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Autonomous Learning: the Key to Better Vocabulary Acquisition?

Action research plays a key role in education as it is not only fundamental to professional development but also informs decisions about how best to meet learners’ needs, which interventions to employ and how resources should be shared (Schleicher, 2012; Tabberer, 2013). According to the Welsh Government, ‘the value of evidence-based practice in education has been increasingly recognised in recent years, at a time when serious questions are being asked about the underperformance of 15-year-olds in Wales and the rest of the UK when compared to their international peers’ (Welsh Government, 2015). Therefore, action research is important in establishing best practice in order to improve standards and enhance overall teaching and learning. Undertaking this action research will provide me with the opportunity to improve my practice in modern foreign language (MFL) pedagogy.

          The area of research for this project is autonomous learning and vocabulary acquisition. Vocabulary may be defined as ‘single words, easily translatable from one language to another’ (Field, 2007: 23). There are several reasons why this topic has been chosen for investigation. Firstly, whether independent learning is truly feasible in the modern foreign language (MFL) classroom is a contentious issue (Didau, 2013; Language Teacher Toolkit, 2012; Ustunlouglu, 2009). Furthermore, it is a key topic in relation to the ‘Successful Futures’ curriculum given that the Welsh Government’s aim is to create ambitious, capable learners, enterprising, creative contributors, ethical, informed citizens and healthy, confident individuals (Donaldson, 2015; Welsh Government, 2016); all qualities which relate to young people being able to work and learn independently. Secondly, it is a subject which is of personal interest as, following a formal observation during my first teaching placement, a recommendation was to try to create fewer teacher-led activities and to encourage more independent learning during lessons. In a teacher-led lesson, I drilled vocabulary regarding colours and found that the class could only remember a few of the colours in the following lesson. Following this, I created an independent learning lesson for the same class based on vocabulary about physical appearance. This time, in the following lesson, pupils seemed to better retain and remember the lexicon about physical appearance. For the context of this essay, drilling will be considered as an audio-lingual teaching method in which learners must repeat vocabulary out-loud in order to internalize it (British Council, 2018). Autonomous learning will be considered as student-centered learning, where learners are working independently but with the support of a teacher (Tkáčová, 2014; White, 2008; Kember, 1997; Masouleh et al., 2012:840).

This project will aim to answer the following key research questions:

Research Question 1a (RQ1a): Do pupils learn vocabulary better through student-led or teacher-led lessons?

Research Question 1b (RQ1b): Is teacher input vital for vocabulary learning?

Research Question 2 (RQ2): How effective is drilling for vocabulary acquisition?

          The action research project will be undertaken at an inner city, mixed English medium secondary school in Cardiff. There are currently 1,712 pupils on roll. The school serves a catchment area with high levels of social and economic disadvantage; approximately 60% of pupils living in the 20% of most deprived areas in Wales. The current percentage of pupils eligible for free school meals (FSM) is 31.5%, which is significantly higher than the national average of 17.4% Approximately 70% of pupils come from a minority ethnic background and speak English as an second language. With over 60 different languages being spoken in the school community, the school has adapted to meet the needs of learners by offering a World Languages programme in which pupils may obtain qualifications in their native tongue 
       							(Estyn, 2017; Welsh government, 2018). 

          This research project will firstly provide a literature review of key theoretical concepts regarding vocabulary acquisition, autonomous learning methods and second language memory and retrieval. Then it will outline school policy and practice regarding vocabulary teaching and learning. Following this, the methodologies employed to obtain relevant data through the process of interventions will be discussed. The interventions were carried out with two, middle set year 9 classes of similar ability to ensure that testing was as fair as possible. Ethical considerations have been made in alignment British Educational Research Association’s Ethical Guidelines for Educational Research (BERA, 2011), the Data Protection Act (1998), University of Wales Trinity St. David’s Research Ethics & Integrity Code of Practice (2018) and the 1998 Data Protection Act. Then, theory and methodology will be applied to the empirical sample to provide analysis and results. Finally, the limitations and future developments regarding the study will be considered before the conclusion, which will provide an answer to the 3 research questions posed in this introduction, and establish whether theories relating to vocabulary acquisition as discussed in the literature review have been proved or disproved by this action research project.

Literature Review

          A much-debated topic within the field of language learning is whether drilling is the most effective way of learning vocabulary. Whereas some theorists maintain that autonomous learning is a highly beneficial way to commit vocabulary to long term memory, whilst also enhancing thinking skills (Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018), others maintain that vocabulary learning should principally be teacher led (Dörnyei, 2005; Language Teacher Toolkit, 2012, National Reading Panel, 2000). As the aim of this research project is to establish whether drilling or autonomous learning is more effective for vocabulary acquisition, this literature review will consider key texts and theories regarding vocabulary teaching and learning. Firstly, it will discuss student-led, autonomous learning vocabulary acquisition and teacher-led vocabulary acquisition, in particular drilling techniques. Secondly, it will examine the principle of the flipped classroom in autonomous learning. Finally, it will consider how vocabulary is learnt, committed to, and retrieved from, memory. By reviewing these areas of theory, a basis for the investigation into vocabulary acquisition for this research project will be established.

Autonomous learning and teacher-led instruction in vocabulary acquisition 

           ‘The Common European Framework (Council of Europe 2001) defines the concept of language learning autonomy as consisting of both those items which need to be learned in order for adequate communication, and the knowledge and skills which need to be developed by an effective autonomous learner’ (Ustunluoglu, 2009; 149). It is generally agreed that autonomous learning as a concept differs from the terms self instruction, self direction, and self access as they are all terms which indicate that the learner is in complete control of their learning objectives and study (Han, 2014; Little, 2016, Dickinson, 1987; Wenden, 2002; Learn NC, 2018). However, ‘autonomous learning’ can be used interchangeably with the term ‘independent learning’ or ‘student-centered learning’ (Tkáčová, 2014; White, 2008; Kember, 1997). Even so, ‘autonomous learning is by no means teacher-less learning’ (Masouleh et al., 2012:840). Independent learning is not the same as independence because in autonomous learning, some teacher input is required as scaffolding needs to be provided for learners to become used to working independently (Chiu, 2012; Gibbons, 2002; Masouleh et al., 2012, Learn NC, 2018; Open Learn, 2018; Han, 2014; Didau, 2013). This concept is closely linked to Vygotsky’s ‘Zone of Proximal Development’ theory to the extent that learners must be in the so-called struggle zone to progress from learners to autonomous learners (Vygotsky, 1978; Little, 2016; Ustunluoglu, 2009; Chiu, 2012; De Bot, 2005). For example, if a learner knows over 90% of words in a text, they will be able to read it without issue, but if the learner only understands around 75% of the words in a text, they will have to be in their zone of proximal development to understand it fully, using external resources, such as dictionaries, for support (De Bot, 2005).  Nevertheless, Vygotsky (1978) highlights that what learners can achieve with the assistance of others may be more indicative of their mental development than what they can do alone. Therefore, suggesting that learners will still need support, or scaffolding, to help them achieve their full potential (Vygotsky, 1978).

          Some researchers claim that second language acquisition is too complicated a process to completely eliminate any form of instruction because interaction and correction increases language development (De Bot et al., 2005; Spada,1997). Many theorists maintain that the best way to learn vocabulary is through teacher-led instruction (Dörnyei, 2005; Language Teacher Toolkit, 2012, National Reading Panel, 2000). According to the National Reading Panel (2000), explicit instruction of vocabulary is highly effective and, to develop vocabulary intentionally, students need to be taught specific lexicon and strategies to learn words. Furthermore, instruction is more effective than independent learning for modern foreign languages (Dörnyei, 2005; Language Teacher Toolkit, 2012) as learners prefer structure and guidance, and teacher-led lessons are more enjoyable for both teacher and student (Language Teacher Toolkit, 2012). A further argument outlines that in language learning there is much concern and debate regarding which techniques can be used to help students unable to develop skills to learn, to assess and to control their own learning other than through teacher- led activities (Ustunlouglu, 2009).

        The teacher-led method for vocabulary learning that will be examined in this action research project is drilling. Drilling is ‘a way of memorising a chunk of language by repeating it’ (British Council, 2018). It is an audio-lingual method that is based on oral repetition (Teaching English for Foreign Language, 2011; British Council, 2018). Drilling is effective because, through this type of exercise, learners are able to internalise the target language and will, consequently, be more likely to use it independently (British Council, 2018; Pachler & Field, 2001). Another advantage of drilling is that teachers are able to correct pronunciation and misconceptions as the vocabulary is being taught (Teaching English for Foreign Language, 2011). Even so, too much time should not be spent on drilling as doing repetitive tasks does not necessarily ensure that learning is taking place and learners may quickly lose interest as drilling exercises can become boring (Kani, 2001). Moreover, given that accuracy is an essential aspect of drilling (Scrivener, 2011), if the drilling practice is undertaken badly by the teaching, then the student will not learn the vocabulary correctly and accurately. Vocabulary cannot be committed to long term memory by it simply being taught; it needs to be placed in different contexts, preferably provided by authentic texts, and the learner must see it several times before remembering it and understanding it fully (Dörnyei, 2009; Diamond et al., 2018; Smith & Conti, 2016; British Council, 2018; Stahl, 2005; National Reading Panel, 2000). Therefore, although drilling is effective if it is carried out well, and is an effective method for memorising vocabulary, research suggests that it is not necessarily the best method for learning and understanding vocabulary.

 	Many researchers argue that autonomous learning is more effective for language acquisition (Bates, 2014; Little, 2016) as it renders learners more engaged, encourages them to carry out additional work because they will feel motivated and capable, fosters spontaneous communication, and allows learners to absorb information, such as vocabulary, at their own pace (Little, 2016; Bates, 2014). In a cross-curricular capacity, this is important as the ability to work and learn independently relates to the Welsh Government’s aim of creating ambitious, capable learners, enterprising, creative contributors, ethical, informed citizens and healthy, confident individuals (Donaldson, 2015; Welsh Government, 2016). It could also be argued that learners pay more attention to how words are spelled, written and pronounced if they are responsible for working out the word’s meaning themselves, and cognitive psychologists have found that by processing information in greater detail, there is greater chance of retaining it in long term memory (Hulstijn & Laufer, 2001:6 in Tkáčová, 2014). Conversely, Cook (2001) highlights that it is the teacher’s responsibility to teach the ‘complexity of words’ (Cook, 2001) because it is hard to learn the spelling, meaning, possible word combinations where the vocabulary could occur simultaneously, and how to use the word without the help of a subject expert. Furthermore, explicit instruction is particularly necessary for beginners (Smith & Conti, 2016). 
Flipped learning and the flipped classroom.

          One strand of autonomous learning is flipped learning. Flipped learning may be defined as a pedagogical approach which inverts the traditional teacher-led approach with student-centered learning (Hao, 2016; Jenkins et al., 2017; Chyr et al., 2017; Flipped Learning Network, 2014). Flipped learning is generally not considered a new concept, but as a concept that has become increasingly popular due to the influence and emergence of new instructional technologies that allow for increased student-centered teaching and learning (Hao, 2016; Acedo, 2018). Flipped learning includes a variety of high-level pedagogical techniques such as students’ self-study at home before or after a lesson, blended learning using technology such as applications and videos, and content pre-prepared by the teacher which fosters group work and problem solving during the lesson (Hao, 2016; Jenkins et al., 2017; Chyr et al., 2017). In the flipped learning model, the teacher acts as a guide for students so that they may better engage in, and apply concepts to, the subject matter (Flipped Learning Network, 2014; Jenkins et al., 2017). This research aligns with Vygotsky’s theory that learners still require support in the process of becoming autonomous learners (Vygotsky, 1978).

          As regards the benefits of flipped learning, many researchers have found that student-centred instruction leads to increased levels of learner autonomy, input, motivation, performance and engagement, as well as promoting higher-order thinking (Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018). It also allows for differentiation as learners have more control over their learning and pace of learning, thus increasing learners’ confidence and allowing teachers to improve relationships with learners and provide better feedback (Hao, 2016; Azizi et al., 2017; Acedo, 2018). Concerning vocabulary learning specifically, Estyn’s most recent thematic report on Modern Foreign Languages found that where pupils had access to internet-based tools for language learning, learners were more engaged and able to further extend their vocabulary more easily (Estyn, 2016).  Nevertheless, researchers have also raised arguments about the disadavantages of flipped learning. As Hao (2016) points out, an evidence-based consensus has yet to be reached regarding the feasibility of the flipped learning approach and its overall effectiveness. Whereas some studies maintain that students in flipped classrooms have the potential to perform better than those who attend more traditional teacher-led lectures and lessons (Flumerfelt & Green, 2013; Tune, Sturek, & Basile, 2013), others have found that students are not wholly positive about the flipped learning experience, favouring more traditional teaching methods (Missildine et al., 2013; Wilson, 2013). For example, studies undertaken in higher education institutions in America discovered that pupils who had to review materials prior to coming to class often did not attend the class, thus resulting in lower assessment results (Azizi et al., 2017). 

Vocabulary acquisition, retrieval and memory.

          According to De Bot, the process of vocabulary acquisition occurs in two stages: semantisation and consolidation (De Bot, 2005). In the former stage, a learner acquires new vocabulary through the presentation of new words, phrases and structures via different multi-sensory strategies (De Bot, 2005; Pachler & Field, 2001; Smith & Conti, 2016). In this initial stage, learners attempt to encode new material and form meaningful connections with prior knowledge so it is easier for them to remember (Blunt & Karpicke, 2014; De Bot, 2005; Smith, 2017). In the latter stage, a new word is committed to the learner’s memory (De Bot, 2005). However, if a word is not fully semanticised, then it cannot be committed to long-term memory (De Bot, 2005; Smith & Conti, 2016). Furthermore, ‘learning and teaching strategies that engage all the senses, including visual, auditory and tactile, increase the chances of both storing and retrieving the information’ (Smith & Conti, 2016). Therefore, the more contexts through which a concept is introduced to the brain, the more likely it will be committed to long-term memory (Smith & Conti, 2016).

          It is widely agreed that one of the principal ways in which learners will commit new vocabulary to long-term memory is through repetition (Cook, 2001; Smith 2017; Smith, 2018; Soderstrom et al., 2016; Pachler & Field, 2001; Field, 2007; Smith & Conti, 2016). Harris and Snow (2004 in Field, 2007) claim that learners need to hear a word twelve times before it can be remembered, and, therefore, repeated exposure is needed. Smith & Conti (2016) maintain that, without practice, 60% of new vocabulary will be forgotten within 48 hours of having learned it. Moreover, Field states that this process relies upon teacher-input and interaction but learners should be provided with opportunities to practice the vocabulary through varied tasks (Field, 2007). This aligns with Vygotsky’s theory that teachers act as caregivers to provide learners with appropriate support to learn further (Vygotsky, 1978). 
Similarly, the concept of ‘desirable difficulty’ relates back to Vygotsky’s Zone of Proximal Development, as it presents learners with an aspect that may be more difficult to learn initially, or harder to encode, but, in turn, this makes it easier to recall at a later time (Cauchy, 2014). Another way learners commit vocabulary to long-term memory is through memorizing techniques, such as mnemonics, visual aids and word categorization, and through word-association (Smith, 2017; Smith 2018; Cook, 2001; Field, 2007) In long-term memory, lexical items are automatically associated with other lexical items through categorisation, similar sounds or spellings and contexts (Smith & Conti, 2016; De Bot, 2005).

          To retrieve information from long-term memory, retrieval cues, such as colour-coding and word association, play a key role (Smith & Conti, 2016). Asking students to learn thematically-categorised vocabulary off by heart so that it can be reproduced in a test situation has proven to be an effective way of allowing learners to establish their own retrieval paths in their memory (De Bot, 2005; Blunt & Karpicke, 2014; Smith & Conti, 2016). Assigning lists of vocabulary to be learned in this way may relate back to the flipped-learning method to the extent that learners may have to learn relevant vocabulary prior to the class and this may now be done through the use of online applications. Practicing retrieval techniques allows learners to create a greater number of memory retrieval paths, therefore allowing them to better recall information (De Bot., 2005; Blunt & Karpicke, 2014).

          To summarise, there are conflicting views on how vocabulary is best acquired. Some researchers believe that autonomous learning is highly effective (Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018). Autonomous learning is a concept which increases the role of the student in the classroom, giving them greater control over their learning (Tkáčová, 2014; White, 2008; Kember, 1997). Nevertheless, there is convergent evidence to demonstrate that, even when autonomous learning is possible, the teacher still needs to play a role in scaffolding and supporting learning (Chiu, 2012; Gibbons, 2002; Masouleh et al., 2012, Learn NC, 2018; Open Learn, 2018; Han, 2014; Didau, 2013; Vygotsky; 1978). One form of autonomous learning which is becoming increasingly popular largely due to an increase in the use of technology in the classroom is flipped learning. Flipped learning fits the autonomous model as the teacher acts as a guide to provide students with self-study materials so they may better engage in the subject being studied in the classroom (Flipped Learning Network, 2014; Jenkins et al., 2017; Hao, 2016). It is beneficial because it allows for increased learner input, greater differentiation, more time in the lesson to explore concepts in detail and promotes higher order thinking and better student-teacher relations (Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018). However, there still remains debate about the overall effectiveness of this type of autonomous learning and whether students do actually favour this method (Jenkins et al., 2017; Acedo, 2018; Missildine et al., 2013; Wilson, 2013). Even so, it may be employed in more traditional vocabulary-learning methods nowadays, such as learning lists of vocabulary using online applications prior to attending a class (De Bot, 2005; Blunt & Karpicke, 2014; Smith & Conti, 2016). As regards vocabulary acquisition and how it is committed to long-term memory, it is generally agreed that drilling can play a key role in introducing and memorising new vocabulary (Dornyei, 2009; Diamond et al., 2018; Smith & Conti, 2016; British Council, 2018; Stahl, 2005; National Reading Panel, 2000) as it involves repetition, which is fundamental to committing new language to long-term memory (Cook, 2001; Smith 2017; Smith, 2018; Soderstrom et al., 2016; Pachler & Field, 2001; Field, 2007; Smith & Conti, 2016). For learners to be able to memorise and retrieve new vocabulary, they must create links, or retrieval paths, within their mind which can be done through the use of various techniques (De Bot, 2005; Blunt & Karpicke, 2014; Smith & Conti, 2016). It could be assumed that autonomous learning provides the perfect platform for learners to form these connections and develop personal ways of remembering vocabulary. Nonetheless, the argument in favour of teacher-led instruction still remains. For this reason, the aim of this action research project is to establish whether autonomous learning is actually more effective than drilling regarding vocabulary acquisition.

School Policy and Practice

         School X does not maintain a specific school or departmental policy regarding vocabulary teaching and learning. However, information regarding school practice was obtained through discussion with department teachers about their personal vocabulary-teaching methodologies and the schemes of work for French and Spanish. Every half term learners receive a new wordlist which includes thematic vocabulary and phrases that they will use throughout the module being studied (see Appendix B). The wordlists are combined with literacy and numeracy framework (LNF) based starter activities and end with a summative assessment which using vocabulary and grammatical structures from the relevant wordlist. Each wordlist also includes an ‘Aim High’ section for differentiation purposes and to challenge more able and talented pupils.  The head of the language department has stated that the wordlists are designed to introduce GCSE-style opinion structures at Key Stage 3 (KS3) so that learners will be able to use them orally and in writing early on in their secondary school career. Similarly, displays in all MFL classrooms are the same and mirror the vocabulary and grammatical structures of the wordlists so that all learners are consistently exposed to seeing and using this lexicon. This aligns with theory regarding repetition and the fact that the more learners are exposed to certain vocabulary and are able to employ it in a variety of different contexts, the greater the chance they will commit it to their long-term memory (Cook, 2001; Smith 2017; Smith, 2018; Soderstrom et al., 2016; Pachler & Field, 2001; Field, 2007; Smith & Conti, 2016).

          The languages department at School X uses a variety of vocabulary teaching and learning methods. Drilling is the technique that is most consistently employed across the department for KS3 as it allows learners to internalize the target language effectively and hear pronunciation correctly before independently using it (British Council, 2018; Pachler & Field, 2001). However, as learners in the school seem to lose interest in teacher-led tasks quite easily, as is suggested by Kani (2001), the department combine drilling with autonomous learning techniques such as in-class self-study, word association, and visual aids (Smith, 2017; Smith 2018; Cook, 2001; Field, 2007). At Key Stage 4 (KS4), autonomous learning and flipped learning techniques are sometimes employed to maximize learning time within the classroom (Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018). This includes using online applications, such as Memrise, for self-study homework and flipped learning preparation. However, this approach has not been established at KS3 because the department have a policy of giving out two pieces of homework per half term as many learners refuse to do homework or do not have access to online resources for flipped-learning, largely due to the pupil profile, catchment area and percentage of free school meals pupils (Welsh Government, 2018). 

Ethical Considerations and Methodology
Ethical considerations

          The ethical considerations for this research project were based upon the British Educational Research Association’s Ethical Guidelines for Educational Research (BERA, 2011), the Data Protection Act (1998), University of Wales Trinity St. David’s Research Ethics & Integrity Code of Practice (2018) and the 1998 Data Protection Act. The name of the pupils and the school will remain anonymous in keeping with guidelines. To ensure anonymity, each learner was assigned a number and their results were recorded against their assigned number. Learners’ permission to use their test results in the study was obtained through voluntary informed consent. Examples of the consent forms may be found in Appendix A. Learners were informed about the research project and, in my role as researcher, I aimed to ensure that they fully understood the process in which they were to be engaged, including why their participation was necessary, how their data would be used and how, and to whom, it would be reported. They were informed that if they chose to be passive subjects instead of active subjects in the testing, then their results will not be included in the evaluation section of the project. Similarly, they were informed that if they wished to withdraw from the research, their results will not be considered. In alignment with Article 3 and Article 12 of the United Nations Convention on the Rights of the Child, no pupil was forced or coerced into participating in the project. The results will be reported upon accurately and will not be deliberately altered or exaggerated. Furthermore, in a dual-role as teacher and researcher, I am aware of the necessity to consider the extent to which my reflective research impinges on others
                                                       (BERA, 2011; UWTSD, 2018; Data Protection Act, 1998).
Methodology

          Action research is intended to allow teachers to identify problems and develop solutions in a reflective way (Altrichter et al., 1993). So, for the project, an action research methodology was employed in which I undertook the role of teacher researcher. The research intended to consider elements of the Professional Learning Model, in particular ‘effective use of data and research evidence’ and ‘reflective practice’ (Welsh Government, 2015:2). Research was undertaken in the secondary phase as this is one of the key areas where educational research is possible (Welsh Government, 2015). 

          Gathering data is important because it is measurable, can be revisited at any time, can be presented in a variety of ways and is easily accessible (Welsh Government, 2015). For this reason, pre-testing and post-testing was used to gather quantitative data. These type of tests allow researchers to measure the amount of learning that has been undertaken by a student in a specific subject and to assess the impact an intervention has had on learning (LTDI, 1999; Kuehn, 2017; Redhill TSA, 2013). The expected outcome was that the post-test results would demonstrate that students were able to answer more questions correctly based on an increase in knowledge and understanding (Kuehn, 2017; LTDI, 1999) in comparison to the pre-tests, which established their baseline result (Education Endowment Foundation, 2018). The tests were undertaken by two, middle set year 9 classes of equal ability to ensure that results would not be affected greatly by comparing a lower-ability group to a higher ability group. However, it should be noted that due to the size and nature of the school, ability within class sets does vary. The elected test design was multiple choice as these type of tests can be marked objectively and are easy to correct due to the fact they include simple data (Weimer, 2018). The tests included a total of twelve questions each. The first six questions of the test involved French to English translation and the last six questions, English to French translation (see Appendix F). The pre-testing was undertaken at the beginning of the lesson and learners were informed that they should not expect to be able to answer all of the questions. This was done for ethical considerations as is it essential to ensure that the pupils do not feel distressed and are fully informed of what is happening during the research process (BERA, 2011). One group, labelled as Class A for the purpose of this project, acted as a control group and was taught vocabulary using drilling techniques. The other group, labelled as Class B, participated in autonomous learning interventions. Following the interventions, both classes received the same post-test. The results of both tests will be used as data that will be analysed and compared in the next section of this essay. The quantitative data obtained will be presented in the form of bar graphs as this will allow for direct comparison of data and for data to be viewed clearly (Vanderbilt University, 2010). The qualitative data obtained through observation will be presented as a write up of findings. Initial data and a report of the findings will be shared with School X. Empirical research will be used in following lessons to establish whether the vocabulary learnt has been retained by pupils. This will be done by observing if the pupils can actively use the vocabulary in planned activities and will act as a qualitative approach (Welsh Government, 2015). In this instance, I will be the participant observer and the class teacher will be the active observer (Mills, 1999). This will also act as a method of triangulation for the data obtained (Welsh Government, 2015; Altrichter et al., 1993). Before moving on to analyse the results of the research, it should be noted that numerical data is fallible and may be interpreted in different ways (Welsh Government, 2015; Altrichter et al., 1993) and, therefore, has limitations. Nevertheless, used alongside other sources, performance data can make an important contribution to support schools in their drive to improve standards (Welsh Government, 2015:10). As regards the limitations of qualitative data, the observations and opinions of the active observer are subjective (Datt, 2016) and are thus also open to interpretation.

The research project was carried out over the course of three ten-minute interventions with the following planned schedule:

CLASS A (DRILLING)

	Thursday, 8 March, Lesson 3
	 Pre-test & Intervention 1 and 2

	Thursday, 22 March, Lesson 3
	 Intervention 3 & Post-test



CLASS B (AUTONOMOUS LEARNING)

	Thursday, 8 March, Lesson 5
	Pre-test & Intervention 1 and 2

	Thursday, 22 March, Lesson 5
	Intervention 3 & Post-test




It was originally planned that four interventions would be undertaken across four lessons, but due to the nature of the school timetable, during which I was only able to teach these classes once a fortnight, the rigidity of the scheme of work and the requests of School X’s language department, this had to be reduced to three interventions across just two lessons with each class. It was not possible to extend the interventions further as all year groups were beginning a module in which they did not learn new vocabulary but undertook literacy and numeracy framework (LNF) based tasks in order to revise the content of the academic year. For the lessons on 8 March, to ensure that there was sufficient gapping between intervention one and two, the lesson was structured into two halves and the total amount of vocabulary introduced in the two interventions combined added up to a similar total of the vocabulary introduced during intervention three. Conti (2017) highlights that, although it is generally recommended that between eight and ten new words should be introduced, there is not actually a set number of new lexicon that should be introduced per lesson, and that it depends on contextualization, prior knowledge and ‘word learnability’. Therefore, if words are thematically presented, are cognates or have been previously seen in a different context, they will be easier to learn. For this reason, eight phrases were introduced in intervention one, six phrases in intervention two and eleven phrases in intervention three as this was the most convenient way for the vocabulary to be categorized thematically. These phrases were taken from boxes C and D of ‘Année 9: Wordlist 3’ which may be seen in Appendix B. 



Evaluation and Results

          This section aims to evaluate the sequence of interventions, tasks and methods that were employed during the research. It will also examine and present the results and findings of the interventions. In relation to the aforementioned timetabling issues, it is possible that the amount of time between learners’ lessons would have affected the results of the study given that there was a disproportionate amount of time between exposure to new vocabulary. Given that 60% of new vocabulary is likely to be forgotten within 48 hours of learning it (Smith & Conti, 2016) and that learners should be provided regular opportunity to practice new vocabulary (Field, 2007), a significant gap in lessons will potentially have affected learners’ ability to retain the new structures learnt. Regarding retrieval and memory, the participant observer noted that in both classes, learners had difficulties in recalling all vocabulary learnt in subsequent lessons and still relied heavily on wordlists to remember and use vocabulary. Furthermore, they were not assigned any homework relating to the vocabulary studied so, again, it is less likely that they will have committed it to long-term memory. Moreover, although vocabulary may be defined as ‘single words, easily translatable from one language to another’ (Field, 2007:23), longer phrases were also included in order to align with department’s aforementioned wordlists and scheme of work. It proved quite difficult to drill longer phrases, with learners having difficulty in joining phrases together and it was also more time consuming than drilling individual words.

         As regards the resources, tasks and methods used in the interventions, Class A received repetition drilling exercises in which I read the words on the board and the class repeated them both all together (choral drilling) and individually at different volumes and using actions as recommended by the British Council (2018). This was then followed by substitution drills to introduce negative forms and to check for understanding (British Council, 2018). Copies of the slides used for drilling are available in Appendix C, however learners were also able to look at their wordlists whilst drilling was being undertaken. It was noted by the active observer that the drilling for interventions 1 and 2 was not as successful as it could have been, principally as there was only target language on the slide. This meant that learners did not fully understand what was being learnt and they were heavily reliant on their wordlists when completing the consolidation activities throughout the rest of the lesson. As the British Council (2018) highlights, ‘for drills to be meaningful, learners need to understand what they are being asked to say. Monotonous chanting of decontextualised language is not useful to anyone’. Consequently, in intervention 3, the English translation was provided on the slide for the phrases being drilled and it was observed that learners better understood how to use the phrases in different contexts, which is fundamental in committing new vocabulary to long-term memory (Smith & Conti, 2016). However, through observation, it was evident that learners only found the drilling activities engaging for a short time, which corresponds to Kani’s theory that repetitive tasks provokes learners to lose interest and do not ensure that learning is actually taking place (Kani, 2001).

          Class B undertook autonomous learning tasks which included a matching activity, tarsia puzzle, timed memorizing and peer-to-peer assessment for instant-recall vocabulary testing (see Appendix D). The ideas for the autonomous learning intervention tasks were taken from Smith & Conti (2016: 54-56). The pupils at School X generally seem to prefer student-led activities which disproves the theory that in the MFL classroom, learners prefer structure, guidance and teacher-led lessons (Language Teacher Toolkit, 2012).  In general, learners appeared more engaged during the autonomous learning interventions than during the drilling interventions. This confirms research which claims that autonomous learning renders learners more engaged (Bates, 2014; Little, 2016; Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018). However, it should be noted that teacher input was necessary in order to create, model and oversee the tasks, and also to undertake assessment for learning following the task to check for understanding and correct pronunciation. Moreover, although scaffolding was not provided by teacher talk, instructions and examples were displayed on the board for learners to refer to for support. Therefore, this proves that autonomous learning may be student-centred, but it still relies on significant teacher input so that learners are actually able to work independently (Chiu, 2012; Gibbons, 2002; Massouleh et al., 2012; Learn NC, 2018; Ustunluoglu, 2009; De Bot, 2005; Vygotsky, 1978). 

          Whilst the interventions were approximately ten minutes each, the lesson context in which these interventions took place allowed for activities to practice and consolidate the new vocabulary that was introduced. This aligns with the recommendation that learners should be provided with opportunities to practice newly-acquired vocabulary through a variety of tasks and in different contexts in order to commit it to long-term memory (Smith & Conti, 2016; De Bot, 2005; Field, 2007; Blunt & Karpicke, 2014). These activities included a targeted-reading comprehension worksheet to check for understanding and expose learners to the new vocabulary in context (Smith & Conti, 2016), a dice game to ensure that learners could independently use and manipulate new vocabulary and structures in spoken and written form (Smith & Conti, 2016), and a ‘think-pair-share’ as an assessment for learning strategy (Swain & Lapkin, 2000 in Moeller & Roberts, 2013: 23) (see Appendix E). It was observed by the active observer and the participant observer that when recycling and consolidating the new vocabulary in activities throughout the lesson, Class A’s pronunciation was more accurate than Class B when speaking. This aligns with the theory that drilling is a more effective way of ensuring accurate pronunciation with newly-learnt vocabulary (British Council, 2018; Teaching English for Foreign Language, 2011). 

 Analysis of Data












          						Score out of 12

          In Class A (drilling), a total of 21 learners were expected to participate in the study. However, the results of only 18 learners in total were considered in this analysis due to incomplete test results; some learners were absent for the pre-test and some for the post-test. Therefore, a complete set of data was unattainable for 3 learners. The tests contained 12 questions each and the maximum possible score was 12. The average score for Class A in the pre-test was 7.2. The average score for Class A in the post-test was 9.7. Therefore, there was an average improvement of 2.5, demonstrating that drilling was effective in vocabulary acquisition. The mode score for the pre-test was 7 and the mode for the post-test was 8. In the pre-test, no learner scored 12 out of 12. In the post-test, 3 learners scored 12 out of 12, therefore also demonstrating improvement. However, it should be noted that for 3 learners test scores actually went down by an average of 3 marks following the interventions. Furthermore, 2 learners’ scores stayed the same in the pre-test and the post-test, thus demonstrating no improvement following the interventions. One explanation for this is the fact that multiple choice testing was used and it is possible that an element of guess work from the learners was involved, thus causing margin for inaccuracy in the testing (AVC, 2018; Weimer, 2018). 















Score out of 12

          In Class B (autonomous learning), a total of 23 learners were expected to participate in the study. However, the results of only 16 learners in total were considered in this analysis due to incomplete test results due to absence in either the pre-test or the post-test. Therefore, a complete set of data was unattainable for 7 learners. The average score for Class B in the pre-test was 7.5 out of 12, which is 0.3 higher than the average score for Class A. The average score for Class B in the post-test was 9.3, which is 0.4 less than the average score for Class A. So, there was an average improvement of 1.8 marks for Class B, demonstrating that, although autonomous learning was effective in vocabulary acquisition, it proved to be slightly less effective than drilling. 




          
         
          Class B’s mode score for the pre-test was 6 and the mode for the post-test was 9. So, Class B’s mode score actually seems to demonstrate greater improvement than that of Class A.  In the pre-test, one pupil from Class B scored 12 out of 12. In the post-test, 5 pupils scored 12 out of 12, therefore also appearing to demonstrate greater improvement in comparison to Class A. However, it should be noted that, for two learners, test scores actually went down by an average of 2.5 marks following the interventions. Furthermore, three learners’ scores stayed the same in the pre-test and the post-test, thus demonstrating no improvement following the interventions. One reason for this may be due to peak learning time. Some research has suggested that the optimal time for learning is late morning (Callan, 1998; Dabell, 2017; Dovey, 2016). Although tests with both classes were carried out in the same conditions, on the same day, Class B’s lesson took place in the afternoon, after lunch at 13:19 to 14:12, whereas Class A’s lesson took place mid-morning at 10:50 to 11:41. Therefore, it is possible that lesson timing may have impacted performance.

          In order to establish where greater improvement was actually made, it is necessary to compare question by question results for Class A and Class B. In Class B, all questions demonstrated learner progress with more correct answers being given for every question, except question one which was answered correctly by all participants during both the pre and post-tests. However, the results for Class A do not demonstrate progress that is as consistent. Although the more questions were answered correctly in the post-test, question 2 was answered correctly by 16 out of 18 learners during the pre-test and post-test questions 7 and 10 actually showed a decline in the amount of correct answers. Given that drilling is an audio-lingual teaching method (British Council, 2018; Teaching English for Foreign Language, 2011) it is possible that certain learners were simply not listening during the lesson. Similarly, these students may have responded better in the autonomous learning class if they are not receptive learners. As Pritchard (2014:64) points out, ‘if an individual’s preferred approach to learning tasks is ignored in the ways that a teacher expected them to work, there is a distinct possibility that their learning will not progress as efficiently and effectively as it might’.






















            To summarise, regarding memory and retrieval, it was observed that learners had difficulty remembering and re-using vocabulary from one lesson to the next. This may be because there was a significant period of time between interventions and learners were not provided with homework to consolidate the vocabulary. This confirms theory that repetition is needed to ensure that vocabulary is committed to long-term memory (Cook, 2001; Smith, 2017; Smith, 2018; Soderstrom et al., 2016; Pachler & Field, 2001; Field, 2007; Smith & Conti, 2016). It would appear that, even in the autonomous learning interventions when learners had the opportunity to study vocabulary individually and form personal retrieval links to remember certain lexicon, memory and recall were poor and the majority of students relied heavily on wordlists to complete consolidation activities. In evaluation of the methods and activities employed throughout the interventions, drilling should introduce ‘chunks’ of new vocabulary and should introduce vocabulary in a meaningful way (British Council, 2018; Scrivener, 2011). However, the vocabulary and phrases on the wordlists proved quite difficult to drill as many of the lexicon formed part of longer structures. Therefore, the initial drilling could have been carried out in a better manner. The drilling activities did not appear to engage students as much as the autonomous learning activities, thus confirming research that drilling can easily become boring for learners (Kani, 2001) and that student-led activities are more engaging in general (Bates, 2014; Little, 2016; Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018). Nevertheless, teacher instruction was necessary to correct mispronunciation and misconceptions (Chiu, 2012; Gibbons, 2002; Massouleh et al., 2012; Learn NC, 2018; Ustunluoglu, 2009; De Bot, 2005; Vygotsky, 1978). 

          The expected outcome for test results was that they would demonstrate that students are able to answer more questions correctly based on an increase in knowledge and understanding (Kuehn, 2017; LTDI, 1999). This was the case for both Class A and Class B, thus demonstrating that both drilling and autonomous learning are effective methods for vocabulary acquisition. In looking at the average overall scores of both classes, it would initially appear that Class A is the more effective method for vocabulary acquisition. Nevertheless, when looking at the data on a question-by-question basis, it may be argued that progress made by Class B was more consistent, not only due to the fact that learners answered questions more correctly for every question in the post-test, but also because the mode score increased more than that of Class A. Overall, the results indicate that, where comparing drilling and autonomous learning there is no stand-out method for vocabulary teaching and learning. Even so, it is necessary to consider the limitations of the study and how these may have affected the final data.

Limitations and Future Development

          Having evaluated the methodology, results and practice employed during the interventions for this research project, several limitations to the study have been identified which could influence further classroom enquiry in order to support my continuing professional and personal development. It is necessary to consider the fact that interventions were undertaken over an unusually short period of time due to limitations of timetabling and the structure of the scheme of work. If the study were to be undertaken again, it would need to take place with a greater number of interventions and over a longer period of time (Graham et al., 2008) to obtain a more concrete data. The fact that it was conducted over a shorter amount of time may also mean that there was not a true reflection of retrieval and memory regarding the new vocabulary. For new lexicon to be committed to long-term memory, learners must see the new words again in different contexts, be exposed to the words repeatedly over time (Smith & Conti, 2016; Cook, 2001; Smith 2017; Smith, 2018; Soderstrom et al., 2016; Pachler & Field, 2001; Field, 2007). Furthermore, it was not really established if those who had completed the autonomous-learning interventions had experienced ‘desirable difficulty’ (Cauchy, 2014), making vocabulary harder to learn but easier to recall overtime in alignment with Vygotsky’s ‘struggle zone’ (Vygotsky, 1978). Similarly, as regards memory and retrieval, it would certainly be worth establishing to what extent setting homework or flipped-learning strategies impacted upon vocabulary learning and retention. Learners commit vocabulary to long-term memory through memorizing techniques, such as mneumonics, visual aids and word categorization, and through word-association (Smith, 2017; Smith 2018; Cook, 2001; Field, 2007). To fully commit new vocabulary to long-term memory, learners must have the opportunity to develop personal links, or retrieval paths, in their mind so that they are able to recall information when necessary (De Bot, 2005; Blunt & Karpicke, 2014; Smith & Conti, 2016) through the use of techniques such as word association, colour-coding and mneumonics (Smith & Conti, 2016). Therefore, it would not only be worth examining the impact of setting homework as part of autonomous vocabulary learning, but also doing further tests after a more significant period of time to measure memory and retrieval (RedhilL TSA, 2013). This type of spacing and interleaving has been shown to have an impact on how deeply learners learn and store information for recall (Class Teaching, 2014).

          The vocabulary introduced during the interventions had to be linked to the rest of the lesson due to the nature of the School X’s scheme of work. Therefore, the rest of the lesson included activities that would have consolidated the learning of the vocabulary. This means that the results may not show a true reflection of what was learnt during the interventions, but rather during the activities in the rest of the lesson. So, in carrying out future investigation into vocabulary learning, it may be worth carrying out targeted interventions, possibly using a teaching assistant or foreign language assistant as recommended by the Education Endowment Foundation (2018b) to ensure that a greater focus is placed on the vocabulary acquisition itself. Moreover, Field (2007) defines vocabulary as single words but due to the nature of the scheme of work, it was necessary to drill longer phrases. As Smith highlights, ‘words should preferably be seen or heard within longer chunks so that students get used to recognizing word boundaries in the stream of sound’ (Smith, 2018: 108). Yet, learners were unable to do this as the phrases being drilled formed a ‘longer chunk’ anyway. So, in researching vocabulary acquisition in the future, it will be necessary to ensure that the lexicon used for drilling is presented in singular or shorter words and phrases. 

          The method of testing itself did not ensure completely reliable results. The use of a pre-test and a post-test could be used again given that these type of tests allow researchers to measure the amount of learning that has been undertaken by a student in a specific subject and to assess the impact an intervention has had on learning (LTDI, 1999; Kuehn, 2017). However, the decision to use multiple choice questioning may have meant that learners were just guessing answers and not actually using their knowledge (AVC, 2018; Weimer, 2018), thus impacting the validity and reliability of the results. As the Education Endowment Foundation (2018a) points out ‘if teachers are to use baseline assessment to inform their practice, they have to be able to trust the information derived from such testing’. 

          Finally, it is necessary to consider learner context. Around 70% of learners in School X are English as an Additional Language (EAL) learners. According to the Department for Education and Skills (2004), ‘pupils learning EAL are likely to have a better understanding of grammars and the ways in which languages work because they have the advantage of being able to compare languages’. Moreover, bilingual pupils ‘may find pronunciation of the new language easier to hear and reproduce because they are able to make links with pronunciation in other languages, are aware of the necessity for authentic pronunciation and they may be more willing to experiment with the language’ (Department for Education and Skills, 2004). Therefore, a further area for development would be comparing and contrasting results and vocabulary acquisition of EAL learners with non-EAL learners to establish whether this is a factor which impacts on pupil progress and overall results. 

          The limitations identified in this section include interventions taking place over too short a period of time, the use of multiple-choice questioning potentially hindering the validity and reliability of test results, and the length of the phrases and structures that were taught. By identifying these limitations, it has been possible to establish how future research and interventions may be undertaken more effectively to consolidate improvement in teaching and learning. This includes examining the impact of homework and flipped learning on vocabulary acquisition, memory and retrieval, using further measurable tests, considering the quantity and context of vocabulary introduced, undertaking the research over a longer period of time, and identifying whether EAL learners acquire vocabulary more efficiently than non-EAL learners.

 				     Conclusion

           Action research is important as it provides teachers with the opportunity to enhance their pedagogical practice to meet the needs of learners and to improve overall teaching and learning (Schleicher, 2012; Tabberer, 2013; Welsh Government, 2015). This research project aimed to investigate methods for vocabulary learning to establish which will be best to use in practice in order to improve this aspect of my teaching. It sought to answer the following research questions:

RQ1a: Do pupils learn vocabulary better through student-led or teacher-led lessons?
RQ1b:  Is teacher input vital for vocabulary learning?
RQ2: How effective is drilling for vocabulary acquisition?

This topic was chosen for investigation as whether drilling or autonomous learning is more effective for vocabulary learning is currently a contentious issue in the field of language teaching. In a cross-curricular capacity, it is important to research this subject as the Welsh Government’s aim is to create ambitious, capable learners, enterprising, creative contributors, ethical, informed citizens and healthy, confident individuals (Donaldson, 2015; Welsh Government, 2016); all qualities which relate to young people being able to work and learn independently. 

          In order to answer these questions, research was undertaken at a large, mixed secondary school in Cardiff where there is a high percentage of Free School Meals (FSM) and English as an Additional Language (EAL) learners (Estyn, 2017; Welsh government, 2018). The chosen methodology for the action research was the use of pre-tests and post-tests as they provide measurable quantitative data which would clearly establish whether pupil progress had been made (LTDI, 1999; Kuehn, 2017; Redhill TSA, 2013).  Two year 9 classes of around the same ability were asked to participate in the interventions and testing. In undertaking the research ethical issues were carefully considered based upon the British Educational Research Association’s Ethical Guidelines for Educational Research (BERA, 2011), the Data Protection Act (1998), University of Wales Trinity St. David’s Research Ethics & Integrity Code of Practice (2018) and the 1998 Data Protection Act. The tests included twelve multiple choice questions so that simple data could be collected and easily marked (Weimer, 2018). In order to triangulate the data (Welsh Government, 2015; Altrichter et al., 1993), qualitative observations were undertaken by myself as teacher-researcher and the class teacher as an active observer (Mills, 1999; Welsh Government, 2015). 

          Autonomous learning is another way of describing student-centred learning (Tkáčová, 2014; White, 2008; Kember, 1997). However, it is argued that teacher input is still essential in independent learning as learners must be provided with the appropriate support in order to become autonomous (Chiu, 2012; Gibbons, 2002; Masouleh et al., 2012, Learn NC, 2018; Open Learn, 2018; Han, 2014; Didau, 2013; Vygotsky, 1978). For learners to learn vocabulary effectively they should be pushed into the ‘struggle zone’ as this means that they are more likely to retain the new lexicon (Vygotsky, 1978; Little, 2016; Ustunluoglu, 2009; Chiu, 2012; De Bot, 2005; Cauchy, 2014). Many researchers maintain that autonomous learning is effective for language acquisition as it fosters independent thinking skills, increases engagement, allows for differentiation and permits learners to learn at their own pace whilst providing them with greater opportunity to commit the vocabulary to long- term memory (Bates, 2014; Little, 2016; Tkáčová, 2014; Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018). However, other theorists maintain that drilling is the most effective method of vocabulary acquisition. Drilling is an audio-lingual method based upon oral repetition (Teaching English for Foreign Language, 2011; British Council, 2018). It is considered to be effective because it allows learners to hear the pronunciation of a word (Teaching English for Foreign Language, 2011) and the repetition involved is fundamental to committing new lexicon to long-term memory (Cook, 2001; Smith 2017; Smith, 2018; Soderstrom et al., 2016; Pachler & Field, 2001; Field, 2007; Smith & Conti, 2016). Harris and Snow (2004 in Field, 2007) Learners must practice the vocabulary that has been learnt regularly and in various contexts for it to be easily stored and retrieved in their memory (De Bot, 2005; Blunt & Karpicke, 2014; Smith & Conti, 2016). School X’s language department try to incorporate this in the way that they teach and introduce new structures by mirroring wall displays with wordlists so that learners become used to independently using key lexicon. The department also gives learners thematic wordlists so that vocabulary will be easier to learn (Smith & Conti, 2016) and principally uses drilling techniques for vocabulary acquisition at Key Stage 3.

         To answer RQ1a, the test results indicate that pupils learn vocabulary better through teacher-led lessons considering that the drilling interventions showed a 2.5 mark average increase in overall test scores, higher than the 1.8 mark increase for Class B.  Nevertheless, this is a marginal difference and both classes showed good overall progress. Furthermore, when analysing the results on a question-by-question basis, the autonomous learning class (Class B) showed greater overall improvement given that every question was answered more accurately in their post-tests, whereas Class A demonstrated decreased accuracy in answering several questions in the post-test. Therefore, it may be argued that vocabulary can be learnt effectively through student-led and teacher-led lessons, and that overall progress depends on other factors such as the learning preferences of individuals students, class engagement and consolidation activities. For example, learners were observed to be more engaged in learning in the autonomous-learning interventions. Moreover, if learners lose interest, then it is likely they will stop listening. Considering that drilling is an audio-lingual method of teaching and learning (British Council, 2018; Teaching English for Foreign Language, 2011), the drop in results for certain questions for Class A may be explained by the fact that learners lost interest. These observations confirm theory that learners can become easily disaffected during drilling (Kani, 2001) and that independent learning activities encourages learners to feel more engaged, motivated and capable (Little, 2016; Bates, 2014). 

          In answer to RQ1b, the results of the research demonstrate that teacher input is indeed vital for vocabulary learning, given that, firstly it was necessary for a teacher to model and explain activities, and secondly, pronunciation and misconceptions had to be corrected to ensure that vocabulary was correctly learnt. Therefore, this proves the theory that teacher input is still essential in independent learning as learners must be provided with the appropriate support in order to become autonomous (Chiu, 2012; Gibbons, 2002; Masouleh et al., 2012, Learn NC, 2018; Open Learn, 2018; Han, 2014; Didau, 2013; Vygotsky, 1978) and that drilling needs to be undertaken with guidance so that new lexicon can be learnt accurately (Scrivener, 2011).

[bookmark: _GoBack]          As regards RQ3, this study demonstrated that drilling is certainly an effective method of learning vocabulary as pupil progress was demonstrated between the pre-test and the post-test, as was anticipated (LTDI, 1999; Kuehn, 2017). However, the study also proves that autonomous learning is nearly as, if not more, effective than drilling for vocabulary acquisition considering that progress was also made with student-centred learning methods and by using these strategies, learners are not only acquiring new vocabulary but also enhancing other skills such as independent thinking (Bates, 2014; Little, 2016; Tkáčová, 2014; Hao, 2016; Jenkins et al., 2017; Azizi et al., 2017; Acedo, 2018) ,thus aligning with the aim of the new curriculum which aims to encourage learners in Wales to be independent, capable learners (Donaldson, 2015; Welsh Government, 2016).

          Overall, although it appears that pupils learn vocabulary better through teacher-led lessons, the results of the interventions cannot provide a definitive answer to whether drilling or autonomous learning is more effective due to limitations in the study such as the time period in which it was undertaken, the nature of the vocabulary introduced and the use of multiple choice testing. To establish which method would be more effective, further research would need to be undertaken in different contexts and by changing certain aspects of the methodology. Reflecting upon the research in relation to personal and professional development, it would be beneficial to examine areas such as flipped-learning, introducing measurable testing to gain a deeper understanding of memory and retrieval and, considering the nature of School X, whether EAL learners acquire vocabulary in MFL differently to those who do not already speak a second language. Even so, undertaking this research project has benefitted my practice in that I am more aware of different pedagogical strategies for vocabulary acquisition and how best they can be applied in my classroom. In future practice, I will continue to research different vocabulary teaching methods because, ultimately, it is about finding the best strategies to meet individual learners’ needs so that they can progress and develop as much as possible (Welsh Assembly Government, 2010). 
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APPENDIX A – consent form examples (participant names and signatures blurred out)
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APPENDIX B – Wordlist
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APPENDIX D – Autonomous learning interventions
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APPENDIX E – consolidation activities
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APPENDIX F – Test

Participant no:__________
___________________________________________________________
Circle the answer you think is correct.
___________________________________________________________

PART A – French to English

1.   de temps en temps
A)   occasionally            	B) sometimes 		C) from time to time	


2.    souvent
A)    everyday             	B) often			C) sometimes


3.    jamais
A)   never			 B) sometimes 		C) once


4.   rester en contact avec mes amis

A)  to stay in touch with my friends	 
B)  to talk to my friends online  
C)  to go out with my friends

5.   partager ma vie avec le monde

A)  to share my photos with the world	 
B)  to share my life with the world
C)  to share my selfies online


6.   parler aux étrangers en ligne
A)  to talk to my friends online 
B)  to do online shopping
C)  to talk to strangers online



PART B – English to French

7.  to learn about things

A)  me renseigner			B) me vanter			C) être curieux


8.  you must
A)  il ne faut pas 			B) il faut 			C) j’en fais


9.  to show off

A) bavarder				B) selon moi			C) me vanter


10.  you should not

A) on ne devrait pas		B) il ne faut pas		C) jamais


11. to do my homework on the computer

A) faire attention en ligne
B)  faire mes devoirs à l’ordinateur
C)  avoir un compter privê


12. to spend too much time online

A)  passer trop de temps en ligne
B)  parler de temps en temps à l’ordinateur
C)  poster jamais beaucoup de statuts


12





CLASS A (Drilling)	PRE-TEST	POST-TEST	7.22	9.66	



CLASS B (Autonomous learning)	PRE-TEST	POST-TEST	7.5	9.31	


 Comparison of average scores Class A and Class B 

CLASS A (Drilling)	PRE-TEST	POST-TEST	7.22	9.66	CLASS B (Autonomous learning)	PRE-TEST	POST-TEST	7.5	9.31	



Class A - Correct answers question by question

PRE-TEST	Q1	Q2	Q3	Q4	Q5	Q6	Q7	Q8	Q9	Q10	Q11	Q12	17.0	16.0	8.0	13.0	6.0	12.0	12.0	6.0	4.0	11.0	13.0	12.0	POST-TEST	Q1	Q2	Q3	Q4	Q5	Q6	Q7	Q8	Q9	Q10	Q11	Q12	18.0	16.0	16.0	16.0	12.0	14.0	9.0	13.0	9.0	10.0	14.0	16.0	



Class B - Correct answers question by question

PRE-TEST	Q1	Q2	Q3	Q4	Q5	Q6	Q7	Q8	Q9	Q10	Q11	Q12	16.0	14.0	14.0	10.0	8.0	12.0	6.0	6.0	4.0	8.0	11.0	11.0	POST-TEST	Q1	Q2	Q3	Q4	Q5	Q6	Q7	Q8	Q9	Q10	Q11	Q12	16.0	16.0	16.0	14.0	9.0	15.0	7.0	11.0	10.0	11.0	12.0	13.0	
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A. SOCTAL MEDIA- THEN AND NOW

1. Quand jétais pétit(e) j'adorais Jjouer au foot to play football
When I was little I used fo love | jouer du piano to play piano
| faire du cyclisme  to do cycling
%_ J'aimais faire de ladanse  fo do dancing
| I uysed to like | lire to read
| regarder la télé to watch TV
W 2. cependant de nos jours | je préfére poster les statuts sur Facebook
. however, these days I prefer post statuses on Facebook
envoyer les textos sur What's App
jadore send messages on What's App
I love partager les vidéos sur Snapchat

2z me détend
3 me passionne

4. parce que
D. cop

6. & mon avis
7. selon moi

8. c'est amusant

9. c'est intéressant
10. c'est rigolo

11. c'est reposant
12. c'est formidable

13. c'est exigeant

share videos on Snapchat
regarder les photos sur Instagram
look at photos on Instagram

lire les articles sur Twitter

read articles on Twitter

B. OPINIONS AND REASONS
Poster les statuts sur Facebook etc

il doesn't please me
2. __annoys me
3. _ boresme

L ne me plait pas
28 m'énerve
<) m'ennuie

L pleases me
2 relaxes me
3 excites me

4. because
5. because

4. parce que
5. car

4 because
5. because

6. I think that
7. I believe that

6. je pense que
7. je crois que

6. in my opinion
7. according to me

8. it is frustrating

8. it is fun 8. c'est frustrant

9. it is interesting | 9. c'est barbant O iF _u. boring

10. it is funny 10. c'est stressant 10. .: is stressful
11. it is relaxing 11. c'est effrayant 11, it is scary

12. it is awesome 12. c'est nul 12. q is E._g._m:
13. it is challenging | 13. c'est difficile 13. it is difficult

C. TIME PHRASES

1. J’en fais

2. souvent

3. de temps en temps

4. tous les jours

5. une/deux/trois fois par
Jjour/semaine/mois

6. jamais

7. parce que/ car

8. ¢a me permet de...

9. .. rester en contact avec mes amis
10. ...partager ma vie avec le monde
11. ..bavarder avec mes amis

12. ..me renseigner

13. ..etre curieux/curieuse

14. . _me vanter

Positive Structures

En francais | En Dzm_o_m

D. INTERNET SAFETY
Negative Structures

|1.Idoit
| 2. often
3. from time to time
4. everyday
5. one/two/three times per
day/week/month
6. never

_
|
|
| 7. because

8. it allows me...

9. ..to stay in touch with my friends
10. ...to share my life with the world
11. ..to chat with my friends

12. ..o learn about things

ﬂ 13. ..to be nosey

| 14. ..o show off

Il faut Il ne faut pas
You must You must not
/| On devrait On ne devrait pas
You should You should not he...pas makes a

Mes professeurs m'encouragent | Mes professeurs ne m'encouragent

sentence hegative.

a pas a Replace the pas with
My teachers encourage me My teachers don't encourage me one of these to change
Mes parents me permettent Mes parents ne me permettent pas the meaning
de de
My parents allow me My parents don't allow me ne... plus- no longer
ne... jamais- never

En francais ﬂms anglais :

s | passer trop de temps en ligne to spend too much time on line
passer plus de temps en ligne to spend more time on line

/| faire mes devoirs & l'ordinateur | o do my homework on the computer

parler aux étrangers en ligne
parler aux amis en ligne
avoir un compte privé

7| avoir un compte ouvert
poster beaucoup de statuts
faire attention en ligne

speak to strangers on line
to speak to friends on line
to have a private account
to have an open account
to post lots of statuses
to be careful on line





image6.png
1. 2. 3

J'en fais souvent car/parce que
de temps en temps Ga me permet
tous les jours de...

une / deux / trois fois par jour/semaine/mois
4. Jjamais
.. rester en contact avec mes amis ... me renseigner
... partager ma vie avec le monde ... étre curieux/curieuse

... bavarder avec mes amis ... me vanter
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1. Sentence starters

Il faut... - You must...
On devrait... - You should...

2.
..passer frop de temps en ligne

..faire mes devoirs a 'ordinateur
..parler aux étrangers en ligne
..avoir un compte privé

..avoir un compte ouvert
..poster beaucoup de statuts

..faire attention en ligne

Il ne faut pas... - You must...
On ne devrait pas... - You should not...

..Yo spend too much time online

..to do my homework on the computer
..to speak fo strangers online

..Yo have a private account

..Yo have an open account

..o post a lot of statuses

..to be careful online
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You have 2 minutes to memorise these
phrases ... pay attention as i1' may get harder!

*

De temps ii:z'm
o:s par Jjour
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Trois mois - M times a month
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Now test the person next to you using your

wordlist ...

J'en fais

Souvent

De temps en temps
Jamais

Une fois par jour

Deux fois par semaine -

Trois fois par mois

Idoit

Often

From time to time
Never

Once a day

Twice a week

3 fimes a week
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Pouvez-vous lier les phrases en Anglais avec les phrases en Frangais?

rester en contact avec mes amis to be nosey

partager ma vie avec le monde to chat with my friends
bavarder avec mes amis to learn about things

me renseigner to show off

&tre curieux/curieuse to share my life with the world
me vanter to stay in fouch with friends
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Can you complete the puzzle? Use your word
list for help.
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Ryan Reynolds

B
Salut amis! Aujourd'hui je vais discuter les reseaux sociaux parce que
Clest important!

Quand j'étais pétit, j'adorais jouer au foot et regarder la téle, cependant de nos
jours je préfére créer les films ou actualiser mes reseaux so
Twitter, Instagram et Facebook.

ux comme

Poster les statuts et lire les articles sur Twitter me plait car & mon avis C'est
intéressant et je peux me renseigner. J'en fais en moyenne cing fois par

semaine parce que ca me permet de partager ma vie avec le monde et souvent
me vanter un peu!

Partager les videos sur Snapchat m’ennuie car je crois que C'est stressant donc
jlen fais jamais. Aussi, je déteste la mise & jourl Je préfére regarder et partager

les photos et les vidéos sur Instagram parce ue, a mon avis, c'est rigolo. J'en
fais tous les jours!

Et toi? Qu'est-ce que tu penses des reseaux sociaux?

Like - Comment - Edit - Delete

- Underline 5 activities

- Circle 4 time phrases

- Draw a box around 2 opinion
phrases

- Highlight 3 time phrases

Trouvez les phrases...
On average:
I doif:

To update: a
It allows me:
The updateile _ ___ & ____
Discuss social media:

In my opinion:
I believe that:
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Share life
POINTS: with world
2 2 From time to 2 Chat with
Roll 1= 1 point fime friends
Roll 2 = 2 points Never 3 To show of f
Roll 3 = 3 points

If you roll a 6 and 4 Everyday 4 Tobe nosy
make a sentence:

+2 points 5

s Once aweek S To stay in

touch

6 6 2 6 ?

UGEDO

eg. (1) J'adore poster les statuts sur Facebook. (2) J'en fais souvent (3) car ¢a me
permet de partager ma vie avec le monde
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Say any sentence you want about
internet safety.

Ask your partner a question about
Box C or D on the wordlist.

Jeu de dé %

Find your question by rolling the die twice.

The first roll determines the number at the top.
The second roll determines the number on the left.
Answer correctly = +1 point.

Answer incorrectly = miss a go.

Answer a star question = +2 points.

Answer a mystery question = +3 points.

Keep count of your scores in your book.

Werite the sentences you create in your book.
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into French: | into French: | into French: | into French: | into French: | French:
Youmust not | Youshould |Youmust | Myparents |Youshould | My teachers
speak fo do your have a allowme to | notspend | encourage me to
strangers homework | private speak to toomuch | be careful
online. on the account. friends time online. | online.
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Make a Make o Make o Make o Make o Make a
sentence sentence | sentence sentence sentence | sentence using
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structure | structure | structure | structure | structure
Translate Translate | Translate Translate | Translate into
into English: into English: | into English: | into English: | English:
Tine faur pas | Ondeyrait | Il faut avoir | On ne deyrait | Il fauf faire | Mes parents me
poster faire. un compte | paspasser | attention en | permetftent
beaucoup de | attentionen |  privé | plusdetemps | ligne, davoir un
statuts. ligne. en ligne.

compte ouvert.
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