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An investigation into the effects of drilling and non-drilling methods in the vocabulary learning of a modern foreign language.

Introduction:
The present area of research concerns the teaching of vocabulary items in a modern foreign language (MFL) classroom with and without the practice of drilling. Drilling is a behaviourist approach to teaching a MFL and emphasises the act of repeating structural patterns consistently through oral practice to enhance language learning (British Council, 2005). On the contrary to drilling, pupil-led activities which are devised to encourage independent learning without the lead of a teacher are emerging as an alternative approach to aid vocabulary enhancement. Smith, S.P & Conti (2016) state that this method provokes students to take ownership of language learning by discovering the context and meaning of a word/phrase for themselves. 
Consequently, the proposed study will aim to decipher which technique is most effective for the learning of vocabulary in French at key stage 3. In retrospect, it could be argued that the drilling of vocabulary by a leading practitioner has largely dictated language teaching in the UK over previous decades so it would be most interesting to test whether other methods of vocabulary learning for students are just as effective  (Harmer, 2012).
In accordance to the Curriculum Development and Enhancement module, the following research will be conducted at the second school placement of my Post Graduate Certificate of Education (PGCE). With respect to the to the BERA ethical guidelines, the secondary school will be referred to as school ‘X’ throughout the report so the establishment remains anonymous throughout the course of my research. (British Educational Research Association, 2011). Located in an urban district of south Wales, school 'X' is an 11-19yr old mixed comprehensive school and sixth form with an attendance of 1063 pupils. In 2017, the school was deemed ‘Good’ by Estyn, the Welsh Inspectorate of Education and Training, due to factors such as KS4 performance indicators, effective re-call of prior knowledge and attitudes to learning (Estyn, 2017). The present rate of free school meals (FSM) remains at 12.7% below the national average of 17.8% across Wales. It is also important to note that the attendance of pupils is at 95% and the L2 inclusive threshold rate is at 64.2% (Statistics for Wales, 2017). Due to consistent progress in previous years, school 'X' has recently been placed within the green support category in accordance to the current national school categorisation system in Wales. 

Literature Review  
As previously introduced, this area of research will specifically target language learning with and without the presence of drilling vocabulary by a language teacher. This literature review will first discuss the context of drilling in 21st century language teaching and outline the learning theories which coincide within its practice. Moreover, this section will present the main features of drilling in the classroom in correspondence with the emergence of pupil-led activities in language learning today. In addition to the research of teacher-led activities, an exploration into the practice and effects of autonomous learning by individuals will better inform and predict the results of my experiment in school ‘X’. Since the 1960’s, the presence of repeatedly drilling items of grammar, vocabulary or sentence structures in a modern foreign language classroom has been discussed and likewise questioned. Research conducted concerning the theoretical aspects of language learning in 1967 declares that up to 100% of student’s time in the classroom could be spent drilling. Wolfe (1967) highlighted that the repetition of sentence structures and words is advantageous for beginners as learners gain from continued practice in a similar context. On the other hand, the researcher also acknowledged that “repetition of form occurs in the vocal but repetition of meaning does not occur in the mind”. This statement highlights two significant arguments of this proposed teaching method; it first highlights its importance to target the oracy skills of an individual whilst the second indicates the lack of cognitive engagement required from the learner to participate. These two aspects of the teaching method require further exploration and a more in-depth study to confirm whether drilling can still be justified as a leading language teaching method in the 21st century.
Concerning the learning principles which underline the fundamental components of teaching, it is important to first discuss learning theories such as behaviourism and constructivism which hold both an explicit and implicit presence within the nature of language teaching (Richards & Rodgers, 2014). Behaviourism first established by Ivan Pavlov is primarily defined as a stimulus-response sequence due to the nature of its quantifiable outcomes (Pavlov, 2003). In a classroom context, Pritchard (2009) adds that the desired response of a learner is effectively pre-determined by ‘knowledge’ and thereafter underpinned by repetition and positive or negative reinforcement. This context largely involves the teacher to be the main driver and controller of the activity thus labelling this teaching technique to be exclusively teacher-led due to his or her subject knowledge of the topic. The introduction or revision of simple sentence structures or important terminology provides a clear example to illustrate how this theory is implemented into teacher practice. The main features of drilling requires the teacher to consistently impose correct pronunciation as vocabulary is introduced, followed by rectifying errors and praising success upon learner response. An example of drilling vocabulary in a classroom context would be the introduction of a set number of words from the teacher to his / her class. The teacher will repeat each word in turn and the students repeat the word immediately in response and wait for any necessary adjustments in pronunciation to be made by the model. This process of constant input by the role model and output by the pupils offers timely feedback so learners are made aware of their errors and are able to change their pronunciation immediately in response. In addition to timely feedback, such activities highlight the importance of effective modelling as expectations of the pupils are immediately established. Allison & Tharby (2015) confirm modelling to a be significant learning principle to be present within a scheme of work (SOW) as learners are guided through a task by an expert of the subject knowledge. The teacher actively facilitates the access to the lesson by enabling learners to read, watch or listen to a correct example or demonstration before attempting the task themselves (esl/base, 2015). 
According to a leading pioneer in the promotion of language teaching across the world, the British Council maintain that there are several factors which need to be considered when introducing vocabulary, grammar or simple sentence structures to students who are learning a second language by drilling (British Council, 2005). Firstly, it is necessary to evaluate the expertise of the leading model and consider their subject knowledge of speaking a second language to be a vital measure of how accurate learners will be able to re-produce the same response. As the foundations of the behaviourist theory are underpinned by students being able to mimic their teacher, a MFL model must be able to pronounce and correctly articulate each word or sentence for his/her students to achieve and make progress with their oracy skills. Most notably, this method requires a passive audience so he/she is able to manipulate the phonemic differences of each verb drilling, sentence structure or vocabulary item for example.
Secondly, it is recommended that the teacher takes into consideration the current attainment levels of his/her students when preparing to introduce vocabulary items or parts of grammar. The British Council thus recommend that drilling is better suited for beginners so one could predict that these individuals are likely to be placed within the cognitive stages of learning. At this stage of learning, inconsistencies are great in number, practice must be numerous and the attention of the individual must be wholesomely concentrated on the task (Huber, 2013). In addition, the demands of the task need to be minimal so the learner does not feel overwhelmed when attempting the task. By consequence, the external feedback from the role model is essential to support learners at this phase of discovering new contents of a second language. In continuation with the recommendations of the British Council, it must be noted that once the capability of the audience has been established, the leader of the activity is thus able to determine the complexity of the task. For example, the teacher may start by drilling single word items such as job professions. Once he/she is satisfied with the conditioned responses, the model may then choose to introduce the professions with simple sentence structures such as ‘I am a …teacher’, followed by ‘You are a teacher’ then ‘He is a…teacher’. The addition of the extra language content requires learners to engage and elicit more of a cognitive effort as the learner must anticipate the following sentence structure to be repeated. With reference to the work of Myles et al (2013) in language theories, the researchers state that the act of drilling for many students is not challenging enough for certain learners to engage and progress within the task. Furthermore, they add that individuals partaking in the task benefit more when there is a visual aid to support the task. To emphasise, learners can better consolidate the meaning of each word upon hearing and repeating the phrase whilst simultaneously seeing an image in front of them for support. With a greater understanding of what constitutes to effective drilling, one can state that the act of drilling in modern language teaching requires considerable more cognitive engagement and preparation from both the role model and the students to understand and progress as oppose to listen and repeat. 
In continuation with drilling in a MFL, it is important to discuss the influence of the Audio-Lingual Methodology (ALM); a theory which largely relates to the execution and traits of drilling vocabulary in a teaching environment. Although this theory has put great emphasis on the drilling of grammar, it is largely significant in shaping the fundamental features of drilling vocabulary or sentence structures as it aims to elicit a “habit formation” response from those who participate (Mejia , et al., 2012). In addition to these conclusions, the main features of Audiolingualism sets out to exclusively target the speaking and listening skills of learners where the act of making mistakes is largely avoided and is not encouraged by the model. It could be argued that this stimuli-response method is largely linked to the work of B.F Skinner, an American Psychologist who is widely respected for his work in operant conditioning and learning behaviours (Holland & Skinner, 1961). Skinners study of operant conditioning is largely applied to the world of sport yet is equally applicable to language teaching within the walls of a classroom. His studies suggest that when the correct response of an individual is reinforced by a model, the participants behaviour is thus conditioned to respond the same in sequential events. This desired response could be the defining of a word in a MFL and is very much dependent upon the reinforcer to define whether an individual has succeeded in mastering the task via external praise. Whilst Roberts (2016) recognises the significance of modelling and implementing target behaviour in the modern foreign languages (MFL) classroom, he also argues that this method, if performed exclusively could elicit learners to become reactive as oppose to proactive in their learning. Chomsky (1959) first started this debate after using Skinners work in operant conditioning to demonstrate the dangers of producing students who can only respond and not think for themselves. It is therefore important to study the effects of autonomous learning to see if students are better able to develop their competency of a language by targeting their ability to interpret as oppose to react.
In contrary to the behaviourist learning theory, it is important that the constructivism learning theory is also acknowledged as a significant principle in language teaching. With respect to those who have contributed to the research within this active concept, it is important to consider the work of Piaget & Cook (1952) to better understand the perspectives of learning within child development. To summarise their findings, the named researchers propose that the notion of learning is the consequence of an internal stimuli as oppose to the consequence of an external stimuli. These conclusions indicate that the consistent presence of a role model to actively lead a task may not be greatly beneficial for a student to experience in a learning environment. In contrast to behaviourism, the theory of constructivism regards the input and lead of an individual to be a significant driver of their own learning (David, 2015). According to Pritchard (2009), the theorist explains that the focus of mental construction as oppose to observable behaviour is more beneficial in learning as individuals are able to put new segments of information into different contexts. By consequence, learners create their own perspectives and effectively take more of a responsibility for their own learning by being more aware of how to succeed themselves. This independent form of learning better prompts the pupil to be in control of their own learning in the classroom and thus places the input of the teacher at a lesser importance than a behaviourist approach. 
In previous decades, the presence of autonomous learning has been notably deliberated and in some instances mis-understood as theorists fail to define the concept in a learning context. Masouleh & Jooneghani (2012) define autonomy in language learning to be a “desirable goal for philosophical, pedagogical and practical reasons”. This definition highlights the confusion which arises when discussing the approach as autonomy can be perceived in several different ways. In relation to the latter researchers named, the article states that autonomous learning largely links to the constructivist theory as greater freedom elicits greater self-directed learning. With relation to language teaching, it is important to state that the implementation of autonomous learning still requires the presence of a teacher yet his/her role is most important in the preparation phases of the lesson as oppose to the teaching contact  time within the lesson. In contrast to the behaviourist approach, this theory requires the model to guide his/her students and anticipate challenges before commencing the class (Gershon, 2016).
 Whilst granting independence to the individual, it is also important to allow learners to attempt tasks with the support of their peers. This form of interaction is defined as social constructivism and is regarded by Powell & kalina (2009) to be a dynamic learning style for individuals to advance in a subject by discussing or being exposed to collaborative dialogue. One could suggest that conversation tasks in partners or group work to complete a higher demanding task would be beneficial for individuals to share and listen to the opinions and perspectives of others in the same position as them as oppose to an expert of the subject.
In addition to forming new mental constructions independently or with peers, it is necessary that this constructivist approach is implemented into a series of different environments so that learners are able to adapt to use the language in different formats over time. Graham Nuthall, a predominant researcher in education, provides a valuable insight into this area of research by demonstrating the need to expose learners to a new concept more than one time in order for the individual to retain the information (Nuthall, 2007). To strengthen his hypothesis, a team of researchers investigated how many times students were given the opportunity to revisit a topic so they could predict their retention of the information in a years’ time. The findings indicate that those who were able to participate in the learning of a topic at least three times were much more likely to be able to re-call the material at a later date in the year. In his book, Nuthall also discusses the importance of a teacher to present the same lesson contents in a series of different activities so learners can access and practice understanding the information over a time period of an hour as oppose to an activity with a limited time frame. This view is further supported by Alison & Tharby (2015) who highlight factors which could hinder an individual’s learning such as student attention, absence or individuals not being able to understand a specific task set as part of one lesson. In addition to increasing the number of practice, the researchers also include a practice continuum which outlines the stages in which a teacher should stagger their withdrawal of support as the individuals become more competent in the topic. The continuum first relates to the dependency of a student where learners are predominantly observers. In relation to context of drilling, this stage would be best suited for it to be most effective. Secondly, ‘Heavy Guidance’ is directed by the teacher whom supports the lesson via questioning and most notably “shares the cognitive work” with the class. This also could be related to drilling where the model increases the interaction by adding questioning and answering. Thirdly, the next stage of practice is labelled as ‘Light Guidance’ as activities are still supported with timely and consistent feedback yet less scaffolding so learners are challenged to attempt higher thinking tasks with less of a safety net. Forthly, pupils in the classroom are granted structured and ‘pre-anticipated’ independence by the teacher so individuals are able to apply both existing and new knowledge into a task which requires more time to complete than that of an activity with the teacher in lead. A MFL example could be providing the students with the translations of vocabulary and setting tasks for students to use the contents independently. Lastly, the learners should aim to achieve autonomy in their specific subject contents as individuals are able to utilise information effectively and interchange between contexts fluently and independently. The latter two stages are most notably instances where pupils are expected to make mistakes however learn from their errors and form new memory items concerning the topic. Due to the presentation of the contents in different situations, one could hypothesise that the challenges arise as individuals must be able to adapt their current and previous and new knowledge in order to complete the task. This gradual inclination of practice for learners to become autonomous through the act of taking risks provides much incentive and reasoning for teachers to use this approach as part of their language learning. In addition, this type of practice is proved to provoke learners to develop new schemas associated with the sentence structures or vocabulary presented within a language. Nassaji (2002) states that this approach also results in a better re-call of information in future tasks and a stronger retention of the sentence of the contents in the long-term memory as oppose to the short-term memory which is predominately used with the execution of drilling. To conclude, both the method of drilling and autonomous learning approach provides much potential for the following project to place and it could be suggested that the success of each method could be determined by the ability of the individuals.


School Policy and Practice

For the purpose of this study, JP was unable to obtain the specific departmental policy due to all departmental policies being under review at school ‘X’ at this current moment in time. JP however has spent a sufficient time observing and teaching during her second professional teaching experience (PTE2) and is able to link both the policy to the method of drilling and independent learning to the teaching practice within the MFL department. From JP’s personal experience, the drilling of the alphabet, numbers and sentence structures related to the pupils are a routine based activity conducted at the start of every French lesson. The member of staff is in control of the activity and the students first repeat the numbers from 1-31 and then the alphabet on JPs count. Following this rehearsal exercise, JP chooses a volunteer to conduct a conversation in French using the answers and questions in which the students have already prepared and have been asked to learn. The questions and answers relate to the topics they have previously studied such as ‘All about me’ and technology so they already have prior knowledge of the contents. This form of prepared interaction encourages the learning of simple sentence structures containing set answers in accordance to the question. As the questions remain the same each lesson, the pupils are accustomed to the conversation and know what is expected of them in advance. This controlled activity thus best relates to the behaviourist principle of learning and the first two stages of practice. In addition to the drilling motivated by the MFL staff, one could suggest that the resources used and the booklets created for KS3 are very much driven to reaching independency within its learners. For example, much of the resources contain authentic materials which relate to real life contexts in France and other francophone countries. This relation is very much supported by the Welsh Government who state in the Languages, Literacy and communication area of learning report that using meaningful contexts encourage “the ability to adapt our language for various purposes, audiences and contexts develops throughout our lives” (Welsh Government, 2017). This method of adapting and interpreting materials to learn a language demonstrates how learners are prompted to make connections and produce the questions themselves as oppose to their teacher. 
In addition to the MFL department, it is important to discuss the whole school approach as well its relation to the new Welsh Curriculum which is in its transitioning stages until 2022. At this date, the new Welsh curriculum will aim to create ambitious, enterprising, ethical and healthy individuals across the country by implementing literacy, numeracy and digital competency frameworks into all areas of learning within the schools and encouraging greater collaboration amongst teachers, departments and schools in Wales  (Welsh Government, 2015). This vision has been acknowledged by school ‘X’ who have incorporated literacy and numeracy classes into the timetables of all KS3 learners. This implementation has been recognised as a strategy to produce independent learners within the whole school development plan as it highlights the importance of its pupils needing to acquire the relevant skills needed such as numeracy and literacy in order to enter the world of work following their education. Literacy classes are conducted by the MFL members of staff so the department is fully invested into this strategy as well as specifically consistently targeting the reading, writing, listening and speaking skills of its learners during the MFL lessons. Routines such as presenting grammar rules or displaying model answers to set expectations of the learner all contribute to providing the scaffolding necessary for the pupil to independently create or structure their own work. Altogether, it could be suggested that both methods of teaching are encouraged by the MFL department and the whole school approach at school ‘X’. Based on the points discussed from each perspective, I would hypothesise that the ability of the learner will largely determine the success of the teaching approach.

Methodology & Ethics  

With regards to the participants recruited as part of my research within the languages department, a total of 41 pupils aged between 11-12yrs old took part in my action research. The experiment required the participation of two year 7 classes where the intervention was either a drilling teaching approach intervention over the course of three timetabled hours or an independent learning approach intervention for the same time period. In preparation, the research project was devised in line with the Ethical Guidelines for Educational Research to ensure that all parties involved within this body of research are protected and knowledgeable of the study. This organisation has specifically provided guidelines concerning the ethics form, the voluntary informed consent and the anonymity of all participants and secondary school details (British Educational Research Association, 2011).  
In preparation of the intervention, information sheets containing details of the main research were distributed to each individual participating. The information sheet stated the reasoning behind the research and notably what the data collected will be used for. The consent form attached was created in line with the recommendations of UWTSD and detailed the openness and disclosure as well as the participants right to withdraw at any time. Both the information sheet and consent form were required to be sent home by school ‘X’ to be viewed by an adult known by the pupil before being signed, dated and returned by the learner at an agreed date. For further details concerning the information sheet and consent form, please refer to appendix A. In order to take into consideration of the privacy rights of the participant, each consent form was numbered and specifically assigned to each participant so the results of the testing remained anonymous for the researcher. This number was present on the consent forms and the pre- and post-tests administered by JP to gather results. By putting these precautions in place, the researcher is able to eliminate the participants data whilst minimising the risk of breaching anonymity and confidentiality.   
	With regards to the testing, the project required a pre-test and post-test structure in order to measure both the prior and new knowledge acquired by each individual before and after the intervention was put into place. The test included a table with twelve French words concerning the rooms in a house. To complete the test, the participants were required to translate the words from French to English. For both the pre-test and post-test, all participants were provided with a total of ten minutes to complete it. With consideration of the data protection act (1998), no personal data concerning the participants was collected however the results of the pre- and post-test will be stored on the cloud for a duration of no longer than 8 weeks as highlighted in the ethics form (Great Britain, 1998). In completion of the research, the participants have the option of receiving the outcome of the study in written form or provided with immediate verbal feedback if required. Most notably, the information collected from the participants was strictly quantitative data concerning the results of the pre-and post-test.


Evaluation 

The current research project required the participation of two year seven classes at school ‘X’. In accordance to their timetabled hours for French, the learners took part in studying the topic of ‘La Vie Quotidienne’ and most specifically, the rooms of the house in French. This summer term marks the start of a new topic so learners will not have been subject to previous knowledge or experiences concerning the topic of rooms in the house during their first year of secondary school. In order to conduct the research, it was necessary that each class were subject to three lessons in which JP (the researcher) was in control of which type of teaching approach was used to teach the topic. With regards to class A, the finalised group of participants consisted of 24 individuals whom all completed the pre-test before and post-test after the three lessons. With reference to class B, the group consisted of 17 finalised participants who also all completed both tests before and after the intervention. Class A consists of 12 females and 12 males whom have been placed in Band A which is the highest band setting in the year group based on their national literacy and numeracy tests taken at the start of the school year (Welsh Government, 2017). Concerning the capability of the students in French, the average current attainment level is a 5 by the students ranging from a level 4 at its lowest to a level 7 at its highest this summer term. With regards to class B, the group consists of 9 males and 8 females out of the 17 individuals and they are currently placed within Band C of their year group. Consequently, their average current attainment levels for the class are a level 3 with lowest attainment levels at 2 and highest at level 4. It is important to note that both classes have different French teachers however the teaching practice within the department is largely consistent and each class follows the same lesson routine and booklet materials. As a member of staff who has taught both classes, my observations and experiences can confirm that class B requires significantly more scaffolding and support with French due to their banding as oppose to class A who are banded to at a more challenging set.
With regards to the teaching methods implemented into the learning of class A, JP chose to administer a pupil-led learning approach to the group over the three lessons. The reasoning behind the choice of conducting the research over three timetabled hours derived from Graham Nuthall. As discussed in greater detail during the literature review, the researcher recommends that students are exposed to at least three different scenarios in order to re-call the information learnt effectively (Nuthall, 2007). In light of this information, JP devised three lessons which would incorporate the 12 words concerning the rooms of the house into three different lesson contexts. During the first lesson, JP prepared an activity worksheet which provided the translation of the 12 rooms of the house at the top of the page. By providing a dictionary and the translations at the start of the lesson, learners had constant contact with the vocabulary and encouraged learners to focus more of their attention on the task at hand. This approach supports independent learning as the provision of learning tools to support a student through their work encourages autonomy and reduces the chance of students asking JP for extra support, thus interrupting the task (Gershon, 2016). The worksheet contained 11 different activities for the pupils to choose and complete in which ever order they saw fit to encourage freedom of choice. Each task was labelled with a certain amount of points awarded should the activity be completed correctly by the individual. By consequence, the worksheet contained a number of tasks which had a different amount of points awarded based on the complexity of the task. During the presentation phase of the lesson, JP explained that it would be a competition to see how many points each individual could win over the course of the lesson. This challenge notably encouraged pupils to attempt the more cognitive demanding tasks as oppose to the easier activities which consisted of providing the names of two rooms for example. With a view of challenging learners through carefully planned scaffolding, the task takes into consideration the zone of proximal development (ZPD) to ensure students are within the struggle zone of the model where stress is moderated and learning is still effective (Wass & Golding, 2014). In addition to the competition aspect, JP supported the lesson by given timely reminders of how many tasks should have been completed by a certain point so learners are aware of their time management. By breaking the lesson up with these reminders, it noticeably ensured learners were engaged and re-focused if necessary by JP circulating the classroom. The ‘check-in’ points proved very significant in promoting the good behaviour and the work ethic of certain students who were asked to share how many points they had achieved so far from completing each task. To do so, it is important to acknowledge how “good practice communicates high expectations” as it aims to make learners aware of their potential and prompt them to invest more effort to progress via intrinsic motivation (Graham, et al., 2001). For further details concerning the worksheet, please see appendix A.
The second lesson revolved around the task of a ‘Tarsia’ teaching activity to further give learners space and independence with their learning. In pairs, JP handed out a pack consisting of 16 triangles and challenged learners to put the triangle back together whilst making sure each translation on each side of the triangle is correct. As learners were already familiar with the task as well as a brief explanation by JP, learners were able to focus their attention on the task and use their worksheets from the previous lesson to assist them. JP was in control of circulating the room and monitoring who was on task and who potentially needed assistance. After each pair completing the triangle, the learners were further challenged to compete against each other to put the pieces back together the fastest. This time, the learners were not given permission to use their booklets or worksheets for assistance so this tested their retention of the vocabulary since being presented with them. Following this activity, the learners were introduced to the sentence structure ‘J’ai’ and Je n’ai pas de’. JP modelled and demonstrated how the negative was formed before asking pupils to form their own sentences using the vocabulary and sentence structures provided. JP provided the students with a set number of sentences required to be formed so all pupils were made aware of the task goals. To challenge learners, individuals were provided with an extension activity to form the longest sentence they could using the sentence structures and rooms in the house practiced during the lesson. JP questioned and prompted learners on the use of connectives to extend their sentences and incorporate their prior knowledge to complete the task. It is important to note that the learners were encouraged to complete the task in order to test their own knowledge and confirm to themselves on how much they have understood and been able to re-call the contents effectively. This direction from JP repeatedly reinforces pupils to develop an intrinsic motivation to work as praise and reinforcement from the role model is largely limited with an independent learning approach. 
The third and final lesson with class A incorporated the use of technology to further develop learners’ knowledge of describing the rooms in the house. The main objective was to listen, watch and translate information from watching a video set in France. Before playing the video, learners were informed with the expectations of the task and asked by JP to list as many rooms of the apartment as they see during the tour. In addition to presenting the rooms, the 3-minute video contained a substantial amount of French dialogue which added to the challenge of translation and stretched the more able students in the task. For those who struggled with the dialogue the visual aid of the video still granted access to completing the task. After watching the video twice, class A was split into groups of 3 to 4 individuals and prompted to discuss the contents and dialogue of the clip. This form of social interaction relates most to social constructivism as it allows time for pupils to share their work, confirm their understanding and collaborate to further develop their ideas before working independently again (Powell & Kalina, 2009). Following the group activity, pupils provided JP feedback group by group to demonstrate how much the whole class understood the contents. The final activity of the intervention required learners to work independently and use all the sentence structures and vocabulary used from the last three lessons to form a paragraph to describe their own home in French. This final written task was included to give both JP and the students an insight into how much the class has gaged with the independent teaching approach before being post-tested the following lesson. With regards to the current literature on independent learning, this form of ‘deep learning’ as oppose to ‘surface learning’ elicits learners to extend their existing knowledge of the French translations for rooms to more abstract themes which require higher orderly thinking as they relate the contents to their own personal life as oppose to just learning ‘facts’ of a topic (Hattie, 2014).     	
As oppose to class A with an independent learning approach, class B were directed to learn 12 rooms of the house through a teacher-led approach in school ‘X’. Likewise, this group was subject to three lessons in which JP led the drilling of the 12 rooms in the house at the start of each lesson. A PowerPoint presentation was used to display both the image and the word in French whilst JP pronounced the word and the class repeated in response. According to Smith & Conti (2016), students benefit from having a visual focus when learning languages as the activity seems more interactive and stimulating. They add that the use of technology such as PowerPoint to move slides and images also captures more attention from students as they follow the patterns on the board whilst simultaneously speaking in French. The images chosen by JP avoided the use of clipart images and instead displayed images of ‘real-life’ photos of rooms so learners could link the vocabulary to a more relatable context. This approach is actively promoted by the new proposed Welsh Curriculum which aims to encourage teachers to use more purposeful and meaningful resources so pupils can better link their work to their environment (Welsh Government, 2015). With regards to the sequence of drilling, JP pronounced the word in French two times before moving onto the next slide. The sequence was repeated twice to reinforce the vocabulary items before moving onto an oracy activity to practice pronouncing the rooms in the house without the words on the board. 
After drilling the 12 words at the start of each lesson, the class participated in a different oracy activity which prompted learners to speak with less scaffolding on the board. By removing the support, this tested their short-term memory to re-call the words. The first lesson activity consisted of displaying images of all 12 rooms without the words provided. The activity was pitched to that of a competition between the class and the teacher to encourage engagement and concentration on task. When JP pointed and repeated the correct translation of a room, the students were instructed to repeat the word. Moreover, pupils were then challenged to not repeat the word if JP says the incorrect translation when pointing to a room. Points were awarded by means of a table on the board so individuals could keep track of the score. This activity was very effective to repetitively drill the words into a fun and engaging manner. During the second lesson, the 12 words were drilled twice and the oracy activity revolved around the game ‘Hot and Cold’. In preparation of the activity, 12 flashcards each containing an image of a room were created by JP and hidden one at a time with a chosen pupil stood outside the classroom. When the pupil returns to the classroom, the rest of the group must provide clues to where the card is placed by either whispering the room of the house in French if the individual is not near the card or raising their voices if he/she moves closer to finding it. With the lead of JP to prompt learners, the class drilled the vocabulary several times to learn the new words presented for the topic. For the third lesson, JP drilled the rooms of the house twice again for the final time. Once completed the class was split into two teams to compete against each other to see which team could pronounce the word the best. Secondly, JP displayed the 12 images on the board and the teams had to state which image disappeared first in order to gain more points. All three oracy activities following the drilling proved very effective by by presenting the drilling activity from a different angle. It is necessary to state that for the remainder of the lessons, the class continued with their topic booklets and completed worksheets which were regulated by JP through explanation, setting and correction.	With regards to the outcome of the experiment, the results from the post-test of class A and class B indicate that both methods were extremely effective in teaching the 12 rooms of a house in French. For further details, please refer to figure 1 which concerns the results of both the pre-test and post-test for class A. 

Figure 1. The following bar chart displays the number of pupils who provided the correct translations for each vocabulary item for the pre-test in blue and the post-test in orange for class A.

As displayed, the chart demonstrates the prior knowledge of the students preceding the intervention with the cognate ‘Un garage’ notably being recognised by the majority of the class. The average percentage score for the pre-test concerning class A was 18.7%. Following the independent learning intervention, the class average received was 84% for the total of 24 participants in class A. Based on the number of correct translations provided by the learners, the median was calculated to be 10.5/12 with an interquartile range of 3. Following the results of class B, please refer to figure 2.

Figure 2. The following bar chart displays the number of pupils who provided the correct translations for each vocabulary item for the pre-test in blue and the post-test in orange for class B.

Likewise, the chart demonstrates the prior knowledge of the students preceding the intervention with the cognate ‘Un garage’ notably being recognised by the majority of the class however fewer words recognised than class A. The average percentage score for the pre-test concerning class B was 9.8%. Following the drilling intervention, the class average received was 89.7% for the total of 17 participants in class B. Based on the number of correct translations provided by the learners, the median was calculated to be 11.5/12 with an interquartile range of 2. Although class B performed better in the post-test, it is important to consider the number of participants recruited from each class as this will affect the scale of error which is more likely to occur as the number of participants increases within a group (Hopkins, 2014). This is subsequently illustrated by the interquartile range being higher in class A as oppose to class B. In addition to the group size, it is important to consider the difference in learner ability between class A and B and how the learning methods could have better suited a low learner ability for drilling as seen with the success of class B and an independent learning approach for a higher learning ability group as seen with class A. Overall, both teaching methods were well received however from my observations, it could be suggested that the introduction of an exclusive student-led approach was not fully invested by all pupils and those who are suited to having a behaviourist teaching environment lacked engagement and misbehaved as a consequence to less teacher involvement.
Conclusions 

The current experiment aimed to investigate the effects of drilling and non-drilling methods in the vocabulary learning of a modern foreign language. It was carried out largely in response to the information received from the literature review and kept in line with the scheme of work and topics studied for year 7 at school ‘X’ for French. The investigation has been successful in demonstrating the effectiveness of both a pupil-led teaching approach as well as administering a student-led teaching approach in correspondence to each designated group. With regards to my hypothesis in response to the literature review, I can confirm from the results that the dependent variable is largely determined by the ability of the learner. Due to the participants in class A being categorised into a group based on their competency in literacy and numeracy, it could be argued that the participants readily possess the skills needed to be able to access work independently with less support from the model. As class B were recruited from a group with lower levels of literacy and numeracy, one could suggest that this group would not have succeeded as well as they did with learning from a teacher-led perspective.
The methodology was effective throughout the intervention and the students enjoyed participating in either the oracy activities or independent tasks as they differed from their normal routine at school ‘X’. I can also confirm that no participant requested to withdraw their data from the experiment. In reflection of my observations and the results collected, I would suggest that the adoption of both an independent and dependent learning approach is recommended when teaching a MFL to KS3. Especially at year 7, it is important to acknowledge that learners are still in the transitioning stages from KS2 to KS3 so their need for dependency during practice could be potentially due to not having enough experience with working autonomously from KS2. The demand for a model in the classroom was not just evident with the drilling but with the student-led approach too as classroom misbehaviour notably increased for certain individuals who did not fully understand the expectations of the research.  Based on these observations, one could suggest that the drilling as seen in the practice of the MFL department at school ‘X’ is recommended to introduce a topic however a move toward more independent approach towards the end of a lesson will develop the skills necessary for a learner to be more autonomous with their learning in the future. 

Limitations and future development 

In relation to the steps taken to complete my research, it could be suggested that the banding and number of participants largely limited my results.  With regards to the banding, I was unable to recruit two classes from the same sets due to my PTE2 timetable at school ‘X’. Although each class produced significant evidence to illustrate the effectiveness of the teaching methods, it would be necessary to repeat this experiment with two groups of the same ability so one could see whether one method is more effective than the other. In addition to the banding, the n value of the experiment was limited so one would suggest that a greater number of participants would provide a better insight into diversity of learners. As class B had less participants than class A, this factor needs to be considered as a limitation as learners would have been subject to more contact time from JP and less distraction due to a smaller class. I can confirm that class A contained a number of 29 students and class B contained a number of 24 students however due to absences at the pre-test and post-test, I was unable to include these individuals in the research. One is thus unable to determine whether these students would have made a difference in affecting the results as well as contribution to classroom behaviour with the increase of the individuals notably in class A. In consideration of future development, one is obliged to consider the direction of the Welsh education and aims for its students in the near furture. If one was to summarise the Languages reports 
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Appendices: 

Appendix 1. Information sheet, consent form and pre-/post-test.

[image: ]	                                                              28th March 2018

                                                                
Dear Participant,

I am a student studying at the university of Wales, Trinity St David and would like to invite you to participate in my research project. 

This project will explore different strategies used to learn new vocabulary in French. It primarily aims to research the effectiveness of drilling vs non-drilling in a modern foreign language classroom.

Attached to this letter is a list of 12 words in French to be translated by the participant.
The results collected from participants will inform any existing knowledge of the vocabulary items before research commences.

All results will be kept strictly confidential to the researchers involved and will not be released to the general public. After careful and precise analysis of the data obtained from the pre-test and post-test, I will be happy to provide you with a copy of the findings at your request. The results of this research will hopefully enhance my understanding of vocabulary learning and demonstrate which technique is most effective.

I thank you in advance for your time and participation. If any questions do arise, feel free to contact me at your convenience.

J.Parfitt

PGCE student









	
	Rhif Adnabod Cyfranogwr: 
Participant Identification Number:
	

	
FFURFLEN GANIATÂD CYFRANOGIAD
	
PARTICIPATION CONSENT FORM

	Teitl Y Prosiect: / Project Title:
The effects of drilling and non-drilling methods in the vocabulary learning of a modern foreign language.

	Enw'r Ymchwilydd / Name of Researcher:	
J Parfitt



Blwch Cychwynnol / Please initial box 
	1
	Cadarnhaf fy mod wedi darllen a deall y daflen wybodaeth dyddiedig XXXX ar gyfer yr astudiaeth uchod. Rwyf wedi cael y cyfle i ystyried y wybodaeth, gofyn cwestiynau, ac rwyf wedi cael ateb boddhaol i’r rhain.
	I confirm that I have read and understand the information sheet dated 28/03/18 for the above study. I have had the opportunity to consider the information, ask questions and have had these answered satisfactorily.
	

	2
	Deallaf fy mod yn cymryd rhan o’m gwirfodd a bod croeso i mi dynnu’n ôl ar unrhyw adeg, heb roi rheswm.

	I understand that my participation is voluntary and that I am free to withdraw at any time, without giving any reason.

	

	3
	Deallaf y gellir defnyddio unrhyw wybodaeth a roddir gennyf mewn adroddiadau, erthyglau neu gyflwyniadau gan y tîm ymchwil.

	I understand that any information given by me may be used in future reports, articles or presentations by the research team.

	

	4
	Deallaf na fydd fy enw’n ymddangos mewn unrhyw adroddiadau, erthyglau neu gyflwyniadau.

	I understand that my name will not appear in any reports, articles or presentations.

	

	5
	Cytunaf i gymryd rhan yn yr astudiaeth uchod.

	I agree to take part in the above study.

	

	Enw’r Cyfranogwr Name of Participant
	
	Llofnodwyd
Signature

	Ymchwilydd
Researcher

	J Parfitt
	Llofnodwyd
Signature



	ENW A CHYFEIRIAD YR YMCHWILYDD

J. Parfitt
University of Wales Trinity Saint David
Swansea Campus, Mount Pleasant
Swansea SA1 6ED
	NAME & ADDRESS OF RESEARCHER

J. Parfitt
University of Wales Trinity Saint David
Swansea Campus, Mount Pleasant
Swansea SA1 6ED






                                                                              Rhif Adnabod Cyfranogwr: 
                                                                              Participant Identification Number:


	French

	English

	1. Une salle de bains
	

	2. Une chambre
	

	3. Un salon
	

	4. Une salle à manger
	

	5. Une cuisine
	

	6. Un grenier
	

	7. Une cave
	

	8. Une entrée
	

	9. Un jardin
	

	10. Un garage
	

	11. Un bureau
	

	12. Un escalier
	















Appendix 2.
Resource worksheet for independent learning approach with class A.
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Appendix 3.
Tarsia resource for independent learning approach for class A.
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Class A Results

Group A pre-test	Une Salle de bains	Une chambre	Un salon	Une salle a manger	Une cuisine	Un grenier	Une cave	Une entrée	Un jardin	Un garage	Un bureau	Un escalier	1	6	9	12	23	3	Group A post-test	Une Salle de bains	Une chambre	Un salon	Une salle a manger	Une cuisine	Un grenier	Une cave	Une entrée	Un jardin	Un garage	Un bureau	Un escalier	19	20	21	15	24	15	19	24	24	24	13	24	



Class B Results

Group B Pre-test	Une Salle de bains	Une chambre	Un salon	Une salle a manger	Une cuisine	Un grenier	Une cave	Une entrée	Un jardin	Un garage	Un bureau	Un escalier	3	17	Group B Post-test	Une Salle de bains	Une chambre	Un salon	Une salle a manger	Une cuisine	Un grenier	Une cave	Une entrée	Un jardin	Un garage	Un bureau	Un escalier	16	16	16	14	12	15	15	15	17	17	14	16	
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