will change for the 

better? Why or why not? 

Participant SLWP1 made it clear that:   
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Giving the course a different name does not automatically mean that things will improve. 

However, considering the attached suggested A1 syllabus, the aims for language 

acquisition at this level [are] stated clearly, which will surely help both educators and 

learners to monitor their teaching and learning aims, especially since the aims address all 

four skills, grammar and vocabulary. If the syllabus is made available to learners, they 

can monitor and assess their learning progress.   

 

Likewise, one of the teachers stated that access to the syllabus would help the learners 

monitor their learning journey (STIP2). The other teacher also commented on this issue: 

ñthe fact that the syllabus is written in English will help learners to monitor their 

progress and their future destinationò (STIP1). For the other participant (SLWP2), A1 

Level seemed less ambitious than MFL-1. For him/her, this ñis good as it is very 

difficult for a foreigner to assimilate so much in a new language in the first year. é 

there also seems to be more emphasis on spoken interactions in the new A1ò. 

 

3. Do you see the syllabi as well paced in all of their aspects of language 

communication (listening, reading, speaking and writing), grammar and vocabulary? 

Why or why not? 

All the participants agreed about the well-paced syllabi, with one learner 

commenting, ñThey build up on each other and include revisions and reinforcements of 

previous levels (such as the grammar and vocabulary sections). Moreover, their pace 

can be compared to other foreign language syllabi such [as those] of German, French or 

Italianò (SLWP1). One of the teachers mentioned that the revision and reinforcements 

were very important because after the summer recess, some learners would forget a lot 

of things, while others would skip a year or more between courses (STIP1); thus, the 

pacing of the new syllabi would definitely be beneficial to the students. The other 

learner explained, ñBefore, it was very discouraging for a new learner as [he/she would] 

jump to a higher level too quickly and there [was] usually a 50% dropout rate at MFL 

Level 1 and Level 2ò (SLWP2). The other teacher noted that the pressure on teachers 

would be eased because these syllabi included a roadmap for the learning journey 

(STIP2). 
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4. Are the syllabi clear enough, that is, will  every learner know exactly what will be 

covered at all the levels? Why or why not? 

Both learners commented on the clarity of the syllabi, with SLWP1 adding, 

ñEvery learner can understand what will be covered [at] all levels and can use the 

syllabus as a checklistò. This learner intuited a future addition to the syllabi ï a 

checklist of the communicative aims, vocabulary and grammar taken from each 

syllabus, which would be part of the learnersô portfolio. The other learner remarked, ñIt 

might be good to include a sample test at the end of each level so that the learner[s] 

would be aware of exactly what level [would be] expected of them at the end of the 

scholastic yearò (SLWP2). This issue was also indicated by one of the teachers in the 

next question. Both teachers also agreed that the syllabi were clear, with STIP1 

commenting that the vocabulary list would substantially help teachers and that the 

vocabulary topics selected were practical. 

 

5. Do you think that anything should be added to any part of these syllabi? 

One of the teachers noted that it would be a good idea to include cultural topics 

at Level B1, along with resources, so that teachers could have ideas to follow (STIP2). 

The other teacher and one of the learners remarked that sample exam papers should be 

included for each level (STIP1 and SLWP2). The other learner referred to the 

Sociolinguistic appropriateness section:  

For me as a learner, it would have been very interesting to get to know more about 

cultural conventions, such as gestures [that] are specific to the Maltese culture, what is 

considered as polite/impolite, etc., to avoid cultural misunderstandings ï which often 

occurred to me and other foreigners (SLWP1). 

 

6. Do you think that anything should be removed from any part of these syllabi? 

 All four participants agreed that nothing needed to be removed from the syllabi.  

7. Please indicate any other comments that you might have about the syllabi.  

One participant indicated that there should be an additional component to the 

summer conversation course, as:  
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an option in summer once weekly after each level to further help put the language into 

practice é perhaps a bit ambitious but the conversation course could be partly activity 

based, e.g., going to an actual supermarket/grocer and asking for things é Level B1 

could be further supplemented by additional levels or if the students would be competent 

enough, perhaps after B1 they [could] be transferred to an O-level course [so] that 

students who would want to continue learning [could] do so (SLWP2). 

 

The other learner noted that since the foreigners living and working in Malta were on 

the increase: 

it is high time that the MFL levels are adjusted to the CEFR to provide clear and uniform 

recognition of language learning qualifications/certificates. Moreover, these syllabi are 

presented in a well-structured and straightforward way, so I believe that this research will 

be a step forward in the Teaching and Learning of Maltese as a Foreign Language 

(SLWP1). 

 

Both teachers also commented positively about these syllabi, with one of them stating 

that he/she ñbelieve[d] that [the syllabi would] be of great help to teachers and learners 

... [due to] the revision done during the transition from one syllabus to another and then 

being certified with the level appropriate to the course that was compiledò (STIP2). The 

other teacher made a similar statement: ñWell done for the recycling and reinforcement 

from one syllabus to another ... these [syllabi would] need to be implemented as soon as 

possible .... because I think that MFL [courses] are gaining a bad reputationò (STIP1). 

From this feedback, it emerged that both learners and teachers needed these 

syllabi, and particularly for these four participants, it seemed that a balance had been 

achieved between the needs of teachers and learners. The following needs were 

identified: a sample exam paper for each level; the inclusion of cultural conventions, 

such as gestures specific to the Maltese culture, in the Sociolinguistic appropriateness 

section; cultural topics in Level B1; resources for teachers when using these syllabi; an 

optional conversation course; and additional levels for those who would want to learn 

more. 

The points raised by these participants were all interesting and valid. 

Subsequently, the first two teachers who helped develop the syllabi were consulted 

again with these fresh data to find out their opinions on these issues. During the 

meeting, the first issues discussed with the teachers were about culture. It was agreed 

that cultural topics needed to be included in all the syllabi. In fact, new topics in the 
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Vocabulary objectives section of each syllabus were added, and there was a discussion 

of what could be included in the Cultural conventions section. When asked what they 

were then teaching about cultural conventions, they responded in the negative but added 

that it would be interesting to learn more about the theme for future implementation. 

Since the teachers, including myself, were born and bred in Malta, it was difficult for us 

to recognise these cultural conventions. After we thought about this subject, the only 

situations that came to mind were as follows: 

1. It is a Maltese custom that in bars, locals tend to offer and pay for drinks for all their 

friends, whereas in many cultures, everyone pays for his or her own drinks. 

2. When someone offers a drink to a Maltese person, the latter may decline it the first 

time. However, the former should insist two or three times because generally, the 

latter says ónoô only to be polite. Observe what the locals do in social situations and 

copy their actions. 

3. Gift giving is appreciated. It is a Maltese custom for a guest at a party, a family 

gathering, etc., to offer the host a present, such as a bottle of wine or a box of 

chocolates. Particularly during the Christmas season, it is also typical to give a token 

of appreciation to someone who has done a person a special favour.  

4. Kissing and hugging are normal. It is customary for the Maltese to hug and kiss a 

friend on both cheeks when they encounter him/her again after a long time. 

Generally, a foreigner is greeted with a handshake. 

5. In the course of a conversation, making eye contact, speaking loudly, using hand 

gestures and sometimes touching another personôs hand or shoulder constitute 

normal behaviour in Maltese culture. 

6. Pointing the middle finger is considered an obscene hand gesture in many Western 

countries, including Malta. 

However, it was agreed that these examples should be sent to the participant concerned 

to identify which of them were similar to his/her own social customs and to add any 

other cultural conventions that he/she had encountered in Malta. He/she confirmed that 
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items 1 and 6 were common in his/her culture and mentioned the following observations 

as well: 

1. The Maltese gesture for no is made with the head. 

2. Come here is expressed with a hand gesture amongst the Maltese. 

3. The Corona hand gesture. 

4. The Maltese answer the phone with gǩidli as their greeting, which literally means 

ñtell meò. 

5. The Maltese count numbers by using their fingers. 

To maintain balance with the other sections of the syllabi, we included the following 

general statements in the Sociolinguistic appropriateness section to cover the above-

mentioned cultural topics but did not provide details: 

I know the basics about Maltese culture, including gestures and customs (Syllabus A1, 

2013, p. 8). 

 

I know more about Maltese culture, including gestures, customs, Maltese food, popular 

feasts and well-known places around Malta and Gozo (Syllabus A2, 2013, p. 8). 

 

I know more about Maltese culture, including gestures, customs, Maltese products and 

Maltese recipes, and past traditions and folklore (Syllabus B1, 2013, p. 9). 

 

However, it was agreed that these statements should be elaborated on in the resources 

that were produced to accompany the syllabus (see Appendix H). The issue of an 

optional conversation course was discussed, and strictly speaking, a conversation course 

is already available. However, the feedback obtained from the needs analysis revealed 

that although some learners attended the conversation course and learned a lot from it, 

they commented on its short, 10-week duration. Therefore, conversation should not be 

taught separately but be an integral part of the courses throughout the year so that the 

four skills can be covered (IP8).  

 Such comments immediately pointed to the need for adequate resources to 

make the courses successful. The resources should reflect the approach of the syllabus 

and also incorporate the grammar and vocabulary objectives. The resources should be 

based on the CEFR and offer the cyclical progression method to provide revisions and 
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reinforcement to learners. A CD containing the audio files linked to the resources would 

also be produced so that learners could listen to native Maltese speakers reading the text 

and the dialogues in standard Maltese. Sample tests should be included with these 

resources to cover the four skills. These materials are discussed in more detail in 

Appendix H, which presents the resources created for these syllabi. 

 

F.3 Conclusion 

This appendix has described the process involved in developing the three syllabi 

for the MSL courses. The discussion with the teachers who assisted in the pilot study, 

combined with the feedback of some learners and teachers attending or delivering MSL 

courses in Malta, led to a consensus amongst different sources about the scope and 

content of the proposed syllabi. Although these syllabi still need to undergo trials, as 

indicated earlier, this is a first step in the right direction to revamp the MSL courses in 

Malta.  

 



368 

 

 

Appendix G 

G.0 Maltese for Foreigners syllabi 

 

G.0.1 Level A1 (Beginner to Elementary) 
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G.0.2 Level A2 (Elementary to Pre-Intermediate)  
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G.0.3 Level B1 (Intermediate)  
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Appendix H 

Resources 

 

H.0 Introduction  

This appendix focuses on the creation of resources for the three syllabi for MSL 

courses, while catering to the different needs expressed by learners and teachers. Since 

the syllabi were based on a communicative approach, including a list of vocabulary and 

grammar objectives, the created resources encapsulate all these areas. The goal is to 

establish a minimum standard for all the learning groups in order to create a level of 

conformity, which in turn will simplify exam preparation for learners and teachers. 

 

H.1 Synopsis of Main Needs Expressed by Learners and Teachers 

The learners and teachers expressed the formerôs need to practise the four skills, 

although learners were especially concerned with improving speaking proficiency. The 

research showed that this should be done through the inclusion of day-to-day topics. 

The grammar and vocabulary lessons should be maintained but enhanced with more 

tasks and repetitive lessons for reinforcement. Thus, different sources and methods 

indicated the need for additional speaking and listening activities, without ignoring 

practices already in use; there should be more pair work, less copying from the 

whiteboard and more engagement in language practice. Since there was a strong feeling 

that the learning materials used in the courses did not meet the learnersô and teachersô 

needs and expectations, it was suggested that the notes given by the teachers be retained 

and reinforced by a coursebook, word lists and more listening resources. Thus, the 

newly created resources could be amalgamated with the present reading, listening, 

writing and speaking activities, which should be retained, reinforced and used more 

effectively, from the learnersô and teachersô perspectives. Since culture should not be 

neglected, it was also included in this series. 
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H.2 Maltese for Foreigners Series: Snippet View 

Considering the needs expressed by learners and teachers during the research, a 

Maltese/English book series entitled Maltese for Foreigners was created (Figure 

8). This series, which is based on the CEFR, consists of three levels corresponding to 

the three syllabi. 

 

Figure 8. A schematic diagram of the Maltese for Foreigners series 
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Level A1 (Beginner to Elementary) consists of three books: My First 750 Words 

in Maltese, Maltese Grammar Essentials in Context and Speaking Maltese 1. These 

three books are intended for beginners.  

Level A2 (Elementary to Pre-Intermediate) includes the book Speaking Maltese 

2. The publishing of Maltese Grammar Essentials in Context 2 has been postponed to 

receive feedback about the approach used in Maltese Grammar Essentials 1, which in 

turn will help in creating the grammar book for Level A2. However, Speaking Maltese 2 

was published to fill the lacuna in listening and speaking activities, as expressed by 

learners and teachers in the needs analysis.  

Level B1 (Intermediate) includes two bilingual reading texts: Reality and Rocco 

Learns Karate. In the future, Maltese Grammar Essentials in Context 3 will be 

published to complete this level.  

The series contains a CD with the audio files linked to the books so learners can 

listen to native Maltese speakers reading the texts and the dialogues.  

H.3 A Detailed View of Level A1 Books 

 

 

H.3.1 My First 750 Words in Maltese  

Since MSL learners in MFL-1 prioritised learning vocabulary, for the beginner 

level (A1), it is essential to have a workbook dedicated to frequently used words. Since 

the majority of MSL learners in Malta understand English, the workbook was written 

bilingually. However, to accommodate students who do not have a good grasp of the 

English language, every vocabulary section was reinforced with images corresponding 

to the terms. This workbook contains 20 topics retrieved from the needs analysis 

(Figures 9ï12 show the first lesson as an example). Each topic has the following 

sequence: A set of new words per topic is presented on one page, with a picture of each 

word, the word in Maltese and its English translation (Figure 9), and the pronunciation 

of each Maltese word on the CD. The next two pages contain varied exercises (Figures 

10ï11). The last page provides the vocabulary list learned with the plural (or dual, 
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collective or female) form, the English translation of all the words and a practice section 

where learners listen to the CD and write all the new words (Figure 12).  

 

Figure 9. Screen shot of page 7 of My First 750 Words in Maltese   
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Figure 10. Screen shot of page 8 of My First 750 Words in Maltese   
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 Figure 11. Screen shot of page 9 of My First 750 Words in Maltese   
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 Figure 12. Screen shot of page 10 of My First 750 Words in Maltese   
































































