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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 20@2br this reasorthec o u n Diregtayase

for Lifelong Learning organises Maltese language courses for foreigners, specifically,
the Malta Qualifications Framework Levels 1 andHbwever, many foreigtearners
complain about the overemphasis on grammahese courseat the expense of their

more urgent need to learn conversational Maltese. Therefore, this study investigated
whet her the courses met the | earnerso e
met hods and | earning mat er i as|censidefing tharl s o
key role in the success of course delivery and varying levels of training. Combined
guantitative and qualitative research methods were employed to acquire the appropriate
breadth and depth of information. Two questionnaires (one eacheéchers and
learners) survesd their perceptions and suggestions foourse improvement,
complemented by faet®-face, semistructured interviews, which sought morediepth,
qualitative information.Keen insights fromtwo informant sources and differe
research instrumentsevealed syllabusbased course discrepancies andinfulfilled
requiranents regardingcontent and delivery. The findings validdt¢ he st uden
criticism about the excessive focus on grammaadequate attention to the
developmentof speaking skills and the learning materials f a i bkatisfydotht o

|l earnersdo and teacheThed traedher g Waeralex p e ¢ &
not addressedgiven that the majoritjackedtraining in teaching Maltese as a second
language/foeign language (MSL/MFL)Based on the research results and other input
from learners and teachers, three syllabi for MSL courses andV#itese for
Foreignersseries were produced to cater to specified learning ndexdshing and
learning MSL/MFL is an merging educational area demargl considerable work
towards standardisation to attain the professional status it desefes PhD
dissertation is the first step in that direction, which should be continued by relevant

further research.
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Dedication

To all the foreigners who are interestedliscoveringhe beauty of the Maltese

language

filf you talk to aman in a language he understands, that goes to his head.
If you talk to him in his language, that goes to his leart

Nelson Mandela
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Acronyms and Abbreviations

Acronym/Abbreviation

Definition

ACT

adaptive control of thought

CEFR Common European Framework of Reference

CLT communicative language teaching

DLL Directorate for Lifelond_earning

DM direct method

DOl Department of Information

EFL English as a foreign language

EFNIL European Federation for National Institutions for Languages

EILC Erasmus Intensive Language Course

ERASMUS European Region Action Scheme for tkebility of University
Students

ES education spokesperson

ESIQ education spokespersonds 1in

ESL English as a second language

ETC Employment Training Centre

EU European Union

ex. example

FES Foundation for Educational Services

FFI form-focused instruction

FL foreign language

FonF focus on form

FonFs focus on forms

GKI LM Gk agda | nt e {lingwistika Maltij@[The Intérrationa
Association of Maltese Linguistics]

GT grammar translation

IP interview participan{learner)

L1 first language

L2 second language

LAD language acquisition device




LIQ

|l earnersodé interview questio

MCAST Malta College of Arts, Science and Technology
MGSS Malta Government Scholarship Scheme
MFL Malteseas aforeignlanguage

MFL-1 Maltese as a Foreign Langudgkevel 1
MFL-2 Maltese as a Foreign Langudgkevel 2
MQF-1 Malta Qualifications Framework Level 1
MQF-2 Malta Qualifications Framework Level 2
MSL Maltese as a second language

NCF National Curriculum Framework

NF not filled

O-level ordinarylevel

P participant (learner)

P-A participant in the advanced course

PPP presentation, practice and production

SL second language

SLA second language acquisition

SLT second language teaching

SLWP1 syllabusi learnerwritten participation, MFLEL
SLWP2 syllabusi learner written participation, MFR
STIP1 syllabusi teacher interview participant, MFL
STIP2 syllabusi teacher interview participant, MF2
SVO subjectverb-object

TBI taskbased instruction

TEFL teaching English as a foreign language

TIP teacher interview participant

TIQ teachersé interview questio
TP teacher participant

TPR total physical response

uG universal grammar

UK United Kingdom

VSO verb-subjectobject
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1.0 Introduction

This chapterprovides a brief introductionto Ma |l t a 6 s history,
discussion of how the Maltese language developed.ifitusnationmakes it clear that
Mal t ads ctateopaffdirshasiresudtdd in a particular bilingual situation that in
turn affects the teaching of Maltese to foreigndmaching Maltese as a second and
foreign language is discussed, showing the importance of developing this specialisation,
especially since Malta has joined tBeiropean Union EU). Apart from foreigners
living in Malta, some of those studying Maltese abr@dsbwish to attend courses in
Malta, so this chapter includes an overview of the most common Maltese language
courses for foreigners itnis country showing how and why this researidtusedon
oneparticular type of course. THactualdetails in thischapterelp 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 &f Mediterranean SéaAlthough
it is small, ithas played a highly significanble in Mediterranean affairs from ancient
times to the present day. The i slvimndso
cultural and commercial centre and at the séime, an important steppingtone for
military and political expansiorof various colonisers Maltese history hh been
characteged by thecolonial powers that hé dominated it until the Maltese people
gained their independence in 196All the powers ivolved in Mediterranean affairs,
especially those that conquered Malta, made cultural contributions and helped create a
Maltese identity distinct from any other nation or culture (Blp®&04, p. 11).
According to Mifsud (1995p.2 1 ) , t Harti§i satidorchassemerged into an organic

and homogeneous cultureo, including the |

Malta lies 93 km south of the nearest point in Sicily, 288 km north of the North African coast (Tunisia),
1826 kmeastof Gibraltar and 1510 kmestof Alexandria. The largest island is Maltself, with an area
of 245 sq km. Gozo, 6 km northwest of Malta, laasarea of 67 sq. km. These two islands are densely
populatedwith about413,609residentgDepartment of Information (DI, 2011) while the other islands
(except for four people living on Cominajeuninhabited.
“Dominating powers had be¢he Phoenicias (c. 800 BC600 BC), the Carthaginians (c. 600 Bt18
BC), the Romans (c. 218 B630 AD), the Byzantines (c. 58870), the Arabs (8741091), the Normans
(1091 1266), the Angevins (1266282), the Aragonese (128B410), the Castilians (1412530), the
Order of St John (153@798), the French (1798800) and the British (1802964).
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1.1.11l-Malti i The Maltese Language
The Maltese language mirrors Maltese history. When the Arabs (870 AD)

conquered Malta, they brought with them an Arabicediglimmediately acquired by
the native Maltese people because their previous language, Punic, was,Semitic
When the Normans conquered Malta in 1091 and especially when the Muslims were
expelled in 1249, the islandso6 soci al o
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 ryledcontrast to their predecess@fsirugia,
1998, p. 281). The British arrived in 1800 at the end of the-yw@ar French rule, but
contact with the English language was initidlipited because of opposition from the
Maltese upper classho wereimmersedn lItalian culture However, diring 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 lexidatiatiahat
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 Engli$s Professor A. J. Asrry* rightly
maintaired (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 hisry 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 investigatiqp. v).

In fact, this uniqueness of Malteg€igure 1)still attracts a lot of linguistics scholars
and students whdeven if they are studying at universities in their own countries

shouldbe able to read articles and textbooks in Malteggatoa deeper understanding

3Previouslythe Maltese language was considesedunimportansocially and culturallyhatit was called
dl-lingwa tatk Uidfiitae ki t c h e);npeoplewhogspokethis®v ul gar languademada i a |
low social status. Italian was considered socially and culturally the only language for cultivated writing.
Later, English was consideresbcially equalto Italian until Mussolini declared war on Britain in 194Q

which point Italian waseplacedby t he peopl ebs native | anguage.
“Sir Thomas Adarsbprofessor of Arabi@t Cambridge University.

(@}
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of Maltese linguistics or culture. Orexample is a course on the Maltese language
organisedoy the Institute of Near Eastern Languages and Cultures of the University of
Heidelberg in Germany, calldginfihrung in die Maltesische Sprac{@arabott2011).
Maltesehad also beemaughtin the edly 2000sin other foreign tertiary institutions
such as theiSorbonne in Paris and the universities of Bremen and Osgnabri
Germany... mainly for comparative purposes, due to its affinities with North African
Ar abi c o ( E,R00d)nTbisemthuasmicdn istilbefelt today, especially when

in 2007, the International Associations of Maltese Linguistics was founded to stimulate
the study of the Maltese languagék(a qd a | nt e rLingwistkq Maitig| | t
(GK 1 1),®2007) More recently(2012) the Maltese Center at the University of Bremen
was openediit o dep hhe nvisibility of Maltese linguistic studies as an

i nternationally recogni ze212li sci plineo (|

Figure 1 shows achematic diagram of the Maltese language.

The Maltese Language

Semitic Romance English
Stratum Superstratum Adstratum
Arabs Normans Knights of St John British
870AD 1091 AD 1530 AD 1800AD
Arabic Dialect Sicilian Italian English
Basic vocabulary, basis of New vocabulary, New vocabulary and
phonology, morphology syntactic, phonological some morphological
and to a lesser extent . accretions.
and some morphological
syntax. .
accretions.

Figure 1. The Malteskanguage
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1.2 Malteseemigrants

The Maltese language spokennot only by the inhabitants of the Republic of
Malta, butalsoby its many emigrants, whose numbers worldwide are roughly equal to
the countryds c urntsfFomtMalia bve mdink in Ergliskpeakingi g r a
countries, such as Australia, Canada, the United States and the United Kifgilpbm
(Euromosaic 11 2004).

Many Maltese peopland those of Maltese descent who live in communities
abroad lament the lack ofsources for teaching the Maltese language to family
members, especially their descendants who have never lived in Battdar issues
were discussed in tHéonvention ofLeaders of Associations of MalteAéroad and of
MalteseOrigin, organi sed b yof FeraigntAtiagssin 2000 nDifferent y
speakers at the conference recommended that the Maltese government help the foreign
communities to maintain their Maltese language and cultDre suggestiorwas to
establish a Malteséanguage and culture course in Malta that could be available
oversea®n thelnternet orby correspondenceunder the direction of the University of
Malta. Other recommendations were tijaith the help of the University of Malta and
the Malta Emigrants Gomission the Maltese governmenshould offer children of
Maltese people living abroad an opportunity to visit Malta during the Australian school
holidays in December and January, to att@hdO-week courses coverinlylaltese
culture andlanguage as well a provide resources for coordinatisgmilar courses in
the Australian states (Bar@000, p. 166). Finally, othemproposalsincluded offering
reviews of Maltese books for different classes (Mifsg00, p. 170), along with
teaching aid materials (Bar@000, p. 152 154), attractive educational tools about
Maltese history and language (CumB600,p. 181) andotherresources|the lack of]

A w h i[wad] the biggest problem the school fldlec o nt i nu o u s 20900p. ( Mi f
170).

Ten years | ater, the countryés Minis:
convention for foreigners to discuss the issues faced by Maltese living abroad. This
eventresulted in the realisation that many recommendations from the 2000 convention
had neveibeen put into effectn  her speech entitled ALI vi

Maltese Language Edwidge Borg (2010, p. 165pne of the main speakers at the
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conventiongclearly addressed these issues when she siatédch r i ous Mal t es e
and digniaries on visits to my new homeland Australia, made undertakings, but
somehow time di ssol vedOntehaganghe éclaoeddwhdinea d e p
guest speakers from around the world pmidndbuti The Mal t ese Communi
Australia are thesesyllabus and accompanying textbooks to teach Maltese as a foreign
language appropriate for Australian conditichsand t he adul tE., |l earr
2010, p. 165). However, as Alfred Flask2010) argued, these Maltese language
textbooks should be writtewith a foreign audience in mindhey should not be
monolingual because in Australia, peopl e
for Mal t ese ar e (pt2ad?).aFlaskalsouefeerdddcstiemursebooke 0
entitled Sisien(metaphoricallyfoundations of a wall)created along with teaching ajds

as a project between thEU and the Department of Education. However, as it was
written for Maltese adult native speakers, it was useless for foreigners. Another speaker,
Bernard Scerri (201Qp. 559), recommended that courses from beginner to advanced
levels be taughtor a fee, with exams that could be taken online as mock @ste

students reachegicertain leveltheycould travel to Malta tevrite their final exams.

Thus thee mi g r demands @re cleaoffer beginrer to advancd coursesn
Malta but make themavailable overseas vithe hternet with the option oftaking
exams in Maltagonductintensive courses in Malta when Australispgndtheir school
holidays (.e., DecembeéirJaruary) there and producesyllabi and learning materia
including textbookswith a foreign audience imind. However are thereadequate

infrastructure and resources in Malta to sustain these demands?

1.3Malta as anEU member state

In 2004, Maltajoined the EU, whose members have the gdbtliberty of
movementacross their countrieas well aemploymentand resideng The EU hd an
estimatecpopulation of 500 milliora few years ag(Borg, T., 2010,p. 5). In 1995, the
European Commission props e d t [as]t becdiriing 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
mot her t ongue dhe ECIO98mi4A.Jhisdenelopnienaffected all the
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EU member statesSince Malta joined the EU, the number of foreign students studying
at the University of Malta ag&uropean Region Action Scheme for the Mobility of
University StudentsERASMUS placements or as direct entrants hasreased the

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

1.4 Situation in Malta

When Malta joined the Elth 2004,Maltese became an official language of the
EU, a n dhis pdiitical decision was the end result of an evolution which has tended to
reinforce the status of Maltese by affir
for National Institutions for Languagd&FNIL], 2014). TheEducation Aceind the
Nationd Minimum Curriculummade the teaching of both official languages (Maltese
and English) compulsory. ThulSb ot h Mal t ese and Engli sh a
but exposure to the two languages in schools varies considerably, depending on the type
of sclool concerned, namely, whether it is a state, church or private (independent)
s ¢ h dEFNIDb, 2014).

In relation to the position of Maltese in the homeni a series of five large

scale studies conducted by Lydia Sciriteemerged thafithe overwhelmig 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 p.t0d)oMoreover902%df the Maltese rgpondents reported
using Maltese onlywhen interacting with family members (1993 survely) 1999
Maltese was considered the most important language for a person living in Mualta
the 2001 survey showed that 98.6% decladvkadtese aghe mother language of the
Maltese people (Sciriha, 200@, 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, 201Regardng the nonMaltese students, who have
increased in numbewith Ma | taacéssion 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 listizally, 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 EHNIL, 2014).
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To promote thenational language of Malta and to provide the necessary means to
achieve this aimthe Maltese Language Council was establisined005 Despite the
threat from English in many contexts around the world, then, Maltese is in a relatively

secue position in Malta.

Due toMa | taecéssionathe EU and other reasomgdicatedin this section
an evefincreasing number of foreign peopdee coming to live on the islands. Most
Maltese are bilingual in Maltese and English,femeignerswho speak Englisihave
little difficulty in practical communicatiorHlowever, &a social level, most people who
cannot speak Maltese feel at a disadvantage and would like tottheatanguageo
integrate fully in the Maltese communit#s Sammut (200%indicated in his thesig,he
0 Al Expariénce: Returned Migrants in Gozo Secondary Schools
..in the Maltese culture, e vieereyamdn e s peak:
babble in English and tell them how you feel. You do fifferent. As

muchasyodlondét want to be, geaom witnthe dtheras you w
people, you are differeifp. 48).

On the other handor those who do not speak Englishe situation is worse because

they need to learn Maltese to survive in the tai@gguagespeaking ommunity.

Another reason for learning the target language is sfuecial or specific
purposes. A case in point is faccupational purposes (Harmer2000, p. 2), for
example a foreigner working in Malta needs to communicate with Maltese customers
and work colleagues. Otherternational university students need Maltese &mademic
purposes or to be able to warkpractise, for example, in Maltese hospitals, legal firms
or schools.Till now, it is worth noting that foreigners who wish to take a-fuie job
within the government sector are sometimes requiredbtain aMaltese Ordinary
Level Secondary Education Certificatddlta Government Gazeft@011) Others are
refugeeimmigrants who have escaped from their native coesitiv seek asylunabroad
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 vitheut
contact wvith their native language and now wish to communicgeffectively as
before. Moreovergue to specific circumstances|imited number of Maltese citizens in

the countrydo not know the Maltese language or did not learn it as their rtatngeie
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andthus wish to learn it at this time (BorndMifsud, 1997,p. 10). All of these factors

haveto be framed in the light that:
the status of this indigenous language has rocketed from rock bottom
position during the time whken cihte nvdbast odubb
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
(Scirihg 2001,p. 34).

All of these reasonsaturally lead to a demand for Maltese languegarseswhich is
not fully satisfied, as such courses are not always available (especially in Gozo) or may

notbe inaccord witha | e aams.er 06 s

1.5 Courses offered in Malta

The three most weknown institutions in Malta that provide Maltese language
courses for the majority of foreigners are the University of Maltaviia College of
Arts, Science& Technology (MCAST) and the Directorate for Lifelong Learning
(DLL). This sectionprovides 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 resrch began, the University of Malta offered two courses:
the Erasmus Intensive Language Cou(&#LC) and theCertificate in Maltese as a
Foreign Language. The EILC, a-#ay, 6Ghour course, targetsRASMUS students at
the University of Mal ta and aims to pr o\
knowl edge of the Maltese | aasgal asgatoreandni v
history (Times of Malta 2009). The second course was more detaileda$f spread
over three semesters in two years, and students attéheearttime coursein 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-reur.5exam

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

an original projectfor examplec o mpar i ng the | earnerdds cou
with Malta and Maltese culture. In addition to submitting the written project ineskg|t

which accounted for 60% of the assessment, learners were expected to make an oral
presentation (40%) (University of Malta, 201Bowever, in 2014, the University of

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

out.
1.5.2Malta College of ArtsScienceX Technology

The MCAST offers two courses for foreigners, which are delivered weekly and
cover 40 hours of tuition. Maltese for Foreignéseliminary teaches learners the
basics of communicating in Maltese everyday life (MCAST, 2012a), while the
Maltese for Foreigner8eginners classes are tadbased and emphasise using
vocabulary and grammar structures for a vast range ofiieaituations (MCAST,
2012b). Both MCAST courses include an optional informsdeasment. 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 theeducation departmendf 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 Languaialta Qualifications Framework.evel 1
(MQF-1) is spread over 32 weeks and iemded primarily for learners who are
at least 15 years old. It teaches basic vocabulaagic Maltese grammar
elementary Maltese expressions and their yddgé#ese sentence structures and
elementary written text. It also provides insights into Maltes#ure and
customs. The methodology includes frplaying, discussions, owlf-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 ForeignanguagéeMQF Level 2(MQF-2) also lasts for 32 weeks
and is intended for learners who have already acquired -MQF teaches
learners to use Maltese effectively for practical communicatiescribe aspects
related to everyday liferespond adequately idirect interviews understand
short and concrete texts in standard spesoti read and write simple narratives
in Maltese with correct grammar. An ongoing assessment (lifelong learning
portfolio) is also included (DLL, 2012c, 2012d).

3. Maltese Language&orversation is a lveek course, lasting two hours each
week, intended for those who have successfully completed-MQearners
converse about Maltese culture and traditions; practise incidental conversation;
express themselves in everyday life matters;res® their thoughts verbally;
pronounce words clearly; and interact in group discussions;playeng,

presentations or dialogues (DLL, 2012e).

For this researcghthe Maltese as a Foreign Languagd.evels 1 and 2(MFL-1 and
MFL-2) courseghat weretaughtin 2012 2013 were chosen faeveralreasons. These
courses héithe most participants because thesrenot only delivered in one location
at one timgsuch as the courses at MCAST or the University of Malkt&wereoffered
all over Malta and Gozat different times and leve(slaimedto cover the widest range
from beginner till MQF2). Apart from thisreasonthese courseseresponsored by the
EU; thus they werethe cheapestompared tahe othes, andattraced learners from
every backgroundand social classConsequently being the most attendedourses
provideda morerealistic representation of tHearners and teachers bfaltese asa
second languag@MSL), making the research more generalisalflimce MFL-1 and
MFL-2 courseswere claimedto teach learners in the four skillseading, writing,
listening and speakingthe Maltese conversation course was not included in this study

asan independent coursanrelated tahe MFL-1 andMFL-2 courses.
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1.6 The research:Statement of theproblem

Responding tahe increasingdemand foMSL coursesthe DLL offers courses
of varioustypes and levelsHowever it is commonly acknowledged thabmetimes
courses are taught by practically anyone who can speak and write Maltese, whether or
not he or she is aqualified Maltese languageducator.Despitethet eacher sdé6 ¢
intentions | perceve thattheir lack of qualifications and resources inevitably leads to a
certaindegreeof amateurism in the field, undermining the educational aspect of this
enterpriseHowever this issuecould be counterbalanced by adequate syllabi, learning
materials and teacher trainingherefore, it is important to investigate whether the
MFL-1 andMFL-2 courses offeretdy the DLL meet thé e a r exgectai@ans in terms
of the course syllabi, teaching methods &s@ning materials.It is alsoessentialto
i nvesti gat e t doesiddrirghat thaehers @re andeterrdirsing factor in the
success of the coursasd thatthe amount of training they have received in language

teaching vaes

1.6.1Positioning of thdResearcher

| earnedthree degreefrom the University of Maltaa Bachelor of Education
(Hons) in Maltese, Dip Arabic (Distinction) and Master of Artsin Mediterranean
Historical Studies. Istarted my teaching caredd years ago, teaching Maltese to
natives at Gozo Coll egeds Agius de Sol c
Victoria, Gozo, Malta. For the last five yearshavetaught Maltese linguigis and
literature atordinary,intermediate and advanced levat the Sir M. A. Refalo Centre
for Further Studies in Victoria. I taug
Council between 2008nd2008 | organised courses in Arabic language anducelat
Gozo College, as well amrious educational prograngs (on Maltese language and
teaching strategies) on local radio statidrisave published 26 books and two research
papers on various areas of Maltésstory andanguage. In 2007, | won a peifor my
bookRealtain theprose foradolescentgategory at the National Book Award&fter
conducting tle needs analysi@s part of this doctoral reseayehith foreigners learning
Maltese and instructors teaching Maltese to foreigherself-published a
Maltese/English book series entitlsthltese for Foreignersyhich was based on the
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CEFR for languages consisting of three levels: Al (beginfegkementary), A2
(elementarypre-intermediate) and B1 (intermediate), together with a CD containing the
audio files linked to the books. | alsievelopeda syllabus for each level based on the
CEFR, which can be anloaded for free from my websjte

www.charlesdanielsaliba.coonder the headinilaltese for Foreigners

As the previous paragraph indicates, my relation to this research field stems
from my experiencén teaching Maltese to foreigners and the publication of my book
seriesMaltesefor 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 tching MSL sharpened my perception thatrtually everything,
including syllabi, teaching methods and learning materials, depended on the teacher.
When | taught Maltese to foreigners, | did not have a syllabus, second lar{§lLage
theory/teaching methods training or any learning materials, such as textbooks or CDs. |
decided which topics to cover, and meaching methods wemn atrial-anderrorbasis
because | was only trained to teach Maltese to natives. | had to create myglearni
materials, which were various handouts. On request, | would narrate and record the
written text from these handouts for students. | created around 10 handouts for every
lesson, which required a lot of time and money. The lessons initially consistadiof b
vocabulary and grammar rules; however, | attempted to elicit grammattissontext
in some cases. The contexts were varied; however, dialogues were covered frequently.
My views on teaching approachasediscussedgainat the conclusion of the étature

review.

1.6.1.1 Reflexivity

| had been awarded Malta Government Scholarship Scheni®IGSS)
scholarship to conduct this research, whose field of study was deemed a priority, thus
showing its importance in addressing national needs. Although spassored by the
Mal tese government to conduct research ¢
education department, which could suggest the need to comply with government
expectations, it must be made clear from the start that | was aware that thizemarst

autonomous piece of work whose outcomes wouldribgued and discussed.
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Since | had never been previously trained in SL and FL teaching and as already
stated, | taught Maltese to foreigners, this fact in itself indicated mgxpséng beliefs,
which could bias my research if not taken into account. For this reason, the main
research areas stemming from the research questi®ls SL adult learners, SLA
theories and their corresponding teaching approaches, syllabi and learning miaterials
wered scussed in the | iterature review to
thus present different perspectives. This was intended to shed light about these areas
and thus update my pexisting beliefs, which in turn helped me be more critical in
selfquestioning 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.

1.6.2Research Aimsral Questions

This researcladdressethe following aims:

1. Obtain a snapshot of the conditions, attitudes and needs of learners and teachers
attending or deliverin/FL-1 andMFL-2 coursesunderthe DLL.

2. Comparehe | earnersd6 needs in terms of th
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. Comparehe t eacher s d tprmgofteeisylabds, teachiogls | n
methodslearningmaterials(in some casescludngt he t eacher sd pe
of | e ar nandteadherrranengith )heir perceptions of the courses
being offered by the DLL.

4. Gain insights into the similarities drdifferencedetweert he t eacher s 6
studentsdé perceived needs and suggest.|

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

teaching scenario.

This research aiedto explorethe followingmain researchjuestion:
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A

Are there discrepancies between the current MSL cowf$esed bythe DLL
and the |l earner s6é6 amwhkat andhactlieg sheuid bep e r ¢ «
taught?

and secondary questions:

Learners
A 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?
A What are the | earnersodo perceived nee

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

Teachers

A

A

To what degree does t he current sit
expectations in terms of the teacher training, syllabus, teaching methods and
materials?

Wh a 't are the t easdnd suggéstiopseconcezning el MSh
courses for adults in terms of the teacher training, syllabus, teaching methods

and materials?

1.6.3Significance of th&®esearch

Due to the eveincreasing number of foreign people coming to live on the

MalteseIslands and the resulting demand for Maltese language col@s&s from

people living abroad it is essential to analyse the courséfered bythe DLL andto

compare them to the | earner so0 apmodchnilleache

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

present teaching scenarit.is alsoanticipated that the findings and analysis from this

study wi l | be useful in understanding ¢t#h

which in turn will help (if the need arisgsin developingnew syllabi and learning

materials for the courses and offering the right trainingpdateteachers on the latest

pedagogical needs.
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1.6.4Sructure of theThesis

Chapter2 discusgsthe characterists of an adult learnédone ofthe sourcedor
this researchandpresens different arguments about needs analysis. Then an overview
of the major second language acquisit{S8hA) theories and second languagaching
(SLT) methodologies is presented dain abetter understamag of their ramifications
on SL teaching.Literature onsyllabi and teaching materiaks alsoexploredto provide
foundations for the sections addressed in the interviews and questionGhapger3
introducesthe underlying remarch paradigms, together with the methodology, research
design and investigative tools. The data collection, analysis and ethical considerations
are also coveredChapters4 and 5Spresenthe findingson the learning groups attending
MFL i MQF-1 and MQF2 andon 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 chaptershe research results
and summaries fohe MFL-1 andMFL-2 courses, respectivelZhapter6 presend the
synthesis and discussiowith reference to the literatur@f common themes that
emerged fromthe results for theMFL-1 and MFL-2 course. The final chapter
concludes thisstudy, explainsits limitations and suggestévith practical examplgs
what needs to be implementtmlovercomesome of the main problems foumu this
researchield and what researdesuescanbe 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 quemgdatans f

analysis and interpretation.

The literature survey starts by explaining the differsrareongt first, second
and foreign language learning. It then describes the characteristics and motivations of
adult language learneirsghe group targeted by this research. Since this study consists of
a needs analysis of adult learners and their teachers, tluespris 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
i syllabi, teaching methods, learning materials andhéncase of teachers, training. As
a result, the analysis and interpretation cover the same subsections. An overview of
major SLA theories and teaching methodologies is presefioted better understarialg
of their ramifications on the teaching and leaghof MSL in MQF-1 andMQF-2 at the
DLL. The literature related to syllabi emerging from the previously discussed thiories
as well ascourseboo& and other instruction materidlsarealsoincluded to cover the
remaining research area$eacher trainingis excluded fromthis literature review
because thguestions asked in the research instrumentslaoatteacheréperceptions
and comments related tbe aforementioned fields such as ad8lt learners, needs

analysis SLA theories and so on.

Althoughan effort was made tetrike abalance betweethe 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 thisis the first PhD research addressthe MSL issue,in a scenario wherthe
University of Malta the only university in the countryyffers no specific course to train
teachers or studett¢achersn MSL or MFL, this stance intended tncompass the
different aeas stemming from the research questions. It also aimed to update-my pre
existing beliefs s indicated in sectioh.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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corclusion of this research (Section 7.5.3 Future Thinking and More Research) or in
MSL or MFL.

2.1Differences betweerfirst language (L1) and second languagel(2)

Sincethis doctoral researchontinually refersto first (L1), second (Slor L2)
and foreign languages (FL), it is important to differentateongt 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, diffevanisat

essetial to clarify any confusion.

The abbreviatiorL1l denotes the native language, that is, the first language that
the learner acquires in infancy or early childhood (St€8#83,p. 10). It isalternatively
referred to as the first language, native language, mother language, mother tongue or
primary languageThe abbreviation.2 refers to the second language and encompasses
the learning of any language after the native language, regardless of whetheeit is th
first, second, thircand so onor whether it is acquired in natural settings or through
formal instruction (Gasand Selinker 2008,p. 7 ) . Hence, L2 is AfAa
both conscious, instructed language learning and subconscious naturalisti@géangu
acqui siti,R006,p.45K It B plgeaferred 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 dog travelling, access to foreign documents o
literature, or communication with the native speakers of the language being learned

(Stern 1983,p. 16).

2.1.1Differences between SL and FL

The main difference betweelsL and FL learning is that the former generally
refers to learning a nemativelanguage in a community where it is spok&agsand
Selinker 2008, p. 7), for example, Maltese speakers learning Arabic in Tunisia,
Australian speakers learning Maltese in Malta or Greek spedkarning French in

Morocca Moreover the SL has social functions in the country where itlearned
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(Littlewood, 1984, p. 2), which can occurin natural settings or through formal
instruction. On the other han&L learning generally refers to learning a nuative
language, generally through forma i nstructi on, Ain the en
| a n g u(@agsand 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. Gedlly, the language is learned for use outside
oneds own commuy h9B4 py 2).(Tha drucidl elifiecencd is tha&dL
learners have access to the language being learned through the environment in which
they are living, while in the case Bt leamers,generallybasedn their native country

or in a country that uses ih@ative languagesuch access usually not possible (Gass
andSelinker 2008,p. 7). Thereforeha second | anguage usuall
recognized function within a couida83p whi
16). This generally implies thaFL learning needs more formal instruction to
compensate for the lack of languag®ut in the environment. In contrast, BL
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, thismay not be the case in Maltaespecially for English
speaking foreigners.ii&e Malta is officially bilingual, one can find an Anglophone
everywhereThus, Malt® s coatsasls with Ste sonclwsion Therefore teaching
Malteseto foreigners in Maltanay require nore formal instruction to compensate for

the lack of language inpfitom the environmenthowever this will be determined later

from the results of the needs analysis the context of tis researchalthough both
courses are namddaltese as a Foreign Languadgige focusis onteachingMSL, that

is, Maltese being taught to foreigners in MaditaMaltese native speakers

2.2Adult | e a r characseistics and motivations

This study garticipantscomprisedadult learners whowere attending MFL
lessonsi MQF-1 and MQF2, as well astheir teachersAlthough these courses are
intended for adults, a ¢ ¢ pan ddulnefers toaleatndre ¢ o
who is overl5 years old Althoughdifferent teaching methodologieseaemployed in
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the courseswhich will be analysed later, the specifaudience being taughs of

particular consideration

The way in which children acquiretheir native languages and many adults
learr? their second or third languages from everyday experiareanmpressive proof
o f human bei ngséo capacity for | anguage
phenomena serve as a source of frustration for those who are striving to learn or teach
an SL in a classroom setting-he reason is thatlthoughthe classroomenvironment
helps in the learning process and generally handled bycompetentteachersand
equipped withinstructional methods, textbooks and resources, not every learner who
attendsthese chsses willearnthe skills needed to cope with the language demands in
the outside world (Pical987, p. 3). For this reasonusing different theoretical
frameworks,many scholardave researched and studied why certain individuals are
successful while others fail, therebttemptingto understand what it takes lkearnan
SL.

Although L1 and SL learners have some things in common, acquiring the native
language andearningthe SL are not the samésee section 2,4Three theoretical
paradigms ofsecond language acquisitjorAdult SL learnersdiffer from children
acquiring their native | anguage, bomh in
which they obtain their language inpitorg and Marsh (1997, p. 19analysed five
studiesi Brundage and MacKeracher (1980), Brough&ral (1980), Jarvis (1988),
Knowles (1980) and Rogers (1986)and arrived at seven common characteristics of

adult 3. learnergalthough some of these points also apply to children)

A Adult learners bring their experiences and values to the learning situation. If
they draw on these values and experiences, the learning sitbatiomesnore
interesting. Thereforet is ideal to explore their experiences and use them as the
basis of the languagearning work.

A Adul t |l earnersd years of educational
about the learning process. Teachers should take note of these expectations to

make tke learning experience more successful.

®Krashen distingui shes bet wésdealtwthicsgaiion®.4,Lagmitived a n d
Tradition. Howeverthe termsareusech er e according to Krashenés theor
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A The twoprecedingcharacteristics 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 leathemselves are involved
in the learning objectives.

A Adults have their own set patterns of learning, each different from those of the
others. Their teachers shousttcommodatehese differences by adopting a
variety of languagdearning tasks, thus ensogi that no learners are alienated
andthatthe learning experiends as efficient as possible.

A The best learning comes from content that is relevant to life experiences or
present concerns.

A Adults want to be able to appiyymediatelywhat they learn, steachers should
create realistic scenarios where the learners practise what they have learned.

A Because adults are intellectually mature, teachers should not treat them as if they
were children. A mature teachirgpproachwill reinforce the teacheearner
relationship and enhance the langusegening process.

McKay and Tom (1999) had a similar list of adult learGersc o nt rtad diasst i o n s
Moreover,adult learners, whose ageay rangefrom 18 to over 80, have different
personal circumstances, some of ethimay affect their attendance, punctuality and
concentrationObviouslyhavingno control ovethel ear ner s 6 theteacharmst a
needs to be flexible and encourage a fnse
sour ce o(McKayaqmdpomr1998pp. 2).

TheSLI earner sd age bracket I|eamersshavevellh er i
developedcognitive skills andabilities to solve problems and talk about the language
(Lightbown and Spada 2006, p. 29i 30). Beyond thee particular considerations, there
are alsoagerelated limitations in teaching adult learners. Their languBegening
capacity seems to decline at a particular age. In fact, from studies on immigrant
families, it was observed that children were capablacqliring nativeike 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. Lenneber§ 1967, p. 17 critical period
hypothesiseferred toa time window where the bramouldbei pr edi sposed f o
i n | angu a dleghtbovenamd Spadad@06, p. 68). Although different age
have beersuggestdf or t he #dAcritical peri odo 12 s o me
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others say16), this idea serves to explain why amdult learner issometimes
unsuccessfuin SL learning(Littlewood, 1984, p. 7) or daees not achieve nativéke
language proficiency. Thisaseis especially true where pronunciation is concerned,
becausetsicr i t i c al p the dgeabiz (AsherandQGarcia 1960, p. 340).
Klapper (1996p. 55 56) also maintaied that few adult FL or SL learners achieve the
proficiency that native speakers do. fact, Lenneberg (19¢7arguedthat after this
period:
most individuals of average intelligem are able to learfan] SL after the beginning of
their second decade, al t hleamnipggb | 6 bles 0 ncapied
increases after puberty. Also automatic acquisition from mere exposure to a given
language seems to disappear after tigis, @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 pers@anlearn to communicate ifan] 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 onthanm many fundamental aspeft® | ,
the matrix of language skills is pres¢pt176).

This hypothesis has been the subject of debate for many leavever someadult SL
learnershave succeeded in learning the target language proficiently and distiregl
themselves for their mastei@enerally even if an adult SL learnéarnsthe language
proficiently, there will always be subtle differences in word choice, accent and
grammatical features between the mother tongoguirerand theSL learner who
learred the target language at a young adéghtbown and Spada 2006, p. 68).
Regardless of any hypothssother factors that make children more successful in SL

learninghave to be considered

On the other hand, adult arguments are more complex, thus necessitating a
higher language level. This means that adoitsy beembarrassed 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;dgenerallyt he f or mer -use A
l i nguistic knowl edge, me mor y ,thustakang mlgi e s ,
advantagef formal language instructiofLightbownand Spada2006,p. 68). Usually
the adult learner learns faster, especially in the early stages of SL legviaingovaet
al., 2000,p. 12). To conclude, age does influence language learning, not necedsarily
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to any critical period that limits the learning ability, Hittecause it is associated with
social, psychological, educational and other factors that can affect L2 profiziency
(Marinovaet al,, 2000,p. 28).

Another argument is thasaegards the languag®ut, childrenacquiringtheir
native languages receive long hours of exposuightbown and Spada 2006, p. 32),
while adultslearning & SL, especially those learning it as BL, receive only limited
language exposure. In the latter c@sdich may alsohold true forEnglish-speaking
foreigners learning Maltese am L), due tothe bilingual situation in Malta, learners
are only exposed to the languaageit is taughin the classroom setting, which in many
cases is more formal than the langeiaged in other social settingjsghtbown and
Spada2006,p. 32). For this reason, learnereedexposireto authentic language in the
classroom, and the teaching materiley use shouldcontain authentic texts so that
they areintroducedto a range ofdiscourse types. Thus, the learners should not be
exposed to a distorted classroom version of the language, becausg dreéheot
familiarised with the languageused in the real worJdthey cannot learn .itAs
Lightbown (1985b,p. 265) statd, fithe virual absence of a particular form or structure
in the input makes its acquisition imposslEor this reason, recently, many teaching
practice resources and activities have
that the learner wilencountein the real world tenhance success 8LA (Pica 1987,
p. 16). This reflectsSLA theorist® agreenentthat to acquire a language, learners must
be exposed tats spoken or writtenform in natural settings or formal instruction
(Klapper, 2006,p. 62).

Thus adult SL learners are more developed cognitivgbpssessgreater
problemsolving abilities, already communicate in their native langubgee a mental
picture of a language, have different motivations for learning a language and may not
want to lean the language as proficiently as thelr (Klapper, 2006,p. 55). One of the
motivations for learning a new languagenmgrationto a new country fowvarious
reasons. McKay and Tom (1998,1) statel that some adultsioveto a new country to
learn the language and culture, but the majority come to work, study, accothpany
families orfriends or escape from difficult conditions at home. They rieddarnthe

newlanguage to cope with daily life. Some attend classesdoial reasons; they serve
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as fAa respite from the | onelin@kkayand st a
Tom, 1999, p. 1)Others learn languages so that they can communicate at work, find
better jobs or advance in their careefsdult SL learners may have different
backgrounds, languages, cultures and aims, bshalle a&commongoali to learn the
target | anguage so that t hey can, as \Y
successfully in t ami]beabletwspeakto andderstandthe [ €
people around them @< well as read and wi

Thus as already indicate@ge is not the only factor that determinep@ r s on 0 s
success when learning &L. There are othegriterig such as exposure &naturalistic
environment,motivation, personality and others. Although it is true that many adult
learners end up with lowehan nativelike levels of proficiency, this happens because
someil f ai | to engage in the task with suff
energy, andsupport from the environments iwhich they find themselves to esqi
highl e v el o {Marfhavaetat, 200@p. 27). Hence motivation affectd e ar ner s ¢
success because Ait provides the primary
driving force to sustain the IGCsizéegandand
Doérnyei 1998, p. 203). Motivated learnergot only adults)erform beter than their
peers and succeealthough sometimes they leannderunfavourable conditions or are
taught with methods that professional s ¢
encourages learners to work to achieve thkortterm andlong-term goals (Harmer,

2000, p. 3)Shortterm goals refer to aims that will be achieved briaf period of time,
such as passy the exanat the end ofthe semesterong-term goals arattainedfurther
in the future, such as a better jgHarmer 2000, p. 3). Moreover thel ear ner s ¢
motivation may be divided intextrinsically and intrinsically motivatedtypes The
latter referdo the individuab s 1 nt er n aand id peiformedfor thé interesteor
enjoyment in performing the task; it is thereférgg e r f or med f fHarmert s o
2000, p. 3).The formerinvolves an impetusthat comes from outside the individual;
thereforei t 1 s fian external | y,for axgnplsrendrdssuchr m o f
as good grades or financial gain, the avoidaotgunishment, or pleasing someone
(Klapper, 2006,p. 81). Although different studies have claimed that intrinsic motivation
correlates more with | earning success th
a combination of botfEhrmanet al, 2003,p. 320).
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Taking another perspective, Gardner and Lamd&T2)differentiated between
integrative and instrumental motivation In the former, learnergdemonstrateil a
willingness to acquirgan] SL for the purpose of integrating, or becoming part ofShe
c o mmu r(d. 21%).®n the other hand, th@énstrumentallyoriented language learner
is interested mainly in using the cultural group and their language as an instrument of
personal satisfactioffior reasonf advancement], with few signs of an interest in other
peopl e (BadnerasdeLambert 1972, p. 15). These studies suggested that
learnerswith an integrative motivation were more motivated and proficient in the target
language than those with an instrumental motivation. Moreover, integrative orientation
was practically impossible iRL settings(Ehrmanet al, 2003,p. 320). Although these
issues are much debated, tuerentlyavailable evidence suggestst elements of both
are found in every learndKlapper, 2006, p. 83), including adults Nonethelessthe
learnerswho opt to studyMSL in Malta will be at an advantage a certain extent
compared to their peers who are learnMBL. The reason is thgieoplelearning in
Malta haveaccess tadditionallinguistic and cultural inpst which their counterparts
studying abroad have to compensate for through more formal instruction and self

teaching

Learnersd motivation can be affected

factors, including curiosity, desire for a new experience (Littlewd884,p. 53), the
learning place conditions, the metisatgsed to teach the target language, trelehges
facad in the activities and the success obtained (Harr2@@0, p. 3), thel e s sons o
content r el ev araspestiveages and hbdites| assapportieeratenésphere
(LightbownandSpada2006,p. 64), enthusiasm of the tutor and (@m)favourable time
slot (Klapper, 2006,p.8 5 ) . The | earnersd persorSal i ti
learning process. For instangéadult learnersfind themselves in a state of anxiety
when trying to use the target language, this will be hetntal to th learning process.
On the other handhose learners who are willing communicate in the target language
wi th At ol er anmagberefitfrora mdieasgdroficignoy in FL learning.
Therefore, language tutors have to:

ensuresufficient opportunities for communication exchange in small,-thogatening

groupings [with appropriate safety nets such as prior rehearsal or permittingdearner

refer to notes] and to impress on students the crucial importance of eliciting Flatnput
every opportunity from, in particular, native speakers of th¢kfapper, 2006,p. 79).
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Residing in the targdanguage countrygenerally helps learners encounter more
communicative opportunities, allowing faxtra practice, thus leading toenhanced

confidence and proficiency in the language being kxhrn

Citing Crooks ae1l) Sightbomin aht Spadd200G6disted
three educational research areas where levels of motivation increased due to
instructional methods f mo tsitvuadte nntgs i nft ws it+bperativesrashero n s 0
than competitive goal so and ndv @rey).iTheg t he
first oneis done when the teacher remarks positively about forthcoming activitees,
secondwvhen the teacheareates activities wherdearnershave to work together and the
third when the teacher varidéke class routine to keep learners motivalgte design
and use of learning materials to motivate leareediscussed later (See section,2.7
Coursebook and oher learning materials). Moreove€sizér and Doérnyei (1998
proposedlO 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. Il ncrease the | ecanfideree sO0 | i nguistic self

6. Make the language classes interesting

7. Promote learner autonomy

8. Personalise the learning process

9

1

l ncrease t haienteenassner sé goal
0. Familiarise learars with the target language cultype215).

The foregoing conceptbring us to the conclusion that to increase the leabners
motivation, tutors have to present their students with adequate learning experiences and
mat eri al s t o me epetendet ralaedness,sefetdese mhoanad oennj
(Ehrmanet al, 2003,p. 320).FurthermoreMcKay and Tom (1999%,. 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 (1999p. 322), who designed a needs analysis tip@saire to obtain
information about the general needs of learners, their aims for learning the new target

language and their methodological preferences.
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Since the needs analysis is a crucial step and this research is based on this
approach, the next gamn definesthis processand notes itsimportance, as well abe

aspects thateed to be addressed.

2.3 Needsanalysis

Needs analysisalso known asieeds assessmerns theprocess of gathering
information about the learnérs n eoddergify and then translatdheminto learning
objectives. As already noted, these objectives serve as a basis for further development
of learning programmes, learning activities, teaching matesjagtc. (Brown 2009, p.
269). Thereforeneeds analysis does not constitute a syllabus but may provids toput
construct ondCameron 1998, p. 204). Equally, Nunan (1990) defil@eeds analysis
as fANsets of tool s, techniques and proced
learningproess f or speci al i (p.€4D) Byowm(2009proddedal e ar r
more detailed definition:

Needs analysis the systematic collection and analysis of all information necessary for
defining a defensible curriculum. Aefensible curriculumis one that satisfies the
language learning and teaching requirements of the students and teachers within the
context of particular institution(s) involved. Naturally, thormation necessaryo
achieve this defensible curriculum includes all subjedive objective information, and

any other types of information that turn out to be appropriate in the particulgpNA

270).

From Nunab @ nd Brownds definitions, shotuldbemer g
conductedor every particular audience becauserg learning group has its own needs

and shoulde considered a specialised group. Following ithés, Dublin and Olshtain

(1986) recommeretl that beforedevelopinga new language prograne, it would be

crucial to assess thene currently in operatiorbecause new programes would be

created either to expand and improve the present ones or remedy their shortcomings. To
survey existing programes, they statgéthat five components should be analysed:

the existing curriculum and syllahus
the materials in se

the teacher population

the learners and

the resources of the progrgdm 27).

Sl S

During this doctoralr e s ear c h, Dubl i n wasfolbwe® besalus€as i n 6 s
mentioned in chapte3, Research Design and Methodolpglye teachers and learners
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weretwo important sources of data in the needs analysis. Their opinithe ayllabi,
teaching methodologyearningmaterials resources and itheteacheré ¢ tamiag
werecollected and analyseds-a-vis theirperceived needs and suggestions.

Coffey (1984 p. 8) alsoshowedthe importance of needs analysis during course
design. Indeed, he suggedthat course design seedto havean ordinary progression
of operationsone aspect of whicltvasneeds analysis. West (1994, 1) poined out
that until John Munby published CommunicativeSyllabus Design in 1978 needs
analysisaimedto evaluatethe target situation for syllabus specificagsphowever, 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 cour se depanngrainthdgipast wo
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
reasonabl chotzandparwing £9810p. 30).

Using generic programmes or materials without a particular audience in mind
will haveineffective and inadequagdfects(Long, 2005,p. 1). For this reason, Wilkins
(1976, p. 55) statd that the initial step for thelevelopmentof language courses or
syllabi was to outline the objectives, and wherever possithese will be based on
| earnerso6 needs that wil!/ be derived fro
be expressed in terms of the particular types of communication in which the learner will
neal t o dWilgires,0l@76 p.55).

Yet Singh (1983p. 156 cited in Brown 2009, p. 276) poined out that to
succeed in needs analyste has to set realistic goals and keep a balance between
Awhat i s neededo miradt, Cofieyh(B84,p.i7)sshopedthas theb | e 0 .
objections to Munbyds ¢ ompvoledd @scamplicated n e e d
process with insufficient time for its full implementatiom the majority of cases, and
once put into practicat wasdone once and for all. However, suahanalysis cannot
be done once and for al/l becausTausitdae | e a
beconclude that need analysis is an ongoing process.

In the context of foreigtanguage teachingiVest (1994, p. S5)ndicatal three
possible points where needs analysis could be carried out: before, at thof atadt
during the coursdn the first type called off-line analysis, the course designer tries to
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createa picture of the target situatighrough different methods, including questions to
sponsorsteachers and learners. Nevertheless, West (1994edantt t ha't nl e
perceptions of their own needs may befalinded, inaccurate or incomplete, and
courses devised by dlihe analyses of this sort may frequently have to be reviewed as
| earner sd per(spH dhredeidisadvantagasaajply ®© the second type
the on-line or first-day needs analysis. Although the information gathered camdre
comprehensivand relevantii t s ful | ness, rel evalniceedand
(West 1994, p. 5). To counterbalance these limitationsg tthird approach, analysis
during the courseassesses he | earnersdé6 needs and/ or p¢
become clearer during the courde. fact the needs analysis in this reseamhs
conductedn the last month of the courséhey were already undertakirsp that the
participants ha clearerperceptios; however it broughtabout certain limitatios (for
more detailssee sectio7.3, Limitations of thestudy).

West (1994 p.8) also argue that during needs analysithe datawould vary
according to the instrument used and she u gypbse Citing Schutz and Derwing
(1981) he statd that most of the following categoriesuld becovered:

general personal background (7%)

occupational speciality or academic field (1%)

language background (14%)

attitudinal and motivational factors (8%)

relevance of language to target use (1,0%)

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

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

course content and method of insttion (13%) and

reaction to project (1%p. 37).
Schutz and Derwin@l981)also offeed percentages for guidance when gathering data
on learners.The research instruments in thssudy incorporatedmany of these
suggestions

Although some learners can provide useful and valid insigtdgheir needsit

does not mean @t hat |l earners wil|l neces
source, or the dLorg)005,m26). Ih neada analysis, dvital to e 0
survey the teacher population because they are a determining factor in the success of
new syllalb or learning materials. Brown (2001kchoed this pointasseing the
importarce ofinvolving the teachers in all aspects of the needs analysis becayse th

fare the people who wildl have to deliver
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current students (and perhaps the needs analysts) have movbtb@uver] we must
never forget that (p. 283)cAddtiomnally, DablineandnEhtair s |, t
(1986 suggestdthat a researcher should evaluate:

l.the teachers6 command o-hatite bpeakdréoweyan,a ge [ i
since all the teachemsere native speakers, thdid not apply in this particular
study);

2. the t e ac h e baskdroundr lavel ofihiglger, education, exposure to ideas
concerning the nature of language and language learning, teaching experience;
and

3.the teachersdéd attitude(pt3dwards change in

Aside fromexperienced language teachers, there could be other sources at hand, such as
Afgraduates of the programea@aorrs@éong 8005 sd mp
p. 27). In this study the two primary sourcesvere thelearners and teacheastending

and teachingboth coursesat the DLL; the information was gathered through
questionnaires and fate-face semistructured interviewsAn education spokesperson

from the education departmendf Malta, in charge ofthe DLL courseswas also
interviewed tocorroborate/contradict/supplement the data retrieved from the other two
sourcesHowever asthe next section demonstratalifferent sourcesould bring about

different challengesvhich should beaddressetb obtainvalid and reliable information.

2.3.1Sources for Needs Analysis

Some people think that the moparticipantshere arethe morecomprehensive
the informationwill be. On the ontray, when using multiple sources and/or different
methodsit is common to find discrepanci@snongt various informants. Long (2005)
claimed that in such caseshe majority of researchers repdhe inconsistencieand
stop therg however, it iscrucial to follow up withthe question A Whi ch sour «
right, or more likely to be, and whidlare] to be folloved when designing a program?
[Are] none of them right? Or are all of them right (at least those involving different
sour c(p. 80).7Phis study adogdL o ng 6 s p,dhataspdsaepanciesvere
unveiled andwhere possible analysedmore deeplyto obtain reliable and valid
conclusions and considerationsoreover, Chambers (1981) arguehat having
numerous sources, such as the student, the sponsor, the employer, the teaching
organisationii t eerd do[ exacerbate existing problems or even create neo n(p.s 0

26). From these numerous souragaeeds analysidie asked whaould determine the
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needs. Citing Drobnic (1978), Chamberentended thatalthough theycould be
conscious of some ai ms, these Al indgaui st
make sound | anguage deci £1081,p.s320f ©hancbers ni n g
elaboratd that thiscase didnot apply onlyto the learner butould alsoinclude the
employer whomight be incompetent in the field or even the teaching organisation that

had expertse in teaching but not in other fields such as needs analysis. Furthermore,
Chambers (1981p. 26) notedthat every party concernaslould keep its interests in

mind, which could conflict sometimes He mentioed the case where for financial
reasons, the sponsors would like a course to be as short as possible, while for the same
reasos, the teaching organisatigmeferredthe course to be as long as possible.

The different needs inputtérom learners and other sources, some of which are
objective while others are subjective, make triangulationeaessityduring needs
analysis. Triangulation aims to validate and hence increaiee credibility of data
interpretation(Long, 2005,p.28).A Tr i angul ati on can invol ve
or more different sources, methods, investigators or (according to some experts)
theories, and somet i(LnmlsandGuibaplodbatedindong t h e
2005, p. 28). Triangulation bysourcei s when two di fferent so
views and their studentsod v({iLoagv205amx 28) ev al
On the other hand, triangulation pethodi s when teachersdo Vvi ew:
qguestionnaire and an interview.”Ao mpar i son of the teachers
student sé vi ews, andideacumant apalyses tofi aoparticalar exam is
triangulation bysourceand method Conversely, as Lincoln and Guba (1985305)
pointed out, when different views fra the same source are compared, such as student
views only, it is not triangulation buimultiple copies. As presentedn chapter 3,
Research Design and Methodology, triangulation by sources and methsdsed.
However, beforadiscussingSLA theories and the methodologies derived from them,
including syllabi and learning materiaistwo areas that fored subsections of the
interviews and questionnairaa addition to teaching methodst is essential to review
an important framework fon e e d s an al y(59823typoloByofar generatirdy s
needs assessmerinhanced with the literatureited in this chapter,this typology
provided insights into elicitation techniques and strategies that élpassemble the

research instruments
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232Rossettdos Typology for Generating Need

Rossett (1982). 30) claimedthat needs assessmenpe&formedfor as many as
five particular purposes and that the researdieuld identify the purpose of the
specific query before assembling thestruments. Shexplainedthat each purpose

corresponds téa type of itend, asfollows:

Purpose Item type
1. nature of the probleAy problem finding
2. priorities within the problery problem selecting
3. subjectmatter/skily knowledge/skill proving
4. attitude towards [the probler finding feelings
5. cause of the problefn cause findingRossett, 1982yp. 30i 32).
Problemfinding

Rossett(1982) pointed out that for theproblemfinding type of questias) the
researcherasks tofind problems andseeksthe details of a particular problem.
Therefore, for such questions, one has tq &kskthere a discrepancy?What is the

discrepancy@fiWhat is the nature of the discrepanc{Rossett1982,p. 30).

Problemselecting

For problem selectingparticipantsare asked tdiprioritize and select from
among several needs or facets of one aéledssett1982,p. 31). Rossett (198%. 31)
alsonotedthat in this type of needs assessment, the reseasicbeldchoose whether
fito ask people to respond on the basis of their own needs and/or their perception of
other®needs. Brown (2001 p. 33) male it clear that the priorities of different groups,
even within the same language prognagnmay vary considerablynd thatfistudents,
teachers, and administrators may see the world in very differentowalis view
reinforces the idea that different triangidatsources should be used, whivhs done

in this research.

Knowledgeskill proving

Knowledge/skill provingcould be used to diagnose the initial strengths and
weaknesses of the learners by testing them or havingdbeduct a selasseswent In
fact, Brown(2001)state:
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In either case, this type of information can be very important for establishing agstarti
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 pr¢gram).

Finding feelings

Finding feelingsseelsd at a about the | earner s6 f ec
towards the language being studied, the elements of a language curriantlisp on
(Brown, 2001, p. 33). They help in finding ouiif learners feel they areeady and
competent to acquire the skills or knowledgRossett 1982, p. 31) that the language
progranme delivers. Brown (2001p. 33) also poirgd out that such questions are used
by researchers tidescribe and investigate the differences in attitwdesrious groups

of people.

Causefinding

Cause findingasks for the cause of the problem. As Brown (200133) argued this
type of questionis generallyaskedlate in the survey, after the interviewees have
thoughtaboutand expressed their views, in order the interviewergo seek solutions

to whatever perceived problems were uncovered.

To conclude, according to Reest (1@82)theory, understanding a performance
problem means

finding answers about what needsséxivhat 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 probl¢m32).

Ross et t 6 shas begrpaexdmingdyto help formulate questions from the
literature, whichwould bepart of developingthe research instruments. The next
sections of the literature review provide the theoretical framework needed to

evaluate thélaltese languageourses at the L.

2.4Three theoretical paradigms ofsecond language acquisition
Although a lot of research has bemarried outabout language learning, no one
knows exactly how languages are learned. Many scholars, the majority of whom have

built onthetheories of L1 learning, hawdevelopedsL learningtheoriesthat have had a
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great impact on language pedagogy (Harr2@00, p. 31) and the resources used for

this mission Since in this resear¢chneeds analysisvas conducted onthe syllabi,
teaching methods, learning materials and teacher training, SLA theories and research
wereexamined because theguld shed light on language acquisition and teaching and
learningin education. Thisapproachnot only helgd strengthen the findingbut also

servel as a framework on which tmrmulate questionsfor the research instruments.
Thus this section leaglt o At he u fof] dowssecand,dinclaoding foreign,
languages are learned, why adults often fail when children are so successfole thf
metalinguistic knowledge and of explicit and implicit learning, the role of the linguistic
environmen{Long 2062p. 1850 r e 0

The SLA theories fall into three main categories: behaviourism, innatism and
socioconstructivism. All oft hese theories are intended
human learners to acquire language within a variety of social and instructional
e nvi r o n(ltghthoivrs and Spada 2006, p. 49). Each theory has led to the
construction of different pedagogicalpapaches, practices and methodsSbfteaching
(ContehMorgan 2002,p. 191).

2.4.1BehaviourismEmpiricist

Before 1960, the study of language learning was dominated by the behaviourist
approach. This theory is based on the belief that a person caratranimal to do
something by following a thregtep 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 bod&rbal Behaviour(1957), where
language learning was considered a behaviour, not a mental phenomecanaing to
his argumentlanguage is a form of human behaviour, so it is kedthrough a process
of habit formation, where children imitate the sound patterns they hear|epeop
acknowl edge the childrenbs attempts and
case positive rewards), and the children repeat this pattern to obtain more rewards.
With time,these actionb e c ome habi t s, i n whi chhapede <ch
(conditioned) until it resembles that of adult models (Littlewd®2B4, pp. 5i 6). This
theory was applied t8L learning as wellwhich affected the methodology used $h
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classrooms. Classroom activities focused on mimicry and msatior, and leaers

were instructed to learn dialogues and sentence patterns by heart so that they could form
their habis. With this theory, Skinner opened the doors to a teaching methodology
known as theaudiolingualmethod (seaection 25.3, Audiolingualism).

Thus SL learning was also subject to behaviourist ideas. For behaviourists, the
difference between learninghdl and a SL is that in the former, the studerg
consi der ed ,hbutifithedatarthedearnehasareéadyacquiredhabitsin the
mothe r | anguage. For behaviouristdeaand@émpo
habitsin the L1 help themacquirenew habitsin the SL. On the other hand, when the
habitsin theL1 hinder the acquisition of th8L, it is deemedfinegat i veant r ans
Al nt er (Lidlewead d284,p.17). Robert Lado (19570one of the pioneers of the
Acontrastive agadlaanedtlai s hypot hesi so

the student who comes in contact with a foreign language will find some features of it

quite easy and otheextremely difficult. Those elements that are similar to his native

Iza;nguage will be simple for him, and those elements that are different will be dificult
However, in later studie©@lin, 1989, p. 18Zobl, 1980,p. 52), it became apparent that
differences between the native language andSbedo not necessarily hinder the
learner. On the other hand, similarities do not imply thaSthevill be learnedwith no
difficulty. Consequently, the influence of the mother language is much more diféicult
foretell than was earlier thought. Apart from this, a study conducted on adults
learning English as a second language (E8i9§ majority of errors observed in the
speech and writing of L2 learners could not be attributed tolLihéHawkins and
Towell, 1992, p. 99). Moreover, the contrastive analysis hypothesis, especially in the
syntax area, could not be empirically validated (Newmeyer\Weinbergey 1988, pp.
351 36). The growing number of problems and contradictitmst the contrastive
analysis hypothesis could noesolveshowed the need for a more sophisticated theory.
Researchers and educators had to think ¢
| anguage,nloeg arfroicuggd ng solely on the <char
languages(Pica 1994a, p. 52). Consequently, agxplainedin the next section,
psychologists and linguissst r ongl y chall enged t lbecaubee hav
thesecoul d not fAaccount for the c¢ dugptbownx i t vy
andSpada2006,p. 49).
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2.4.2Innatism:Mentalist orCognitivist

A swift change ensued when Noam Chomsky published a reviiewkoi nner 6 s
Verbal Behaviouyr emphasising that languageéid not simply involve i ver bal
b e h a v. indaatrhé argued that underlying this behavisasa complex system of
rules (competence) with which each individwauld create an infinite number of
sentences, some of which the same individual haver heard before. Thus, he
discarded the idea aferbal behavioyrargung thatfi ¢ o mp e tas diftererd from
t he fAper f or maouldacwally observe apdenegsitetlewood, 1984,p.

5). When learning a language, childrenquiret hi s fAcompetenceo ( ¢
through which they candeome creative language usé@tsrmer 2000,p. 32). With his

work, Chomsky rejected behaviourism and gave birth to mentalism, a theoretical
framework through whichhe arglie h at @Al a n g u[wagleleteandngdunotdy t i o |
habit formation and the envinome n t but by the mind and
(Klapper, 2006, p. 4 6 ) . This idea of nfcreative <co
researchers to believa childrerd snnate abilityto acquie a language, known as a
languageacquisition device (LAD). The LAD is said to operate only in humans from

the early years until the age b1, when children process the environmental input (the
language they heaat 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 dg drinked(for he drani or they eatedfor they at¢. A mentalist

will argue that these utterances are made not because children are imitating the speech
of somebody elsanstead they are using their LAD to discover and learn the rtdes
whichtheyhave beemxposed and rapplying them to create original expressions.

The paradigm shift in the scholarly approaches toShdearning process was
signalled by S. P. Corddd967)i n hi s paper, AThéersiagmsd i
Thus,SLA researchers moved away Afrom rega
primary source of information about SLA, to looking at the properties of L2 Leérners
mental grammar in their onm i g(HawkinsandTowell, 1992,p. 100).As thepioneer
of thefierroran a | y Gordsrroaintaired in his researdat when a tweyearold child
would say This mummy chaijrtthe listenekvould not interpret this as an error bubuld

acknowledgeit as part of thec h i lingudssc developmentOn hearing this, adults
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woudgenerally expand or r&pbrasgeathetboht b
chair (Corder 1967, p. 165). In the classroom scenario, providing the correct form
immediately may noalways be the most effectivapproachbecause it eliminates the
possibility for the learner to test alternative hypothd€esder 1967,p. 168). In fact,

though this tendency towards instantaneous correction is highly ersgzhasi the
audiolingual metbdology, immediate error correction could actuailgistort the

|l earner 6s hypot heteusdelayfthe lkkaming @dcas@hang200% c a n
p. 86). Therefore, ideally, the teacher leads the learner to discover the right form.
Cleatly, errors are amnavoidableand important part of the learnirxperiencethey

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 tonge, but also a strate@ppliedby adultslearning @ 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 researchénsoov language is acquired or learned, and
finally, they are beneficial to the learners themseasss mechanisnthey use to learn,

in the sense that Ait is a way the | earn
t he | anguage (Chréer 196¥, p.I11&p Eeatinker (1972) envisioned this
|l earnerd6s | anguage system as having its

that of the native language nor the target language but could contain elements of both
becausef the continuum between L1 and L2; thie same time, sometimes this system
might not be related to the L1 or LgHawkins and Towell, 1992, p. 100). Selinker

coined this system and its transitional stages towards the target language as
Al nt er | @itleyaood, d e84, p. 33). This phenomenonvas also observed by
Corder (1967) and Nemser (197the f or mer referred to t hi
competamdebdbhe | atter named .iSihce iaterlanjuagep r o x
involves the formulation and testing of hypotheses about thesrale the target
language, it is constantly changing. Although therefiaoguisition sequences, they are

not simply linear or cumulative, and having practised a particular form or pattern does
not mean that the form or (lpghthotvreX985a,p.s pe
177). In fact, Chomsky and his followers have sought to identify the universal principles
common to different | anguages, (nwversahr e a

gr ammar oCoifsideeet.o0 be part of a mdowad mangaagee b i
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f a ¢ y UG ismade up of linguistic principles that all human languages fo{lbivite,
1989,p. 1; 2003,p. 2). Cook (1985ktata that UG:
consists, not of particular rules or of a particular grammar, but of a set of general

principlesthat apply to all grammars and that leave certain parameters open; UG sets the
limits within which human languages can v§py3).

According to this theory, | angutegirg inacqui
which the learner uses the LAD to mlatthe grammar of L1 against the principles of

U G (Klapper, 2006,p. 5 4 ) . The childbés UG grows int
environment al Atriggerso ar e;hencalangudged i n

acquisition is the growth of the LAD, wtti 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
parameter¢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 conclusarbe drawnthat when
learning @ SL,| ear ner s6 parameters have already
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)
maintainedthat L2 learnersvould transfer their L1 parameter settings into their initial
L2 grammar. When the parameters are the same, the leanumrstandsthe
grammatical properties of thie2. When the parameters are conflicting, the learner
moves away from the grammatical propertéshe 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 set.However, his theoryfocuses orthe 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
fdoes not seemltiyo het pVviude i e papaeit2006,p.r FL
57).
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Klapper (2006p. 46) concludd thatthe controversy between behaviourism and
mentalism hd brought researchers to a point somewhere in between these two extreme
positions they accemdthelearnedb s 1 nnat e lutbat theisame tifigava D)

importance to environmental input.

2.4.3CognitiveTradition

The cognitive tradition employsdifferent approach, which is more focused on
the learning aspects arnltherefore more related to thpedagogical process of SLA.
This approach emphass the wagthe mind perceives, retains, orgsss and retrieves
data (Lightbown and Spada 2006, p. 34). In fact, within the cognitive theory
framewor k, researchers vi ewskilfi8lkehwachat he
rangeofsuls ki | | s must be practised in d6contrc
i nto d6dautomat i c 6 (Ktapperf2006,@ 57} Therefaref therlearaenis e 0
regardedhs a thinker and an active processor of (@atdnarng2010,p. 48). One of the
bestknown general theories of skill acquisition, which served as an influential model, is
A n d e r sdaptidescontrol of thought (ACT). According to this theory, skKill
acquisition i s a t ransd¢g e(explicit fskilleratevani d e c |
knowledge that is describablé o Aprocedur @Iihcd&dadiomwd e d ge op
behaviour of that which they cannot describe in words because they are not consciously

aware of iJ. This transition, with leads to proceduralisan:

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 automatiaegdligiily in a fast,
coordinated fashio(Segalowitz 2003,p. 395).

In this processautomaticity shows thdinal phaseof the acquisition skill. This
procedure, from controlled to automatic, also takes place in language learning through
engagement in activities in which learnergially focus on verb and/or word endings,
therefore orhowthey are using the language. Wihteey reach the automatic stage, they
start to focus orwhat they are saying, thereby reducing the burden on the working
memory, speeding up performance, reducing error and at the samehévieg a
Achannel c a p a-ordet yasks(Klapper 2006, @.h58)r A U-shaped
development can occur as learners progress from one stage to anottlex in

development of the target language. This apparent backsliding happens when
64



encountering new formeecausdearners 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 systeMcLaughlin, 1990, p. 117). The reason is that
learningaSLi nvol ves fAa process wwdmandiagoperatoasnt r o
become aut omat i,whetebubskils@rk aufppmaded, teadmn@to either an
improvement in performance or restructuring. Therefore, restructuring is a process in
which fimore complex internal representations replace less complexo,ométsally
decreasing performance but increasing it again over time as skills become more expert
like (McLaughlin 1990,p. 126).

For this reason, in hisiputhypothesigheory,Krashen (1982p. 20)statal that
ideally, SL learners should be exposed to interesting language thgt wbeld
understand but at the same timeuld contain structures beyond theurrent levels of
competence. This scaffolding theory, referred to as i+1, is similarV y g ozore kfy 6 s
proximal developmen{Ariza and Hancock 2003, p. 2). However, Krashen tried to
differentiate between acquisition and learningcquisition is a subconscious process
that results in the knowledge of a language to communicate, in whacguage
acquirers are not usually aware that they are acquiring the largikagsehen, 1982, p.
10). Conversely learning is the conscious knowledge of 3L, such as knowingr
being aware of theules that is,knowing aboutthe languagéKrashen 1982, p. 10).
Krashen suggested th&L learning would need to be moresimilar toc hi | dr en o
acquisition, clainng that acquisitionrwas more successful than learning. Children are
never consciously taught the language but do receive the languageaogiity tuned
by their parents (Harme000, p. 33), which Krashen refeedt o as ficar et
speethios type of mo d i f, comgisingsop tbedanduage the i s |
children already know to aid comprehension and at the same iticlades other
languageaspectsof a slighty higher level, tenithg to becomemore complexas the
child progresserashen1982,p. 22). Leaving aside the long time needed to acquire a
languageas children do with their native languages, ana@ n y | diraitechnembgerd
of hours to acquireraSL, all SLA theorists agree that to acquire a language, learners
must be exposgkto its spoken or writterform andthat comprehensive input is crucial
for those acquiringraSL (Klapper, 2006, p. 620n the other handgxposureto large
guantities of comprehensible input does not imply that one is learning a language more
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successfully. Inthe affective filter hypothesis, Krasherf1982, p. 31)argued that

affective variables such as motivation, ssihfidence and anxietyererelated toSLA.
Thereforea learner whoisnotsetfonf i dent or i s bored or a
language inputfiimaking it unavailable for acquisitiorfLightbownandSpada2006,p.

37). Presenting linguistic forms in the classro@sodoes not qualify as input because

I nput i's Awbat fgub@as i 80 av @ ortleg bIA6#HD. 1650 r go
Kr a s hdistimadian between acquisition and learning as®been severely critised

because it is difficult to differentiatehethe a person has acquired or learn&sheents

of the languagéHarmer,2000,p. 38).

In conclusion, the cognitive approach views both declarative and procedural
knowledge as important for tt&k learner(Klapper, 2006, p. 62). A typical classroom
scenarioliat represents this idea is one where ledening is followed by practi¢avith
time and enough practice, the procedural knowledge will overshadow the declarative

knowledge, leading to automaticifiyightbownandSpada2006,p. 40).

Overall the critique against the innatist approdatentalist or cognitivist)s
that researchers draw their conclusions fretodies abouproficient language users.
Critics have argued that Ait is not enou
and tha more attention should be paid to the developmental steps leading up to this
| evel o flLigmbmsniare8pada2006,p.49).

2.4.4Socieconstructivism: Interactionist

Although Krashen emphasised the importance ofwag comprehensible input,
simply presenting students with language input alone is cl@satjequateTheyshould
also beoffered 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, ailogvthem to adjust their languaggiven the
perspective they have receiv@diarmer 2000,p. 40). For these reasons, interactionists
elaborated on the innatist notion of comprehensible input by acknowledging the
importance of twewvay communication. Interactionist theorists such as Michael Long
(1983) and Teresa Pica (1994) claimed tBafA would occur through conversational

interaction therefore, thiswould be an essential, if not sufficient, component
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(LightbownandSpada2003,p. 43; 2006,p. 43). During this conversational interaction
between the learner and interlocutors, when problems anBse message
comprehensibility, negotiation occuxghich leads to the modification and restructuring

of the interaction(Pica 1994, p. 494). Thus, when learners receive support from
interlocutors to understand linguistic mategidiat are not in their L2repertoire, the
learners progress in their receptive and expressive capabilities $i itecg 1987,p.

5). In fact, Long(1983)agr eed wi th Krashendés cwoad m t h
benecessary for language acquisition, bomg argued that witli modi f i ed, i nt e
the input would be more comprehensifllégghtbown and Spada 2006, p. 43). In fact,

some interactionists argdig¢hat when learnersvere given the chance to engage in
conversational interactions with their peers or tutors, tmaycipated in meaningful
activities that required themt o fAnegoti at e f oredtheemnselvésn g o
clearly to arrive at a mutual understandihggfitbown and Spada 2006,p. 122) or to

repair breakdowns in communication (Rid®94, p. 510), especially when native
speakers interaetl with nonnative speakers because the formeould avoid
conversational troubléLong, 1981, p. 265). At the same time, these interactionists
claimedthat with these conversational interactions, the learners etgoredl language

forms consistingof wordsand grammatical structur¢sightbown and Spada 2006, p.

122) . Therefore, Awhen It comes to com
power ful commodi ty,; even | earner séanbei ng
i mprove t hei r(Piaaadpp 503). dheseicanversational modifications,
which may arise naturally during conversation, include repetitions, clarifications (Ariza
and Hancock 2003, p. 2), syntactic adjustments, changing words, modifyiogns

(Picg 1994,p. 494), gestures, elaborations, slower speech, additional contextual clues,
paraphrasingLightbown and Spada 2006, p. 144), rising intonation, conformingith

or clarifying the meaning of a message (Pk287,p. 5), using question® make the
nonnative speakersd convel983a,p.il&l)) &xpansion | e s
(Long, 1983b,p. 127), extractions and segmentations (P1€®6,p. 5), amongt others.

As this list shows, modified interaction does not always contain linguistic
simplification. Moreover, Pica (1994, 494) maintainedthat negotiationwas not the

only mode in which the interactiooould be modified or restructured; ttould be

interrupted through a correction or rerout

67



interactionhypothesisgavemore prominencéo the significance of corrective feedback
during conversational interactiofiLightboown 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 beenegardedas 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 tlggantity of input people direct at yo(Krashen,
1982,p. 60).

However, in theoutput hypothesis,Swain (1995, p. 125¢ontended that producing
languagewould help SLA in three ways: a) itwould pr o mot e Anoti ci
recognising the | ear ne wald lead iton theu tesst af c pr
hypotheses about language forms and structures, and if feedback is giverousyl it

|l ead to the modificati on |loera riseleeefsctoncor s si n
their language output, whickiould empowerthem to internalise linguisticriowledge.

Leaving aside the fact that language practice alone leads to fluency, Swaindxblégve

all thesethree benefitsvouldlead to accuracy.

Nevertheless, negotiatidnincluding input and outpuit cannot account for all
SL learning, first because the negotiations generally focus on lexical items, not on
grammatical morphologysecond, if learners are not ready for something new, they may
filter out the language inpyKrashen 1982, p. 3); andthird, too many questions can
be annoyingPica 1994,p. 519). Moreover,although most classrooms include a lot of
learning interactiosdue to different daily activities, including group discussjqrair
work, drills and others, research has shown that the interatinween the teacher and
the studentgnvolve few restructuring movesy(ch a<larification requestscompared
to native and nommative interactions outside the classro@rica, 1987, p. 8)This

discrepancyan be due to various reasons:

A the learnersview the teacher as an expert and evaluator and therefore act like
subordinates;
A decisions on what knowledge and skills are tal&monstratedre generally the

teacheds prerogative;
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A the classroom discourse is mutaptedowards tweway communication becags
time constraintpreventthe teachefrom negotiaing with each individual;

A to meet predetermined objectives and to sustain order and organisation, many
classroom activities avoid negotiationwhich could have led to mutual
understanding;

A during negotation students are presented with a linguistic letak needs little
or no restructuring to achievand

A efforts to attain comprehension through interaction could be perceived as
challengng the teachés knowledge and tis his or herpower and authomt
(Pica, 1987pp. 8 13).

The critique against linguists working from an interactionist perspective is that the
language inputreceived bylearners does not contain much of whatytheeed.
Therefore, criticsplaced greater importance on innate principles that learcerdd

work with (Lightbown and Spada 2006, p. 49). However, extensive reseanttakesit
evident that the learning environment miistlude opportunities for learners to engage

in meaningful social imtraction with users of theL if they are to discover the linguistic

and sociolinguistic rules necessary8itc o mpr ehensi on (Picg®87pr odu
p.4).

2.4.5 Considerations about SOAeories

TheSLA theories attempt to give an explanationlfarguage learning that helps
teachers to fAcrit i ceibtihgylanguaga beliefseintetpietetheir o v
classroom experiences and establish for themselves a methodological framework which
facilitates better i nKlappem20@sp. 6% Hangvemiec al
the MSL teachers at the DLknowledgeable about thessarningtheories? Are they
trained in pedagogy, some of whiatederived from these theories, to teach Maltese to
foreigners?Otherwise, argheselearning and tedeng methods and materiadstriat
anderror and sometimes a {ahdmiss approach?Therefore in both research
instrumens (questionnaires and interviews3pecifically in the training sections,
teachers of bottMFL-1 and MFL-2 courses were asked abouesk issues. Since

different approaches and methods in language teaehengmonsgt the byproducts of
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SLA theories these are dealith in the next section, so from the SLA theoriethe

discussion leads tihe classroom practice.

25 Influential approaches andmethodsof languageteaching

Researchon SLA has brought about different methodologies $tr teaching,
andthe influenceof SLA can be observed in textbooks, teacher training progesm
and curriculum design@.ightbown 2000, p. 438). Forthese reasons, language tutors
should reflect on any proposed method to deternii®eobjectives whetherit is
practical and adaptable, adequitetheir teaching situations anbe types of learners,
and to assess if they can handle the demands of mgokkith a particular teaching
method when considering their teaching Id&ivers 1981, p. 27). Apart from this,
there is a diffepanposbdbet w@an pidsgpe=at e if a It (
teaching. The former generally referstte language coursesffered to learners in
schools, and the latter generallgmpriseslanguage courses designed for a specific

group of learnergEllis, 2005, p. 3). This study focusd on generapurpose language

pedagogy.

Since two sections of the questionnaires and ttexvilewswere abouteaching
methodsand learning materiglgt was crucial to review influential approaches and
methods in language teaching, which leelfo bothdevelopthe research instruments

and supplement the findings with appropriate studies thaniterature.

25.1 GrammaiTranslationMethod

As its name implies, the gramrmanslation(G-T) method relie on teaching
grammar and practising translation. This method was used in the teaching of Latin and
Greek in Europe in the nineteenth centlutgter on, it was used by Pl6tz in Germany to
teach modern languageand it swiftly spread to other countri@Rivers 1981,p. 28).
Until the 1960s, it was the standard metleatployedn most British secondary schools
(Klapper, 2006, p. 105). In fact, ceain textbooks used in the nineteenth and twentieth
centuries were based tmetraditional 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 langge concerned, written exercises, translation exercises and
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bilingual lists. Hence, textbooks predominantly consisted of vocabulary lists and rule
explanationgBandl 2007,p. 2). In fact, Titone (1968stated that:
nineteentkcentury textbook compilersvere 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 appandix to the rule®. 27).

Therefore, with this method, Afconsi der at
own | earning had | i andRae 2001ip. 247y, evprytrang was ( Gr
teacher centred n d it h e[didk ds shE[eard]lt se they[could] learn wha she

[knew]o (LarsenFreemanand Anderson 2011, p. 19). According to Riverg1981, p.

31), thisapproactmade it boring for the learnemue to the repetitive system used and

the passive role given to tmen learning the language

Emphasis was placed on grammatical rules, which were explained in the
classroom in the | earnersdé native | angua
the intention of leading the students to write the target languageadely and at the
same time, to appreciateh e fie kt & s ar y while tgansiating it iatothee 0
native language~or this reason, the texts in the textbooks were not chosen according to
the studentsd | evel s orthetworkst cfggeat bvatdrs, we r ¢
specifically chosen for their intellectual contéRivers 1981,p. 31). TheG-T method
emphassed teaching and writing skills (Griffithend Parr, 2001,p. 247) but neglected
oral communication skillswhichmeant no learninthrough practicéKlapper, 2006, p.

106). Most of theinteractionwasfrom the teacher to the studentsus there was little

or no studenstudent interactiorflLarsenrFreemanand Anderson 2011, p. 19). Apart

from reading aloud and dictation, listening and speaking skills were overtooked
together with the absence of authentic texts, (egts with realife language input)his
approachmade it difficult for students to communicate effectively andstilid not
prepare them for the real world. Tieake matters wors@ew textbooks were modelled

on their predecessors, which of course encouraged teachers to continue thesestradition

Despite the volume of repetitive exercises, this method was not toanderg
for the teachers because much of the work could be corrected iniclasany cases
the | essons wer e us erdspetticeunits.oHowewvew astRivers t e x

(1981) rightly asser t[d the worksolithehteadher xolseb 0 0 k S
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immediate ainfbecamelthe completion of all the exercises in the unit and the covering
of all the units i n t h(p 29 Madovenwhen atudgntsv e n
made errorsteachers supplied them with the correct answkarsenFreemanand
Anderson 2011,p. 21). Any proactive teachers who tried to elicit conversaiarclass

from these textbooks found the text inappropriate for such actividiesx. a decade ago,

the GT method was still in practice to some extent buacked 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 DirectMethod

The GTO6 s p r e d dommany decaglesequired more active teaching
methods tdargetthe skills thatit did notaddressespecially oral proficiency. Initially,
this need(which also arose from new opportunities for communicatmnongt
Europeangled to the creation of various séd#farning converdgamn books and phrase
books(RichardsandRodgers2001,p. 7). However their inadequacgaused revision
of the languagéeaching methods, in which different scholars came up with the idea of
natural learning principlesn turn,theseled to the creation of thdirect method (DM)
which received #fAits najweuldfbe conveyéddigectly iact t
the target language through the use of demonstration and visual aids, with no recourse
to the student @asenfraemanand Antlesson@Qla, g 85 This
method emphasisl language input and outpubat is,listening to the target language
and expressing oneself with thus,the lessonsveredelivered in the target language.
This methodvasintended to reflecthe way children leaed their native languages, so
itamedi t o f direcinassaciation of objects and concepts with the FL word, to
avoid use of the mother tongue and to accord grammar a more subordinate,
accompan yKlapger, 2006,p. €08). Due to developments in phonetics studies,
the target language sound systgyained more attentigpnand teachers generally
introduced target language courses by teaching their students the new sound system to
help them develop correct pronunciation, withoet ititerference of the native language
soundgRivers 1981,p. 32).

In contrastto the GT method, grammawas not taught explicitly but learned

through an inductive procedhat is,through practice, observation and reflection. This
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system shifted théocus of language teaching away from gramikdapper, 2006, p.
106). Studentswere alsonever told to translatéhe textsinto their native languages
(Rivers 1981, p. 33). When the students or teachers read texts, usually dloeid,
learnerswere prepared beforehand by discussing the subjpben theycould not
understand the meaning of some wordsauld notcomprehend therftom thecontext,
the teacher tr¢to help by explaininghe textin the target language or using pictures
and gestures (Rers 1981,p.33). When errors ocaved the instructor trid to havethe
students sel€orrectwhenever possibl@arsenFreemarandAnderson 2011,p. 31). In

the DM, writing skillsweredeveloped through learning activities such as transcription,
summaies of the readngs and written accounts dhe discussed matersthat led to
creative writing(Rivers 1981,p. 33).

Language practice is a helpful activity that theTGgnored Thus the DM
syllabus was based on situationge.g., at a hote) or topics €.g., weather) that
emphasise@ocabularyover grammar andiewedoral communication as bagicarsen
Freemanand Anderson 2011, p. 31). However compelling students to express
themselves freely in a certain argument without the appropriate structuresSib dhel
in a fArelatively wunstructured situationo
fluency (Rivers 1981, p. 33). The fact thathe tutorsdid everything possible to avoid
explanation usinghelL1 madethe learning process lengthy. Moreover, in many aspects
their attemptdo imitate native language learning matlie processinrealistic, due to
various factors already mentionedef sction 2.4, Three theoretical paradigms of
second language acquisitjorearningan SL is a more restricted task than acquiring
theLl, and even if this were not the case, it could not be learned from the classroom
alone. To sustain such a system, sthedents have to hear and prsetthe language
outside the classrooifiRivers 1981,p. 33). Since the DM method emphasisthe use
of the target languagenother possible drawback was that i ik tiposestigors
who [were] not fully proficient in thetarget language ardelt] happier following the
| ead of lagpey 2006)p0107k. O

2.5.3 Audiolingualism
The audiolingualism teaching method also grew partly out of a response against
the GT method, but therevere historicallinks as well. ie to the outbreak of World
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War Il, arny personnel needed to ledrhs in the shortest amount of time possible so

that they could communicate verbally (GriffitaadParr, 2001,p. 247) with their allies

during military operations and also understand tleiemies. Later on, language
schools and universities became interested in this methodology, and teaching materials,
including new teaching aids with natiike speech, such as magnetic tapes and
language laboratory equipment, were prepared by lingursts experienced tutors.

Syllabi were made up of word lists and grammar lists, which were sorted across levels
(Richards 2006,p. 7 ) . The met hodol ogy 093 efdcaseliomi t i a
the earlier stages of teaching communication skills, mdistgning and speaking,
emphasising pronunciation and intonation, as a basis on which to build the other two
skills of reading and writing (Riversl981,p. 40), thus imitating how learners acquire

their L1. This teaching method also empisasdiinteractior{(Klapper, 2006,p. 108), and

similar tothe DM, it required language tutohigh competenein the target language,
especially in pronunciation, or else yhead to rely on the use of teaching ailfsfact,

the teachdr sole during such lessonsasiil i ke an orchestra | e
controlling the | angu a(@asenbreemanand Andersono f h
2011,p. 44). In this methodology, the stimulus, response and reinforcement formed the
basis of the idea. In fact, students had amtstdrilling followed by positive
reinforcement if the utterances were correcinegative reinforcement if mistakes were
made. Contrary to what researchers think today, mistakespeereivedas obstacles in

the learning process and were therefore aaidt any cos(Klapper, 2006, p. 108).

Since this learning methodology dhés origins in the behaviourist viewhrough this
system, t he swasflenmed fihabughb repetitioc
reinforcementHarmer 2000, p. 32). Theaudiolingual method, which emphagisthe
acquisition of structures, forms and patterns of everyday dialg@we,instant results

and taught the learners in the four skills. In conttaste DM, the textbooks contaed

authentic¢ nativelike dialogues vth idiomatic expressions (Riverd981,p. 31) and

thus not only emphasiskreal practice, but also offed an opportunity to understand

culture through practice. However, one of the reasons this method failed was the belief

t hat Adr i | | ilomegwer sufficieptrfaa edrning ® take place, [and] that
there could be automatic transf elKlapper om c |

2006, p. 108). Although this memasation for habit formation gave immediate results
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and |l ed tditkhe i Dautodmadasi c,bA066pgl08paver s ki |
the longterm, it did not give way toan effective communicative ability because it
ignored the role of context and knowl edg
predictable situatian of use, but had difficulty communicating effectively in the
relatively unpredictabl e (Nwanm 1999, pb &y).ond
Furthermore repetitive drilling is boring, especially where adult learners are involved.
This method is still used imany parts of the world but usually does not form the basis

of the coursegather it constitutesa part of individual lessor(@aylor, 2011).

2.5.4 Commuitative Language Teaching

After Chomsky rejected behaviourism, language learning came to be viewed
di fferentl y. Furthermore, many fAbegan to
competence needed to be supplemented by an account of communication and the
cul tur al c o nt e XKiapper 2008, @ b0§)u@ng ef the pian@ers who
cameupwit t he i dea of Acommunicati ve, wtoompet
argued that verbal structures were formed and modified by languageasisostated
that applying the language to particular situations in a meaningful way led to a
Adi ffer enmp &ti PahesgAdo3,o. 13).

The evolution ofcommunicativelanguageteaching (CLT) brought about a
paradigmshift, which was reflected in syllabus design and language tea@Kiapgper,
2006, p. 109). The syllabus, previously designed according to grammatical structure,
changed to a functional notiagpe, wh e r e reférred toai particdar situation in
which an individualwould communicate (e.gat t he hot eldenotadad f
specifc purpose in the context determined by the notion ,(geeting the hotel
receptionistor asking him or herfor o n er@@n number for more detas, see
subsection2.6.3 Notionalfunctional syllabus).Consequently, the earlier idea of
focusing ongrammatical competencéa crucial part of learning but not all the learning
needed in the target languaghanged gradually tocommunicativeompetence, where
learnerswould beexpected to participate in classroom activitieichards 2006, p. 3).
With communicative competence, the ussh®uld be linguistically competen(i.e.,
with a good grasp of grammar and vocabulasgciclinguistically competenti.e., able
to speak withgood manners as appropriate for the social situaiowhich they find
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themselvel discursively competent(i.e., able to initiate, terminate or enter into a
discussion with consistencgnd strategically competefite., capable of remedying the
situation when communication problems arise so that they communicatentiyic
(Bandl 2007,p. 6).

However, although CLT is one of the most used methodologies today, no single
versionexistsbecause it is flexible. It can be interpreted in different ways because:
current communicative language teaching theory and practisedttaws 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 teacliRighards 2006,p. 22).

Howatt (1984p. 279) distinguishéb et ween a fAstrongo and
CLT. The strong version, in which L1 and L2 learning are viewed as involving the same
processes (Klapper006, p. 1 1 0 pdvancés the claim that language is uaegl
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
syst e m(Howats ¥84fp0279). In brief, it uses the target languagedearn it.
Thus, language tutors have to provide activities and language input to facilitate the
language processes so that the learners testShelrypotheses and act accordingly
when they receive feedba@lapper, 2006,p. 110).

Although the L1 and.2 acquisitionshave some things in common, there are
many differences as wel |whichdmygh aboutthdidea o n
of a weaker version of CLTThe weak version, which ia contemporarytandard
practice and can Heriefydescri bed as | earning to use |
importance of providing learners with opportunities to use their Englisinfaher L2]
for communicative purposes and, characteristically, attempts to integrate such activities
into a widerpr ogr am of | a (Howaty 4984, pt 2% dnhthisnversion,
although learning is still achieved through communication, classroom activities are
more structured (Klappe006, p. 110), and learners are able to preectihe target
language in dierent communicative situations witharious functions. Through
negotiations in the target language, they acquirelence, such an approach generally
involves the following: activities that provide twaay oral or written communication in
the target langage between the learners or interlocutors, where negotiations occur to
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arrive at a mutual understamp; learnercentred approachefWescheand Skehan,
2002), with the tutor acting as a facilitator; informatgpap exercises with the intention

of compelling students to use the target language (BR@8B2,p. 19); introduction of
authentic texts into the learning situation (Nune®91,p. 279) ® that the learners will
tacklethe 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 seqgug (Klapper2006,p. 112),

with grammar introduced as much as needed to express meaning, (B0WIp. 7);
focus on the | earnersod needled88,p.R6);dinkiMge r t C
formal language instruction with language activatiortsmle the classroom (Nunan
1991, p. 279) andgiving students the feeling of learning the language for a purpose,
leading to a phased development (Klapgé06,p. 111).

Some scholars, such as Michael Swain (1985a, 1985b), rightly argued that CLT
had brought about dramatic changes in methodology. Language learnihgelsame
more exciting and syllabus design ddecome more sophisticated. It encourhlgss
teachercentred practice, hedplteach the language of interaction and presidrgallife
conversition scenarios. Neverthelessgmefailures remaired Swain (1985a)argued
thatCLT hadafit heor et i ¢ alcouldo nlfeuasdi otno [ptrhadpttll).c a | [
In fact, Swainmaintained that CLT faedt o t ake i nto account | e
they brought into the classroom from their L1 or everyday experiences. Swain
contendedhat the native language pkyan importantole in learning @ SL because
many learners already possessome of th&knowledge needed, such as meaning, uses
and communication skill&Swain 1985b,p. 85). The excessive use of thé couldalso
bring about an adverse effect on the learner, due to dupuilf tension, frustration and
embarrassmeriKlapper, 2003,p. 34).

Another criticism against CLT igs insistence on authentic matesalt is true
that learnershouldbe exposed to authentic matesitlra At ast e of r eal
therefore not be exposed to an impoverished version of the target language. However
there are also wellrgued claims that not every text has to be authentic. Actually, Swain
argued, Athere is nothing wrong in itsel

and illustrating | anguag@®wainslé8b,ips84)dhispur po
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helps the tutor to present language items economically and efficiently, while
maintainingcontrol over the language inp(®wain 1985b,p. 84). The CLT is also
criticisced as having a ndrestr i ctkéagpen200& v 11&;f | i 1
2003,p. 34). Thislimitation may be due tohe unrealistic or idealistic content sbme
dialoguesormakb el i eve si mul ati ons . -ifia¥ed pedagagp r ac
with Tittle Klagper,2006,@.n114t 2003 po 3dyamther 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, andneed 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 b learnt properlyp. 78).

This view leadsto the understanihg that althoughcommunicative events are central to
language development, it also requires attention to {@awignon 1991,p. 273). This
finding is evident in Spada aridghtbownd $1989)researclon CLT-based intensive
ESL programmes in QuebéCanada)rimary schools. Students in these prograes
had a high level of fluengy}compared tdhose intraditional programmes, because the
former were extremely talkative, buhey hadnumerous grammatical erroes well
Spada andlightbown (1989,p. 24) justifiedthisby r emi ndi ng reader s
instruction was on communicating intentions and meanings, not on producing
grammaticall y corr ec.tThiscasestiggasts that graanmadticals t r u
instruction must also be included in CLT teachir(®4ll ard 2000, p. 47). Such
concerns (and others) provoked theorists and practitioners to seek to amend certain
elements of this approa¢Klapper, 2003,p. 33). Apart from this:

the quality of CLT also often depends on the quality of teaching matésisfisrtunately,

only in the most commonly taught langua@esich as English, Spanish, French and

Germa® does an abundance of materials exist to support the development of
communicative language abilities over a wide range of gBbsd| 2007,p. 22).

In recent years, the concern over grammatical instructias brought about
countermeasures to overcome these limitatisosie of which are discussadthe next

section.
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25.5 Form-Focusednstruction

The need for the teaching of form led torm-focused instruction (FFI),
referingt o Aany planned or i nc[walkl bd]irtdnded to st r u
i nduce | anguage | earners jtwhepeay tatet etnetrinc
wouldi ncl ude fAphonol ogi cand praghadinguisticaabpects @fr a mr
| an g u&lgse 8001, p. 2). The FFI method includes both traditional and
communicative approaches the former caseheteaching form is based on structural
syllabi, and in the latterthe teachingform is elicited fran meaningfocused activities
(Ellis, 1991,p. 2).

The most effective way to teach grammar in CLT is subject to a lot of debate.
Some academic expert®aintain that if possible, communication should not be
interrupted. Therefore, they advocate teaching grammar by means of corrective
feedback. On the other hanathersmaintain that grammar should be given separate
attention,which canlater be integratd into communicative activas (Sheen2002,p.
303).Long (1991)termedt hese t wo si d®gsusef onhd oc oion ( &
ffocusonformd ( FonFs). The | atter involves tea
context as part of the lessamsusedin G-T, audiolingualism and the weak version of
CLT. Alternatively, inFonF, linguistic itemsare noticedncidentally or arise out of a
meaningbased activity(Klapper 2006, p. 116). Thus, FonFs is a more traditional
pedagogical approach represented by plesentationpractice andproduction (PPP)
model (Fuentge2006, p. 268) in which thelessonfollows this threestage sequence.
After tutors have igdstinand léarniagdneeds)taay drawsttieu d e
| at tateemtionsto a specific form, structure (Klapp26006, p. 115), vocabulary or
phrase through meaningful context to avoid unnecessary switchethetd 1.
Presentatiosican involve flashcards, PowerPoinepentations, dialogues atektbook
reading, to mention a fewyhich help students assimilate words and phréBesneset
al., 2009, p. 69). Using questioandanswer techniques or repetition, tutors can drive
the learners to produce the forms and stngs learned under tight contr@{lapper,
2006, p. 115). As can easilype prediced this is a teacherentred stage where the
correction of errors is vitdEnglish Raven2011).

The second stage is essenti@herestudents internalise the language structure
or form presented in the first stage and acquire confidence in the target language
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prepare for the third stage. Although this stage is also tebszhehis control gradually
eases|eavinglearners to praide, initially with controlled exercisegsuch as matching

parts of a sentence or completing senteneesl laterwith lesscontrolled activities

(such as dialogues with a classmate using pictures or other re$aurcestrolled role

play (Klapper, 2006,p. 115). At this stage, teachers still correct any errarshe same
time, through these activitie(@EnglishRaeyp can
2011).

In the third stage, the learners have to consolidate what they have acquired
duringthepr evi ous st ages. Therefore, they are
free and encouraged to praetwhat they have learned and if possible, apply it to other
contextsAlt hough this fAmethodol ogical scheme,
textbooks, has for some time been the stoek r ade of many | ang!
(Klapper, 2006, p. 115), it has been criticised for being too teadrented and overly
controlled (English Raven2011). Moreover, PPP gives the students an illusion of
masterybecause thecan produce the language form in the classroom, but once outside
the classroonthey cannotlo so(Fuente 2006,p. 269). Sometimes, the students cannot
even use the fAacquiredo form in their cl
that the | anguage forms hayve(Klappe; 20@6mpt er e d
115). Thisdrawbackhas causedresearchers to question the effectivenesthefPPP
methodology in CLT. These concerns led to a search for a better methodology to

provide the formal accuracy needédt in a different paradigm.

By and large, various experiments to test the effectiveness of FFI showed that
grammatical form was amenable to instruction, partibplavhen Alearners were
developmentally ready to acquire thear g et ,sandr thec fteshly eacquired
knowledge was often lonigsting but powerless to modify the acquisition orgHlis,
1991,p. 2).

2.5.6 TaskBasedinstruction
During the 1970s, there were continuous efforts to support CLT. As already
stated, at that timehe idea that naturalistic input and output were prerequisites for

language development emerged from this teaching approach. Nonethibless,
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importarce of advancing the structural development of the languagas also
acknowledgedIn a move that brought a radical chariggpedagogic development, N.

S. Prabhu proposed using tdsksed learning foFL teaching(Skehan2003,p. 1). In

his educational project in Bangalore, Southern India, Prabhu theorised that his students
in secondarychools 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 (He206%, p. 35)

by peformingt as k s . Tasks are activities that |
emphasi s on meani ng(Bygdteet ala2001gilh). Asaresulhj e ct
Prabhuassumed that through a series of tasks and presbdving activities (e.g.,

finding the way on a map, interpreting timetables or conducting an intgrJeavners

would cme into contact with the target language, such that while finding solutions to
the task, they would be acquiring the target languggarmer 2000, p. 35). Wdl-

timed feedback and the promotion of indices for negotiatin e(conftersational

mo di f i c asstikdeadian 2404, Socio-constructivism: interactionistvould enhance

the acquisition process. Moreover, within this learning task, Longs(#section 25.5,
Form-focused instructionnoted theneedfor a fofius onfo r nogive language forms

some priority without interrupting the naturalness of communication, leading to
enhancedanguage development and thnsreasedaccuracy, complexity and fluency
(Skehan 2003, p. 1). Hence, taskased learning is a refinement of CLT because it
incorporates SLA principles into FFI theoretical insights. Thereftse

proponents believe the communicative interaction characteristics cbaaski work

provide suffice nt compr ehensi bl e input & of bAutr]i gigresrio
that acquisition needs to be supported by instruction that ensures a certain attention to
linguistic form, that initial fluency work should lead gradually to accufacysed

activities (Klapper, 2006,p. 117).

Virginia Samudg2001)suggested that itaskbasednstruction (TBI) the class
should follow an interlocking thregtage sequence: input data, operations on data and
outcomesThe autput from each stage will serve the input for the next stage, lead
toafi me a A formd@ meaning progression, that seeks to manage shifts in attentional
focus as t h(p 121)aAnéthentnpartael stlustdre approach, advocated by
Jane Willis (1996,p. 38), follows this sequence: ptask, task cycle and language
focus. In the praask, 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 wiseful wordsand phrases or read part of a teégtlead 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
repat on the task, and the teacher helps them refine the report. Subsequently, the groups
present thie repors to their peers oexchangewritten reports, and the tutor acts as a
chairperson and comments on the reports. In the third gagguage focys the text

that wasreadis analysedor the recording isgranscribed The specific features of the
language usedre discussedrhisstepis followed by pracgingnew words, phrases and

patterns, with a lot of emphasis on noticing.

However, all of these avities and tasks imply a more difficult role for the
teacher Apart from choosigt as ks fibased on an anal ysi s
appropriate t o -fFréeemanandAndetsa 2041, 156)lthe tuore n
should be ready to help ira spurof-themo me n t interaction, wh |
broader type of readiness for almost anything to occur, compared to the more
comfortable ability to prepare for the poedained structuref-the-d a ySkehan2003,

p. 11). This is one of the reasonsywh cer t ai n teachers MfAshy &

consequently, TBI is not widelysed.

Moreover the tasks themselvésd been critiquedSheen (1994. 142) argued
that taskswere still input dominated, the approactas controlled b y Krashen
theories, andl' B | dffectiveness rema@u to be proven by studies, especially when
compared to traditional approactesh as®PP.Some scholarsontendedhat since the
students engageimmediately in communication, this approaelas inadequate for
beginners withousufficientlinguistic support, since generally thexere unprepared to
produce such language outg#apper, 2006, p. 120)0ther researchergointed out
this method predominant focus on oral expressi(Bruton 2005, p. 57). Another
criticismwast hat during or al I nt pverg i classedtisat nsi
were] strictly homogeneous for native language, they [Eaidto get masses of nen
native input which[would] tend to confirm their own interlanguage hypa s e s 0
(Lightbown, 1991,p. 208). Furthermore, the listening and reading materials used in TBI
might be structurally or lexically limited, and language structuvesld not be covered
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adequately without a linguistic syllab@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 taskgwere] not only a necessary busala sifficient condition of SLA(p. 120).

2.5.7 OtheMethods

Alternative approaches$ave also beendeveloped including total physical
response (TPRYhe silent way, the natural approackand suggestopedia, but many of
them were never widely adapted. Nonethelessme of themnstill contributed to the
field of language teachin@or more details on some of the contributioese Richards
and Rodger2001) although many had a short shelf |{frandl| 2007,p. 5).

2.5.8 Considerations aboutfluential Approaches an#lethodsof LanguageTeaching

As indicatedearlier, Rivers (1981 p. 27) recommended that language teachers
should reflect on any proposed method to determitseobjectives, practicdaly and
adaptabity; adequay for their teaching situations and the type of learnansl their
ability to handle the demands of working with a particular teaching method when
considering their teaching loatlowever, to do so, teachestould be aware of the
influential approaches and methods in language teacNimigethelessyere the MSL
teachers at the DLL trained in thesgproachesor were their teaching methodsased
on a trialanderror or ahit-andmiss systen? Thereforein both the questionnaire and
the interviews teachers of bottMFL-1 and MFL-2 courses were asked about these
issues Different questionsvere askedbout themethods employetly the teacherto
analysethe practicegrevailing during the period of the studpdto take note of the
|l earnersd and teachersdé perceived needs.

Another element that isspecifically linked to SLA theories and influential
approaches and language teachimgplves thesyllabi. Generally, different types of
teaching methods have different syllabi. Sinweo subsections in each research
instrumentare devoted tyllabi, it is worth reviewinghe relatedterminolodes and
different perspectives of scholars specialising in thia.aFbe 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 syllabwhich in turn will help in the analys@f the findings retrieved

from the syllabisubsection othis stulyd sesearch instruments.

2.6 Curriculum vs. syllabus

In some countries, certain institutions do not differentiate between the terms
curriculum andsyllabus However, it isusefulto make the distinction because a single
curriculum canserveas the basiof a variety of syllabwith defined audiences, needs
and objectivegDublin andOlshtain 1986,p. 35). In fact, according tthem:

a curriculum contains a broad description of general goals by indicating an overall
educationaktultural philosophywhich 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 nati@hand political trends as wé[p. 34).

Conversely, a syllabubad been descri bed as it he spec
selection and grading of content to be used as a basis for planning o u (Newbyg 0
2000,p. 590). Similarly,t he f oc all point of a syll abus
or der i t(Cunnmgswoahig9h p. 54) Breen (1987g). 82) argue along the

same lines and defida s y | | a b ywouldhle achiewvedatlirough teaching and

| ear rtismalgpba more detailed and operational
elements, which translates the philosophy of the curriculum into a series of planned
steps | eading towards more nar(bublimland def
Olshtain 1986 p. X).

According to Dublin and Olshtain (1986), the syllabus is the document with
which policymakers #Aconvey information t
commi ttees, and | ear ne(p.s28)cliey me|stdrthatntlys t h e
document, smetimes namefipland, ficurriculun, ficourse outling, etc.,oftenfailedto
provide the necessary information becausuight be too generic, leaving the teachers
and learners without specific direction. Tltisuldl ead to fAa | ack of
mateials and examinations used within the sysi€Bublin andOlshtain 1986,p. 28).

On the other hand, they asserthat an elaborate and detailed syllalsosid contain
problems in some of its components, such as unrealistic ;goalsther casgsno
syllabusexisied Further mor e, a section of the cu
philosophical approach and educational approach that guided the -paliere®

(Dublin and Olshtain 1986, p. 28). Upon examination of such an approach, it is
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recommended that decisiomakers question the continued suitability of syl

current | eleamingmateridls andeteacher training.

Therefore a curriculum provides a statement of policy, gelenaith abstract
general goals. In facthe National Curriculum FramewofkICF)of Mal t a envi s
higher quality in the learning programmes and in the pedagogy with the scope of
attracting learners to lifelong learnmm@gNCF, 2012, p. 31). On the other hand
syllabus specifies details @burse content. For this reason, one of the major tasks of
sylabusd esi gners is to turn the curricul umo:
the syllabus(Dublin and Olshtain 1986, p. 40). A syllabus isvital in providing
transparencysince it chrifies thecourseobjectives, contents andeachingmethods to
the parties concerned) regularising teaching and learning, amongst other things; and
in providing uniformity and guidnceby offering the methodology for the content to be
taught(Newby, 2000,p. 591). Breen (1987a. 82) also highligredthe importance of a
syllabus becausewouldii pr ovi de an accessible framewo
on which teachers and learngrsuld] w o r &ndwould offer a plan for teaching and
learning,thus giving its learners direction and continuity. It represents a retrospective
description of what has been doeasuresaccountability to the parties concerned and
helps with evaluationTo be ecologically valida syllabus must harmonise with) the
wider language curriculun{2) the language classroom and its participants 8hthé
educational institution and thwoadersociety(Breen 1987a, p. 82

According to Newby (200(p. 590), a syllabus could be explicit, thateist as
a separate document, while in some cagesay 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 content3.o discuss thisssuein more detail, the next sgons deal with
different types of syllab which in turn will help in the analysis of findindsom the
data retrieved from the syllabus subsecbbthe research instruments

2.6.1Types oSyllabi
Various scholars have distinguisheimongt the different types of syllaib
Wilkins (1976) differentiated between analytic and synthetic gyll&b the latter,

ndi fferent parts of | anguage are taught

85



a process of gradual accumulation of parts until thelevetructure of language has
been b Wilns, 1976 @ 2)The structural/grammatical/formal syllabus and the
situational syllabusamongst othersare considered synthetigpes Alternatively, the

anal ytic syl |l abus i surpésesrfa which peeple are fearrting r ms
the language and the kinds of language performance that are necessary to meet those
purposes (Wilkins, 1976,p. 13). Therefore, this type of syllabdses nofocuson the

grammar system budn the communicative purposes. For this reason, amongst others,
the taskbased syllabus is considered an analiytpe In contrast, Nunan (1988, 27)
categorisd syllab into productoriented or processriented types The first type

focues on the knowlede and skills the learners should acquire as a result of
instruction this type includesthe structural/grammatical/formal, the situational and the
notionatfunctional syllalb. The second typevhichfocuses on the learning experience
includes the taskased and the negotiated syllabVhite (1988,p. 44) distinguishd
betweentype A andtype Bsyllabi Type Ahsafian i nterventioni st
gives priority to the prespecification of linguistic or other content or skill objectives
(White, 1988,p. 45). Therefore, the criteria and content of what is ttebeneda r e fi a
gift to the | earner f r pl888,p. A4 this tgpeiocludesr o r
the structural/grammatical/formal and the situational syll&n the contrarytype B

does not viewheteacher as the knowing expert but is concerned with how the language

is learned and amalgamated wittel e ar ner s 6 ex peetile20@ps ( Ab

65); this typeincludes the taskase& and the negotiated syllab

2.6.2Structurd/ GrammaticalFormal Syllabus

The language content of a structural syllabus, also referred fiomsalo or
figrammaticad, consistsof forms and structures sequenced in the order they should be
taught. A positive point of this type of syllabus is its dalig to account for all forms
of a language and link them in a coherent way (Cunningsyi®8%,p. 56). According
to Ellis (1993) it is probably one of the most common types of sylled®d butits main
problemis that oflearnability, fithe extent tavhich it is possible for learners to learn the
structur es t(h @y Thia posntwasalsogethbed by Robinson (2009)
ASLA research has shown that the additiyv

accurate grammatical structures in a linear sequence is not what happensStluring
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development, but this is what a structural syllabus would seem to predicate as evidence
of l earning i n cl dm 296)conitasly, Klappart 206m®BT) 0oy i °
arguel that categorising the syllabus around gramweauld repeat the errors of the-

T approach, wherstudentswould learn grammar butvould lack fluency in speaking

ard writing. Howeverfor Nunan (1988p. 33), one way to overcome such problems is

to expose learners to naturalistic samples of text, fwdnth students are formally

obliged to learn the grammatical items indicated in the sylladfiuthe same timehe

naturalistic samples of text would provide a richer confiextearring.

2.6.3NotionalfFunctionalSyllabus

Until the early 1970s, the majority of sylialvere structuralconsisting of lists
of formal items to be mastered by the learners. Howeasgpreviously discussefsee
subsection 2.5.4Communicativelanguageteaching, after the midl970s, due to the
changes in methodological principles, language learning became associated with the
principles of CLT (Newby 2000, p. 592) and the notional/funtinal syllabus was
created byD. A. Wilkins (1976) This type of syllabugalternativelytermed notional or
notional/functiongl does not present the material in an additive way tliied of the
Struct ur anove$ foom gendral sets éf functionsmmre specific functions,
and from the most common linguistic realisations of certain functions to more varied or
0refinedd reali saheodaeobfonbeaspéanct soan
suchasfitime, space, movement, cause and edfeghile thed f u n dater destribes
and classifiedithe intentional or purposive use of languaigé/Nhite, 1988, p. 75).
Nunan (1988a) defitef uncti ons as @At he commulwaouldlat i ve
use | anguageodo and noti®onesxprsesisded chnmcegpl
35). Similar notions and functionsere presented inthEounc i | orhresboldr o p e
Level 1990written by van Ek and Tringl990. Based on this publicatiofisequencing
is from the general to the particular or mprecisely, cyclic in natude(Breen 1987a,
p. 89). Howeverthe methodology employed waslisSPPP (Abbaspouret al, 2012, p.
67).

Research suggests that organising the language content in such avieaed
as more relevant tneedevéntdlly tdé do eith the languagerorsce i w
t hey have (Widdavson E€0, [d. 131, t hus reflecting
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i deol ogy: At he process of deciding what
learner should most usefully be abledco mmu n i(pc 8} ldowever, a common
critique for such syllabis that it is problematic to determine the notions and functions
of certain individualg§Long andCrookes 1993,p. 16). For Widdowson (1990p. 130),
this type of syllabus is no more commicative than a structurabne because
communication is achieved according to the classroom actjuitedshow the syllabus
is organisedSimilarly, Nunan (1988) emphaedt h at Ain courses ba
of a communicative language teaching, inmportant that these principles are reflected,
not only in curriculum documents and syllabus plans, but also in classroom activities,
patterns of classroom interactionp.8and i
Those students who attend a course based on a notional/functional syllabus and who do
not complete it Awill still be able to t
of a limited communicative ability ifthe language studied]Cunningsworth1995,p.
57).

Neverthelessin theory,the structural and functional syliatho not conflict with
each other budre mutuallycomplemerdry because:

the functional perspective of a functional syllabus develops the structural syllabus by
incorporating intoit&a omponent which is sensitive to tt
and provides them with units of communication as well as units of language form
(Cunningsworth1995,p. 57).

2.6.4Situational andropic Syllabi

The organising principle in a situatiorglllabus is the selection and grading of
realworld situations (Cunningswortli995, p. 57), with the aim of teaching language
that occurs in particular situations, such as at the grocer. A particular situation generally
Ai nvol ves s everaelengagad in somed aotizity tn 2 spedifio setting.
The language occurring in the situation involves a number of functions, combined into a
plausible segment of discoutséReilly, 1988 p. 1). Generally, the situations are
presented in the form of dialogsi and rolglays. The dialogues are generally used at
the beginning of the lesson, usually including listening, mesaiion and roleplay
simulation, where the learners supply or fill in much of the language used in a particular
situation (Abbaspouret d., 2012,p. 67). One of the advantages of such a syllabus is
t hat of tapping into studentsodé knowl edg:
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motivating (Finch 2000). Howeverit hastwo limitations first, it is too tied to specific
situations, and exond it is difficult to ensue that the structure of the language is
adequately covereCunningsworth1995, p. 57) Thesepointswerealsoreiteratedoy
Finch (2000)who wroteabout the topibased syllabus shag the same motivational
potential of the situational syllabuslowever, Finch maintained thab o t [tvouldj
share the difficulties of defining and distinguishing situations and topics, dealing with
the broadness of the concepts in materials design, pregigtammatical form, and
grading and sequencing of con@(®00Q p. 1). However Abbaspour, Rajaee Nia and
Zare (2012p. 67) argue that this type of syllabusouldserve as a foundation for other
syllab, such as the structural or notional/functiotyples

2.6.5Skill-BasedSyllabus

A skill-based syllabus offers a collection of particular language skills that may
play a role in language uss8ince itsaim isfor studentgo learn specific skillsit groups
Al inguistic competencies (pronunciation,
into generalized types of behaviour, such as listening to spoken language for the main
idea, writing welformed paragraphs, giving effective oral presentatiamsl so oa
(Reilly, 1988 p. 1.

This type of syllabus focuses on learning specific language.dislladvantages
(Richards 2001, cited in Abbaspouet al, 2012,p. 73) include the use adachskill
learned applying it to many other situatian and focusng on behaviour and
performance. However, this type is crigeil for being too limited in scope (Auerbach
1986) and since it lig skills and micreskills, teachers have little or no guidance in the

selection of texts to use for learn@psactice (Willis et al., 2005).

2.6.6TaskBasedSyllabus
The taskbaseds y | | abus, with Krasheno6és acqui
primary learning principle (Krahnk&987,p. 59), intends td@iorganise and present what
is to be achieved through teaching dearning in terms ohow a learner may engage
his or her communicative competence in undertaking a range ob {(&8sken 1987b,p.
160). This type of syllabus starts withneeds analysi® elicit a list oftasks inreatlife

situatiors (Nunan 2001, cited in Abbaspouet al, 2012, p. 67)In fact, theficontent is a
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series of tasks that learseneed to perform with the language they are leaming
(Krahnke 1987,p. 17). Advocates maintain that it motivates the learners through the
use of realife needs as learning experiences (Krahrike@87,p. 61), and taskased
syllah are ideal for learners with wellefined purposes, such #®se attendindeSL
courses, heipg students acquire the language insteachefelylearning it(Abbaspour

et al, 2012,p. 76). Conversely, Krahnke (198p, 61) poined out that such syllab
would require a high level of creativity and initiative from the teacher, and the

evaluation of such task®uldbe difficult.

2.6.7Combination oBSyllabusTypes

Although the list presented heres not exhaustive, itoversthe main types of
syllaki. However, certain institutions or course designers doahimte byone type of
syllabus but adapt to thlerespectivelearning and teaching scenaidn fact, Dublin
and Olshtain (1986p. 38) argud that course designemmight also consider using
different types of approaches to bring about positive change. Indeed, a course designer
might deem itnecessary that for the firkgw years of a coursea structural/situational
syllabusmight be useful then it couldmove onto fia functional plan, followed bw
notional/skill combination, leading ®full communicative design for the finfpari of
the course ( Ol K086t m B8hReilly (1988) argud alongthe same lingsstaing
that all actual language syllialwould use a combination of two or more syllabus types
thereforeii n di scussing syllabus choice and d
issue[would] not [be] which type to choose but which types, and how to refem to
each ¢t &imiarly, Klapper (2006,p. 131) mentionedthat on the whole,
advanced coursén higher educatiofwould be]set upaccording to topis or themes.

At the beginner and intermediate levelse most common syllabusould remain
structur al , [niightysametinted lmeuwsliphtly damouflaged by additional
functional and communicative elemein(&lapper, 2006,p. 131).

Furthermore as already indicated, certain types of syli@uch as the process
syllabug do notfocus onwhat is taught and its order but on the learning process
involving continuous negotiatianamongt the learners themselves abdtweenthe
learners and their teacher to determinedbersedirection. Therefore, the focus is on
the fAprocese pabd@ermngsdverth 1095t phs54). Related to his
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issue Yalden (1983 earlierdefineda syllabusasii r efingj]athe concept of
... an instrument by which the teacher, with the help of the syllabus dedigmeid]
achieve af idedgrbeeet woefen6 t he needs and ai ms

as individual) and the activities whigfvould] take place in the classroor(p. 14).

2.6.8 Considerations abo&llabi

Givent hi s background, Ne w boloveashealpiuly fgee st i o
claimed that an important step in syllabus designld bea need analysis, from which
the learnes 6eeds for the target languageuld be elicitedin such exercises, amasig
other things, the researcher coakiractthe situations and domains where the learners
could use the language, the topics to be included, the sk#lded byhe learners, the
desiredachievementevels and the methodologwith which they would wish to be
taught.Moreover,in a needs analysigpart from the learners, teachers and sometimes
employers could also serve as informarmsother source of inputvould be the
theoretical aspect, such as methodology or current thinking in education, wduiddh
be mirrored inthe content specificatios(Newby, 2000) In an earlier studyBrown
(1995, p. 35) viewedneeds anal ysi s Afas the basis
teaching activities, and evaluation strategies, as well as ¥evaleating the precision
accuracy of the original needs assessmen T has toad (2005p. 2) pointdout,
familiarity with the history ofa needs analysis (alreadytedin the first part of the
literature review; see section 2.Reedsanalysis) would help avoid repeatingast
mistakes or reinventing the wheélowever before ending this literature review and
proceedingto the methodology chapteit is essential to discuss issues related to
learning material, especiallycourseboog due to theiparticularlyvital role in teaching

and learningn the Maltesescenario.

2.7 Coursebooks and other learning materials

Coursebookincludenot only textbooks and workbooks, but also other material
offered as a packagby the publisher, such as recordings or visual materials
(Woodward 2001, p. 145). Ur (1996 p. 183) lised three perspectives abaoilie usage
of coursebook: in some places theyould betaken for granted, in others thesould
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not be used at all, andan in-betweenapproachwould use them selectively while

extensively supplemeng themwith othermaterias.

Many teachers and course organs considercoursebook an essential
component because they can be varied and valuable resdorceaching(Tudor,
1996, p. 75). Traditionally valued asraessentiaklement in teaching and learnirige
coursebookfii s an al most uni v er s dehrning biteatia,nit 6 a
seems, is complete until it has its relevant textibgélutchinsonand Torres 1994, p.
315).

Coursebook offer significant assistancdor both students and teachers. They
help teachers manage their lessons by giving direction, facilitating lesson delivery,
servingas a source for homework, leading discussions and encouraging confidence and
security. They also guide the teacher and preval supportive environment during the
disruptive and threatening process of charfige ¢xample,the introduction of new
elements, includingnethodologies, areas of interest, approaches to syllabus @esign
concepts) because they introduce change grgdimah structured framework, thereby
helping the teacher cope witlovelcontensand procedures. Thus,
properly used, can provide an excellent vehicle for effective andléstiog change
(Hutchinsonand Torres 1994, p. 323). Courgbools can also serve as a source of
supplementary materglprovide insights for classroom activities or evennction as
the curriculum itsel{Garinger 2002,p. 1). Additionally, thecoursebooks generallyan
inexpensive and attractiveesource,savng teachers time because provides ready
made teaching texts and materials (AnsagBabaii 2002,p. 2); it is also convenient
to usebecausat is bound, easy to carry andeknot depend on hardware or electricity
supply(Ur, 1996,p. 184). Therefoe, many teachers have come to rely on the contents
of courseboog, as no harghressed classroom teacher could match the quality of well

presented matergWithout enormous costn time, money and effort.

Some students even argue that withoabarsebok, their learning is not taken
seriously [by their teachershfisaryandBabaii, 2002, p. 1yr, 1996,p. 193), and some
learnersthink that published material is more reliable than teagkeerated material
(Sheldon 1988,p. 237). Theyregardthe courseboolas ahelpful guideto learning, both
inside and outside the classroom (Hutchinaod 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 courq®Voodward 2001, p. 146). Given acoursebooka student

who has missed a lesson can catch up by reading and working throughsteel
activities. Any student who finds | esso
1982,p. 105) or doublechecko n eudderstanding afterward¥he coursebooloffers

learning toolghat are independent of thee a c presendes

Notwithstandingthese cited benefits of a good textbook, other researchers and
language practitioners have reservations. One argument is that nacsungleboolcan
cder equally to the requirements of every learning group, so they should be used
judiciously (Williams, 1983, p. 251). In fact, Swan (1997%. 1) believed that every
coursebookwould need adaptation and supplementation to maksuiiable for a
particularlearninggroup because nocourseboolkcould contain exactly what apecific
individual or classwvould require.In fact Masuhara (2011) waetii c our seb ook s
[would be] so engaging, inspiring, flexible and effective tilaé could] just teach
without ext a wor k 0 Mérpover, RobhéQursebook have characters and
situations that arenadequate forthe particular learning group taught or are of no
interest to the learnerd.ittle et al, 1995,p. 46). Thecoursebookshould serve as a
bridge for students because it is meant to facilitate learning, not to cause students to
balk at it. Although thecoursebooks designed for a general student audience, the class
being taught is uniqugHarmer 2000, p. 258 O 6 N e i ItHe midddeqiound, arguing
that while @ery learning groupwvould haveits own needs, thereould oftenbe i a
common core of needs shared by a variety of groups in different places studying under
di fferent condi t(l98)hxs108)t di fferent ti meso

Anocther criticism is that some teachers stindm their responsibilities to take a
critical approach in deciding what to teach and how to teach itingeheavily on
courseboog instead(Swan 1992 p. 1). Therefore,coursebook can hi nder t
creativity while providing the security, guidance and support for novice teachers, as

they were designed to do.

Another practical problem is that sormeursebook areidentifiedasd b e gi nner
Oi nter medi at ewithow radequaetidescnibiogghd anguage levels of
target groups (Sheldon 1988, p. 239) Other books contain exercise pages without
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sufficient writing spa®, some booksomit a description of their course rationdleat
should stae exactly who the target audiences or how the materials chosen and
sequencedOthers contain textual density on each peigecosteffective reasons, while
some t eacher sialitheanmomr bhanotkesstudent editions with inserted
key (Sheldon1988,p. 239).

Other scholarscriticise coursebook 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.n®®texts neither interest nor appeal to learners,
while others are said to have inherent social and cultural bibksasy coursebook
contain extensive examples of stereotyping and gende(lbias2005,p. 7). The way
the course materials are organisésb affects learners. If the materials presented in the
coursebookhave the same pattern, the learmesly get boredwith the predictable
lessons(Little et al, 1995, p. 46). On the other hand, the tulosise of alternative
resourceposest he firi sk that students wil!/ end
and pieces of materia(Harmer 2001,p. 305).

Moreover somecoursebook are regarded as th@ainted eneproduct of an
authoros or a publ i s b Ehefden 1988 . 23 Thdse r g L
courseboogk are marketed with great fanfare and grand claims yet tend to suffer many
shortcominggLitz, 2005, p. 8). Thereforeficoursebook evoke a range of responses,
but are frequently seen by teachers as necessary evils. Beflicigate between the
perception thathey are valid, labowsavingtoos , and t he dmdssdfoul be
rubbish[are] skilfully marketedd (Brumfit, 1985,cited in Sheldon1988,p. 237).

Although many arguments are brought againstirseboog, they survive
because they satisfy certain needs and prove the most convenient tools to provide the
framework that the teaching and learning system reqkeschinsonand Torres
1994,p. 317). A goodcourseboolshould be as easy to use for the teachers as it is for
the students. Its highuality design, clarity and attractive appearacaehelp students,
whil e t he t eaclsmathddologioa guidante tochelm teaghers operate
more effectivelyHenriques 2009,p. 41). Before choosing a particuleoursebookor a
specificlearning group, teachers and administrators should develop criteria to evaluate
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all available (or at least affordablepursebookso find the one that best suits teachers
and studats linguistically, pedagogically, technically and structurally. Tharsebook
shouldfibe at the service of teachers and learners but not their m@3temingsworth
1995,p. 7). Teachers should identify ttieo u r s estrengths ansl weaknesses and be
ready to fitake over where the textbook leaves coffWilliams, 1983, p. 254)
Furthermore,tie teacherarenot the slaveof thecoursebook

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 textbodk foe] 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 whes ithidesirable, and to make
up for any deficienciefRivers, 1981p. 484).

Therefore, a systematic analysis aifursebook is needednot onlyto choo® the
most suitable onehut also to pinpoint its deficiencies so that the teachers could

compensate \h other material

Although different arguments are in favour of or against the usewseboog
they could have a vital role iSL 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 lindtéudget, availability or awareness of available
courseboog (Garinger 2002, p. 1). Some teachers are unaware of the existence of
coursebookevaluation checklists and base their choices on the simplistic criteria of
popularity, reasoning that if theourebookis doing wellin sales then it must be
effective About25 years agpthey would have been partially correct in doingdse to
thelimited literature oncourseboolevaluation schemdsack thenIn fact, at that time
Sheldon (1988p. 240) noted the scarcity ofpublished materialfor the interested
teacher to check. Howeveskierso (1991p. 432) poinedout that before begmngthe
process of evaluatigrone would need to establish the basis of comparjsius,
preliminary informationwould ke neededaboutthe audience, the teacher, the syllabus
and the institution. From the audience, one could get an idea of thear ner s {
background, learning aims and above all, the topics that intedestem most. The

topicsifmight] come from questionnais 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
leveld (Dublin and Olshtain 1986, p. 109). Regarding théeachers Skierso (1991p.
433)indicatedthat if the school board or the stateuld choose aoursebookit would

be important toobtaininformation oneachi nst ruct or &s | i ngui sti
and preparatioto disclose the text requiremenfAn experienced teacher can adapt to
theler ner s needs,anbvicd teachdineads antgxt tltabhasenwany and
varied exercises to choose from and materials that are heavily annotated with
suggestions for their ugéAriew, 1982,p. 18, cited in Skiersp1991,p. 433). A review

of the course syllabusiivreveal theequiredcontents and presentation of the matsrial

and the informationficoncerning the basic linguistic, psychological, and pedagogical
principles underlying methods of language teaching will have to be spedi@ikirsq

1991,p. 434).

Thus teachers have to assess ttmursebookbeing usedand analyse the
learneré needsandthe aims of thesyllabusto supplementhe bookwith other learning
materials Thisapproactwill help learners feanterested and stay motivatddoreover,

t he A ifactorésralsosniportant for learning materigfSrooksandSchmidt 1991,

p. 491) Al t latotbhed mmininfum, research on learning styles should make us
sceptical of claims that a single teachimgthod or textbook will suit the needs of all

| e ar rightbewihan@Spada2006,p.59), Littlemore (2002 cited in Klapper2006)
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, magtiagrams, videos and
films.

Encourage visueation, generating and manipulating mental imagery
Provide concrete examplés bereinforced by studergenerateanes.
Make use of metaphor, analogy and paradox

Employ language that makes a topic come alive

Help students make connections betwieleas

Link the materidt o studentsodo.lives and intere
Provide opportuniésfor experimental, handsn learning

Make use of graphic organisers (flow charts, timelines,.etc.)

10 Provide opportunities for muisensory learning

11.Encourage creative wnitg.

12.Use music

13.Employ creative dramaticgich asimulation and rokplaying

14.Use video interactivity (prediction, empathy, etc.)

CoNoGOkWN
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15.Use the total physical responseapproach (physically acting outthe
language)p. 92).

2.7.1 Considerations oGourseboogand other_earningMaterials

This discussion aboutoursebook and learningmaterials revealsvarying
perspectives of different researchefor Harmer (2000,p. 258), typically, the
coursebookis designed for a general audienbet every class is unique. Thus is
essetial to investigate what learners and teachers think of the learning nmaireriaé
course. Aresome df i t t | €2002)swg@estiondeing used in these courses when
teaching the four sksl (reading, writng, listening and speakirgyVhen considering the
teacher8 background and training, do teachers and their learners reeasebook
andor other learning material® supplement the current teaching pracfckes both
research instrument® this PhD disertation,the teachersand the learnersof both
courses were asked about these issues so as to analyse the pragtioged during
the period covered in the studpdtot ake not e of the | earner s

needs

2.8Conclusion

After reviewing the difference between SL and FL learning, the literature shows
that the environment helps th8L 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 ME courses (defined in this thesis as Maltese taught to foreigners in Malta by
Mal tese teachers). As shown in the cours
aimed at adult learners over the age of fifteen. Adult learners have their own
characterisics, including experiense values, different learning patterns, personalities
and motivationsalong withpersonal circumstances and limitations that may hinder SL
learning. Course coordinators and teachers should gather information about their
learnersthrough needs analysis to obtain adequate information to teach students better
as individualsby usng 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 analysshouldcoverthe existing syllabygeacher and learner populatgmn
teaching methoddearning materials and resourcesd in the teacheds ¢ teacker
training. The literature also shows that triangulation is necessary when different sources
and instruments are usethus, because different sourcesere used in thisstudy,
triangulationby source and methadasappliedin the needs analysis.

This literature survey shows that different SLA theories lead to different
pedagogical approaches, which in turn lead todéeelopmeniof different types of
syllabi, teachingmethods and learning materials. The behaviourist thpergeives
language acquisition as the transfer of habits; however, innaggardslanguage
acquisition as a mental process. Klapper (2006, p. 46) indicated that these contrasting
views hal 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 practe subskills untilthey arrive at an automatic performance; additdiy,
restructiring can occur during the learning process. In the interactionist theory,
researchers emphasise the i mportance of
through language production. Although SLA theories agree that learners must be
exposed to comphensive input to acquire the SL, the interactionists emphasise the
importance of twevay communication. As the literature shows, different influential
approaches and methods, the majority of which emerged from these SLA theories,
affect not only classroondelivery but also the learning materials. Some of these
methods include the following:

A grammartranslationi teaching grammar and bilingual vocabulary lists while
practising translation and neglecting oral communication skills;

A direct method listening b the target language and expressing oneself in it;

A audiolingualisimi habit formation through auraral practice through stimulus,
response and reinforcement;

A communicative language teachiiign the strong version, the learner uses the
language to learn, while the weak version provides more structured classroom
activities to learn the target language,;

A formfocuse instruction i can be amalgamated with any of the previous
approaches, with FonFocusing on form in context and FonFs focusing on

forms out of context; and
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A taskbased instructiori activities in which learners interact with the target
language while focusing mainly on meaning.
Different types of syllabi emerged from these infludrdjgproaches:
A Structural/grammatical/formal consists of forms and structures sequenced in
the order to be taught;
notion/functionali moves from general sets of functions to more speaifes
situational/topici comprisegopics specific to teachingriguage;

skill-based focuses on learning specific language skills;

> > > >

taskbased contains a series of tasks to perform within the target language; and
A combinationi mixesdifferent types of syllabi.

In many language coursaxyursebook (textbooks anevorkbools) and other learning

materials (recordirgand visuakidg complement these syllabi and teaching methods to

assist learners and teachers in their learning/teaching venturesbs&svedin this

literature survey, different arguments are madeawodir of and against coursebooks;

however, coursebooksnhave a vital role in instructiofhe learning materials created

by language practitioners must be interesting and accommodate different learning styles

(Littlemore, 2002)

As indicated in the imbduction to this thesis, | was not trained in SL teaching
but in teaching Maltese to natives. However, the-ye&ar period in which | taught
Maltese to foreigners provided different experiences and challenges to be overcome.
Because prior experien@®uld bias research, information for this study veggghered
from various sources using different research instruments, all of which underwent
reliability and validity checksThe precedinditeraturereviewwasalsovital for various
reasons. It provided an ewwiew of SLA theories and methodologiepdated my pre
existing beliefsand helpedwith critical selfquestioning aidedin the formulation of
guestions for this studyods instruments
discussion of the data ansily 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, syhadihods and learning
materials used in courses, which in turn help evaluat®tie 1 andMFL-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
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3.0 Introduction

This chapter explains the paradigms that influenced this reseapriovidle 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 thatas guided bythe research paradigms. The data collection
process and analysis are also discussed. Lastly, the ethical issues are addressed to show
how al I the participantsd privacy and an
access to the field was granted, written consent was obtained, and the recoded interview

data were preserved in a safe place.

3.1Researchparadigms

Paradigms are ways afoncei ving the world becau
beliefs and practices that regulate inquiry within [a] discipline by providing lenses,
frames and processes through which investigation is accompi@MedverandOlson,
2006, p. 460). Every paradigm hats 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 itolWever, Guba and Lincoln (199fated

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 epistemgically fundamental way@. 105).

For this reason, it is important to question the research paradigm of a study.

In the case of thidoctoralresearch, two paradigms guided this investigation: the
positivist and the interpretative types. Quantitatesearch 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 intetatige view, many truths and
realities exist, with different persons having various needs and perceptions. Moreover,
the interpretative paradigmos met hodol o«
providing an opportunity for research participants to éarth WeaverandOlson,2006,
p. 463). As Patto (2002) statel, interviews yield fAdirect
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t heir experience, opi ni(m @)s Harref (¥8]1icitedh s , a
Lincoln and Gubal985)thoughtalong 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 understan{hngo).

The next section explains how both paradigmere used in this PhD
dissertation Their mixed methods help provide the ability to statistically analyse the
data retrieved from the questimaires from all sources, while deepening them with the

faceto-face semistructured interviews.

3.2Researchmethodology

Traditionally, many research traditions have distinguished between quantitative
and qualitatre research. According to Pattq2002), qualitative methods assist in
studying details and issues in depth, while quantitative methods use standardised
measuresito fit varying perspectives and experiences of people into a limited number
of predetermined response categories, to which numbessassigned p.(14)
Furthermorewith a quantitative approach, the researcher can measure the reactions of a
large number of peoplio a limited set of questions, thus facilitating comparison and
aggregation of datgwhich] € gives a broadgeneralizable set of findings presented
succinctly and parsimoniously(Pattan, 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 theason but reduces generalisability
(Patbn, 20Q@2, p. 14). Wimmer and Dominick (1994) also indicdtenis pointi wh er e a s
qguantitative researchers strive fof. brea
140). Moreover, quantitative research described as controlled, objective, outcome
oriented and assumes the existence of of
researcher, while qualitative research a
is a subjective element to &howledge and research, and that holistic, ungeneralisable
studies, are justifiabie(Nunan 1992,p. 3).

Mi xed research is firecognised as the
paradigm, along with qualitative and quantitative research. [ltams]approach to
knowledge (theory and practice) that attempts to consider multiple view points,
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perspectives, positions and standpainBurke Johnsoret al, 2007, pp. 112 113).

Thus, it is a type of research in which a researcher combines elementstafige@and
guantitative approaches t o obtain Abr e
corroboration (Burke Johnsort al, 2007,p. 123).Citing different theoretical sources,
Greeneet al (1989 listedfive purposes of mixethethod 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 theother;

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 inguiBb9)

The advantage of triangulatievasalso echoed bipatbn (20Q2): AStudies tha
one method are more vulnerable to errors linked to that particular method than studies
that use multiple methods in which different types of data providesdata validity

checks (p. 248).

This research simultaneously employed quantitative and qualitative methods,
with limited interactions between the two sourcesirdbrmation during the data
collection stage, but the findings complemented each other at the data interpretation
stage (Morse, 199Zkited in Burke Johnsoret al, 2007, p.115). The mixed methods
were not aimed at triangulation in any positivist sense and thare ™aim to the
research being abl e to arsndevhsiséte firsiPhDj ect
dissertation addressing MSL in Malta, the mixed research methods and different sources
were employed to obtain richly illuminative insights into theempdmena 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 Researchdesign
A needs analysis was conducted with the legrgroups that were attending the
MFL T MQF-1 andMFL i MQF-2 courses in 2012013 as well as with their teachers,
to find out their perceived needs and suggestions in relation to MSL courses. The
|l earnersd needs in terms of the syll abus

with their perceptions of what was being offeredhe tourse they were attending to
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determine i f it satisfied their needs. A
of the syllabus, teaching methods and materfaled in some casecluding the
teachersod per cept weasencenpaced with ter mperceptiend of thee e d s
courses that were then being thddteucean tbsy
perceived needs and suggestions were also compared to gain insights into their
similarities and di ff er ensnapshot ofl dorsditiopsu r p o
attitudes, and/ or event s 1982p. 140), shusrhelging p o |
evaluate the whole system and pinpointing what should be amended in the teaching
scenarioFrom the three possible poir(ia/est 1994,p. 5) wheae aneeds analysis could
be carried out before, at the stadf and during the courdethe last option washosen
becausdasthe literaturereview showedpf the participantSclearerperceptios at this
stage;however this broughtabout certaidimitations (for more details, see section 7.3
Limitations of thestudy). 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 questionna(fe).

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
theparticipanté n e e suggestiomsdt the second stage, these were complemented

by semistructured interviews, which sought moredepth, qualitative information.

These courses were intended for adults; therefore, the learners comprised the 15+ age

group.
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A schematic diagram (Figu®) represents the research design.
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Figure 2. Research design

3.4 Questionnairedesign

As indicated in the literature review, Dublin and Olshtain (1986,27)
recommendd that before creating a new language programmepttld becrucial to
assess theurrentonein 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 tedeer population, the learners and the resources of the progrébubén
and Olshtain 1986, p. 27) | adopted a similar approach but with an addendum
consisting of teaching methods and teacher training. In fact, two questionnaires were
developed, one eadbr learnergsee Appendix Aand teacherésee Appendix B)The
guestionnaire for the learners was divided into three sections: Background Information,
Current Course (with the Syllabus, Teaching Methods and Materials subsections) and
perceived needs arsliggestions (with the Syllabus, Teaching Methods and Materials
subsections) . The teachersdé questionnair
mentioned above to enable comparisptus Teacher Training. The survey of the
resources, as indicated Byiblin and Olshtain (1986. 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 Universjtof Leeds(2013)suggestd

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 tvedy.

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.
The included Coheet al. (2009,pp. 334 341), Nunan (199Zp. 143 145) and

R o s s @%982)Wypology for generating needs assessments.

3.4.1Backgroundnformation

The first section of the questionnaires consisteflGoquestions for the learners
and seven for the teachers, which sought their background information. ittonse
offereddichotomouschoices(yegno), others were checklist questions, and others were
to be filled in. These options made answering easy fopdnécipants who werealso
given the opportunity to add comments to some items. This section yielded information
relating to the participantsdé personal a
attending or teaching, and teet u d matitatsod forlearning Maltese. As mentioned
earlier, preliminary information was needed concerning the learners and the teachers
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prior to the evaluatiorprocess The | earner sd answers pr
backgrounds and learning aims (Skier$891,p.432),whi | e t he teacher
gave a snapshot of their backgrour{dg)., experience) and perceptions about their
studentsdé | earning aims. The data obtain
issues and drawing certain conclusions, for exan#yie the learners a homogeneous or
heterogeneous group® it possible to classify the learners into homogeneous groups
and organise a course specifically for theAre the teachers and the learnersthe

same wavelength regarding the | atterds ai

3.4.2 CurrentCourse

The second sect i that eoafc htehres 0l egaurensetrisodn nas
Likert-scale questions, a few filh items and an opeanded question at the end. The
five-point scale system used (e.g., all of the time, most ofithe, often, rarely and
never) Abuil [t] in a degree of sensitiwvi
generating numbeds(Cohenet al, 2009, p. 325). The three subsections (Syllabus,
Teaching Methods and Materials) reflected the three amder study in the research
guestions. The open guestion gave phaeicipantsan opportunity to add any remarks

regarding what should be changed in the course.

3.4.3 PerceivedNeeds andluggestions about th&yllabus, Teaching Methods and
Materials

The third section of the questionnaire asked the learners and the t€aoklars
some caseghese includét he teacherso6é6 per cegbtuithemrs of
perceived needs and suggestions to seek their opioiorpractices in terms dhe
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 thearticipant® | d e al dofigpgmd o tdiselécz e a |

from among several needs or facets of one lfiRdssett1982,p. 31).

3.4.4TeacherTraining
The teachers6é6 questionnaire had an e

consisted of &ikert-scalequestion, a checklist question and another tbllled in.
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In conclusion, the majority of the questions in these questionnaires could be
analysed quantitatively. Howevert might be arguel that with Likertscale or
dichotomous questiongarticipantscould notiiadd any r emar ks, qu
explanations to the categories, and tHareuld be]a risk that the categories might not
be exhaustive and that there might be bias in éhgppenheim1992,cited in Cohen
et al, 2009, p. 321). To counter this limgtion, the questionnaires also included
qualitative data from the open question, and the questionnaires were supplemented by
semist ructured interviews, which sought de
responses to closed questi¢wsuld be]easier to collect and analyse, ofg®uld] often
obtain more useful information from open questiongwituld] also [be] likely that
responses to open questiopwgould] more accurately reflect what thearticipants
[would] want to sag (Nunan 1992,p. 143).

3.4.5Piloting of Questionnaires

Piloting is an essential stage to avoid pitfgdMsinan 1992, p. 143). Thus, its
principal aim is to increase fithe reli:
qguestionnaire (Cohenet al, 2009, p. 341). Forthis reason,wo teachers and two
learners were chosen to test the questionnaires. Both teachers hold a degree and a
warrant to teach Maltese and anotkér Both teach Maltese to natives aMi&L (one
in a private school and the other in a state schosljvedl as anotheffL. On the other
hand, the two learners had attended Maltese language courses at a local Tbancil.
first test rquestiomairevasitenduttehihcoheggachd@n 23 March
2013, followed by the testing of thee ar ner s 6 og26 Marchi2@l&vithamer e
learner then by another testontheeac her s 6 g @March20kBwithi r e ¢
another teachefollowed by thesecond e st i ng of the | &aApriner s 6
2013with another learner

Ind | cases, after the articipaptwas briaféedran wa s
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 latBruring the piloting of the questhnaires, special
attention was paid to the time it took eaphrticipantto finish. Afterwards, the
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participantwas asked to comment on the clarity of the questionnaire design and whether
there were any ambiguous questions and words that he/she didieoétand.

In the first piloting, the teacheoffered the following suggesbons for
improvementof he qgquest i omherashoukll desno ltaeging igstructions, the
spacing between the statements should be consisteithe numbers of the Likert
sale questions should all start from the same point and be lined up underneath each
other.The questionnaire should be in booklet falmmmake it easier for thparticipant
to view previous questions ani make the questionnaire more environmentally
friendly. However, his/her major critiquecusedon section D, Domains and Situatipns
indicating its need to be redesigned to make it easier farticipantsto tick the
situations.Regardng question ambiguity, he/she commented on the terms used in the
five-point scale (e.g.not at al important, unimportant, indifferent, important, very
important). He/she stated that the scales in the sectionsdtedak consistent that is,
if number 1 =very importantin section A, then in all sectionsumber 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 represaiitof the time and very comfortable Another
suggestion wathat at the beginning of each section, the sslatrild be clearly defined,
and since itwas very important it should be well designed. Moreover, if the scale
would change for some questions, this should be clearly demarca¢dichinatemuch
of the ambiguity, thus leauly to more accurate results. Asr terminology, heshe
commented that although he/she krtb& meaning o& portfolio, the key ternthatthe
teacher did not u n ldrywagepoar nt df . v éemedyfitlig) itso p e a
definition was inserted in a footnote. All thgsieces ofadvice werdollowed 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, althcagjeeing thasecton D was now
better designed, he/she fedrthat learners could still become confusédis/her
reservatiorwas notedwhich was therestedin the next piloting with an adult learner.

It is worth mentioningt h a t t he amendments teoverd dise t e a
appliedt o t he | earner soé6 qgue sweréedesigmed alongethe sdme t h

linesto makeit possible to compare responses.
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The first learner commented that the questionnauas well designed and very
clear. Howeversimilar to the teachey s f e, eneheaneektionedhat section D,
Domains and Situationsvascomplicated 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 ihd interview.Concerningambiguity, the learner remarked that of
the Likerts c a | e O (mot & al immpartant,unimportant,indifferent, important and
very importanj, indifferentwas not the right word to express/hisrfeelings. After this
trial, 1 discovered that Coheet al (2009, p. 326) usd neither important nor
unimportantinstead ofindifferent and instead ofery unimportant theyused not at all
important To improve the terminologys r e, thevLikertes@le items were
changed to reflect Cohean d c ol phese cloEesSimilar to the teachdr s
confusion the learnerdi d no't under st anhknguadeg r t € o mi di
because he/she had never hedritl This participanttook about 35 minutes to fill in the
questionnaire9 minutes more than the teachmarticipantdid. However, during this
time, he/she chatted a Idiut stil commented that the questionnaire should be
shortened. After this trial, it emerged that the gmgblemwith the questionnaire was
section D.This learned s a Wasitakem and this section was removed, not only
eliminating the previously facedifficulty but also shortening the questionnaire by
25%. Howeverit was compensated for in the intervieection.

In the next piloting the secondteacher commented that the questionnaire was
well designed, verywell-spacedand symmetrical. Howeverthis teacher found
ambiguity in two titles. After aeview of both questions, it emerged that both contained
an inappropriately placed word, which was corrected. The only keythertthe teacher
suggested to be defined was the abbreviation (CEFR) used in question 27t Wags
defined in a footnote: A T h@ommon European Framework of Reference for
Languagess a guideline used to describe the achievements of learners of foreign
language& The completion time for this questionnaire was 15 minutes, which meant
that it was reasonable for participants. In the last pilotiig second learner
commented that thejuestionnairewas well designed and very cleaand he/she
understood all questions clearligowever he/she hadalso never heardof the term
A Eur olpngumgepo r t f. @Hisipartwipanttook about 20 minutes to fill in the

questionnaire. The quantitadivdata from the last two piloted questionnaires, which
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comprised almost thentire finished instrument, were coded and entered in an Excel
spreadsheet; from the data gathered, frequencies and percentages were drawn
(descriptive statistics). Although thetoame was not as realistic as that of a real study

due to the limited responses of only tyarticipantsper questionnaire, it gave a clear

idea of how guestions should be coded and statistics should be presented. Regarding the
qualitative data fromthegust i onnai resd open questions,
limited to those of the few pilot participants, thatements were coded and a theme

was identified. Regarding theoption of having more participants it was nearly
impossible in the case of theachers because in Malta, very few teach Maltese to
foreigners thus, to balance the numbers of teacher and legradicipants two

representatives from each side were recruited for the test runs.

3.5 Semistructured interview design
As already noted, the questionnaires were supplementéacbiyo-face semi
structured interviews to retrieve moredepth, qualitative information. As such:

personal interviews allow for gathering data privately. As a result, you can establish a
certan level of confidentiality and trust, which, if handled correctly, is more likely to lead
to the 6t r patibipamdhanwsay godp intefri@Brown, 2007,p. 5).

The semistructured interview questions emerged from sources similar to those
mentioned for the questionnaires. These included Cehel (2009, pp. 356 359),
Nunan (1992,pp. 1491 5 3) and (188@)gypatogyt forsgenerating needs
assessments. Howew this time, three interview texts were created: one for learners,
one for teachers and one for an education spokespéssan Appendix C) The
interview with an education spokesperson aimed to obtain additional information from
another source concernitige courses offered from an administrative perspective. The
education spokesperson was not given a questionnaire becausenasisbea Maltese
language teacher and therefore could not appropriately answer it. However, the
interview structure for the edation spokesperson was developed along the same lines
as those for the learners and the teachers to make comparison possible. Nonetheless, the
guestiondor the education spokesperson generfgused on an administrative angle

(e. g., A Wh o thetdacisierma kpiamg process in devel o
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whereas the |l earners and the teache+t s we

making process in developing the syll abu:

All the interviews started with waruap questions and had the treommon
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.

3.5.1Piloting of Interviews

Even in tle interviews piloting was essentiahs Nunan(1992)me nt i oned, f
[would] give the researcher the opportunity to find out if the quesfwaee] yielding
the kind of data required and to eliminate any questithrad¢ might] be ambiguous or
confusing to pghel)ntethws eweeendgt hening t
and validity. The teachers and the learners who piloted the questionnaires did the same
with the interviews on the dates of t he
immediately understood the interview questions, and the qualitative informatgirehe/
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: Al's there a syl | abialgheindicatedt he
guestion was added. In the first trial with one learner, ghdicipantimmediately
understood the questions, and the qualitative information he/she provided addressed
precisely what was needed for this study. Moreover, to compensdteefabsence of
section Don the questionnaires, two new questions for both the learner and teacher
interviews were added:

A Which situations and topics are covered in this course?

A Which other situations and topics do you think should be covered?

These esmtial changes were made to the research instruments used with both teachers
and learners, which necessitated a second piloting with another learner and Tdazher.
second teacher trial indicated tithe newly added questions helped emphasise the

situatons and themes addressed during this course. With this amendment, the
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participantsalso 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 trighatheipant

immediatey 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 (Figu®®) represats the 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 chasena fAr el at i v el
method Brown, 2007, p. 5. However, the selddministrative approacmight make
more sensavith a wide geographic distribution or a large number of participdifts
Malteselslands are small; thus, geographic distribution was not a prolensidering
the number of persons attending these courses, it was possible theugeoup
administrationapproach. In fact, when this research commenced, there were 12 groups
of MFL-1 learners, with one group based in Goahich together had 60 learneFsom
these 58 participated in thesurveyquestionnaireThus from all the learners present,
one underagedtudent did not participate in the study, and another who did not know
the English language could not participate due to the language barrier. Thergngere
teachers for the 1MFL-1 learning groups. On the other hand, when the study
commenced, there were two groupsMfL-2 learners, totallingiine students who all
participated in the study. Initially, there were three groups; however, one class was
cancelle in May 2013. Nevertheless, all three teachers participated in the sumwasy. It
evident thapersonallyadministering the questionnaires centre by cemtreld lead to a
very high return ratéecause the researchegould have a captive audien¢&rown,
2007, p. 5) Moreover, the researcher could respond to any queries and be aware of the

conditions when the learners filled in the questionngBeswn, 2007,p. 5).

3.7 Data collection: I nterviews
In the case of the serstructured interviews, it was npossible to interview the

entire population of |l earners i n bot h
effectively with a few of the participants in a language programme;dntrast tp a
survey fhaf would be more effective for obtaining the viewtall the participants
(Brown, 2007,p.6 ) . Thus, for the | earnersd inter
was used, where:

1. the population of interest was identified,

2. the participants were selected randomly from each of the stratapophéation

and
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3.the resulting sample was examined #dto
proportion of each characteristic as the original populat{@mown, 2001, p.
73).
As regards condition 1, this needs analysis was performed with two IBFls1 and
MFL-2, with each level having different groups taughtvarious locations around
Malta and Gozo, some of which were delivered by different teachers. Therefore, in the
case ofMFL-1, a learner from each group was interviewed; NtbfL-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 iframe 6
each group was eritical issue because (as found out later) in the caddFaf-1, the
syllabus was too vast and generic, wHiéL-2 had none. As Dublin and Olshtain
(1986) maintaied, an overly generic syllabus or its absewoeld leave the teachers
and learners without a specific direction, whileduldl ead t o fAa | ack o
i n materials and exami (pa28)i ons used withi.
As indicated insection 3.1QEthical issue} 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 eadowp 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 limitede® gr 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 requitechave a good command of English, in
which the interview would be conducted. The same method was adopted for the
interviews with theMFL-1 andMFL-2 groups.
Concerning the interviews with the teachers, since onltatightboth groups,
the aim was to interview all of them to obtain the whole picture from their point of
view. However, the reply slipsn the questionnaires revealed that from thiee
teachers handling the 12 groupsMFL-1 learners,two did not show an intest to

participate in the interview. On the other hand, fromttineeteachers teachinglFL-2
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|l earner s, only one accepted to be inter
problem was encountered because i nThet he r
i nterviews could be done i n théfattesinoguage
the first questions in the interview were waum ones, initially, the majority of the
teachers spoke in English; however, when the questions needed more elaborate
responses, they switched to Mal tendte The
education spokespersonds 1 nter \(Seesegt®On wer e
7.3, Limitationsof the study.

All the interviews were recorded. As Bryman (2012) psihb ut |, Awi t
approaches thawould] entail detailed attention to langueggsuch as conversation
analysis and discourse analysis, the recording of conversations and intérvjgtesall
intents and purposg¢swould belma n d a {p.o482y 0

3.8 Data analysis

Some of the data used in both questionnaisesinominal scalegnumbers that
denote categories). Such questions inclusked1 = maleand 2 = femalg andage of
the learnerg1 = 20 years or youngel = 21i 30, 3 = 31140, 4 = 41150, 5 = 511 60, 6
= 61i70and7 = over 70) No mi n a | dat a 0den ertirely sgpamte r et €
categories (Cohenet al, 2009, p. 502). However, the majority of the data in both
questionnairesisedordinal scalesy ef erring to a scale Athat
introduces an or deeral, 200%po502), bueh ad & talbobthe( Co h e
time, 2 = most of the time, 3 = often, 4 = rarelpd 5 = never.Both nominal and
ordinal data, which are often derived from questionnaires and sufveys, e consi d
tobenompar ametri co, meani ng t habout the popwatiofi, ma k e
usually because the characteristics of the population are unkr{@wehenet 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 thesiscdptive statistics were used to
analyse the nominal and ordinal daia the questionnaires. As the term implies,
descriptive statistics Adescri be and pr

frequencied (Cohenet al, 2009, p. 503). Using the Excel pgram, data were entered,

117



reproduced heras an examplgom theMFL-1le a r ngeestionmaire

then percentages were calculated and presented in a table for each gUabteftlis

Table 11. Participantsd6 feedback about
Q. 12: Lessons during this course are organised according to
All of the | Most of the | Often | Rarely | Never| NF
time time
a. grammar 27.6% 44.8% 24.1% 3.4%
(16) (26) (14) (2)
b. topics 19% 31% 29.3% | 15.5% 5.2%
(11) (18) (17) (9) (3)
c. tasks 3.4% 13.8% 27.6% | 25.9% | 8.6% | 20.7%
(2) (8) (16) a5 | (5 | (12
d. other Yes
methods P6 Time and numbers
P13: Dining/sports/TV news
P15: Listening comprehension
P35: Number of students
P37: Everyday life/on the bus/directions

cour

Since these questionnaires weied for learners and teachers of two different

cour ses
mask the real numbers, and the reaflemild] need to know the real numidgCohen
et al, 2009, p. 509). For this reason, the frequency veaslosedn parentheseander

wi t h

varying

popul ati ons [cduld]r

e a (

each percentage. From Table 11, it could also be observed that in every question, the

filled (NF) category comprised a separate column, for four reasons. First, since the

perceptios on what was offered in the course were compared to the needs of

learnergeachers, plotting all the data made full comparisons possible. Second,

providing all the data to readers, from which conclusions were drawn, was helpful
t h e [wird] @pgemato evaluative idterpiletatoofT omlinson 2003,

because

p. 16). Third, in some caseNF served as an indicator that the question was ambiguous

or theparticipantswere unwilling to answer due to sensitivity and privacy issues, such

as hiding their idetities. Fourth, in the Excel spreadsheet and even in the tables, all the

frequencies obtained from all categories, includitg 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, th@articipantswere also given the option other reasonsas

indicated earlier, this was one of the techniques (others included the open question and
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semist ructured interviews) used to | imit
exhausive and that there might be bias in the(@ppenheim 1992, cited in Coheret

al.,, 2009,p. 321). Theparticipanté open responses were al sc
accompanied by the corresponding code of gaticipant(e.g., P6 = Participant®,

Table 11).

The data in the teachersodo and | earne
analysedby using the same method. After the data in the Background Information
sectionwere presentedhe data in the Current Coursection were also plottedsing
descriptive statistics. Since the last questiorthis section was an open oné/l{at
would you change in the course that you are currently taking?) and thus contained
qualitative data, tatements were coded, then these codes were grouped by symilari
and a theme was identified. Thisemes were generatadposterioriand then plotted
in a table with the themes and the correspongeticipant® c od e s, i ndi ca
theme each one chosee¢ Tables 23, 58, 98 and 138IFL-1 Learners,MFL-1
TeachersMFL-2 Learners andMFL-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 thetefasection (Perceived Needs and
Sugeestionsabout thesyllabus, teaching methods and mate)jatkata were plotted
using descriptive statistics, which were compared to what was found in the
corresponding tables in the previous sectidithough with certain limitatios (see
section 7.3 Limitations of the study this system made comparison possible between
what the learnerer teacheriad(or t eacher sé per c ggndwhatns o
they needed. The teachersodé questianditsai r e
data werealso analysedby using descriptive statistics and the answers to the open
guestionand the interviews

In this part of tle researchthis statistical approactvas used becauskis study
did not aim to look for different variables but tobtain descriptive snapshat of the
course, together withthe learne@and teachefsperceived needdMoreover as the
literature shows Aiwhen you start thinking of t he
combination and statb realisehow they work togetheto describe the distribution of
responses, descriptive statistics come alive and become a@@folvn, 2001, p. 33).

Apart from this due to the limited number of participants in courses such as2fIFL
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presentingthe data according to certain variablesuld have jeopardised the
participant® anonymity and in some casgsuch as the MFH2 t eacher s6 po
(three persons) the approachwas impossible to considetue to the insufficient
numbersthus this was eliminatedJnlike inferential statisticéwhich need to be tested
for statistical significance), Asi mpl e f
t he ms gHhoweeestohes e fimake no inferences or [
what has bee mrtalf 2000Onpd5®4).( Cohen

In the majority of the casescombined percentages were used for the
comparisons becaus dgcouidcbe oseful mismgingdhe gemegab r i e
trends or tendenci fauldialso bé tseful id eating scales wfh i | ¢
agreement to disagemend (Cohenet al, 2009,p. 509).1n examining the percentages
and fr eque n would$hgveltdinvasdgata wWhetloer the ddtaere] skewed,
i.e., overrepresented at one end of the scale and underrepresented at the other end
(Cohenet al, 2009, p. 514). Although thenecessaryhighlights were pointed out,
pl otting quest i onwoald beloped to éwaltative intarpretatibh | e s
(Tomlinson 2003,p. 16).

Semistructured interviews were used to avoid the rigidity of a strudttyjee.
As already stated, to mal@mpdibilty possi bl e with the ques
semistructured interviews were split into three main sectitos (Syllabus, Teaching
Methods and Materials), reflecting the subsections of sections B and @cin e
qguestionnaire. In the e a c kase, sedtion D (Teacher Trainjngas also added.
Moreover, the subsections and the prepared questions ensured that the interviews
elicited appropriate answers, while giving tbarticipantsthe chance to elaborate on
what they deemed importantorofinter@&sh i s approach i s possib
inasemstructured interview are not near | \
interviewé [ Topic areas auworato thalirtantiew dut s ] [
there is freedom to vary the course of t
and the fIl ow Schuh, 200%p.20ht er vi ewo (

Since all the servstructured interviews were recorded, they were transcribed
and analysednanually, and the data were preserdedording tandividual responses.
During the analysis, each interview questiwas presented chronologicaliynder the

corresponding sectiofSyllabus, Teaching Methods, Learning Materials and Teacher
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Training), andthe responses of all the interviewees were inseattt each question
When the intervieweeelaborated orthe themebeingdiscussegdtheir direct quotations

were included to support the discussion. Thus, alpdréicipanté dat a f rom t |
structued interviewswere presented in a different sectiolm another chaptethese

were then amalgamated or contrastedi t h  wh a't emerged from
tables and the open question. However, since these werestsaatured interviews,
some of the larnersandteachers went beyond the scope of the quespiosed to them.

Thus, these datawere insertedunder the question being asked but in Biscussion
(Chapter6), eachitem was placedunderits relevanttheme Regardng the interview

with the education spokespersoine datavereinserted in the Discussiathapteronly

to confirm, contrast orelaboratewhat emerged from the learnérand teachefs
guestionnaire and interview respons&sschematic diagram (Fige 4 represents the
study design foMFL-1.

Maltese Foreign Language Course 1

|
| l

Questionnaires ~| Piloting ¢ = Interviews

Whole Population

| Teac|her5 | | Learners | Whole population Random Stratified
Sample
Js \F [
9 58 One from Each
Teachers Learners Group
Analysis = J_
7 out of 9 12
Accepted Learners
Closed Open
Questions Question
|
Descriptive Data presented by Data presented by
Statistics Issue / Theme Individuals

Figure 4. Study design d¥FL-1
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A schematic diagram (Figurg Eepresents the study design fdFL-2.

Maltese Foreign Language Course 2

|
[ L

Questionnaires = = Piloting |= 5 Interviews
Whaole Population I !
Whlole Random Stratified
. Sample
- Population |
| Teachers | | Learners |
‘ ‘ Two from
I J Each Group
3 9 'l-'l
Teachsrs L?.?lmers 1 out of 3 1
Accepted Learners
Analysis
Closed Open
Questions Question
|
N ¥
Descriptive Data presented by Data presented by
Statistics Issue / Theme Individuals

Figure 5. Study design d¥FL-2

3.9Validity and reliability

Although attaining absolute validity and reliability is an impossible goal for any
research model (LeComp#ad Goetz 1982, p. 60), in this research with quantitative
and qualitative data, and apart from the piloting of the instruments, measures were take
so the data would be both reliable and vadgternally and internally. Nunan (1992)
describelr el i abi |l ity as fAthe consistency of t
and validity as fithe extent t o eswhatthdh a

researcher pur fpold)t s to investigateo
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Al nternal validity refers 1,d992,(h¥);, i nt e
thus, the findings should describe the phenomena being resef@dtezhet al. 2009,
p. 135). Lincoln and Gubal@85, pp. 219, 301 cited in Cohenet al, 2009, p. 136)
indicatad that one way to addredhis in a naturalistic inquiryjwould be] to use
triangulation of methods, sources, investigators and theories. In this research, a
comparison of the teacherso views via a
|l earnerso6é6 views via the same instr winent s
In the case of the interviews, another source was added to reinforgattieeeddata.
Triangulation aims to validate and hence increase the crediftilitg value)of the
interpretation of the dateollected(Long, 2005, p. 28). In this study, theriangulation
al so helped in the external val i dati on,
generalised from samples to populat@n@Nunan 1992, p. 15), because the
guestionnaires were distributed to the entire populations of teachers and learners. Thus,
with this method, all the individuals had their chance to express their \mmserning
the other research method (the interview), stratified sampsagsection 3.7 Data
collection interview3 was usedbnlywi t h t he | earnersodé inter
considerable number of them. Thus, such interviews were corroborated by the breadth
of data obtained from the questionnaires; in turn, the intesvgave the much needed
depthThus, Athe use of multiple methods, or
anindepth understanding of the phenomenon
5), while adding fArigorgndbrcamth, t a«¢ ompd e
1998, p. 231)his approach also heddt he i nt er nal reliability
of data collection, analysis, and interp
to which independent researchfrsuld] reproduce a study and obtain results similar to
those obtai ned (Nummantl®902p.). Infadt, Cehéet & 2a0Ups O
158) indicatd the advantages of questionnaires over interviews, whimhld lead to
increased reliabilityanonymity (to the researcher), thus encouraging greater honesty,
and economy in terms of time and money. However, they alsbthigedisadvantages,
amongst others: low return rates, misunderstandings between the researcher and the
participants and if ony closed itemswere used in questionnaires, theseght lack
sufficient coverage or authenticity. For this reason, they suggjst questionnaires
be piloted and refined for their content, wording, len@bhenet al, 2009, p. 158and
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so on, which wa cautioust carried out in this study (sesilsection 3.4.5Piloting of
guestionnairgs 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 (198p called ivol unt eer bi aso and increasi
researcher was present in the distribution of the questionnaires; thymrticgpants

had the chance to clarify any misunderstandings. Regarding the closed items, the
questionnaires inaded open questiongoo, indicating the chances where learners
could add their own views. Cohet al. (2009, p. 158) also poirgd out samplingas a

central issue concerning reliability and validity when administering questionnaire
surveys, which wagliminated 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 (Cohenet 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 ques
witheachot her, t he great er o0(Cdhenetale2808,p.t4t)her s 6

3.10Ethical 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 hu
life of theparticipant be it in terms of time taken to complete the instrument, the level
of threat or sensitivity of the questid(Cohenet al, 2009, p. 317). Moreover, some
participants might be from a different culture, which could mean their ungrikiss to
make critical statements or discuss certain toglanan 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 wiith th

consent.

3.11Participants identified, approached and recruited
After clearancenvas obtainedrom the University of Sheffield Research Ethics

Committee (AppendibD), permission was also secured from &decation department
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of Malta to conduct the research on the courses mentionedemhee manager of the

DLL was contacted to work hand in hand with him/her so that | could personally visit
the centres where the lessons were being held. He/she introduced me to the coordinato
of these coursesyho 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 theeu e s t | ocaverdetter ie 6rdeto provideenough

details with which they could also inform their students beforehand stépsvastaken

to avoidphysical and psychological harm; moreover, the research venue was where the
participants attended classes #8masa familiar environment. This researdid not raise

any personal safety issues for me as well because the Mitasds are a safe haven

with which | am familiar, having grown up here.

3.11.10btaininglnformedConsent for th&uestionnaires

During my visit toeach learning group, | introduced mysetkplained 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
g u e st i ocoverddtter,eadd 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 clarifiéedt 1 s | mportant t ible,iexpl
and i n t er ms meani ngf ul t o participant
Sociological Association, 2002Afterwards, written consent was obtained, using a
specifically designed form that included my and swy p e r wonwa defass, the
ressar ch aims and a declaration. The decl ar
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 ehatay t
would not connect their identities to specific published dsga AppendixE). These
cautionary measures were undertaken beca
research involving human subjects gives primacy to the requirement of fully edorm
voluntary <consent on the part o f t he in
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 pernmagsion

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. Theparticipantswere also offeré 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. Thisiiveeboosted
participation. When the participants wer
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.

3.11.20btaininglnformedConsent for thénterviews

Since the second step in this research was to conduct &seatured interview
with some of the learners, the teachers and an education spokesperson, the participants
(except the spokesperson who dt fill in a questionnaire because he/sves 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 shoappreciation, 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 accordingtothe ssidy 6 s exi genci es. I n fact, t
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 nderlying 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 recordddtheir questions were answered, and
their right to refuse p#cipation was explained. Afterwards, written consent was
obtained in another specifically designed form, which had the same contents as those of
the questionnairesé consent sheet, but w
the interview recoraig would be stored in a safe place and destroyed once the study
was completedsee AppendixE). This noteensured a clear agreement with participants
on how this recorded material would be stored, used and destrdyedefdly slip at the

end of the quesinnaire 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
recordirgs were kept securely in a passwprdtected folderTo ensure confidentiality

of personal data, thparticipantswere made anonymous and their personal data were
kept private. For this reason, pseudonyms (€.4.P2 were used for this study, which

will also be used for future conferences or meetings. This procedure was followed
because this research was sponsored by the DLL undedtivation departmerntf

Mal t a, and the contract precisely reques
thesison publ i cat i oauzation Udpatmentillduilyeknow thdrresearch

results. However, it does not imply that fhegrticipanté 1 dent i ti es wi | |
anonymity will remain at all times. To put thearticipanté mi nd s at re
decl aration was added to the <consent fo
confidentiality, and at all times, data wile presented in such a way that my identity

cannot be connected to specific publishe:

3.12Conclusion

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 attendingIFL i MQF-1 and MQF2 and that of their teachers are
presented to explaitihe 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 MQF-1
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4.0 Introduction

This chapter consists of a needs analysis of the learning groups that attended the
MFL i MQF-1 course in 2012013to discover their perceived needs and suggestions
regarding the course. The | earnersd need:
materials are compared with their perceptions of the course to determine whether it
satisfied their need#&\dditionally, t he teacher so igeheet eadhaea
perceptions of | earnersod needs i n some C:
materials and teacher training are compared with their perceptions oburge 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 artd-face
semistructured interviews. In the first phase of the study, two questionnaires for the
whole populatiod one for teachers (nin@articipans) and one for learners (58
participans)d were used to investigate perceptions of the MFL courses at the DLL and
sone of the participantsd needs. These que
analysed quantitatively. Because Liksdale or dichotomous questionsuld not allow
participants to fAadd any remar ks, apdial i f
there[would be]a risk that the categories might not be exhaustive and that there might
be bi as in themo ( Op pend al 2009, A BALY the ci t
guestionnaires were balanced with some egathed questions to generate qualitative
data.

Semistructured 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 MFLL 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 sectioriBhe first sectionpresentsthe
responses thg mer ged from t he ITleeasecond sestidimclgdese st i @
the data retrieved from the | earcoverthes ® i n
teachersdé questionnaires and interviews.

Since this chapter (Research findinddFL i MQF-1) and the nextone
(Research findingsvIFL i MQF-2) both present data retrieved from the needs analysis,

129



with the same criteria (i.esyllabus, teaching methods, learning materials and teacher
training), the literaturas not referenced (except in sonparticular cases) to avoid
repetition.The discussion ilChapter @Gncludesreferences to the literatuesd provides

a detailed analysis ¢iie results for both courses.

4.1 Learnersd questionnaire

I n this section, t he | ear(®ee AppendixrAg s pon
are presented and analysedlmonologicalorder. Therefore, the first secticoversthe
| ear ner s 0 seotiarcAan the guastionn@ire) and the second section presents
the current coursesgction B on the questionnaireiith three subsections: syllabus,
teaching methods and learning materials). The third seatidodest he | ear ne
perceived needs and suggestisesiijon C on the questionnaireith three subsections
syllabus, teaching methodsd learning materials)Each question is plotted in a table
indicating the number of participanigho ticked each option and the percentageh
represergd In some cases, the learners could also provide other reasons;hin suc
instancesdataarepresented according to each participagpresented by an individual

code (P and the corresponding number).

4.1.1 MFL:1Le a r nBackgrdundnformation

In this section, preliminary information about the learners attending the MFL
course is presented and analysed to provide a snapshot of the student population during
the research period. Providing thesinstude
turn helpfulfor the analysis of their needs and suggestions.

When this research commenced, 12 groups of MFearners existedvith one
group based in Gozo. In all, 58 learners participated irstimeey questionnaire; the
learners are categorised by denin 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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Tabl e 2 s hows natibnalitiep dNotdbly, cthe pnajoritysod the
participants were BritisHollowed by Russian. This is due to several factors: Malta was
a British col ony; Engl i s hmangcorsideethexlimat®a | t
pleasing and many British natiwals retire on the Maltese Islandsdditionally, the
number of Russians and other Eastern Europeans has increased in Malta over the past
10 years. The Malta National Statistics
comprised the largest number ofdigners 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 participantsd age r

20 years old or under is given, learners of this raggewere initially included in the
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study. A 15yearold girl opted not to participate in the study after consulting Wwéh
parents. The | earnersodé ages varied consi

Table 3. Participants by age

Q. 3: Age
Age Range Number Percentage

20 or under
211 30 13 22.4%
311 40 20 34.5%
411 50 10 17.2%
511 60 8 13.8%
611 70 6 10.3%
Over 70 1 1.7%
Not stated

Total 58 100%

Table 4 presents the | edfferedeonsiderably.c c up
Many learners had blueand whitecollar jobs; retired people (19%) and housewives
(12.1%) had the highest percentages and 19% did not state their ocauddterefore,
the teachers had the challenge of cateri
needs. According to McKay-larmgumage class imin 6oin® 9 9 )

sense multilevel i n terms of | anguage sKki
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Table 4. Participants bgccupation

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%
Seltemployed 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%
Onlinemoderator 1 1.7%
Volunteer worker 1 1.7%
Researcher 1 1.7%
Total 58 100%
Table 5.Participants byduration of residence in Malta or Gozo
Q. 5: Participants blength of residence in Malta or Gozo
Years Number Percentage
1 or less 13 22.4%
2i5 25 43.1%
6i 10 10 17.2%
11715 8 13.8%
16 20
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 2year3. When prorated, the residents who had lived there no
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longer than one year had the highest percer&dge.4%, while four of the subgroups
covered periods of four or five years each (€05, 6 10). As the length of residence
increased, the percentagestudents learning the language diminished M&Kay 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 difficuktonditions at home so they learn the language to cope with daily
life. Table 5 reflects foreign | earnerso eff
culture, particularly those in their first five years of residence.

Because t he | esavarie thasiromothea torigues alddferedi e
(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 masttiongue. Disregarding those who did not
state their nationality (8.6%), the reason for this increase is that certain nationalities,
such as American, Australiaand Trinidadand 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 a

part 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%answeredyes (Table 7). Of these, three attendkthltese conversation

classes R1, P4 and P3), comprising 10 sessionsf two hourseach to practise

incidental conversation. Others reported that they attended a volunteer summer course

(P24), MFL at the German Maltese CirclP25), thein lingua course in 1998RK3L) or

the University of Malta certifate courseR41). Another three indicated that they had
repeated MFLL (P14, P15 andP37). Interestingly, one participant had already attended

MFL-2 (P11), and another was attending a Maltese for Maltesese while repeating

MFL-1.

Table 8. Participah s 6 r easons f

or

| earning

Mal t ese

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 17 29.3% 41 70.7%
magazines
e. Other reasons 15 26.3% 42 73.7%
f. They use Maltese at work 10 17.2% 48 82.8%
g. Itis a requirement to obtain 9 15.5% 49 84.5%
job
h. To pass the Maltese 7 12.1% 51 87.9%
ordinarylevel (Olevel)
exam

Most participants learnelaltese to communicate with local87.9%) and to

cope with daily life (63.8%) (Table 8). Family literacy came n&ith nearly 45%.

Around 29% expressed their desire to read [Maltese] newspapers and magamines

around 17% reportedsingMaltese at wdt. 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 ortiimalyOlevel)
exam (12.1%); thus, lower scorfes these reasonsould be expected. It is easy to find
a job even if a person cannot communicate in Maltese. Moreover, thelMBurse is
not specifically intended to prepare students for tHev@l exam, although it is one of
three courses that is qugsed to lead learners thefighe learners also mentioned the
following reasons (other reasons, Table 8): he/she coesidearning Maltese a
challenge P11); Maltawas his/her home so iWvasimportant to learn Maltesd6); it
was fun (P12); to helphim/her in volunteer work at Mater Dei Hospit&2); to
understand [communications on] TV and radRfy); to understand Maltese people
speaking with one anotheé?25); to speak with relative®@ andP53); to learn another
language while living in Mait (P48); he/she prefeedto use Maltese instead of English
(P41); for himself/herselfR34); they considexdit their duty as residents of MaltR47
and P58); he/she love languages and linguistic$21); and to enter university and

become a lawyeR20).

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. Itis arequirement to obtain a job 3 5.2%
f. To pass the Maltese-l@vel exam 2 3.4%
g. They use Maltese at work 2 3.4%
h. To read newspapers and magazir 2 3.4%
I. For family literacy

Total 58 100%

Table 9 shows that the main aim for over half oflda@ners 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 subsectiopseseninformation aboutthé e ar ner s d6 v
the MFL-1 course based ortheir response®n the questionnaireThe questions are
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presented according to theirder ofplacemenbn the questionnaire (See Appendix A).

The Likert scaleused in this sectiomcludesfall of the time most of the timgoften,

rarely and neveb choices Each question isstatedin a table with the number of
participans who ticked each optioenclosed in parenthesdmlowthe percentageach
represerd When analysing the data, combined percentages are generally used to show
Aithe gener al trends or ettal 208% m 609)e Howeven, t h €
when two criteria have the same percentage, they are placed in order according to their

subcatgories.

4. 1.2.1 Learner-kbsgllabus ews on t he MFL
About 95% of the learners stated that all four skills (reading, writing, listening

and speakingyverecovered all of the time, most of the time, or often (Table 10).

Table 10. P ar t s on skiflsscaveragé in fheecoucse pt i o n
Q. 11: All four skills are covered in this course.
All of the Most of the Often | Rarely | Never NF
time time
27.6% 36.2% 31% 1.7% 3.4%
(16) (21) (18) 1) 2)

According to the learners, the lessomere organisedaccording togrammar
(96.5% combined all of the time, most of the tinaad often), followed bytopics
(79.3%) and tasks (44.8%) (Table 11). The learners mentioned other methods of
organisation; however, except forn e | e B3b) nespondes thely all leunder one
of the first three categories in Table Ihis learner P35) noted that the number of
students in the class (and by implicatio
organisation. This is an interesting observation because interactive learning is more
demanding for teachers; thus, it is performed whersalasnbers are small. However,
the relevant literature notes that other methods, such as-then€thod, emphasise
teaching and writing skills (Griffiths a
communication skills. Such an approach, which owddolistening 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. P a rck abouticqusenorgandsatibone e d b a
Q. 12: Lessons during this course are organised according to
All of the | Most of the | Often | Rarely | Never| NF
time time
a. grammar 27.6% 44.8% 24.1% 3.4%
(16) (26) (14) (2)
b. topics 19% 31% 29.3% | 15.5% 5.2%
(11) (18) (17) (9) (3)
c. tasks 3.4% 13.8% 27.6% | 25.9% | 8.6% | 20.7%
(2) (8) (16) a5 | (5) | (12
d. other Yes
methods 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. Participantsdé feedback about cour
Q. 13: This course follows
Allof | Mostofthe | Often | Rarely | Never| NF
the time
time
a. alinear 19% 36.2% 27.6% | 8.6% 8.6%
progression | (11) (22) (16) (5) (5)
b. a cyclical 10.3% 36.2% 32.8% | 12.1% | 1.7% | 6.9%
progression (6) (21) (19) (7) (1) (4)
However, the percentage for the cyclical progressi@s not significantly lowey
indicaing that while the materials covered during the lessons fadidva linear
progression, certain areagrerevisedduring the course.
4. 1.2.2 Learnersodé views-lon the teaching

Since the course leaned towards a gramon@nted organisation, grammar
practice had the highest percentage of frequency (94a8%f the time, most of the
time and often), which was as expected, followed by vocabulary (91.3%), reading
(81%) and writingpracticeq77.7%).Listening practicavas next (74.1%), and speaking
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practice and Malteseulture awarenes$ollowed (both 62%) (Table 13). Notably,
speaking was ramkl 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
outof-cl ass activities were never perfor med
almut the course: A T h eplayimg,tdiscossionl andgewpf-clase ¢ | u d
activitieso (DLL, 2012a, 2012b) .

Table 13. Teachersodo methods of instruction
Q. 14: Do you perform the following practices during your present course?
All of the Most of Often | Rarely | Never| NF
time the time
a. Grammar 34.5% 50% 10.3% | 1.7% 3.4%
practice (20) (29) (6) (1) (2)
b. Vocabulary 29.3% 37.9% 24.1% | 3.4% | 1.7% | 3.4%
practice (17) (22) (14) (2) (1) (2)
c. Writing 19% 25.9% 32.8% | 19% 3.4%
practice (11) (15) (19) (11) (2)
d. Reading 15.5% 27.6% 37.9% | 17.2% 1.7%
practice 9 (16) (22) (10) (1)
e. Listening 12.1% 24.1% 37.9% | 24.1% 1.7%
practice (7) (14) (22) (14) (1)
f. Speaking 15.5% 15.5% 31% | 345% | 1.7% | 1.7%
practice (9) (9) (18) (20) (1) (1)
g. Maltese 1.7% 10.3% 50% | 29.3% | 5.2% | 3.4%
culture (2) (6) (29) a7) 3) (2)
awareness
h. Out-of-class 1.7% 3.4% | 22.4% | 69% | 3.4%
activities (1) (2) (13) (40) | (2)

During the course, the learners stated that they usually worked individually
(89.6% all of the time, most of the timand often), followed by working in pairs
(60.3%), large groups (46.5%) and small groups (31%) (Table 14). As taniogd
category, working individually also complemedtthe grammar approach used in the

course.
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Table 14. Particiothertearre® i nteractions with

Q. 15: During this course, how often do you work/learn
All of the | Most of Often | Rarely | Never| NF
time the time
a. individually 13.8% 53.4% 22.4% | 52% | 1.7% | 3.4%
(8) (31) (13) (3) 1) | @
b. in pairs 15.5% 44.8% | 29.3% | 5.2% | 5.2%
9) (26) an | 3 | (B
c. insmall 1.7% 8.6% 20.7% | 41.4% | 22.4%| 5.2%
groups 1) (5) (12) (24) | (13) | (3)
d. inlarge 15.5% 15.5% 15.5% | 12.1% | 34.5%| 6.9%
groups 9) 9) 9) (7) (20) | (4

In terms of the learning methods used by participaotqying from the
whiteboardgarnered the highest percentagd.9% combinedall of the time, most of
the timeand often), followed bygetting a logicalexplanation (87.9%), rote learning
(75.9%) andisteningand taking note§74.1%) (Table 15). Problem solving2%) and
finding information on your owng0Q.3%) wereranked last.

Table 15. Learning methods used by participants

Q. 16: During this course, you learn by different methods, such as
All of the | Most of Often | Rarely | Never| NF
time the time
a. rote learning 6.9% 32.8% 36.2% | 13.8% | 5.2% | 5.2%
4) (19) (21) (8) 3 | 3
b. finding 8.6% 15.5% 36.2% 31% | 3.4% | 5.2%
information (5) 9 (22) (18) (2) 3)
on your own
c. getting a 19% 37.9% 31% 6.9% | 1.7% | 3.4%
logical (11) (22) (18) 4 (@H) 2
explanation
d. problem 3.4% 22.4% 36.2% | 20.7% | 6.9% | 10.3%
solving (2) (13) (21) (12) 4 (6)
e. copying 39.7% 48.3% 6.9% 5.2%
from the (23) (28) (4) 3)
whiteboard
f. listeningand | 29.3% 36.2% 8.6% 6.9% | 1.7% | 17.2%
taking notes (17) (21) (5) (4) (1) (10)
g. other Yes
methods P47: Homework
P49: Worksheets
P58: Using theTeach Yourselbook and_earn Malteseby
Joseph Vella
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Other participants indicated that they le=adrby doing the homeworkPd7),
answering the worksheet849) and using a workbookE3).

Table 16. Types of assessmenegito participants

Q. 17: During the course, we are given
All of the | Most of the | Often | Rarely | Never| NF
time time
a. homework 24.1% 27.6% 17.2% | 27.6% | 3.4%
(14) (16) (10) 16) | (2)
b. written 1.7% 6.9% 32.8% | 39.7% | 15.5%| 3.4%
tests (1) (4) (19) (23) (9) (2)
c. oral tests 12.1% 15.5% | 43.1% | 20.7%| 8.6%
' (7) 9) (25) | (12) | (5)
d. use of the 10.3% 20.7% 10.3% | 20.7% | 31% | 6.9%
European (6) (12) (6) (12) (18) (4)
language
portfolio
e. others Yes
P3l: The preparation of th@ortfolio is a waste of time

Table 16 reveals that homewaoktained the highest percentage 968&.all of
the time, most of the timand often), followed by the European language portfadiod
written tests (both 41.4%) and oral tests (27.6%). Qarécipant P3l) considered the
portfolio preparation a waste of time. The variations obtained in Table 16 reflect the
inconsistencies amongst the learning groups. For example, a combinede8lred
that they used the European langupgsfolio all ofthe time or most of the time, while

another 31% reported that they never used it.

4. 1.2.3 Lear ner-klégammagnmaterals on t he MFL

The learners indicated that the mbsguently(all of the time, most of the time
and often) used materials were tes given by the teacher (96.5%llowed by word
lists (68.9%), acoursebook(53.4%), recordingg37.9%), PowerPoint presentations
(32.7%) and bilingual books (25.9%) (Table 17). The leasd materials were videos
(12%) and bookabout Maltese historgnd culturg6.8%).
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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 | Most of | Often | Rarely | Never| NF

time the time
a. notes given by| 55.2% 31% 10.3% | 3.4%

the teacher (32) (18) (6) (2)
b acoursebook 13.8% 22.4% | 17.2% | 17.2% | 25.9%| 3.4%
' (8) (13) (10) (10) | (15) | (2
c. bilingual 5.2% 6.9% 13.8% | 20.7% | 46.6%| 6.9%
reading books (3) (4) (8) (12) 27) (4)

17.2% | 15.5% | 36.2% | 13.8% | 10.3%| 6.9%
(10) (9) (21) (8) 6) | (4

d. word lists

e. books about 3.4% 3.4% | 29.3% | 58.6%| 5.2%
Maltese (2) (2) a7 (34) (3)
history and
culture
. 1.7% 10.3% | 19% | 62.1%| 6.9%

f. videos

1) (6) (1) | (36) | (4)
3.4% 8.6% | 25.9% | 27.6% | 31% | 3.4%

g. recordings ® ) | (15 | (16 | (18 | (2
h. PowerPoint 8.6% 10.3% | 13.8% | 12.1% | 46.6%| 8.6%
presentations (5) (6) (8) (7) 27) | (5)
I. other Yes
materials 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 materialsompiled by the teacher

One learnerH6) noted that due to venue constraints, recordings and PowerPoint
presentations could not be used. Two participaPi® andP2) stated that the teacher
photocopied materials for the class; one reported thatvieey given verb listsR47);
and another H47) mentioned that the teacher gave them access to a wedisite
materials compiled by the teacher. An analysis of the frequency of use reveals that the
notes given by the teachers not only oéedphe first phce but also htha significantly
higher percentage than the secoadked 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%),
dewelop 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 | Most of Often | Rarely | Never| NF
time the time

a. introduce 19% 41.4% 27.6% | 6.9% | 1.7% | 3.4%
grammar (11) (24) (16) 4) (2) (2)
items

b. introduce 29.3% 39.7% 22.4% | 3.4% | 3.4% | 1.7%
vocabulary a7 (23) (13) (2) (2) Q)
items

C. encourage 5.2% 15.5% 17.2% | 37.9% | 19% | 5.2%
reading for 3 9 (20) (22) (12) 3)
pleasure

d. develop 12.1% 19% 43.1% | 15.5% | 6.9% | 3.4%
reading (7) (12) (25) (9) 4) (2)
skills to
access
information

e. other uses No

These findings corroborate the results shown in the previous tables that vocahdlary
grammarwere given thdighestpriority (Table 13).

In terms of the usage of texts, over 80% of the learners declared that the course
texts were authentiand upto date all of thdime, most of the time or often (Table 19).
Nearly 80% reported that the texts were
most of the time or often, while 77.6% said that the texts were challenging and 74.2%
indicated thathe texts came from viad sources all of the time, most of the time or

often.
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Table 19. Participants6é feedback about the

Q. 20: The texts used in this course are
All of the | Most of Often | Rarely | Never| NF
time the time
a. appealingto| 17.2% 31% 31% | 10.3% | 1.7% | 8.6%
the (10) (18) (18) (6) (1) (5)
| ear ne
age
b. challenging, | 15.5% 39.7% 22.4% | 12.1% | 3.4% | 6.9%
l.e., a step (9) (23) (13) (7) (2) (4)
ahead of the
|l earne
current
level
c. varied 12.1% 29.3% 32.8% | 13.8% | 1.7% | 10.3%
(different (7) a7) (29) (8) () (6)
sources)
d. up to date 13.8% 36.2% 31% | 12.1% | 3.4% | 3.4%
(8) (21) (18) (1) @2 | (2
e. authentic 15.5% 39.7% 27.6% | 6.9% | 6.9% | 3.4%
passages ©) (23) (16) 4) @ | @
(taken from
real life)

The learnergeported that the most frequent listening method was listening to
the teacher reading texts (86.284 of the time, most of the timand often), followed
by listening to recorded materials (37.9%) and listening to songs (15.5%) (Table 20).

Table 20. Ligtning methods in class

Q. 21:During lessons, we listen to
All of the | Most ofthe | Often | Rarely | Never| NF
time time
a. songs 3.4% 5.2% 6.9% | 13.8% | 67.2%| 3.4%
2 3) (4) ® | 3) | @
b. recorded 3.4% 19% 15.5% | 20.7% | 39.7%| 1.7%
materials (2) (11) (9) (12) (23) (1)
c. the 15.5% 37.9% 32.8% | 10.3% | 1.7% | 1.7%
teacher (9) (22) (29) (6) Q) (1)
reading
texts
d. other Yes
resources P6 Items a and b are constrained by the venue
P57: Dialogues between people
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An analysis ofthe frequency of use reveals that the teacher reading texts not

only had the highest ranking but also had a significantly higher percentage than the

secondrankedone Nearly 70% of the participants claimed they had never heard a song

in class, and almos#0% 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 dialoges between peoplePr).

According to the learners, pronunciation exercises were the most frequently used
(74.1% all of the time, most of the timendoften), followed bydialogueq70.7%) and
oral presentations (44.9%) (Table 21).

Table 21. Speaking tgities in the course

Q. 22:The speaking activities in this course include
All of the | Most of | Often | Rarely | Never| NF
time the time
a. pronunciation 15.5% 24.1% | 345% | 19% | 6.9%
exercises (9) (14) (20) (11) (4)
b. dialogues 12.1% 20.7% | 37.9% | 24.1% | 3.4% | 1.7%
() (12) (22) | 14 | 2 | D)
c. oral 6.9% 12.1% | 25.9% | 29.3% | 22.4%| 3.4%
presentations (4) (7) (15) (17) (13) | (2
d. other activities No

It is noteworthy that 25.9% (combined) declared that they rarely or never had

pronunciation exercise®7.5% (combined) rarely or never had dialogaeds 51.7%
(combined) rarely or never had oral presentations. These results and those of Table 20
confirm that listening and speaking skill&re not given due importanceompared to

the other skills. Even irthis case, over 22% admitted that they never gave oral

presentations, contrasg wi t h

exercises, presentations and a fiaagd s e s sveneeusdd @n this course (DLL, 2012a,

2012D).

In terms of writing exerses, learners perceived that the majority of the

t he

DLL

w e bieral tamdOvaitternc |

exercises were fill in the blanks (98.4%l of the time, most of the timand often),

followed by completdhe sentences (93%ghoose the correct word (91.4%) and free
writing (51.7%) (Table 22)One mrticipant (P15) indicated that crossword puzzles
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were used; another learnd?4l) mentioned that students wrote sentences using what

they learned.

activate their knowledge because language production helps them select from the inputs

Table 22. Types of writing exercises

Q. 23: The writing exercises in this course consist of
All of the | Most of the | Often | Rarely | Never| NF
time time

a. fillin the 19% 39.7% 39.7% | 1.7%
blanks (11) (23) (23) (1)

b. complete 17.2% 37.9% 37.9% | 5.2% 1.7%
the (10) (22) (22) (3) Q)
sentences

c. choose 13.8% 43.1% 34.5% | 5.2% 3.4%
the (8) (25) (20) 3 2)
correct
word

d. free 1.7% 12.1% 37.9% | 37.9% | 5.2% | 5.2%
writing (1) (7) (22) (22) (3) (3)

e. other Yes
exercises P15: Crossword puzzles

P41: Writing sentences using learnastabulary and grammg

The literature shows that learners must be presented with opportunities to

they have received, rehearse (especially in a classroom setting@¢caiee feedback,

which allow them to adjust their language accordingly (Harmer, 2000, p. 40). This is

supported by the findings shown in Tables 28 However,based orthe rarely or

never percentageshownin the previous five tablesn certain areas,specially those

linked to listening and speaking, learnesse not being offered these opportunities.

4.1.3 PerceivedNeeds andSuggestions about th&yllabus, Teaching Methods and

Materials

In the following three subsections (syllabus, teaching metlaodslearning

material s) , the | earnersdé6 perceived

compared with their perceptions of whiabffered. This information will help evaluate

the course and identify components that should be amended.

t

h e

Although different Likertscales were used in this section of the questionnaire,

|l earnersd codes are presented as
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responses totheopennded questi on

common themes enged. Table 23 shows the course components that the participants
wantked changed, with the corresponding participant numbers for each item. However,

nWhat woul d

each itemis addressed during the discussion of the relevant clesddd questionis

the next thresulbsedions (4.1.3.1, 4.1.3.2nd4.1.3.3).

Table 23. Course components that participants want changed

Q. 24: What would you change in the course?

Themes

Participants

Syllabus

New, realistic dayto-day topics and situations

P7, P10, P19, P, P21, P22,
P2, P37, P38, PR

Syllabi for different learning abilities, with a proper exa| P6 P17, P3L, P54
system for the levels

Standard detailed syllabus P4 P17,P2%5
Syllabus is too vast and difficult P2, P3lL, PHA

Teaching Methods

More conversation during the course
(day-to-day dialogues)

P1 P4 P7 P12, P13,P19, R
20,P21, P2, P2, P28, P,
P37, P, P4l, P45, P46, P47,
P48, P4, P2 , P55, P57

Less copying from the bogrohore interactive methods

P12, P, PX, P43, P2

More homework

P2 P26, PX, P52, P

More tests, including dictation

P52, P2 P25, P38, PR

Less emphasis on grammar P13,P37,P3
More emphasis on grammar P14,P31, P
More vocabulary lists and exercises P46, P50
Portfolio not really clear/not wetirganised P15, P3L
Work in small groups/pairs P2 P3
Once topic is initiated, finish it P38

Materials

Specifically designedoursebook

P10,P11, P17, P2, P, P48

Audiovisual materials

P20, P48, P53, P38

A library/online programme with theourse notefor P10
support

Bilingual notes P27
More reading materials P52

Others

More intensive learning

P2, P4, P2, P38

No change of tutor P16, P23
No 3-hour sessions, they should be less P33, P3#
Later sessions, after 7 p.m. P10
More revision P/
More revision on the exam P33
More emphasisn current situation, history and culture | P20
Out-of-school activities P2
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4. 1.

Table 24. Most difficult skill to learn in the Maltese language

3.1

Learner so

p er c-gsylamsl

needs

regar di

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).

Q. 25: Which Maltese languge skill do you find most difficult?
Most Moderately | Slightly Least
difficult difficult difficult | difficult
a. listening 20.7% 27.6% 17.2% 13.8% 20.7%
(12) (16) (10) (8) (12)
b. speaking 43.1% 24.1% 13.8% 6.9% 12.1%
(25) (14) (8) 4)
c. reading 1.7% 6.9% 17.2% 51.7% 22.4%
(1) (4) (10) (30) (13)
d. writing 25.9% 19% 29.3% 5.2% 20.7%
(15) (11) 17) 3) (12)

In terms of the Maltese language skill thia 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. Howevgthey stated thatn the coursespeaking was the leagtactised

of the four language skills (Table 13) and 23 out of 58 participants expressed the need

for

mor e

conversat.

ons i n

t he

cour se

(AW

23). This indicatd that speakingvas not given due importanc@s perceived byhe

learners; thus, ivasconsidered 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 impaidant

practise the four language skills (Table 26). It is noteworthy that none of the participants
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markedit unimportant or not at all important, indiogg that the majority wanted a

course based on all four skills.

Table 26. Particiipmgthefeudlanuagedkidlsack on pr act
Q. 27: To study a language, one has to practise the four skills.
Very important | Important Neither Unimportant | Not at all NF
important nor important
unimportant
81% 15.5% 1.7% 1.7%
(47) (9) ) )

Revisiting Table 1Q(sutsection 4.1.21), which corresponds to Table 26, the

four skillswerecovered in the coursaith a combined percentage (all of the time, most

of the timeand often) of 94.8%; however, as indicated in the comments related to the

previous table, speakjwasnot being given thdesired share of attention.

For the learners, the most important organisational method was grammar topics

(84.5% combined verymportant and important), followed lgpics (70.7%) and tasks

(60.4%) (Table 27).

Table27Partici pant sé feedback on course struct
Q. 28: How important is it for you #® have lessons organised according to
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. grammar 46.6% 37.9% 6.9% 5.2% 3.4%
topics (27) (22) (4) (3) (2)
b. topics 36.2% 34.5% 19% 3.4% 1.7% | 5.2%
(21) (20) (11) (2) 1) 3)
c. tasks 20.7% 39.7% 24.1% 5.2% 1.7% | 8.6%
12) (23) (14) 3) 1) ()
d. other Yes
methods 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 oftethe course was organised according to grammar
(96.5%), topics (79.3%) and tag|st.8%).

149



Comparing thisd 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
methodsoption indicated that wasimportant to havdéesson organisation according to
activities related tospeaking, such as dialogueB2{ and P%) and listening and
speaking the languagP13) (Table 27). One participar®f0) declared that the syllabus
must be skilloriented.Thus in the course organisatipgrammarmwasperceived as very
important onmportantby the majority of théearners however as indicated previously
(Tables 241 26) and in commentlated toTable 27, speaking and listening should not
be neglectedChanges in the course syllabus were mentioned in the answers to question
24, which wasopenended (Table 23}helearners stated that the syllabus was too vast
and difficult P22, P3L andP™). To address this issue, some learners suggested a
standard detailed syllabus for all the groupd, P17 andP2) with different learning
abilities and a proper exam system for the levé§ P17, P3L andP54), with new,
realistic dayto-day topics and situation®q, P10, P19, P20, P21, P2, PR, P37, P38
andP32).

Tabl e 28. Participantsdé preferences for a |

Q. 29: Have a course with a

Very Important Neither Unimportant | Not at all NF
important important important
nor
unimportant

a. linear 32.8% 29.3% 31% 6.9%
progression (19) a7 (18) (4)

b. cyclical 46.6% 29.3% 10.3% 1.7% 1.7% 10.3%
progression (27) a7) (6) (1) (1) (6)

The combined percentages of very important and important rankings show that it
was very important or important fdhe learners to have a course withcgclical
progression (75.9%) instead of a linear progression (62.1%); however, the latter was
also given due importance (Table 28), indiogthat the learners envisioned a course
with both types of progression.

Table 12 (corresponding toTable 28 shows that linear progression had a
combined percentage (all of the time, most of the tand often) of 82.8% for the
course while cyclical progression had a combined percentage of 79.3%, inditiaat

both types of progressiomgerepresent in the course.
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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 ineased in percentage in terms of importance.

Revision andits relatedissues also emerged in question 24, which was open
ended. One participanP§4) emphasised the need for more revision, and and¥38j (
commented that once a topic was started, thehezamust finish it. Two learner®16
andP23) lamented thatew tutors were assigned to the course more than witbepne
participant stating thatree new tutors were assignéhother learnerR53) indicated
that more lessons should be covenedhe exam. Four learners expressed their desire
for more intensive learningP@, P24, P2 and P33). However, two of the learners
preferred shorter lessons that were not three hours R#8yandP34), and one learner

(P10) indicated that he/she favoureddens starting after 7 p.m.

4. 1.3.2 Learnersod perceived neelds regardi
For the learners, speaking was the most impopaattice it obtained 100%

with the combined percentages of very important or importarkings (Take 29). The

next highestanked practiceswere listening and vocabulaiypoth 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. Parti ci p afinstradionf eedback on met hods

Q. 30: How important is it for you to include the following practices during sec
language teaching:
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. grammar 51.7% 37.9% 6.9% 1.7% 1.7%
practice (30) (22) 4 Q) (1)
b. vocabulary 67.2% 25.9% 5.2% 1.7%
practice (39) (15) 3) (1)
C. writing 46.6% 29.3% 19% 3.4% 1.7%
practice (27) a7) (11) (2) (1)
d. reading 46.6% 39.7% 5.2% 8.6%
practice (27) (23) 3 (5)
e. listening 70.7% 22.4% 6.9%
practice (41) (13) (4)
f. speaking 86.2% 13.8%
practice (50) (8)
g. Maltese- 13.8% 46.6% 25.9% 13.8%
culture (8) 27) (15) (8)
awareness
h. out-of-class | 13.8% 15.5% 25.9% 27.6% 13.8% | 3.4%
activities (8) 9 (15) (16) (8) (2)

The most prominent point that emergeas that for learnersspeakingand
listening practices were more important than anything else; however, Talftbel3
corresponding table for the couyseveals that these were performed less regularly in
the course than all other criteria, except for Maltese cuétiwareness and oof-class
activities. Moreover as indicated earlier, 23 of 58 participants expressedéed for
more conversations in the course in their answers to theamird questionP(l, P4,

P7, P12, P13, P19, P, P21, P22, P26, P28, P, P37, PR, P4L, P45, P46, P47, P48,

P49, P2, P56 andP57) (Table 23). It should be kept in mind thatthelearns 6 pr i or
were to communicate with local83.4%) and to cope with daily life (12.1%) (Table 9);
thus, speaking practice was vital for etayday activities, anthelearners perceived the

need for more conversation and requested opportunities it@atactheir 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 op@mded question (Table 23), some learners indicated
that they prefered less emphasis on grammBig, P37 andP3), while othersoted
the opposite #14, P3L andP3)). Two participants wanted additional vocabulary lists
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and exercisesPd6 andP30). The fact that thretearnersdeclared a desire for more
grammar and ae q u a | number stated the inverse r
that different groups, even within the same language programme, may vary
considerably in their preferences.

The combined percentages of very comfortable and comfortable rargsngs
regardsinteraction preferenceshow 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 larggroups (55.2%) (Table 30).

Tabl e 30. P ar t ipreferences witk diherilearheesr act i on

Q. 31: How comfortable do you feel when you work/learn
Very Comfortable | Indifferent | Uncomfortable Very un- NF
comfortable comfortable
a. individually 53.4% 31% 10.3% 5.2%
(31) (18) (6) 3)
. in pairs 29.3% 60.3% 8.6% 1.7%
(17) (35) ©) @)
. in small 34.5% 46.6% 12.1% 5.2% 1.7%
groups (20) (27) (7) 3) 1)
. in large 19% 36.2% 25.9% 13.8% 3.4% 1.7%
groups (11) (21) (15) (8) 2 @)

Table 14 (corresponthg to Table 3) shows that in the courséje 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 teitomfortable 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 ratherthan individually (Table 30). However, ipavork fell behind when
compared to individual work in the course (Table 14).

In Table 31, wer 93% of the learnegrongly agreed or agreduat they learned
best by rotelearning, followed bygetting a logical explanation (86.2%), finding
information o yourown (79.3%), listening and taking notes and problem solving (both
70.7%) and copyindrom the board (58.6%)0ne participarit $£6) mention of trying
and not being afraid to make mistakes is remarkable. Errors not only help language

tutors assessder ner s®6 progress and note what i s |
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themselvedy learringf r om t heir mi st akes: Ait 1 s a

hypot heses about the nature of the | angu:

Tabe 31. Learning method preferences of participants

Q. 32: You learn best by
Strongly | Agree | Neither | Disagree | Strongly | NF
agree agree disagree
nor
disagree
a. rotelearning | 63.8% | 29.3% | 3.4% 3.4%
(37) (17) (2) (2)
b. finding 19% 60.3% | 15.5% 3.4% 1.7%
information (11) (35) 9) (2) ()
on your own
C. getting a 43.1% | 43.1% | 8.6% 3.4% 1.7%
logical (25) (25) (5) (2) Q)
explanation
d. problem 25.9% | 44.8% | 20.7% 5.2% 3.4%
solving (15) (26) (12) (3) (2)
e. copying from | 10.3% | 48.3% | 22.4% 17.2% 1.7%
the board (6) (28) (13) (10) (1)
f. listeningand | 25.9% | 44.8% | 13.8% 3.4% 1.7% | 10.3%
taking notes (15) (26) (8) (2) (1) (6)
g. other Yes
methods P6. Trying and not being afraid to make mistakes

Table 15(corresponding td@able 3) reveals that copying from the whiteboard
(combined percentagef all of the time and most of the tim88%) was ranked first;
however, itwasratedl ast i n Table 31. This finding
to openrrended question 24 (Table 28xpressing their wish to copy less from the board
in favour of more interactive method31@, P20, P29, P48 andP%2). The fact that other
learning methods obtained a combined percentage (strongly agtesyree) of over
70% (Table 31) indicates that learners must continue to be presented with similar
teaching methods.

In Table 32, e learners indicated that they strongly adm@eagred with being
given homework89.7%), oral tests (75.9%) and written tests (74.1%)vaittd using
the European language portfolio (29.3%)ne participant R12) also mentioned that
assessment could be done by completing projects and conducting research. Some

learners offered other ideasne participant(P10) stressed the importance of omdi
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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 | Neither | Disagree | Strongly | NF
agree agree disagree
nor
disagree
a. be given 50% 39.7% 3.4% 3.4% 1.7% | 1.7%
homework (29) (23) (2) (2) (1) (1)
b. have 36.2% 37.9% 19% 5.2% 1.7%
written (22) (22) (12) (3) (1)
tests
c. have oral 39.7% 36.2% 13.8% 6.9% 1.7% | 1.7%
tests (23) (21) (8) (4) (1) (1)
d. use the 13.8% 15.5% 50% 5.2% 10.3% | 5.2%
European (8) (9) (29) 3) (6) 3)
language
portfolio
e. other Yes
assessment P10: Online support with access to tutors and forums
types P12: Projects and research
P13: Talking/listening and using the language

Table 16(corresponahg to Table 32 shows homeworkn the top position, with
689% of the learners declaring that it was used all of the time, most dintieeor
often, followed by the European langugm@tfolio and written tests (both 41.4%) and
oral tests (27.6%).

Comparing the tables shows that homewobrkhe | ear ner sé6 pref e
used regularly in the course (68.8%). Howewdthough written testand oral tests
were equally preferred, tHermer was used more than the latter in the course (41.4%
and 27.6%, respectively; combined all of the time, most of the ameoften) (Table
16). However, 41.4% declared that the European language portfolio was used in the
course (combined all of thente, most of the timand often) (Table 16) but the least
preferred.In operended question 24 (Table 23), two participants reported on the
portfoliods | ack oPI5 antR8D).ilttsympatantto woteghatn i s a
one participantR31) indicded 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 operended questiofiTable 23) other learneralsoindicated their desire
for more homeworkR2 P26, P30, PR2 andP53); others mentioned wanting more tests,
including dictation P52, P2 P25, P3 andP52).

4. 1.3.3 Learnerso per c-tleammmgimatealsds r egar di

Regardng learning materialshenotes given by the teacher garnered the highest
percentage (96.6%) as a very important or important resource, followed by word lists
(96.5%), acoursebook87.9%), bilingual reading books (75.9%), recordifgs.3%),
books about Maltedaistory and culturé48.3%), PowerPoint presentations (46.5%) and
videos (43.1%) (Table 33). One participant indicated newspapsran important

resourcetoo (P29), while another mentioned quizzes and teB®2j.

Tabl e 33. Learning materialsé importance
Q. 34: In this language course, it is important to have the following resources: |
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant

a. notes given 75.9% 20.7% 3.4%
by the (44) (12) 2
teacher

b. acoursebook| 53.4% 34.5% 8.6% 1.7% 1.7%

(31) (20) (5) ) 1)

c. bilingual 34.5% 41.4% 13.8% 8.6% 1.7%
reading (20) (24) (8) 5) @
books

d. word lists 60.3% 36.2% 3.4%

(35) (21) 2)

e. books about 12.1% 36.2% 31% 12.1% 6.9% 1.7%
Maltese @) (21) (18) @) 4) Q)
history and
culture

f. videos 20.7% 22.4% 34.5% 17.2% 3.4% 1.7%

(12) (13) (20) (10) 2) )

g. recordings 34.5% 32.8% 13.8% 17.2% 1.7%

(20) 19) (8) (10) €)

h. PowerPoint 29.3% 17.2% 32.8% 10.3% 1.7% 8.6%
presentation a7 (20) (19) (6) (1) (5)

i. other Yes
learning P29: Newspapers
materials P52: Tests and quizzes

Comparing Table 33 to Table Xifs corresponding tableshows the first three

resources (notes given by the teacher, word #sts acoursebook asthe mostused
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onesin the course (96.5%, 68.9% abhd.4% respectively all of the time, most of the
time and often). However, although notes given by the teacher and word listse
nearly equally preferresh importance the former was used more than the latter in the
course (96.5%and68.9%, respectively; combined all of the time, most of the an
often) (Table 17. Althoughthe coursebookvasalso perceived aa very important or
important resource (nearly 90%, Tald8) in the courseonly 53.4% indicated that it
wasused nearlall of the time, most of the timar 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 3®ws that they were given due importanceopen
ended question 24 (Table 23), some learners indicated the need for a specifically
designedcoursebook P10, P11, P17, P2, P andP48), more audiovisual materials
(P20, P48, P53 andP38), an online programme with course notB4(), bilingual notes
(P27), more reading material$£&) and more [emphasis on] the current situation and
history P20) and on culture and cof-school activitiesR29). As indicated by Crooks
and Schmidt (1991cited in Lightbown and Spada, 2006, p. 65), varying tasks and
materials is a pedagogi cal pr ac tHowewer, t hat
although some classes used teirsebookregularly, some learners perceived a need
for a custorrmade ong thus indicating that the textbookissed mighthave 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 readimg pleasur€70.7%) (Table 34).
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Tabl e 34. Participantsé6é preferred use of r

Q. 35: How important is it for you to have texts to
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. introduce 50% 46.6% 3.4%
grammar (29) (27) (2)
items
b. introduce 62.1% 34.5% 1.7% 1.7
vocabulary (36) (20) (2) %
items 1)
C. encourage 37.9% 32.8% 20.7% 6.9% 1.7%
reading for (22) (19) (12) 4) (2)
pleasure
d. develop 43.1% 32.8% 15.5% 3.4% 5.2
reading skills (25) (19) (9) (2) %
to access 3)
information
e. other texts No

Table 18(corresponuhg to Table 34 shows that the main use of texts in the
course was to introduce vocabulary items (combined perceotaakof the timeand
most of the timg91.4%). Texts were also used to introduce grammar items (88%),
develop reading skills to access information 2%4) and encourage reading for pleasure
(37.2%).

Because Table 34 shows thiie learners gave each criterion a combined
percentage of over 70% the very importanandimportantlevels, all these practices
must be continued and reinforced.

The veryimportant and importamankingsin Table 35show that itwasvital for
thelearners to have texts thaereauthentic (81%), varie(V'7.6%), up to daté77.6%),
chall enging (65.5%) and appealing to the
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Tabl e 35. sBggestionsaboyt thertéxis dsed in the course

Q. 36: How important is it for you to have texts that are
Very Neither Unimportant | Notatall | NF
important | Important important important
nor
unimportant

a. appealing 17.2% 25.9% 46.6% 5.2% 3.4% 1.7%
to the (10) (15) (27) (3) 2 1)
| ear ne
age

b. challenging 31% 34.5% 27.6% 5.2% 1.7%
i.e., astep (18) (20) (16) (3) Q)
ahead of
the
| ear ne
current
level

c. varied 37.9% 39.7% 19% 1.7% 1.7%
(different (22) (23) (11) (1) (1)
sources)

d. up to date 31% 46.6% 19% 3.4%

(18) (27) (11) (2)

e. authentic 44.8% 36.2% 10.3% 3.4% 5.2%
passages (26) (22) (6) (2) 3)
(taken
from real
life)

Table 19(corresponihg to Table 35 shows that learners declared that all of the
time, most of the time or oftethe texts usedereauthentic (82.8%), up to da{81%),
appealing to the | earnersé6é age (79.2%),
(74.2%)

Comparing these two sets of results reveals thaprignailingusage of texts in
the course should be kept becauseat very important or important to the learners.
Only 43% indicatedhatit was very important or importathat the texts be appealing
to t he | ear ingthasdertaia panenwesemeady to make an exception for
this.

The most important listening activity fahe learners was théacher reading
texts (82.8%), followed by listening to recorded materials (75.9%) and listéming
songs (36.2%) (Table 36). One participant added that it was essential to listen to

conversations outside the classrodti3)).
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Tabl e

36.

Participantsé6

suggestions

about

Q. 37:How important is it for you to listen to

Very Important Neither Unimportant | Not at all NF
important important important
nor
unimportant
a.songs 10.3% 25.9% 39.7% 10.3% 10.3% | 3.4%
(6) (15) (23) (6) (6) (2)
b.recorded 36.2% 39.7% 15.5% 5.2% 1.7% | 1.7%
materials (21) (23) (9) (3) (1) (1)
c.the 41.4% 41.4% 13.8% 1.7% 1.7%
teacher (24) (24) (8) (1) (2)
reading
texts
d.other Yes
resources P13: Conversations outside [the classroom]

Table 20(corresponohg to Table 3§ shows thathe 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, demonsttae s t he I

earner so

teacher reading textahile increasing the use of recorded materials.

Table 37 shows that all the learners agreed that dialogues were very important or

important (100% combined score), labed by pronunciation exercises (98.2%) and

oral presentations (86.2%).

Table 37. Participantsd6é suggestions about
Q. 38:How important is it for you to do speaking activities such as
Very Important Neither Un- Not at all NF
important important | important | important
nor
unimportant
a. pronunciation 74.1% 24.1% 1.7%
exercises (43) (14) (1)
b. dialogues 77.6% 22.4%
(45) (13)
c. oral 51.7% 34.5% 12.1% 1.7%
presentations (30) (20) (1) 1)
d. other NO
speaking
activities
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Table 21(corresponihg to Table 37 shows that the learners declared that the
speaking activities in the course included pronunciation exercises (74k6gues
(70.7%)and oral presentations (44.9%) all of the time, most of the time or often.

The highpercentages 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 theopenended question (Table 23).

In terms of writing exercises, choose the correct word was very impantant
important for the learners (combined scoref 94.9%) (Table 38). Complete the
sentences was ranked second (93.2%), then fill in the blanks (P3ri¥4dree writing
(86.2%).

Tabl e 38. Participants6é suggestions about t

Q. 39: How important is it for you to do writing activities such as
Very Important Neither Unimportant | Not at all NF
important important important
nor
unimportant

a.fill in the 48.3% 44.8% 5.2% 1.7%

blanks (28) (26) (3) (1)
b.complete | 46.6% 46.6% 6.9%

the (27) (27) (4)

sentences
c.choose 55.2% 39.7% 5.2%

the (32) (23) (3)

correct

word
d.free 53.4% 32.8% 12.1% 1.7%

writing (31) (19) (7) (1)
e.other NO

writing

activities

Comparing Table 38 to its corresponding Table 22 shows that the first three
categories indicated in Table 2&reperformed 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, watltombinedoercentage of over 90%
for each(Table 38). Free writing (performed 51.7% in the course) followath over
86%in importance. These results indicate thaséheriting exercises that were already

offered in theVIFL-1 course should be retained and free writing should be reinforced.

42learrer s6 i nterviews

The next three subsections present information gathered about thé bttlrse
syllabus, teaching methods and learning materaals we | | as the | eal
needs for these three argbased on theinterview responses. The intaew questions
are abbreviated with the code LIQedrners interview question) followed by the
numberof eachone The | e ar n e assighedwihsthe cad® @ervieaw e

participan) andthe number for each participant (e.tP1).

As indicatedin the methodology chaptethe interview data are presented
chronologicallyaccording toeach questigrfollowed bythel e a r nesponseso that
all the dataare provided clearly to readers|t is helpful to do so to beéfiopen t o

evaluative nt er pretationo (Tomlinson, 2003, p.

The data from thdMFL-11 e a r questioan@ires and intervievase combined
in Chapter 6(Discussiol, where the common findings from these two research
instrumentsare compared or contrasted to the findings thaterge from theViFL-1
t e a ¢ h e.rThediffedent tthemeghat emerge are discussedth reference to the

literatureandtothe MFE2 | ear ner s and teachersod6 dat a

4. 2. 1 LVewsromtherM-id Syllabus and theiPerceived\Needs

Learners enrol in gparticular language prograne for different reasons.
Knowing the | earners6 reasons could help
needs. Wherthe MFL-1 learners were asked Wh'y di d irytbis parécolar o |
cours@o LIQ2), they gave various sponses. Six interviewees wanted to communicate
with locals (P5, IP6 IP8 IP9, IP11 and IP12); othersdesiredto communicate with
colleagues at work P2 IP4, IP9andIP11). Three learners gave individual reasons: to
speak to her husband in Maltesidjl, to help him find a job B12) and to take the first
step that would eventually lead to other steps necessary for-leel(IP6). Other

162



learners did not elaborate on why they wanted to learn Malte8ell7 andIP10); one

specifiedi | | i veanidn iMalitsa a nice tPRIH)ng to | ear
To determine 1 f this particul aywereour s
asked, AAre you taking any other cour se

(LIQ3). One participant disclosedshher simultaneous attendance at an Employment
Training Centre (ETC) beginnersodé colur se
(IPH . Anot her reported taking Maltese cor
(IP8), while anothementionedattending tle Maltese for Maltese course. The reason
given by the latter involved the teacher:

| 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 [studews] lea
the class (11).

As Ehrman, Leaver and Oxford (2003) notégkors must present their students with
adequate | earning experiences and mater.|
me et At heir needs f or-eseemmae née oy epe3RG.e | 4t ¢
Otherwise, as the participant quoted above stated, leamoeitd opt out of the course.

Several interviewees expressed dissatisfaction with the-ME&aurse syllabus:

[It] is very advanced for beginners, similar to a-preermediateor intermediate leved |
cannot [yet] express myself naturally in Maltedelj!

The problem of course is that [the | esson]
[Good morning. How are you?], and then we just read texts that are very hard to
undestand. | 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 | took in Valletta went Past (I

referring to the German Maltese Circle)

[I't] i s t oo adwasrheee slfficiently rdvised5Going bhck to whatiyau
were doing at the beginning the drop[out] rate is alarming at 70% of the students. |
think that is to be expected. | think the one thing you should try, especially for beginners,
is to make it simpldor a little longer at the beginning because it seems that it scares them
off (IP5).

You |l earn something but itdés diffi&ult. [TI
thought it was going to [start] from zerd>{).

These quotations indicatenaed for more revision during the course bec#@usas

seen as too advancedadkngto a high dropout rate.
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Since some learners expressed dissatisfactith the course, they were
asked, nl s ther e a syl |lAa@u Jwo folothe 2t h e cCo
parti ci pantPéandsPa)i,d tiwoe sroe s(plonded (IFLandgu e s s (
IP12) , one ldosawer(l@@ omod sevenP2riIRSpP5IPEd fAnoo

IP9 IPOandP11) . Of those who answered finoo, t
can | ook at an@®5 phaod béeh etaan efsotr,6 I( ldondt
standard syl |l abus. For me, thatodésPdwhat |

A syllabus for MFL:1 does exist, but the learners could not access it because it
is notavailable online and is written in Maltese. Therefore, if the present syllabus is to
be retained, It I's essenti al to transl a
making it accessi bl e. THBdam PV e arnrdesrivd ovwghuce

il h(PpandP12) wer e asked, ADo you have acc
of ferLlQB?P0 O©One of t he paR4tandanother refersed t® that e d
textbook as the syllabusRY) . However, he/ she txtmdke d,

because itistoo advarjdgo, whi l e t he other two RFid nc

and P12). IP16 s c o ambuwthetadvancedextbook indicates a problem wiits
adequacy, whicks discussed in section 4.2.3.

When all the comments abotlite syllabus are read, the question that comes to

mind (which was included in the iIintervi e
making process in devel opiLl@g). Ekchpe foronel | a b
intervi ewee, al | that ithd sylfabu® was prodincédsusing atbp ¢ a t
down approach, which explains why it do

certain instances.

To investigate in more detail the problems associated with the cdhese,
| earners wer e ahatkhe dyllabud &f the goorse ydu are attentling is
adequate? Why?06 (LI Q7). Various response
Anod because of the aRiVP2and B7 Two kearreds wesef t h

unsure (P9 and P12); one indicate that the teacher was replaced and there was no

prepared programmeR12 ) . Two participants responded
Afyeso in terms of grammar and voP8andul ar
IP10 ) . Four parti ciPp a tiP§and Blp) wite P2 afdyRlls o (|

reporting improvement,P4 indicating improvement in grammar and vocabulary, and
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IP6 not citing any reason. Another learnelP3 preferred not to comment. Thube
reservations about the coubse a d engplued its gdvanced level, the need for more
speakingexercises,and logistical problems, such as turnover from one teacher to
another.
The negative responses showedl e ar ner s6 awareness t ha

be affected. Moreovewwh e n  a s k e d , k thaDloy thg end of thé coarse, you
wi | | reach yolQ8), dne ofshe 12Witegvidwees (disagreed. Three of
them indicated their concerns about speaking

[The course] does not focus on speaking the langudk (I

My main goal is speaking [Mi@se]. | am not reaching thatgaall 6 ve | earned m

more than when | started, but | am not happy enough with the speaking [part]. | wish |

could do more @9).

[Maltese] is a very difficult languagé and | want to speak it, not particularly write it

(IP9.

The other six | earners who replied Anoo
English ever yR@herfet yeouc ggwrose li s only onc
(IP3IP5and P12 ) ; Al ddB Gt fslt uddoyndd t( Ih #4aed Rll); me t c

and #dl nleeevde |t h[é&®) xThengoiat ra(séd byPI3 that everyonespoke

English contrasts with findings from the literatureview. Stern (1983, p. 17) and Gass

and Selinker (2008, p. 7) indicated that the environmenild help tre 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. €fme, teaching

Maltese requires instruction that is more formal to compensate for the lack of language

input in the environment. With this in mind, the claahoutthe shortcourse make

more sense (Table 24P s cl ai m t hat h e / ®rhaans because d n

he/she would not attain the-l®vel 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 A | donot stwmdyo s

Toget her withldtomedtc lhaivhe tthante ft o studyo,

McKay and Tomés (1999, p . 2) a rnggatrbe n t t
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anywhere from 18 to over 8Would have different personal circumstances, some of
which might affect their attendance, punctuality and concentration.

Since different learners expressed disappointment atethin areas irthe
course, it appears that thevere not consulted before the course commenced. When the
|l earners wer e agarktesdangudigs edrse,rdiel yoy compleke a survey
about your goals and needs? | f H@l8),al what
theparticipanss ai d fanotier apti ed, Al P9 Addvaluatierme mb e

during or at the end of theourse would significantly help in obtaining feedback. This

was covered in one of the interview ques
the course, ei t her dur iLQGl). ©f the pdrticipahtss 11e n d
respondednd nro®s mpoaddeod fiyeso. However, cor

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 t&d that the syllabus was generic and there was no needs
analysis or feedback system,yh@er e asked in the intervie
covered i n UQA)e Theyoexpressed?advariety of responses, including
recipes (P1); kitchen, garden, egetables, transport, in a restaurant and everyday
expressions R3J); greeting and introducing oneselP@; daily routines and hobbies
(IP6); travelling (P6, IP7 and P9); food (IP6); sports (P6, IP3and P12); shopping
(IP7, IP9and P12); renting amapartment, going to the market and common expressions
(IP8); vessels and birthdaysP®); and family, house, furniture and basic word&1g).

When asked, AAre the situations covered
Wh y ?L&Q1Q), sevenofth 12 decl ared fAyeso and cit e
i mprowddo f(slui taBl e fiobr ame@®@d ple gl nresrcd umkt
s i t ua tPb o nasnodto{diladya yt oRY and 8. THrde deemed the situations

quite suitable or mostlguitable (P5 1P11 and P12 ) , and one partici
think [that] sometimes too much time is spent on false situations because most of the
time [for exampl e] , i f you are goRHng t o
However, this learnedid not consider other foreigners wilid not speak English.
Another participant did not say whether the situations were suitable or not but expected
that he/she woulthe able to speak to people Malteseand understanthe language

The remaining particpant did not answer this quest.
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do you think s hlQll), the [damersdnaivated tepttesoich és general
consultation and schoolsP(Q1); at the grocer R3); interview and work terminology
(IP4); ordinary ddy conversations @5); weather (P6); asking about time and location
(IP8); supermarket and pharmacisP{D); particular events and daily life Rl11);
meeting a friend, at the restaurant and taking an orB&2).l and shopping A1, IP11
and P12). Teaxhers should take note of these expectations to easuoge successful
learning experiencgBorg and Marsh, 1997, p. 195). Course organisers, syllabi
designers andourseboolcreators should also consider these suggestions to achieve the
learning aims.

Problems and tentative solutions emerged again Wiedearners were asked in
the interview, AWhat would you change [
| anguage needs?0 (LI Q13). The t opto-dag men
conwersations (1, IP8 IP10 and P11) and pronunciation practicePl2). Other
suggestions included the following: set up with the CEFR2), be easier @7), more
oral and written tests®Band P6), online support 9, more pictures @7 and P12),
an easy textbook with vocabulary and gr a
(IP4), and lessons learned until the end of the course must be physically wiigh (I
Anot her participant indicated thathey earn
are going to learn, B® overview of the s

4 . 2. 2 LVveewsromtbéreachingMethods for MFEL and theirPerceivedNeeds

The learners were asked about the different teaching methods used in the course
and their needs and suggestiobairing the interviews, thewer e asked, A
learning activity/activities do you like most in the course that you are currently taking?

Wh y ?1dQ14). Various responses included writind?l); speaking (P2 IP3 and

IP10 ) ; Abecause lesupseec itahl el yl awhgeuna gheYoo,u si t |
speak, but still n ot PB;nvocdbularyn(P4); aorijugating e wh
verbs (PH ; reading exercise, Atransl at e, ree

(IPY); listening (P6) ;sefe pictures and theiP?) naimesadie
and speaking becaugthese arejc r uc i al P8;omritingrtexts anf discussing

them (P9 ; Areading because PHl), and asing thensmart v o c
board, photocopyinflesson materials] and working on different exercisB44). Many
interviewees opted not to give any reagmrtheir answers
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The | earners were also asked, AWhi ch
most in the course that you are currentlyriagi ? WILIQ P5H Thé participants had
di fferent answers, with few offering an
because i tPl)s Mmeopealkiang i(n front of the
(IP2 ; Al i stening adctiwunder sshane woat domey
youbre suppofPRd o hanswemugh¢! of haPpj ng t
Athere should be moRYe; wirwritteinn gh o meevoa kD
chall eP@ingadi @l ogueoss,t bseicnacues elP7) d oanfrigtl asmmuac
(IP9 ; Areviewi nPlOffvhenheeesamot ( somet hing
(P11 ) ; and P4 P8 dnd R1Z)OIP2(IP3 and P11 made the three most
striking commentsThe point raised byP2 wasthe importarce of creatng a pleasant
and relaxed atmosphere in the classroom to motivate language learners (Csizér and
Doérnyei, 1998, p. 215). As folPBO s ¢ o nwoeld beessentialfor teachersto
present tasks properly (Csizér and Dornyei, 199&1p)in ordert o s ust ai n | e
motivation.Regardng the issue of not completing a tasised by IP11lcompleting the
taskwouldbec r uci al t o i n onebtedsess (Tsizéa and @orngei 19980 a |
p. 215) for them to realise that thesere reaching their aims and thwgould remain
motivated.

The | earners were asked, AWhat types
the course to give you feedback about )
(LIQ16). They providd the following responsesportfolio (IP3 P4, IP5 IP8 and
IP10); homework (P2 IP9and P11); oral/short test B6 and P12); and filling in the
blanks, completing the sentences and finding word9)(ITwo learners admitted that
they had not undergone any assessméitgihd P7). Some of these responses contrast
wi t h t he DLL we b s i t-goidgs assesknzent nflifelony dearning n
portfolio), oral and written exercises,
2012a, 2012b).

Suggestions and perceived needs eetbrduring the interviews when the
|l earners were asked, AfBased on your expe
what would you change about t helQli7)e@ehi ng
learner (P12) stated that everything depended ontdeeher handling the class; when

their teachewasreplaced, they lost more than half the group. This idea was echoed by
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IP11, who suggested more activities and gans&wilar to those the other groups
experienced. These findings indicate that the metlgyodepends on the teacher
delivering the course; ideally, teachers should set a personal example with their own
behaviour, meaning thdhey should provide learners with adequate opportunities to
keep them motivated (Csizér and Doérnyei, 1998, p. 215erQ¢arners recommended
various approaches such as more pair work, group work antvasskl activities R1);

a skill-based approach R6); the teacher engaging the students moR8){lonline

support (P9); and going through the course more slowly anadc@ting more revision

tests (PJ). Other learners proposed extra teaching materials, such as more gahgs (I

and films with subtitles @9. Along the same lines, two learner$%land P10)
recommended that the teachers be given a standard syllabusseca i we 6 ve se
exam papers and some of t he PXOhThalatteralsor e n
suggested a book to read during the course that would be the basis for the exam.
Another learner @4) indicated that learners should be informed ahbe 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 tlegperiences and use them as the

basis for languagkearning work (Borg and Marsh, 1997, p. 195).

4 . 2. 3 LVewsromtherM§-id LearningMaterials and theilPerceived\eeds
Learning materials are vital in a language progremrherefore, to investigate
what learning materials were used in this couttse| ear ner s wer e aske
of resources and materials are used during the language course you are currently
t a ki hlQIB) Thé responses included handouts, newspapel reaiihg] extracts
(IP1); book (P2); photocopies @3 IP4, IP10 and P12); PowerPoint presentations
(IP3 IP5, IP6and P12); descriptions and dialogue®4); films (IP5); the bookMe r k b a
bik [You are welconjgIP6); pictures and CDs P17); booksf or f or ei gner s,

books for foreigners do not have Engl i st
t h e nRY); t¢xts and questionsRY); book, notes and dictionaryR11); and the
Internet (P12 ) . Afterwards, t he | @ guthimk of thever e

materi al s and resour ld@ls). Sixsot tthe 1P marticiparegs ¢ 0 L

declared that they were fine, okay or gooB2(1IP3 IP7, IP9 IP11 and P12). One

i nterviewee cl ai med t hatP9tancthresaidthey wares e d
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not inadequate, not the best or not bd&b(IP8 and P10). One replied that they were
okay for reading and writing but not for listening and speakiRg)(land two reported
that they needed more resourcé®(l, 1 nc | udi nbgok with granmarlirules e a s
and vocaPfu.l aTrtyed I(dst two | earners anticifj
of resources and materials do you need right now to help you learn the Maltese
| anguage mor elQ20)X The regponses ihclu®ed mdgtening resources
(IPD) ; il think | need 20 good sentences (
practice, and then | a | P9pa small eeasyd hooktwithe m w
grammar rules and vocabularyP@ IP4, IP5 and P12); grammar and \aabulary
exercises with answersP®); DVDs and pictures R7); more audio recordings, video
recordings, activities like taking us shopping and dining out, and telling us to repeat
(IP8); a good dictionary B9 and P10 ) ; Amy k iPdO§ €£ominumioakny (|
dialogues, listening and repetitiofP(ll); and structured syllabud(12).

Once again, reviewing these suggestions shtveslearneré need for
listening and speakingesources, more visual resources, a syllabus aradiequate
book for beginnersbecause some learnersl shot use oneg.g.,iwe need an e
textbook with vocabulary and gram@ar bec
Other learnersvere unhappy withthe booksused; P1st at ed, A | cannot
textbook because iP8noteds M Manywdhvamke® dbormand
not have English [translations] so itods
as fNwe need a PRYchodthetbarretdneedforguidance @niwhich
dictionary to buy.

This list echoes the majority of the points raised in the cited literature, such as
Littl emorebds d&bAuthOwn2ignguage gracitisneoubdicreate teaching

materials to accommodate different learnindesty

4. 3 Teachersd questionnaires

I n this section, the teachersd respon
follow the chronological order of the questionnaire (See AppeBilixncluding the
t eacher s 6 sbctoo K gnrthe guestionnaifehe current coursesgction B on
the questionnairewith three subsections: syllabus, teaching methods and learning
material s), t he t eacher s 6 segienr @ wiih iheed nee
subsections: syllabus, teaching methaasl learning mateals) and teacher training
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(section D on the questionnairellhe teacher grticipants are coded withPT(teacher

participan) and a number representiagch onde.g., TP1).

4.3.1 MFL:1 Te a ¢ hBRackgraundnformation
In this section, preliminary information abdbe teaches who taught the MFL

1 course is presented and analysed to provide a snhapshot of the teaching population.

Knowl edge
background, and f
sections.

of t he
their I

earner sbo

teacher so

ai

credentii

ms wi | |

al s

be v

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. Teeher 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 teachersod age

over 55% were between 21 and 86arly 11% were between 31 and 4Ad over 30%

were over 60.

Table 40. Teacher patrticipants by age

Q. 2: Teacher participants byga
Age Range Number Percentage

20 or under

211 30 5 55.6%

31140 1 11.1%

411 50

51i 60

Over 60 3 33.3%
Total 9 100%

rang

All these teachers taught MFL, one of them taught Maltese to foreigners at a

government secondary schooRT) (Table 41).
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Table 41. Maltese foreign language course(s) delivered by teacher participants

Q. 4: Doyou teach Maltese to foreignersather 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 newfor this course is not a typical situatiob.is noteworthy becausena
experienced teacher can adapt to | earner
Afneeds a text that has many and varied e
heavily annotated with suggestions for tf#F
1991, p. 433).

Table 42. Teacher participarits t eachi ng experience

Q. 5:How long have you been teaching Maltese to foreigners?
Years Number Percentage
1 or less 4 44.4%
2i 5 2 22.2%
6i 10 3 33.3%
11715
161 20
211 25
26 or more
Total 9 100%

Table 43 shows that the two main reasons the teachers gave far theird e nt s ¢
desireto 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 t h e dIMeltase atevork. dany e a s ¢
teachersvere aware that because of the bilingual situation in Malta, many learners were
not learning Maltese aa requirement to obtain a job (22.2%). Only one of the nine
teachers (11.1%) thougtiat learners might want to read newspapers and magazines.

The teahers also showed full agreement that their students did not intend to pass the
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Maltese QGlevel exam (100%). As indicated in the introduction of this thesis, this course

is not intended for this exam.

Table 43. Teacherso r eslpamMaltess on why | ear ne
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. lItis arequirement to obtain a jo 2 22.2% 7 77.8%
f. To read newspapers and

magazines 1 11.1% 8 88.9%
g. To pass the Maltese-fevel exam 9 100%
h. Other reasons 9 100%

For the next question, theeac her s bel i evmadtinipbrtant t h e
reason for learning Maltese was to communicate with lp&alewed by to cope with
daily life (Table 44).0On e teacher c h o,s specifiing todiheto r e a

communicate with locals and to cope with daily life.

Tabl e 4 4. esnees onhithe assirdportant reason for learners to learn Maltese

Q. 7: What do you think is the 1|e
list, to learn Maltese?

Number Percentage
To communicate with locals 5 55.6%
To cope with dalily life 3 33.3%
Other reasons 1 11.1%

To pass the Maltese-fevel exam
It is a requirement to obtain a job
They use Maltese at work

For family literacy

To read newspapers and magazir

Se|~elalo|o|w

These responses are consistent WitLay and Tomd §indings that learners learn the

target language to function successfully in a new environment (1999, p. 2).
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4.3.2 CurrenCourse
In the following three sections, information is presented about the Médurse
from all the teacherso

g u e sftom thelikeatisaale r e s

items areanalysedsimilar tothe sectionsothel e ar ner s &0 reppoesast i onn ai

4.3.2.1 MF L

As indicated in Table 45, all the teachers stated that all four skills were covered

Teacher-bsjllabus ews on t he

all of the time, most of the time or oftenith only 11.1%choosingoften.

Table 45. Teacher pakilldcoveragpiathdaceuise per cept i ons
Q. 8: All four skills are covered in this course.
All of the Most of the Often | Rarely | Never NF
time time
22.2% 66.7% 11.1%
2) (6) 1)

The teachersndicatedthat the course was organised according to grammar
(100%) topics(100%) and tasks (44.4%) (Table 46).

Table 46. Teacher participantsé feedback at
Q. 9: Lessons during this course are organised according to
All of the | Most of the | Often | Rarely | Never| NF
time time
a. grammar 22.2% 44.4% 33.3%
(2) (4) 3
b. topics 22.2% 33.3% 44.4%
2) 3) (4)
c. tasks 33.3% 11.1% | 22.2% | 11.1%| 22.2%
3 1) 2 Q1 @
d. other Yes
methods | TP8 Sentence building, understanding what the native Ma
are saying

Although TP8 noted that the course was organised according to sentence
building and understanding what the Maltegere saying, both fall under one of the

first three categories in Table 46.
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Table 47. Teacher participantsé feedback at

Q. 10: Thiscourse follows
All of the Most of the Often | Rarely | Never | NF
time time
a. alinear 22.2% 44.4% 33.3%
progression (2) (4) (3)
b. acyclical 33.3% 33.3% 22.2% | 11.1%
progression (3) (3) (2) (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

approachegdepending on the materials covered during the lessons.

4322Teachersd views on thle teaching met ho
Il n t he t ea cdbeuttsadbhing reeth@deonabutasy practice had the

highest percentage of frequency (10@4mbinedall of the timeandmost of the timg

followed by grammarwriting and speakig practics (all 100%, all of the time, most of

the timeand often). Listening and reading practckead nearly the same percentages

(88.8%) trailed by Maltese culture awareness (55.5%) and-afttlass activities

(11.1%) (Table 48).

Tabl e 48 feedbalkon methods of instruction

Q. 11: During the course that | am currently teaching, | present activities f

following practices:

All of the Most of the Often Rarely | Never | NF
time time

a. grammar 22.2% 44.4% 33.3%
practice (2) (4) (3)

b. vocabulary 22.2% 77.8%
practice (2) (7)

c. writing 11.1% 33.3% 55.6%
practice (1) (3) (5)

d. reading 11.1% 33.3% 44.4% | 11.1%
practice (D) (3) (4) (1)

e. listening 22.2% 22.2% 44.4% | 11.1%
practice (2) (2) (4) (1)

f. speaking 11.1% 33.3% 55.6%
practice (1) (3) (5)

g. Maltese 11.1% 44.4% | 44.4%
culture (2) (4) 4)
awareness

h. out-of-class 11.1% | 33.3% | 55.6%
activities (1) (3) (5)
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The teachers stated thée learnersworkedindividually (88.9% combinedall
of the time, most of the timand 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 insthi c our s e, i n which
what students might do to promote their

and Parr, 2001, p. 247).

Table 49. Teacher participantsoé feedback
Q. 12: During this course, how often do learners work/learn
All of the | Most of the | Often | Rarely | Never | NF
time time
a. individually 11.1% 55.6% 22.2% | 11.1%
) 5) 2) )
b. in pairs 44.4% 44.4% | 11.1%
(4) (4) 1)
c. insmall 11.1% 55.6% | 22.2% | 11.1%
groups 1) 5) (2) 1)
d. inlarge 33.3% 11.1% | 33.3% | 22.2%
groups 3 ) 3 2

In terms of learning methodspte learningearned the highest percentage
(88.8%, all of the time, most of the tinaad 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 pkem solving, whichwould involve

more effort on the | earnersdéd part, came
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Table 50. Learning methods used by teachers

Q. 13: During your course, how often do learners learn according to me
such as
All of Most of Often | Rarely | Never| NF
the time | the time
a. rote 44.4% 44.4% | 11.1%
learning (4) (4) (1)
b. finding 22.2% 33.3% | 44.4%
information (2) 3) 4)
themselves
c. getting a 33.3% 44.4% | 22.2%
logical 3 4) (2
explanation
d. problem 22.2% 11.1% | 66.7%
solving (2) (1) (6)
e. copying 11.1% | 66.7% | 11.1% | 11.1%
from the (1) (6) (1) (1)
whiteboard
f. listening 11.1% 11.1% 33.3% | 11.1% 33.3%
and taking () () (3) 1) 3
notes
g. other No
learning
methods

Concerningthe types of assessment given to learners, the teachers ranked
homework first(88.8%,used all of the time, most of the tinaad often), followed by
oral tests (55.5%)the European language portfolio amditten 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 Most of the | Often | Rarely | Never| NF
the time
time

a. are given 44.4% 44.4% 11.1%
homework (4) (4) (1)

b. have 11.1% 33.3% | 44.4% | 11.1%
written (1) 3) 4) (1)
tests

c. have oral 33.3% 22.2% | 33.3% | 11.1%
tests (3) (2) (3) (1)

d. use the 11.1% 22.2% 11.1% | 33.3% | 11.1%| 11.1%
European (1) (2) (1) (3) (1) (1)
language
portfolio

e. other Yes
assessment TP1 Media and IT are not accessible in my classroom
types (Thisissue is dealt with in Table 52.)

4. 3.2.3 Teacher-Bldamnngrmatermals on t he MFL

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 of#&@roursebookand 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 teachePd) cited the use of CDs, whilePb reported using
the interactive whiteboard at his/her own risk because he/she had no permission to do

so, indicaing that certain teachers also fddegistical problems.
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Table 52. Learning materials used by teachers

Q. 15: In the course you are taking,ydm use
All of the | Most of | Often | Rarely | Never| NF
time the time

. notes given by| 55.6% 44.4%
yourself (5) (4)

. acoursebook 11.1% 11.1% | 33.3% | 33.3% | 11.1%

1) 1) (3) (3) 1)

. bilingual 11.1% 22.2% | 22.2% | 44.4%
reading books (1) (2) (2) (4)

. word lists 33.3% | 55.6% | 11.1%

3) (5) 1)

. books about 11.1% 66.7% | 22.2%
Maltese (1) (6) (2)
history and
culture
videos 11.1% | 22.2% | 22.2% | 44.4%

1) (2) 2) (4)
. recordings 22.2% | 33.3% | 11.1% | 33.3%
3) 3) (1) 3)

. PowerPoint 11.1% 11.1% | 22.2% | 11.1% | 33.3%| 11.1%
presentations (1) (1) (2) (1) (3) (1)
other Yes
materials TP4 CDs

TP5 Interactive whiteboard (I do not have permission
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 ems (55.5%) (Table 53).
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Tabl e 53. Teachersoé views on the uses of r e

Q. 16: Reading texts in this course are used to
All of the Most of Often | Rarely | Never| NF
time the time

a. introduce 22.2% 22.2% 11.1% | 44.4%
grammar (2) (2) (1) (4)
items

b. introduce 33.3% 22.2% 44.4%
vocabulary (3) (2) (4)
items

C. encourage 22.2% 33.3% 33.3% | 11.1%
reading for (2) 3) 3) ()
pleasure

d. develop 22.2% 33.3% 44.4%
reading (2) 3) 4)
skills to
access
information

e. other uses No

In Table 54 nearly 90% of the teachers reported that the texts used were
appealing to the |l earners6 age all of t
declared that they were varied andtomlate 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 parti cedmehadcosrse f eedback
Q. 17: The texts used in this course are
All of the | Most of the | Often | Rarely | Never| NF
time time
a. appealingto| 22.2% 44.4% 22.2% | 11.1%
the (2) (4) (2) (1)
| ear ne
age
b. challenging, 11.1% 11.1% 55.6% | 22.2%
l.e., a step (2) (1) (5) (2)
ahead of the
|l earne
current
level
c. varied 22.2% 33.3% 33.3% | 11.1%
(different (2) (3) (3) (1)
sources)
d. up to date 22.2% 33.3% 33.3% | 11.1%
(2) 3) (3) (1)
e. authentic 11.1% 33.3% 22.2% | 33.3%
passages 1) 3) 2) 3)
(taken from
real life)

The most frequeritsteningmethodused during the courseas listening tahe

teacher reading texts (88.8%, combined all of the time, most of theatwheften),

ak

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 teaclbarse of the appropriate resources fistening

activities.
Table 55. Teachersdo views on |istening
Q. 18:During lessons, we listen to
All of the | Mostof | Often | Rarely | Never | NF
time the time
a. songs 22.2% 55.6% | 22.2%
(2) (5) 2)
b. recorded 22.2% 22.2% | 22.2% | 33.3%
materials (2) (2) (2) (3)
c. the teacher 22.2% 44.4% | 22.2% 11.1%
reading texts (2) (4) (2) (1)
d. other Yes
resources TP9 dialogues
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As for speaking activities,hie teachercheckeddialogues and pronunciation

exercisesasthe most frequently usethethod (both 88.8%, combined all of the time,

most of the timendoften), followed by oral presentations (77.7%) (Table 56).

Tabl e 56.

Teacher sb

Vi ews

on

speaking

Q. 19:The speaking activities in this course include

activities

All of the | Most of | Often | Rarely | Never| NF
time the time
a. pronunciation 44.4% | 44.4% | 11.1%
exercises (4) (4) (1)
b. dialogues 33.3% 22.2% | 33.3% | 11.1%
(3 2) (3) 1)
c. oral 11.1% 33.3% | 33.3% | 22.2%
presentations (1) (3) (3) (2)
d. other speaking No

acti v

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 timandoften), fill in the blanks (88.8%) and free writing (55.5%)

Table 57. Teachersodo views on types of
Q. 20: The writing exercises in this course consist of
All of the | Most of the | Often | Rarely | Never| NF
time time
a. fillin the 44.4% 44.4% | 11.1%
blanks (4) (4) (1)
b. complete 66.7% 33.3%
the (6) 3)
sentences
c. choose 55.6% 44.4%
the (5) 4)
correct
word
d. free 11.1% 11.1% 33.3% | 33.3% | 11.1%
writing 1) €] 3 3) 1)
e. other No
writing
exercises
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4.3.3 PerceivedNeeds andSuggestions about th&yllabus, Teaching Methods and
Materials

I n this and the foll owing sections, t|
and in some caset he teachersd per ceipthe coorse are f (I
compared with their perceptions of whiatoffered to determine if their needwsere
being satisfied.

Although differentLikert scales are used in this section of the questionnaire, the
teacher sd c odesd the daa afeopresentddasimagacktiiose ofthe
previous section. During the analysis of the responses to theeoped question,
fiwhat would you change in the courée8ome common themes emerged. Table 58
shows the course components the participants adlacttanged with corresponding
paticipant numbers for each item. However, each item will be addressed during the
analysis of the relevant closedded questions the next four sulsections(4.3.3.1,
4.33.2,4.33.3and4.3.3.4).

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 systen| TP1, TP3 TP7
the levels

Standard detailed syllabus TP9
Teaching Methods

Less emphasis on grammar TP2 TP3
Portfolio not really clear/not well organised TP1
Materials

More resourcegespecially custoamadecoursebook | TP1
Others

More intensive learning TP9
More emphasisn current situationhistory and culture TP9
Out-of-school activities TP9
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4331Teacher sd6 vi ews edaaiagthe MELL sylahus ed needs
The teachers believed that foreign learnfensnd speaking the most difficult

skill to learn, followed by writinglistening and readin@lable 59).

Table 59. Teachersd responses on the most
Q. 22: Which Maltese language skill do you think that foreign learners fin
most difficult?

Most Moderately | Slightly | Least NF
difficult difficult difficult | difficult

a. listening 22.2% 33.3% | 11.1% 33.3%
(2) 3) 1) 3)

b. speaking 77.8% 11.1% 11.1%
(7) 1) (1)

c. reading 11.1% | 55.6% 33.3%
1) ©) (3)

d. writing 11.1% 33.3% 22.2% 33.3%
) 3 2 3

There was a strondeeling amongt the teachershat their learners needed to
improve speaking the most, followed by listening (Table 60). None of the teachers
mentioned that their | earners needed to
choice is logical becaushdy pickedspeakingas the most difficult skill to learn (Table
59). However, since they identified writirgs the second most difficult skill in the
previous question, for the sake of consistency, they should have ranked it similarly in
this question.

Tabl e 60. Teachersd r espons doseigrolearngrdmanttlal t e s ¢
improve the most

Q. 23: Which Maltese language skill do you think that foreign learners wou
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 impottant

practise the four skills when studying a language (Table 61). The corresponding table
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shows that all the teachers stated thafioalt skills were covered all of the time, most of

the time or ofter{100%) (Table 45).

Table 61. Teacherso feedback on practising
Q. 24: To study a language, one has to practise the four skills.
Very Important Neither Unimportant | Not at all NF
important important important
nor
unimportant

55.6% 22.2% 11.1% 11.1%

©) 2) 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.

Tabl e 62 .feedbakon thecowsé structure

Q. 25: How important is it for you to have lessons organised according to
Very Important Neither Unimportant | Notatall | N
important important important | F
nor
unimportant
a.grammar 11.1% 55.6% 33.3%
topics (1) (5) (3)
b.topics 55.6% 22.2% 22.2%
5) (2) (2)
c. tasks 33.3% 11.1% 33.3% 22.2%
3) 1) 3 2)
d.other
methods No

The most important organisational methods for the teachers were topics and
grammar topics (both 66.7%, combined very importamd important) followed by
tasks (44.%) (Table 62).

Table 46(corresponthg to Table 63 shows that all of the time, most of the time
or often the teachers organised the cousyegrammar topics and topics (both 100%)
followed by tasks (44.4%) (Table 46)

However, when considering only the very importeatiegory, teachers perceived
that it was very important to organise lessons more by topicsbhiyhgnammar topics

(Table 62). This shows that although grammaus considered important, the teachers
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wantedto place less emphasis onasindicated bytheresponsesf TP2 and TP3o the
w Tabledb8).y o u

openended

Tabl e

guestion,

6 3.

Teacher sob

i What

preferences

change

regarding

Q. 26: Have a coursgith a

Very Important Neither Un- Not at all | NF
important important important | important
nor
unimportant

a.linear 22.2% 66.7% 11.1%

progression (2) (6) (1)
b. cyclical 44.4% 33.3% 11.1% 11.1%

progression 4) (3) (1) (1)

Nearly 90% of the teachexnsidereda course with linear progression very

important or important, while almost 78%dicatedthat a cyclical progression was very

important or importan{Table 63)

Table 47(corresponihg to Table 63 shows that a linear progression (combined

all of the time, most of the timandoften, 100%) was used moire the courseghan a

[

cyclical progression (88.8%). Thus, in this aspect, the course catetkdt e ac her s ¢

needs.

Furthermore, for opeended questior21l, some teachers mentioned that the
syllabus was too vast and difficult P, TP2 TP3 and TP7) (Table 58). Keeping the

fitoo

progression to cover everything in time.

4332Teachersbd

MFL-1

Vi

e wWs

conangent én mind the teachers would tend by default towards a linear

arbgardinig thp teackingimetbods for e e d

For the teachershé most important practice include in SL teachingvas

vocabulary practice (100% combined percentageseoy important and important),

followed by listening speaking and reading practcll 88.9%), grammar practice
(66.7%), Maltese culture awareness (55.6%), writing practice (44%) aruf-olaiss

activities (33.3%) (Table 64).

Table 48(corresponihg to Table 64 shows that vocabulary, grammar, writing

and speaking practices were performed all of the time, most of the time of1df@&n).
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Listening and reading practices (88.8%) were followed by Maltese culture awareness

(55.5%) and oubf-class activies (11.1%) (Table 48).

Tabl e

64.

Teacher sb

feedback

on

met hods

Q. 27: How important is it for you to include the following practices during sec
language teaching?

Very Important Neither Unimportant | Not at all NF
important important important
nor
unimportant
a. grammar 11.1% 55.6% 33.3%
practice (1) (5) (3)
b.vocabulary | 66.7% 33.3%
practice (6) (3)
c. writing 44.4% 55.6%
practice 4) (5)
d. reading 22.2% 66.7% 11.1%
practice (2) (6) (1)
e. listening 66.7% 22.2% 11.1%
practice (6) (2) (1)
f. speaking 66.7% 22.2% 11.1%
practice (6) (2) (1)
g. Maltese- 55.6% 33.3% 11.1%
culture (5) (3) (1)
awareness
h. out-of-class 11.1% 22.2% 33.3% 11.1% 11.1% | 11.1%
e (1) 2) (3) (1) @ | @
Analysing the ndAall of the timebo

reveals that grammar was the second rposttisedactivity in the course. However, in
terms of importance tahe teachers, it fell after vocabulary and three of the four
language skills (Table 64). As indicated in the comments related to Tablev®2,

teachers wanted to place less emphasis on gramida(d 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 awarenhase 64).

or

m

Related to this, one teacher expressed the need for more emphasis on the current

situation, history and culture PB, Table 58)while simultaneously indicating the need

for more intensive learning and eoft:school activities.
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Intermsoflearar s6 i nter acti ons, thdlearrerstiwerled her s
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.erMeagthiecasd @n | earnersd interactio
Q. 28: How comfortable do you think that learners feel when they work/learn
Very Comfortable | Indifferent | Uncomfortable Very N
comfortable uncomfortable | F
a. individually 11.1% 66.7% 22.2%
1) (6) (2)
b. in pairs 22.2% 66.7% 11.1%
(2) (6) 1)
c. in small 11.1% 44.4% 33.3% 11.1%
groups (1) (4) (3) 1)
d. in large 22.2% 33.3% 22.2% 22.2%
groups (2) 3) (2) (2)

Table 49 shows that nearly 90% of the learngrsthe courseworked
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 thhe learners felt most comfortable working in pairs
and individually; thesevereused meat in the course. Working in small groups and in
large groupswere regardedas less comfortable, and thesere practised to a lesser
extent.

Table 66 shows that the teachers strongly agreed or agreed that their students
learned best by rote learning (8%&38 followed by listening and taking noteand
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. Teachersd perceptions on | earning
Q. 29: Learners learn best by
Strongly | Agree | Neither | Disagree | Strongly | NF
agree agree disagree
nor
disagree
a. rote learning 44.4% | 44.4% 11.1%
(4) (4) 1)
b. finding 11.1% | 55.6% | 33.3%
information Q) (5) 3)
themselves
. getting alogical | 22.2% | 44.4% | 33.3%
explanation (2) (4) (3)
d. problem solving | 11.1% | 44.4% | 33.3% 11.1%
(1) (4) 3) 1)
e. copying from 11.1% | 66.7% | 11.1% 11.1%
the board (1) (6) (1) (1)
listening and 11.1% | 66.7% | 11.1% 11.1%
taking notes (1) (6) (1) (1)
g. other methods No

Table 50 shows thah the course, the studeriearnedall 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).

Thesetables clearly show thdhe teachers perceived thtte studentdearned
bestby 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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Table6 7. Teachersd6 perceptions on types of as

Q. 30: During the course, the learners prefer to
Strongly | Agree | Neither | Disagree | Strongly | NF
agree agree disagree
nor
disagree

a. be given 22.2% | 55.6% 22.2%
homework (2) (5) (2)

b. have written 11.1% 77.8% 11.1%
tests (1) (7) (1)

c. have oral 55.6% 22.2% 22.2%
tests (5) (2) (2)

d. usethe 11.1% | 33.3% 22.2% 11.1% | 22.2%
European (1) 3) (2) () (2)
language
portfolio

e. other No
assessment
types

Regardng 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 twe 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 dh the teachers perceived thia¢ learners preferred
oral tests, for some reasahey 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) artlat one teacher {1) indicated that the portfolio was

not well organised (Table 58) indicates problems with this assessment tool.
4. 3. 3. 3 viédws aboupereiwdneedsegarding the MFEL learning materials

The teachers believed thatthee ac her 6 s notes were a ve
resource (88.8%for their learnersfollowed by acoursebook77.7%), word lists and
videos (both 66.6%), bilingual reading books, PowerPoint presentations, recordings and

books about Maltese history aadlture (44.4% each) (Table 68).
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Table 68. Teachersd perceptions on | earning

Q. 31: How important is it for the learners to have the following resources durir
course?
Very Important Neither Unimportant | Not at all NF
important important important
nor
unimportant
a. notes given by | 44.4% 44.4% 11.1%
the teacher 4) 4) Q)
b. a coursebook 44.4% 33.3% 22.2%
4) (3 2
c. bilingual 44.4% 33.3% 22.2%
reading books 4) 3 (2
d. word lists 33.3% 33.3% 22.2% 11.1%
3 (3 2 1)
e. books about 22.2% 22.2% 22.2% 33.3%
Maltese 2) (2) 2) )
history and
culture
f. videos 22.2% 44.4% 22.2% 11.1%
2 4 2 1)
g. recordings 11.1% 33.3% 44.4% 11.1%
1) (3 4) 1)
h. PowerPoint 11.1% 33.3% 33.3% 11.1% 11.1%
presentations (1) (3) (3) (1) (1)
i. other No
resources

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 (88.986uraebook
and recordings (both 55.5%dpowerPoint presentations (44.4%])lingual books and
videos (33.3%) and books about history and culture (11.1%) (Table 52)

Thus,out of eight criteria, théirst three resources considered very important or
important werd e a ¢ h e r cowsseboatandewsord lists (Table 68); these were used
frequently in the course, especiallyh e t ernsmteshamd Wosd lists (Table 52).
Although the coursebooklagged behind, nearly half the groups used it regularly.
However, in the open questiomne teacher (F9 i ndicated the teec¢
additional resources(specifically a custoamade coursebook including more
i nformation about Mal t abs current situa
teacherdéds response echoes ®mranmantimer@ssforz ®r
motivating | earners: AFamiliarise | ear neil
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The teachers perceived thidr the learners,texts were very important or
important to encourage reading for pleasure (100%), introduce voocahtdans
(88.9%), develop reading skills to access information (88.8%) and introduce grammar
items (77.7%) (Table 69).

Table 69. Teachersd perceptions on the use
Q. 32: How important is it for the learners to have texts to
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. introduce 33.3% 44.4% 22.2%
grammar (3) (@) 2
items
b. introduce 66.7% 22.2% 11.1%
yocabulary (6) (2 (1)
items
c. encourage 55.6% 44.4%
reading for (5) 4)
pleasure
d. develop 44.4% 44.4% 11.1%
reading (4) (@) (1)
skills to
access
information
e. other uses No

The corresponding table showstthe teachers indicated that the reading texts
were used all of théime, 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 &#d 53) clealy show that all criteria considered
very important or importanpwith percentages over 75% (Table 68gre practisedin
the course to various degrees (Table 53). Since other tables (such as Table 48) show that
grammar was given priority in the courseisiimportant to note that only 55.5% of the
teachers used texts to introduce grammar itengossiblendication 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), siraythat they perceived the need for

teaching grammar in context.
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The teachers believed tHatr thelearnersjt was very important or important to
have texts that were appealing to t,he |
authentic (77.8%) and challenging (66.6%) (Table 70).

Table 70. Teachersd per eeoprsei ons about the
Q. 33: How important is it for the learners to have texts that are
Very Important Neither Unimportant | Notatall | N
important important important | F
nor
unimportant
a. appealingto| 55.6% 33.3% 11.1%
the (5) (3) (1)
| earne
age
b. challenging, | 33.3% 33.3% 33.3%
i.e., astep (3) (3) (3)
ahead of the
| earne
current
level
c. varied 55.6% 33.3% 11.1%
(different (5) 3) (1)
sources)
d. up to date 33.3% 55.6% 11.1%
3) (5) (1)
e. authentic 55.6% 22.2% 22.2%
passages (5) 2) 2)
(taken from
real life)

The corresponding table reveals that nearly 90% of the teachers reported that all
of the ti me, most of the time or often,
varied and upo date (Table 54). Nearly8% noted that the texts were challenging,
while nearly 67% claimed that the texts were authentic.

These two tables (Tables &hd54) show that all the criteria that were very
important or importantwith percentages over 66%ere practed regularly inthe
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).
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Table 71. Teachersd perceptions about
Q. 34:How important is it for the learners to listen to
Very Important Neither Unimportant | Not at all | NF
important important important
nor
unimportant
a. songs 22.2% 22.2% 33.3% 22.2%
2) (2) 3) (2)
b. recorded 44.4% 33.3% 22.2%
materials (4) (3) (2)
c. the teacher 44.4% 55.6%
reading (4) (5)
texts
d. other No
resources

Table 55(the corresponding tableeveals thathe teachers read texts all of the

time, most of the time ooften (88.8%,) followed by recorded materials (66.6%) and

| i s

songs (22.2%). In terms of importance and the use of these listening methods in the

course, theshad the same ranking pattern. Thus, these practisedin the course in

proportion to their perceed importance.

The teachers all agreed thiat thelearnersdialogues were very important or

important (100%), followed by oral presentations (88.9%) and pronunciation exercises
(77.7%) (Table 72).

Tabl e

72.

Teacher sbo

p etiesiretipetcoursen s

about

Q. 35:How important is it for the learners to do speaking activities such as

Very Important Neither Unimportant | Not at all
important important important
nor
unimportant
a. pronunciation 33.3% 44 .4% 22.2%
exercises (3) (4) (2)
b. dialogues 55.6% 44.4%
(5) (4)
c. oral 33.3% 55.6% 11.1%
presentations (3) (5) (1)
. other speaking No
activities
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Table 56 (the corresponding tab)ereveals 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 (Tablaad25) show that

all these criteria wergery important or importantwith percentages over 77%nd

practisedegularly 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 freegwitia the most

important writing exercise fothe 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).

Tabl e

73.

Teacher sbo

percaspst i ons

about

types

Q. 36: How important is it for the learners to do writing activities such as

Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. fillin the 33.3% 33.3% 33.3%
blanks (3) (3) (3)
b. complete 22.2% 55.6% 22.2%
the 2) ®) 2)
sentences
c. choose 33.3% 55.6% 11.1%
the 3) (5) (1)
correct
word
d. free 100.0%
writing (9)
e. other No
writing
exercises

Table 57 (the corresponding tablgeveals thatthe teachers thoughthat 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 (Tablesan@857) shows that although all the

teachers agesl that free writing was a very important or important writing exercise in

the course, it was the least practisedongstthe criteria, with 44.4% declaring that it
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was practisedrarely 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:1Te a ¢ hTeainsm®

Table 74 shows thdive out of nine teachers had not attended any training. Of
the three that had,PB did not take a course specialised Maltese for dreigners,
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) (F3 or an inservice course {H9); 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 Malte
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 (Educatidepartment
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Tabl e 75.

Par t i ciramiagid tesaéhMaltesectolforeigndts a b o u t

Q. 38: To teach Maltese foreigners more effectively, | would like

Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. to be trained 44.4% 44.4% 11.1%
in second (4) (4) (1)
language
acquisition
(SLA)
theories.
b. to learn about 44.4% 33.3% 22.2%
influential (4) 3 (2)
approaches
and methods
in second
language
teaching
(SLT).
c. to learn more 33.3% 66.7%
about adult 3 (6)
second
language
learners.
d. to learn about 33.3% 44.4% 22.2%
| earner 3) (4) (2)
needs
analysis.
e. to learn about 55.6% 22.2% 22.2%
different (5) (2) 2)
learning
styles.
f. to learn about 11.1% 33.3% 33.3% 11.1% 11.1
the CEFR. D 3) 3) Q) %
1)
g.to learn more 11.1% 44.4% 22.2% 11.1% 11.1%
about the (2) (4) (2) Q) Q)
European
language
portfolio.
h. to learn about 11.1% 33.3% 55.6%
textbook D 3) (5)
evaluation.
i. Others No
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Table 75 shows the teacher s 8L I|edreessi r e
(100%) SLA theories (88.8%Xdifferent learning styles (77.8%pfluential approaches
and methods in SLT (77.7%) ear ner s 0 n e e d sextbhack @dalyatons ( 7
(44.4%) the European language portfolio and the CEFR (both 44.4%).

4.4 Teachersodé interviews

The next four subsections present information about the-MEaurse syllabus,
teaching methods and learning materiédsicher traininpnd t he teachers
needs and in some cases he t eacher sthel pparr mesp tondloesase ealfs
areasbased on the intervieresponses

In this section, the interview responses are presented according ito the
correspondingsubsectioa The interview questions are indicated with the code TIQ
(teacher8 interview question) followed by the question numbeiThe eacher s o
responses are coded wilHP (teacherinterview participan} and a number for each

participant (e.g.TIP1).

Asinthecasef t he | e ar,thedataatepresente@ chronolegically
according to each interview questjdallowed bythet e ac her s Howeees @ on s e
indicated earlierthe different themes that emerge are discussed with reference to the
literature and to the MFlL and MFL:2 | ear ner s 6 anradothdr ehapteh e r s ¢
(Chapter 6Discussion)

4 . 4. 1 Tveeasooh tee MFA Syllabus andheir PerceivedNeeds

The first questiorposedt o t he i nterviewees was, i
cour se orfQR)eAll ¢hd tRacheré responded in the affirmative and were then
asked, ADo you have access t dlQ3),wkichally!l | ab
the teachers confimedVh en t he teachers were asked, T
the coursel/s you are deliver (TQ§),sixefthade qu
seven teachers (all exceptPP) commented that it was too vast for beginners. Two
te¢c hers suggested, AThere should be a shc
single word PHf aMall thelTsoegpd c(sTlsuch as | itere
inclué®do (T
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The only teacher who believéldatthe syllabus was adequate commenied o t
everyone wants [the lessons] thatwe ofet hey want t o | earn mor
(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 Bxpecthe
teachers were aware that the syllabus was too vast and difficult for beginnerg tead
thelearnerérepetition ofthe course or an alarming dropout rate. However, the teachers
could not do anything because of the requirement to follow yhabss. 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 dedail feel that | am taking learners for a ride
we only [hold classes] three hsuper week, and the grammar syllabus for Maltese
natives and that for foreigners are the s@méhe syllabi for MFL-1 and MFL-2 are the
sameé this is not good® they should not be the sasdey ou canébét cover ev
canot per f or m with]ageouplokls, ! finish&dtwih sevennfd).

This statementindicaing that foreigners were taught grammar in the same tivaly

natives would be taughtvas not an isolated comment. For this reasbateachers

were askedi Wer e y ou i endeasloamekehg processtirh developing the
syl | aTQ@4s Phéy gave a unanimous negative response.
Becausdheteachers stated that the syllabus was vast,whey e as ked, A

situations ar e c orQé)r Tdea teachers dakegious responses ? 0
including AWho are we?o0, at t he Piersa aur a
shop, in a restaurant, dégy-day activities and everyday expressionsP@] transport,

sports, colours, days, months, seasons, fruits and vegetphhts,of the body and
culture (e.g. Karnival [Carnival], f e st i [publib fedsis]))(TP4); food, at the
vegetable shop, shoe shop, colours, clothes, in a restaurant, house furniture, phoning
and booking and cultures(k i[Echster],Milied [Christma$); weather report and person
(TIP4); greeting, normal conversations and ask[ing] for somethiriggjTthe situations

in the bookMe r k b @1P®);iarid daily life situations (A7). These findings indicate

that these topics were covered in the couregidver, a problem asefrom the lack of
consistency amongst the groups because the sylldiousiot clearly indicate the
required minimum for course coverage by the teachers. When the teachers were asked,
ARAre the situations cboeregduirnl|l ehenensd
(TIQ7 ) five of t hveo ofstheeacherssexpiaided figt they @ecided
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which topics to cover (H1 and TP3J); two shared that they chose topics after
discussing them with the learners PRland TP4); onereported following the topics in
the book (TP6); and another claimed that there were too many topid37(TlOne
teacher stated that sometimes the topics were suitable, while other topics were
inappropriate because they were not based onlifeasituatons (TP5. 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 teacher s \atwonsedo wos khimkd shoulé Béh i ¢ h
c o v er BE@8Y they (indicated topics including personal situations, such as family
and work (TP1); culture (TP3); more authentic listening (e,qews) (TP4); reallife
situations such as licences, work and home sitosif@IP5); at the market, at the shop
and at the airport (F6); and animals, continents, seas, vegetables and how to fill in a
form (TIP7). The solution to this problenvould bethat the syllabus should not be as
generic and vast but be more specificgtablish a minimum for all the courses taught.

To worsen the situatiomo official policy exists regarding the analysis of
|l earnersd needs before or aflTiQhenBefgomea i
begin a language course, what type of needdysisado you conduct with your
| e ar n elowsverpsix.of the seven teachers interviewetQ@ O : ADo you s
your |l earner s, either during or at t he
received oral feedback from the learners after each 13384 and TIP3 TIP7); one
teacher shared that he/she gave learners an information sheet to compigteT(Tis

feedback mechanism hel ped the teachers ul

To determine hovtheteachers would amend the course, they were agk®édh a t
woul d you change i mQliOh@ne tpachersaeswdreds y |l | abus"
[l would] eliminate a lot of grammar. | would emphasise conversation. Yes, | know that
there are conversation clasgesbut they sign up for this course with the idea thatilit

be more conversatiobased instead of grammariented, and as | sai@ we have too
much grammar (R7).

As stated in the introduction, conversation classes compselssions of two hours
each to practise incidental conversation, but tineenot linked directly to the MFLL

course. Therefore, wasnot a followup course.
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When answering questionQ10, other teachers referred to similar problems with
the actual syllabus:

[I would include] realistic situations in which [learners] fitltemselves because these
[are the] sort of things [they] want ([{2).

All the centres have to follow the same babkbecause [the way the syllabus is], | can
cover certain [grammar] topics, e.¢he first form [of the trilateral verb], and when |
speak with [another teacher], he/ she says,

ver bP3® (TI

I would split it into different levels because it seems that there is one syllabus for
everyone and | would also include more realistic thirgs| prefer a topic and then |
elicit things such as grammar from it, instead of a list of grammar [rules] to cod.(TI

It is important to limit [the grammar] and cover the [basic things] so that [lejrosuld
have a good grasp of [the lessons] because [this syllabus] binds the teacher to teach
everything, but [one] could not cover the things in detaiPg.l

The point raised by A3t h a't AAl I the centres have t
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 Tveeasooh tbdeachingMethods for MFEL andtheir Perceived\eeds

When the teachers wr e asked, AWhich | earning
students di sl i ke moT$xl2),ifoar oftthe seven teachessecited Wh y
grammar (P1, TIP3 TIP5 and TP7) because of the many exceptions to grammar
rules. The other three indicated freating (TIP2and TP4) and exams (R6). On the
ot her hand, when the teachers were asked
students | i ke most TIQlh), faurhaé thecteachers eéntionwth y ? 0
conversation (TR1, TIP2 TIP4and TP7),wi t h one teacher stati:H
when they are capabl eP2andafhother spedfyingthat thely e a
|l i ked fAito bring a postcard or R7). Pthest 0 o
favourite activities mentioned wenesing flashcards (H1), listening to songs and
singing them (TP3), listening comprehension [exercises] with -filtthe-blanks
questions (TP3), vocabulary and writing (R5 and grammar explanations P@). The
responses to both questions highlight eliff e n t |l earnersd divers
styles; thus, language practitioners need to create interesting teaching materials to
accommodatsuch variety I(ittlemore, 2002 cited in Klapper, 2006, p. 92)
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When asked, AWhat type sthyodrleaners dusimg me nt
the course to give them feedback about
(T1Q13), the teachers responded that they used portfoliésL(TIP4 and TP5), with
TIP5el aborati ng, Al donot f e e |, asdessmant afteh e p
each homework assignment PRand TP6); oral practice exercises HT); andinstant
correction during a conversation (TIP®oncerningl | P 3 6 s, Cardesamgeedthat
it might not always be the most effective form of correction becauseutd eliminate

the possibility for the learner to test alternative hypotheses (1967, p. 168).

4 . 4. 3 TVeeasooh tbe M LearningMaterialsandtheir Perceived\Needs

Whenthet eacher s were asked, AWhat types
use during yo u TIQIgy tees respanded thati they esedthb( r k b a
bik! workbook (TP1, TIP2 TIP4and TP6); (lavetta a workbook for Maltese natives
(TIPY); LearningMaltese: Why Not?TIP4); an interactive whiteboard (P); CDs and
PowerPoint presentations P2); handouts (TR5and TP7); flashcards (TRJ); reatlife
objects (TP3J); and pictures (TR3and TPY). One teacher remarked that the workbooks
used were albutdated (TiP4) . Anot her teacher comment e
student s] to a coffee shop [and communi c
have t P3nRegardingMxd s comment and thesbroadrsebpec at e
of the syllabusinfluencedthe methodology employed by the teachers and in turn

affecedthe learners.

TIP.5descri bed another problem that hel :
use the interactive whiteboard, but wunfo
shoutl be noted that certain courses were held in the local council offices, wéieh
equipped as offices and therefore kedkesources such as a sound system and an
interactive whiteboard. A13 also referred to this issue (Tabl®. On the other hand, in
TIPS s case, the |l essons were taught I n
explained by this teacher, an issuéght arise regarding whether the primary grade
teacher or the adult learnétsachemwould beresponsible for the interactive whiteboard
if it brokedown. 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 oOobserved in this study, isn  whi
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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 aswhidd not instil motivation in tie

teachers, although these could be tackled with common sense.

When the teachers were asked, AnWho de
used in the pIQEKs alratsweced that they did FA TIP7). When
asked, A Whi ch mdfmatdérillsememtiensdoabave aes speaified by the
Depart ment o fTIQ1B)d threea teachens Aaithon@od |, t wo ment.i

receiving 15 handouts with exercisesRZand TP5), and two reported that they were

given two books name8isien(courseboolkand workbook), intended for Maltese native
speakers (M3and TP?). TIP7compl ai ned about this text
Sisienis listed in the MFLEL syllabus as a main text; however, it is not intended for
foreigners. As mentioned in chapter 1, ratf 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 toStstenseries Flask
commented thafibooks written in Maltese for Maltespvere] totally useless 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 res@as emerged again during the interviews when the
teachers were asked, AfBased on your expe
what resources and materials do teachers need to deliver these courses more
ef f ect TIQLE)l Neary all(the teachergported needing a book @2 TIP7),
with TIP7adding,iwhen we use primary books ,toof t he
and they get demoralisedOther participants cited their need for map<P@| charts
(TIP2 and games (H1). However, TP3 made f{ clear t hat Af or
consi stency, al | t he gr ouphs vievhellects Dublima v e
and Ol shtainds (1986) ar gucokdieave teadchersand n o
learners without specific direction anduldleadto fia lack of cohesiveness in materials

and examinations used within the sysbem( p. 2 8)

4.44T e a ¢ Wiews orothe MFLL TeacherTraining and theirPerceived\eeds
Since teacher training is an integral part of the teaching professeteachers
were asked, fiWere you offered any traini
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this course?0 (TI1Q18). F i fneo; the fremairtiing tws e v e n
replied fiyes, with TIP6 citing an inservice course and PR mentioning a tweday

course. Interestingly, P4 noted that he/shialready taught a group of foreigners at a
higher level to work as translators at EU institutimriBhe teachers were also asked,
AWhat teacher training do you nheedivelyd
(T1Q19). They responded that they needed a FBfpke course for Maltese (B and

TIP7), an inservice course (F6 and a mentor to guide them on how to teaclPHI|

TIP1r e v e aNe @aid reaifistic training, not too much rhetoric as [ibign] pr act i «
However, two teachers indicated that training wasecessary; instead, H2 required
Asharing of Pddietaessdd,r emshaudrec ef[sl because Awe

due to the paper work we have to doo.

4.5 Conclusion

This chapter investigated whether the MFL cour s e me t t he
expectations in terms of the course syllabus, teaching methods and materials. Apart
from the | ear ner s dhose ef thdeachersasa deteimaiag factora mi n
in the success of the courdde following schematic diagram (Figure 6) represents the

perceptios of course deficiencies:
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Perceptiors of course deficienes

Syllabus

V Speaking is not
given due
importance

V Syllabusis too
vastand difficult

V More revision
V Less grammar
TeachingMethods

V More listening
and speaking

V Less copying from

the whiteboard
more interactive
methods

V Problems with the

portfolio

V' More homework
more tests

Learning Materials

V Specifically
designed
coursebook

V More resources

Teacher Training

VTeacher s

to receive training

Learners

See related
comments in
thefollowing
tables

Tables 24i 26

Table 27

Table 28

Tables 29,
361 37

Table 31

Table 32

Table 32

Table 33

Tables33and
36

Figure 6. MFL-1 course deficiencies

Learners

See related
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the following
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LIQ7, 8

LIQ3, 7

LIQ3, 17

LIQ8, 13, 19
20

LIQ17

LIQ16

LIQ17

LIQ18, 19 20

LIQ13, 18 20

Teachers

See related
commentsn
the following
tables

Table 63

Tables62, 64

Table 67

Table 68

Table 68

Table 75

Teachers

See related
commentsn
the following
guestions

TIQ5, 10

TIQ10

TIQ10

TIQ13

TIQ17

TIQ17

TIQ19
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The data reveed that for the learners, the most important reason to learn
Maltesewasto communicate with locals, followed by to cope with daily life. Although
therewasno official policy about a needs analysis at the beginning of the course, the
teachers kew perfectly that théwo citedreasonsver € t he | earner sdé p
onefifth of the learners thtaken another MSL course because (as indicated in the
guestionnaire responses and corroborated in the interviews) thelMBursewastoo
fastpaced and advanced for beginners @wodld thus need revision. The teacherye
awareof these problems; the majority of them sloitee same opinions babuld not
do anything because theyere required to follow the syllabus. This situation led to a
high dropout rate amongste learners, as well as resignations amortgstteachers,
with nearly half of the staff replaced for the MALcourse during the 2012013 school
year(LIQ3 and Table 42)

Moreover, teachers and learners exprddbeir wish for a standard, detailed
syllabus to accommodate different learnimegeds with a proper exa system and day
to-day topics and situations. Regarding teaching methods, although the learners
acknowledgd that the course focud®n grammar and vocabulary, all of them desire
to shift the emphasis to speaking, followed by listening, becausdahmeythese skills
the most difficult to learn and waed to improve them the most (especially since in
Malta, English is spoken everywhere). At the same time, theyedishcontinue with
the grammar and vocabulary lessons already being taught. The teayreeldtat the
course concentrateon grammar, but they would prefer to highlight deyday topics,
prioritise other areas or extract the grammar from the topicsy &tmited giving
priority to vocabulary and grammarhe learners also percetvéhat inthis course, the
primary teaching method usa@scopying from the whiteboard but they cladthat it
wast he | east effective means of l earnin
perception,the students leaed best by rote learning, then by copying from the
whiteboard. Moreover, the learners ribtthe importance of additional resources,
especiallya custormmade book The teachersd percepdi ons
the | earner s& mo sdrs aga highligled heir eneked for aTshitable t e a ¢
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 M3L/M
but in TEFL.

This chapter presented the data about what the -MFfourse offezd and
whether itsatisfiedthel ear ner sd and teachersd expec:
syllabus, teaching methods, materials and for the teacteasher training. Thdata
wereretrieved from two sources (learners and teachers) with two research instruments
(questionnaires and sestructured interviews). Chapter 5 presents a similar needs

analysis of the learners and the teachmarslvedin MFL-2.
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Chapter 5

Research Findings

Maltese as a Foreign Languagée MQF-2
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5.0 Introduction

This chapter consists of a needs analysis of the learning groups that attended the
MFL ¢ MQF-2 course in 2012013to discover their perceived needs and suggestions
regarding the course. The | earnersd need:
materials are compared with their perceptions of the course to determine whether it
satisfied their need#&\dditionally, t he teacher so igeheet eadhaea
perceptions othel ear ner s6 needs i n some cases) [
methods, materials and teacher training are compared with their perceptions of the
course they taught. This neednalysis 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 thiglgtuiquestionnaires and interviews.
In the first phase of the study, two questionnairesne each for teachers (three
participants) and for learners (nine participarnts)vere used to investigate their
perceptions of the MSL courses at the DLL and some bfe par ti ci pants
majority of the questions on the questionnaires were analysed quantitatively. The
guestionnaires also included some opaded questions to generate qualitative data.
is important to point out that since tparticipants inttided only thre¢eachers andine
learners, thedata retrieved from these few numbemuild only be indicative This is
discussed in more detail in section 7.3, Limitations ofthdy.

Semistructured interviews witliour learners(two each from the two MFR2
groups) and a teacher were conducted to seeklepth, qualitative information.
Although the student interviewees came from the samegidearners, they comprised
a smaller sechosen through stratified random samplinggjoresent both groups.

Similar to the previousong this chapter is organized in four main sections:
|l earnersd queskteammali s& ireteawibew sHe JUEIS:
responses and teacherso6 interview respon:

This chapteralso presents the data retrieved through the needs analysis.
Therefore, the literaturés only referenced in some cases to avoaiundancy
However, Chapter 6 provides a discussion with reference to the literiatuvkich the
results for both courseseandysed in detail.
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5.1 Learnersod questionnaires

The |l earnersd questi on(®eeiAppendix A)Jdheu d e s
| ear ner s 0 sebtiancAkog the questtbnnéire); the current coussetion B on
the questionnairewith three subsections: syllabus, teaching methaxd learning
materi al s) ; and the | ear ner sdion Ceondhei ved
questionnaire,with three subsections: syllabus, teaching methaasl learning
materials). This section presents anch al y s e s guesionnaiegaspanses i 0
the order in which they appeareimilar tothe previous chapter. Howeveachlearner
is represented by the codeAP(participant in theadvanced course)nsertedwith an

assignedumber(e.g., P1A).

5.1.1 MFL:2 Le a r nBackgraundnformation

In this section, preliminary information about the learners attending the MFL
course is presented and analysed to offer a snapshot of the student population. Providing
the student sd b a cikgwillonuuindos helpfal duridg ¢ha analysis g a
of their needs and suggestions.

When this study commenced, two MLgroupsexisted with a total of nine
students. Interestingly, the MFL course had 12 groups of learners (as noted in Chapter
4); however at thenextlevel, the number of groups decreased to three, with one class
cancelled in May 2013. It should also be noted that no #Floursesvere taught in

Gozo. The |l earners6 genders are present e

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 (MJLthe MFL-2
classesomprisedearners from different nations, speaking various languages and with
varying ages, professions and educational backgrounds (Talil@8)7TCatering to
| earners from diverse cultures, gener ati

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
211 30 2 22.2%
31140 3 33.3%
411 50 2 22.2%
511 60 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 | earnersé6é | engths of residence al

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 bed¢hasmajority ofMaltese
people can communicate in English; therefore, foreigners who speak English are not

compelled to leariMaltesein order to cope.

Table 81 Participants byduration of residence in Malta or Gozo

Q. 5:Length of time residing in Malta or Gozo
Years Number Percentage

1 or less

2i 5 2 22.2%

61 10 3 33.3%

11715 1 11.1%

161 20 1 11.1%

21 or more 1 11.1%

Not stated 1 11.1%
Total 9 100%

The fact that none of the MFZ learnersbelonged tahe first category year
or less) makes sense because passing leigla prerequisite for Level (see Table
82). It follows that every learner in LevElhaslikely resided in Malta or Gozo for at

least a year.
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All the learners who attended the M2Lcourse declared that they had attended
a previous Maltese language course (Table 82). This complies with the regulation for
t his parti cullLaarnersneedrtoshave sutcassfullyncgmpletécdourse
in Maltese as a Foreign Language at MQF LewdDLL, 2012c, 2012d).

Table 82. Maltese language course(s) taken by participants

Q. 8. Have you ever taken a Maltese language course apart from this/theg
Number Percentage
Yes 9 100%
No
Total 9 100%
Tabl e 83. Participantsdé reasons for | earnir
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 al
magazines 2 22.2% 7 77.8%
g. To pass the Maltese-fevel exam 1 11.1% 8 88.9%
h. It is a requirement to obtain a jo 9 100%

Similar to the responses in MFL, the top reason given was to communicate
with locals. Keeping in mind that all these learners passed-MBbB.7%still felt the
need to learn the language to communicate with loedide 44.4% were still learning
it to cope with daily life. Four participants (44.4%) reported that they wanted to use
Mal tese at wor k, mostly to ans deothes 84a4%d t h
wanted to learn it for family literacy. In these cases, their children learned Maltese in
school with their peersfor example,as a parent P1-A felt compelled to learn the
language sdne/shecould understandlis/herchildren and helphiem with their studies.
Only two patrticipants answered that thegrelearnng Maltese to reacewspapers and

magazines, and three gave other reasons. Of these three, one participant stated that
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Malta was his/her home; thereforbe/she had to learn thenuage. Only one
participant was learning Maltese to pass the Maltedev€&l. 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/dgtedlwath people

of a certain class who did not know English; when those people phoned him/her, he/she
had to converse in Maltese’@A) . These findings fit with
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: Whch 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. Itis a requiremernio obtain a job
g. To cope with daily life
h. To pass the Maltese-level exam
i. Toread newspapers and magazir

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 othr reasons cited several factors, including for personal interests, to
understandhis/herchildren P1-A) and to communicate with friendB%A).

5.1.2 Current Course
The following three subsection@esentinformation about the MF2 course
based onthent i re student popul ationds quest:i

presented according to theirder ofplacementn the questionnairéSee Appendix A)
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5.

1.

2.1

Lear ner-asgllabus e ws

most of the time or often (Table 85).

on

t he

MF L

All the learners (100%) declared that the four skills were covered all of the time,

Table 85. Participants6 perceptions on
Q. 11: All four skills are covered in this course.
Most of the Often | Rarely | Never NF
All of the time time
11.1% 77.8% 11.1%
1) () 1)

Table 86 shows that the course was mainly organised basegtaommar

skil

(100%)), followed bytopics (88.8%) and tasks (11.1%). This indicates that the course

wasinclined towards the grammapproach.

Tabl e 86. Participants6 feedback about
Q. 12: Lessons during this course are organised according to
All of the | Most of the | Often | Rarely | Never| NF
time time
a. grammar 33.3% 55.6% 11.1%
3) (5) 1)
b. topics 33.3% 22.2% 33.3% | 11.1%
3 2) 3 1)
c. tasks 11.1% | 66.7% | 11.1%| 11.1%
1) (6) () ()
d. other methods NO

indicated that a cyclical progression was used, inidigathat certain topics were

cour

The learners perceived that this course tended more towards a linear progression
(100%) than a cyclical progression (66.6%) (Table 87). However, garieipans

revised during the course.

Table 87. Participants6 feedback about
Q. 13: This course follows a
All of the Most of the Often | Rarely | Never| NF
time time
a. linear 33.3% 66.7%
progression (3) (6)
b. cyclical 11.1% 22.2% 33.3% | 22.2% 11.1%
progression (1) (2) (3) (2) (1)
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5.1.2.2 Learnerso6 views-20n the teaching
Table 86 shows that this course focusedgoammar. Thigs 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 tinaad often), while reashg and writing

(77.7%) were practised recurrently but not as often as grammar and vocabulary. The

percentages for listening, Malteselture awareness and speaking ranked lower

(66.6%) compared to the previously mentioned skills, andaftdlass activies were

rated last, with 66.7% claiming that these were never performed. Even in this course,

grammatical rules and vocabulary were emphasised, paactices to develop the

| earner s6 or al c ogmemdessiingartance in thesr bercepticcs wer e
Table 88. Teachersodo methods of instruction
Q. 14: Do you perform the following practices during your present course?
All of the | Most of the | Often | Rarely | Never| NF
time time
a. grammar 66.7% 33.3%
practice (6) (3)
b. vocabulary | 55.6% 11.1% 22.2% | 11.1%
practice (5) (1) (2) (1)
c. writing 22.2% 33.3% 22.2% | 22.2%
practice (2) (3) (2) (2)
d. reading 33.3% 33.3% 11.1% | 11.1% | 11.1%
practice (3) (3) (1) (1) (1)
e. listening 22.2% 22.2% 22.2% | 33.3%
practice (2) (2) (2) (3)
f. speaking 22.2% 44.4% | 33.3%
practice (2) (4) (3)
g. Maltese-
culture 11.1% 33.3% 22.2% 33.3%
awareness (1) (3) (2) (3)
h. out-of-
class 22.2% 11.1% 66.7%
activities (2) (1) (6)

As Table 89 shows, the learnemimarily worked individually (77.7%,
combinedall of the time, most othe timeand often). Working in pairs (44.4%) was
ranked next, although it was not performed regularly. Workingrge groups (33.3%)
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or in small groups (22.2%) was seldom done, indigahatthe learners rarely worked

in these configurations.

Table ® . Participantsdé interactions with
Q. 15: During this course, how often do you work/learn
All of the Most of Often | Rarely | Never| NF
time the time
a. individually 33.3% 33.3% 11.1% | 11.1% | 11.1%
(3) 3) 1) (1) (1)
b. in pairs 44.4% | 33.3% | 22.2%
(4) (3) (2)
c. insmall 11.1% 11.1% | 22.2% | 55.6%
groups 1) 1) (2) (5)
d. inlarge 11.1% 11.1% 11.1% | 11.1% | 44.4%| 11.1%
groups 1) 1) 1) 1) 4 [ (1)

ot her

With regard to the learning methods used by the participants, copyingteom
whiteboard obtained the highest ranking (88.8%, all of the time, most of thetiche

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 66.71%l of the time, most of the timendoften) (Table 90).

Table 90. Learning methods used by participants

Q. 16: During this course, you learn by different methods, such as
All of the | Most of Often | Rarely | Never| NF
time the time
a. rote learning 55.6% 11.1% | 33.3%
(5) 1) 3)
b. finding 44.4% 22.2% | 33.3%
information (4) (2) 3)
on your own
C. getting a 22.2% 33.3% 22.2% | 11.1% 11.1%
logical 2 3 2 (1) 1)
explanation
d. problem 44.4% 33.3% | 22.2%
solving (4) (3) (2)
e. copying from | 22.2% 44.4% 22.2% | 11.1%
the 2 4) 2) (1)
whiteboard
f. listening and 55.6% 11.1% 33.3%
taking notes (5) (1) (3)
g. other No
methods
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In terms of learning methods, Table 91 shows thatlearners were given
homework (66.6%.all of the time, most of the timand often); however, 33.3%
declared that it was done rarely or never. Although the European language portfolio was
used withthe learners (44.4%all of the time, most of the timand often), an equal,
combined percentagef the participants declared that they rarely or neved tise
portfolio. Written tests seemed to l@ministeredless frequently than the other
assessment methods (44.3%); 55.5% of the participants clalmethe tests were
rarely or never used. Oratdts 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 coursegou
All of the | Most of the | Often | Rarely | Never| NF
time time

a. are given 33.3% 33.3% | 11.1% | 22.2%
homework (3) (3) (1) (2)

b. have written 11.1% 22.2% 11.1% | 22.2% | 33.3%
tests ) 2 1) 2) 3)

c. have oral 11.1% 22.2% | 33.3% | 33.3%
tests (1) (2) (3) (3)

d. use the 11.1% 11.1% 22.2% | 11.1% | 33.3%| 11.1%
European 1) 1) 2 ) @ | @
language
portfolio

e. other No
assessment
types

5.1.2.3 Lear ner-3léammngnatermls on t he MFL

The learners indicated that the materials used most often werggnaiedy the
teacher 100%,all of the timeandmost of the time), followed by word lists (55.5%, all
of the time, most of the timand often; offset by 44.4%combinedrarely and never),
PowerPoint presentations (44.4%; offset by 55.5%ely and never), recordings
(44.4%; offset by 66.6%arelyandnever), videos and books about Maltese history and
culture (both 33.3%; offset by nearly 67%arely and never). Bilingual reading books
and thecoursebooktrailed behind (22.2%; offset by nearly 78%rely 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 | Most of | Often | Rarely | Never| NF

time the time
a. notesgivenhby| 66.7% 33.3%
the teacher (6) (3)
b. acoursebook 22.2% 44.4% | 33.3%
(2) (4) (3)
c. bilingual 11.1% 11.1% 77.8%
reading books (1) (1) (7)
d. word lists 44.4% 11.1% | 11.1% | 33.3%

(4) 1) (1) (1)

e. books about

Maltese
history and 33.3% | 11.1% | 55.6%
culture (3) (1) (5)
f. videos 33.3% | 33.3% | 33.3%
3) 3) 3)
g. recordings 44.4% | 33.3% | 22.2%
(4) 3) (2)
h. PowerPoint 11.1% | 33.3% | 44.4% | 11.1%
presentations (1) (3) (4) (1)
i. other
materials No

As mentioned, almost 80% declared that bilingual reading books were never
used due totheir rarity in Malta with childrenas their target readerk terms of the
22.2% who reported using bilingual reading books, the queries raised during the
guestionnaire distribution indicat¢hat they misunderstood the question and considered
dictionaries bilingual. However, the questidearly 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 | Most of the Often Rarely Never NF
time time
a. introduce 33.3% 55.6% 11.1%
grammar 3) (5) Q)
items
b. introduce 22.2% 55.6% 22.2%
vocabulary (2) (5) (2)
items
C. encourage 11.1% 33.3% 22.2% 22.2% 11.1%
reading for 1) 3) (2 (2 Q)
pleasure
d. develop 11.1% 33.3% 11.1% 22.2% 22.2%
reading skills 1) 3) 1) (2 (2)
to access
information
e. other No
reading texts

The learners perceived that the reading texts were used to introduce grammar

items and vocabulary items (both 100%, all of the timest of the timeand 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.

Tabl e 94. Participants6 feedback about
Q. 20: The texts used in this course are
All of the | Most of the | Often | Rarely | Never| NF
time time
a. appealing to the 11.1% 33.3% 33.3% | 22.2%
|l earner sé (1) (3) (3) (2)
b. challenging, i.e., a
step ahead of the
|l earner so6 222% 44.4% 11.1% | 22.2%
level (2) (4) (1) (2)
c. varied (different 11.1% 55.6% 22.2% | 11.1%
sources) (1) (5) (2) (1)
d. up to date 11.1% 33.3% 44.4% 11.1%
) 3) 4) 1)
e. authentic passages
(taken from real 11.1% 33.3% 33.3% | 22.2%
life) ) 3 3 2
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The lkearners believed that all of the time, most of the time or often, the texts
were varied and up to date (over 88%). Furtimme 77.7% agreed that the texts were
chall enging and appealing to the | earner

(Table 94). The statistics show a mixture of authentic anéantimentic materials.

Table 95. Listening methods in class

Q. 21: During lessonsyou listen to
All of the | Most of the | Often | Rarely | Never| NF
time time
a. songs 11.1% | 11.1% | 77.8%
€] (1) )
b. recorded 11.1% 11.1% | 55.6% | 11.1%| 11.1%
materials (1) (1) (5) (1) (1)
c. the 22.2% 33.3% 33.3% 11.1%
teacher (2) 3) 3) (1)
reading
texts
d. other No
resources

The learners reported thhstening to the teacher reading textas the most
frequent listening metho®8.8% combinedall of the time, most of the timendoften),
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 hsatdisa

appeared in Table 92.

Table 96. Speaking activities in the course

Q. 22: The speaking activities in this course include
All of the | Most of | Often | Rarely | Never | NF
time the time
a. pronunciation 22.2% 33.3% | 22.2% | 11.1% | 11.1%
exercises (2) (3) (2) (1) (1)
b. dialogues 22.2% 44.4% | 22.2% 11.1%
(2) (4) 2 1)
c. oral 22.2% 11.1% 55.6% | 11.1%
presentations (2) (1) (5) (1)
d. other speaking No
activities
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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 newgr usi
dialogues, 22.2% (combined) declared that they rarely or never had pronunciation
exercises and 66.7% (combined) rarely or never had oral presentdt@s® results
and those in Table 95 glul be an indicatiothat listening and speaking skills weret no
given due importanceompared to the other skills.

Table 97. Types of writing exercises

Q. 23: The writing exercises in this course consist of
All of the | Most of the | Often | Rarely | Never | NF
time time
a. fillin the 33.3% 44.4% 11.1% | 11.1%
blanks (3) (4) (1) (1)
b. complete 44.4% 55.6%
the (4) (5)
sentences
c. choosethe] 11.1% 66.7% 11.1% | 11.1%
correct (2) (6) (2) (2)
word
d. free 11.1% 33.3% 22.2% | 22.2% | 11.1%
writing 1) 3) (2) (2) 1)
e. other No
writing
exercises

The learners perceived that the most frequent exercise used was complete the
sentences (100%pmbinedall of the timeandmost of the time), followed by fill in the
blanks and choose the correct word (both 88.8%, all of the time, most of thanime
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 mettaodslearning
material s), the | earners6 perceived nee
compared with their perceptions of whiabffered. This information will help evaluate
the course and identify components that should be amended.
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Some commothemes emerged during the analysis of the responses to the open
ended question, AWhat would you change i
components the participants weadtchanged, with the corresponding participant
numbers for each item. Howeny each item will be addressed in the analysis of the
relevant close@nded questions in thext three section®.1.3.1, 5.1.3.2nd5.1.3.3).

Table 98. Course components in MElthat participants want changed

Q. 24: What would you change in the caef?
Themes | Participants
Syllabus
New, realistic, dayto-day topics and situations P2-A, P5A
Syllabus for different learning abilities, with a proper exam syst| P1-A, P6G-A
for the levels
Standard detailed syllabus P1-A
Syllabus is too vast ardifficult P6-A
Teaching Methods
More conversations during the course (tlayglay dialogues) P2-A, P7-A, P9A
Less emphasis on grammar P2-A, P5A
More homework P6-A
More tests, including dictation P7-A
Less copying from the board and more interaativthods P7-A
Materials
Specifically designedoursebook | P1-A
Others
More emphasis on current situation, history and culture | PZ-A

5.1.3.1 Learnerso6 perc2sylamsl needs regardi
The learners admitted that the most difficult moderately difficult skill for
them was speaking (66.6%), then listening (55.8#@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 Moderately | Slightly Least NF
difficult difficult difficult | difficult
a. listening 33.3% 22.2% 11.1% 33.3%
3) 2 @) 3)
b. speaking 22.2% 44.4% 33.3%
2 4) 3
c. reading 22.2% | 33.3% | 44.4%
2) (3) (4)
d. writing 22.2% 22.2% | 22.2% | 33.3%
2) 2) 2) 3)
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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 imprdwar readingskills.

Table 100. Maltesknguage 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 thepattern 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 88speakingwas the leastpractisedof the four language skills in the
course. In the opeended qustion i What woul d you change 1in
(Table 98), some learnerPZA, P7-A and P9A) revealed a desire for more

conversation practice. The learners favoured more emphasis on speaking skills.

Table 101. Parti ci p ahefosrfangliagesskils ack on practdi

Q. 27: To study a language, one has to practise the four. skills
Very Important Neither Unimportant | Not at all | NF
important important nor important
unimportant
66.7% 22.2% 11.1%
(6) 2) 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 participhatked
the unimportant or not at all importatevels indicatng their strongpreference foma
course based on all four skills.

Table 85(corresponihg to Table 10} shows that the four skills were covered in
the course with a combined percentae. 00% (all of the time, most of the timand
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often). However, as shown in the previous tahlles)earners found some skills more

difficult than others and thus wantedpiactise them more so they could improve.

Table 102. Participantsdé feedback on cour se
Q. 28: How important is it for you té6 have lessons organised according to
Very Important Neither Unimportant | Not at all N
important important important F
nor
unimportant
a. grammar | 55.6% 33.3% 11.1%
topics (5) (3) (1)
b. topics 22.2% 33.3% 22.2% 22.2%
(2) 3) (2) (2)
c. tasks 22.2% 44.4% 22.2% 11.1%
(2) (4) (2) 1)
d. other Yes
methods P1-A Topics on everyday life situations

For the learners, the preferred organisational method was by grammar topics
(88.9%, combined very importaahdimportant), followed by task$6.68%) and topics
(55.80) (Table 102). Although the topics category is included in this table, one
participant P-A) emphasi sed the importance of de
methods.

Table 86 shows that in the course, lessons were organised ad tifndhy 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 tondicatethe importance of the various methods. Table 102 slioayst
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
| earner sdé6 desi r+angdage cantaq thpugh d seriddtasks qral t
problemsolving activities. As Table 86 shows, this was rarely or never done in the
course. Thus, learners perceived the need for more badaneegstgrammar, topics

and tasks.
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Table 103. Participant so6 Iprogessom ences for a

Q. 29. Have a course with a

Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant

a. linear 33.3% 55.6% 11.1%
progression (3) (5) (1)

b. cyclical 11.1% 55.6% 33.3%
progression (1) (5) 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 cayrsa linear progression (100%,
combined all of the time, most of the tinaad 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 coursesing amore linear pra@ression, which the course
offered.

Other problems related to the syllabus emergetheémesponses to opeanded
question 24 (Table 98}he learners stated that the syllabus was too vast and difficult
(P6-A) and related the need for a standard, detasldthbus P1-A), as well asfor
different learning abilities, with a proper exam system for the leds\(and PG-A),
and with new, realistic dap-day situationsF2-A andP5-A).

5.1.3.2 Learnerso6 perceived né&eds regardi
For the learners, listening practice and vocabulary pratdime priority (both

100%, combined very importarind important) (Table 104). Speaking practice and

reading practice (nearly 89%) came next, followed by grammar practice (77.8%),

writing practice (77.8%), Malteseulture awareness (66.9%) and-oficlass activities

(33.3%).
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Table 104. Participants6é feedback on met hoc

Q. 30: How important is it for you to include the following practices during sec
language teachirg

Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. grammar 77.8% 22.2%
practice (7) (2)
b. vocabulary | 66.7% 33.3%
practice (6) (3)
c. writing 55.6% 22.2% 11.1% 11.1%
practice (5) (2) (1) (1)
d. reading 44.4% 44.4% 11.1%
practice (4) 4) (1)
e. listening 88.9% 11.1%
practice (8) (1)
f. speaking 66.7% 22.2% 11.1%
practice (6) (2) (1)
g. Maltese 33.3% 33.3% 22.2% 11.1%
culture 3 3 2 1)
awareness
h. out-of-class| 11.1% 22.2% 22.2% 22.2% 22.2%
activities (2) (2) (2) (2) (2)

Table 104 shows that listening, vocabulary and speaking pragtee more
important for the learners than grammar practice, which was ranked first as being
practisedall of the time or most of the time in the course (100%) (Table 88). These
results corroborate the perceived need for more conversation exeasisegealed in
severaF epl i es t o t h e-emgedeuestiorf A PZA andP8-A, Tablp e n
98). In response to this opended questionwp learnersalsoshared that they wanted
less emphasis on grammd&a2A and P5A), while P7-A indicated his/kBr wish for
more oufof-school activities and more emphasis on current situations, history and
culture. Thedd att er 6s cuh ¢ lune®i er hofes one of Csi z¢@
commandments to motivate | ear nemwshthet eac!

target | anguage cultureo (p. 215).
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Table 105. P a r t fegaidipgintertactiadhns withr othérdearmersc e s

Q. 31: How comfortable do you feel when you work/learn
Very Comfortable | Indifferent Un- Very un- NF
comfortable comfortable | comfortable
a. individually 66.7% 33.3%
(6) (3)
b. in pairs 33.3% 55.6% 11.1%
3 (5) )
c. in small 11.1% 66.7% 11.1% 11.1%
groups 1) (6) 1) 1)
d. in large 22.2% 11.1% 33.3% 33.3%
groups (2) 1) 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 lears worked individually all of the time, most of the
time or often in the course (77.7%hen in pairs (44.4%), large groups (33.3%) and
small groups (22.2%).

The course offered individual workyith which most of the learners felt most
comfortable. Althagh working in pairs and in small groups obtained high percentages
in terms of comfortevel, 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 groupsand 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 groupsghtbe the case
that in largersettings, 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, seHconfidence and anxiety, are related to SLA (Krashen, 1982, p. 31).
Therefore, a learnerwhoisnotselffonf i dent or i s bored or a
language input, making it inaccessible for acquisitioighitbown and Spada, 2006, p.

37).
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Table 106Learning method preferences of participants

Q. 32: You learn best by
Strongly | Agree | Neither | Disagree | Strongly | NF

agree agree disagree
nor
disagree
a. rote learning 44.4% | 33.3% 11.1% | 11.1%
(4) (3) 1) 1)
b. finding 22.2% | 55.6% | 11.1% 11.1%
information on (2) (5) (1) (1)
your own
c. getting alogical | 66.7% | 33.3%
explanation (6) (3)

d. problemsolving | 44.4% | 44.4% | 11.1%
(4) (4) (1)

e. copying from 11.1% | 44.4% | 33.3% 11.1%
the whiteboard (1) (4) (3) (1)
f. listening and 22.2% | 55.6% | 11.1% 11.1%
taking notes (2) (5) (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 pyoblem 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(corresponihg to Table 10 reveals that copying from the whiteboard
occurred most commonly, with a combined percentage of 88.8% (all of the time, most
of the timeand often). However, thisvasthe least preferrechethodby the learners
(Table 106). On the opesnded question (Tabl@8), P7-A made it clear that he/she
wanted less copying from the board and more interactive methods.

The | earnersé preferred way to | earn
106). All the other activities shown in Table 106 (except for copying ftbe
whiteboard) obtained over 77%, thus indicating that these activities were important for

thelearners 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 purposesyalo prefer to
Strongly | Agree | Neither | Disagree | Strongly | NF
agree agree disagree
nor
disagree

a. begiven 44.4% 22.2% | 22.2% 11.1%
homework (4) (2) (2 (1)

b. have written 33.3% 55.6% 11.1%
tests (3) (5) (1)

c. have oraltests| 22.2% 44.4% | 22.2% 11.1%

(2) (4) (2) 1)

d. use the 11.1% 11.1% | 44.4% 11.1% 11.1% | 11.1%
European (1) (1) (4) (1) (1) (1)
language
portfolio

e. other No
assessment
types

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 (correspondingto Table 107 shows thatthe learners were given
homework (66.6%all of the time, most of the timand often), had written tests and
used the European language portfolio (both 44.4%) and had oral tests (33.3%).

Comparing these two tabl es Srheferneds t h ¢
assessment methods (Table 107) were the most practised in the course (Table 91).
Although oral tests were given the leemtking amongsthe 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 atlie| e ar ner s 0 In ppererfdedrgeestiore21
(Table 98),P6-A indicated the need for more homework @@#A mentionedmore

tests, including dictation.
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5.1.3.3 Learnerso6 per c-2leammmgimatesalsds r egar di

Considering the combined percentages, notes given by the teacher and videos
garnered the highest percentages (88.9%) as very important or important resources,
followed bya courseboolandrecordinggnearly 78%), then word lists and PowerPoint
presentatios, books about Maltese history and culture and bilingual reading books
(55.5% each) (Table 108).

Table 108. Learning material sb6 i mportance f

Q. 34: In this language course, it is important to have the following resources

Very Important Neither Unimportant | Not at all | NF
important important important
nor
unimportant

a. notes given 55.6% 33.3% 11.1%
by the (5) 3) 1)
teacher

b. acoursebook | 44.4% 33.3% 11.1% 11.1%

(4) 3) 1) 1)

c. bilingual 11.1% 44.4% 11.1% 11.1% 22.2%
reading (1) 4) 1) 1) 2)
books

d. word lists 33.3% 22.2% 22.2% 11.1% 11.1%

3) 2) (2) 1) 1)

e. books about 11.1% 44.4% 22.2% 11.1% 11.1%
Maltese (1) 4) 2) 1) 1)
history and
culture

f. videos 22.2% 66.7% 11.1%

(2) (6) (1)

g. recordings 22.2% 55.6% 22.2%

(2) ©) (2)

h. PowerPoint 11.1% 44.4% 33.3% 11.1%
presentations (1) (4) (3) (1)
other No
resources

Re-examining Table 9Zcorrespondingo 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 was of importance tahe learners. However, recordings
(44.4%), videos (33.3%) and aursebook(22.2%) were noused that often in the
course (Table 92). As shown in Table 108, these resources were importané for
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learners; therefore, it isssentiako increase their usageor operended question 21,

P1-A also mentioned his/her need for a specifically desigoe# bor this course.

Table 109. Participants6é preferred use of r
Q. 35: How important is it for you to have texts to
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. introduce 66.7% 11.1% 22.2%
grammar (6) (1) 2)
items
b. introduce 55.6% 44.4%
vocabulary (5) (4)
items
C. encourage 44.4% 55.6%
reading for 4) (5)
pleasure
d. develop 66.7% 11.1% 22.2%
reading skills (6) (1) (2)
to access
information
e. other uses Yes
P1-A: Texts can be given for home reading. Then we base [t
next lesson on them.

For the learners, texts were very important or important to introduce vocabulary
items and encourage reading for pleasure (h60%) 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 marttedunimportant or not at all
importantlevels P1-A suggested that textcould be read at home and the next lesson
could be based on the readings.

Revisiting Table 93(correspondingto Table 109 reveals that the learners
previously ranked the four criteria according to usagenpinedall 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 tbeurse althoughdeveloping
reading skills to access information and encouraging reading for pleasure were

employedto a lesser extent. Considering their importance for learners (Table 109), all
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these practices should be continued while enhancing the teseto develop reading

skills to access information and encourage reading for pleasure.

Table 110. Participantsd suggestions about
Q. 36: How important is it for you to have texts
Very Neither Unimportant | Not at all | NF
important | Important | important important
nor
unimportant
a. appealing 33.3% 55.6% 11.1%
to the (3) (5) (1)
| ear ne
age
b. challenging,| 55.6% 33.3% 11.1%
i.e., astep (5) (3) Q)
ahead of
the
| ear ne
current
level
c. varied 66.7% 11.1% 22.2%
(different (6) (1) (2)
sources)
d. up to date 44.4% 44.4% 11.1%
(4) (4) 1)
e. authentic 33.3% 55.6% 11.1%
passages | (3) (5) (1)
(taken from
real life)
For the learners, it was very important or important to have texts that were
chall enging, up to date, authentjawetind

as varied (77.8%) (Table 110).

Table 94(correspondindo Table 110shows thathelearners thought that all of

the time, most of the time or often, the texts were varied and up to date (both,&&9%)

we | | as challenging,

appealing

t o

t he

combined). Because approxitaly 80% of the participants stated that these were very

important or important (Table 110), itv#tal to continue presenting learners with texts

havingthese characteristics.

233

a



Table 111. Participants6 suggestions about

Q. 37:How important is it for you to do activities such as listening to
Very Important Neither Unimportant | Not at all | NF
important important important
nor
unimportant
a. songs 11.1% 44.4% 44.4%
(1) (4) (4)
b. recorded 11.1% 55.6% 33.3%
materials (1) (5) (3)
c. the teacher 33.3% 44.4% 22.2%
reading (3) (@) 2
texts
d. other No
resources

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(correspondingo Table 111)shows that the learners maintained the
same ranking ordeAll of the time, most of the time or oftethe teacher read texts
(88.9%) and the learners listened to recorded materials (11.1%) but not to songs (0%).
The importance of listening exerciséas shown in Table 11)lindicates the
|l earnersd6 perceived need to continue th

enhancing the use of recorded materials.

Table 112. Parti ci pan tadivitiessnutigegoairset i ons about

Q. 38:How important is it for you to do speaking activities such as
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. pronunciation 55.6% 22.2% 22.2%
exercises (5) 2 (2)
b. dialogues 44.4% 44.4% 11.1%
(4) (4) (1)
c. oral 33.3% 44.4% 11.1% 11.1%
presentations (3) 4) (1) (1)
d. other Yes
speaking P1-A: If there are site visits (e.g., museums), the group can be give
activities presentation in the Maltese langudtimugh 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}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 (correspondingto Table 112)shows that dialogues, pronunciation
exercises and drgresentations were performed all of the time, most of the time or
often (88.8%, 77.7% and 33.3%, respectively).

The rankings of importandghown in Table 112for these speaking activities

highlight the | earnersd nteesdhild emmancindoeal c o n
presentation.

Table 113. Participants6é suggestions about
Q. 39: How important is it for you to do writing activities such as

Very Important Neither Unimportant | Not at all NF
important important important
nor
unimportant

a.fill in the 33.3% 55.6% 11.1%

blanks (3) (5) (1)
b. complete 44.4% 33.3% 11.1% 11.1%

the (4) 3) (1) (1)

sentences
c. choose 44.4% 44.4% 11.1%

the (@) (@) (1)

correct

word
d.free 33.3% 44.4% 11.1% 11.1%

writing 3 4) ) @)
e. other No

writing

exercises

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 (correspondingto Table 113) reveals that @mplete the sentense
(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.

235



Considering the importance of these exercises to learners (Table 113), these
practices should be continued. Because free wrisngquivalentin importance as the
other criteria, it should bgractisedaccordingly

5.2 Learnerso6 interviews

The following three subsections present information about the-RIEburse
syllabus, teachingmet hods and | earning material s, a
these three areasased on theinterviewresponses.

In this section, the interview responses are presented according to their
corresponding subsection. The interview questions dreeglated with the code LIQ
(learneré interview question) f ol | owe d by t he guestion
responses are codexs IP (interview participant from the advanced course)with a

numberdesignatedor each participant (e.gP1-A).

5.2.1 Learne sViews on the MFL2 Syllabus and theiPerceived\Needs

In ther answers to the first questiothe interviewees showed their desire to

communicate with | ocals. When asked, A Wh
(LIQ2),IP-A responded, Al l'ive i n Malta. | 6 m
friends are Malteseo. Anot her participan
because:

| used to learn Maltese before but [when | came back from abroad, | realisedhidnz] |
forgotten quite a | ot. And | 6m here more f

(IP3A).

Related to this, two other learners also indicated their aim to speak Maltese,
stating Al dondot feel my Mal t emeapablse good
of speaking it properly [toP2Arpaahyi Ah wd
topractises peaki ng MaP4A¢se Wmeneasklked, AAre yolu
course in Maltese aplQ3,allfthe participartsisae?ed] f y e
Anoo.

When the interviewees were asked, nl s
(LIQ4), IP1-A and P3A s a i ,dvhilé i?>A0and P4A r e p | i. Bedausé the s O
latter two responded in the affirmative, hever e as ke d, ADo you h
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syl l abus f or t b@5); PBAa sewerfdd HéA @sponded,n d

Al t hiWwhdn bathoave. aske@nother followup question A Wer e you i ny
the decisiormaking process in developing the b | a bLIQ§)theyrgspondedn the

negative Later, P2A el abor at ed, AWe should have t
topic we are going to cover so | coul d ¢
syllabus is an ideal tool with which policymaker iconvey i nfor mat:i
textbook writers, examination committee:

(Dublin and Olshtain, 1986, p. 28 reality, the course depeerd entirely on the
teacher delivering it, andl would bedifficult to achiese a certain consisten@mongst
the learning groupsequiredto sit for the same exam.
In MFL-2, the syllabus was negxistent 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 stilwer e asked, ADo you feel t hat
are attending iILR7pdegbate? aMAyRicaedthali y e s o
they practised all the skillsP-A qual i fied that the cour
grammar 0 P2Adst ated, n[ijwaslahpregness$i ohatr ot
the other handP3A r epl i ed iMhowasandhahadatf or begin
[was]t oo much on grammar 0. More constructi
were asked, ADo you think that by the e
Why 2A88) . Of the four participants, two s
The [scope of the] syllabus 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 tinfdhese
lessons]jarepe at ed at the higher | evel, [ but ] [ [

it, | can read it, | can write basic texdsn o , I canodot say after | ]
speak Maltese P2-A).

Not really. | did MFL Level 1 as well. | know quitelat of Malteseé s o f or me it 0
that hard, but for someone who is a beginn
like squashing five years into oée There is too much grammar, rather than emphasis on
everyday thing® For most foreigners here legng Maltese, grammar is important, but

you know, itds not [only grammar ] because
(IP3A).

Al t hough the third participant did not al

Yeah, I g u e s s learmthe languangé ie a year,yunfartanatéyt It would be
great if 1 could. | learned so much more than | knew in the beginning of the course. |
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think | have a thing especially with this [teachér]a lot of grammar and a very complete
picture of Maltese mmmar (P1-A).

Participant P1-A verified IP3A0s st at ement t hat grammar \
other components were not given similar weight. As these comments show, the learners
were not happy with the situation, even though three of the founrdesastated that they

felt the syllabus was adequate@7) andtwo focused on the positive aspects of the
courseInversely, the other intervieweePdA) stated that he/she was very happy with

the course because it covered everything. Howeverpthis t i cul ar | ear ner
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 lgrckinds 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 learnere r e a s k e d ADi d you c
evaluate the <course, ei t her LdQRI).iAll ghe o a
participants answered Anoo. The foll owir

began this language course, did you completengeguabout your goals and needs? If
yes, what were t helLlQlon)t.enThlsr eod paret isauirpraen
the other replied, Al dondt remember 0.
Coverage of different topicacross different learning groups emerged when the
learners werea s k e d AWhich situati onsLiIQ¥.rTeey cove
answer ed, Acul t wPl-A) ;janfili Chtrhest maspi t(al , t
everyday <SPRAluataondsadit al king about a vac
telephone conversatin  and v er y P8A).mMpother partieipakt @48A) didl
not mention anything in particul ar. Wh e |
course suitable for ¥ 1Q10Y, all Ithe partinipamtsy repbed ms ?
Ayeso. T h & saig & variety of things nvére donBJA) and [they presented]
everyday situationsP2A). IP3A el abor at ed, AWe dondt do
if we do more situaPdAorsd@.t edn thWe datoh erve
asked, &hi omssidto you t hilLiQHl), Phdand B4AAb e c O
did not mention anything in particulaf?2-A cited workrelated situations but that if
he/she wanted to leatihe language specific to his/her work, he/she had to attend a

specialised coues. Hi s/ her point echoes Borg and
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comes from content that is relevant to life experiences or present concerns (1997, p.

195). Another participarghareda different view of his/her needs:

I think 1tds oot Iwhds hmdrse tuaft]i onhe more s
vocabul ary youobElbeltea uskeé aboudwords rditecappleore
orangeé | need a | ot of repetition, [ need how

youldr e goirneg at os esnttreunccteuy, how yodé dhese arg@ o0i ng
things that come witlpractce and repetition. But if you had to ask the question in a
di fferent situation, yB3A).I get the gist of

Problems and tentative solutioasmer ged when the | earner
would you change in the present syll abus
(LIQ13). Aside fromthe comment oparticipant P4A (who claimed that everything
was all right because he/she had no |enwb with conversationdue to his/her
background), the topics mentioned most often were conversation and the syllabus itself:

It is heavily on grammar, reading and writing, but | live in Malta and what | want to do is
speak to people around réelt would be nice to do a bit more conversatioRIA).

Il think there should be more than two year
come three hours a week during a scholastic year to learn a language in two years. | think

€ with the first year, wher¢hey introduceé something of the culture, some basic

words, some basic grammar structure, how to put senténgtdey should simply] focus

on that. And that wayflearners] absorb more vocabularpP#A).

[It must be split into] three or four levels. @ou can actually cover from Ato B, Bto C
[becauseg whi ch is our | evel? We are not begi n
speak Maltesé We are intermediate but that doesnf¢
say when | did my first exam,[had] a <hool certificate, which in my mind [equatés]
me to a senior in Maltese who has spoken Maltese all hig lifel dondét have th
(IP3A).

These statements show that the main problems for the learners wbreatiescopef

the syllabus, the neeftbr a syllabus with adequate levels and more listening and

speaking activities.

5. 2. 2 LvewsronthefeacbingMethods for MFE2 and theirPerceived\eeds
To obtain information about the teaching methods ubedearners were asked,

A Wh i ¢ h g hcavdyractivities do you like most in the course that you are currently

~+

aki ng? LIQM)y ¥arious responses included writingPHA), grammar

3t

because it builds a solid basiP3A)and whi
conver sat iidpbastited ePGA ang B4A). It should be noted that three of

the four interviewees mentioned conversation, reflgcthe findings in the literature
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that | earners should have opportunities
users of thesSL if they are to discover the linguistic and sociolinguistic rules necessary
forSLcompr ehensi on and productiono (Pica, 1

Thekearners were also asked, AWhich | ea
most in the course that you are cutrdny t a k i hlQ15). IRAyMmade it ¢lear:

Al guess itodos no good reason to dislike
IP3-A found grammar very boringPP-A and P4-A did not dislike anything.

In terms of the assessment methods ugedd, e ar ner s wer e aske:q
of assessment did you complete during the course to give you feedback about your
Mal t ese | anguag e LIQlé)aTheyirespondgu withgexekrcises &na fill (
in the blanks with marks Ri1-A), portfolio used ever week (P2A), an exam at the
end of the coursbuti we dondét havR3Araeddhonmeaork @44A).sSTo s 0 (
solicit their perceived needs, the | earn
speaking with your colleagues, what would you cleaabout the teaching methods
used in tH@RL7)IAR3AeszspPés¢sed the wish for a
[ and] mor e s p tPEA avoewredtmpre progmedsionl dering the course.
IPAb6rsesponse r efl ec,ftitkdilKlgpper] 2006,00r 92)&ggeétiand 0 2
that to motivate learners, language practitioners should employ language that makes a
topic come alive and helps students establish connections between RleAsand

IP4-A did not want to change anything.

5. 2. 3 Lvewsromther M2 LearningMaterials and theilPerceived\eeds
To investigate what learning materials were used in this cotihredearners
were asked, AWhat types of resources and

you ar e cur LI@IBL Vayousresponsasgvere givén:

Pretty much everything you have on your surgeywideosé i ncr easi ngdy now
listeningé [to the] radio or [watching] T\é grammar sheets readings (P1-A).

A lot of papers for fill in the blanks, a lot of papeo read; we use the whiteboard for
presentation, but at theP28&nd they dondt gi v

Photocopies of exercises mostly and [grammar] notes that we copy from the B&ard (I
A).

Handouts® pretty much everything P4-A).
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These commentshew that the resources used in a Maltese language teaching scenario
depend on the teachersé6é dedicati on. Cl e
classes with different teachers; this observation could be corroborated by the fact that
IP1-A and P4A were from the same group. The points raisedR8A and P2A in
particular bring to mind Harmerdés (2001)
materials (instead of a standazdursebook poses the Ari sk that
with an incoherent collection of bits ar
weresupportedoy t he | earner s@pr gquleisé¢ s ono ( ikva af
of the materials and resources used ih e ¢ ollQ18, d&ble 92]).The teacher

brought a lot of resourcd#P1-A). A We R a[phetocopies] from sever@ b o o k s 0
(IPZ2A). IP3A st at ed, Al t hi nkP4Avlked tha nesourcasvbeingmo r e
used.

To explore the resources thesetearr s needed, they were
resources and materials do you need right now to help you learn the Maltese language
more effdlQRO0yvel YAE ¢(esponses included AfAas
Mal t e s e PWA) and acaurs€ébbolbecas e A[ al t hough] the te
herownnoteg i t 6s not a RB2AjRThdthind gartitigant saigbo ( |

A textbook would be more structuréd the teacher askedés[ 6 Have you d one t

year ?6 Because] |l ast year we were al/l i n di
everyone. Some of ysaid]yes some[said] no (IP3-A).

IP4-A stated that having the bodkU U éaggmmmar book for Maltese native speakers
written by this researchewase n o u g h . Because of this | ea
of book may be sufficient; however, for average foreigners, books intended for natives

are not ideal.

5.3 Teachoamie® quest

Thi s section presents an aaoweering tha s of
foll owing four ar eas :sectiorh&in theequestioenairss€e b ac |
Appendix B; the current coursesdction B on the questionnaingjth three subsections
syllabus, teaching methodsmdl ear ni ng materi al s) ; the te
suggestionssection C on the questionnaingjth three subsections: syllabus, teaching

methodsandlearning materials); and teacher trainisgction D on the questioaire).
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The participants arassigned theode TRA (teacherparticipantfrom the advanced

course)with a number represang eachle.g., TP1-A).

5.3.1 MFL:2 Te a ¢ hBackgraundnformation

In this section, preliminary information about the instructofsthe MFL-2
course is presented and analysed to provide a snhapshot of the teaching population.
Knowl edge of the teachersd credential s,
backgrounds, and thieperception of theis t u d aimst vsllde valuable ding the
analyses presented in other sections.

Initially, there werethree 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 paated in the survey questionnaire,
and one of them consented to an interview. No NMFgroups 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

211 30 2 66.7%

31140

41150

51i 60

Over 60 1 33.3%
Total 3 100%
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All three teachers taught MSL only at the MQHRevel, 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 erperi

Table 116. Maltese foreign language course(s) delivergddmhers

Q. 4: Doyou teach Maltese to foreigners in other institutions?

Legend Number Percentage
No 3 100%
Yes

Total 3 100%

Table 117. Participants t e a&xpérienceg

Q. 5:How long have you been teaching Maltese to foreigners?
Years Number Percentage
1 or less 3 100%
Total 3 100%
Table 118. Teachersodé perceptions on why | es
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-fevel exam 1 33.3% 2 66.7%
f. To read newspapers and magazi 1 33.3% 2 66.7%
g. Itis 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 i's corroborated by the teacher
that trese 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. Thé 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 thoughatlearners studied fior family literacy,and

one rejprted that students learned the languageead newspapers and magaziri@se
participant declared that students learned Maltespass the Maltese-fevel exam
because MFL2 is the second of the three courses that lead learners to that level. All the
teachers believethatthe learners did not require Maltese to obtain a job (Table 118).

Tabl e 119 . esponses o therast dmpoartant reason for learners to learn
Maltese

Q. 7: What do you think is their most important reason, from the above list, tg
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-fevel exam
d. Itis arequirement to obtainjab
e. They use Maltese at work
f.  For family literacy
g. Toread newspapers and magazing
h. Other reasons
I n terms of priorities, t manconeecavwab er s

to cope with daily life and then to communicate with locals (Table 119).

5.3.2 CurrentCourse
The following four sections present information about the NFtourse from
the teachersodé responses t o tthesamgmnaes asi onn

in the previous chapter

5.3.2.1 Teacher-3sllabus ews on t he MFL
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 par toveagepnadhetosrée per cepti on

Q. 8: All four skills are covered in this course.

All of the Most of the Often Rarely | Never NF
time time
33.3% 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&@mbinedall of the time, most of the time
andoften) and tasks (66.7%).

Tabl e Teacher particigiennt sé feedback
Q. 9: Lessons during this course are organised according to
All of the | Most of the | Often | Rarely | Never| NF
time time
a. grammar 33.3% 66.7%
1) 2)
b. topics 33.3% 33.3% 33.3%
1) ) 1)
c. tasks 66.7% | 33.3%
2 )
d. other Yes
methods 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 vocab&la#) (T

Tabl e Teacher peurdecontenpant sé6 feedback
Q. 10: This course follows
All of the | Mostof the | Often | Rarely | Never| NF
time time
a. alinear 66.7% 33.3%
progression (2) (1)
b. a cyclical 33.3% 66.7%
progression (1) (2)

According to the teachers, the course was more inclined tovearcglical
progression (100%) (Table 122). However, linear progression (66.7%) was also
reported as practised most of the time. This indicates that the teachers dmlipted

approaches in this course.

5.3.2.2 Teacherso6é views-2o0n the teaching |

Table 123 shows thatogabulary 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 1006tnbinedmost of the time
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and often). Listening pactice and Maltese cultural awareness were ranked next (both
66.6%, most of the timand often). Outof-class activities were ranked last, receiving
0% in the first three criteria on the scale (all of the time, most of theotimiéen).

Table 123. Tea@hr s 6

feedback on

met hods

of

instruct

Q. 11: During the course that | am currently delivering, | present activities fqg
following practices
All of the | Most of the | Often | Rarely | Never | NF
time time
a. grammar 66.7% 33.3%
practice (2) (1)
b. vocabulary 33.3% 66.7%
practice (1) (2)
C. writing 66.7% 33.3%
practice (2) (1)
d. reading 66.7% 33.3%
practice (2) (1)
e. listening 33.3% 33.3% | 33.3%
practice (1) (2) (1)
f. speaking 33.3% 33.3% 33.3%
practice (1) (1) (1)
g. Maltese 33.3% 33.3% | 33.3%
culture (1) (2) Q)
awareness
h. out-of-class 66.7% | 33.3%
activities (2) (1)

Vocabulary practice and grammar practieere the first and secondanked

criteria, respectivelysignifyingt h e

C our s e Otem élompveratkei teacharsn

also indicated that the four skills were afsactisedregularly(Table 123)

Tabl e

124.

Teacher

participantso

feedback

Q. 12: During this course, how often do learners work/learn

All of the | Most of the | Often | Rarely | Never | NF
time time
a. individually 33.3% 66.7%
1) (2)
b. in pairs 66.7% 33.3%
(2) 1)
c. insmall 100%
groups (3)
d. in large 66.7% | 33.3%
groups 2) 1)
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In terms ofthel ear ner sé i nteractions, the tea
time, their learners worked individually (100%). This was followed by working in pairs
(66.7%); working in small or large groups was seldom or npratised(both 100%,

combined rarelyandnever) (Table 124).

Table 125. Learning methods used by teachers

Q. 13: During your course, how often do learners learn according to me
such as
All of the | Most of Often | Rarely | Never| NF
time the time
. rote learning | 66.7% 33.3%
2 1)

. finding 66.7% | 33.3%
information (2) ()
themselves

. getting a 100%
logical 3)
explanation

. problem 100%
solving (3)

. copying 33.3% 66.7%
from the (2) (2)
whiteboard
listening and | 66.7% 33.3%
taking notes (2) (1)

g. other Yes
methods TP2A: 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 timeand most of the time) (Table 125). Rote legyg and problem
solving received a combined percentage of 100% all of the time, most of tharttme
often, followed by finding information (66.7%). One teacher mentionedplale as

another teaching method used in his/her class.
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Table 126. Types afssessment given to learners

Q. 14: During the course, the learners
All of the | Most of the | Often | Rarely | Never| NF
time time

a. are given 33.3% 66.7%
homework (1) (2)

b. have written 33.3% 66.7%
tests (1) (2)

c. have oral tests 33.3% 66.7%

1) (2)

d. use the 33.3% 33.3% | 33.3%
European (1) (1) Q)
language
portfolio

e. other Yes
assessment TP2A: Classwork
types

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 trentther
indicated that it was used often, ahe thirdsaid 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 Te athéMFAL:-3Iéarning meatergals o n
The first three learning materials mentioned in terms of use in the Midlurse
were notes given by the teacher, word lists anduasebooKall 100%,combinedall of

the time, most of the timendoften) (Table 127).
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Tale 127. Learning materials used by teachers

Q. 15: In the course you are teaching, do you use
All of the | Most of | Often | Rarely | Never| NF
time the time
a. notesgivenby| 33.3% 33.3% | 33.3%
yourself (1) (1) (1)
b. acoursebook 33.3% | 66.7%
1) (2)
c. bilingual 33.3% 66.7%
reading books (1) (2)
d. word lists 66.7% | 33.3%
(2) (1)
e. books about 33.3% | 66.7%
Maltese Q) (2)
history and
culture
f. videos 33.3% 66.7%
1) (2)
g. recordings 33.3% 33.3% | 33.3%
(1) (1) (1)
h. PowerPoint 33.3% 33.3% | 33.3%
presentations (1) (1) (1)
I. other learning No
materials

Bilingual reading booksRowerPoint 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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Tabl e 128. sbrtheusesaf reaingvdaxte iwthe course

Q. 16: Reading texts in this course are used to
All of the Most of Often | Rarely | Never | NF
time the time
a. introduce 66.7% 33.3%
grammar items (2) (1)
b. introduce 33.3% 66.7%
vocabulary (1) (2)
items
C. encourage 66.7% 33.3%
reading for (2) (1)
pleasure
d. develop reading 33.3% 33.3% | 33.3%
skills to access (1) (1) Q)
information
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. Teacherfeedback about the texts used in the course

Q. 17: The texts used in this course are
All of the | Most of the | Often | Rarely | Never | NF
time time
a. appealing to 66.7% 33.3%
the | eaf (2) Q)
age
b. challenging, 33.3% 66.7%
i.e., a step (2) (2)
ahead of the
| earner g
current level
c. varied 33.3% 66.7%
(different (1) (2)
sources)
d. up to date 33.3% 66.7%
1) (2)
e. authentic 66.7% 33.3%
passages (taken (2) (1)
from real life)
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Table 129 shows that 100% of the teachers declared that theveestgaried all

of the time or most of the time. All the teachers reported that all of the time, most of the

me or often, the texts used we thenticup
and challenging (100%).
Table 130. Teachersé views on |istening
Q. 18:During lessons, we listen to
All of the Most of the | Often | Rarely | Never | NF
time time
a. songs 33.3% | 33.3% | 33.3%
1) 1) 1)
b. recorded 33.3% 66.7%
material s (1) (2)
c. the teacher 33.3% 33.3% 33.3%
reading (2) (1) (1)
texts
d. other Yes
resources TP2-A: Listening comprehension

t

me t

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, anotheclaimed that this method was never used. Two teachers

reported that recorded materials weaeely used (66.6%), while another declared that

they were used all the tim&wo teachers indicatetthatsong were rarely or neversel

during lessons (66.6%), while ahet used them often. One teacher added that listening

comprehension was another method used.

Table 131. Teachersdé views on speaking
Q. 19:The speaking activities in this course include
All of the | Most of | Often | Rarely | Never| NF
time the time
a. pronunciation 100%
exercises (3)
b. dialogues 33.3% 66.7%
1) (2)
c. oral 33.3% | 33.3% | 33.3%
presentations (1) (1) (1)
d. other speaking No
activities
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The speaking activities used in the course were dialogues and pronunciation

exercises (100%gombinedall of the time, most of the timandoften), followed by oral

presentations (66.6%) (Table 131).

Table 132. Teachersdé views on types of
Q. 20: The writing exercises in this course consist of
All of the Most of the | Often | Rarely | Never| NF
time time
a. fillin the 100%
blanks (3)
b. complete 33.3% 66.7%
the (1) (2
sentences
c. choosethe| 33.3% 66.7%
correct (1) (2)
word
d. free 33.3% 66.7%
writing (1) (2)
e. other Yes
writing TP3-A: Comprehension
exercises

The most frequent writing exercise was choose the correct word, followed by fill

in the blanks, complete the sentences and free w(gih@00% combined all of the

time, most of the timandoften) (Table 132)One teacher included comprehension

exercises.

5.3.3 PerceivedNeeds andluggestions about th&yllabus, Teaching Methods and

Materials

I n

perceptions ofthe | ear ner s o

this and

t

he

ne

foll

OWi

eds

ng

regarding

secti

perceptions of what offeredto determine if their needsere being satisfied.

ons
t

Some commothemes emerged during the analysithefresponses to the open

ended

components the teachers wanted changed and the corresponding participant numbers for

guestion,

nWhat

wo ul

d

you

each item. Each of &se items will be addressed during the analysis of the relevant
closedended questions ite next foursubsectiong5.3.3.1, 53.3.2, 53.3.3and

53.3.4).
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Table 133. Course components that teachers want changed

Q. 21. What would you change in the co@rse

Themes | Participants
Syllabus
Standard detailed syllabus TP1-A, TP2
A
Materials
Specifically designedoursebook TP1-A, TP2
A, TP3A

Others

Communicate with other teachers and share ideas and resources | TP1-A

5.3.31Teac her s 0 perdeieed seededaaingthe MFL2 syllabus
The teachers thouglihat their studentsfound speakinghe most difficult or

slightly difficult skill to learn followed by writing, listening and readirf@able 134).

Table 134. T e segandmgtre dnost diffieylt ekill o dearn in the Maltese

language

Q. 22: Which Maltese language skill do you think that foreign learners find

2)

difficult?
Most Moderately | Slightly Least
difficult difficult difficult | difficult NF
a. listening 33.3% 33.3% 33.3%
1) 1) (€]
b. speaking 66.7% 33.3%
2 )
c. reading 66.7% 33.3%
2) 1)
d. writing 66.7% 33.3%

1)

The majority of the teachers thoughtttheir learners wanted to improteeir

speakingskills, followed by writing (Table 135). None of the teachers mentioned that

their learnerdesiredto improve reading or listeninskills.

The teasdreer so

logical because theselectedspeaking and writing as the most difficult or moderately

difficult skills (Table 134).
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Tabl e
learners want to improve the most

135

. T e aregarding thé Malteses [amgumagee skill thdbreign

practising

Q. 23: Which Maltese language skill do you think that foreign learners woulg
to improve most?
Number Percentage
a. speaking 2 66.7%
b. writing 1 33.3%
c. listening
d. reading
e. NF
Table 136. Teachersodé feedback on
Q. 24: To study a language, one has to practise the four skills.
Very Important Neither Unimportant | Not atall | NF
important important important
nor
unimportant
100%
3)

All the teachers believed thatwas very important to practise the four skills

when studying a language (Table 136). ForNtie.-2 course, they stated that the four

skills were covered all of the time, most of the tioreoften (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. Teachersod6 feedback on the cour se
Q. 25: How important is it for you #® have lessonsrganised according to
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. grammar | 33.3% 66.7%
topics (1) (2)
b. topics 100%
3
c. tasks 100%
(3)
d. other No
methods
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The most important organisational methods for the teachers were grammar
topics and topics (both 100%, combined very imporgan@timportant importanj but
they were neutral abotasks (Table 137).

Re-examining Table 121corresponds with Table 1BTeveals 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 1&7d 121) reveals that the teachers kept
the same ranking ordethe most important methods to them weractisedthe most
during the course. However, it is also mabethy that all the teachers considered tasks

neither important nor unimportant.

Table 138. Teachersodé prefermagressien r egar di ng

Q. 26: Have a course with a
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant

a.linear 66.7% 33.3%

progression (2) (1)
b. cyclical 33.3% 66.7%

progression (1) (2)

The combined percentages of very important and important rankings show the
teachersé preference for a <cyclical pr
(66.7%); however, the latter was also given due importance (Table 138).

Revisiting Table 12Zcorrespondsto 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. Imight be the case thdhey preferred a cyclical over a linear progression
because they viewed ASLA as the | earning
subs ki I I s must be practised in o6control |l e

Oaut omati cdo of (Klapbpere20a6, pp5€)r f or mance o
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In relation to this subsection and in response to -@meled questiofl, two of
the three teachers indicated the need for a standard detailed syll&ies éhd TP2
A) (Table 133).

5332Teacher sdé vi ews arbgardirtg the taclking imeteods far e e d
MFL-2

All the teachers ranked grammar, vocabulary, listening and speaking practices as
very important{100%)to include in SL teachingReading practice, writing practice and
Malteseculture awarenesgceived combined pegntages of 100% as very important or
important. Finally, one teacher ranked -offclass activities as importarthe second
ratedthem as neither important nor unimportant émel thirddeemedhem not at all
important (Table 139).

Tabl e 13 9feedbhek arcnfethadsodinstruction

Q. 27: How important is it for you to include the following practices during sec
language teachirg
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. grammar 100%
practice (3)
b. vocabulary 100%
practice (3)
c. writing 33.3% 66.7%
practice (1) (2)
d. reading 66.7% 33.3%
practice (2 (1)
e. listening 100%
practice (3)
f. speaking 100%
practice (3)
g. Maltese 100%
culture (3)
awareness
h. out-of-class 33.3% 33.3% 33.3%
activities (1) (1) (1)

Table 123(correspontohg to Table 139 shows that @cabulary practice was
conducted all of the time or most of the tinffdhen gammar and speaking practice

256



(100%,combinedall of the time, most of the timendoften) were followed by writing

and reading practices (both 100%, most of the taméoften), istening practice and
Maltese cultural awareness (both 66.6%, most of the anmkoften). Outof-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 1283how that although teachers ranked all the methods of
instruction as importanexcept ouf-class activities (Table 139), listening practice and
Maltese cultural awareness were nodertakerregularly (as the other criteriah the
course (Table 123 herefore, the use of these two activities should be increased, while

the frequencies of all the other practices should be maintained.

Table 140. Teachersdé perceptions on | earner
Q. 28: How comfortable do you think learners feel when therkikearn
Very Comfortable | Indifferent Un- Very N
comfortable comfortable | uncomfortable | F
a. individually 33.3% 66.7%
1) 2)
b. in pairs 100%
3)
c. insmall 66.7% 33.3%
groups 2 1)
d. inlarge 33.3% 33.3% 33.3%
groups (1) (1) (1)
Regardngthel ear ner s6 i nteract i othslearndrafedt t e a

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(correspondingo Table 140)the teachers stated thht learners
worked all of the time, most of the time or often individually (100%) or in pairs (66.7%)
but rarely or never worked 00%, combinedin small or large groups.

The teachers perceived th#he learners felt most comftable 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 snmallarge groups was viewed as
less comfortable and practised to a lesser extent.
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Table 141. Temh er s 6 perceptions on |l earning methooc
Q. 29: Learners learn best by
Strongly | Agree | Neither | Disagree | Strongly | NF
agree agree disagree
nor
disagree
. rote learning 33.3% | 33.3% | 33.3%
1) 1) 1)
. finding 66.7% 33.3%
information (2) (1)
themselves
. getting a logical | 66.7% | 33.3%
explanation (2) (1)
. problem solving 66.7% | 33.3%
2) 1)
. copying from 33.3% 66.7%
the whiteboard (1) (2)
listening and 33.3% | 33.3% 33.3%
taking notes (1) (1) (1)
. other learning Yes
methods TP2A: Dictations

The teachers strongly agreed or agreed that their students learned best by getting
a logical explanation (100%); rote learning, listening and taking notes, prasblemg
and finding information themselves (all over 66&th one teacher in the last criterion
expressing disagreemégnand bycopying from thewhiteboard(33.3%, strongly agree)
(Table 141). P2A noted that they also learned by dictation.

Table 125 sbws 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 ranlgngere followed by rote learning and problem
solving all of thetime, 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 126hly one teacher expressed agreementithat
the best way for learners to learn while two were neutral ab@Uiaitle 141). On the
other hand, getting a logical explanatimse to the first ranking. Thisould indicate

thatcopying from the whiteboard should be minimised.
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Table 142. Teacheds per cepti ons on types of assessmer

Q. 30: During the course, the learners prefer to
Strongly | Agree Neither | Disagree | Strongly | NF
agree agree disagree
nor
disagree
a. be given 66.7% 33.3%
homework (2) (1)
b. have written 33.3% 66.7%
tests (1) (2)
c. have oraltests| 33.3% 66.7%
(1) (2)
d. usethe 33.3% 66.7%
European (1) (2)
language
portfolio
e. other No
assessment
types

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 portfoli@ndhave written tests (both 33.3%) (Table 142).

Table 126(correspondindgo Table142)shows that homework, written tests and
oral tests were given most of the time or often (all 1200%), 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 indicatedsassnt
methods were used in the course, althaigtieachers perceived in some cases that the

met hods were not the | earnersd preferenc:

5333Teacher sdé vi ews edaaiogthe MELR leagniny reaterials e e d s
The teachers believed that widrsts (100%) were a very important resource for

their learners, followed by@ursebook t h e t e a c biliegud readingobbokss a n

(66.7%, very important or combinedery importantand 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 unimportantleds and recordings were the

only two criteria deemed unimportant by one teacher (Table 143).

Table 143. Teachersod perceptions on | earnir
Q. 31: How important is it for the learners to have the following resources durir
course

Very Important Neither Un- Not at all NF
important important | important | important
nor
unimportant
a. notes given 66.7% 33.3%

by the (2) (1)

teacher
b. a coursebook 66.7% 33.3%

(2) 1)
c. bilingual 33.3% 33.3% 33.3%

reading 1) (1) (@H)

books
d. word lists 100%

(3)
e. books about 33.3% 66.7%

Maltese 1) (2)

history and

culture
f. videos 66.7% 33.3%

2) 1)
g. recordings 33.3% 33.3% 33.3%

1) 1) 1)
h. PowerPaint 33.3% 66.7%

presentations D (2)

5
i. other No

learning

materials

For theMFL-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 htsry and culture and bilingual reading books followed (all 33%).

Thus, he three resources considered very important or important wienm
lists, acoursebookk nd t eacher s notes (Table 143);
course (Table 52)The fact that d the teachers expressed the need for an adequate

coursebookn their responses to op@mded question 21 (Table 133) could indicate that
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the books used werasufficientfor the learners. The resources with lower percentages

in terms of impornce (Table 143) were used to a lesser extent in the course (Table

127).1n response to the op@mded questigrone teacherH1-A) related the desire to

share ideas and resources with his/her colleagues (Table 133). Thimigkedhave

arisendue to Mala 6 s

| resourcesa tbacling Maltese to foreigners.

Table 144, Teachersdé perceptions on the

Q. 32: How important is it for the learners to have texts to
Very Important Neither Unimportant | Not at all | NF
important important important
nor
unimportant

a.introduce 100%

grammar (3)

items
b. introduce 100%

vocabulary (3)

items
C. encourage 100%

reading for (3)

pleasure
d. develop 33.3% 66.7%

reading skills (1) (2)

to access

information
e. other texts No

us

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 (10@9tmbined very importaréand
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 #)0The texts were also used to develop reading

skills to access information (66.6%) (Table 128).

Tables 144 and 128 show that all these criteria wen&edvery important or

important (100%)y the teacherand werepractisedregularly in the coursendicaing

that ther usage should be maintained and that reading skills to access information

should be reinforced.
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Table 145. Teachersdé perceptions about the

Q. 33: How important is it for the learners to have texts that are
Very Important Neither Unimportant | Not at all | NF
important important important
nor
unimportant
a. appealing 66.7% 33.3%
to the 2 (1)
| earne
age
b. challenging, 66.7% 33.3%
i.e., astep 2 (1)
ahead of
the
| ear ne
current
level
c. varied 66.7% 33.3%
(different (2 (1)
sources)
d. up to date 66.7% 33.3%
(2) 1)
e. authentic 100%
passages (3)
(taken from
real life)

The teachers thought it was very important tloe learners to havauthentic
texts (100%). They alsoonsideredt very important or important to have texts that
were varied and up to date (both 100%) |,
important) and challenging (66.7%, important) (Table 145).

For theMFL-2 course, all the teachers stated that all oftilne or most of the
time, the texts were varieMoreover,all of the time, most of the time or often, the texts
used were up to dat e, appealing to the
100%) (Table 129).

Tables 145 and 129 show that although all the criteria had the same rankings

of importance, texts with these characteristics were used regularly in the course.
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Tabl e 146.

Teache

r so

perceptions

about

Q. 34:How important is it for the learners to do activitsgh as listening to
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a.songs 66.7% 33.3%
(2) 1)
b. recorded 33.3% 33.3% 33.3%
materials (1) (1) (1)
c. the 33.3% 66.7%
teacher (1) (2)
reading
texts
d. other No
resources

| i st

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 materié®)(66.

Listening to songs was not considered important (Table 146).

In theMFL-2 course, listening methods inclutlgstening to the teacher reading

texts (667%, combinedmost of the timeand often), recorded materials (33.3%, all of

the time) and songs (33.3%, often) (Table 130).

In terms of importance and the use of thedeni®ig methods in the course, the

teachers ranked the methaglmilarly. This pattern indicates that these methods were

practisedn the course in proportion to their perceived importance.

Table 147.

Teacher so

per cepauis® n s

about

. 35:How important is it for the learners to do speaking activities such as

Very Important Neither Unimportant | Not at all | NF
important important important
nor
unimportant
a. pronunciation 100%
exercises (3)
b. dialogues 66.7% 33.3%
(2) (1)
c. oral 100%
presentations (3)
d. other No
speaking
activities
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The teachers agreed that the learners consigemulinciation exercisegery
important,dialogues as verynportant or importanand oral presentations as important
(100%) (Table 147).

The speaking activities used in the course were dialogues and pronunciation
exercises (100%gombinedall of the time, most of the timandoften), followed by oral
presentations (66.6%) (Table 131).

Tables 147 and 131 show that all these criteria weneikrgyortant or important

(100%) and wereractisedegularly in the course.

Table 148. Teachersdé perceptions about

type

Q. 36: How important is it for the learners to do writing activities such as
Very Important Neither Unimportant | Notatall | NF
important important important
nor
unimportant
a. fillin the 66.7% 33.3%
blanks (2) (1)
. complete | 33.3% 33.3% 33.3%
the 1) 1) 1)
sentences
choose 66.7% 33.3%
the 2) 1)
correct
word
d. free 100%
writing (3)
e. other No
writing
activities

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%, importantandcomplete the sentences (66.6%) (Table 148).

The most frequent writing exercise usedthe coursevas 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 tirmedoften) (Table 132)One teacher included
comprehension exercises.

A comparison of Tables 148 and 132 shows that all the criteaa were

considered very important or important were practised regularly in the course.
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5.3.4 MFL-:2 Te a ¢ hTeanm@

Table 149 shows that none of the teachers had attended any training related to
teaching Maltese to foreigners. In response to the-epdad question, one teached{
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 bytakingand giving mentoring advice while sharing resources.

Table 149 Specialised course in teaching Maltese to foreigners

Q. 37: Have you attended any specialismurse about teaching Maltese
foreigners?
Legend Number Percentage

No 3 100%

Yes

Total 3 100%

Table 150 indicates the teachersodo des
the CEFR (100%, very importaaind important) as we | | as | earners

(100%, important). Lastly, with nearly the same percentages, they expressed interest in
leaming about influential approaches and methods in SLT, &lulearners, different
learning styles, the European language portfolio and textbook evaluation (all over 66%,

very important or important)

265



Table150.Par ti ci pant s & f e dechdhMaltkse ta toreigners t r ai ni ng

Q. 38: To teach Maltese to foreigners more effectively, | would like

Very Important Neither Un- Notatall | NF
important important important | important
nor

unimportant

a. to be trained 33.3% 66.7%
in second (1) (2)
language
acquisition
(SLA)
theories

b. tolearnabout | 66.7% 33.3%
influential (2) (1)
approaches
and methods
in second
language
teaching
(SLT)

c. tolearn more 33.3% 33.3% 33.3%

about adult (1) (1) (1)
second

language
learners

d. to learn about 100%
|l earner (3)
needs analysis

e. tolearnabout | 33.3% 33.3% 33.3%

different (2) (2) (2)
learning styles

f. tolearn about 33.3% 66.7%
the CEFR (1) (2)

g. tolearn more 33.3% 33.3% 33.3%

about the (1) (1) (1)
European

language
portfolio

h. Tolearn 66.7% 33.3
about (2) %
textbook (1)
evaluation

i. Other No
preferences
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5.4 Teachets interview

The following four subsections present information about the {2Rtourse
syllabus, teaching methods, learning materials, training caredteachegs perceived
needsand in some casgthe teachds perceptions ahel e a r n e rinsthiese areas d s
basedn theinterviewresponses.

In this section, the interview responses are presented according to the
guestionnai r dndthe dataupbeseatation,each imterview questionis
represented with the code TI@4&cher§interview question) followed by its number.

The loneteachemwho consented to baterviewed isassigned theodeTIP1-A (teacher

interviewparticipantin theadvanced course).

5.4.1 Teachds Views on the MFE2 Syllabus andPerceived\Needs

When the sole i nt ethere a sydabus feratee cousk e d ,
of f e rT®Qa)?the techer((F-A) replied Anoo and expl ai
torefertothe MFE1L syl |l abus and go into more det:

d e t wauld ot attainan optimal level of learninépr all groups and thereforgould
not lead to consistency, especially for the ex@he teacher was not askgdestions
TIQ3 and TIQ4because thewere based oran affirmative reply tothe previous
question. Howevewh en asked, i Do abosuyoufar @dliverindnia t t
adequate for yduQ5),Heshwespoaded o &WhgRd i ndi ca:
for more speaking exercises
| believe that oral practice should be given more importance. Basically, we (teachers) are
instructed that they shild be taught grammar, writing and also a bit of literature, and we
dondt give much attention to speaking. Frc
grammar because we emphasise that a lot, but when it comes to speaking, they find it

very difficult. Weneed 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 learnerd?19A was asked, f
situations ar e c 01Q®.rHe/she stated thah differend typesswere 0 (
presented that were chosen by consensus with his/her learning group. This approach is
consi stent with Borg and Marshoés (1997)

expectations, values and any lessons |leafreen 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, fANAre theosrseasuvuonsbtevén
ai ms? WQ#H)?,0 t(he teacher said Ayeso and st
things so that he/ she reaches the ai ms
situations do you t H@8y ke/stsehdid mdt dpecilyeanyduatv e r
i ndicated that oral practice should be g
on the street® t hey need to communicate by talk
consented to an interview, what he/she shared cappneszisely the speaking and
syllabus problems reported by the learners.

In response t Beforte joa began éhis languagescoursdj what type
of needs analysis do yoliQ9a oddybe survey yourh y o
learners, eitherdlr i ng or at the end of tTH@O),theur se
interviewee stated that he/she obtained feedback fnertearnersand in fact, did so
after each lesson.

Finally, when asked, i Wh at woul d y 0 L
(T1Q10), he/she answered,

The syllabus has to be more accessible in the sense that the students should be more
active € | give students a topic, and they conduct a very basic presentation about the

subjecté 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 Teachds Views on thédeachingMethods for MFL2 andPerceivedNeeds

I n t er ms of teaching met hods, t he t
activity/activities do your students | ik
(TIQ11). TIP1-A respondedHhat his/her learners preferred listening practice, especially
with a linked exercise thatoudb e compl et ed within minute
learning activity/activities do your learners dislike most in the course? Why do you
t hi nk TIQ1@)? ke/shéndicated that writing practicevas disliked because the

learnerdoundit difficult.
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When asked, AWhat types of assessment
them feedback about t heir MEQ18)etkeeteadher N g u a
repl ioedf oifp oo.

5.4.3 Teachds Views on the MFL2 LearningMaterials andPerceived\eeds

TIPLA6s response to the interview ques
materi al s do you use dTuQ14) nngluded HPewerPomte s e n
presentations, charts and flashcards. Without a specifically desgmedebookfor
foreigners, he/she used some coursebooks for Maltese natives, incRisiegand
AUUesWhen asked, #fAWho deci desrewushdiictne r es
present TIQLY hetsleeZamswefed that he/she did. In response to the question,
AWhich of the resources and materials mel
of Edu cTdQl6)de/sheéstalgtatthey (teachers) were gim the portfolio. The
Department of Education also recommetius book Sisien as stated in the syllabus
offered for MFL-1 (none is available for MFR ) . Furthermore, when
your experience and in speaking with your colleagues, what rescamdematerials do
teachers need to deliver these courses n
that they needed more videos related to Maltese culture, more PowerPoint presentations

and Aa published book speceifgincearlsloyy made 1

5.4.4 Teachds Views on the MFE2 TeacherTraining andPerceived\eeds
When the teacher interviewee was asked if the Department of Education had

offered them any training to teach this course (TIQ1&A r e s p o o i@eEept i

for a meeting ofa] few hours before the course commenced, in which we were told

what we should cover and how to deliver
training do you need, i f any, to Pe&Aform
replied,

| believe we need effective courses[because] there is a difference between teaching a
Maltese native student and teaching foreigréersn these courses, syllabi should be
formulated among teachers for the benefit of the students, and a bebkenpublished

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 datadetermine whether the MFR course met the
| earnerso6 expectations in terms of the c
al so examined the teachersd requirements.
the success of the course. Tlhldwing schematic diagram (Figui® represents the
perception of course deficienciéss alreadymentionedthe datavereretrieved froma
few participants and thysouldonly be indicative

Perceptiors of course deficiency
Learners Learners Teachers Teachers

See related See related See related See related
comments in commentsin  commentsn commentsn

the the following  the following  the following
following guestions tables guestions
tables
Syllabus
V Speaking is not Table100 LIQ8 TIQ5
given due
importance

VASyl |listdou s Table 103 LIQ8
vast and difficult

V More speaking Tables100, LIQ13 TIQ5, TIQS,
104 TIQ10

TeachingMethods
V Less grammar Table 104 LIQ7,LIQ13

V Less copying from Table106 LIQ17 Table 141 TIQ10
the whiteboard
more interactive
methods

V More homework Table 107 LIQ16
more tests

V Specifically Table 108  LIQ20 Table 143 TIQ17
designed
coursebook
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V More resources Table 108 LIQ20 Table 143 TIQL17

VTeacher so Table 150 TIQ19
receive training

Figure 7. MFL-2 course deficiencies

The needs analysis identifiegwo classes handled by teachers with no prior
experience in teaching MSL. The majority of the learners re@dhat their main
priority was to communicate with localsAlthough t e a ¢ hndicatedthat to
communicate with localsvasvery important, their learnebgriority wasto cope with
daily life. The questionnaire responses corroborated by the interviewsedhbe
studentsdé need for a d tbibe integmnatad in themoursedor s at i
attain their learning goals. The learners emphddise at t he cour seds
grammar must be changed to a more communicative approgithless grammar
concentration. T h e bdetlzar thi® cosrewoddoregmire rat s r
stardard syllabus for different learning abilities, with a proper exam system and more
day-to-day situations incorporated in the lessofise need for more conversatioras
indicated by the teacher interviewed. Howevssues such as the need for a standard
syllabus alscemergelf r om t he t eacher s §comobosated bydhe nai r
interview with one teacherthusimplying the need for change especially since the
teachers delivedthe course without a syllabus.

As for teaching methods, both leara and teachers percaivehat the course
focusal 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), bothdentified speaking as thenost difficult one for learners. Although
copying from the whiteboardiasrecognised by the learners and teachemnasofthe
most often used learning metlspthe learnerggreel thatit wasthe least effective type.

On the other hand one teacher expressed agredhagittwas the best way for learners
to learn while two were neutral about fhus, it seems that there is the need for
customised teaching materials to reduce the use of the whiteboard for moreveeffecti

learning. In this regard, the learners expredshear wish for additional resources,
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especially audiovisual materials and@@ursebooko have standard notes. The teachers
reflecedthe same needs, while holding their teaching notes in pole position.

All the teachers in MF2 repored not having taken any specialised training in
teaching MSL.The absence dboth teacher training and ampurse syllabus for this
level implied a freefor-all approach by the teachers, wiad beennstructed to follow
upon the MFIL:1 syllabus.

This chapter presented data about what the f2fEburse offered and whether it
fulfiled the | ear ner sé and teachersd expectatio
teaching methods, materials and for the teachers, teacher traifiegdafa ere
retrieved from two sources (learners and teachershg two research instruments
(questionnaires and sesstructured interviews).

The next chapter presents the synthesis and discussion, with reference to the
relevantliterature, of commonhemes that emerged from the results for the MRind

MFL-2 courses.
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Chapter 6

Discussion

Maltese as a Foreign Language

MQF-1 and MQF-2
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6.0 Introduction

Since botiMFL-1 and MFL:-2 courses had mamgommonf i ndi ngs, t he
and teachersd needs and expectations in
teaching materials, teacher training and other issuesuanenarisedn this chapter
compared or contrasted according to different themvéhk reference to the literature.
This chapter also cover$id practiceshat the learners and teacheboslieved were
alreadyincludedin the courseandneecedto be retained and, in some cases, reinforced.

The dataare presented under different headingdated 6 therespectivassues
being discussed. Thaterview questions andtHeear ner s6 and t eache
both courses are represented by the codes used in the previous cAaptiacation
spokespersonds views ar e coafimsa contnastdthed e d i
|l earnersd and teachersbé responses. Thi s
(education spokesperson 1) each question askedis coded ESIQ (education

spokespersad mterviewquestion) followed byits number.

6.1 Syllabus:Vast scopeand difficulty

The MFL-1 learners indicated that the syllabwmasvast in scope and difficult
(Table 23).When the were asked about the situations covered in the course and those
they wisked had been includedt was evident that the groups didt cover the same
topics because of tHwoad scopef the syllabusl(IQ9 andLIQ11); thus, the responses
diverged.It could be arguel that dthough covering different topics in different groups
would not be harmfu] a certain degree of conformity across the growpsld be
necessary because learnessre being prepared for the same exaduch conformity
was generally indicated in the syllabus; however, this did not happen in theIMFL
course. Similar criticisms alsemerged from the interviewsn which the learners
mentioned the lack of prepared programme (syllabus)sufficientspeakingexercises

andthec o u r alwaidcedevel, rapid paceandinadequateevision (IQ3, LIQ4 and

LIQ7).

Likewise six of seven MFLL teachers commented in the interviethat the
syllabus was too vast for beginne@nly one teacher believed that the syllabus was
sufficient (TIP2). I n t he -endedsquestios, &sr oft o t

nine teachers pdied that the syllabus was too vast in scope and difficult. Some teachers

274



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 opics did not reflect redife situations (TIQ®68). Furthermore, one teacher, who

had more than one year of experience, revdakdtier demotivation to teach this course
agai n, which was #fAi mpr act i (Sgllabusa mtdrvielvo r i n ¢
Teacher Participant 1 [SITP1], Appendix F).

This sentiment reflected the teachers
of the syllabus, which made it difficult to accomplish their task and led to a high teacher
dropout rate (TIQ5). The learners alsdicated a high dropout rate (LIQ3). Idealgn
effective syllabus should include #Athe
grading of content to be used as a basis
This syllabus failed in providinthe necessary information because it was too generic
and | eft teachers and |l earners without
cohesiveness i n materials and examinat.
Olshtain, 1986, p. 28). To counter thedeficits, both learners and teachers suggested a
standard, detailed syllabus meet thedifferent abilitieswithin all the groups and a
proper exam system for different levels (LIQ3 and LIQ20, Tables 23 and 58). The
learners also mentioned new, reatistiayto-day topics and situations (LIQ10, Table
23).

In MFL-2, the learning groups cowet different situations in the absence of a
specifically designedsyllabus for this course, as noted n t he | earner s
responses in the interviewlsIQ9 andLIQ11). With regard to the situations the learners
wishedwere included, one particular learner indicated

l'téds not whéichd$ sind ueét ineed & Ihtaftrapetitios. These are

things that come with practice and repetition. Buyafti had to ask the question in a
di fferent situation, yoBIAUQIDet the gist of

During the interview, all the learners confirmidt the situations covered in the course

were suitable for them.

Criticism about the adequacy of theurrent syllabu§ emergedfrom the
interviews, in which oneparticipantreplied that he/she would not achieve his/her
| earning aims due to the coursebds dndvanc
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the questionnaies @mdedrguestion, one learner noted the vast scope and difficulty
of the syllabus. Two learners suggested a stanttardeet thelifferent abilitieswithin

all the groupsand an exam system appropriate for the level being taught, while two
proposedrealistic, dayto-day topics (Table 98)Similarly, two of three teachers
expressed their wish for a standard syllabus, and all indicated the need for a specifically
designedcoursebook Another mentioned the need to share ideas and resources with
other tachers (Table 133). All these suggestions highlighted the need for
standardisation. Regarding which situatiamae covered in the cours@1Q6, Table

120), it was evident that the learning groups did not have the same topic coverage
because theravas no syllabus specifically for MFL-2. However,the learners were
happy with the situations coveréeécausehe interviewed teacher indicated that he/she
chose the topics with the consensus of his/her students. For this reason,als/she
considered these sitiians suitable for the learner3I1Q7). When asked about other
situations that should be included, he/she did not specify any but stated that emphasis
should be on oral practic&IQ8).

The MFL-2 teacher responded in the negative when asked whetherbusyll
was available for the cours&lQ2); however, he/she indicated that the teachers were
Ai nformed t MFLFlesfydd atbas|[ amel] go i nto mor e
with the criticism that the current course did not have a syllabus, the education
spokesperson interviewed said that the D
Level 2 on par with t ESIQ] MOIRBus i$ mecessarywim r k O
language courses such as this, in which different learning groups are taughtdhbtough
Malta by different teachers with varying degrees of experience and qualifications,
because the focal point of a syllabus i
taught o(Cunningswort h, 1995, p . 54) . Mo r
with a topdown approach but witimformation gathering in aeeds analysisn which
|l earnersdé6 needs are identified and trans
will serve as a basis for the further development of learning programmes, learning
adivities, teaching materials, etc. (Brown, 2009, p. 269). Thusessential to have an
appropriate syllabus for this coursewitha mor e det ai l ed and op:

teaching and learning elements, which translates the philosophy of thelcunriato a
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series of planned steps | eading towards
(Dublin and Olshtain, 1986, p. 35).

6.2 Syllabus/teaching methods: Speakingkill deficit

The MFL-1 | earner s0 i nt e rrespoaseshavaddbat ghea e st i
most important reason to learn Maltegasto communicate with locals (Table 9 and
LIQ2). These results are to be expéatedouagh
newcomers represent many countries, first languages, and cuéurés function
successfully in their new environment they need to be able to speak to and understand
the people around t hem, as wel |l as read
However,the results fronboth research instruments stexthat the currentaurse did
not cater to this need.here was a strong feeling amolegrnersof their inability to
achieve their learning aims for various reasamgudingspeaking I(1Q8)

In another interview questiolQ13), five of 12 interviewees indicated a need
for more dayto-day conversations or pronunciation practice. This clear derfand
more conversations was also expressed?®yof 58 participans in response to the
guesti on nended guéstianEvenm ¢hough the majority declared that speaking
was the rost difficult or difficult skill (Table 24) and that they wanted to impravhe
most (Table 25), itvasthe leastpractisedof the four language skills (Table 1¥)ne
learner who attendedh e DL L 6s @ursenoted tisaatheimateriaiscoverel
were not related to the scope of MHALandthat although he/she learned a itt,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 adequat&§)(IThus,the
learners showed the need for more language producfisnstatedin the output
hypothesis (Swain, 1995, p. 125), producing language helps SL acquisition because it
promotes Anoticingo and recognising the
producton leads to the testing of hypotheses about language forms and structures, and
withf eedback, it can also |l ead to the modi
| e ar n e-refle@ion o théir language output, enapl them to control and

internalise linguistic knowledge.

The majority of the MFLL teachers also perceived that their learners found
speakingthe 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 |oCEdbl€ 44).
Moreover, five of seveteachers indicated in their interviews that speakmagone of

the learning activitiepreferred bytheir studentsTlQ11). The teachers declared that
speaking wagractisedall of the time, most of the time or oftdiiable 48) in the
course,with 90% of then consideing it a very important or important practice (Table

64). Only one teacher stated that he/she would decrease grammar and increase
conversation: Al k now t héa but thel sign @ foratlmise ¢ o n
course with the idea that it will be more conversatimsed instead of grammar

or i e nrQao. A cofflicting issuen MFL-1 was thathe teachers seemed aware of

t he | eparceiveinesddbut still did not offer enouglspeakingpractice. As
discussed irsection 6.10a needs analysis will help the teachers recodmserthe

| e ar n e randaddiessetiieshiring the courseAn evaluation at the end of the
course will be useful in that teachers will have leaihersf e eod Whatadkdjust. 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 tothe MFL-1 learnersthe MFL-2 studentsindicated in the interviews
and questionnaires that the most important reason to learn Matisse communicate
with locals (Table 84 andlQ2), andspeakingwasthe most difficult or difficult skill
(Table 99)thatthey wanted to improve the most (Table 1G8pwever, theyperceived
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 \arious reasons, includingpeir inability to speak Maltese anttheir need for
more context instead of grammar, thus referring to a more communicative approach
(LIQ8). Once againwhen the learners were asked what they would change in the
course the syllalus and conversation practiasgere mentioned most often, withva of
four participans requeshg more conversations (LIQ13This clear demandbr more
conversationsalso emerggé fromt hr ee of ni nresponges rtd the i p a |
guest i on nendedgaest®mn (Daple 98)To reiterate, e earlier findings from
this research shadt h at Mal t a6 s Wwault iequice staidentsslaarminga t i o

MSL to have more formal instruction to compensate for the lack of language input from
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the environment. Thushe learners indicated that they were not presented with enough

input and opportunities for output.

The MFL-2 teachersalso noted on the questionnaire that their learners found
speaking the most difficult skill (Table 134) and that the foreign studenikivike to
improveit the most (Table 135) to cope with daily life (Table 118)this regardthe
teachers perceived that speaking wesctisedall of the time, most of the time or often
in the course (Table 123), and 100% ofmtheonsidered it very important or important.
However, the only teacher interviewed indicated that the syllabusnadsquate for
learners because they neddnore speaking exercise$lQ5) andt h a t Anor al p
shoul d be gi venTQbh® TIRL-A) As poowhadt hefslteavould 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 artQqio, (Table
120) . As i nter act i ogamesttinsdialegueg with ,theirl peeasron e r s
teachers i mmer ses them in meani ngf ul a
meani ngo and f @xpiedsiont ta ardve atlaenautual wnderstanding
(Lightbown and Spada, 2006, p. 122). The dynamic emgbhacan also repair
breakdowns in communication (Pica, 1994, p. 510), especially when native speakers
interact with nomnative speakers because the former will avoid conversational trouble
(Long, 1981, p. 265).

6.3 Teaching methods: Less grammar, more ietactive methods

Regardinginstruction methods, the MFL learners perceived that tleeurse
mostly focusedon grammar (Table 13). Although grammar was important to tosin
should be practised as wethey indicated that the most important practices were
speaking and listening (Table 28)d mustthereforebe prioritised. When the learners
were asked about the learning activities they liked miokp14,), 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 speakihags
the lack of authentic listening activities,he | earner sé unprepar
reasons) to participate in dialogues or listening activiaes their shyness and
nervousness tepeak in front of the clas&lQ15). Klapper (2006) indicated that when

practising communication skills, teachers must prepare safety netsceonmodate
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| earner so unpreparedness or nervousness
communcation exchange in small, néhreatening groupings and to impress on
students the crucial importance of eliciting FL input at every opportunity from, in
particul ar, nati ve s peakappresachvallfhelg dneate & L 0
pleasant and laxed atmosphere in the classroom to motivate language learners (Csizér
and Dornyei, 1998, p. 215).

The MFL-1 teachersalso indicatedthat although grammamwas important to
them they prioritisel topics overit (Table 62).Two teachersioted as welthat they
would decrease grammdgssons in the cours@able 58). Thi desire to increase
topics and to a lesser extent, tagsélsowed a preference for a more communicative
approach but without neglecting grammar. As indicated in the literature reasks, t
Arequire | earners to use | anguage, wi t h
(Bygateet al, 2001, p. 11); however, dsthlearners and teachers indicated, tas&se
rarely used in the majority of the classes (Tallle¢ and 46). The teachestaborated in
the interviews that they would eliminate a lot of grammar from the syllabos
teacher would split the syllabus into different topics while eliciting grammar from the
context 1Q10). Over half of the interviewees noted that grammar wadethrning
activity their students disliked the mo3iQ12).

The MFL-2 learners perceived that the course was mainly organised according
to grammarand that it was practised all or most of the tiffables 86 and 8§.
However, thg expressed@ need for me balanceamongstgrammar, topics and tasks
(Table 102)Listening, vocabulary and speaking practiaere more important to the
than grammar practice (Table 10Burthermoretwo of four interviewees admitted that
they would not achieve their learning aims because of the vast scope of the syllabus,
especially regarding grammatrlQ8).

When the learners were asked what they would change in the course (LIQ13),
three of four inétated 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 whethe learners were asked in the interviews about the learning
activities thg liked the most (LIQ14)For wo intervieweesconversatiorconstitutel

practice;one cited grammarndicaing that it lad the foundationfor speaking, and
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another preferred writing. As for tlmeost dislikedactivities, one learnarotedgrammar

(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 sedthe MFL-2 t eacher sé d
mairntain the status quo, with which the learners disagfeedardinghe éyllabug) the
solet eacher i nt er jwag adeqgdatesnathe dende hhattit coftfidii¢o
build on level 1. However,.. [for] someoneglwho] did not attend level 1, ifwas]
di fficult, especi alTiQp). In fact, heishetmaughtehfit thg r a mm
Gyllabu$ was insufficient becausdt did not focus on speaking but on grammar and
writing, adding fivé need to have more instruction so that when we get to teach
[grammar] we tackle it the right way(TIP1-A). This comment demonstratehe

coursebs concentration on gr ammBappraachl ru
of emphasising teaching and writing skills (Griffiths aRdrr, 2001, p. 247while
neglect ng | earnersdéd oralMorce®omem, cathisen telic

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 andision beyond the narrow focus on grammar
When asked how Wehe would classify the syllabus approach to Maltese

language instruction for both coursdsS((6), the education spokespers@mswered
that it was a combination but that

the culture with my tezhers was very much grammbased unfortunately. [However,]

wedbre open to change that cul ture. It take

who are not used to it, but the idea is thi
moving towards it.

In this regard, the literature shewhat 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 eéh&sgReilly
(1988) advised, a combination of two or more syllabus tgpedd be used; therefore,
Ain discussing syllabus choice and desi
[would] not [be] which type to choose but which types, and how to relate them to each
ot hero (p. 1) . However, Kl apper (2006) b
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levels, the most common syllabwwouldr e mai n st ruct urfmidhtf Aeve
sometimes be slightl camouflaged by additional functional and communicative

el ementso (p. 131) . When the education
advised on which teaching methoisemploy ESIQL0), he/she answered that yhe

were inclined towards the grammar apmtodut the department was trying to change

the culture. As seen in the literature, everything is teaokmstred in this grammar
approach and fithe students do as sh-e say
Freeman and Anderson, 2011, p. 1&cording to Rivers (198 p. 31), this method

makes classes boring fstudentdecause of the repetitive system used and the passive
role assigned to time in learning the language. However, to adopt the education
spokespersans s u g g € shtei osny | fefebt the phifosophal &pdroach and
educational approach that guided thepetitg k er s 6 ( Dubl i n and Ol s
which the syllabudailed to convey. Additionally, teachers and learnevgould need

learning materials and resources and in #mef 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 MElcourse, the learners indicated that
they wanted to continue pragtig themethods mentionedn the questionnaire (Table
31); however, many showed reservations about copying from the whiteBdthmligh
it wasthe mostoften usedpracticein the course (Table 15§ was the least favoured
when thdearnerswvere asked about whianmethod helped them learn best (Table B1).
the interviewsas well one | ear n &mme teachmers ealiverelessons fivell,
whil e ot hers uskll andléQ3)bio espdnseam they apended
question, the learners wanted less copying from the whiteboard and more interactive
methods (Table 23). This issue regarding the method of instruction emergeff@gain
the interviews I(IQ17, Table 31), in which the lears indicated their desire for the
teachers to strengthen the | earnersodé eng
do so, the teachers must be equipped with the right teaching materials and syllabus.

The MFL-1 teachers also indicated that cogyiinom the whiteboard was used
frequently (Table 50). Il n contrast to th
agreed or agreed that of the six criteria on the questionnaire, their students learned best

282



first by rote learningfollowed by listenig and taking noteandcopying from the board

(Table 66). These¢hreetop-ranked methods reflect-G principles, in which teacher

centeedness i s a priority and Athe students

k nows 0 -Hrderman sreAmderson, 201, p. 19). Asalreadyindicated the GT

method emphasises teaching and writing skills (Griffiths and Parr, 2001, p. 247) but

neglects | earnersod or al communication sk

were from the teacher to the students; tlte limited studeiistudent interactioii or

its absencd (LarsenFreeman 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 difficole for teachers because they must be ready

to help during spuof-themo me n t Il nteractions, which #dAp

readiness for almost anything to occur, compared to the more comfortable ability to

prepare for the prerdained structuref-thed ay 6 ( Skehan, 2003, p.
For the MFL-2 course, the learners also ranked copying from the whiteboard

highest in terms of usage (Table) 3t the least prefeed method to help them learn

best (Table 106). In response to the eprded question (Tée 98), one learneP{-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 continuedh the course(Table 106). During the interviesv (LIQ17), the

learnersexpressedheir desire for the teachers to engage them more through interaction

and spontaneitywhile 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 usedthis method was amongst the least effec{iVable 141).This could
indicate thattopying from the whiteboard should be minimised. The relevant literature
( Kr ashenos section 2.4.4) shews that presenting students with language
input alone is clearly insufficient. Learners should also be given opportunities to
activate the 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 (Harme 2000, p. 40).
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6.5 Teaching methods: Problems with the portfolio
Although the MFL1 learners indicated in tliequestionnaire and interview
responsesghat the assessment methods shoulthbatainedand reinforcegdespecially
homework and tests (Table,23Q17), they expressed reservations about the European
language portfolio, one of the moased assessment methods (Tallé and 23,
LIQ16). I n t he que s tendedhquestiom, &vd tearnerp eesponded that the
portfolio was not clear or well orgssed. TheMFL-1 teachersalso gavenegative
feedback about the portfolio; therefotlee problems with this assessment tewlerged
from two sources and instruments. The teachers also indicateti¢hadrtfolio was the
|l earnerso | east preferred typmoteddhat thas s e s
portfolio needed to be changedit was neither clear nor well organised (Table 58).
Anot her el aborated, Al doonrétta MbaodIil3jlhat t |
Similarly, the MFL-2 learnersstated in thdr questionnaire and interview
responseshat the assessment methods should be keptsmedgthenedparticularly
homework and tests (Table 98Q16). However theyranked the Europedanguage
portfolio low in terms of occurrence in the course (Table 91) and last in tertheiof
preference (Table 107Re gar di n g tubage irptiee cdurse) the thore® seachers
expressed a diverse range of opinions (Table 126), with one teadluating that the
portfolio was the main t ooTIQl3). slevdverftile as s
teachers perceived that the portfolio was one of the least preferred assessment tools for
the learners (Table 142).

When the education spokesperson waaked 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 prag&€d.1), he/she
responded, At he écbheouar attendamae,t10% forehe partfalip ansl
the rest for the writt erBecpugeptleerDLLaoffets the he
portfolio T def i ned as ithe <collection of t he
assess me BSIQL4) and eldmedas @ r t of-g oainn g assessmen
2012a, 2012bj) 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 | earners t o dihput] making it mactessiblé foreacquisstiong u a
(Lightbownand Spada, 2006, p. 37).
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6.6 Learning materials: More resources ¢oursebookand audiovisualaids)

Although different learning materials were used in the MFRtourse, the most
usedones werenotesgiven by the teacher, with the other resources lagging behind
(Table 17). This finding strongly indicatehat all the teachers produced their notes
because the DLL offed very limited resourcesSome of the books used in this course
and theSisienseriessuggested by the MFL syllabus are not designed for foreigners.
Thus, one |l earner noted, Amany books for
so itdéds not wo r t PBwThe prepardtian ofbthe yearring enaterials( |
depeneédon the eacher, anthelearners had different opinions regardthg adequacy
of these resourced.IQ19). The learners indicated during the interview and on the
qguestionnaire that in addition to the notes given by the teacher, thegdnaed
specifically designed¢oursebookand more audiovisual resources (Table 1285 and
LIQ20). Coursebook canserve asa guide during learnindoth inside and outside the
classroom (Hutchinson and Torres, 1994, p. 318), thus giamersa sense of
progress when keeping traokwhat and how much they have accomplished in a course
(Woodwar d, 2001, p . 146) . Supplying thes
level of motivation (Crooks and Schmidt, 1991, citedlightbownand Spada, 2006, p.

65).

The same perceptiorsmerged from the MFl t eacher sd6 quest
interviews The teachers revealed that the DLL offba set of 15 handouts and two
books in theSisien series for Maltese native speake16); thus,the teachers
decidel what resources to use in their classB®Q@4 andTIQ1 5 ) . The teach:q
for more resources 'emer ged in the responseended o t |
question (Table 58). Although all the teachers suggested different resources during the
interviews, six of seven teachers indicated the need foowrsebookfor foreigners
(TIQ17), with one teacher elaboratinthat all centres should use the same book
(T1Q10). This finding supportsesearch resulthat coursebook help teachers manage
their lessondy 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 edfer textbook, a
student bookQisienand t he portfoli o. However, A boc
are totally ustellaaguagéo foraeigners érRbaskh 2000g p. 207).
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Learning materials houl d be |l inked to stude2002sd6 | i
cited in Klapper2006, 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 childre. mature teaching manner reinforces the
teacherlearner relationship and enhances the langlesm@ing process (Borg and
Mar s h, 1997, p . 195) , t hus A [ mathemorgy | t h
2002, cited in Klapper, 2006, p. 92). Becatise 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 bookgustifyingitwi t h t h e able toitake a backdated mdition
and arrange it to nmyhenefe dnst etrocedsa yoo .f aktad we v
learning material§Crooks and Schmidt, 1991, p. 491), and using old editions is not an
effective way tof ma ke t he | angrueagteitleoghig 2082e cted iinn t
Klapper, 2006, p. 92).

The MFL-2 learners indicateds wellthat the main learning materials used in
the course were notes given by the teacher (Tableradid byother resourcessuch
reliance on mitmenttd peepacehttee méateriatdscoemerged during the
interviews (LIQ18); two of four interviewees, who attended lessons with a particular
teacher, respond e dprettyhmadh everiitteng yoe hawehom ryouru s e ¢
sur v e$N andIP4A). The dher two, who attendedlassesundera 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 theP2&nd they dondt gi v

}Z?otocopies of exercises mostly and [grammar] notes that we copy from the Bard (|
Thus the learners had different views regarding the adequacy of these resources; one
st atWed, c ain h a(kl@19).ndve rao3t mentioned learning material was a
coursebookb e causweo ul 8 Be mor £3Ay twhile orte partigpara (|
indicated a preferenceféa wor d | i st of (IRIAQLIQ2Q amd TakdeO O w
108). Inresponse to opeended question 21, one learner also cited his/her need for a
speifically designedcoursebook(Table 98). Tis need was also prominemm the

questionnaire responses; when the learners were asked about the importance of eight
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items, the togrankedoneswerenotes given by theeacher audiovisual resources and a

coursebook

The MFL-2 teachers also indicated that notes given by the teacher, word lists
and acoursebookwere 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, aoursebooka nd t e a c h e r\@ry impoaanteos wer
importantfor learnergTable 143)Nonethelessall the teachers expressed the need for
an adequateoursebookn their responses to op@mded question 21 (Table 133ne
lone teacher interviewed indicated thtaachersieeded more videos related to Maltese
culture, more PowerPoint presentaticmsnd fa publ i shed book s
teach Mal t es €lQl7)oPossiblymany ¢eackershave qome to rely on the
contents of textbooks becauey camot match the quality of welpresented material
without spending enormous amounts of time, money and effort (Ansary and Babaii,
2002, p. 2)Moreover,an experi enced teacher can adap
manycases, a novice teacher fineeds a text
from and materials that are heavily annc
1982, p. 18, cited in Skierso, 1991, p. 433).

6.7 Teaching materials:Continuation and reinforcement o 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 samsesg reinforced (Tables i38
[MFL-1], Tables 109113 [MFL-2]). The | eandineacldoer sO wger cep
aligned asrevealedin various tables. With the exception of one criterion (listgmo
songsTable 71[MLF-1], Table 146 [MFL2]), none of théeachemparticipans regarded
these activities as unimportant or not at all importanttheir learners (Tab&70i 73
[MFL-1], Tables 144 148 [MFL-2]), indicaing that these practices should not only be
continued but alsetrengthened

The | emefererce romore resourceslong withthe continuation and
reinforcement of certain practiceonveys their desire for increased exposure to spoken
or written language in natural settings or formal instruction (Klapper, 2006, p. 62). This

support willhelp learners advandkrough several phases, from the conscious learning
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of rules to their repeated application and tacit yet confident exec(fiegalowitz,

2003, p. 395). However, dsttlemore (2002) suggested, language practitioners must
create tedti n g materi al s t o accommodat e di ff
recommendations includeusing visual aids, such as illustrations, photographs, maps,
diagrams, videos and films; encouraging visualisation by generating and manipulating
mental imageryemploying language that makes a topic come alive; helping students
make connections between ideas,; l'inking
providing opportunities for experimental, harats learning; offering opportunities for
multisensory lemning; using graphic organisers; using music; employing creative
dramatics, such as simulation and fplaying; using video interactivity; and applying

the total physical response approach.

6.8 Teacher training: Desire for training

The interviews and questionnaires for the MFkourse showed that except for
two teachers, theest did not attend any specialised courses to teach Maltese to
foreigners. One teacher attended aservice course (three halhy session®organised
by theeducation departmenaind a tweday course by the Foundation for Educational
Services (Table 74T1Q18). 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 needa TEFL-type course specifically for Maltese. Another
teacher suggested ansenice course. However, one teacher made it clear that realistic
trainingwasneeded instead of rhetorianother suggested a teaching mentor. However,
two teachers contradicted their questionnaire responses (Tabley T&jlicaing that
they did not need tmaing (T1Q19).

All the MFL-2 teacherseportedthat they did not attend any specialised courses
to teach Maltese to foreigners (Table 149). The same response emerged from the
interviews {1Q18), with one teacher qualifying his/her answexcept for a meag
of a few hours before the course commenced, in which we were told what we should
cover and how t o dPé&A). Howaver, the éacHers sndicateds 0 |
various areas in which they would like to be trainidne of the topics mentioned for
this question were marked as unimportant or not at all important on the questionnaire

(Table 150). When thsoleteacher interviewed was asked what training he/she needed
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(T1IQ19), hel/she suggested effective courses specialised for Maltese for foreigners, in

which syllabi could be formulateds well asa book on how to teach the language.

When the education spokesperson was asked if he/she received any feedback
regarding theyipe of training teachers nesgland if theeducationdepartmenoffered
such training opportunitieseSIQL 6 ) he/ she HAreceived sug
especially when it came to the final as
would need traimg to use the interactive whiteboard effectively. The DLL offers a
threehour session on this topic; however, the voluntary attendance led to a low turnout.
Since many of the current teachers fdwere
[them]to catch up, so they need training and practice [but] in training, we [the DLL] are
very Iaeoverdthe University of Malta, the only university in the country, does
not offer any training in MSL or MFLhowever

[when] the state begins to recognidlaltese as a foreign language, the Faculty will, in all

probability, cater for this neeél [At presentthe University of Malta isnot considering

any of this at all because it is not the way the State of Malta defines Maltese

[However,] it is unaccdpble to have someone teaching a foreign language without
proper training (MicalleCann, 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 amkedhe required
qualificationsfor teaching these coursesEGIQ2 ) he/ she ansfher ed,
teachers] have to be graduates [and] gr a
these types of teachers are not available to teach the morning courses; therefore, the
DLL fills the posts with the best people it can fisdch as individualsiith certificates

in proofreading or translation, those with an Advanced Level Standard certificate in
Maltese or pensionesshosefionl y teaching experience wo
(ESIQ2). Teachers without adequate qualificationshi@ Maltese langage and others
without training in MFL employ thetrial-anderror or hit-andmiss approach. As
gleaned from the literature review, SLA research has introduced different
methodologies that can be learned from textbooks, teacher training programmes and
curriculum designsL{ghtbown 2000, p. 438). Thus, teachers should be trained in SLA
related areas to enhance their ability to deterrthieeobjectives of a proposed method

and whether it is practical, adaptable and adequate to their teaching situations and th

type of learners. This traininganalso help teachers assess their capacity to manage the
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demands of working with a particular method, dependimtieir teaching load (Rivers,
1981, p. 27).

6.9 Logistical problems encountered by teachers

Some MFL:1 teahers indicated that they did not have adequate resources in the
premises where thebaughtor did not have permission to use them. One case in point
wasthe use of local council offices as classrooms werte not equipped with sound
systems or interactey whiteboards (P13 and Table 51). Another teacherPd
reported using the interactive whiteboard at his/her ownaisk withoutpermission;
indicaing that certain teachers also fddegistical problems. Cases such as this do not
instil motivation in he teachers, although these problems could be solved with common
sense. This view cont,raa articslatedvbyhehedutation DL L
Spokespersqiisi nce we are moving towards a dig
the interactive whitekr d 0 . However, he/ she al so cite
and the inadequacy in this ar&5(QL5), unaware of the logistical problems. This issue
also corroborateBr own 6s ( 2 0 0 1) that teachermmsheull deaconsultad in

a needs analysia consideration of their own nee(js 287).

6.10 Needs analysis/course evaluation

This needs analysis shows that tegpartment okducation represented bis
spokesperson, wasna war e o f some of the |l earnerséo
Moreover, he teacherslid not realisec er t ai n | earner sd needs
the MFL-1 syllabus was developed using a-ti@vn approach instead offormation
gathered from aneeds analysisn which| ear ner s 6 an dwouldebec her
identified and traslated into learning objectives. This was confirnmedhe education
spokespersans r epl y t o whohparticigatd ensdevelaopmg tlef syllabus
(ESIB): it he coordinator J[of the cowoudds] , a
approved by]ths er vi c e ma n a gthatSchutz antd Deswiny ebdelvadiant s

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 leastdiscovertheir particular needsAdditionally, no evaluation g
conducted during or at the end of the cout$® 21 andESIQ20).

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 teeursewill hel p i denti fy the | ear
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 starbf, and during the courseA course evaluation with a brief
guestionnaire shouldlsobe conducted at the end of the coursé doe | ear ner s ¢
can be identified and translated into learning objectives for further developmitet of
learning programmes, leargiactivities, teaching materials, etc. (Brown, 2009, p. 269).
Thus these learning objectivesvhich are generally incorporated in the syllabumly
comprisea minimum standard for achieving consistency amongst the various learning
groups in Malta and Gozo, whittaveto sit for the same exam (MALMQF-1 or MFL
I MQF-2). Furthermorethe creation of learning matesdlasedon the needs analysis
outcome will support the teachersnany of whom are not trained in MSL/MFL
pedagogy (see section 6.8) andve no prior experience in teachifayeigners (see
Tables 42and117). Although every coursebook needs adaptation and supplementation
to make it suitabldor a particular learning grougSwan, 1992, p. 1Y her e i s of |
common core of needs shared by a variety of groups in different places studying under
di fferent condi ti ons, 1982, p. ddS)fMbreoves the coutrseé me s 0
evaluationwill help in the adaptation and supplementatdrguably,c er t ai n | e a
needs may lack a clear vision or be impossible to fiNfdnethelessa needs analysis
must set realistic goal swhamnd i mainrtealierd 0a a
p 0s s (Smghel®83, p. 156, cited in Brown, 2009, p. 21&arners should not be
the onlyinformationsource for the course evaluatipagjuestionnaire given to teachers
will identify their needstoo.

6.11 Conclusion

The | earners and their teachers -hgree
and the lack of a specific course syllabusforMFL t o cater to the | e
The MFL-1 syl |l abus should be amended accor
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perceivel needs, and an MFR syllabus must be created toeett he | ear ner s
teachersdé needs and decrease the high dr
foreign language teaching (particulathpsein their first year of teaching foreigners) to

equip them with the skillmecessaryto employ different pedagogical strategies and
better accommodat e t h e Vatioasaresouecess éspeqmkyr c e i
courseboog& with audio materials, a@sorequired to supplement the syllabus and the
teachersdé6 efforts and to satisfy the 1| e
standard should be established to create a level of consistency amongst the learning

groups throughout Malta and Gozo, which in taith 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-MRhdMFL-2 to
address the maiand secondaryesearch questienandthisstudg s | i mi t at i on s
as offer tangible solutionsfor 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
discussedtogether with my personal insights

7.1 Addressing themain researchquestion

This research aigdto explore thenain researclhjuestion:

A Are there discrepancies between the current MSL courses offered by the DLL
and thelearer s6 and t ersofwhat andl how ehey shquitl beo
taught?

Different sources and research instruments revedisdrepancies in the syllabi,
teaching method$earning materials and teacher trainbgween the MFL andMFL-

2 courses at the DLL (as of the 202013 schob year ) and the | ear
perceptions of their needs. The teachers and learners were aware of the problems, and
this needs analysis shedithatin the majority of the casethey shared similar desires
concerning improvement. Thesaeediscussed in more detail in tiealowing sections

addressing the secondary research questions.
7. 1.1 LResponse@MFLsléand MFL:-2) to the Secondary Questions
This research aiedto explore the followingecondaryguestiors:

A 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?

A Wh a't are the | earnersd perceived nee
courses for adults in ternad the syllabus, teaching methods and materials?

7.1.1.1 Syllabus

Both the questionnaire and intervieesponseslemonstrated the failure of the
existingMFL-1 syllabus and théadapteMFL-2 syl | abus t o meet t
and expectationgor varous reasons. Mainly, the syllabwssvast in scope and vague;
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thus, itdid not offer a standard guide for all the groupsditt not focus on speaking
skills as much as the majority of the learners wanted, and the course contedt need
more revision.

For these reasons, the learners expresadneed for a standard syllabus for
different levels, practice in the four skills (especially speaking), inclusion efcddaty
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
programmealidn ot meet the | earnersdéd needs and e
the main issue (whichlso emerged in the syllabus sectia@sthat the coursdid not
emphasisespeaking skills as much as the majority of the learners wisateer it was
heavyon grammarAdditionally, when practising such skills, the teachers must prepare
safety nets t@accommodate thbe e ar ner s6é6 unpreparedness ofr
perceived that copying from the whiteboard was the learning method used most often
during the course; however, it was their least prefeorsel Moreover, the European
language portfob, as used in this particular coursgsthe leasfavouredassessment
method.

The learners gave various suggestions to compensate for the deficit: more
speaking and listening activities without ignoring the practices already, osm@
homework and tes, less copying from the whiteboard and more engagement from the

teacher.

7.1.1.3 Learning materials

The questionnaire and interviaesponsesited instances in which the learning
materials did not meet the | earenetr s&®c mer
notes.The learners suggested that the teadhersn be retaned and reinforced by a
coursebook word lists and extra listening resources. Thus, these resources could be
amalgamated with the present reading, listening, writing and speakiniies, which

the learners thought should tentinued strengthenednd used more effectively.

7. 1. 2 TRespanbe@iFls1and MFL-2) to the Secondary Questions
This research aiedto explore the following secondary questions:
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A To what degree does the current situalt
expectations in terms of the teacher training, syllabus, teaching methods and
materials?

A Wh a't are the teachersd6 perceived neec
courses for adults iterms of the teacher training, syllabus, teaching methods

and materials?

7.1.2.1 Syllabus

Both the questionnaire and intervieasponseshowedthat for various reasons,
most of the teachers thought the syllabus did not meet their needs and expedtiagions.
MFL-1 syllabuswas vast in scopevague and based too much on grammar. The
teachers were aware of the | earnersod6 de:
MFL-2, the sole teacher interviewed indicated that speaking was not given importance
and neded to be enhanced.

The teachers also expresshdneed for a standard syllabus for different levels,
practice in the four skills, inclusion of d&g-day topics while retaining grammar (to a

lesser extent) and vocabulary topiasd enhancing content timore tasks.

7.1.2.2 Teaching methods

Both the questionnaire and interviengsponses revealetthat in relation to
teaching methods, the programdiédn ot meet the teacheras 6 ne
few instances. For MFl, the teachers noted problemith the European language
portfolio as used in this course, whigdme ofthe MFL-2 teachergperceivedthat
learnerseectdless copying from the whiteboard.

The teachers suggested that engagingnore interactive methogswvithout
ignoring thepractices already usgdould help students achieve their aims.

7.1.2.3 Learning materials

Both the questionnaire and interviewsponsesndicated cases in which the
|l earning materials did not satisfy the
production and usage of learning materials in the hands of individual teachers leads to

different standardamongst learning groups
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Thus, the teachers suggested retaining the tioégsprovidedsuppored with a
custommadecoursebookword listsand audioisual resourcesThese 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 questionnaiseand intervievg, most of the teachergportedthatthe
prevailing situation did not meet their training needs and expectations; they gave
various suggestions to compensate for the deficit.

7.2 Synopsis

The | earners and teachers agreed abou
|l earnersd main needs of communi cating wi
needs analysis shows that the syll abus s
teacle r s 6 p e r ciradrderdodlecrease theshigh level of dropouts. The teachers
should be trained irSL/FL teaching toimprove thar skills in applying various
pedagogical strategies and accommiogdt e ar ner s6 per c e divesal nee
resoures, including coursebook with audio materials, are required to supplement the
syll abus and teachersodo efforts and to s
minimum standard should be established to create a level of consistency amongst
learning group all over Malta and Gozo, which in tuwill 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 edilis this study because
participantswould have a clearer perception of the entire course. Although the timing
wasone of the strengths of this research, its limitati@sthat conducting it in the last
weeks of the course did not allogarly dropoutsthe opportunity to complete the
questionnaire or participate in the interview. If this research were to be conducted again,
| would ask the DLL to provide the addresses of students who dropped out so they
could be sent the questionnaire to obtain their opsi However, if this were to occur,
the questionnaire should ideally include a special section foodtsput to investigate
what compelled them to leave.
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The use of different sources and methods betethis research. In both
courses, the teachersdafearners were given questionnajrsgpplemented by semi
structured interviews, which sought deeper, qualitative information. However, a
limitation of theMFL-2 questionnairavasthe smallnumber of participantsomprising
three for the entire teacher population at that time amde for theentire learner
population.Prior tothis researclthe data on the DLL website about the learning groups
that would be formedf the minimum number ofL0 studentsvas reached3howed that
there would be moregroups thus moreparticipantgor the researchiHowever when the
research commencegabot all the groups were formed and from those forrtteete were
many dropoutswith one group being dissolve@lhus the data retrieved from these few
numkerscouldonly be indicativefor examplejn the teache® c¢ anadelitionalthree
might haverespondedlifferenty. Another limitationof the same course was that of the
three teachers, only one consented to be intervieitediever both the quantitative
and qualitative approaches were used to kkepMFL-2 datacoherent with the ME-1
| ear ner s 0s datatd enadbk@mplarson and contragturthermore because
the teacHanddel2() MRInd t he educ atrviewnwesepoke:
conducted in Maltesd, transcribed all the recordings and translateanti@ English.

With the benefit of hindsight, | could have overcome this limitation by sertiese
intervieweeghe translate@éxcerptsso they could confirm if their iehded meaning was
conveyed.

Finally, relatedquestionson the questionnairéed to overlapping information
about certain issues in different sectmnwhich 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 ¢t@webeesnovercome
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 possiblbecause of the number of courses held at the same time and the limited

period available for collecting data.

7.4 Contribution to knowledge
The literaturaeviewed showthat the environment helps the learner a great deal
in SL learning and that some learners pick up the language frametnaronment
without formal instruction (Stern, 1983, p. 17). However, this resqammesthat this
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is not always thease. As already indicatedl,la | t a 6 s genditprsdand history a |
have resulted in a bilingual situatiohhis research showthat the ability tofind an
Anglophone anywherdoes not positively affect Maltese instruction for foreigners.

Learning alanguage 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 ompensate for the lack of language input from the environment.

This PhD dissertation hedgvaluate the MFL courses at the DLL and pinpint

themain issues that shoule amended in the present teaching scenario
A problems related to the vastopeand difficulty of the syllabus
A lack ofaspecific syllabus for MF{2,
A speakingskill deficit in the coursg
A less focus on grammar (except MElteachers)
A lessneedof learners t@opy fromthewhiteboard
A problems with the portfolip
A desire for teacheraining
A need for more resources to teach and learn Madiege
A necessityor needs analysis and course evaluations

As discussed imection 7.52 and AppendiceB, G andH, another contributiorof
this studyto currentknowledgeinvolvesthe threesyllabi for MSL coursesthe first of
this kind for MSL teaching in the Maltese educatibsystem Together with these
resources (six books and audnaterial3 were createdor these syllabi to cater to the

different needs expressed by learners anchtzac

Another contributionconstitutesthe research instruments themselves. This is the
first PhD research focusing on teachirMSL so the instruments were created
specifically for the Maltese scenario. With minor modificatsoto these research

instrumens, theycanbe used for other coursefferedin Malta. Moreover section C of
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the learner@ questionnaire(Perceived needs and suggestions about the syllabus,
teaching methods and learning matejiaBnbe adapted as a survey beftre start of
any MSL/MFL coursen Maltaorabroad o hel p i dentify | earner

7.5 Recommendations: Policypractice and research
75.1 Policy: Needs Analysis, Course Evalu

For every MSL/MFL course, a short needs analysisstijprenaire 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 lesarner

A course evaluation shoulalso be distributed at the end of the coursetls®
| earnersdé6 needs can be identified and ¢t
basis for further developmenf learning programmes, learning activities and teaghin
materials (Brown, 2009, p. 269). As shown in the literature review, particularly in the
needs analysiss¢ ct i on 2. 3) , |l earnersd needs can
analysis is an ongoing process.

Furthermore, many of those who teach Maltese foeidmershave never
received any specialised training in the field. Regardlesa lofcal subject expéits
definition of Maltese (sesection 6.8), one of the factors that seems to hinder the
education faculty at the University of Malta, | suggest #ibteacher trainees be taught
about MSL/MFL as an important emerging area during the Bachelor of Education
courses athis wniversity. They should be trained in areas including SLA theories,
different methodologies for the four language skills, the CERR& eulture and
assessment methods, such as the European language portfolio. This requirement also
applies to graduate teachers who are already teaching; they should taksearici

course on these topics.
75.2 Practice: New Syllabi and Learning Mat&is

While conducting this research, especially when analysing the data, | became
aware of certain issues in the courses that needed to be amended. Thus, | 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, GandH), although they were not tested formally in schools due to time constraints.
One of the main problems at both levatsolved 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 thigasnot the main focus of this research but rather itpriogluct,

the process involved in the creation of the three syllabi is discussed in Appdnditds

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, wikh 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 frocowaseboolkand word lists. To address
these needs, laang materials were produced to support the teachers y(vene not
trained in this field) and learners. As in the case of the syllabi, because educational
resourcesvere not the main focus of this research, Appendixiescribes the learning
materials (sixbooks and a CD for the series) published in October 2013, which
encapsulate the learnirgpalsin the newly created syllabi for MSL courses and the
|l earnersd and teacher s diramegthheld io the lgarnma | p
and teaching procesin preparation for the exam. These materials could be
amalgamated with the current reading, listening, writing and speaking activities, which
(from the | earnersdé6 and teachersd perspe

more effectively.
7.5.3 Future Thinking and More Research

After publishing the syllabi and resources, | had various meetings and
correspondecewith several leaders, including Dr Joseph Muscat (the Prime Minister of
Malta), severalambassadors, Mr Evarist Bartolo (the Educaiinister 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 alsmit the

resources began to arrive from around the world fgg@endix ). However, further
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research is neededot onlyto test these syllabi but aldo create additionabnesfor

students who want to advance to level @& one of the learners in this study
suggested, a checklist of the communicative aims, vocabulary and grdessans

taken from each syllabus should be created as part of th@sselsment process, which

in turn could be integrated with the | eal

Similar to courses for other languages, learners could attend specialised courses
when they reackhe 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
forthesecoursesshd d be t he | ear n-mterdediatalevelaAimomme n t
ambitious project could be a twear diploma in Maltese for Functional Purpgses
organised by the University of Malta, to teach learrtbes appropriateuse of the
languagein different ®ctors within the country. Once learadrave obtained this
diploma and reached a certain levibley could proceed to the Bachelor of Arts in
Maltese offered for Maltese natives.

Under the direction of the Univegrsity
institution, intensive, B8-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 societyicludingthose who come for a brief visit to leahe
language. This need was suggested by various participants and a speaker at the
Convention of Leaders of Associations of Maltese Abroad and of Maltese Origsm
speakerproposedthat the children of Maltese people livimg Australiabe given an
opportunity to visit Malta during threschool holiday$rom Decembeto January and to
attend 810-week coursescovering 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 direclhigherone
Thus, other institutions, such as the DLL, MCAST or the university itself, should
continue to organise MSL courses. However, | suggest that all the institutions in Malta
cover the same syllabi and prepare for the same exams so everyortbeusame

yardstick. Although someritics mayargue that thigpproactrisks losing flexibility to
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respond to | ear nare smt@nded ashedsinimurh btandarsl;ythus, a b
teachersanaddtopicsorlessons 0 addr ess | e ar same wlabime e d s .
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 aherevto 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 prefétesacher. Preparing for the same
exam(s) gives publishing houses an incentive to investunsebook and resources for

this educational venture. This increased attentilh result in positive outcomes;
tougher competition amongst pubkshk leads to fgher quality and mor@ptions 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 righltoursebook Thaefore, it is essential to create a
checklist and review each published book to help teachers or teaching boards choose the
appropriatecoursebook for the target learners (Mifsud, 2000, p. 170).

To complete common syllalfor all the teaching institutionst is important to
have the same type of exanBecause the University of Malta uses examination boards,
the exams are ideally produced by the same university, thus implying endorsement by
means of the cheekndbalance systenn thec o u n thighgsd aademic institution.
Moreover, when the exapapersor aur al / or al recordings at
researchersananalyse these scripts for the common errors associated with each level
and the typical vocabulary used. For the latter, the untyesbiould 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,
200 0, p . 166) . More than once, stakehol di
accompanying textbooks to teach Maltese as a foreign language appropriate for
Australian conditions ¢é and the adul't I
reasons, and kpang in mind MaltesAustr al i ansdé desire to &
exams in Malta, having syllabi based on the CEFR system will improve standardisation

not only in Malta but also abroad. Schools in Austredindownload the syllabi for free
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and use thest teach their adult learners. Thesll then have two options. Once a
certain level is reached, studemaytravel to Malta to sit for their final exams (Scerri,
2010, p. 559). Another possible solutiaill be to partner with a foreign examination
cente to which paperwill be sent for printing; learnermaytake the exam there, and

the written examsyvill be corrected in Malta. The aural/oral exerdaaalso take place

in Australia, and the marksan be added to the corrected exams. Setting aside the
courses for adults, which can be accommodated by the CEFR syllabi, the quotation
above referred t o indullingother exhms availableannAdstrdlia. o n s
Because their aims and methods efessment 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
solutiors. Thus, this future board or ®n will also serve as a reference point for
MSL/MFL teaching and learning. The necessary course resonarelse created or
available material can be bought directly from Malta through online websites. This
situation leads to the conclusion that the wémsity 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;

N

conduct further research on different areas, especially regastlidgnt error
analysis, and create a glossary of words for different teaching/learning levels;
offer intensive courses at the same university;

guide other Maltese institutions in the creation or use of available syllabi;

set up the right infrastructure, whitas not been done;

offer courses online or abroad to foreigners; and

N o O b~ w

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

achie\e 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 existowurseboog;

5. produce a glossary of words for each syllabus level; and

6. create a register of student error analysistorfotet | ear ner sé mi st

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 (mentionedthe 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 contemplatercise 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 prexisting 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 lingigis context, thus offering them the
opportunity to revisit assumptions and critically reassess their own contexts in order to

update their policies.

7.6 Personalinsights
This research has allowed me to grow personally and professionally for various

reasons.Studying for nearly five years at this level, working fithe, publishing
books,andcoping with family routines and daily mattdravetaught me tdhandlethe
presswes while adapting time management plansprformall the tasks Moreover,

my first time stuging in a university abroathasprovidedme an opportunity to meet
peoplefrom diversebackgroundsobserveand comparetheir different methodologies
with the ways taught in my countryand reflect on the best approaches so ttabe

adapted professionally.
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As indicated in the introduction, before commencing this research, | taught
Malteseto foreigners without any prior experience, training, a syllabuadaquate
resources. The only learning materials | usestespersonally created, and the entire
teaching experience wasal anderror. Surprisingly, although this study was conducted
five years later, some of the teachers at the DLL encountered the ssures.My
extensive study of th educationalarea along withthe opportunity to contact all the
DLL teachers and many learners and listen to their experiences and feduimck
allowed me to reflect oracademicpractices. Therefore, all the woitkas had an
enriching effect on my pedagogical perspectives, leading to a new awareness of
peopl eds different needs and expectatio
learning materials. Course coordinators, syllabi creators and learning material producers
mu s t consider | earnersd6 and teacherso6 ne
practical. The enrichmenthlaveobtained during this dissertation is partially reflected in
the syllabi,coursebook and other resources produced, whichraoe being usedn
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 stogfiectat a PhD level.
Although this needs analysis has provided enlightenment on certain issues that should
be addresed and has led to beneficiatpmpducts, considerable workssll required in
thisacademic endeavaur

If this promising field is given the necessary political attention by the
stakeholders and authorities concerned, especially politicians andiedakhbdies, 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 fedhigational bodies),
which will generate muchmeeded revenue for advanced research in this area of

specialisation.
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Appendix A

L e a r nQuestolnaires

Questionnaire for learners

Teaching Maltese as a second language

Dear learner,

My name is Charles Daniel Saliba, and I am a PhID student at the University of Sheffield who is carrying
out my research into Teaching Maltese as a second language to adults.

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 learners’ and
teachers’ perceptions of how they should be.

If you would like to participate in this study, you can complete a gquestionnaire about the current
course. [t will only take about 15-20 minutes. However before you fill it in, it is essential to read and sign
the consent form attached to the questionnaire.

Mease note that all responses will remain completely anonymous. Your real name will not be used
in the study and apart from me, only my supervisor will have access to personal data. The study has also
been approved by The School of Education Ethics Review Manel in accordance with the University's
research ethics policy and by the Edecation Division of Malta.

The second step in this research is to conduct a short interview of about 10 minutes with some
of the learners. Those participants who wish to participate in the interviews can fill in their details in
a specifically designed reply slip at the end of the questionnaire so that they could be contacted later.

Your voluntary participation in this study will be greatly appreciated. Since this research will
provide s with an understanding of what you consider to be the strengths and weaknesses of the
current courses, [ believe that ultimately this will help the learners attending these courses.

Regards,

Charles Dianiel Saliba
Mob: 9903 1969
email: charles daniel salibagrilearn.edw mt

If you are kind enough to participate...

To show you my appreciation for participating in this survey, you are entitled to parficipate in a lottery for
a weekend break for two in Gozo, To participate fill in the [ottery ticket atfached fo this questionnaire. The
wirner’s ticket will be drawn on 30th July 2013 and announced on the website www.charlesdanielealiba.com
wnder the heading “Links.” If you are the winner, you will be contacted so thet you will be given the voucher
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Questionnaire for Adult Learners

SECTION A
Background information

In this section, you will be asked background information about yourself and your studies.

% Please tick || or fill in the blanks where appropriate.
1. Sex:
O Male C Female

1 MNationality:

i Age:
[0 20 years or younger O 21-30 3140 O 41-50
O 51-60 O 61-70 | over70
+. Dccupation:
A Length oftime residing in Malta or Gozo:
O iyearorless [ 2-5 1 6-10 O 11-15 O 16-20 21 or more years

. ‘What is your mother tongue? Pleass specify:

7. Which course(s) are you currently taking?
O Maleseasa Foreign Language - MOF Level 1
[0 Maltese as a Foreign Language - MOQF Level 2
O Other:

B Have you ever taken a Maltese language course apart from this/these?
O es O Mo

If yes, please specify which course{s):

3 - Questionnaire for Adult Leamers
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LR Why have vou chosen to learn Maltese? (*F You can tick |7 | more than one answer)

To pass the Maltese O-level exam.

Itis a requirement to obtain a job.

1 use Maltese at work.

To communicate with locals.

To cope with daily life.

To read newspapers and magazines.

For family literacy (2., to help my children with homework).
Other. [ pleass specify):

Ooooooosm

11,  Which reason from the above list is most important to yoa?

SECTIONE
Current Course

Ins this section, you will be asked questions about the course that you are currently taking.

¥ Please cirde the number that matches your opinion the best.
MOTE: 1 =Alofthe Time 1 = Mastalthe Time 3= Dien 4= Rarely

Syllabus

11. Al four skills (reading, writing, speaking and listening)
are covered in this course. 1 2

12.  Lessons during this course are organised according to:

a} grammatical topics (e.g. verbs, nouns). 1 2
b) topics (ag. sports, shopping). 1 2
) tasks (e finding one’s way ona map). 1 2

d} others. (please specify)

-

13.  This course contains:
a} alinear progression

(Le. focusing on one item at a time and finishing it). 1 2
b) acyclical progression
(Le. revising a topic and coming back to it later). 1 2

Questionnaire for Adult Learners - 4
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Teaching Methods

4% Please circle the number that matches your opinion the best.
MNOTE: 1= Allofthe Time 2 = Most of the Time 3= 0fien 4= Rarely 5= Mover

14. Do you perform the following practices during your present course?

a) Grammar practice 1 2 3 4 5
b) Vocabulary practice 1 2 3 4 5
c) Writing practice 1 3 4 3
d} Reading practice 1 2 3 4 5
e) Listening practice 1z 3 4 5
f) Speaking practice 1 3 4 3
g} Maltese-culture awareness 1 b 3 4 5
h) Owut-of-class activities 1 2 k1 4 3

15.  During this course, how often do you work learn ...
a) individually? 1 21 3 4 5
b} in pairs? 1 2 3 + 5
c) insmall groups? 1 2 3 4 5
d) ina large group? 1 2 i + 5

1. During this course, you learn by different methods, such as ...
a) rote laarning (i.e repetition). 1 2 3 4 5
b) finding information yoursalf 1 2 3 4 5
c) receiving a logical explanation. 1 2 3 4 5
d) problem solving 1 2 3 4 5
&) copying from the board. 1 2 3 + 5
f} listening and taking notes. 1 2 3 4 5
g} others. { please specify):

17.  During the course, we:
a) are given homework 1 2 3 + 5
b) have written tests 1 2 3 4 5
c) have oral tests 1 2 3 4 5
d) use the European language portfolio * 1 I 3 + 5

e) others. {please specify):

This is a document in which those who are leaming a language can record and reflect on their language learning and
cultumal experiences.

5 - (Juestionnaire for Adult Learners
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Materials

7 Please cirdle the number that matches your opinion the best.
NOTE 1 =ABofthe Time 1 - Mastalthe Time 3=Dilen

18.

In the course you are taking, do yon use:

a) notesgiven by the teacher? 1 2 3 4 5
b) acourse book? 1 2 3 4 5
) bilingual reading books? 1 2 3 4 5
d} word lists? 1 2 3 4 K]
a) books about Maltese history and cultura? 1 2 3 4 5
f) widans? 1 2 3 4 K}
g} recordings? 1 2 3 4 5
h) PowerPoint presentations? 1 2 3 4 5
i) others. {please specify):

Reading

19.  Reading texts in this course are used to ...
a) imtroduce grammatical items. 1 2 3 4 K
b} imtrodwce vocabulary items. 1 2 3 4 K]
¢} encourspe reading for pleasure. 1 2 3 4 5
d) develop reading skills in order to access information. 1 2 3 4 5
2} others. { please specify):

0. The texts used in this course are . ..
a} appealing to your age. 1 2 3 4 5
b) challenging ie. a step ahead of your current bevel. 1 2 3 4 5
) varied (different sources). 1 2 3 4 K
d) up to date, 1 2 3 4 K]
e} authentic passages (taken from real life). | 2 3 4 5

Listening

11.  During lessons, we listen to:
a) songs. 1 2 3 4 5

b) recorded material.
) the teacher reading texts.
d) others. {please specify):
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326



Speaking

11.  The speaking activities in this course include. ..
a) pronunciation exercises. 1
b) diakogue. 1
) oral pressntations. 1
d) others. (please specify):

(SR

ot
.
w

Writing
13.  The writing exercises in this course consist of . ...
a) fill-in the blanks.
b) comgplete the santences.
¢} choosa the correct word.
d) fres writing,
a) others. (please specify):

[
TR TORE TUR T
e e e o
Lh LA LA LA

Other Suggestions
14,  What would you change in the course that you are currently taking?

SECTION C
Perceived needs and suggestions about the syllabus, teaching methods and
materials.

Irv this section, you will be asked questions aboud your perceived needs and suggestions during language
learning and teaching Please mote that this section is about your suggestions and desires, wot about the course
you are presently attending. The laiter has been dealf with in Section B,

Syllabus

15.  Which Maltese language skill do you find most difficult?
{# Rank them in order from 1 to 4, with 1 identifying the one you find most difficult.)

[0 listening ] speaking O reading [0 writing

7 - Questionnaire for Adult Leamers

327



6.  Which Maltese languape skill would you like to improve most? (<5 Please tick [ )
O listening T speaking O reading O writing
#¥ Please circle the number that matches your opinion the best.
NOTE: | =Very knpartant 2 =Important 3 = Neither important norenimportant 4= Unimportant 5 = Mot 22 all smportane

17.  Tostudy a language, one has to practice the foar skills
(reading, writing, speaking and listening). 1 2 3 4

o

How important is it for you to ...
18.  have lessons organised according to:

a} grammatical topics sisch as verbs, nouns? 1 2 3 4 5
b) topics such as sports and shopping? 1 2 3 4 5
) tasks, such as finding one’s way on a map? 1 2 3 4 Kl

d) others means (please specify):

19,  have a course with a

a} linear progression (focusing on one item and finishing it)? 1 2 3 4 K
b)) cyclical progression (revising a topic and coming hack to it)? 1 2 3 4 5
Teaching Methods

#¥ Please circle the number that matches your opinion the best.
NOTE: | =Very bmportat 2 = Important 3 = Neither important norsnimportant § = Unimportant 5= Not a2 all important

30. How important is it for you to do the fiollowing practices during language learning

) Maltasa-culture awareness
h) Ouwt-of-class activities

a) Grammar practice 1 T3 4 5
b) Vocabulary practice 1 1 3 4 5
c) Writing practice I 2 3 4 5
d) Reading practice 1 2 3 4 5
) Listening practice 1 2 3 4 ]
f) Speaking practice 1 2 3 4 5

1 1 3 4 5

1 2 3 4 5

#¥ Please circle the number that matches your opinion the best.
MOTE l-‘l":lyCl:InE:I‘hH.: 2= Comforizble 3 = Indifferent 4 = Uncomioetable 5-‘|’u'yl.h:nu'd"uhhl=

31. How comfortable do you feel when you work,learn ...
a) individually?
b} in pairs?
¢} insmall groups?
d} in a large group?

B BD B3 B2

Lol
W W W
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#¥ Please cirdle the number that matches your opinion the best.
NOTE: | = Strongly Ageee: 2= Agree 3 = Meither Agres nor Deagree

32, Youlearnbestby ...
a) rote learning (ie. repatition).
b) finding information yourself.
) getting a bogical explanation.
d} problem solving,
&) copying from the board.
) listening and taking notes.
g} others means { please specify):

5= Strongly Disgres

[ T R TN R N )

e e e e e e

WA A W LA h

33, Forassessment purposes, do you prefer:
a} tobe given homework?
b tohave written tests?
¢} have oral tests?
&} touse the European language portfolio?
a) others means (please specify):

[ T T O

Lol I I

R I T

Materials

% Please cirde the number that matches your opinion the best.
NOTE: | =Verykmportat 2 =Important 3 = Meither important norenimpoertant. 4= Unimportant 5 = Mot 22 all mportans

34.  Inthis language course it is important to have the following resources:

a} notes given by the teacher?

b) a course book?

¢} bilingual reading books?

&) word lists?

&) books about Maltese history and cultura?
f) videns?

g} recordings?

h) PowerPoint presentations?

i) others. (please specify}

[ R O R o T R O I ]

da e e e e e e e

WA A A A A A

w
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Reading

35. How important is it for yon to have texts to ..

a} introduce grammatical items. 1 2 3 4 A
b) introdisce vocabulary items. 1 2 3 4 5
€} encourage reading for pleasure. 1 2 3 4 A
d} develop reading skills in order to access information. 1 2 3 4 5
a) others { please specify):
36.  How important is it for you to have texts ...

a} appealing to your age. 1 2 3 4 5
b) challengingie. a step ahead of your current bevel. 1 2 3 4 5
¢ vared {differant sources). 1 2 3 4 5
d} up to date. I 2 3 4 5
) authentic passages (taken from real lifi). 1 2 3 4 ]

Listening

37. Howimportant is it for you to do listening activities such as listening to ...

a) songs.

b) recorded material.

) the teacher reading texts.
d} others { please specify):

1 2 3 4 5
1 2 3 K
1 2 3 4 5

o
w

Speaking

38.  How important is it for you to do speaking activities such as ...

a} pronunciation exercises.
b) dialogue.

) oral pressntations.

d} others { please specify):

Writing

39. How important is it for you to do writing activities such as ...

a) fill-in the blanks.

b) complete the sentences.
¢} choose the correct word.
d} frea writing,

a) others {please specify):

[ R R )
Lo
Woh LA

Thank you for your time
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If you would like to participate further...

A second step in my restarch is to conduct a short mterview of about 10 mintes with some of the learmers. If will
consist of about 15 guestions about the conrse you are atfending. All parficipants will renain completely anomymous
To parficipate in this interview, please fill in the attached reply slip below: Please note that not everyone who volunteers
can be imcluded. Seiection will be done aocording to the study’s exigendies. The inferviews will be recorded so that if could
be easier for the researcher fo recall what has been said. Those who velunteer are free to withdraw from the study at any

point. These interviewed, will be given another lottery ticket for the wedbend break.

Detach the attached reply slip and fill it in.

11 — Questionnaire for Adult Learners
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Appendix B

Teachersdé6 Questionnair e

Questionnaire for teachers

Teaching Maltese as a second language

Dear colleague,

My name is Charles Daniel Saliba, and | am a PhD student at the University of Shetheld who is
carrying out my research into Teaching Malfese as a second language to adulfs.

The aim of my study is to determine if there are any discrepancies between the Maltese Second
Language courses at the Directorate for Lifelong Leamning, as they currently stand, and the learners’
and teachers” perceptions of how they should be.

If you would like to participate in this study, you can complete a questionnaire about the current
course. [t will only take about 15-20 minutes. However before you fill it in, it is essential to read and sign
the consent form attached to the questionnaire.

PMease note that all responses will remain completely anonymous. Your real name will not be used
in the study and apart from me, only my supervisor will have access to personal data. The study has also
been approved by The School of Education Fthics Review Panel in accordance with the University s
research ethics policy and by the Education Division of Malta.

The second step in this research is to conduct a short interview of about 10 minutes with some of
the teachers. Those participants who wish to participate in the interviews can fill in their details in a
specifically designed reply slip at the end of the questionnaire so that they could be contacted later

Your voluntary participation in this study will be greatly appreciated. Since this research will
provide us with an understanding of what you consider to be the strengths and weaknesses of the
current courses, | believe that ultimately this will help the leamers attending these courses.

Regards,

Charles Daniel Saliba
Mob: 2003 1969
email: charles danial salibayiileam edu.mt

If you are kind enough to participate...

To show you my appreciation for participating in this survey, you are entitled to participate in a loitery for
a weekend break for two in Gozo. To participate fill in the lottery ticket attached to this questionnaire. The
winner’s tickef will be drawn on 30th July 2013 and announced on the website www.charlesdanielsaliba.com
wnider the heading “Links.” If you are the winner, you will be comtacted so that you will be given the voucher.
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Questionnaire for Adult Learners’ Teacher

SECTIONA

Background information

Inn this section, you will be asked background information about yourself and your students.

¥ Please tick || or fillin the blanks where appropriate.

3

Sexx
—  Male [0 Female

20} years of younger O 21-30 O 31-40
51-60 O overdd

Maltese as a Foreign Language — MOF Lavel 1
Maltess as a Foreign Language — MOF Lavel 2
Other:

41-50

Do you teach Maltese for foreigners in other institutions?
Yes O HNeo
I yes, where?

How long have you been teaching Maltese to foreigners?
1 year or lass O 5 O &0

¥ Please tick [ |, circle or fill in the blanks where appropriate.

6.

16-20 O 21-25 O 26 or more years

11-15

‘Why do you think that your learners have chosen to learn Maltese? (< You can tick more than

one.)

To pass the Maltese O-level exam.
It is a requiTement to obtain a job.
They use Maltese at work.

To communicate with locals.

To cope with daily life.

To read newspapers and magazines.
Other. {plaase specify):

For family literacy (e.z- to help their children with homework).

3 - Questionnaire for Adult Learners’ Teacher
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7. ‘What do you think is their most important reason, from the above list, to learn Maltese?

SECTION B
Cuarrent Course

Inn this section, you will be asked questions about the course that you are currently delivering:

¥ Please circle the number that matches your opinion the best.
MNOTE: | =Alofthe Time 1= Mastalthe Teme 3= Ofien 4= Rarely 5= Blever

Syllabus

8. All four skills (reading, writing, speaking and listening}
are covered in this course. 1 2 3 4 Kl

9. Lessons during this course are organised according to:

a) grammatical topics (e.g. verbs, nouns). 1 ) 3 4 5
b) topics (ag. sports, shopping) 1 2 3 4 5
) tasks (g finding one’s way on a map). 1 2 3 4 Kl

d} others. {please specify)

10,  This course contains:

a) alinear progression

{Le. focusing on one item at a time and finishing it). 1 1 3 4 5
b} acyclical progression
(Le. revising a topic and coming back to it later). 1 2 3 4 Kl
Teaching Methods

% Please cirde the number that matches your opinion the best.
MOTE: 1 =Alofthe Time 1 = Mostafthe Time 3= Dften 4= Rarely 5 = MNaver

11. Dwring the course that | am currently delivering, I present activities for the following practises:

a} Grammar practice 1 2 3 4 5
b) Vocabulary practice 1 2 3 4 K]
) Writing practica I 2 3 & 3
d} Reading practice 1 2 3 4 k3
) Listening practice i ) 3 4 5
) Speaking practice 1 2 3 4 5
g} Maltesa-culture swarensss 1 2 3 4 k3
h) Ouwt-of-class activities 1 2 3 4 5

Questionnaire for Adult Learners’ Teacher — 4
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12.  During the course, how often do learners work /learn ...

a) individually? 1 2 3 4 K]
b) in pairs? 1 2 3 4 5
<) insmall groups? 1 2 3 4 5
d} ina large group? 1 1 3 4 5

13. During your course, how often do learners learn acconding to methods such as ...
a} rote learning (ie. repetition)? 1 2 3 4 3
b} finding information themselves? 1 2 3 4 5
¢} getting a logical explanation? 1 2 3 4 3
d) problem solving? 1 2 3 4 5
) copying from the board? 1 2 3 4 5
) Hstening and taking notes? 1 2 3 4 5
g} others? { please spedfy):

14, During the course, the learners:
a} are given homework 1 2 3 4 3
b) have written tests 1 2 3 4 5
) have oral tests | 2 3 4 5
d) use the Furopean language portfolio ' 1 2 3 4 5
) others. { please specify):

Materials

#¥ Please cirdle the number that matches your opinion the best.

MOTE 1 =Alofthe Time 1 = Mostafthe Time 3=0fien 4= Rarely 5 = Baver

15. In the course, do you use:
a} notes given by yourself (teacher)? | 2 3 4 5
b) a course book? 1 2 3 4 5
¢} bilingual reading books? l 2 3 4 5
d} word lists? 1 2 3 4 K]
&) books about Maltese history and cultura? 1 2 3 4 K]
f) videos? 1 2 3 4 5
g} recordings? 1 2 3 4 5
h) PowerPoint presentations? 1 2 3 4 5

i} others. (please specify):

! Thisisa decument in which those who are learning a hngmuge can record and reflect on their knguage learning and

cultural expericnoss.

5 — Questionmaire for Adult Leamers Teacher
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Reading

16, Reading texts in this course are nsed to. ..
a} introduce grammatical items. 1 2 3 4 A
b) introduce vocabulary items. 1 2 3 4 5
€} encourage reading for pleasure. 1 2 3 4 5
d} develop reading skills in order to access information. 1 2 3 4 5
a) others. {please specify):

17.  The texts used in this course are . ..
a} appealing to the learners’ age. 1 2 3 4 5
b) challengingie. a step ahead of the learners” current level 1 2 3 4 5
) wvaried {different sources). 1 2 3 4 5
d} upto date, 1 2 3 4 5
) authentic passages (taken from real lifie). 1 2 3 4 5

Listening

18. Dwuring lessons, we listen to:
a) songs. 1 2 3 4 5
b) recorded material. 1 2 3 4 5
¢ texts read by mysalf 1 2 3 4 5
d} othars. { please specify):

Speaking

19.  The speaking activities in this course include. ..
a} pronunciation exercises. 1 2 3 4 5
b) dialogue. 1 2 3 4 A
¢} oral presentations. 1 2 3 4 5
d} othars. { please specify):

Writing

0. The writing exercises in this course consistof. ..

a) fill-in the blanks.

b) complete the sentences.
¢} choose the correct word.
d} fres writing,

a) othars. { please specify):

B2 B2 B2 B2
Lo R R
WL L
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11. What would you change about the course that you are currentiy delivering?

SECTION C
Perceived needs and suggestions about the syllabus, teaching methods and
materials.

Iin this section, you will be asked questions about your perceived needs and suggestions for language learning
and feaching. Please note that this section is about your suggestions and desires, mot gbout the course that you
are currently traching The latfer has been dealt with in Section B,

Syllabus

11, Which Maltese language skill do you think foreign learners find most difficuit?
(% Rank them in order from 1 to 4, with 1 showing the most difficult one for them.)

[0 listening —  speaking O reading [0 writing

13, Which Maltese language skill do you think foreizn learners would like to improve on
most? (¥ Please tick [ )

[0 listening — speaking O reading [0 writing
#¥ Please circle the number that matches your opinion the best.
MNOTE: | =Very bmpartamt 2 = Important 3 = Mejther important norenimportant 4= Unimpertang 5 = Mot 22 all importane
14, To study alanguage, one has to practice the four skills
{reading, writing, speaking and listening). 1 2 3 4 5
How important is it for you to ...
15, have lessons organised according to:

a) grammatical topics siech as verbs, nouns? 1 2 3 4 5
b) topics such as sports and shopping? 1 2 3 4 Kl
€} tasks, such as finding one's way on a map? 1 2 3 4 Kl

d} others means. { please spedfy):

16,  have a conrse with a
a) linear prograssion (focusing on one item and finishing it)? 1 1 3 4 5
b} cyclical progression (revising a topic and coming back to it)? 1 2 3 4 5

7 — Questionmaire for Adult Leamers’ Teacher
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Teaching Methods

%¥ Please cirde the number that matches your opinion the best.
NOTE: 1= Very knpartamt 2 =Important 3= Meither important norsnimportant 4= Unimpostant 5 = Mot atall Enpostant

17,

How important is it for you to include the following practices during second-language teaching:

a) Grammar practice

b) Vocabulary practice

) Wiriting practice

d} Reading practice

e) Listening practice

f) Speaking practice

g} Maltese-culture awareness
h) Out-of-class activities

2 4

[ R R ]
M M L G G Lol
e e e s e e e
Lh LA LA Lh LR LA LA LA

#¥ Please cirde the number that matches your opinion the best,

NOTE | =Very Comfoetable 2= Comfortable 3 = Indifferent

18

4 = Uncomiortable $=Very Uncomfortable

How comfortable do you think learners feel when they work learn ...

3} individually?
b) in pairs?

) in small groups?
d} in alarge group?

[ R
Md fad G fa
e e e e
Lh L L LA

#¥ Please cirde the number that matches your opinion the best.
NOTE: | = Strongly Agree: 2= Agree 3= Meither Agree nor Deagree 4=Disgee 5= Strongly Dingres

19,

30.

Learners learn best by ...

a) rote learning (ie. repetition). 1 2 3 4 5
b) finding information themselves. 1 2 3 4 5
¢} receiving a logical explanation. 1 2 3 4 5
d} problem sobving,. 1 2 3 4 5
e} copying from the board. 1 2 3 4 5
f) lstening and taking notes. 1 2 3 4 5
g} others means (please specify):

During the course, the learners prefer to:

a} be given homework 1 13 4 3
b) hawe written tests 1 2 3 4 i1
¢} have oral tests 1 2 3 4 5
d} use the Furopean language portfolio 1 13 4 3

a) othars. (please specify)

Questionnaire for Adult Learners’ Teacher — 8
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Materials

#¥ Please cirdle the number that matches your opinion the best.
NOTE: | =Veryknpartat 2 =Important 3= Meither important nor enimportant 4= Unimportant 5 = Mot 2t all smportaes

31. Howimportant is it for the learners to have the following resources during the course:

a} notes given by the teacher? 1 2 3 4 5
b) a course book? 1 2 3 4 5
) bilingual reading books? 1 2 3 4 5
d} word lists? 1 2 3 4 ]
a) books about Maltese history and cultura? 1 2 3 4 A
f) videns? 1 2 3 4 ]
g} recordings? 1 2 3 4 5
h) PowerPoint presentations? 1 2 3 4 A
i) others { please specify):

Reading

31 Howimportant is it for the learners to have texts to ...
a} introduce grammatical items. 1 2 3 4 5
b) introdisce vocabulary items. 1 2 3 4 ]
¢} encourage reading for pleasura. 1 2 3 4 3
d} develop reading skills in order to access information. 1 2 3 4 5
) others { please specify):

33.  Howimportant is it for the learners to have texts ...
a} appealing to their age. 1 2 3 4 5
b) challenging ie. a step ahead of their current level. 1 2 3 4 5
) varied (different sources). 1 2 3 4 5
d} up to date. 1 2 3 4 ]
&) authentic passages (taken from real life). 1 2 3 4 5

Listening

34. How important is it for the learners to do listening activities such as listening to ...
a) songs. 1 2 3 4 A
b} recorded material. 1 2 3 4 5
) the teacher reading texts. 1 2 3 4 A

d} others { please specify):

9 - Questionnaire for Adult Leamers’ Teacher
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Speaking
35  Howimportant is it for the learners to do speaking activities such as ...

3) proonncistlon exXercises. 1 2 3 4 K]
b)) dizlogme. 1 2 3 4 ]
) oral presentations. 1 2 3 4 3

d) others (please specify):

Writing
36, Howimportant is it for the learner to do writing activities such as ...
a} fill-in the blanks,
b) comgplete the sentences.
¢} chooss the correct word.
d) fres writing,
a) others (please specify):

[ S R )
da e e e
L

SECTION D
Teacher Training

37.  Have you attended any specialized course about teaching Maltese to foreigners?
O Yes O Ne
If yes, plaase specify?

Which institution organised the course(s)?

¥ Please cirdle the number that matches your opinion the best.
MOTE: l-w.\?ue I-ﬁgu .'!-I\Hﬂuﬁ.grurnchgue 4-Di.ng= .S-WDingru

38, Toteach Maltese to foreigners more effectively, [ woold like ...
a} Tobe trained in Second Language Acquisition theories. 1 2 3 4 5
b) T learn abowut influential approaches and methods

in sacond-language teaching.

¢} To learn more about adult second-language learmners.
d} Tolearn about leamer-needs analysis.
&) To learn about different learning styles.
f) Tolearn about the CEFR.?
g} To learn more about European language Portfolio
h) To learn about texthook evaluation.
i) others (please specify):

[T E N ]
da e e e e e e
wH

Common European Framework of Reference for Languages - it is a guideline used to describe achievements of learners
af foreign hnguages.
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Thank you for your time

If you would like to participate further...

A second step in my research is fo conduct a short interview of about 10 minutes with some of the teachers. It will
consist of about 15 questions about the course you are delivering. All participants will remain compietely anonymous.
To participate in this interview, please fill in the attached reply slip below. Please note that not everyone who volunteers
can be included. Selection will be done acconding to the study’s exigencies. The inferviews will be recorded so that it
could be easier for the researcher to recall what has been said. Those who volunteer are free to withdraw from the study
af any point. The interviews could be done in the language you prefer: Malfese or Engiish. Thase interviewed, will be
given another lottery ticket for the weekend break.

Detach the attached reply slip and fill it in.

11 - Questionnaire for Adult Learners’ Teacher
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Appendix C

Interviews

C.0 Learners

1. What course are you presently taking?
2. Whydid you enrol for this particular course?
3. Are you taking any other courseMmaltese 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 decisianaking process in developing the syllabus?
7. Do you feel that tl 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 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 thatyou were involved in the decisianaking process in developing

the syllabus. What would you change so that it better reflects your language

needs?

C.02 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 takg?

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.1Teachers

1. What course/s are you presently teaching?

C.1.1 Syllabus

Is there a syllabus for the course/s offered?
Do you have access to the syllabus for the course offered?

Were you involved in the decisianaking process in developing the syllabus?

ok 0N

Do you feel that the syllabus of the coussgou 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 dms?Why2 coul

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 decisimaking process in developing

the syllabusWhat 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 yse 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 speakin@ witur 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 goties more

effectively?
Others

20.Do you survey your learners, either during or at the end of the course, to

evaluate the course?
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T I f 6Yes 6, wh at happens I f y ou ar
expectations of what should be taught in the course?
T I f O Nabdyal feedback do your learners provide regarding what

should be changed in the course?

C.2 Education Spokesperson

What courses do you presently coordinate?

How many teachers are currently employed to teach {igt MQF2?
What qualifications do tehers require to teach these courses?

A

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 | have a copy so that | can
get sense of what is covered?)

6. Howwouldyouclassify our syl | abusdés approach to
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 cour#fejes, what is the policy?

8. Who takes part in the decistionaking 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 teexg methods they should employ?
11.1s 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 ofesources 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 oryour 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 slpes theeducationdepartmenbffer

such opportunities?

Others
17.Do teachers survey the learners, either during or at the end of the course, to
evaluate the courses?
T 1 f 6Yes o, what happens i f t he t ea
expectations of whahould be taught in the language courses?
T I1'f O6No, & what feedback do you recei\

what should be changed in the course?
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Appendix E

Consent Forms

E.O Research Consent Form for questionnaires

If you have any questions regarding my research, please contact me or my supervisor at

Name of ResearcherCharles Daniel Saliba

Mob: 9903 1969 email: charles.daniel.saliba@ilearn.edu.mt

Supervisor. Dr Terry Lamb

Tel: (+44) (0)114 222 811&mail: 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 Dieectorate for Lifelong Learningas they currently

stand, and the | earnersé and teachersoé p

Declaration

| 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. | amfree to withdraw from the study at any point.

3. My responses will be treated with confidence and attiales 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; [ 12013
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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 ResearcherCharles Daniel Saliba

Mob: 9903 1969 email: charles.daniel.saliba@ilearn.edu.mt

Supervisor. Dr Terry Lamb

Tel: (+44) (0)114 222 811&mail: T.Lamb@sheffield.ac.uk

Aims of theresearch

The aim of my study is to determine if there are any discrepancies between the Maltese
Second Language courses at ieectorate for Lifelong Learningas they currently
stand, and the | earners6é6 and teacherso p

Declaration

| am participating in this research voluntarily with the conditions that:

=

The real name of the subjects will not be used in the study.
2. | amfree to withdraw from the study at any point.

3. My responses will be treated with confidence and attiales 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; [ 12013

Signature of Researcher: Data:; [ /2013
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E.2 Parents Consent Form for questionnaires

If you have any questions regarding my research, pteagact me or my supervisor at

Name of ResearcherCharles Daniel Saliba

Mob: 9903 1969 email: charles.daniel.saliba@ilearn.edu.mt

Supervisor. Dr Terry Lamb

Tel: (+44) (0)114 222 811&mail: 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 Dieectorate for Lifelong Learningasthey currently
stand, and the | earners6é6 and teacherso p

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 idree 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 <chil d

published data.

Name of child:

Name of parent or guardian:

Signature: Data; / /2013

Signature of Researcher: Data; / [ 2013
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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 ResearcherCharles Daniel Saliba

Mob: 9903 1969 email: chales.daniel.saliba@ilearn.edu.mt

Supervisor. Dr Terry Lamb

Tel: (+44) (0)114 222 811&mail: 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 Dieectorate for Lifelong Learningas they currently

stand, and the | earnersd and teachersd p

Declaration

| 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 idree to withdraw from the study at any point.

3. The responses will be treated with confidence and atim#s data will be
presented in such a way that my <chil d
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
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E.4 Research Consenftorm for Interviews (Feedback on syllabi)

If you have any questions regarding my research, please contact me or my supervisor at

Name of ResearcherCharles Daniel Saliba

Mob: 9903 1969 email: charles.daniel.saliba@ilearn.edu.mt

Supervisor. Dr Terry Lamb

Tel: (+44) (0)114 222 811&mail: 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 ieectorate for Lifelong Learningas they currently

stand, and the | earnersé and teachersoé p

Declaration

| 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. | amfree to withdraw from the study at any point.

3. My responses will be treated with confidence and at all times dgitebav
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; [ 12013
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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 negearch, please contact me or my supervisor at

Name of ResearcherCharles Daniel Saliba

Mob: 9903 1969 email: charles.daniel.saliba@ilearn.edu.mt

Supervisor. Dr Terry Lamb

Tel: (+44) (0)114 222 811&mail: 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 ieectorate forLifelong Learning as they currently

stand, and the | earnersd and teachersd p

Declaration

| am participating in this research voluntarily with the conditions that:
1. The real name of the subjects will not be used irsthdy.
2. | amfree 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
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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 tdeergencefound amongst the learning groupsMFL-1
and MFL-2. In fact, this needs analysis revealed that a syllabus should be drafted to
accommodate the | ear ner sonmunieatedvih locgistore mar i |
effectively. Thus, this appendix discusses the process of how these syllabi were created
and elited including how feedback was adopted from the learners and theeteach
attending or delivering MSL courses in Malta, to arrive at a consensus amongst
different sourcesThe final versionsof the syllabiwere published in October 2013
Although thesesyllabi need to undergo trialgroducing thems the first step in helping
set a minimum standard for achieving consistency amongst the various learning groups
in Malta and Gozo, which in turwill help them with their exam preparatiohhe
participantsare codedas STIP (syllabusi teacher interviewparticipant) or SLWP
(syllabusi learner written particigaon), followed bya number represangy 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
necessityfor a new syllabus for each course. The teachers pdrticipatedin the
piloting of the questionnaires were contacted again to discuss the feedback obtained
from theneeds 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
languaye. 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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topdown approach by minimising the resear
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

appropiate, 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 taugkthe 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 nalysis. Both agreed and signed a consent form similar to that of the
questionnaire (see Appendsy . After finding out the mai
both teachers emphasised (as one of the learners also pointed out) that the syllabi must
be basd on the CEFRJue to itswide usein 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 basidor 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 knowledgend skills they have to develop so as to be able to act effectively (CEFR,
2001, p. 1).

Moreover, since different teachers empl@yiousteaching methods, these CEBRsed
syllabi are idealMetaphorically, the CEFR is a road map that presents diffevatds

but does not denote which one to take, nor does it establish the length of the language
learning journeyAt this meeting, it was agreed that to cover the materiaMRh-1
andMFL-2, three levels of the CEFRould beneeded: Al (beginner/elementary), A2
(elementary/préntermediate) and B1 (intermediate). These divisions were based on the
fact that in Malta, an @evel standard in a foreign language issued by the University of
Malta is approximatelyequivalentto an A2B1 standard. Therefore, since the scope of
MFL-1 andMFL-2 is to prepare learners for the next courdbe Glevel standard in
native Maltese (which also incorporates Maltese literaturé)is ideal that learners
obtain the B1 Level before proceedirgthe said next course. Using the CEFR and

splitting MFL-1 andMFL-2 were pointghatemergedrom the needs analysthat used
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different sources and instruments. During the first meeting with the teachers, the CEFR
criteria were selectefbr inserton acording to the levels mentioned (Al, A2 and B1).
This section, Communicative Objectivesfocuses on the categories b$tening
reading spoken interaction spoken production writing and sociolinguistic
appropriatenesgsee AppendixG). As the learners dicated, it was agreed that the
syllabi be written in Englishfollowing the norm for other foreign language syllabi at
the University of Malta, andecausesome learners desd@ccess to them.

Based on the discussions heltithe first meeting with the teachers, for the
second meeting, theommunicative Objectivedraft of the first part of each syllabus
was created, using the CEFR. After reviewing this section agairiscusse@another
issue that emerged from the needs assalyit was observed that teachers in different
learning groups iMFL-1 andMFL-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, oeachfor 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
requi rement all owed | eaeway ot onemghed o
vocabulary was the only focus. The leardexsn d t e a c h e r glednedsfrorg g e s t
the questionnaires and interviews were analysed, as were the topics being covered in the
courses and in other MSL courses, mainly thosereff at the MCAST and the
University of Maltabs Mprbgtammesee chapter H.AAr e i ¢

list of topics according to each syllabus level was also made.

At the third meeting, the grammar lessons covered irMRke-1 and MFL-2
courss were discussed, and the topics were divided amongst the three syllabi,
complementing the aims listed in tHeommunicative ObjectivesBoth teachers
indicated the importance of maintaining basic gramaté#ne first level; for the second
and third levelsthe 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 syllebnsluded
the following statemen
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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 aftethe grammar topicswere mentionedn the syllabi,
examples should be givewith the details to be covered by the teachers indicated. The
following is an example from syllabus Level Al:

Adjectivgs: Refer to the mosbmmon positive adjectives (es. a b i k , i K.e.,ah, ok
Grad P&J i ti da netrefer to comprative and supedtive) (Syllabus Al, 2013, p. 9)

This change was made to impose a limit to the details to be covered by the teachers and
to ensurea certain degree of conformitgmongst groups. This step addressed the
findings of the needs analysis abalitergenceamongst the different groups, not only

in terms of the topics covered, but also in their depth of coverage.

At the fourth and final meetingvith the teachers, a detailed draft of each
syllabus was presented to them and discussedprehensivelyEach syllabus was
revised to make sure that all its elements were corroborated and agreed upon by the
teachers and the researcher. For examplealigitidue to the difficulty in learninghe
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 o$pbken
interactons ect i on was fAl ulaphrasesnad next wdele last Hridag, inb y
November, three o06clocko (Syllabus A1, 2
cover more numbers so that the students could learn enough to betabltheotime in
Maltese Other issues of syllabuggsentation 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 teachingurs 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 teacherse@t€rom MFL-1 and
MFL-2) and two learners (oneachfrom MFL-1 and MFL-2) were selected and
contacted via email. In the case 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 wereg wollneview these
three syllabi. In thé e a r casetheydwvere also asked to provide written feedback on
the syllabi, and each was given a smlfiressed, stamped envelope to return it. They
were sent emails on 30 May 2013 to inform them that if thegeagto participate, they
had to hand in their feedback by 20 June 2013 (see Appédndixthet e a c baser s 0
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 fornwith the same contents #isose ofthe questionnaire
consent form (see Appendk) . The teacher soé wr bytusingn co
another formsimilar tothe interview consent form (see Appenéix Eachparticipant

wasgiven a signed copy of the consent form.

A specific reasomay 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 fellpwafter the
guestionnaires, many learners eegged 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, | opted for written feedbaclof the learners. On the other hand, the teachers
Afare the people who wild.l have to deliver
current students (and perhaps the needs analysts) have moved on. [Apart ffome this

must never forget that teachétave needs, tooo (Brown, 20
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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 sangeiestions The teachers and learners were both asked the following
seven questions, which are presented below with the respective summaries of their

responses:

1. | am proposing the syllabus Al faviFL-1, the syllabus A2 forMFL-2 and
suggesting that a nelevel 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 goo®itea.
of the learnersitedusingthe CEFR as a badisr structuring the classes:
| would get a clearer idd@fl wh at | ev el [wodld] e acyiredi Moreover,
when showing oneds [wald]tbé fedogniaed easier.aFbrrme,atd , t h
would be beneficial since | could compare my leveM#ltese with the other foreign
languages | have acquired (also to update my European CV accurately). In addition, it
would be great if another followp course (B1) was created so | could further my

Maltese language learning. This course would help nget@loser to my aim of sitting
for the Maltese @evels (SLWPY).

For the other | earwoaldhelptofuthermdeyelop the language | e
skills acquired (SUWPI. ke ont of the teachens,cplitting the | s o
courses into three levelsvould make the syllabi more realistic and practical.
Furthermore, this teacher thought that the topics included in the swyl@bd cater

more to thestudentf this course (SR1). Theother teacher commented along similar

lines, that everythingwas more structured and explainable in these syllabiaodld

thus fAcater to the ai mgST®Pd. t he teachers

2. Do you think that if syllabus Al is used insteadvi§iL-1, things will change for the
better? Why or why not?

ParticipantSLWP1made 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 Al syllabus, the aims for language
aqquisition at this leve[are] stated clearlywhich 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 theirrléag progress.

Likewise, one of the teachertated thatccess to the syllabwgould help the learners

monitor their learning journefSTIP2). The other teacher also commented on this issue:

it he fact t hat t he syl | alearsers tosmontor theirt e n
progress and t he$TiP).fFarthe othepadicgpant(SLWR2:, Alo n 0
Level seemed less ambitious thifFL-1. For hi m/ her , this #fi
difficult for a foreigner to assimilate so much in a new laggui the first yearé

there also seems to be more emphasis on

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 agreedabout thewell-paced syllabi, with one learner
commentingfiThey build up on each other and include revisions and reinforcements of
previous levels (such as the grammar and vocabulary sections). Moreovepateir
can be compared to other foreign language syllabi sudhdag of German, French or
I t a l(SLAmRILO One of the teachers mentioned that the revision and reinforcements
werevery important because after the summer recess, some leamédsforgeta lot
of things, while othersvould skip a year or more between courses FgJ;Ithus, the
pacing of the new syllabi would definitely be beneficial to the studérts. other
learner explainediBefore it was very discouraging for a new learneflas/ste would]
jump to a higher level too quickly and thdveas] usually a 50% dropout rate at MFL
Level 1 a (SHwWPBD).eTheeother B2a@cher noted that the pressure on teachers
would be eased because these syllabi induderoadmap for the learning journey
(STIP2.
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4. Are the syllabi clear enough, that will every learner know exactly what will be

covered at all the levels? Why or why not?

Both learners commenteah the clarity ofthe syllabi, withSLWP1 adding
fiEvery learner can understand what will be covefat all levels and can use the
syl l abus as a c¢ hec klaifutute cadditiom Ioi tlee syllabiaa n e r
checklist of the communicative aims, vocabulary and grammar taken from each
syllabus, whichwouldb e part of the | earnerso6 ,fitortfo
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 le@ould be] expected of them at the end of the
sc hol as({SLWP2.yesaigsue was also indicated by one of the teachers in the
next question. Both teachers also agreed that the syMef® clear, withSTIP1
commenting that the vocabulary ligtould substantiallyhelp teachers and that the

vocabulary topics seleadwerepractical.

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 resourgeso that teachers could have ideas to follow P2J1
The other teacher and one of the learners remarkeddhgile exanpapers should be
included for each levelSTIP1 and SLWP2. The other learner referred to the
Sociolinguistic appropriatenessction:
For me as a learngit would have been very interesting to get to know more about
cultural conventions, such as gestujthsit] are specific to the Maltese culture, what is

considered as polite/impolite, et¢co avoid cultural misunderstandingswhich often
occurred to me and other foreigners (SRW/

6. Do you think that anything should be removed from any part of these syllabi?
All four participantsagreed that nothing needito be removed from the syllabi.
7. Please indicate any other comments thatmpaght have about the syllabi.

One participantindicated 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

pr act pedaps abitrabitious but the conversation course could be partly activity
based, e. g., going to an actual super mar ke
could be further supplemented by additional levels or if the students would be competent
enough perhaps afteB1 they [could] be transferred to an -f@vel course[so] that

students who would want to continue learnioguld] do so (SLWP2).

The other learner noted that since the foreigners living and working in Mat&on
the increase:
it is high time that th&FL levels are adjusted to the CEFR to provide clear and uniform
recognition of language learning qualifications/certificates. Moreover, these syllabi are
presented in a welitructured and straightforward way, so | believe that this research will

be a stp forward in the Teaching and Learning of Maltese as a Foreign Language
(SLWPY).

Both teachers also commented positively about these syllabi, with one of them stating

t hat he/ dhhat [tietswldbivauld] &4 of great help to teachers dedrners

... [due to] the revision done during the transition from one syllabus to another and then
being certified with the | evel appTthepri a
ot her teacher ma dWell donedor the récycliyans teiaforeementn t
from one syllabus to another ... these [syllabuld] need to be implemented as soon as
possible .... because | think thaPRl). MFL [ «

From this feedback, it emerged that both learners and desacteedd these
syllabi, and particularly for these four participants, it seethat a balance labeen
achieved between the needs of teachers and learners. The following needs were
identified: a sample exam paper for each level; the inclusionulaird conventions,
such as gestures specific to the Maltese culture, irBtio®linguistic appropriateness
section; altural topics in Level B1; resources for teachers when using these syllabi; an
optional conversation course; and additional levels for tiadszwould want to learn

more.

The points raised by thesparticipants were all interesting and valid.
Subsequentlythe first two teachers who helped develop the syllabi were consulted
again with these fresh data to find out their opinions on these isBuesg 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 objectivesection of each syllabus were added, andetineasa discussion

of what could be included in th@ultural conventionsection. When askedhat they

were therteaching aboutcultural conventionsthey responded in the negative but added
that it would be interesting to learn more about the theméufare 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. Itis 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. Howevey the former should insist two or three times because generally, the
|l atter says O6nod only to be polite. Obs
copy their actions.

3. Gift giving is appreciated. It is a Maltese custom for a guest at a partynily fa
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 Sipeciat

4. Kissing andhugging 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 foreignes greeted with a handshake.

5. In the course of a conversation, making eye contact, speékudly, using hand
gestures and sometimes touching anothe

normalbehaviournn Maltese culture.

6. Pointing the middle finger is considered an obscene hand gesture in many Western

countries, including Malta.

However, t was agreed that these examples should be sent patti@pantconcerned
to identify which of themwere similar to his/her own social customs and to add any

other cultural conventions that he/shel eacountered in Malta. He/she confirmed that
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items land 6werecommon in his/her culture and mentioned the following observations

as well:

1. The Maltese gesture foio is made with the head.

2. Come heres expressed with handgestureamongst the Maltese.
3. TheCoronahand gesture.

4. The Maltese answer the phone wigkidli as their greeting, which literally means

Antell me O .
5. The Maltese count numbers by using their fingers.

To maintain balance with the other sections of the syllabi, we incltieedbllowing
general statements in tf®dciolinguistic appropriatenessection to cover the above
mentioned cultural topics but did natovidedetaik:

I know the basics about Maltese culture, including gestures and cugiabus Al,
2013, p. 8)

I know more about Maltese culture, including gestures, customs, Maltese food, popular
feasts and weknown places around Malta and Gq&yllabus A2, 2013, p. 8)

I know more about Maltese culture, including gestures, custbtaliese 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 Appéf)diXhe issue of an
optional conversatin course was discussed, and strictly speaking, a conversation course
is already available. However, the feedback obtained from the needs analysis revealed
thatalthough some learners attended the conversation course and learned a lot from it,
they commerdd on its short, Xveek 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 coveredH®).

Such comments immediately padtto the need for adequatesources to
make the courses successful. The resources should reflect the approach of the syllabus
and also incorporate the grammar and vocabulary objecliveesresources should be

based on the CEFR and offer the cyclical progression method to previdens and
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reinforcement to learneré. CD containing the audio files linked to the resounwesid

also be produced so that learneosildlisten to native Maltese speakers reading the text
and the dialogues in standard Maltese. Sanés should be included with these
resources to cover the four skills. These materials are discussed in more detail in

AppendixH, which presents the resources created for these syllabi.

F.3 Conclusion

This appendix has described the process involved in dauglthe 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 soabmit 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.
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Common European Framework of Reference for Languages:

Learning, teaching, assessment (CEFR)

This syllabus is based on the Common European Framework of Reference for
Languages: Learning, teaching, assessment. The CEFR, which is notlanguage-specific,
was published by the Council of Europe to provide:

“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. The description also covers the cultural context in which
language is set. The Framework also defines levels of proficiency which allow
learners’ progress to be measured at each stage of learning and on a life-long basis.
[Moreover] it provides the means for educational administrators, course designers,
teachers, teacher trainers, examining bodies, etc., to reflect on their current
practice, with a view to situating and co-ordinating their efforts and to ensuring
that they meet the real needs of the learners for whom they are responsible.” (CEFR
2001,1)

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. The intention of this document is to specify what learners should be able to
do at certain levels. In this way, teachers are guided by these levels in their teaching
and in selecting their course books and resources (Teacher’s Guide to the CEFR, 4).
The abovementioned levels of proficiency are split into six levels, arranged in three
bands: A denotes a basic user, B indicates an independent user and C represents a
proficient user. Each of the sixlevels is accompanied by a corresponding descriptive
term as shown in Table 1 (CEFR 2001, 23).
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Table 1

The levels of proficiency
A Al Breakthrough
Basic user Az Waystage
B B1 Threshold
Independent user B2 Vantage
C C1 Effective operational proficiency
Proficient user Cz Mastery

Although it is difficult to count or imagine the number of hours a learner needs
to achieve a particular level, the Association of Language Testers of Europe provides
guidelines on the number of teaching hours needed to achieve a particular level, as
indicated by the list in Table 2 (Teacher's Guide to the CEFR, 7).

Table 2
Approximate teaching hours needed to achieve each level
Al S0-100 hours
Al 180-200 hours
Bl 350-400 hours
B2 S00-600 hours
C1 TO0—£00 hours
C2 1,000—1,200 hours

With this global scale, achievement and learning could be measured across
languages, and this could help tutors, academics, researchers and course book
writers “to decide on curriculum and syllabus content and to choose appropriate
course books" {Tra:}ttr's Guide to the CEFR, 4}.

References
Couneil of Europe (2001) Common Eurapean Framework of Reference for Languages: Learning, Teaching,
Aggezsrment. Available from: hitp:/ ferwwecoe int/t/ dgd /Hnguistic/Source /Framework EN.pdi

Teachers Guide to the Cormmon Ewropean Framework. Available from: hitp: //www pearsonlongman com,/
e/ cef/cefguide pdf [Accessed 2nd August 2013].
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Level Al

COMMUNICATIVE OBJECTIVES

By the end of the course you will be able to do the following:

Lr'.ll'em'ng

[ can recognise familiar words and very basic phrases concerning myself, my family
and immediate concrete surroundings when people speak slowly and clearly.
I can follow speech which is very slow and carefully articulated, with long
pauses for me to assimilate meaning.
I can understand instructions addressed carefully and slowly to me and
fiollow short, simple directions.

I can recognise and understand common words and very basic phrases
related to the themes listed in the vocabulary section.®

Reading

[ can understand familiar names, words and very simple sentences, for example on
notlces and posters or in catalogues.
I can understand very short, simple texts a single phrase at a time, picking up
familiar names, words, and basic phrases and rereading as required.

I can recognise familiar names, words and very basic phrases on simple

notices in most everyday situations (ex. Police, Welcome, No Smoking, No
Entry).

I can get an idea of the content of simpler informational material and short
simple descriptions, espectally if there is visual support.

I can understand short, simple messages on postcards.

I can read and understand common words and very basic phrases related to
the themes listed in the vocabulary section_®
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Spoken interaction

I can interact in a .*\.:|||1E'-|r.' way pr ovided the other person is I.l:I.'I.'ldl:lL'd. o repeal or
rephrase things at a slower rate of speech and help me formulate what I'm trying to
say. | can ask and answer questions in areas of immediate need or on very familiae
topics.

[ can use basic greeting and leave-taking expressions.

[ can ask how people are and react to news.

[ can ask and answer questions about myself and also other people — where

they live, people they know, things they have.

I can ask people for things and give people things.

[ can handle numbers, quantities, costs and times.

I can indicate time by such phrases as next week, last Friday, in November,

three oclock.

Spoken production

[ can use simple phrases and sentences to describe where I live and people [ know.
[ can very simply describe myself, what 1 do and where 1 live.
[ can describe my family.

[ can give basic personal information (name, surname, address, telephone,
mobile, nationality, age and sex).

[ can produce simple, mainly isolated phrases about people and places.

[ can produce common words and very basic phrases related to the themes
listed in the vocabulary section.”

Writirg

I can write a short, simple posteard, for example sending holiday greetings. I can fill
in borms with |.'|I.'Ih|.:ll1d.| details, for example entering name, nationality amnd address

LI =1 I 1 L'[EI = b:l giration Morm.
[ can write simple sentences about myself, where I live and what I do.

[ can write simple solated phrases and sentences.
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I can complete a form or questionnaire with my personal details.
I can write a short, simple postcard.

I can write numbers and dates, own name, nationality, address, age, date of

birth or arrival in the country, etc., such as on a hotel registration form.

I can write common words and very basic phrases related to the themes

listed in the vocabulary section. ®

Sociolinguisfic approprialéngis

I can establish basic social contact by using the simplest everyday polite
forms of greetings, farewells and introductions, and can use important

phrases such as please, thank you, sorry, I don't understand, please repeat,
eti.

I know the basics about Maltese culture, including gestures and customs.®
FTO=

374



GRAMMAR OBJECTIVES

To reach the communicative objectives of level Al, you need to know most of these

language areas:

Grammar

¥ The Maltese alphabet
Consonants and vowels and their sound:
i Sun consonants (¢ d, n 156 x 2, 2).
it. Moon consonants (all the other consonants of the Maltese
alphabet).
¥ The definite article
(I- or il- also assimilation of I-) Reference to the fact that the euphonic
vowel, il-vokali tal-lehen, is eliminated when a word starts with a vowel
or the word before finishes with a vowel.
Ex. l-ors, l-art & not il-ors, d-art .
For this level do not elaborate more on the euphonic vowel.

v Particles
Ex. bi, fi, xi, md’, ta’, sa, lil, ghal, bhal
Particles linked to the article ex. bil-, fil-,mal-, tal-, lill-, ghall-, bhall-
Reference to the fact that the particles ma’ ta’ sa are shortened to i, <
1, in front of words starting with a vowel, gh or h.
Ex. m'ommi, s Ghawdex, t Anna.
Also refer to:
a. Adverbs:
L. Of time (most common ex. ghada, imbaghad, illum, tlu, meta,
pitghada, xhin, x"hin? xi drabi, etc.).
il. Of place (most common ex. barra, gewwa, fug, hawn, henom,
hdejn, taht, etc.).
iii. Of quantity (most common ex. aktar, angas, biss, bizejjed, ijed,
122¢jjed, kemm? Kemm-il darba).
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b. Conjunctions (most common ex. biex, meta, imma, li, jew, u, etc.).
¢. Prepositions (most common ex. ben, fig, isfel, quddiem, taht, etc.).
d. Interjections: (most common ex. afma, ahh, jagq, etc.).

¥ Adjectives
Refer to the most common positive adjectives (ex. sabih, ikrah, ohxon
i.e. Grad Pozittiv — do not refer to comparative and superlative).

¥ Gender of nouns and adjectives
Focus mainly on nouns and adjectives that form the feminine word by
addingana.
i.  Nouns: ex. hmar/a, kelb/a, avukat/a
il Adjectives: ex. sabih/u, nadif/a, irhis/a.

¥ Singular and plural of nouns and adjectives
From word lists, observe that in Maltese certain plurals are formed by
adding suffixes at the end of the word (ex. platt/i, wejter/s, haddiem /s,
tajbin, gellidin} and others by breaking up the internal structure of the
word (ex. borma-borom, bidwi-bdiewa, dar-djar). Do not go into too
much detail about sound and broken plurals. For the time being, refer
to different patterns in their plural lists and to the existence of two
types of plural: Plural Shik and Plural Miksur.

¥ Pronouns
a. Personal:

i. Independent (fien/a, int/i, hu/wa, hi/ja, ahna, intom, huma).

ii. Pronominal suffixes (refer to the most common for this level;
and refer to some of the variants also, but do not emphasize
these too much, Le, for nouns and prepositions i/ifa, ek/k/ok,
w/h, ha, na, kom, hom, for verbs ni, ek/k, u/h, ha, na, kom, hom).

b. Demonstrative (dan, din, dawn, dak, dik, dawk).
¢. Interrogative (ex. Min?, Xi/ x2, Liema?).

¥ Basic Verbs (see Common Actions in vocabulary section — do not
refer to verb forms)
a. Imperative: refer to the formation by shifting the first vowel
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Ex. hataf = shtaf.
b Present:

L. Itis very important to know/show the link between the
imperative and the present. Ex. Imperative of kiser is dkser
(singrular ) ikeru (plural). To form the present, generally, one has
to add the prefix:

il m,t ) bt the imperative singular to form the present.

i m, t, j to the imperative ploral to form the present.

iv. Reference to the future (reference to particles ser, sa, fua in front
of present to form the future, ex. cor miekol, se nixreb, fu nig).

. Past:

i. Refer to the third person masculine singolar and the roots of
Semitic verbs (ex. hasel, kiser, wasal) and the stems of Romans

(ex. pogra) and Anglo-Saxon (ex. ipprintja) loan words
(mamima and gherg or zoldk morfemiku ).
i Show how common verbs like hasel, kiteb, (refer to Common
Acttoms in vocabulary section) conjugate.
d. Megative:

i. Reference o the very basics of the negative, Le. adding ma in
fromt and = attached to the verh, ex. ma kels, ma wasalz

¥ MNumbers
For the time being, emphasize the diference between ordinal and

cardinal numbers and how to use them. Do nob go into too much detail

for this level.
a. Cardinal:

i. From 1-20 (ex. wighed, e, fieta, erbgha, hansa, stta, sebgha,
tmdeinfa, disgha, ghascea, fhdax, tnax, Heffazx, erbatas, ke, sitfax
shatar, briintax, desti, gheorin ).

it. The lyphenated —il (11-19 ex. 13- kelb, 1241 pitazs, etc.).

ili. Reference to compound numbers from 21 to 99 (ex. wighed u
ghoaxrin, trefie u ghosrin, teta u ghoxrin, ete.).

b, Ordinal from 1-10:

i Ex lewwel, i-tieni, i-tielet, ir-raba’, il-hames, is-sit, is-seba’, it-
timdein, fil-disa’, I-ghaxar.

it. Reference that the rest of the ordinal numbers are formed by
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adding the definite article to the cardinal numbers.
Ex Caejt o-wighed u ghosori fl-edamd.

. Timewords |:I-.'.i:- iedqin kwart, u kwart, u mofs, rmofs siegha, futiries it

aofiru, ta” filgfeods, ta® filghaxija).

PFTO»
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VOCABULARY OBJECTIVES

To reach the communicative objectives of level Al you need to familiarise yourself

with these vocabulary topics:
Vocabulary
¥ Animals ¥ My family and friends
v Clothes ¥ Numbers
¥ Colours ¥ Opposites
v Common actions v Personal information
v Continents, countries and nationalities v Public places
¥ Days of the week, seasons, months v Shops
v Directions v The body
¥ Food and drink ¥ Time
¥ Fruit and vegetables ¥ Towns and villages in Malta and Gozo
v Home and furnishings ¥ Transport
¥ Inthe countryside v Useful expressions
¥ Inthe village/town
Feedback

Any comments or suggestions on this syllabus? Please send your feedback to:

maltesecourses@yahoo.com

For additional resources to teach Maltese for Foreigners
(including higher-level syllabi), go to:

www.charlesdanielsaliba.com

. L] LR |l‘ . l
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Common European Framework of Reference tor Languages:

Learning, teaching, assessment (CEFR)

This syllabusisbased on the Common European Framework of Reference for Languages:
Learning, teaching, assessment. The CEFR, which is not language-specific, was
published by the Council of Europe to provide:

"a common basis for the elaboration of language syllabuses, curriculum guidelines,
examinations, textbooks, etc. across Europe. It describes in a comprehensive
way what langnage 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. The description also covers the cultural context in which
language is set. The Framework also defines levels of proficiency which allow
learners’ progress to be measured at each stage of learning and on a life-long basis.
[Moreover) it provides the means for educational administrators, course designers,
teachers, teacher trainers, examining bodies, etc, to reflect on their current
practice, with a view to situating and co-ordinating their efforts and to ensuring
that they meet the real needs of the learners for whom they are responsible.” (CEFR
2001, 1)

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. The intention of this document is to specify what learners should be able to
do at certain levels. In this way, teachers are guided by these levels in their teaching
and in selecting their course books and resources (Teacher’s Guide to the CEFR, 4).
The abovementioned levels of proficiency are split into six levels, arranged in three
bands: A denotes a basic user, B indicates an independent user and C represents a
proficient user. Each of the sixlevels is accompanied by a corresponding descriptive
term as shown in Table 1 (CEFR 2001, 23).
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Table 1

e levls of proficiency
A Al Breakthrough
Basic user A2 Waystage
B Bl Threshold
Independent user B2 Vantage
C Cl Effective operational proficiency
Proficient user c2 Mastery

Although it is difficult to count or imagine the number of hours a learner needs
to achieve a particular level, the Association of Language Testers of Europe provides
guidelines on the number of teaching hours needed to achieve a particular level, as
indicated by the list in Table 2 (Teacher’s Guide to the CEFR, 7).

Table 2
Approximate teaching hours needed to achieve each level
Al 90=100 hours
A2 180=200 hours
B1 350=400 hours
B2 500=600 hours
Cl1 700=800 hours
C2 1,000=1,200 hours

With this global scale, achievement and learning could be measured across
languages, and this could help tutors, academics, researchers and course book
writers “to decide on curriculum and syllabus content and to choose appropriate
course books” (Teacher’s Guide to the CEFR, 4).

References
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LEVELA2

COMMUNICATIVEOBJECTIVES

By the end of the course you will be able to do the following:

Lis:cm'ng

I can understand phrases and the highest frequency vocabulary related to areas of

most HHI".]L'\]IJLL' PL‘l‘\LUl.iI fClL"-'.l“k‘.' ':L'A.k:. very l\".\]\, P\.'l \L‘li.l! Jn\_: [‘.31”1]\ ”li‘&‘rnl.:‘l(‘n.
shopping, local area, employment). I can catch the main point in short, clear, simple
messages and announcements

« lcanunderstand enough to be able to meet needs of a concrete type provided

speech is clearly and slowly articulated.

« 1 can generally identify the topic of discussion around me, when it is

conducted slowly and clearly.

« lcanunderstand simple directions relating to how to get from X to Y, by foot
or public transport.

« Icanunderstand and extract the essential information from short, recorded
passages dealing with predictable everyday matters which are delivered
slowly and clearly.

« 1 can recognise and understand words and phrases related to the themes

listed in the vocabulary section.”

Reading

I can read very short, simple texts. I can find specific, predictable information

in simple everyday material such as advertisements, prospectuses, menus and
timetables and | can understand short simple personal letters,
« Icanunderstand basic types of standard routine letters and faxes (enquiries,

orders, letters of confirmation, etc.) on familiar topics.

384



I can understand everyday signs and notices: in public places, such as streets,
restaurants, railway stations; in workplaces, such as directions, instructions,

hazard warnings.

« I can identify specific information in simple written material I encounter
such as letters, brochures and short newspaper articles describing events.

I can read and understand very short, simple texts related to the themes
listed in the vocabulary section.®

Spoken dnteraction

[ can communicate in simple and routine tasks requiring a simple and direct
exchange of information on familiar topics and activitles. I can handle very short
social exchanges, even though I can't usually understand enough to keep the
conversation godng mysell.

I can interact with reasonable ease in structured situations and shost

conversations, provided the other person helps if necessary.

I can use simple everyday polite forms of greeting and sddress.

I cam make and respond to invitations, suggestions and apologles.

I cam say what I like and dislike.

I can discuss what to do in the evening and at the weekend.

I can agree and disagree with others.

Spoken production

I.can use a series of phrases and sentences to describe in simple terms my family and
other people, living conditions, my educational background and my present or most
recent job.

I can give short, basic descriptions of events and activities.

I can use simple descriptive language to make brief statements about and

compare objects and possessions.

I can explain what I like or dislike about something.

« I can ask for and provide everyday goods and services.
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I can get simple information about travel, use public transport (buses, trains,
and taxis), ask and give directions, and buy tickets.

I can produce phrases and sentences related to the themes listed in the
vocabulary section.®

Writing

[ can write short, simple notes and messages relating to matbers in areas of immediate
feed. 1 can write a very -|||.||:._- ;'I\.I'\-l\.'l..l: letter, bot ."-..l::l;-h. li'..llll\..::!'_ SOrmenne o
something.

I can write very simple personal letters expressing thanks and apology.

I can take a short, simple message provided I can ask for repetition and
reformulation.

I can write short simple texts related to the themes listed in the vocabulary

section.”

Sociolinguistic agpropriateness

I can handle very short gocial exchanges, using everyday polite forms of
greeting and address.

I can make and respond to invitations, suggestions, apologies, etc.

I can soctalise simply but effectively using the simplest common expressions
and following basic routines.

I can perform and respond to basic language functions, such as information
exchange and requests, and express opinions and attitudes in a simple way.

I know maore about Maltese culture, including gestures, customs, Maltese
food, popular feasts and well-known places around Malta and Gozo.®
PFTO -

]
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GRAMMAR OBJECTIVES

This grammar level is a revision and continuation of Level Al

To reach the communicative objectives of level A2 you need to know most of these

language areas:

Grammuar

¥ The Maltese alphabet
Revision of vowels, sun and moon consonants, and their sounds.

V' The definite article (I or il- also assimilation of I-)
The euphonic vowel (more details about il-vokali tal-lehen: I-:mwefjed,
[-iskola, I-sport).

V' Particles (ex. bi, fi, xi, ma’, ta), sa, lil, ghal, bhal and shortened forms ¢,
m ’l s )
Particles linked to the article (fi + [- = fil-, bi +I= bil- etc. also
assimilation of - ex. mix-vatt, mas-:urmast).
Also refer to:
a. Adverbs:

i.  Of time (most common ex. ghada, imbaghad, illum, tlu, meta,
pitghada, xhin, x'hin? xi drabi, etc.).

il. Of place (most common ex. barra, gewwa, fuq, hawn, hemm,
hdejn, isfel, taht, etc.).

iii. Of quantity (most common ex. aktar, anqas, biss, biZejjed, izjed,
122¢jjed, kemm? Kemm-il darba).
iv. Of negation (most common ex. le, mhux, gatt, imkien, xejn, etc.).
v. Of affirmation (most common ex. iva, tafjeb, very, tassew, kollox
sew, etc.).
b. Conjunctions (most common ex. biex, meta, imma, li, jew, u, etc.).
¢. Prepositions (most common ex. bejn, fuq, isfel, quddiem, taht, etc.).
d. Interjections (most common ex. ajma, ahh, jagq, etc.).
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v Adjectives
Different comparative degrees of adjectives (preferably formed by one
word):
a. Positive: sabih, gadim, gholi.
b. Comparative: sbah, .gdem, vghla.
¢. Superlative: -isbah, (-eqdem, |-oghla.

v Gender of nouns and adjectives
a. Masculine:
L. Nouns and adjectives ending ina consonant:
Ex. nouns: kelb, hmar, 2arbun.
Ex. adjectives: sabih, ikrah, gasir.
Refer also to exceptions, ex. Alla, art, ghafn.
il. Nouns ending in vowels i or u:
Ex. noun: gidi, tosku.
b. Feminine:
L. Nouns and adjectives ending in s
Ex. nouns: kelb, hmar:, 2arbun..
Ex. adjectives: sabih, kerh., gasir..
Refer also to exceptions, ex. Alla, gmis.

v Numbers of nouns and adjectives
2. Singular.
b. Dual: emphasis on body parts and time (Ghadd Imtenni: saqu.s,
sents ).

¢. Plural:

L. Sound plural (plural shih formed by the suffixes: a, an, at, ien, fet,
4, dfiet, in, ).

it. Broken plural (plural miksur: show different patterns).

v Pronouns
a. Personal:
i. Independent (fien/a, int/i, hu/wa, hi/ja, ahna, intom, huma).

il. The negative of personal pronouns (for this level: mjienx,
m'intix, mhux, mhix, mahniex, m'intomx, mhumiex).
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ili. Pronominal suffives (show the vartants, Le., for nouns and
prepositions i/tfa, ek/kSok, w'h, ha, na, ke, hom, for verbs ni,
ek sk, wlh, ha, na, kow, hore ).

b. Revise demonstrative (dan, din, dawn, dak, dik, dewk).
¢ Revise interrogative (ex. Min?, Xi/ x7, Liema?).

¥ Verbs
a. Imperative:

i. Reference to trilateral and quadrilateral verbs of Semitic origin
(ex. kizer, werwer ), Romance (ex. cdula, bali) and Anglo-Saxon
(ex. gpprinija, teculija) origin.

b Present:

i. Revise the rule: n, t, |, t to the imperative singular and o, t, |
to the imperative plural to form the present. Apply this rule to
verbs of Semitic (ex. israq, ifrah ), Romance (ex. eduka, bati) and
Anglo-Saxon (ex. ipprintfa, toouttfa) origin with the imperatives
starting with 3 vowel.

il.. Refer to the conjugation of the imperatives which start with a
consonant (ex. werwer, pogg ).

id. Refer to verbs where the conjugation prefix f assimilates with
conzonants & d, n, 8, 5%, 2, 2 (ex. indawivar, & dawavar, wlitvwar,
iddawwar, indawra, i dawri, wawri).

iv. Refer to verbs where the conjugation prefix s assimilates with
conzonants [, i, r (ex. (vim, [, EHur, R, iomorr, Drore,
I,

v Conjugate a sample of the all the categories in the 1st Trilateral
Verb Form (Le., L-ewwel forma: Shih, Shih Trux, Dghajfef
Xebbieht, Dghajjef Mok, Dghajjef Nieges). Do not mention other
verb forms.

. Past:

i. Refer to the third person masculine singular and the roots of
Semitic verbs (manma and gherg ) and the stem of Romance
and Anglo-Saxon origin (ex. manvma and zokk morfenikua).

iL. Show the conjugation of the 1st Trilateral Verb Form (ie.
L-ewwel forma: Shit, Shih Trux, Dghayjef Xebbishi, Dghajjef
Mohjfi, Dghafjef Nieqges). Emphasis on the weak verb [ Verb
Dighajfef Nieqges: mexa ex. mxgfl, mxgil, mexg, mxief, nuceing,
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mxejly, mxew).

ili. Use the endings used in the conjugation of Semitic Weak Verb
(Dghagjef Nieges) to conjugate verbs of Romance (ex. refer to
the zokk morfemiku I batgit, batgjt, batg, batigt, bateyng, batejty,
batew) and Anglo-Saxon (ex. zokk morfemiku pron: ipprintjagt,
ipprintjail, ipprintja, ipprintjat, ippritjana, ippritjajty, pprintjaw)
origin.

d. Negative:
5. Basic rules: fetah=10 fetahs, beka=imo bekocx, waga'= i wagax.
il. Negating the imperative: lohrog:, (pejfip-.

e. Future (the use of ha, se/r ex. ha nohrog, se nohorgu).

v Numbers
Revise:
a. Cardinal:

i. From 1-20 (ex. wiched, tnejn, theta, erbgha, hamsa, sitta, sebgha,
tmienja, disgha, ghaxra, hdax, tnax, tlettax, erbatax, hmistax, sittax
sbatax, tmintax, dsatax, ghoxrin).

il. The hyphenated —if (11-19 ex. I1-il kelb, 12-il pitazz, etc.).

iii. Reference to compound numbers from 21 to 99 (ex. wiched u
ghouxrin, tnefn u ghoxrin, thieta u ghoxrin, etc.).

b. Ordinal:

i Ordinal (ex. l-ewswel, it-tien, it-tielet, r-raba’, il-hames, is-sitt, is-
seba’, it-tmien, id-disa’, I-ghaxar).

ii. Revise that the other ordinal numbers are formed by adding
the definite article to the cardinal numbers (ex. Gejt [ -wiched u
ghoxrin fl-ezami).

¢. Revise Time words and consolidate with more examples (ex. negsin
kwart, u kwart, u nofs, nofs siegha, hames minut ohra, ta’ filghodu, ta’

Silghaxija, nofsillejl, nofsinhar, billefl, etc.).
PTO»
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VOCABULARY OBJECTIVES

This vocabulary level is a continuation and reinforcement of Level Al.

To reach the communicative objectives of level A2 you need to familiarise yourself

with these vocabulary topics:
Vocabulary
V' Aspirations v Maltese food
¥ Education v Media
v Feelings v More animals and creatures of the earth
V' Health V' More directions
V' Hobbies v Opinions
v Jobs v Popular feasts in Malta and Gozo
V' Living conditions v Services
V' Maltese customs v Wellkknown places around Malta and Gozo

Feedback

Any comments or suggestions on this syllabus? Please send your feedback to:

maltesecoursesidyahoo.com

For additional resources to teach Maltese for Foreigners

12

(including other syllabi), go to:

www.charlesdanielsaliba.com

A BT
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Common European Framework of Reference for Languages:
Learning, teaching, assessment (CEFR)

This syllabus is based on the Comtmon European Framework of Reference for Languages:
Learning, teaching, assessment. The CEFR, which is not language-specific, was
published by the Council of Europe to provide:

“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 leam 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. The description also covers the cultural context in which
language is set. The Framework also defines levels of proficiency which allow
learners” progress to be measured at each stage of learning and on a life-long basis.
[Moreover] it provides the means for educational administrators, course designers,
teachers, teacher trainers, examining bodies, etc., to reflect on their current
practice, with a view to situating and co-ordinating their efforts and to ensuring
that they meet the real needs of the learners for whom they are responsible.” (CEFR
2001, 1)

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. The intention of this document is to specify what learners should be able to
do at certain levels. In this way, teachers are guided by these levels in their teaching
and in selecting their course books and resources (Teacher’s Guide to the CEFR, 4).
The abovementioned levels of proficiency are split into six levels, arranged in three
bands: A denotes a basic user, B indicates an independent user and C represents a
proficient user. Each of the six levels is accompanied by a corresponding descriptive
term as shown in Table 1 (CEFR 2001, 23).
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Table 1

The levels of proficiency
A Al Breakthrough
Basic user A2 Waystage
B B1 Threshold
Independent user B2 Vantage
C Cl1 Effective operational proficiency
Proficient user c2 Mastery

Although it is difficult to count or imagine the number of hours a learner needs
to achieve a particular level, the Association of Language Testers of Europe provides

guidelines on the number of teaching hours needed to achieve a particular level, as
indicated by the list in Table 2 (Teacher’s Guade to the CEFR, 7).

Table 2
Approximate teaching hours needed to achieve each level
Al 90=100 hours
A2 180=200 hours
B1 350=400 hours
B2 500=600 hours
Cl1 700=800 hours
Cc2 1,000=1,200 hours

With this global scale, achievement and learning could be measured across
languages, and this could help tutors, academics, researchers and course book
writers “to decide on curriculum and syllabus content and to choose appropriate
course books” (Teacher’s Guide to the CEFR, 4).

References

Council of Europe (2001 ) Conemon European Framework of Reference for Languages: Learning, Teacking,
Assessment. Available from: hetp:/ fwww.coeint/t/dg4/Inguistic/ Source/Framework_EN.pdf

Teacher’s Guide to the Common Exropean Framework. Available from: hatp-//wwwpearsonlongman.com/
ae/cef/ cefiguide pdf [Accessed 2nd August 2013]
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LEVELB1

COMMUNICATIVE OBJECTIVES

By the end of the course you will be able to do the following:

L:‘stenfﬂg

I can understand the main points of clear standard speech on familiar matters
regularly encountered in work, school, leisure, etc. I can understand the main
point of many radio or TV programmes on current affairs or topics of personal or
professional interest when the delivery is relatively slow and clear.

« I can understand straightforward factual information about common
everyday or job-related topics, identifying both general messages and
specific details, provided speech is clearly articulated in a generally familiar
accent.

« 1 can generally follow the main points of extended discussion around me,
provided speech is clearly articulated in standard dialect.

« lcanfollow in outline straightforward short talks on familiar topics provided
these are delivered in clearly articulated standard speech.

« lcanfollowalecture or talk within my own field, provided the subject matter
is familiar and the presentation straightforward and clearly structured.

« 1 can understand simple technical information, such as operating
instructions for everyday equipment.

« lcanfollow detailed directions.

« I can understand the main points of radio news bulletins and simpler
recorded material about familiar subjects delivered relatively slowly and

clearly.

« Icanfollowshort talks related to the themes listed in the vocabulary section.”

w
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Eeading

I can understand texts that consist mainly of high-frequency everyday or job-related

language. I can understand the description of events, feelings and wishes in personal

letters.

I can read straightforward factual texts on subjects related to my field and
interest with a satisfactory level of comprehension.

I can find and understand relevant information in everyday material, such as
letters, brochures and short official documents.

I can recognise significant points in straightforward newspaper articles on
familiar subjects.

I can identify the main conclusions in clearly signalled argumentative texts.
I can understand clearly written, straightforward instructions for a piece of
equipment.

Ican read and understand texts related to the themes listed in the vocabulary

section.”

Spoken interaction

I can deal with most situations likely to arise whilst travelling in an area where the

language is 5P|.'|-J{-E|'I|. I can enter unpfepa.ted into conversation on topics that are

Familiar, of personal interest or pertinent to everyday life (e.g family, hobbies, work,

teavel and immediate need, or current events).

[ can communicate with some confidence on familiar routine and non-
routine matters related to my interests and professional field. I can exchange,
checkand confirm information, deal with less-routine situations and explain
why something is a problem. I can express thoughts on more abstract,
cultural topies such as films, books, music, ete.

I can follow clearly articulated speech directed at me in everyday

conversation, though will sometimes have to ask for repetition of particular
words and phrases.

I can maintain a conversation or discussion but may sometimes be difficult
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to follow when trying to say exactly what Twould like to.

I can express and respond to feelings such as surprise, happiness, sadness,
interest and indifference.

I can cope with less routine situations in shops, post offices, banks, eg.
returning an unsatisfactory purchase.

I can deal with most situations likely to arise when making travel
arrangements through an agent or when actually travelling, eg. asking
passengers where to disembark for an unfamiliar destination.

I can find out and pass on straightforward factual information and describe
how to do something, giving detailed instructions.

I can provide concrete information required in an interview/consultation
(e.g. describe symptoms to a doctor), but with lmited precision.

Spoken production

I can connect phrases in a simple way in order to describe experiences and events,

my dreams, hopes and ambitions. I can briefly give reasons and explanations for
opinions and plans. 1 can narrate a story or relate the plot of a book or film and
describe my reactions.
I can reasonably fluently sustain a straightforward description of one of
a variety of subjects within my field of interest, presenting it ag a linear
sequence of points.
I can relate details of unpredictable occurrences, e.g. an accident.
I can describe events, real or imagined.
I can briefly give reasons and explanations for opinions, plans and actions.
I can develop an argument well enough to be followed without difficulry
maost of the time.
I can give a clear, systematically developed presentation, with highlighting
of significant points, and relevant supporting detail.
I can depart spontaneously from a prepared text and follow up interesting
points raised by members of the andience, often showing remarkable fluency

-
b
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and ease of expression.

I can produce short discussions related to the themes listed in the vocabulary
section.”

[ cam write simple connected text on topics which are familiar or of personal interest.

[ can write personal letters describing experiences and impressions.

I can write accounts of experiences, describing feelings and reactions in

simple connected text.
I can write a description of an event or a recent trip — real or imagined.
[ can narrate a story.

I can write an essay or report which develops an argument, giving reasons in
support of or against a particular point of view and explaining the advantages
and disadvantages of various options.

I can synthesise information and arguments from a number of sources.

I can convey information and ideas on abstract as well as concrete topics,

check information and ask about or explain problems with reasonable

precision.

I can write notes conveying simple information of immediate relevance to
friends, service people, teachers and others who feature in my everyday life,
getting across comprehensibly the points I feel are important.

I can take messages communicating enquiries and explaining problems.

I can write texts on the themes listed in the vocabulary section.®

Sociolinguistic approprialeness

I can perform and respond to a wide range of language functions, using their

most common exponents in a neutral register.
I am aware of the sallent politeness conventions and can act appropriately.

I am aware of, and look out for signs of, the most significant differences
between the customs, usages, attitudes, values and beliefs prevalent in the
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community concerned and those of my own.

I know more about Maltese culture, including gestures, customs, Maltese
products and Maltese recipes, and past traditions and folklore.”

GRAMMAR OBJECTIVES

This grammar level is a revision and continuation of Level Al and A2.
To reach the communicative objectives of level Bl you need to know most of these

language areas:

{rrdirimiar

¥ The Maltese alphabet
Consonants and vowels:
. The vosrels.
i Sun consonants (&, d,m, 58 | a2 2]
ili. Moon consonants {all the other consonants of the Maltese
alphabet).

iv. Liquid consonants ([, m, n, r, gh).

¥ The definite article (I- or il- also assimilation of I-)
2. The enphonic vowel (d-vokalt tal-lehen: Ljmwejred, Iskola, Hsport).
b. Particles linked to the article (fi + I-= fil-, ;v +i= bil- etc.).
i Differentiate between: i/ Lll-, ghal / ghall-, bhal /lhall-

¥ Particles (ex. bi, fi, xi, ma', ta’, sa, lil, ghal, bhal)
Also refer to:
a. Adverbs of:

L Time (most common ex. ghada, tnbaghad, ilum, du, meta,
pitghada, xhin, <'fin? o dral, etc.).

i Place (most commaon ex. barrd, gewwa, fug, haw, henem, Rdem,
tsfel, taht, ete.).

i, Quantity {most common ex. akfar, anguas, blas, b2zefed, i2ed,
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iz2ejfed, kemm? Kemm-il darba).
iv. Megation (most common ex. le, mbux, gatt, imkien, xejn, etc.).
v Affirmation (most common ex. iva, tajfed, veru, tassew, kollox sew,
ehe ).
vi. Question (most common ex. ghaliex? mnen? Hf? ghala? ete.).
vil. Manner (most common ex. s, sewid, ajla, etc.).
b. Conjunctions (most common ex. biex, meta, imema, [, jew, u, ete.).
¢. Prepositions (most commaon ex. bepn, fug, isfel, quddiem, taht, etc.).
d. Interjections (most commaon ex. apma, ahh, fagg, etc.).

¥ MNouns

a. Gender of nouns (include also similar examples: serdul-tifteda;
patri-sori, etc.).

b. Numbers:

i. Revise and consolidate: singular, dual, sound and broken plural
. The collective (ex. serbut nemel, mazz karti, tadam, langas).
d. The formation of:

i Mimated nouns (ex. mizsbla, miixtia).

i.. Diminutive nouns (ex. dwejra, trefga).

il Verbal nouns (ex. raqda, mixpa, girja).

e. The construct stat | -stat kostrutt ex. dar Ganni, mart Karmnu, bish
il-Belt).

¥ Synonyms (ex. verbs: fichem-spjega, nouns: gazzetta-gurnal,
adjectives: anfik-gadim )
¥ Pronouns
a. Personal:
L. Independent (jien/a, int/i, hu/wa, hifja, ahna, intom, kima ):
L The negative of personal pronouns (m'jlenx, m intix, mhi,
wihidx, mitifernies, in'tilosn, mbuntex).
i.. Promominal suffives:
L Nouns: ifju, ek/k/ok, u/h, ha, na, kom, hom.
I1. Verbs: i, ek /L, w/h, ha, ma, ko, hom
II1. Prepositions: i/fa, ek/k, u/h, ha, na, kom, hom.

10
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b.

C.

Demonstrative (das, dir, dawn, dak, dik, dawk).
Interrogative (ex. Min? Xi/ x2, Liema?).

v Adjectives

2.

b.

v Verbs

- TR S

Revise gender of adjectives.
Different comparative degrees of adjectives (including i2jed, anqas,
aktar):

L. Positive: sabik, bravy, nadif.

il. Comparative: ishah, aktar brav, iZjed nadif.

iii. Superlative: [-ishah, l-aktar brav, Fizjed nadif

Diminutive adjectives (ex. xwejjakh, ckejken ).

The trilateral verbs:

i Revise and consolidate the root form (The 1st form — the strong
including Shih Trux and weak verbs Le. Xebbiehi, Mohfi, Nieges).

il. Derived forms of the trilateral verbs (2nd to 10th form).
The quadrilateral verbs (the first form and the derived form).
Verbs of foreign origin.

The imperative.

The imperfect/present (sample conjugated verb of each form).
The perfect/past (sample conjugated verb of each form).
Present participle.

Past participle.

The negative.

Future.

¥ ‘The Numerals

a.

b.

Cardinal:

1. Cardinal numbers from 1-10 and their variations (ex.wiched/
wahda, tnejn/2ewg/2ewgt, thieta/tliet/tlitt/tlett, etc.) and their
e

it. The hyphenated —if (11-19).

ill. Compounded numbers (ex.wiched u ghoxrin, tnejn u ghoxrin,
ete.).

Ordinal (ex. Fewwel, it-tiens, it-tielet, ir-raba’, il-hames, is-sitt, is-seba’, it
11
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ttien, id-disa’, lghaxar. Please note the rest are like cardinal numbers,
with the article before, except for 100, which is mitt).

VOCABULARY OBJECTIVES

This vocabulary level is a continuation and reinforcement of Level Al and A2.

To reach the communicative objectives of level Bl you need to familiarise yourself
with these vocabulary topics:

Vocabulary

v

R L T T T T

Travel and services

Introduction to idiomatic expressions

Differentiation between formal and informal greetings

School surroundings

Familiar objects at school

Temperature

Maltese products and recipes

Health ¥ More useful expressions

More feelings ¥ More detailed personal information

Time ¥ Common expressions in emergency situations

Feedback

Any comments or suggestions on this syllabus? Please send your feedback to:

12

maltesecourses@yahoo.com

For additional resources to teach Maltese for Foreigners
(including other syllabi), go to:

www.charlesdanielsaliba.com

. Ill.l\' IIHI.I.I
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Appendix H

Resources

H.O 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 listabwlary 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 learnersd teachers.

H.1 Synopsis of Main Needs Expressed by Learners and Teachers

The |l earners and teachers expressed t
althoughlearnerswere especially concerned with improving speaking proficiency. The
research lsowed that thisshouldbe done through the inclusion of diyday 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 speakiand listening activitieswithout ignoring
practices already in use; there should be more pair work, less copying from the
whiteboard and more engagement in language practice. Simeenthg a strong feeling
thatthe learning materials used in the gegdidn ot meet the | ear ne
needs and expectations, it was suggested that the notes given by the teachers be retained
and reinforced by aoursebook word lists and more listening resources. Thus, the
newly created resources could be araaigted with the present reading, listening,
writing and speaking activities, which should be retained, reinforced and used more
effectively, from the | earnersé and teac

neglected, it was also included in teevies.
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H.2 Maltese for ForeignersSeries: Snippet View

Considering the needs expressed by learners and teachers during the research, a
Maltese/English book series entitlsthltese for Foreignerswas created (Figure
8). This series, which is based tlee CEFR, consists of three levels corresponding to

the three syllabi.

Maltese for Foreigners Series

" . afi»
'1"'

a 1 Lovel A1 Lowet A1 ) leveiay
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zZb 2 3
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0= ORD A 2 i
\l
o 5
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2 Lovel A2 Level 42
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5 = A DOWNLOAD
E & a syllabus for each proficiency
d E level in the series for free from
S www.charlesdanielsaliba.com
g
Level By Lovel By Lovel 81
w
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a RA AR AR
= A ARA
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w
=
Z

Listen to Native Maltese Speakers Reading This Series

You can purchase a CD for an additional cost and listen to each numbered section being read by a native speaker.
The CD is saved in an MP3 format so it can be played on a computer. For more information, please visit

www.charlesdanielsaliba.com

Figure 8. A schematic diagram of the Maltese for Foreigners series
405



Level Al (Beginner to Elementargpnsists othree booksMy First 750 Words
in Maltese Maltese GrammaEssentialsin Contextand Speaking Maltesdl. These

three books armtendedfor beginners

Level A2 (Elementary to Prtermediate) includes the bo&peaking Maltese
2. The publishing ofMaltese GrammaEssentials in Context I2as been postponed to
receive feedlck about the approach usedMialtese GrammaEssentials 1which in
turn will help in creating the grammar book for Level. Albwever Speaking Maltese 2
was published to fill the lacuna in listening and speaking activities, as expressed by

learners antkachers in the needs analysis.

Level B1 (Intermediate) includes two bilingual reading teRisalityandRocco
Learns Karate In the future, Maltese GrammaEssentials in Context Bill be

published to complete this level.

The series contains@D 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 MK prioritised learning vocalbary, for the beginner
level (Al), 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 hageod 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 9i 12 show the first lesson as an example). Each topic hadotlmsving
sequence: A set of new words per topic is presented on one page, with a picture of each
word, the word in Maltese and iEnglishtranslation (Figuré®), and the pronunciation
of each Maltese word on the CD. The next two pages contain variegdsese(Figures

10i 11). 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 wordgi(&iR).

@R Mal-mejda tal-ikel

At the dining table

you might find on a dining fable

Figure 9. Screen shot of pageof My First 750 Words in Maltese
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Exercise 1

& Choose the Maliese word that matches the picture.

‘\\ a) kuécanna siklana

b) tazza borma

Exercise 2 Exercise 3

% Can you join the two halves of = Maich the Maltese words and their
the words? plurals.

bor 0 a)

flix 7 k)

Figure 10. Screen shot of pageo8 My First 750 Words in Maltese
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Exercise 4

% See if you can find these 5 cbjects in the word search.

Exercise &
% Fill in the crossword.

writien in one bo.

. Cutery piece used to
cut. (7}

mmMMellIll |
itis the pepper's

partner. (4

e W mEE.

grape juice. (5)
. Generally used to

e W Ij:.

. | stir my coffee with |
it (F)

mouth and hands. (8)

- Souwr liquid used
as 3 salad dressing
ingredient. {4

8. Utensil used when
eating soup. (&)

. An alternative to a
chopstick. (8)

10. Drinking wessel_ (5)

MB. The vowsl ie and the consonant gh are considered as one letter, therefore they should be

. Used o wpene ]

Figure 11. Screen shot of pageo®My First 750 Words in Maltese
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Figure 12. Screen shot of page d0My First 750 Words in Maltese
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