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Introduction

Due to the shortage of language teachers in Fraswege schools are no longer able to
promote the development of multilingual and multieral competences that society and
individuals value. Meanwhilethe traditional extensivegroup language teaching model
favoured in French schools is being challengecbgeasing access to out-of-schowans of
learning foreign languages due for instance tadéweelopment of international exchanges and
new communication media. The globalized world pdegi a variety of resources for
satisfying language learning needs when schoolois emough. Thanks to the Internet,
resources for learning are easily accessible tostiranyone, including to school students,
who can nowadays learn school subjects includingiga languages almost without going to
class or being taught.

This chapter explores the relationships betweeschool and out-of-school learning of
foreign languages that are not taught at schihoflraws on a research project that was
designed to explore the conditions under which hggimool students can succeed in
independent language learning (Bailly et al 20@®)st of all, 1 will present the project on
which this research is based. Then | will presemdifgs about the students’ out-of-school
language learning under the following headings: limguages the students study outside
school and why, the way they learn out of clasd,tae difficulties they meet.

1. The context of the research

The research was carried out over a period ofyears in an urban high school in the East of
France. This school is lgcée des métieraneaning that all the students have chosen to
specialise in a field related to the building inbyseither in a vocational curriculum leading
to a trades or professional qualification (suchpksnbing, carpentry, or masonry) or in a
technical curriculum preparing higher education diploma (technical degree). Stuelents
are from 15 to 21 years old. Most of them are autygperceived by the education system as
lacking the literacy and learning skills requirext the study of generacademic subjects
such as French, English, History or Mathematics hade thus been directed towards
technical or vocational studies.

The school promotes international exchanges aradioekhips (with institutions ifrinland,

1 Extensive learning, as opposed to intensive learning, refers to the way a given amount of time
dedicated to learning is distributed in a long or short period of time. For instance, 25 hours could
be done in one week (intensive learning) or in twenty-five weeks (extensive).



Great-Britain, USA) but the study of foreign langea is not a key objective for the students.
At this school the study of only one foreign langea(German or English) is made

compulsory, whereas the norm in French secondargagin at high school level is to study

two foreign languages. This means that students ba\give up one of the two languages
they were studying during the first four years @@ndary education at tkellege

The English teachers had felt concerned about dméradiction between the international
ambitions of the school and the rather restrictoreign language education policy. A survey
at the beginning of the year 2006 had shown thaitrat ten percent of the students in the first
and second year of high school (twenty students)ldvbe interested in studying an optional
second foreign language and had asked for languagésvere not taught at school. These
were either a language that they had studied ato$dyefore and had had to give up when
arriving at thelycée (Spanish for example), or a family language (Wolkidrrkish, Arabic,
Spanish or Portuguese), or a language they hatkdtar learn outside of school or family
contexts (for example Japanese). For these styd#m@sonly way to study this second
language was by learning by themselves at homan®tine research we found that some of
them were already doing this with more or less ssgdefore the programme was launched.

So it was that the English teachers decided to pterand support the study of a second
foreign language by offering a flexible learnindpeme based on free choice and independent
learning. Being experimental, the programme isricet tovolunteer students. It provides
various facilities that students can choose toonget:

- advisory sessions (Gremmo 1995, Reinders 2008)avprofessional advisor to support and
prepare independent learning;

- learning material on a website (http://www.langer@ligne.blogspot.com/) specially
designed for the project and accessible from anygyhe

- individual or group conversations with native alpers of the target language, organized at
school.

The advisory session is a key feature of this sys@nly the first meeting is compulsory and
during thisthe advisor explainghe programme and its principles and negotiatest-séion
objectives and methodology with the studefihen the student, still in negotiation with
advisor, will decide whether or not to attend aeotidvisory session. The following sessions
are devoted to helping the learners identify tegengths and weaknesseddarning, and to
helping thento learn more efficiently. The students, wheth@&ytklect to continue advisory
sessions or not, are supposed to learn outsid@karaat school, if they want to, but outside
of curricular class time. They study at their owaec@ and choose their own methods and
resources, including advisors and native speakerkimg for the school. They are neither
corrected, nor assessed, nor graded by teach#drsyifdo not want to be. If they decide to
leave the program, their overall school result$ mot be affected.

The system is thus totally designed to enhanceribeess of becoming a self-directed learner.
It is based on the will or the capacity of the stid to take control of their learning. It
enables students see themselves in a different learning rolee where they amore active,
responsible and autonomous since they work onlyhi@r own benefit.

A small group of ten very motivated learners joiried programme in 2007, the first year it
was officially launched as an experimental projectier the control of the local academic
administration. In 2008, thirty students (out obtiwundred) expressed interest in the scheme



and fifteen actually joined the programme. In 2QB8ére were fifty interested students (a
guarter of the target public) but only thirty couddtually join the programme due te-the
organisational difficulties (number and availapildf advisors, lack of space at tbehool for
advisory sessions and tutoring) caused by this peeed increase in demand. So far, the
languages chosen by the students have been Spédaisdiry, Japanese, Russian, Dutch,
French Sign Language, Turkish, Arabic, German, Roiese, Wolof and Dari.

After three years of experimentation the progransn®o longer an innovation at this school.

It is well established in the English Departmend &ne teachers would like to extend it to

some of their groups of English students. The h#fathe high school is supportive of the

project and she has agreed to build a physicalasekss language centre that will enable
more students to join the programme under betterdidons. In December 2009 the

programme received an award from the European Uaropean Languages Label).

2. The research

The original overall aim of our project was lessetglore out-of-class learning than to find
school-based solutions for supporting studentglependent learning and autonomy
development. But as the programme was designedppost the learning of languages that
are not taught in class, and as the school haseambment no in-housgelf-access centre
(SAC), it is by essence centred on out-of-classning. It is quite natural, then, for students
to inform advisors and researchers about what and how thaeydé outside class and on the
difficulties and support they found outside schadl at school.

The study presented here attempts to answer tlosviog questions:
1) What languages do students learn outside semzbivhy?
2) How do they learn out-of-class and with whathes®
3) What difficulties do they meet in the process?

We used an ethnographic method: questionnairegnaisons, and recordings of advisory
sessions and of research interviews. Observati@ne wentred on the learning materials that
students brought to the advisory sessions, theikespand written use of the target language
observed during the interviews and the way theydu$e project website. The learners'
discourse on their learning process outside schaeoé us access to their strategies (through
their verbalisation ofvorking practice§, and their perceptions of in-class and out-o$sla
learning (through their verbalisation of beliefglaititudes). Our study deals with a relatively
small number of students and is qualitative ratiin quantitative. Thus, | will not be
providing figures and tables of statistics but wllesent examples of various students’

2 Taking into account the Goffmanian theory of famey;, data might be biased in certain ways. Askedt ey

do to learn, without having beabserved while learning, students may well havdaded what they thought
was expected from them in this situation. They rmigave wanted to make a good impression on the
interviewer. But at the same time there is litdason to think that they deliberately lied to tesearchers. They
might have tried to idealize their involvement lieir learning process. But the overall impressi@s that they
seemed fairly honest, expressing both positive nedative aspects of their experience, and critical
providing arguments to back their position. Evethdy do not do all the things they claim to d&tleertainly
demonstrate the ability to describe, at least, wheyg would or could do if they were learning agign language
out of school.



working practicesand attitudes that the data revealed.
2.1. The languages students study outside school

Since the beginning of the project we identifiectlwe different languages: Spanish, Italian,
Japanese, Russian, Dutch, French Sign Languagé&jsiurArabic, German, Portuguese,
Wolof and Dari. This diversity can be explaineddifferences in the students’ personal “life
trajectory” (Giddens 2003). The choice of languaga relate to family history and context
(Bronfenbrenner 1979) as well as to student’s etghens, aspirations, plans and projects for
the future. Our study highlights some ingredierftthe motivational dynamics (Lantolf and
Genung 2000) that are strongly linked to the le@sridentity.

We identified three main reasons to study thesguages. Firstly, some students chose to
study a language with the clearly formulated acadeguoal of gaining additional points for
the secondary education final exam that also allemisy to university Baccalauréat and to

a technical degree. So they choose either a foltaigguage they have studibdfore, such as
Italian, German or Spanish, or a country of origganguage officially recognized by the
French education system, such as Arabic or TurKikkir interest is utilitarian or pragmatic.
They have a clear idea of what they need to leadno& what they will gain in the process.

Secondly, other students choose a language fooniedlat have more to do with identity and
family history. Most are descendants of immigramteo want to communicate with
grandparents or to keep in touch with a distardtined abroad. This is the case for languages
such as ltalian, Spanish, and Portuguese, as mamjgrants from southern Europe came to
work in the East of France up until the second phthe twentieth century. Here, motivation
is related to the learner’s history and social idgn

The third category includes students with motivagioof a different type. The case of
Japanese is rather interesting. Students’ reasonstddying Japanese can be described as
‘emotional’ and are of two kinds. Most of them doed of, if not crazy about, the Japanese
culture in general (food, architecture) akthngasin particular and envisage themselves
travelling to or settling down in Japan in the f@uThe other Japanese learners are these
Mangafans’ friends or admirers. They chose to studg thnguage because a person they
want to be close to loves Japan. For this type ativation the language-learning project has
something to do with socializing and with feelings.

Amongst this category are found students for whangliage is an expression of their love
for something: love for a culture or language; &k for people close to this language and
culture. For example, although this can only bassumption as we have no data to confirm
it, one of the students at school put so much amkm and imagination into learning Turkish

that it occurred to us that the friend she had b&weiting with on the Internet was maybe
more than just a friend. There was also one studiiot said he wanted to learn Dutch to
make friends at rock festivals in the NetherlanBsr these students, studying a foreign
language is a means of connecting with others diszfovering the world. For others, process
seems to be more important than linguistic prodiot. instanceone student chose Dari, a

Persian language spoken in Afghanistan, explaitinis advisor that he wanted to write

subtitles and credits for James Bond movies toopiihe. He did not learn much Dari during

the year but established a positive relationshifp Wwis advisor.

Some students combine elements of the three tyjpaetovation we identified. Some learn a
family language for taking a degree (Italian, SphniArabic), some combine love for the
language with love for learning and some love thamily language and culture.



Thus motivations for the language seem to be artetdwards the past (family history) of
each student, the present (socializing, flirtingy),the near or distant future (end of studies
diploma, working abroad). The mastering of a second fordmmguage represents one
element students identify as necessary for reaatenigin goals: getting degree, travelling
or workingabroad, strengthening family bonds, making friemad buildingself-confidence.

2.2. The way students learn out of class

During advisory sessions and research interviewsystematically asked students to describe
how they learned. We identified two sets of adegtthat students select and combine in
order to learn.

Firstly, students apply a conventional set of learning tegles that have clearly been learned
at school, such as the following ‘serious’ actesti

» doing grammar, vocabulary, pronunciation, comprelenand expression exercises;
* learning the alphabet;

* learning by heart;

* writing downgrammar rules;

* using dictionaries;

» taking notesn a notebook;

e assessing language progress by reference to agradeaark;

e using school material from previous FL classes;

» translating unknown words;

» translating sentences.

Secondly, we discovered a set of “lighter” (Darasagv and Reinders 2010) or less
conventional activities strongly connected to stigle lives and environment, such as
conversation, playing, or watching television, tlasfirming other studies (Hyland 2004,
Murray 2004, Palfreyman 2006, Benson and Chickr@sg). These activities favour receptive
skills and are strongly connected wilersonal interests and hobbies from outside school.
They include popular culture and entertainment nedte

» watching Japanesmimesor readingnangas

» using almost exclusively songs their favourite singer;

* having conversations with a native speaker;

» chatting with a friend in the target language,;

» watching an Anglo-American blockbuster movie oiiaeén another language;
» playing games on the Internet;

» watching football results on an Italian TV channel;

* going to the kebab restaurant to listen to convienssain Turkish;

* reading a book written in French about the targentry;

* using a traveller's phrase-book

If we try to correlate students' choice of actastiwith their motivationwe find that serious
activities seem to be more frequently found in@esiy motivated learners (the Manga fans
for instance, or the diploma seekers) whereasighéelr activities seem tduster around less
seriously motivated learners (the socialisers, itentity seekers). But this is still only a
hypothesis at this stagé the research.



Thus, the students learning repertoires are congpo$etems taken from the two sets of
activities above. Of course, not all students d@fathem. Some have very little idea of how
to set about learning, but most of them can seseeral techniques. It happens that a student
uses one technique or method for several weeks amths. For instance, one student
discovered that she could learn by using only s@mgsapplying a few techniques and tools
She listened to songs, translated the lyrics, trémesd them, imitated the singer and learned
the songs by heart. She used video clips, a deyonlyrics transcriptions and, when
available, translations in French. She kept ongisims method as long as she remained
satisfied with it. More research has to be donerderstand what makes students choose a
specific activity rather than another and to asskes<efficiency of their strategic choices in
terms of language acquisition, but we can make sgumesses.

The ‘serious activities’ are clearly the resultcohventional class learning skills that students
transfer to out-of-class study of another langu&ge.instance, students use their old school
books or teacher’'s websites providing pre-structuaetivities. These serious activities
(learning an alphabet, doing drills, learning byathetranslating, answering questions) are
very similar to homework activities assigned byeacher except that here students have
control. They play the teacher’s role by selectiogthemselves what to learn and how to
practice.

Although they are less conventional, the lightetivities may also be considered as an
extension of class activities, as more and morguage teachers in France base teaching
activities on the products of the media and entertant industries. Such is the case with the
English teachers at this school. Thsidents are not unaware that they can use fuerialat

for serious purposes. But they do not necessaripwkhow to use them out of the class,
without a teacher’s guidance. As a matter of faet,found that students doing light activities
did not all seem to consider them to be “work”, aedy few seemed to use them as part of a
conscious learning strategy. When asked about thg they learn, the majority of the
students spontaneously cite only serious activiiesfind out about their lighter activities we
had to ask questions such as: “Do you sometimeshwtatevision or listen to songs in the
target language?” or “Do you sometimes talk to songenbers of your family or friends in
the target language?”. It is as if for them lighaetivities are simply not “learning activities”.
They are perceived rathas fun, games, and leisure. What seems to counlhdostudents is

to connect themselves in some way to the targegulage and culture and to its native
speakers. Light activities are a way of simulatmgiersion in a distant language.

As regards the material and techniques the studesetsout-of-class learning is not so unlike
class learning or homework. They do more or legs game things. When compared to
homework, whichis an explicit extension of school into the privatemain, thetime
managemenin independent learning is similar. Learning takésce at home, or on public
transport and sometimes at school, during a bailags for instance. It also favours extensive
learning rythm (one or two hours a wedki)s copying the school model. Both homework and
independent learning may involve other personshdoat school amongst friends or teachers
or outside school amongst the family and friendg ancial networks. The only difference
between homework and independent learning is thadests who choose independent
learning are not told what to do or not to do bieacher. A teacher does not structure and
assess their work. And gradidges not come from the teacher but from oneself.

The impact on language acquisition of out-of-clessning cannot be discussed here as we
have little data on the linguistic progress stusentde. But learning a language on one’s
own is not an easy task, even for motivated anlieskiearners. Progress can be impeded by



various factors that interfere with the learninggass. Knowledge of the students’ difficulties
will help us design better conditions for efficidaarning.

2.3. The difficulties students meet

Since it was launched, our project has involvedanban fifty students and the data collected
gives a rather clear overview of the factors thgbact negatively on students’ learning. We
identified two areas of difficulties: difficultieism improving language skills and difficulties in
monitoring the learning process.

Firstly, several motivated students faced diffiedtin gatheringhe necessary resources.
Learning materials may be scarce (little money @hé) or unreliable (Internet problems).
Some students cannot rely on out-of-school humdp (experts, parents or peer support).
Some encounter personal or material difficultiee@he that interfere with their learning. Or,
again, they may not always have a free hand witle &and space there.

When asked about their difficulties in independeatning they gave all sorts of explanations
related to their life conditions and organisatidmy dog was ill”, “I could not find my
Spanish book from last year”, “I could not connexrinternet at home this week-end”, “my
family needs me”, “I could not find someone who \Wbwork with me”, “I didn’t have the
time” etc. It is possible that these explanatioresssamply face work that some students used
as implicit apologies or excuses to respect théaboontract (Goffman 1959). But they do
inform us about differences and inequalities ambsagglents whoout of classdo not all live

in a language-learning-friendly environment.

Secondly, some students used learning strategasstemed to be inefficient. They set
unrealistic and unreachabtibjectives, lacked criteria for finding and selegtiresources
matching their needs or their learning style. Th&lynot know how to assess their skills and
measure their progress without external help. Ryitinto practice out of the classroom the
learning skills acquired in class is not an easi &nd progress in the language is very slow.
Successful learners were makilled at learning independently and bettg@iormed about
how to do it. They had more ideas about learning.

Drawing on these findings, the programme will havebe adapted so as to give students
better conditions for their independent learningd8nts’ organisationdifficulties may be
partly solved by providing a SAC at the school, véhstudents can find a quiet place for their
independent learning. Moreover, the SAC will fdeile access to material and human
resources such as other learners, advisors ancersgieakers. To help the students develop
more efficient learning skills, time dedicated tivising could be extended and self-teaching
techniques could be taught in class.

Finally, the reasons for learniradso had an impact on the students’ assidaitgarning and
attending advisory sessions. Less motivated stedefitthe programme more rapidly than
others. But it appears that difficulties in joiningstaying involvedn the programme are also
related to causes such as a lack of informationtath@ programme combined with a lack of
obligation to join it. For instance, one studend llaought that she was joining an individual
language course programme. When she discoveretighatlvisor did not speak the language
she wanted to learn, she judged her advisor woelddhelp to her and withdrew from the
programme, disappointed. The students did noteell &t ease with the idea of becoming an
autonomous learner even though most of them wactd by the idea of being in charge of
their learning. One student, when realising thHtdieected learning meant having to take her
own decisions and being responsible for her owress; decided to end her participation in



the programme, after two months and five advisegs®ns. As the programme is not

compulsory, leaving it has no negative consequeondbe students’ school results, whereas
deciding to abandon going to class would inevitdeld to sanctions. Some parents even
approved of or influenced their child’s decisionstimp this optional activity to concentrate

more on compulsory subjects.

To prevent these difficulties, better informatiom the programme should be made available
to students, parents and the whole school. Ashierdack of obligation, it is clear that some
features such as teacher supervisedigernal assessment, grades and sanctions mayni@ so
cases encourage the involvement in studies orhencontrary, impede it. Some students
clearly chose the programme for its optional fesgugntailing freedom of choice and lack of
sanctions, whereas others appeared unable to ata@lepg all the responsibilities that
accompany self-directed learning (as described bBisd.amb 2006). There lies another
difference amongst the students who have variogeeds of control on their learning.

Differences in the degree of learning autonomy auathitoring have to be taken into account
in the design of the programme by providing variexsernal motivation support schemes.
For students who have difficulties in monitoringyveors could help them discowshat type

of learner they are and how they could make thet mbgheir skills. They could also help
students build self-confidence and find value ieithearning. The students who need more
guidance could be oriented towards pre-structurelivides and tutoring. Those whose
motivation needs to be stimulated by an instituglaecognition of their effort could be given
a certificate attesting to their individual leargpiachievement.

Conclusions
Two main conclusions can be drawn from this redearc

1. What students do to learn outside school isetated with what they do at school and with
their personal and social life. There is contindigtween school and home even though these
two worlds do not seem to communicate easily, itipdar in class. However, during
advisory sessions students can bring pafrtheir personal world to school (whereas in class
this is more difficult) and advisors can help themsee the continuity and to establish links
between school and out-of-school learning.

2. Successful out-of-cladearning depends on learners fulfilling at leasteéh necessary
conditions, or success factors: motivation, leagnmesources and learning skills. Some
students can easily find or develop these ingréslientheir environment but others cannot. If
one element is lacking then the learning proce$ikaly to be interrupted. Our programme is
a means for school to provide good independenhilegrconditions to all students who need
them, through giving support to the affective (nation), cognitive (learning skills) and
material (learning resources, time and space) dsinan of learning.

In our future research we would like to establishetiner or not there are connections (i)
between successful out-of-class, or independenguizge learning and overall results at
school and (ii) between the learning strategie$ shadents deploy and the development of
their proficiency in language use.
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Appendix — Research Interview Guideline (translatedrom French to English)



Different sets of questions were submittedgtudents depending on the type of involvement
in the program.

Type A (are still involved in the programme at the momathe interview)
Why and for what language did you take part ingfegramme?

Why did you choose this language?

What do you like in the programme?

What do you like less or do not like in the prograe?

Do you think you will continue next year? Why?

How many times a week or a month do you study?ber long at a time?
What do you do when you study?

Is what you do in the programme useful for your lisimgclass?

Type B (joined the programme for a while then stopped it)
Why and for what language did you take part inglegramme?
Why did you choose this language?

Why did you leave the programme?

Do you feel that you have learned things?

What could have helped you to continue?

Do you think you will try it again next year? Why?

Is what you did in the programme useful for yougksh class?

Type C (would have liked to join the programme but did)no
Why would you have liked to learn a second lang@age
What language and why?

Why haven’t you started learning it?

What could have helped you to start studying?



