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ABSTRACT 

Despite the extensive research conducted on second language (L2) learning over 

the years, there is no emerging distinct choice of L2 learning approach or strategy that 

single-handedly facilitates beginning second language learmng. Research that seeks to find 

out how beginning L2 learning is best facilitated could make language learning more 

effective and help retain students who drop-out as a result of the overwhelming demands 

of second language learning. This investigation was undertaken as an action research 

study. It sought to investigate which L2 learning strategy, oral or writing, is a better 

introduction to French as a second language. Action research such as this is needed 

because it can help teachers who explore avenues of teaching and, at the same time, help 

students better learn L2. 

Participants involved in this study were beginning first semester community college 

students. Language performance tests, attitude surveys, interviews, and journals were used 

to collect data. Listemng, reading, speaking, and writing along with sensory language 

learning modalities including aural, print, visual, kinesthetic, and tactile media were used 

as class activities to facilitate L2 French learning. Both quantitative and qualitative 

methods were used to analyze the resulting data. 

No significant differences were found between oral and writing strate^ 

introduction of L2 French for beginning students for standardized test performance in 

reading,^ vocabulary, and composition. However, learners in the Oral class did slightly 

better than the Writing class in listemng performance, while presentation and peer review 
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were favored by the Writing class. It was also found that learners prefer a combination of 

language learning strategies of reading, writing, speaking, and listening. 

Important attitude survey findings indicate that the lack of difference between the 

two classes may be due to a ceiling effect of students in both classes. Role-playing and 

interviewing were two distinct positive teaching approaches that emerged after the 

treatment. On the other hand, asking questions received a negative response in both the 

Oral and Writing classes and was not considered a good approach by the students. In the 

audio and visual activities, students believed that there was no change in their learning 

perception using these language teaching modalities. 
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CHAPTER I 

INTRODUCTION 

After nine years of teaching French as a second language to beginning learners, I 

was concerned which approach, if any, was a more eflfective teaching tool. As a result, I 

developed an Action Research study in which I played the role of a teacher and a 

researcher. This study enabled me to become more aware of the options and possibilities 

of change in my teaching processes. 1 used Action Research to explore practical concerns 

that may help students learn better. I focused on the practical problems of teaching instead 

of on the 'theoretical problems' of pure researchers. The goals of this research then were 

to find which strategies, oral or writing, are most effective for teaching second language 

French introduction for beginners. Oral strategy involves activities, such as presentations, 

class discussions, interviewing, role-playing, listening and watching interaction. Writing 

strategies, on the other hand, include composing, taking notes, drafting and editing, and 

peer revision. Of the two classes involved in the study, one focused on oral activities and 

the other emphasized writing activities. The study used both qualitative and quantitative 

approaches to collect data for establishing the difierence between the two strategies. 

Students' second language development was examined through interviews, surveys, and 

tests. In addition, journals and case studies were used solely to support information 

obtained from the above. 

Available research emphasizes the use of listening, speaking reading and writing 

to communicate information. Few studies have vigorously explored the combmation of 
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oral strategy (defined here as listening and speaking) with other modes of communication 

(such as reading or writing strategies) to establish a better approach to second language 

(L2) teaching and learning. Listening/speaking and readingAvriting are considered 

interdependent communication pairs. In the communication process, speaking and writing 

are usually in response to what we hear, read, see, and experience. 

STATEMENT OF THE PROBLEM 

Second language learning is usually introduced with listening, reading, speaking, 

and writing. Even though the use of these four modes or their combination provide for 

different types of learners' preferences in the classroom environment, exclusive use of oral 

or writing as an introductory mode may set a more favorable foundation for beginners. 

The first few weeks of beginning language classes when aspiring language learners walk: 

into a classroom to learn a foreign or second language are exploratory, crucial, and 

decision-making periods which set the tone for learners' experiences in second language. 

During these first few weeks, students develop their perceptions of and interest in second 

language learning. The exposure to all modes of second language learning may be 

overwhelnung for beginners. The exposure of learners to listening, reading, speaking, and 

writing at the same time may fail to generate and sustain interest for beginners as a result 

of the variety of information at the beginning level. 

SIGNIFICANCE OF THE PROBLEM 

The absence of a research-based language-learning introductory strate^ leads to a 

number of situations that afifect language learners in a variety of ways. For example. 
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beginning L2 students register for second language classes with different expectations. 

They come to a language program with different learning preferences and styles. An 

understanding of learners' expectations and an awareness of their learning styles are 

essential for helping learners meet their second language learning goals. 

The lack of appropriate basic approaches to second language learm'ng introduction 

may cause the following: 

1. Learners may feel fhistrated in classes where much information is provided in a variety 

of ways without clearly focusing on a learning mode that captivates their attention and 

engages them in the process of language development. 

2. Language learning is a developmental process that may begin with listem'ng, reading, 

speaking, writing or a combination of these modes. However, because of the differences, 

some learners may not adapt as well as others to all learning approaches. Instructors' 

ability to design and use teaching strategies that provide alternatives approaches and set a 

sound language development foundation is important for learners' subsequent language 

learning aspirations. 

With appropriate second language learning introduction, L2 programs could 

achieve the following goals: 

1. Retain learners in second language programs 

2. Allow learners to complete language courses with minimum drop out 

3. Enable learners to progress and take more L2 classes 

4. Help students achieve their L2 learning proficiency and performance goals 
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PURPOSE OF THE STUDY 

The purpose of this study was to determine which teaching strategy, oral or 

writing, is most effective when used to introduce first year French as a second language 

with respect to student performance. Finding a distinction between oral and writing 

strategies that provide a better alternative approach to second language introduction for 

teachers and learners contributes the much needed alternative options of teaching and 

learning to second language pedagogy. 

For the purpose of this study, listening and speaking, when taken together, were 

defined as "oral strategy." Oral strate^ is communication in language teaching and 

learning with emphasis on verbal delivery and auditory reception of information in terms 

of interaction, [n other words, it is oral conmiunication of information with no writing. 

Unlike writing, oral interaction makes messages more meaningful because of the tone with 

which the utterance is delivered. It affords face-to-face contact between the listener and 

the speaker in an exchange as well as provides immediate feedback in terms of physical 

body expression during interaction. As with writing, it can be recorded for analysis at a 

later time. 

"Writing strategy," on the other hand, is the communication of ideas and 

information using printed media to conv^ information with text and graphics. It is a 

process with variable steps that requires the use of different language concepts for 

structuring a thought with organized printed media. Similar to oral^ writing has the 

function of providing an unplied meaning with text and, therefore, enables the reader to 
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discover and/or derive a variety of meanings in context- In addition, it is communication 

that captures ideas, concepts, and scenes in print for deferred processing and interaction 

through reading. For the oral strate^, the emphasis was on oral language learning 

aaivities with no writing in the target language; for the writing strategy, the emphasis was 

on writing activities with little or no oral communication in the target language. 

In the process of communication, we learn to structure and reorganize our 

thoughts and process information by internalizing input before interacting with others. 

Cobine (1995) noted that, "Reading and writing are one act, and yet each remains a 

separate act," (p. 27). The read/write strategy leads students not only to improve reading, 

but also to express their thoughts and make sense of the variety of contexts in which the 

information occurs. 

In a similar manner, listening and speaking complement one another in 

communication, and their importance in teaching and learning depends on the context of 

interaction. Within this context, the mood of interaction, the resources of communication, 

and the prevailing conditions, including the relationships among the participants in an 

interaction, influence the interchange. In particular, what we say, how our utterances are 

heard and interpreted, as well as how they are presented influence the meaning we make in 

the context of communication. 

RESEARCH QUESTIONS 

The ultimate question asked in this study was: Which instructional approach, an 

oral or a writing strate^, had the greatest eflEect on students' level of second language 
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proficiency and performance? (Language proficiency is the ability to process and 

comprehend information; carry out oral and writing interaction, and express oneself in a 

target language.) The secondary research questions are further expanded as: 

1. Does oral language proficiency alone provide a better introduction to second 

language learning rather than a combination of oral and writing strategies? 

2. Does writing language proficiency alone provide a better introduction to second 

language learning rather than a combination of oral and writing strategies? 

To investigate these issues relating to second language development and acquisition, 

a variety of class activities were introduced representing both oral and writing strategies. 

Specifically, questions about lesson activities and how they affected learm'ng were examined. 

Data were gathered about the type of activities used and how they contributed to the second 

language learning, such as introducing, explaining, demonstrating, and reinforcing concepts 

as well as their relevance to lessons. Above all, questions relating to procedures for assessing 

and evaluating the process and progress of students' language development were examined 

to show how they influenced learning processes. This study attempted to answer the above 

questions using the procedure and activities outlined in the methodology in Chapter 3. 

DEFINITIONS 

The following section presents the definitions of key words and expressions that 

appear in this study 

"Auditahm" refers to touch and hand movement combined with the auditory sense (EToffer, 

1986). 
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Auditory strategy or approach is the abih'ty to develop meaning and understanding through 

hearing the spoken language. 

Language proficiency is the ability to process and comprehend information, carry out oral 

interactions, and express oneself in a target language. 

Learning style is defined as a cognitive and/or pattern of attitudes and interest toward 

learning. 

Modalities are communication channels of auditory, visual, tactual, kinesthetic, and olfactory 

sensory modes for learning. 

Sensory modality is a way of developing cognitive knowledge through one's senses. 

"^Visitahm" refers to touch and hand movement combined with the visual sense (Hoffer 1986). 

Visual strategy or approach is the development of understanding through printed words, 

diagrams, or pictures. 



CHAPTER! 

REVIEW OF LITERATURE 

The purpose of this review is to report on the oral and writing strategies in second 

language (L2) development with reference to French as a second language. The oral 

strategies rely on auditory input and primarily involve listemng and speaking as teaming 

modalities. The writing strategies rely on visual input and primarily involve reading 

and writing as learning modalities. Specifically, this chapter explores theories and research 

that relate to the introduction of French as a second language development for beginm'ng 

first year college students through: 

1. Oral strategy 

2. Writing strategy 

The review examined these two strate^ options in the context of language 

learning modalities of auditory, print, visual, kinesthetic, tactile, and olfactory sensory 

media. The strategies of application of these language-learning modalities include 

individual and cooperative language learning activities with reference to learners' 

preferences and styles. The review also outlines some observations on second language 

leanung strategies by researchers in the field. 

In summary, the outcome of the review provides insight on language learning 

modalities in the context of learning preferences and styles as well as their potential for 

improving second language development. Presently, the review indicates that while 

multiple approaches to second language development are recommended, some L2 learning 
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situations require the use of either an oral or a writing option to achieve better target 

language assimilation. 

OVERVIEW OF ORAL AND WRITING STRATEGIES IN THE CONTEXT OF 

L2 LEARNING 

This section of the review defines oral and writing strategies and their relationship 

with listenings reading, and speaking. It also considers the different language sensory 

modalities and their roles in L2 learning. 

Oral strategy is defined as the communication of ideas and information through 

oral instructional activities with sensory media without using print activities. Writing 

strategy, on the other hand, is the communication of ideas and information through writing 

instructional activities with sensory media without using oral activities. 

Oral strategy, which uses both listemng and speaking, has not been given as much 

attention as writing for harnessing second language teaching and learning. Therefore, the 

need to explore how both options contribute to L2 development would generate insight in 

second language teaching and learning. It is because of the need for more investigation of 

oral media contribution to LI development that the current study is long overdue. 

Moreover, a study of the distinction between oral and writing strategies would provide a 

better understanding in terms of strategic approach to second language introduction for 

both instructors and learners. As Scott (1996) put it. 

The fundamental difference between speaking and writing appears to be that 

writing is largely decontextualized. That is, writing is devoid of the kind of 
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feedback that is available with oral messages. The relationship between speaker 

and listener is based on common knowledge, whereas the shared knowledge 

b e t w e e n  t h e  w r i t e r  a n d  t h e  r e a d e r  i s  g e n e r a l l y  u n k n o w n ,  ( p .  I I )  

Cobine (1995) also noted that, "Reading and writing exist only in relation to each 

other. Writing is to reading as waking is to sleeping, as giving is to receiving. The one act 

presupposes the other. Together, the two acts are one act, and yet each remains a separate 

act, at the same time. Literally, to write and read, we must give and receive" (p. 27). 

Listening/speaking and reading/writing are interdependent media pairs. In communication, 

they complement one another to facilitate a learner's comprehension. 

LANGUAGE LEARNING MODALITIES AND ACTIVITIES 

Various components of the language learning modalities that closely relate to L2 

oral and writing development are reviewed. Here this section reports research and 

functions as well as how language learning modalities are used to express and distinguish 

between oral and writing strategies in second language development. Ancillary strategies 

that contribute to second language development are also examined. 

Language learning modalities are media and sensory channels that play very 

important roles in communication of second language development. They include: 

aural/auditory for listening; visual for depictions, such as print and pictures; tactile for the 

sense of touch; kinesthetic for movement; and olfactory for the sense of smell and taste-

Modalities promote language learning when used as media of instruction. The &ct 

that people learn differently as a result of individual preference and orientation poses a 
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challenge for instructors with regards to reaching most learners during teaching. The 

importance of language leanung modality is seen, especially, in L2 development for 

beginners, where information is first processed in the learner's first language (LI) before 

being transferred to the target language. For example, the use of modalities in interactive 

activities provides information about the situation or the speaker's mood or intention with 

respect to the situation. Also, with the knowledge of the situation or context of 

communication through sensory modalities, one can sometimes foresee and predict what is 

being said in the target language and, therefore, relate to the context and improve his or 

her comprehension. 

Hoffer's (1986) study on adult learning styles in which he considered auditory, 

visual, and tactual-kinesthetic as well auditahm and visitahm sensory modalities is similar 

to the current study. Hofier determined in the study that: 

a) Adults possess a dominant sensory learning modality by which they learn 

more effectively across subject matter. The outcome of a study by Dunn 

and Dunn (1975) noted that individuals learn more effectively through 

auditory, visual, tactual, or kinesthetic approaches. 

b) There is no single prevailing dominant sensory learning mode within 

subject matter by which adults learn more (p. 79). However, Hoffer's study 

indicated that presenting lessons through a variety of sensory modes that 

relate to the subject matter and estabb'sh comprehension is more effective 

for learners than teaching that uses one single mode. 



Dominant sensory modality learning in adults is related to sex with more 

inclination to auditory mode for males than females and more tendency for 

visual mode for females than males (p. 79). This result contradicts 

Maccoby and Jacklin's (1974) finding that males perform better than 

females in visual spatial learning. 

Preferred sensory modality learning in adults is independent of age, years of 

studies, first language proficiency, and other achievement. This finding also 

contradicts Dunn, Dunn, and Price's (1979, 1982) and Reid's (1987) 

observations that experience due to age and amount of schooling are vital 

and influential factors in L2 learning. 

There are two distinct types of tactual-kinesthetic learners: auditahm and 

visitahm learners. This conclusion was based on the findings that auditahm 

dominant learners outscored visual learners and visitahm learners 

outperformed auditory learners, (p. 80) 

Both the auditahm and visitahm modes of learning are not limited to low-

level achievers because learners in both groups scored both lower and 

higher in auditory and visual activities in their respective modes. 

Multimodal instruction is not as beneficial for adult learners because 

varying the mode of presentation amounts to the same result or with little 

or no improvement (p. 81). Hoffer does not show any supporting evidence 

for this assertion and therefore, it may need more iftvestigation. 
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h) Some adults become aware of their dominant sensory learning mode after 

engaging in activities which allow them to compare how well they learn 

through sensory modes. Cherry's (1981) research supports this finding with 

experimentally measured correlation that learner's involvement in activities can 

result in discovery of learning modes (p. 82). 

0 The majority of adults make no distinction between their preferred and most 

effective modes of teaming (p. 83). 

j) The results obtained by using self-report instruments to identify adults' most 

effective learning modes may be inaccurate for the majority of respondents. 

Hoffer (1986) noted that this last result needs further evaluation for it to be 

conclusive. 

In the same context of language learning modalities, Barbe and Milone (1981) 

noted in a study that, "Approximately 30% of elementary school-age children have a 

visual modality strength, 25% have an auditory strength, and 15% are kinesthetically 

oriented. The remaining 30% have mixed modality strength" (p. 45). However, Dunn and 

Carbo (1981) expressed concern about the studies cited in Barbe and Milone research 

because they believed the parameters used were not substantial. 

Different researchers have approached learning styles from a variety of viewpoints. 

Oen (1973) listed at least 18 researchers who cite over 60 learning style factors. Hill 

(198 L) listed linguistic, quantitative, and qualitative media of learning with auditory and 

visual senses. The study noted that Unguistic/auditory/visual approach is a means of 
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deriving meaning through hearing and seeing. Quantitative /auditory/visual learning is a 

way of developing understanding through hearing and visual, while qualitative/auditory 

learning is acquiring knowledge either by hearing or seeing. 

Brown (1984), Cherry (1981), James (1984), and Wee (1984) tested a total of 

505 adults on individual dominant learning mode, using Gilley's (1975) Multi-Modal 

Paired Associates Learning Tests (MMPALTII) and Perceptual Modality Preference 

Survey (PMPS). They found the following as being the most frequent dominant learning 

mode in four studies: I) visual in the first, 2) interactive in the second, 3) haptic in the 

third, and 4) interactive and print in the fourth study. None of the research agreed with the 

other. 

Oral or writing task types could be used to enhance students' learning strategies 

with activities that solidt learner involvement by generating interest that lead to L2 

production. On the effect of task types, another research study by Doughty and Pica 

(1986) suggested with regards to information gap tasks that, "A task with a requirement 

for information exchange is crucial and instrumental to the generation of conversational 

modification occurring during second language acquisition" (p. 305). The resuhs of their 

study indicate that group and dyad interaction produced more modification than teacher-

fi-onted activities. In particular, the study revealed that participation pattern and task type 

influenced students' interaction. However, the study did not establish whether oral or 

writing patterns led to or was a better task type for L2 production. 
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MULTI-MODAL APPROACH TO L2 DEVEXOPMENT 

The accommodation of a diversity of learning styles in teaching is essential in both 

oral and writing language development. The use of journal writing and oral presentations 

as channels for the development of understanding and communication of course material 

provides opportunities for learners to express themselves both in aural and print modes of 

interaction. Such a multi-modal approach to instruction may contribute to second 

language development. Danan (1992) explored the link between visual input and bimodal 

audio input with vocabulary and found that, "Second language vocabulary learned in a 

multimedia environment leads to higher retention rates" (p. 497). 

In a study that examined the use of video-discs as a means of aural and auditory 

input. Watts and Pickering (1991) found that, "The use of a combination of video-discs or 

videotapes leads to better oral language development. In such an environment, students 

are prompted to partldpate in specific language tasks" (p. 559). The activities used in their 

study included listening, word recognition and text structure, interpretation of visual aids, 

and group activities. Their results showed that such interactive oral instructional strategies 

also encourage oral interaction and discussions as well as learning from peers as opposed 

to individual learning. The study noted that students' involvement in oral activities helped 

them develop better communicative language skills. The use of a variety of activities 

provides options that meet the needs of different learners with different learning styles and 

orientation. 
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LEARNER CHARACTERISTICS 

Some college students take second languages to satisfy their course requirements 

while others do so for the ability to interact in the target language. Many take second 

language French courses for a combination of the two above reasons. Within these two 

groups, learners bring a diversity of personal traits to second language French classroom. 

These traits and how they affect second language learning with respect to oral and writing 

strategies are the themes of discussion in this section of the review. 

Individual learners have characteristics that reflect their preferences, styles, and 

orientation. In group activities, the characteristic of the group is a combination of what 

each person in the group contributes. The following describes different learner 

characteristics with respect to oral and writing strategies used in this research study. 

Aural/interactive Learner 

In terms of language learning modalities, learner characteristics depend on learning 

preferences and styles as well as orientation. An aural learner, for example, tends to repeat 

information verbally, learns better by listening, and has the ability to process verbal 

information more effectively. An interactive learner, on the other hand, likes to verbalize 

iirformation by either talking to himself or herself or others. Such a learner likes to engage 

in conversations and ask questions. Both aural and interactive learners rely on auditory 

modality, but the aural learner is more passive and less sodal than the interactive learner. 

Most auditory learners represent a mbc of aural and interactive characteristics. The nature 

of that mix is a. combmation of aural and interactive preference changes and differs firom 
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individual to individual. The exposure of learners with established personal preferences to 

other options of learning styles expands their horizon and provides diversity in terms of 

choice in second language learning (McCarthy, L998). 

Print Oriented Learner 

A learner who is print oriented, for example, takes notes, has interest in writing, 

reading, and easily recollects what has been read. He or she learns better by reading or 

writing and picks up themes more easily from texts. Davies and Omberg (1987) noted 

that, "Writing is a valuable communicative skill which fosters the clear expression of 

thought and feeling. It is a means of self-discovery as well as a linguistic discipline" (p. 

313). In a case study of writing in French at Vanderbilt University, New (1994) found 

that the revision strategies of five students of French enrolled in a fourth semester 

university French language class helped improve their language development. The study 

determined that students of French revised for both form and content when writing in 

second language French. The most challenging aspect of writing for the students was 

manipulating linguistic variables, such as grammar and vocabulary, for negotiating 

meaning. 

Visual Learner 

Visual learners normally leam better by watching illustrations such as pictures, 

graphs, activities, and have a good memory for the recollection of events. Sometimes, the 

use of text structure alone to describe and establish themes for language instruction is not 

enough to present the necessary information in context. In such cases, visually projecting 
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and supporting what has been heard orally and depicting it on a screen increases the 

chances ofbetter comprehension. When pictures, sound, and actions express ideas or 

activities in context through sensory media, comprehension is greatly enhanced as a result 

of the multiple cues. Above all, these modalities extend learning options to more learners. 

Researchers at Optical Data Corp. (1990) elaborated on this notion by emphasizing that 

"Students have a better opportunity of becoming effective learners if abstract concepts and 

principles are presented visually, followed by verbal and written information" (p. 13). 

Haptic/kinesthetic Learner 

A haptic learner has a good sense of touch and is more interested in hands-on 

applications that require learner involvement. A kinesthetic learner learns by doing and or 

following in motion including writing. Both of these learners are usually active participants 

in a variety of practical activities. These individuals are more interested in activities of 

motion, such as gestures and tapping. An example of activities related to kinesthetic is that 

of Total Physical Response (TPR). TPR is a learning approach that uses gestures in 

combination with sensory modalities for practical learning experience (Asher, 1982). 

The olfactory modality, a characteristic of one who learns through the sense of 

smell or taste by associating either smell or taste with the environment, was not found. 
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FACTORS INFLUENCING SECOND LANGUAGE LEARNING 

In addition to the above learner characteristics, personal, external, and instructors' 

orientation are factors that influence second language learning. These factors are explored 

in this section to examine their role in second language development. 

The awareness of how these factors impact and influence learners by teachers is 

important for facilitating teaching and learning both in oral and writing contexts. Personal 

factors, which may be influenced by individual orientation include: health, work, family 

and relationships. External factors including environmental components, such as classroom 

atmosphere, may consist of noise, equipment, temperature, and lighting. Instruaors' 

awareness of how these factors affect learners may enable them to provide better and 

appropriate help for their students' L2 development. In particular, the classroom 

atmosphere between instructors and students may dictate how well learners respond to 

instruction. Similarly, instructor and student classroom interaction may also set the tone 

for cooperation among learners for a successful learning environment. 

LANGUAGE LEARNING STYLES AND INDICATORS 

The diversity of different learners' background represents a combination of 

leanung preferences and styles. Matching learning styles preferences with possible 

teaching strategies may help shed some insights on language learning. This part of the 

review examines leanung styles and how they fit certain classifications of learning. 

Learning style emphasizes the fact that individuals perceive and process 

information in very different ways. Learning style is defined as a cognitive and or pattern 
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of attitudes and interest toward learning. Learning styles theories suggest that the amount 

of learning depends on individual preference. Reid (1995) observed that, "Learning styles 

are natural, habitual, and preferred ways of absorbing, processing, and retaining new 

information and skills" (p. viii). The exposure of learners to both oral and writing French 

provides them with more options of learning and the leverage to improve and add to their 

knowledge. 

Learning style is cognitive in the sense that it is the preferred consideration of 

attitudes and interests that students develop and bring to learning in both oral and writing 

strategy approaches of learning. This orientation in the form of preference may influence 

learning and contribute to how much students learn. In terms of behavior^ learning style 

could be considered as the tendency to adapt oneself to a style that is compatible with 

one's perceived learning orientation. This tendency according to Lawrence (1984) is the 

use of certain learning strategies and avoidance of others. 

TYPES OF LEARNERS 

Learners differ in the way they perceive, interpret, and process incoming as well as 

outgoing information. While some are visual and aurally inclined, others are print oriented. 

The choice of either oral or writing option or both that a learner uses is essential for the 

successful delivery of information to the instructor. 

In an attempt to differentiate types of learners, McCarthy (1998) identified learners 

as: I) innovative learners, 2) analytic learners, 3) common sense learners, and 4) dynamic 

learners. She described innovative learners as concrete/reflective. These learners relate to 
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practical applications of incoming information to find out the purpose of their use. She 

considered analytic learners as abstract/reflective and pointed out that they depend on 

research information to forward their goals of establishing the rationale as well as 

implications of input and output information. A third category of her classification is the 

conunon sense learner, whom she labeled abstract and active, as a result of his or her 

orientation to practical applications. These learners rely on practical applications of 

activities that lead to goals and solution of problems. McCarthy called the fourth category 

of learners dynamic or concrete and active learners. According to her, these learners orient 

themselves to simulations and seek to investigate situations that lead to the solution of 

problems. McCarthy felt that this classification of learners would be usefiil for curriculum 

designers in planmng and desigmng courses by incorporating a diversity of options with 

respect to the discipline. All these classifications show how students best learn either in 

oral or writing context. 

The awareness of learning styles also allows teachers to present lessons either in 

oral or writing in ways that represent the diversity of their classrooms and students' needs. 

On students' needs, Brookfield (1990) pointed out that teachers are sometimes 

preoccupied with presenting information rather than taking into consideration learners' 

needs that may help improve L2 learning. To remedy this situation, he suggested using 

"praxis" to orgamze teaching while considering learners' needs. He stated. 

Praxis means that curricula are not studied in some kind of artificial 

isolation, but that ideas, skills, and insights learned in a classroom are 
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tested and experienced in real life. Essential to praxis is the opportunity to 

reflect on experience, so that formal study is informed by some 

appreciation of reality, (p. 50) 

The influence of learning styles goes beyond the classroom well after learners complete 

their courses. Therefore, the opportunity to build on preferences, based on the notion of 

"praxis," is essential for learners. 

The Myers-Gribbs (cited in Myers & McCaulley, 1985) learning style indicators 

contribute four dimensions to learning preferences both in oral and writing context. These 

indicators are described as I) extroversion versus introversion, 2) thinking versus feeling, 

3) sensing versus intuition, and 4) judging versus perceiving. Ehrman and Oxford (1988) 

noted that these learning qualifiers or descriptors influence how students choose to learn 

languages. According to them, extroversion is characterized by interaction with others 

outside oneself. It is conversational in context and occurs in situations where information 

is gathered by interacting with others. This is similar to the auditory "interactive" learner 

described previously. The extravert learner depends on social interaction, such as 

discussion and group work, to accomplish learning. Introversion, on the other hand, is the 

opposite of extroversion. This identifies with the "aural" learner described by McCarthy 

earlier. An introvert learner is oriented to solitary activities with little interpersonal 

interactions. This learner takes time to decide on issues and situations in order to make 

appropriate dedsions that minimize errors. 
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Problem-solvang is making an appropriate judgment that fits, resolves, or answers 

a question or a problem. Thinidng helps to establish reason for information as well as 

cause and effect of issues with respect to the rationale and use of target language syntax. 

Myers and McCaulley (1985) considered feeling to be ajudgment made, based on 

personal and social factors. They are of the view that feelings develop as a result of the 

environment and context in which information occurs. For example, while a hostile 

environment may cause apprehension problems, such as concentration, a friendly one may 

motivate learning while creating a sense of belonging. 

Myers and McCaulley (1985) noted that sensing deals with gathering information 

with the five senses. The information gathered requires intuition and good judgment for its 

application. The importance of this is seen in L2 development where intuition facilitates 

the use of background knowledge for referencing and processing the target language 

information. Learners' intuition may be helpful in establishing grammatical and contextual 

relationships of learners* L2 with reference to their first language (LI). Judging as a 

leanung strategy can be usefoi if it leads to decision-making that contributes to language 

development. It is necessary that judging considers the context, content, the purpose of 

communication as well as the objectives of interaction. Myers and McCaulley determined 

that, because there is no direct correspondence in terms of translation from the first 

language to the target language, there are bound to be problems of meaning. Even with 

careful analysis of content and context, with respect to cultural differences, there still exist 

discrepancies as a result of misinterpretation. This is particularly true where non-native L2 
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instructors may be unable to fully explicate language concepts due to misinterpretation as 

a result of cultural contextual differences. 

STRATEGIES OF APPROACH TO CLASSROOM ACTIVITIES AS LEARNING 

PREFERENCES 

This part of the review is ancillary to the main issues considered above, yet it 

contributes vital information to the development process of French as a second language. 

The use of both oral and writing teaching options with these supporting approaches 

provides additional means of L2 development. Different learning situations call for 

different strategies of approach to language learning. While individualized approaches 

may be ideal for some topics, cooperative or collaborative consideration may work better 

for others. This section therefore outlines some learning strategies that are used in 

conjunaion with both oral and writing options by researchers in second language 

development. Individual, cooperative/collaborative, instructor-facilitated, student-

centered, and peer teaching activities are some strategies that instructors use in both oral 

and writing instruction. In some cases, student autonomy and responsibility for learning, 

including negotiation for meaning, peer-correction, and task-based learning characterize 

other approaches for L2 teaching and learning. When these approaches are considered in 

the context of an oral or writing option of teaching and learning, they can be viewed as 

learning style strategies. In particular, group work resulting in error correction, f^dback, 

and peer-counseling are results of peer teaching and learning. Collaboration in both oral 

and writing as a learmng strategy, for example, can be in-class exercises involving groups 



of students. This could be organized for short or long term projects in and outside class 

depending on the goals or cooperative objectives and the activities task. 

Types of Learning Approaches 

The following are second language learning strategies that relate to a variety of 

learning preferences and styles. These strategies help both learners and teachers plan 

instruction and learning in different context with the goal of improving both oral and 

writing second language development. 

McCarthy (1998) examined different types of approaches for L2 development, 

including oral and writing with learners, and noted that individual learning styles lead 

learners to adopt one learning strategy over another. The approaches used include: I) one-

alone, 2) one-to-one, 3) one-to-many, and 4) many-to-many. The one-alone learning style 

approach, where students prefer learning independently, refers to a self-directed learner 

who interacts with learning resources independently and without collaborating with an 

instructor and other students. The one-to-one model is an individualized approach that 

requires supervision and interaction in the form of feedback between the instructor and the 

learner. This strategy relies on developing a personal working and collaborative 

relationship between the student and the teacher. The one-to-many strategy uses lectures 

and symposia for teaching and learning. This mode of language acquisition is passive 

because of the limited opportunity for interaction. The many-to-many method involves 

discussion groups, debates, rote-playtn^ and group projects. Paulsen (I99S) pofnted out 

that participants in the many-to many approach have the opportunity to take part in 
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meaningful and constructive interaction. The role of instructors in the above approaches of 

the learning environment involves keeping students interested and actively involved in the 

learning process. This is achieved by becoming aware and understanding their learning 

style preferences. Instructors' awareness of students' traits helps to use learners' 

preferences positively to influence and impact learners' performance (Birkey & Rodman, 

1995; Dewar t995;Hartman, 1995). 

Instructors' creativity in structuring lessons that fit students' learning styles is 

essential for L2 development. Adjusting teaching materials to meet the needs of a variety 

of learning preferences and styles may benefit most students (Agogino & Hsi 1995; 

Kramer-Koehler, Tooney & Beke 1995). This means that it is necessary to be aware of 

and understand how learning preferences and styles influence instructional strategies and 

learning in order to effectively use them to increase students' comprehension. For 

example, the knowledge of students' backgrounds and the appropriate choice and use of 

teaching aids may help students achieve better comprehension. 

Individual versus Group Work 

To determine whether group work as a learning strate^ is better than individual 

work when introduced by oral or writing for learning Spanish as a second language, 

Ballman (1988) compared two learning conditions (small group and individual) with 

respea to L2 syntax and student preferences. He found that "^The two conditions were not 

significantly different, although the group condition scored higher; and 15 of the 18 

participants reported a preference for group learning^ (p. 180). 
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With increasing integration oftechnolo^ resources into L2 instruction^ the 

delivery of L2 instruction calls for the consideration of the best media for introducing 

second language learning. With respect to the preferred approach to L2 instruction in 

terms of delivery and approach. Gee (1996) examined reading/writing workshops of an 

ESL classroom in an attempt to find a flexible way to organize a class for literacy 

instruction by providing a variety of options in terms of media. He noted that, "In such 

classroom environments, students can choose among integrated sodal activities involving 

reading, writing, speaking and listening without feeling the pressure to exhibit a polished 

performance every time" (p. 4). The concept of a workshop environment, when 

considered as a group activity, creates an ideal situation for interaction in both oral and 

writing instruction. With appropriate organization and strategy, it offers a viable addition 

to L2 development as a^ learning approach. 

Liskin-Gasparro and Veguez (1990) on teaching listening comprehension through 

video in a first-year college Spanish class observed that, "Segments in which the visual 

image supported the auditory message were easily understood while extended dialogues 

without visual back-up proved to be too difficult to comprehend" (p. 41). Phillips (1990) 

also suggested pre-listening activities for anticipating what would have been seen and 

heard. Phillips suggested using videos and cassettes to develop listening segments as well 

as involving learners in exercises requiring detail analysis of oral text for contextual 

understanding. 
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The traditional approach to L2 instruction has been to use a combination of 

listening, speaking, reading, writing, and presentations. However, as the need for diversity 

in L2 learning increases, researchers continue to look for new and better approaches to L2 

instruction. In terms of using multiple sensory modalities, the exposure of students to 

aural, and visual media as in 'video-based' interaction allows them additional contact with 

the target language for increased comprehension both in oral and writing. To provide 

guidance in designing and developing materials for teaching and learning in such a context, 

Ruben (1990) concluded that, "Video can serve as a haven for enhancing listening 

comprehension if it is selected so that it provides sufficient clues for information 

processing" (p. 315). Currently, the preference of video as a resource of instruction comes 

not as a surprise given that the present generation is technology oriented and functions in 

an era when aural and textual communication provide instant and multiple access to 

information as well as immediate feedback that further enhance second language learning. 

CONCLUSION 

Some of the several challenges facing second language teaching and learning 

include providing better approaches to instruction through the enhancement of teaching 

and learning as well as increasing access and exposure to the target language through 

communication. These challenges can be met through research that emphasizes content, 

context, syntax, and culture and also considers the mode of delivery of instruction. The 
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consideration of the modes of teaching and learning with respect to sensory modalities in 

terms of oral and writing strategies could provide new insight in L2 teaching and learning. 
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CHAPTERS 

RESEARCH DESIGN AND METHODOLOGY 

INTRODUCTION 

The object of this action research study is to determine which teaching strate©r. 

Oral or Writing, is most effective for student performance when used to introduce first 

year French as a second language (L2). This chapter describes the research design and 

procedure paradigms used in the investigation of both the qualitative and quantitative 

study of the difference with the use of oral and writing strategies in the introduction of 

French as a second language. 

FRAMEWORK 

This study was an Action Research, a problem-focused, context-specific, and 

future orientated investigation, because I conducted it as an instructor and a researcher 

seeking an alternative approach to second language development. As a practitioner, I 

studied the problem scientifically to formulate and evaluate decisions and actions to 

improve second language development. There are no external evaluators to assess the 

module; rather the data were gathered during its development and implementation which 

was then analyzed. Johnson (1992) noted that, "Teacher involvement in research is an 

effective way to bridge the gap between theory and practice and contribute to knowledge" 

(p. 212). In addition, such research can force Uie re-evaluation of current theories and can 

significantly influence what is known about teaching, learning, and schooling. 
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The sequential process I followed is based on three concepts: planning, action, and 

reflection. In the planning stage the problem was identified as oral language not being as 

thoroughly investigated as writing in teaching second language learning. This oversight 

called for clarifying what changes would be necessary to overcome the problem. The 

design of the study was an emphasis on oral strate©r in one class and writing strategy in a 

second class for the first seven weeks of the semester as opposed to a combination of the 

two approaches for second language development. The research was question driven 

through dialogue with the involved students. There were no limitations to the participants' 

reactions. 

In the action stage, the activities included two-way communication through 

brainstorming and interviews, which ensured quality feedback involving both the 

instructor and the students. In the investigation, interviews, surveys, tests, journals, and 

case studies were used as research instruments to collect evidence of change. 

The reflection stage of action research is particularly important because 

practitioners look for ways to improve their practice with the various constraints of the 

situation in which they are working. I analyzed and developed concepts and theories about 

the experiences that occurred with the intent of sharing the results with the public. The 

analytical insights which evolved form the basis for the developmental process. 

Qualitative and quantitative research methodologies were used to attempt to 

provide adequate and thorough mformation as well as the needed data to establish a 

distinction between Oral and Writing second language learning. The use of qualitative and 
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quantitative methods for a research study such as this is recommended by Sherman 

(1988). Specifically, the purpose of this chapter is to: 

1. Describe the procedures and processes of the research design. 

2. Describe the course content and activities used for the study. 

3. Discuss both the qualitative and quantitative research approaches used. 

BACKGROUND INFORMATION 

This part of the study examined factors involved and the procedures used in the 

design of the study. These factors included assumptions made, the population, the course 

instructor, and the independent observer of the treatment instruction. This breakdown 

enabled the consideration of the roles of each of the above entitles and their contribution 

to the study. 

TIME LINE 

This part of the study outlines the schedule followed in the investigation of the two 

strategies of Oral and Writing approaches of second language teaching and learning. The 

study started in September, 2000, and ended in fall, 2001. Data collection for the study 

began in the Spring Semester, 2001, and ended in May, 2001, for the two classes. 

The study had several sections of treatment including Approval of Human Subjects (See 

Appendix A) consent form, conducting surveys and interviews, keeping a response 

Journal, observing the classes, and administering tests. Each section has a date that 

indicates when it was started. In terms of the plan of work, the Oral class began with 

emphasis oa oral activities, and the writing class began with emphasis on writing activities. 
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After seven weeks, or the first half of the semester, both classes switched to a combination 

of oral and writing approaches of teaching. The switch enabled me to determine which of 

the two approaches was a better strategy for beginning instruction in second language 

teaching and learning. Each class observed the same conditions, such as class duration, the 

length of time for completing assignments, course syllabus requirements, and tests. 

Student Consent Form 

On the first day of class (January 28,2001), learners were given a package of 

information containing research materials and were informed about the study. The class 

went through the package of instruction, and the conditions for the study. A copy of the 

consent form is provided in Appendix B. 

On the first day of class, it was verbally explained as well as documented in their 

syllabus that the students' grades would not be affected whether they participated in the 

study or not. It was also made clear to them that they were welcome to stay in the class 

even if they decided not to participate in the study. They were given time to read and sign 

the consent form before the course began. 

Interview 

The interview was conducted one week into the study (February 3,2001). The 

purpose of the interview was to have a one-on-one discussion with the learners. The 

interview enabled further investigation of learners' orientation and preferences of learning 

in an attempt to establish their styles of learning. Each oral interview with the learners 

lasted fifteen minutes. A copy of the interview questions is listed in Appendix C. 
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Survey Questions 

The survey for the qualitative study was conducted twice on students' oral and 

writing learning styles. The Pre-survey which was the same as the Post-survey was 

conducted on the first day of class (January 28, 2001). The Post-survey, on the other 

hand, was given on the last day of class (May 9,2001). The surveys obtained information 

on learners' views, background and academic standing, as well as learners' perception of 

L2 learning. The survey consisted of 42 questions: 4 on student information, 11 on oral 

preference and experience, 14 on information relating to second language writing, and 13 

questions on general issues about L2 learning. The survey appears in Appendix D. 

Observations 

Four observations were conducted. There were two for each of Oral and Writing 

classes. The first observations for both classes were conducted on the same day (February 

4,2001). The activities for the two classes during the observations were also the same. 

The second observation was conducted in the seventh week before the switch of both oral 

and writing emphases were made (March 17,2001). The observer's comments are 

provided in Appendix E. 

Tests 

Two French tests were administered during the study. They included the pre-test 

and the post-test. The pre-test was given on the first day of class (January 28,2001). The 

second test was given oa the last day of class (May 9,2001). Each test section lasted one 

hour. The tests were designed based on the Educational Testing Services model. There 
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were 75 questions on the test with 25 for Section One and 50 questions for Section Two. 

The first section included French listening comprehension and reading comprehension. 

The second section was made up of French vocabulary and writing activities. The tests 

were achievement tests. A sample of the two tests appears in Appendix F. 

Journals 

As the instructor, I kept a daily Journal to reflect on students' responses, teaching 

performance, content, and structure as well as the necessary adjustments that needed to be 

made. Learners kept daily class logs during the entire study. Their journals reflected the 

points in the lessons they did not grasp and allowed them to log their questions during 

their studies to be asked later. It also allowed them to identify approaches that helped 

them and those that did not. The Journals served as the monitoring tools of the study by 

keeping track of both the instructor's and the students' development during the research 

study. The Journal logs were reviewed twice to provide information on how learners were 

progressing during the course and as supporting evidence to the actual study. 

ASSUMPTIONS 

With respect to this study, the following assumptions were made about both oral 

and writing strategies. 

I. The students in the two sample classes of Oral and Writing were independently 

selected &om their respective populations. That is, learners &om different backgrounds 

and experiences registered for the classes without prior knowledge that there would be a 

research study in each of the two classes. 
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2. The dependent variable (students' test scores of French as a second language) I's 

normally distributed in the population with respect to language proficiency and level of 

performance. 

3. The independent variables, a) teaching strategy has two levels of oral and writing 

strategies; while b) students' performance also has two levels of poor and proficient. 

4. The sample distributions for both teaching strategies and second language performance 

are symmetrical and unimodal. 

POPULATION 

The participants who completed the study were 30 students in two beginning 

classes of first semester French at a commum'ty college. Of the forty-one who started the 

course, eleven students dropped-out. While some of the students had taken French for one 

or two semesters, others had not been exposed to French as a second language. The 

students came fi'om a diversity of socio-cultural and economic backgrounds including 

upper, middle, and lower classes. The final group consisted of 16 students in the Oral class 

and 14 in the Writing class. Typically, these classes have a 60% female and 40% male 

population. An average of 22 students register for these classes at the beginning of each 

semester with about 25% drop-out rate. 

The high rate of dropout at the college is due to a number of factors: 

L Work and school responsibilities. The conflict of work schedule and classes 

sometimes made it difficult for students to keep up with their course 

responsibilities. 
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2. Family related matters. Some students with families had diflSculty staying in 

school because of problems with child care and other related issues. 

3. Returrring students. Students who completed high school a few years earlier 

were not able to withstand the demands of college work because the break did not 

allow a smooth transition back to school. 

This population was acceptable for the study because of its diversity with respect 

to ethnicity, reason for enrollment, varied age group, and background in first language. 

While some students registered for the begiiming French classes to fulfill a credit 

requirement, others did so for travel and leisure. A case study on two learners fi'om each 

of the two classes was conducted to provide more detailed information of L2 development 

of the four. 

COURSE INSTRUCTOR 

I have taught beginning and intermediate levels of French as a second language for 

the last ten years. The selection of the above topic for the study is a result of my 

continuous search for better, alternative, and supplemental means of second language 

instruction. I have a masters'^ degree in second language teaching and learning with 

specific reference to French. In this study, £ facilitated and coordinated learners' L2 

learning as a teacher while at the same time playing the role of a researcher. 

OBSERVER OF RESEARCH STUDY 

Byram Bicak, the mdependent observer of the research study, is a PhD. candidate 

in Educational P^cholo^ at the University of Arizona. He teaches Turkish at the 
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University of Arizona and has taught Turkish as a second language for several years. He 

visited each of the two classes twice for a total of four observatons during the study. The 

purpose of the independent observer was to document and ensure that the instructor was 

following procedures and processes of introducing Oral and Writing strategies as outlined 

in the study's proposal and to provide feedback to the instructon Therefore, the 

observation was supplementary to the actual study. 

RESEARCH VARIABLES AND APPROACHES 

This section outlines the research variables and the research approaches used in the 

investigation. They include the questions for interviews and surveys for the qualitative part 

of the study. The variables for the quantitative study included the independent (learners' 

performance and strategies) and the dependent variables (pre and post-tests scores). 

QUANTITATIVE STUDY 

To collect data for a quantitative analysis, pre- and post-tests were administered. 

Both tests were the same and consisted of listening, reading, vocabulary, and composition 

(writing) in French. The quantitative study consisted of two independent variables: I) the 

students' level of performance (Poor and Proficient) inFrench,^ and 2) the teaching 

strategies (Oral and Writing), each with two levels. For the first independent variable, the 

label "poor" was assigned to learners' French performance if they scored less than seventy 

percent and "proficient"^ if they scored more than seventy percent on the test. The second 

independent variable, teaching strategy, had two categories: Oral strate)^ and Writing 

strate^. The dependent variable, the change in the students' test scores in French as a 
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Second Language, was obtained from French test scores at the beginning of the semester 

and at the end of treatment for the oral or writing instruction period. 

QUALITATIVE STUDY 

Qualitative methods, such as interviews, surveys, journals, and case studies 

provided data for the investigation of the difference between Oral and Writing approaches 

to L2 learning. Interview and survey questions were designed to solicit learners' 

preferences and learning styles based on their orientation. The survey was used to obtain 

information of the descriptive difference between Oral and Writing for beginning second 

language French. They also allowed the description of issues related to learners and their 

individual experience in the second language development process. In addition, journals 

and case studies were used to supplement the information obtained from both the 

qualitative and quantitative results. 

COURSE CONTENT 

This section outlines the course and the various activities for second language 

teaching and leanung. The beginning French course provided information on the target 

language, including course goals and objectives, as well as class activities. 

Target Course 

The following information is a description of the course used for the study. The 

communis college course selected for the study was Elementary French I with four credit 

hours. The objective of the course was to develop proficiency in listenui^ speaking 

reading, and writuig. The course integrated both language and culture mto class activities 
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to stimulate interaction. It was designed to develop vocabulary, grammar, and 

understanding of written and spoken language. The course was structured to involve 

students in communicative language learning process. 

The textbook used for the course was 'A C'aventure.'basic introductory text to 

French and Francophone (French speaking countries) Cultures fay Evelyn Chavier-Berman 

and Anne C. Cummings (1997). Six chapters were covered in the fourteen weeks of the 

project, with each class meeting twice a week for two hours per meeting. The content of 

each chapter included communicative goals, grammatical structures, cultural information, 

and skill development. The communicative lessons involved dialogue activities for 

describing and identifying people, locations, nationality, and things. Ordering food, asking 

questions, talking about possessions and needs, expressing preferences, telling time, and 

making plans for travel were some of the topics discussed using both strategies. 

Granunatical structures used everyday verbs such as "etre" (to be), adjectives: 

heureux (happy); articles: le/la (the); words, and expressions for asking questions. 

Cultural information about greetings, food, family, and holidays relating to France and 

Francophone countries were themes for discussions. Skill development in the target 

language, such as listening for pronunciation, reading, and sentence construction in 

speaking and in writing as well as listening, were practiced. The complete course syllabus 

is listed in Appendbc G. 



53 

TREATMENT ACTIVITIES 

This section of the study provided an outh'ne of the activities used in the study. The 

activities in the target language were designed based on constructivist theory that engaged 

learners in interaction with others on issues. The goal of the activities was to empower 

learners to develop their own conceptualization of the target language with respect to their 

learning styles and preferences. This approach allowed learners to develop autonomy and 

build on their prior knowledge. The object of the treatment activities was^ therefore, to 

emphasize learner initiative in learning as opposed to teaching by the instructor. In this 

study, learners in the Oral class recorded their assignments on cassette tapes while those in 

the Writing class provided written copies of their work for the first seven weeks of the 

study. 

The activities used for both Oral and Writing classes included: I. listening, 

2. speaking, 3. reading, and 4. composition. The procedures below provide step-by-step 

outlines that describe each activity for both Oral and Writing with different strategies. 

These activities were carried out with emphasis on coordinating different learner 

preferences and orientations with sensory modalities of aural, auditory, print, visual, 

kinesthetic, tactile, and olfactory sensory media. 

Vocabulary Review 

Each of the listenuig, speaking,^ reading and compositioa activities was preceded 

by a vocabulary review session. The vocabulary session consisted of listing key words and 

expressions for brief discussions. The vocabulary review was used to introduce the lessoa 



at the beginning of each new topic. It also involved using words and expressions in simple 

sentences to help derive meaning. An example of the vocabulary review procedure 

included: 

1. Listing key words and expressions relating to the section for brief explanation. 

2. Using simple sentences to establish the meaning of the words and expressions. 

3. Reading the sentences for pronunciation and meaning. 

The following is a sample dialogue of a text for vocabulary review. 

Title: Au foyer (At home) Disagreement between two room-mates: Julie and 

Franijoise. 

Julie; Tu fiimes constamment. Tu ne peux pas fumer dehors ? 

You smoke continuously. Can't you smoke outside ? 

Franfoise: Dehors ? Pas de question 1 C'est ma chambre aussil 

Outside ? No way! It is my room too I 

Julie: Tu peux fumer quand je ne suis pas IL 

You can smoke when I am not here. 

Fran^oise: Et ma liberte alors? 

What about my right? 

Julie: Elle est impossible I Que faire ? Je quitte le foyer ? Je reste 

au foyer? II faut trouverune solution. (ATaventure p. 86) 

She is impossible i What should I do ? Leave home? Stay 

home. Something needs to be done. 
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Example of sample procedure review 

1- Listing of words and expressions; 

contente, fait, trouver, ecouter, fumer, constamment, dehors, 

chambre, faire, foyer, liberie, quand, ma. 

2. Writing words and expressions in simple sentences for meaning 

(student's choice of sentences). 

a. Je suis content b. Elle fiime constamment. 

3. Discussing words and expressions in groups or with the whole 

class. 

Listening Activity for OralAiVriting Classes 

Listening activities were comprised of pronunciation, sound discrimination, 

and sound-ofl^and-on exercises. These activities were organized with both Oral and 

Writing strategies. Each listening session was preceded by the vocabulary review activity 

above. During listening activities, the focus was on identifying key words and the main 

themes. Pauses were made to clarify and point out specific issues. At the end of the 

listening process, usually with cassettes or video playing, questions were asked to 

stimulate interaction. At times, groups were formed to discuss issues of content and 

context The cassette tapes that accompanied the course textbook were used in 

conjunction with other listening resources to develop learners' listening skills. Each learner 

produced a summary of the text at the end of the activi^r. The oral or written summary 
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exercise tested students' listening comprehension. Listening activities were organized for 

both in-class and outside class for individuals or groups. 

Pronunciation. For pronunciation exercises, a list of words and expressions from 

a text was read aloud in the target language with learners. Words and expressions in the 

chapters were also played on cassette for practicing pronundation. The pronunciation 

activities helped to stress syllables in words and expressions where emphasis was 

necessary. 

Example: French 

le stylo 

la classe 

English 

the pen 

the classroom 

French English 

le pere the father 

latante the aunt 

Assignment: Students listened to a text and made a list of between ten to 

twenty words for practicing pronundation. 

Sound Discrimination. Activities in sound discrimination included listening to 

words and expressions with similar pronunciation as well as those that rhyme. These 

exercises allowed the identification of words in the context in which they were used. 

Example: 

French English French English 

Similar sound: ou or I' heure time 

ou where leur their 

Rhyme: professeur prof^sor 

Ordinateur computer 

mecamden mechanic 

electriden electridan 
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Assignment: Learners generated a short list of words with similar pronunciation as 

well as those that rhymed, as in the example above, for use in sample sentences. 

Sound-off-and-on Exercises. Activities used for sound-off-and-on exercises 

included watching video episodes on television that accompanied the reading in the 

textbook in the form of dialogues. The purpose of these activities was to predict the 

interactions between and among speakers. 

Assignment in sound-off-and-on listening included; 

1. Oral class: Providing oral response after listening to a text or a dialogue. 

2. Writing class: Filling in blanks in a text after reading a text or a dialogue. 

Speaking Activity for Oral/Writing Classes 

Speaking activities were introduced with dialogues, role-playing, interviews, 

presentations, and guided conversations. Speaking activities were comprised of instrurtor-

fronted, individual student-centered, and group activities. These activities enhanced target 

language development. Individual student, instructor-student, and student-student 

exchanges were used as approaches for involving learners in the aaivities. Specifically, 

activities based on Total Physical Response (TPR) were used to illustrate and stimulate 

interaction. 

For example, in a lesson about directions, the classroom was used as a city; the 

aisles in the classroom were used as city streets with names; and student desks were 

considered city blocks and neighborhoods. Examples of such setups provided practical and 

ideal contexts of oral interaction. In this particular case, the setup was used for multiple 
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lessons of second language learning for topics in the different parts of a city including 

providing directions and locations such as parks, banks, schools and shops, as well as what 

could be found at these places. An example of the setup is shown in Figure I. 

Figure I: Directions - French City (Speaking Activity) 

North 

I" ST. 

2nd St. 

3rd St. 

South 

Figure 1 was an activity for learners to complete. Th^ had to complete it by 

naming the rest of the streets and also direct a stranger from one place to another. In the 

activities, situational words and expressions about directions were used. The object of the 
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activity was to develop oral communicative skills in the target language. After the 

presentation of activities, learners were given the opportunity to ask questions about what 

was presented. 

Dialogue, Dialogues used vocabulary learned in the chapters. Learners worked in 

groups of two or more to develop oral dialogues in their respective groups as class 

activities. The Oral class presented their dialogues verbally in class. 
V 

Assignments: Two diiSerent approaches were used. 

1. Students provided missing words in pre-prepared dialogues. 

2. They also developed their own dialogues for oral presentation and 

reading to the class. 

Role-ptaying. Role-playing activities were based on topics and situations discussed 

in the respective lessons in class. These activities were structured in the same ways as the 

dialogues. However, the difference was that learners in the activity groups were assigned a 

specific task of the activity. 

Assignments in role-play activities included: 

1. Preparing a report in the target language in a group. 

Example: Developing a report on a holiday in a Francophone country. 

2. Preparing a description of people or places in a group. 

Example: Describing a family of a Francophone country. 

Interviem. The interview activities involved gathering information through 

interaction. They were organized for two or more people. The interviews had pre-
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prepared and open-ended questions and were conducted among classmates. The Oral class 

responded to questions verbally For assignments, pre-prepared and open-ended questions 

were used. 

i. Pre-prepared questions were designed to use the different types or forms of 

questions learned in the target language as well as the strategies for answering 

those questions. 

Example of Sample Questions 

French English 

1. C'est ton anniverssaire? Is it your birthday? 

2. Est-ce que tu es content? Are you happy? 

3. Qu*-ce que tu fais? What are you doing? 

4. Vas-tu a la fete? Are you going to the party? 

ii. Open-ended questions were any questions that came to mind during the 

interview. They were not structured and diSerent question formats were used. 

French English 

1. Quel age as-tu? How old are you? 

2. Comment 9a va? How are you? 

3. Qui est-ce? Who is it? 

Interview assignments were comprised of learners conducting both pre-prepared 

and open-ended interviews with a classmate oa a topic discussed in class or one of the 

related class topics. 
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Presentation. The presentation activities were made up of student-selected topics. 

The process of conducting presentations included: 

a. Brainstorming for a topic. 

b. Stating the purpose of the activity. 

c. Identifying the main themes through brainstorming. 

d. Organizing and sequencing the main themes. 

e. Developing a draft by elaborating on the themes. 

f Providing supporting viewpoints on the topic. 

g. Restating the purpose and object of the activity in the conclusion with 

reference to the central theme. 

The presentation assignments were in two parts. In part one, learners worked on a 

conunon topic in groups. In part two, learners worked independently to develop their own 

presentations. Each presentation assignment was preceded with the whole class working 

together to develop a sample presentation as a guide. Figure 2 below presents an example 

for developing a presentation. 



Figure 2; City Parks and Monuments (Speaking Activity) 
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Figure 2 was used to plan a week-end visit to some of the attractions in Paris. 

In the above activity, students researched and listened to recordings of descriptions of 

monuments in the city of Paris and completed the map to help them plan a weekend visit 

to some of the attractions during their visit. They presented an oral report about their 

selection for the visit 
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Figure 3: City Shops (Speaking Activity) 
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Figure 3 was used to introduce learners to different shops and g oods that could be 

purchased in them. In Figure 3 assignment, students went shopping in difierent stores and 

reported what they bought, their prices and what the items were used for. 

Guided Conversation. Guided conversations are dialogues in question-and-answer 

interactions. In these types of dialogues, specific grammar forms treated in lessons were 

used to fill in the blanks. The activities were open-ended and offered students the 
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opportunity to creatively supply a wide range of options in completing the activities. There 

were three procedures for introducing guided conversation: 

L Demonstrating a model of guided conversation with learners. 

2. Pairing up of students. 

3. Providing learners with sample skeletal dialogue in in-class practice 

activities. 

In the demonstration, learners worked in groups on different sections of the 

dialogue before the whole class came together to complete the assignment. The pairing 

allowed the instructor to group learners with varying abilities. The in-class activity 

involved the whole class working on the dialogue together by calling on individual learners 

to complete a blank orally or in writing. The third involved learners creating their own 

skeletal dialogue to be exchanged with those of other students for completion. 

Reading Activity for OralAVriting Classes 

Reading was introduced with individual and group activities. Before reading, the 

topic was previewed for vocabulary and meam'ng. Previewing provided the opportunity to 

familiarize learners with content and context. It also enabled learners to relate to the topic. 

Following the preview of vocabulary, which at times was given as an assignment to 

learners, the instructor read the passage once or twice. The reading was followed by a 

brief explanation of the content as well as the context of the passage. Sometimes, groups 

of two or three students discussed sections of the passage before the class reading. 

Learners were then given the opportunity to ask questions and comment on the passage in 
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the target language. At the end of the activity, learners were assigned an oral or writing 

summary description exercise about the passage. The assignment tested learners' reading 

comprehension of the passage. 

Reading Activity Procedures. The following procedure was used for reading 

activities. Reading was carried out silently or aloud. Silent reading involved individual 

reading, and reading aloud involved the whole class. Reading texts were taken from the 

textbook as well as from learner-researched texts or articles. 

Pre-reading activities involved: 

1. Making a list of words and expressions in the text for explanation. 

2. Briefly discussing the topic. 

Post-reading activities included; 

L Listing selected words and themes in the text 

2. Discussing the text. 

3. Answering questions about the development in the text. 



Figure 4: Guide for City Schools (Reading Activity) 
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Figure 4 was used for a family looking to relocate to Paris. In Figure 4, students 

read the Guide for City Schools directory and played the role of a family relocating to 

Paris in search of an apartment. The five children in the family ranged in age from eight to 

eighteen and wanted a central location accessible to junior high, high school, and 

university. Learners located a neighborhood, completed the map, and convinced their 

family of their selection of location. 

Writing Activity for Writing Class 

Writing activities were divided into pre-writing, organization, drafting, revising 

and editing. Writing activities were also organized around topics and themes related to the 

textbook: chapter activities. Grammar fimctions discussed in the lessons were used in 
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simple sentence construction. For example, word recognition activities were carried out 

with examples instead of in isolation in sentences to facilitate meam'ng making. In a writing 

lesson about using the verb "etre," (to be) for example, the lesson was not taught by 

conjugating the verb. Instead, sentences in which the different forms of the verb appeared 

were used in a variety of contexts to illustrate and demonstrate meaning through practical 

application and use of the verbs. The sentences below indicate the contextual use of the 

verb "etre" in a writing context using a dialogue. 

Example: A dialogue between two friends. (Birthday) 

Fran^ais Enelish 

A: Je suis heureux aujourd'hui I am happy today 

B: Pourquoi es-tu heureux? Why are you happy? 

A: C'est mon anniverssaire It is my birthday 

B: Es-tu vingt? Are you twenty? 

A: Non. fesuisdix-huit. No, I am eighteen. 

B : Bonne anniverssaire * Happy birthday! 

A: Merci. Thank you. 

Pre-writing, Pre-writing was introduced using one or a combination of the 

following: 

L Pre-writing discussion: Discussing the purpose and type of writing. 

2. Free-writing: Writing about several related points that came to mmd. 

3. Brainstorming: Brainstorming a h'st of words and ^ressions for later use. 
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4. Journal writing: Writing ideas as they relate to the topic before class time. 

5. Skim-reading: Skimming through texts that related to the topic under 

consideration and writing down the main points. 

Organizating, Writing was also organized by grouping ideas. During organization, 

related words and expressions were outlined under the respective themes. 

Organization helped to sequence the main and supporting ideas in sentences and 

paragraphs. 

1. Grouping was carried out by putting related ideas under the respective themes. 

2. Outlining was accomplished by developing a schema of words and expressions 

that represented different themes before writing. 

Drafting. Drafting involved writing preliminary sentences in paragraphs with 

available information. The procedures used in drafting uicluded: 

1. Developing paragraphs under each theme. 

2. Establishing links between the paragraphs. 

3. Ensuring that sentences reflected the themes of the paragraphs. 

For composition writing, the following outline was used: 

L Introducing the topic. 

2. Elaborating the themes by choosing and stating themes or points of view for 

each paragraph. 

3. Developing the ideas. 
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Revising. Revising involved making changes to the preliminary draft. Changes 

involved use of words, expressions, additions or reductions to the draft. Revising 

was done individually or in groups. 

Editing. Editing involved correction of spelling, punctuation, capitalization, 

grammatical structures, and use of correct tenses. Both instructor and peer-

correction were used in editing the written assignments. 
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CHAPTER 4 

REPORT OF DATA AND FINDINGS 

This chapter describes the research procedures used to coUea and interpret the 

data obtained in the study, and it presents the findings and data gathered for both the 

qualitative and quantitative studies for the Oral and Writing classes. Specifically, the 

qualitative study provided information on learners' preferences and learning styles that 

helped to establish the difference in terms of learners^ performance as beginners of second 

language French in the quantitative study. This chapter also describes both the qualitative 

and quantitative methods of investigating the difference between oral and writing 

introduction of second language French. The results of the treatment, including the 

interviews, survey, observation, journals, and pre- and post-test, are outlined for both 

classes. A discussion of the results is presented in Chapter S. 

INTERVIEW 

The qualitative interview questionnaire (see Appendix C) was conducted one week 

into the study. Learners' background information and attitudes were obtained as to why 

they were taking the course, the class activities, their status as students, and their first 

language. The interview solicited information about their orientation in terms of learning 

and their perception of the course during the second week, as well as their comments. The 

interview was also used, in part, as a formative evaluation of the course to provide early 

feedback for the instructor. In addition to the oral interview for students' background and 

attitudes, a written copy of the same interview questions was completed by the students to 
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have a written report of their responses. 

The following are the major findings: 

L Why are you studying French? 

84% of the students took the course for credit. The remaining took it for travel 

and interest. 

2. Do you like the class activities? 

About 70% liked the activities. 

3. Are you making any progress in the class? 

In the Oral class (75%) and in the Writing class (62%) said they were making 

progress. 

4. Do you work and go to school? 

Over 75% of the students worked and went to school. 

5. Are you a full-time student? 

About 55% of the class were full-time students. 

6. Which is the best way you learn? 

Learners indicated they use a combination of learning approaches, such as reading, 

listening, speaking, and writing. 

7. How good are you in your Srst language? 

95% reported they were proficient. 

8. How many hours a week do you spend studying French? 

An average of two to si* hours per week were used studying French. 



9. Do you plan to take more French classes? 

More than half (55%) planned to take more French classes. 

10. What improvement do you recommend for making the course better? 

The oral class (90%) recommended both oral and writing activities with more 

writing exercises. The Writing class (95%) recommended both of oral and writing 

activities with more oral and fewer writing activities. 

QUALITATIVE SURVEY DATA ANALYSTS 

A pre- and post-survey consisting of the same questions was used as a part of the 

qualitative study to examine learners' information about the course in general and their 

learning preferences and styles relating to both oral and writing strategies. The test was 

composed of listening, reading, vocabulary, and composition (writing). This was a self-

report survey. The first section of the survey with four questions was learners* 

background information. The second section included a 38-question survey (see Appendix 

C for the complete survey.) The questions were likert-type questions that provided a 

choice of "Strongly Agree, Agree, Agree Somewhat, Disagree Somewhat, Disagree, 

Strongly Disagree." Numbers 5 to 20 questioned oral strategies, 21 to 34 questioned 

reading strategies, and 35 to 42 questioned second language leammg. 

SECTION I: LEARNERS' BACKGROUND INFORMATION 

L "/ cm taking French because [can interested in the language." 

Sbcty-four percent of the students took: the class because they wanted to, and 36% 

took the course because it was required for their program. 
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2. have taken French before.̂  

Fifty-eight percent of the students had taken French before. 

3. major is French " 

French was the major of 28% of the students while 72% had other majors. 

4. "[ have studied a second language." 

Seventy-eight percent of learners in the survey had previously studied a second 

language. 

SECTION 2: SURVEY TABLES AND RESULTS 

For the description of the survey responses, the percentages of all the responses 

were examined to set the range of significance. The following tables represent the 

responses of the 16 students in the Oral class and the 14 students in the Writing class. A 

difference of 20 percentage points or more (three students) for the responses between the 

Oral class and Writing class is considered a meaningful difierence in perception through 

the learners' experience. Also, a 0 to 4% difference was considered " no change" because 

this range is minimal. An interpretation of these findings is found in Chapter S in Tables 

5.1, 5.2, 5.3 and in the discussion following each table. Any category that is not a class 

activity is not included in the tables mentioned. 



[tern S> I learn better by listening. 

Oral Writing 

Pre Post Pre Post 

Agree 62% 45% 62% 67% 

Disagree 38% 55% 38% 33% 

There was a 17% decrease from pre- to post-treatment agreement for the Oral 

class. For the Writing class, a 5% increase of agreement was obtained. 

[tem 6.1 leam better by repeating words and expressions. 

Pre Post Pre Post 

Agree 94% 73% 94% 84% 

Disagree 6% 27% 6% 16% 

The percent differences in pre- and post-treatment agreement responses for the 

Oral and Writing classes were decreases of 21% and 10% respectively. 

Item 7.1 like classroom activities. 

Oral Writing 

Pre Post Pre Post 

Agree 78% 100% 82% 92% 

Disagree 22% 0% 18% 8% 

There was a meaningfiil increase of 22% pre- and post- treatment agreement 

responses in the Oral class. A 10% increase in pre- and post-treatment agreement 

responses was obtained in the Writing class. 
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Item 8. The use of audio helps me understand lessons better. 

Oral Writing 

Pre Post Pre Post 

Agree 83% 54% 82% 91% 

Disagree 17% 46% 18% 9% 

For the above item, there was a substantial decrease of 39% between pre- and 

post-treatment agreement responses in the Oral class as opposed to 9% increase of pre-

and post'treatment agreement for the Writing class. 

Item 9. Visual teaching aids help me understand lessons better. 

Oral Writing 

Pre Post Pre Post 

Agree 100% 63% 94% 92% 

Disagree 0% 37% 6% 8% 

There was a substantial decrease of 37% between pre- and post-treatment 

agreement responses in the Oral class. There was little change for the Writing class. 

Item 10.1 do not ask questions because I will make a mistake. 

Pre Post Pre Post 

Agree 28% 64% 18% 25% 

Disagree 72% 36% 82% 75% 

There was an increase of 36% in the pre- and post-treatment agreement responses 

for the Oral class. The Writing class exhibited litde change &om pre> to post-treatment in 

terms of agreement. 
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Item 11.1 do hesitate to ask questions because I will make a mistake. 

Oral Writing 

Pre Post Pre Post 

Agree 39% 27% 57% 33% 

Disagree 61 73% 43% 67% 

There was a 12% decrease in agreement for the Oral class between the pre- and 

post-treatment responses. The decrease for the Writing class was a meaningful 24% in 

pre- and post-treatment agreement responses. 

Item 12. Repeating words aloud helps me internalize them. 

Oral Writing 

Pre Post Pre Post 

Agree 100% 100% 100% 75% 

Disagree 0% 0% 0% 25% 

For repeating words aloud, there was no diSerence in the pre- and post-treatment 

agreement responses for the Oral class. This lack of difference may have been due to a 

ceiling effect. However, a decrease in pre- and post-treatment agreement response of 

25% was recorded for the Writing class. 
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Item 13.1 like peer-correction in oral activities. 

Oral Writing 

Pre Post Pre Post 

Agree 62% 29% 69% 76% 

Disagree 38% 71% 31% 24% 

For the peer correction a meaningful decrease of 33% in pre- and post-treatment 

agreement responses was recorded for the Oral class. On the other hand, there was only a 

7% increase in pre- and post-treatment agreement for the Writing class. 

Item 14.1 like brainstorming class activity topics with others in class. 

Oral Writing 

Pre Post Pre Post 

Agree 55% 90% 81% 67% 

Disagree 45% 10% 19% 33% 

For brainstorming class activities, the Oral class had a 35% increase in pre- and 

post-treatment agreement responses. At the same time, there was a 14% decrease for the 

Writing class in pre- and post-treatment agreement responses. 

Item IS. I feci nervous when I speak m class. 

Oral Writing 

Pre Post Pre Post 

Agree 61% 20% 63% 65% 

Disagree 39% 80% 37% 35% 

For this Item, there was a meaningful decrease of 41% in pre- and post-treatment 

agreement responses for the Oral group, while there was little change for the Writing 

class. 
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Item 16.1 like class discussions. 

Oral Writing 

Pre Post Pre Post 

Agree 89% 100% 88% 67% 

Disagree 11% 0% 12% 33% 

The Oral class had an 11% increase in pre- post-treatment agreement. The Writing 

class on the other hand had a decrease of 21% in pre- and post-treatment agreement. 

Item 17.1 learn better by reading aloud what I am studying. 

Oral Writing 

Pre Post Pre Post 

Agree 88% 100% 75% 84% 

Disagree 12% 0% 25% 16% 

On reading aloud, there was a low 12% increase for the Oral class in pre- and 

post-treatment agreement responses. The Writing class had a 9% increase pre- and post-

treatment agreement. 

Item 18.1 like role-playing in class. 

Oral Writing 

Pre Post Pre Post 

Agree 62% 80% 37% 84% 

Disagree 38% 20% 63% 16% 

An 18% increase in agreement between the pre- and post treatment responses in 

the Oral class was obtained. There was a substantial 47% increase m agreement in pre-

and post-treatment in the agreement response for the Writing class. 
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Item 19.1 like asking questions when I do not follow the lesson in class. 

Oral Writing 

Pre Post Pre Post 

Agree 50% 50% 88% 67% 

DfsaRree 50% 50% 12% 33% 

For the Oral class, there was no difference between the pre- and post-treatment 

agreement responses. However, a meaningful decrease of 21% was recorded for the 

Writing class pre- and post-treatment responses. 

Item 20.1 do not speak in class because [ am intimidated by others. 

Oral Writing 

Pre Post Pre post 

Agree 23% 40% 19% 25% 

Disagree 77% 60% 81% 75% 

Regarding speaking in class, the Oral class had a moderate increase of 17% in pre-

and post-treatment agreement responses. The Writing class also had a small increase of 

6%. 

[tern 21.1 learn better by writing things down. 

Oral Writing 

Pre Post Pre Post 

Agree 88% 89% 94% 66% 

Disagree 12% 11% 6% 34% 

For the above Item, there was little change in pre- and post-treatment agreement 

for the Oral class. For the writing class, there was a meaningfiil decrease of 28% &om the 

pre- to post-treatment agreement responses. 
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Item 22.1 learn better by reading aloud what I am writing. 

Oral Writing 

Pre Post Pre Post 

Agree 100% 100% 86% 92% 

Disagree 0% 0% 14% 8% 

There was no differences between the pre- and post-treatment agreement 

responses in Oral class and little difference between the pre- and post-treatment agreement 

responses in the Writing class. 

Item 23.1 like classroom writing activities. 

Oral Writing 

Pre Post Pre Post 

Agree 83% 100% 75% 67% 

Disagree 17% 0% 25% 33% 

There was a 17% increase in pre- and post-treatment agreement responses for the 

Oral class and an 8% decrease in pre- and post-treatment agreement responses for the 

Writing class. 

Item 24.1 do not hesitate to write because 1 will make a mistake. 

Oral Writing 

Pre Post Pre Post 

Agree 72% 100% 66% 59% 

Disagree 28% 0% 34% 41% 

For the Oral class, there was a meaningful increase of 28% in pre- and post-

treatment agreement responses. However, there was a decrease of 7% in pre- and post-

treatment agreement responses for the Writing class. 
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Item 25.1 like peer-revision and correction in writing activities. 

Oral Writing 

Pre Post Pre Post 

Agree 67% 60% 43% 34% 

Disagree 33% 40% 55% 66% 

There were IVa and 11% decreases for the Oral and Writing classes, respectively in 

pre- and post-treatment agreement responses. 

Item 26. Writing things down in class helps me remember them. 

Oral Writing 

Pre Post Pre Post 

Agree 88% 88% 100% 92% 

Disagree 12% 12% 0% 8% 

For writing things down in class, the Oral class had no difference and the Writing 

class had a decrease of 8% in pre- and post-treatment agreement responses.. 

Item 27. E prefer writing to oral activities. 

Pre Post Pre Post 

Agree 83% 80% 51% 66% 

Disagree 17% 20% 49% 34% 

There was little change between pre- and post- treatment agreement responses, for 

the Oral class. For the pre- and post-treatment in the Writing class, there was a decrease 

of 15% for the pre- and post-treatment agreement responses. 
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Item 28. In class activities, writing down what is discussed helps me understand the 

lesson. 

Pre Post Pre Post 

Agree 100% 60% 100% 80% 

Disagree 0% 40% 0% 20% 

There was a substantial decrease of 40% in pre- and post-treatment agreement 

responses in the Oral class and a 20% decrease between pre- and post-treatment 

agreement responses for the Writing class. 

Item 29. Practical activities facilitate writing exercises. 

Oral Writing 

Pre Post Pre Post 

Agree 94% 100% 82% 100% 

Disagree 6% 0% 18% 0% 

There was an increase of 6% in the pre- and post-treatment agreement responses 

for the Oral class and an IS% increase in the Writing class. Ceiling effects probably 

inhibited pre to post-treatment changes in both classes. 
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Oral Writing 

Pre Post Pre post 

Agree 100% 54% 94% 92% 

Disagree 0% 46% 6% 8% 

In the use of practical activities, there was a very substantial decrease of 46% 

between pre- and post-treatment agreement responses for the Oral class. However, there 

was little change in the Writing class with a decrease in agreement responses of only 2%. 

Item 31. Writing things down in class helps me understand them. 

Oral Writing 

Pre Post Pre Post 

Agree 100% 82% 94% 82% 

Disagree 0% 18% 6% 18% 

There was a decrease of 18% in the pre- and post-treatment agreement responses 

in the Oral class for the usefulness of writing things down, while the Writing class 

responses decreased only 8%. 

Item 32. Oral interaction helps me remember lessons. 

Oral Writing 

Pre Post Pre Post 

Agree 88% 64% 82% 100% 

Disagree 12% 36% 18% 0% 

On the helpfulness of oral interaction, there was a meaningful decrease of 24% 

between pre- and post-treatment agreement responses for the Oral class. At the same tune, 

an increase of 18% was obtained m the Writing class. 
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Item 33.1 like keeping a class journal for my own reference. 

Oral Writing 

Pre Post Pre post 

Agree 72% 60% 69% 92% 

Disagree 28% 40% 31% 8% 

For Journal keeping, the 12% decrease of pre- and post-treatment agreement 

responses was obtained for the Oral class. At the same, a 23% increase of pre- and post-

treatment agreement was found for the Writing class. 

Item 34. Reading aloud helps my pronunciation. 

Oral Writing 

Pre Post Pre post 

Agree 100% 100% 88% 92% 

Disagree 0% 0% 12% 8% 

On whether reading aloud helps pronunciation, there was no pre- and post-

treatment agreement change for the Oral class. Only a 4% increase in pre- and post-

treatment agreement responses was found for the Writing class. These results were 

probably inhibited by the ceiling eSect. 
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Item 35.1 learn better alone. 

Oral Writing 

Pre Post Pre post 

Agree 60% 91% 82% 92% 

Disagree 40% 9% 18% 8% 

For the Oral class, there was a substantial increase of 31% between pre- and 

post- treatment agreement responses for the Oral class. A 10% increase in the pre- and 

post-treatment agreement responses for the writing class was obtained. 

[tern 36.1 learn better in a group. 

Oral Writing 

Pre Post Pre Post 

Agree 61% 82% 63% 58% 

Disagree 39% 18% 37% 42% 

There was a meaningful increase of 21% in pre- and post-treatment agreement 

responses for the Oral for learning better in a group. There was a 5% decrease tn pre- and 

post-treatment agreement responses for the Writing class. 

Item 37.1 like classes where lectures are given. 

Oral Writing 

Pre Post Pre Post 

Agree 83% 45% 82% 58% 

Disagree 17% 55% 18% 42% 

There was a meaningful decrease of 38% between pre- and post-treatment 

agreement responses for the Oral class and a. 24% decrease between pre- and post-

treatment agreement responses for the Writing class. 
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Item 38.1 like class presentations by students. 

Oral Writing 

Pre Post Pre Post 

Agree 45% 36% 47% 66% 

Disagree 55% 64% 53% 34% 

There was 9% decrease in pre- and post-treatment agreement responses for the 

Oral. There was a 19% increase in pre- and post-treatment agreement responses for the 

Writing class. 

Item 39.1 ask questions in class when I do not understand the lesson. 

Oral Writing 

Pre Post Pre Post 

Agree 72% 81% 88% 91% 

Disagree 28% 19% 12% 9% 

On asicing questions in class, there was a 9% decrease in pre- and post-treatment 

agreement responses for the Oral. There was a 3% increase in the pre- and post-treatment 

agreement responses for the Writing classes. 

Item 40.1 am proficient in English. 

Oral Writing 

Pre Post Pre Post 

Agree 94% 84% 94% 100% 

Disagree 6% 16% 6% 0% 

There was no meaningful difference between pre- and post-treatment agreement 

responses in the Oral or Writing classes. The participants m both classes clamed to be 

proficient in English. 
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Item 41.1 like peer-revision and correction in oral activities. 

Oral Writing 

Pre Post Pre post 

Agree 52% 70% 66% 84% 

Disagree 48% 30% 34% 16% 

On peer-revision and correction activities, there was an increase of 18% in both 

pre- and post-treatment agreement responses for the Oral and Writing classes. 

Item 42.1 like interviewing other students during class activities. 

Pre Post Pre Post 

Agree 61% 100% 55% 100% 

Disagree 39% 0% 45% 0% 

There was a substantial increase of 39% in pre- and post-treatment agreement 

responses for the Oral class and a substantial increase of 45% in the pre- and post-

treatment agreement responses for the Writing class. 

QUANTITATIVE STUDY 

This section outlines the research variables and the research approaches used in the 

investigation. The purpose of the quantitative study was to investigate whether learners 

improved in listening, reading, vocabulary, and composition after the treatment in second 

language French in their respective classes. 

TESTS CONDUCTED 

Two tests were admim'stered during the study to obtain the quantitative data. 

They included the pre-test and the post-test for beguming French. The tests were based on 
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the Educational Testing Service Exam. There were 75 items on the test with 25 in Section 

One and 50 in section two. The first section included 15 items for listening comprehension 

and 10 items for reading comprehension. The second section was made up of 40 

vocabulary items and 10 items for composition. The tests are achievement tests. A sample 

of the two tests appears in Appendix F. Each item scored one-point for a correct answer. 

In addition to the standardized tests, a mid-term test that measured learners' 

improvement after the seven-week treatment was conducted. A final test for the regular 

course was also conducted and was included in the tests conducted to show the overall 

progress that the learners made. Responses of tests are presented later under Research and 

Courses Test Results in Tables 4.4 through 4.7. 

DATA ANALYSIS AND COMPUTATION 

The analysis of data for the quantitative study, which included the number of 

variables, the type of measurement used, and the type of sampling involved were 

examined. In this study, the students' performance was compared within each of the two 

classes for both pre-test and post-test results. There was also a companson of the mean 

total between the Oral Class and the Writing Class to help determine which of the two 

classes improved the most. The t-test, a procedure that tests the difference between two 

groups of data for normally distributed interval data, where the scores (X) and the 

standard deviation (s) are appropriate measures of central tendency and variability, was 

used. 
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The test data collected for both the pre- and post-tests were comprised of 

listening comprehension, reading comprehension, vocabulary, and composition sections as 

listed above. The analysis of data was, therefore, conducted by computing the following: 

To obtain the required results, a matched t-test was used. The matched t-test 

allows the comparison of performance of a group on two different measures at one period 

in time. It is also used to compare the data of a group of participants who have taken a 

general proficiency examination. 

In this study, the research question asked whether learners improved following the 

two different treatments of instruction. If they did, which group of students did better than 

the other? For example, is the jump of 5 points in the mean a significant change with 

respect to the test result? The computation, therefore, involved; 

1. Finding the total score for each of the 30 students in each of the two groups of 

Oral class and Writing class in the respective sections. 

2. Computing the mean scores for each of the Oral and Writing classes. 

3. Obtaining the standard deviation for the means. 

4. Finding the difference between the pairs of scores, that is between each pair of 

scores. 

5. Squaring the sum to avoid negative numbers. 

6. Adding the scores for the group. 

7. Using the paired t-test formula and finding the standard error of the 

differences between the two means; this helped to obtain a ruler with which to 

check the difference between the two means for finding the observed t-value. 



Table 4.1 Pre- and Post Survey Means and SD for Oral and Writing Classes 

Oral (N= = 16) Writing (N= = 14) Total (N=30) 

X SD X SD X SD 
Prg 
Listening 11.13 2.58 9.64 3.41 10.43 3.04 
Reading 7.81 0,98 7.00 1.18 7.43 1.14 
Vocabulary 28.81 4.86 30.64 3.67 29.67 4.37 
Composition 7,69 1,25 7.86 1.61 7.77 1.41 

Post 

Listening 13.44 1.20 10.71 3.24 12.17 2.72 
Reading 8.81 1.11 8.79 1.12 8,80 1,10 
Vocabulary 32.94 2.77 33.64 2.82 33.27 2,77 
Composition 8,86 0.94 8.93 1,72 8.73 1.01 
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Table 4.2. T Values 

Paired Samples Test 

t df sig (2-

tailed) 

Oral 
Pair 1 Prelistening-Postlistening -3.410 15 .004 
Pair 2 Prereading-Postreading -2.390 15 .030 
Pair 3 Prevocabulary-Postvocabulary -3.369 15 .004 
Pair 4 Precomposition-Postcomposition -1.815 15 .089 
Writing 
Pair 5 Prelistemng-Postlistening -2.156 13 .050 
Pair 6 Prereading-Postreading -4.524 13 .001 
Pair 7 Prevocabulary-Postvocabulary -2.472 13 .028 
Pair 8 Precomposition-Postcomposition -2.317 13 .037 
Pair 9 Total Oral - Total Writing 1.146 28 .261 

In the analysis, the standard probability was set at .05. From the above computations, the 

following results were obtained: 

The confidence interval, the true population range where the difference of the 

mean will fall, was set to equal the probability generated by the SPSS program is 

presented in Table 4.4 under sig (2-taiIed). If the probability derived from the SPSS 

progran is less then .05, the mean difference between the two scores was considered 

significant If it was greater than .05, the mean difference was not considered significant. 

The degree of freedom, the number of quantities that can vary if others are given, was set 

at 15 or CN -1 = 15) for the Oral Class, 13 or (N -1 = 13) for the Writuig Class, and 28, 

(N - 2) for the two classes. 



The Results 

The following are the compared results for both the Oral and the Writing classes. 

The pair combination involved the pre-tests and post-tests for listemng, reading, 

vocabulary, and composition as well as the total mean scroes for Oral and Writing classes. 

Figure 5. Pre-listening Oral and Post-listening Oral 

t_ob.c,vcd = -3.410, df= 15, p = .004, significant 

In this measurement, the observed t-value = -3.410 and the probability, p = .004. 

Because the obtained, p = .004, is far lower than the standard p = .05, the difference is 

very significant. Therefore, unequal variances in the test scores were assumed. This 

implies that very meaningful improvement was made after the treatment in terms of 

listemng skill development for Pre-listening Oral and Post-listening Oral. However 

because students were assigned to the treatment instead of randomly selected and also 

because the sample size is small, the result cannot be generalized. 

Figure 6. Pre-reading Oral and Post-reading Oral 

Lotaoved = -2.390, df = 15, p = .030, sigm'ficant. 

The observed t- value = -2.390 and the probability, p = .030. Because the 

obtained, p = .030, is lower than the standard p = .05, the difiference is significant. 

Therefore, unequal variances were assumed for the test scores. This shows improvement. 
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But because students were assigned to the treatment instead of randomly selected and also 

because the sample size is small, the result cannot be generalized. 

Figure 7. Pre-vocabuIary Oral and Post-vocabulary Oral 

t_Di»etv«i = -3.369, df= 15, p = .004, significant. 

The observed t- value = -3.369 and the probability, p = .004. Because the obtained 

p = .004 is lower than the standard p = .05, the mean difference is very significant. 

Therefore, unequal variances were assumed in the test scores. It indicates that a great deal 

of improvement had been made after the treatment in terms of vocabulary development for 

Pre-vocabulary Oral and Post-vocabulary Oral. However, because students were assigned 

to the treatment instead of randomly selected and also because the sample is small, the 

result cannot be generalized. 

Figure 8. Pre-composition Oral and Post-composition Oral. 

-Lotaavcd ~ df = 15, p = .089, not significant. 

The observed t- value = -1.815. The obtained probability, p = .089. Because the 

obtained p = .089 is higher than the standard p = .05, the mean difference is not 

significant. Therefore, equal variances were assumed for the test scores. This means that 

no improvement was made. 
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The following figures report T-test results for students who received the 

writing strategy during the study. 

Figure 9. Pre-listening Writing and Post-listening Writing 

t_xrf»«vcd = -2.156, df= 13, p = .05, not significant. 

The observed t- value = -2.156. The obtained probability, p = .050. Because the 

obtained probability is equivalent to the standard probability, the means were the same. 

Therefore, there was no difference in the means for Pre-listening and Post-listening for the 

Writing class. 

Figure 10. Pre-reading Writing and Post-reading Writing class. 

.t_ob«:tvtd = -4.524, df= 13, p = .001, significant. 

The observed t-value = -4.524. The obtained probability, p = .001. Because the 

obtained p-value is lower than the standard p = .05, the mean difference was significant. 

Therefore, unequal variances were assumed for the test scores. This shows that substantial 

improvement was made after the treatment with respect to writing development for Pre-

reading Writing and Post-reading Writuig. However, because students were assigned to 

the treatment instead of randomly selected and also because the sample size is small, the 

results cannot be generalized. 



Figure 11. Pre-vocabulary Writing and Post-vocabulary Writing 
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t-otecncd = -2-472, df = 13, p = .028, significant. 

The observed t-value=-2.472. The obtained probability, p = .028. Because the 

obtained p-value is lower than the standard p = .05, the mean difference was sigm'ficant. 

Therefore, unequal variances were assumed for the test scores. But because students were 

assigned to the treatment instead of randomly selected and also because the sample size is 

small, the result cannot be generalized. 

Figure 12. Pre-composition Writing and Post-composition Writing 

t^i«tvcd = -2.317, df = 13, p = .037, significant. 

The observed t- value = -2.317. The obtained probability, p = .037. Because the 

obtained p-value is lower than the standard p = .05, the mean difference was significant. 

Therefore, unequal variances were assumed for the test scores. But because students were 

assigned to the treatment instead of randomly selected and also because the sample size is 

small, the result cannot be generalized. 
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The t-test results for Oral versus Writing students are shown below: 

Figure 13. Total Post-Oral and Total Post-Writing 

t_jDbscnrd = df = 28, p = .261, not significant. 

The observed t- value = 1.146. The obtained probability of .261. Because the 

obtained p-value is higher than the standard p =05, the mean difference was not 

significant. Therefore, equal variances were assumed for the test scores. There was no 

difference between the means. 

ElESEARCH AND COURSE TEST RESULTS 

The following tables present the mean test results for both the research study and 

the regular beginning French course. The purpose for developing these tables was to 

provide additional data for the study. The additional test results were necessary because I 

realized after the study began that I needed to evaluate the students at the end of the 

treatments (after seven weeks) in order to determine whether it was the oral or writing 

approach that influenced their performance by the end of the study. The tables present the 

learners' performance which consists of the possible points, pre-test, mid-term test, post-

test,^ and final test as well as their sums. (See Tables 4.5 to 4.8). The pre-test and post-test 

were designed based on the standardized American Testing Service Tests for beginning 

first year French learners. The mid-term and final tests were based on the regular 

beginning French course tests at the college. They specifically related to the course 

syllabus.The scores ranged between 9.61 to 13.44 for the classes. Each table represents 
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the results for each of the four areas of measurement including listem'ng, reading, 

vocabulary, and composition-

Table 4.3. The Matched t-test and the Regular Course Test Results for Listening 

Listem'ng 
Oral Writing SUM 

Possible pts 15 15 30 
Pre-test 11.06 9.61 20.67 
Mid-test 11.75 10.18 21.93 
Post-test 13.44 10.71 24.15 
Final test 12.94 11.05 23.99 

SUM 49.19 41.55 90.74 

There was a difference of at least I to 2 points between the Oral and Writing 

scores. The Oral class performed sightly better than the Writing class in listening 

Table 4.4 The Matched t-test and the Regular Course Test Results for Reading. 

Reading 

Oral Writing SUM 
Possible pts 10 10 20 

Pre-test 7.78 7.00 14.78 
Mid-test 7.50 7.48 14.98 
Post-test 8.81 8.79 17.60 
Final test 7.76 7.71 15.47 

SUM 24.09 an 47.36 

There was not a large difference in the scores for both the Oral and Writing 

classes for reading. The two classes' performance was almost identical as shown in the 

above table. 
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Table 4.5 The Matched t-test and the Regular Course Test Results for Vocabulary 

Vocabulary 
Oral Writing SUM 

Possible pts 40 40 80 
Pre-test 28.81 30.54 59.35 
Mid-test 26.14 28.79 54.93 
Post-test 32.94 33.75 66.69 
Final test 27.83 31.17 59.00 

SUM 87.89 93.08 180.97 

In vocabulary test results, the Writing class performed better than the Oral Class, 

achieving I to 3 points higher than the Oral class. The closest performance between the 

two classes was in the post-test. 

Table 4.6 The Matched t-test and the Regular Course Test Results for Composition. 

Composition 
Oral Writing SUM 

Possible pts 10 10 20 
Pre-test 7.69 7.86 15.54 
Mid-test 7.26 7.94 15.20 
Post-test 8.56 8.93 17.49 
Rnal-test 7.65 8.47 16.12 

SUM 23.51 24.73 48.24 

In the composition writing test, the Writing class again performed slightly better 

than the Oral class. Generally, both classes were above average. 

CASE STUDY 

The case study involved information about four students, two from each class. The 

detailed data compiled on these students provided more information about their learning 

styles and was helpful for exploring their second language development. The data from 
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their interviews, surveys, journals, pre-tests, and post-tests were used to compose their 

profile and establish their progress in second language development 

Student Information 

For the purpose of confidentiality, the four students were identified as Oral 

Student A (OS A) and Oral Student B (OSB) for the two learners fi'om the Oral class and 

Writing Student A (WSA) and Writing Student B (WSB) for the two learners in the 

Writing class. Two boxes, one labeled Oral and the other labeled Writing, contained the 

names of all the students in each respective class. Two names were drawn randomly from 

each box for the case study. 

Oral Student A fOSA). This learner is a 55 year-old school teacher who had not 

taken French before. She was studying French because she liked to go on vacation in 

France. As an American, the dfficulty she has in leanung French is because some words in 

English do not translate directly to French despite the &ct that the words have the same 

spelling. As an adult learner, she used her prior knowledge very effectively to derive 

meaning and compose sentences in second language French, but she would still like to 

improve her vocabulary. 

Oral Student B fOSBV Oral Student B is a seventeen-year old high school student 

and an aspiring French major in college. He had taken two semesters of French as a 

second language and planned to study French literature. According to this student, the 

numerous grammatical structures of the French language make the language more difficult 

to learn. In particular, the assignment of gender to nouns as well as the agreement that 
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result from gender and number (singular or plural agreement) further complicate learning 

French as a second language because this is not prevalent in English. He registered for this 

course to help him overcome some of these grammatical "inconveniences." 

Writing Student A fWSAV Writing Student A is a forty-five year old engineer who 

has lived in Europe and traveled several times to France. He took one semester ofFrench 

thirty years ago and has since forgotten everything he learned. He signed up for the class 

because he would like to communicate more easily when he goes to France on vacation. 

He finds the French language fascinating. He thinks that the structure of the English 

language is closer to the French language compared with German or Russian. He 

pronounces the last letters at the end of words, which is not done in French. He would like 

to work on his pronunciation ofFrench words and expressions to improve his reading and 

delivery of the language. 

Writing Student B fWSB). Writing Student B is a nineteen-year old computer 

science student who, while in France on vacation, found the language very interesting, and 

would like to work for an American company in France. She had taken a semester of 

French in high school but did not complete it. WSB does not understand why nouns in 

French, including people and things, have gender assigned to them. By taking the course, 

she hopes to learn more about second language Frencfi gender relationships, to understand 

their use with respect to pronouns, and to improve her attempt to become proficient in 

French. 
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These four students were studied during the duration of the projea to gather 

information about how their individual problem situations impacted their progress, their 

reactions, and what steps they took to overcome their difficulties. 

STUDENT PROFILE AND SECOND LANGUAGE FRENCH DEVELOPMENT 

The information in the following figures was gathered after the random drawing of 

learners' names for the case study. It is comprised of students' personal information, 

learning styles, preferences, knowledge of the target language forms, and their abilities in a 

variety of areas of language development. Blank spaces in the profile charts indicate that 

those learners possess no such preferences, learning styles, qualities, nor abilities. 

Figure 14. Student Personal Information (Furnished by Students) 

OSA OSB WSA WSB 

a. Age 55 17 45 19 

b. Sex female male male female 

c. Education 16 11 16 13 

LEARNING STYLES 

The participants described their learning styles, and their answers are coded as 

shown beiow. Students' learning styles were obtained from information acquired on the 

interview and survey items. The learning style is designated by the fbllowtng: Aural learner 
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= A; Print oriented learner = P; Visual learner = V; Kinesthetic learner=K; Haptic learner 

= H; Olfactory learner = O. 

Figure 15. Assigned Learning Styes from Interview and Survey items 

Learning Style and Preferences OS A OSB WSA WSB 

a. Aural/Interactive Oistening, speaking) A A A -

b. Print Oriented Learner (reading, writing) P P - -

c. Visual Learner (graphic illustrations) V V - V 

d. Kinesthetic Learner (movement, gestures) - - K K 

e. Haptic Learner (touch, hands-on applications) - - H H 

f. Olfactory Learner (smell, taste) - -

The figure below indicates learners' preferences of learning approaches. The 

preferences were assigned based on the information the students provided in the 

interviews and the surveys. These preferences are coded as follows: 

One-alone = OA; One-to-one = 00; One-to-many = OM; Many-to-many =MM. 
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Figure 16. Learners' Icnowledge of French language forms and ability to use them 

Learning Approaches OSA OSB WSA WSB 

a. One-alone OA OA OA OA 

b. One-to-one 00 00 00 00 

c. One-to-many - OM - -

d. Many-to-many - - MM -

In Figure 17, my observation of their performance in class activities including tests, 

class participation, articulation in presentations in each of the categories was scored a 

letter grade as follows: Excellent = A; Good = B; Average = C; Poor = D. 

Figure 17. Learners' knowledge and ability of language forms 

Language Forms OS A OSB WSA WSB 

Knowledge of language forms B C A B 

(articles, verbs, nouns, adjectives, and pronouns) 

Ability to understand content matenals C C B C 

(words, expressions, and simple sentences) 

Ability to communicate information and ideas C C C D 

(with others, self-express, and restate information) 

Ability to use second language French forms (with little B C B C 

accuracy, accurately, more accurately, and 

very accurately) 
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JOURNALS 

The course instructor and the partidpants kept journals of their progress and class 

activities for evaluation at the end of the study as part of the requirement of the study. The 

purpose of the Journals was to help keep track of information during the study. For 

example, the instructor's observations that were documented in the journal helped to 

complete learners' profiles in the case study. The students' response journal, on the other 

hand, enabled them to keep track of their progress and problems by logging in their 

questions that were answered in class. The j'oumals were reviewed at the end of the study 

to obtain additional information about the students. 

The information contained in the students' journals included comments on their 

preferences, questions about class activities, problems they encountered while studying, 

and observation on the activities as well as their progress in class. The following were 

some of the comments: 

On learning styles and preferences, some learners expressed like as well as dislike 

for some strategies and approaches used in class. For example. Oral Student A (OS A) 

noted that repetitions of words and expressions were helpful in improving her 

pronunciation and in the reading of the dialogues as well as passages in the textbook. The 

following passage is what she wrote in her journal: "After a few weeks, 1 feel my reading 

and pronunciation got better and better." On oral interaction and interview OSB said that, 

"I have a renewed interest in French as a result of the group work. I can now relate to 

what is being said in the class discussion by others, and I am also able to participate in the 
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conversation more than before. The role-playing activities allow us to practice sentences in 

French." For the Writing Student A (WSA), the class discussions were the best part of the 

class as he always looked forward to that class time. He indicated that, "The class 

discussions provided me and others the opportunity to practice writing sentences in the 

target language as we brainstormed the different topics." Writing Student B (WSB) found 

peer-correction informative as she learned from other students in the group. She indicated 

that, "I got some of the points I missed from other students while they also benefitted 

from my contributions in the discussions. I was also able to cross-reference my notes with 

other students to make sure that I got everything I needed." 

With respect to the role of the Journals as they relate to questions, learners 

expressed appreciation for the fact that they were able to write down questions to be 

answered later in class by the instructor. During the fifteen nunutes reserved for questions, 

students asked their questions and the sessions helped to clarify some of their problems. 

Sometimes, more than the fifteen nunutes were spent for the question sessions because 

there were many questions from the students. Learners' observations in the journals also 

outlined the activities they liked best, such as interview, brainstorming, and presentations, 

as well as those that were not so clear to them, such as vocabulary review. 

COMMENTS OF AN OUTSIDE OBSERVER OF THE CLASS ACnVITIES 

The purpose of the independent research observer was to document and ensure 

that the procedures and processes of introducing oral and writing strategies were being 

followed with respect to the research design. His feedback helped me to focus on the 
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required activities.(See Appendix E.) He reminded me of some of the teaching material I 

was leaving out from the proposal. He couldn't testify for the computer-related 

assignments. They involved looking for information on the web for presentations. He 

pointed out in other comments the strong points or strategies which he thought influenced 

the students' responses. He also pointed out weaknesses that needed improvement, such 

as not allowing enough time for students to answer questions and that the amount of 

homework assigned may have been too much. The positives were that the preview of the 

vocabulary helped introduce the topics of the lesson. The variety of ways for introducing 

the same concept helped different students with different learning orientations. The group 

work allowed learners to learn from one another. The opportunity learners were given to 

ask questions at the end of each lesson helped to fiirther explain some of the ambiguities 

that arose during the lesson. 
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CHAPTERS 

DISCUSSION AND RECOMMENDATIONS 

This chapter discusses the findings of this action research investigation 

regarding the relative versus efficacy of a writing approach or an oral approch for the 

introduction of French as a second language in a community college introductory course. 

It also presents pertinent information about the findings and provides recommendations 

with respect to the action research study from the instructor. In this situation, the 

instructor is the most effective person to identify problems and find solutions while in the 

role of a producer of educational theory and a user of the theory. Both quantitative and 

qualitative methodology were used in this action research. 

IMPLICATIONS OF THE QUANTITATIVE RESULTS 

The implications of the quantitative study were considered based on the research 

question that sought to establish which instructional approach, an oral or a writing 

strategy, had the greatest efiect on students' level of second language proficiency and 

performance. Specifically, the question was whether Oral or Writing language proficiency 

alone can provide a better introduction to L2 learning in French than a combination of the 

two. 

Based on the test scores, the learners' performances of pre- and post-listening, 

pre- and post-reading, and pre- and post-vocabulary were significant for the Oral class 

while the pre- and post-mean difference for composition was not significant. This finding 

implies that oral proficienqr in listening, reading and vocabulary without composition may 
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provide a better introduction for second language. French development than a 

combination of listening, reading, vocabulary and composition in an oral second language 

learning environment. 

In a similar context with respect to the test scores, the learners' performances of 

pre- and post- reading, pre- and post- vocabulary, and pre- and post- composition were 

significant for the Writing class while the pre- and post-mean difference was not 

significant for listening. This implies that proficiency in reading, vocabulary, and 

composition without listening may provide a better introduction for second language 

French development than a combination of listening, reading, vocabulary, and composition 

in a writing second language teaming situation. 

The results indicate that more emphasis should be placed on listening, reading, and 

vocabulary in oral language classes while in writing language classes, reading, vocabulary, 

and composition activities should be stressed. 

In this action research, three main components of identifying a problem, initiating 

an action, and reflecting on the outcome constitute the process of investigation. Because 

there were no oral strategies found in a review of the literature, [ decided to investigate 

and explore an alternative approach to writing for begitmtng second language French. 

Analyzing the data collected from this action research enabled me to reflect on the 

treatment by examining the outcome, sharing the experience, and adjusting my teaching 

approaches with the hope of improving the situation or solving the problem. 
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IMPLICATIONS OF THE QUAUTATIVE RESULTS 

The quah'tative study served as a framework for the study. Specifically, it enabled 

the collection of students' personal information about their preferences, orientations, and 

learning styles that helped to establish learners' profiles. The following discussions relate to 

the development in each of the five sections ofthe qualitative study including the interviews, 

surveys, independent observer. Journals, and the case study. 

INTERVIEWS 

The interview consisted of ten questions that solicited information on student's 

background. Because participants' information was individually gathered, their responses 

were not very different. This is shown in Appendix C. 

Most students (84%) responded that they took French for credit. 

Seventy percent of the learners expressed liking the differences in activities. This 

indicates that the use of a diversity of class activities may generate interest in learning. The 

activities were comprised of a variety of exercises in listening, reading, speaking, and 

writing. However, 30% did not like the class aaivities. 

Seventy-five percent of the 30 students indicated that they work and go to school. 

This means that the majority of learners endure added responsibility in addition to the 

demands of the L2 which may indirectly affect their progress and performance. 

Ninety-five percent of the learners claimed to be proficient in the first language. 

Learners who do well in their first language tend to do well in the second language 

because they transfer their background knowledge to help learn the second language. 

Because only one student received a grade of poor out ofthe 30 participants who took 
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part in the quantitative test, the learners may have been proficient in their first language as 

th^ indicated in the interview and as reflected in the learners' performance chart in 

Appendix H. 

Seventy-five percent of the 30 students who believed they were making progress in 

the course may have had little or no difficulties with the course materials. Because the 

course was just over a week old, it probably was too early to realize any significant effects 

of the treatment at that time. 

When asked which is the best way they learned, almost 75% of the learners said 

they used a combination of approaches, such as listening, reading, speaking, and writing. 

This shows that learners bring different experiences and background knowledge to the 

classroom. This situation poses a challenge for instructors who may not be prepared to 

effectively deal with the situation. It is in this type of environment that action research by 

instructors helps find solutions to a diversity of teaching and learning problems resulting 

fi'om differences in learners' cultural background and abilities. 

On the question of what changes learners recommended for improving the course, 

the Oral class suggested the introduction of writing activities, while the Writing class 

suggested the inclusion of oral activities. These recommendations show that the two 

strategies, oral and writing, were exclusively applied and emphasized in the respective 

classes. The use of only oral or writing activities afiected the way the students were taught 

leading to their requests. Through action research, mstructors' creativity and 

resourcefulness ia exposing learners to specific and different teaching and learning 
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strategies may help prepare them to successfully teach their students. It may also enable 

them to more easily adapt to a variety of teaching and teaming environments that expand 

and enrich their learning experience. Because different class topics may require specific 

strategies, action research is an appropriate means to explore new approaches that help 

identify, plan, and develop alternative methods of teaching and teaming. 

The interview with four participants in the Oral and Writing classes established a 

closer understanding of them. Particularly, interviewing the students enabled me to know 

more about their strengths and wealcnesses in language learning with respect to French as 

a second language. The message I gave them was: "Making mistakes is part of the 

language teaming process." After the interview, I discovered that the students felt more 

comfortable in classroom interactions with me as their instruaor. 

SURVEY 

In this study, a review of the survey responses indicated that students' Pre-

treatment responses appear to be based on previous educational experiences. The Oral and 

Writting introductory French L2 courses appeared to have caused learners to readjust 

their previous views about second language development in the Post-treatment. 

The following tables present learners' Pre- and Post-treatment responses. The 

survey findings indicate students attitudes and perceptions before and after the treatment 

regarding the activities in the respective classes. There are three categories: positive 

responses, negative responses, and the responses in which the students had the same 

opinion before and after treatment (no change). All these responses are key indicators that 
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answer the research questions about whether Oral or Written language proficiency alone 

provides a better introduction to second language learning. 

Table 5.L Positive Responses of Students in the Survey. 

Oral - Positive feedback Writing - Positive feedback 

role-playing role-playing 

interviewing interviewing 

brainstorming class Journals 

class discussion presentation 

repeating words aloud peer revision 

oral interaction 

Discussion : Table S.l shows that within the positive responses of both Oral and 

Writing classroom teaching activities, there were two distinct positive teaching approaches 

that emerged after the treatment. These were role-playing and interviewing. Role-playing 

and interviewing, along with brainstorming, class discussion, repeating words aloud, and 

oral interaction received positive responses from the students in the Oral class. On the 

other hand, role-playing, interviewing, class journals, presentation, and peer revision 

were activities liked by the Writing class. 
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The interesting development in the finding is the fact presentation, an oral 

approach, was found to be a positive activity in the Writing teaching environment. 

Because the duration of the study is short (4 months), it is not clear what effects these 

positive responses had on learners' language development. 

Brainstorming seemed to encourage creativity on the part of students to organize 

their ideas, especially in oral presentations. To get the maximum out of the students, 

reassigning students to different groups may allow new ideas and perspectives to surface 

within the group. Class disatssion and oral interaction also engaged and forced learners 

into a collaborative approach to problem-solving. To encourage these group activities, 

investigative problems might be assigned. The repeating of words improved some 

students' pronunciation of French words and made them more comfortable in target 

language interaction and reading. To maximize this output, students should be given the 

opportunity to read aloud "with" and "after" the instructor to help them improve their 

articulation. 

For writing activities, class journals dxxd. peer revision can provide positive 

feedback. Student classjournals helped discover learners' perception of the treatment and 

to keep track of the course progress. For students to benefit fi'om response Journals, 

journal keeping should be made a part of the course curriculum. Peer revision can 

encourage interaction between students. Language teachers should consider it as a useful 

tool for initiating interaction. 
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With respect to the research question, the above activities which received positive 

responses seem to indicate that they are better instructional resources for L2 target 

language development in this study for the respective groups. It should also be noted that 

under different situations and environments, these activities may received different 

responses. This is because learning environments influence the outcome of learners' 

performance. Action research that investigates and offers alternative solutions to teaching 

and learning problems contributes to learners' target language development. Even though 

the two classes favored different activities, the overall test results were not significantly 

different. 

Table 5.2. Negative Responses of Students in the Survey. 

Oral - Negative feedback Writing - Negative feedback 

asking questions asking questions 
repeating words aloud repeating words aloud 
listening brainstorming 
audio class discussion 
visual writing things down 
presentations 
peer correction in writing 
peer correction in oral activity 
writing 
oral interaction 

Discussion. Table S.2 shows that asking questions received a negative response in 

both the Oral and Writing classes, indicating that this may tap into student insecurity about 

performing in front of peers. To overcome this problem, more of such activities involving 

questions should be organized during class discussions so learners feet more comfortable 

in this type of exercise. In this study, listening, audio, visual, presentations, and oral 
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interaction did not prove to be helpful to the learners* expectations in the Oral class. This 

may be because most of the activities in the textbook did not have a direct relationship 

with the learners. Activities that relate to students should be used to make the activities 

more realistic, interesting, and meaningful to them. Because presentation and oral 

interaction seemed to be difficult for students, additional pre-recorded video examples of 

these activities should be used to familiarize and encourage them to actively practice and 

participate. For the Writing class, repeating words aloiid, brainstorming, class 

discussion and writing things down did not meet the learners' expectations. These 

activities did not prove to be good oral learning tools. In activities involving repeating 

words and expressions, it is suggested that listening to more conversations will introduce, 

familiarize, and increase the value of this learning modality for students. The problem v^th 

the use of peer correction in writing and oral may be that because the course was a 

begimung level French class, students did not have enough knowledge to edit and provide 

feedback in an acceptable manner; therefore, this activity is not helpful in this situation. 

This nught be a better techm'que for an advanced language class. Writing did not appear 

beneficial to the Oral class because emphasis was placed solely on oral activities. 

Therefore, class activities should not be limited to the oral or writing modality alone, but 

both oral and writing should be combined to bring diversity to the teaching and learning 

process. 

On the other hand,^ students in the Writing class did not f^l repeatingwords aloud 

helped them because writing was emphasaed at the expense of oral activities; therefore. 
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pronunciation activities should be emphasized so as not to exclude the benefits of oral 

activities. Also writing ability in the target language takes time to develop. In L2 

development, students should be encouraged to write in both their first language and in 

the target language, espedally at the beginning level so the students go through gradual 

target language assimilation. 

The fact that the above activities received negative responses did not mean that 

learners did not benefit from them. The negative responses may be partly because of 

preference for some students. In this study, learners' normal classroom routines have 

somehow been altered with the emphasis on oral or writing as an investigative procedure. 

Their learning style may be in conflict with the strategies used, and the negative responses 

may be the result of these conflicts. However, since learrang is exploring, acquiring, and 

improving knowledge, these strategies, even though th^ did not receive positive 

responses, exposed learners to other ways of learning. If it was due to inadequate 

exposure, more practice will help solve the problem and improve the situation. In relation 

to the research question, the negative responses from both classes indicate that learners 

could not understand how those activities could be useful to them. 

Table S.3. No Change Responses of Students in the Survey. 

Oral - No change Writing - No change 

audio 
listening 
visual 
repeating words and expressions 
peer correction in oral activity 
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Discussion. As seen in Table 5.3, the third category involved aaivities which 

showed no change on the part of Writing students in second language learning. In audio, 

listening, and visual activities, students believed there was no change in their perception of 

these modalities as learning or teaching tools. Audio, listening, and visual are oral 

activities, and because this was a writing class, there were no oral activities that influenced 

their perception of the value of the oral approach. Peer correction in oral activity and 

repeating words and expressions received the same perception as audio, listening and 

video. The indifference of the Writing class to these activities does not necessarily mean 

they were not useful in writing. They may be helpful under different situations and 

environments. 

The absence of no change recorded responses for the Oral class indicates that there 

were differences in the Oral class perception in all the activities. These variations appeared 

in Tables 5.1 and 5.2. 

In my Fall, 2001 second language French Classes, I now use teaching and learning 

strategies that received positive responses from learners. In both in-class and out-of-class 

activities, learners now share responsibilities and role-playing in different activities. This 

division of parts by learners in groups contributes to their individual language 

development. 

The interview activities used in the research motivated the students to get involved 

in their own learning. I am now using tfiis techm'que more frequently to engage students ia 

target language commum'cation. The oral interaction offers students an opportunity to 
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practice what they have learned. In the same way, class discussion activities after the 

reading of dialogues and passages are now being used to improve comprehension, and 

they feature prominently in my present teaching. 

In terms of pronunciation, I have continued to read aloud but more frequently with 

learners in my classes this semester. In reading, speaking and writing activities, peer 

correction takes on a greater emphasis in my current classrooms. Other activities, such as 

presentations, audio, and visual that had a minor impact have now been assigned a greater 

role, providing more exposure to these teaching strategies that result in improved 

performance in second language French learning. 

Most importantly, the vocabulary review activity described in Chapter 3 is being 

used to introduce each chapter. The listing and using of key words and expressions as well 

as reading the constructed sentences helps to prepare students for the lesson. 

The above outcome is a result of the knowledge gained from the planrang, action, 

observation, and reflection of action research conducted to explore options of change m: 

1. My role as an instructor. 

2. My role as a researcher. 

3. My attempt to gain knowledge and skill. 

4. My eflfort to bring theory and instruction together. 

5. My attempt to distinguish between oral and writing second language development. 
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CASE STUDY 

In several ways, the case study provided important information about learners' 

performance with respect to preferences, learning styles, knowledge of the course 

materials, and the ability to comprehend the target language concepts. 

The preference of the four students for more than one learning style confirms the 

fact that there is no one best way to learn. The preferred ways, according to these four 

learners, however, are learning alone or with one other person. To understand one's own 

thought, the subject matter of discussion needs to be internalized and processed before a 

solution or an explanation is achieved. To resolve a problem (external), the process is 

again internalized and processed through sensory media. The one-to-one preference is 

secondary to one-alone because it is employed well after im'tial internalization and where 

further explanation is necessary. 

Except for the Writing Student B (WSB), the remaim'ng three are above average 

learners with regards to second language French forms as their performance profiles 

indicated in Figure 17. In both the Oral and Writing classes, although their progress was 

average in their second language development, my obseravtion showed that they have 

progressed well considering their initial standing. 

To help resolve the problems faced by the four learners in the case study, the 

following oral and writing strategies were used: 

For Oral Student A (OSA), the context approach to meaning was used instead of 

individual word translation. As a context-based language, considering the whole sentence 
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m French for meaning as opposed to individual words helped OS A overcome some of the 

difficulty of English words that do not translate into the target language. 

Oral Student B (OSB) and Writing Student B (WSB) have similar difficulties in 

French grammar with specific reference to gender (masculine/feminine) and number 

(singular/plural). To help ease the gender and number problems, a list of words in some of 

the chapters with some patterns were developed. These included nouns ending (not 

comprehensive) in'-euse" for feminine (la vendeuse, la danseuse); "-tion^" (la 

presentation, I'operation) and those that end with "-eur" for masculine (le professeur, 

Tacteur). This was done using the articles "le, la, les," and "1," for "the," "un," and "une" 

for "a" and ""des" for "some." 

For Writing Student A (WS A), the problem of pronunciation was improved by 

introducing him to the syllables. He, along with the class, were exposed to listemng 

materials on video, cassettes, and reading aloud. These helped improve his pronundation 

as well as that of the two classes. 

The problems the four case study students faced were common in begimung level 

French classes. The two classes benefitted fi-om the strategies used to overcome their 

deficiencies because lessons were planned and structured to deal with these second 

language French issues. The outcome of these specially organized lessons allowed other 

students to ask: related questions because they were having the same problems. The 

students firom the case study said they found the experience usefiil and mfonnative. 
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The four learners' knowledge of French language forms was average or above. All 

four students had varying abilities with respect to understanding content materials, and 

communicating information and ideas as well as using second language French forms. 

After the treatment, some learners in both the Oral and Writing Classes discovered 

their true preferences and orientation. Despite the different treatment of Oral or Writing in 

the classes, there did not seem to be a significant progress made by one group over 

another in consideration of the whole study test results. In other words, neither group 

changed very much after the treatment. 

On the vocabulary review activities that preceded reading comprehension, for 

example. Oral Student A (OSA) found that repeating words and expressions helped her 

improve pronunciation and reading of the dialogues as well as the passages in the 

textbook.The following is what she said: "After a few weeks, I feel my reading 

pronunciation got better and better." On oral interaction and interview OSB noted that, "I 

have a renewed interest in French. I can most of the time relate to what is being said in the 

class discussion by others and also follow the content of theconversation in the videos and 

cassettes. The role-playing activities allow us to practice sentences in French." For the 

Writing Student A (WS A), the class discussions were the best part of the class as he 

always looked forward to that class time. He indicated, 'The discussions provided us the 

opportunity to practice the language in writing." 

All four students in the case study had additional positive and negative comments 

to make about the activities. Writing Student A felt that oral activities such as 
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presentations were helpful for practicing in the target language. Writing Student B said 

there was too much writing and wished to have been in the other group. When the switch 

occurred, reference was made to the first seven weeks about how the teaching approach 

was different from when they were doing just the oral or writing by some students in both 

classes. 

After the switch to a combination of oral and writing, the Writing students noticed 

that they were able to use their background knowledge in vocabulary to express 

themselves more easily in their presentations and in other oral activities. Oral students 

switching to Writing made reference to how the oral alone allowed them to write their 

composition activities because they can express themselves orally as they write. 

The above observations were demonstrated in the variations that could be seen in 

some of the post-survey responses. As a result of the discrepandes between their pre- and 

the post-responses, the results of the pre-survey could not be taken as accurate 

representation of learners' real knowledge about the course. In the pre-survey, they made 

judgments that did not reflect the reality of what was to be expected in the course. The 

post survey, on the other hand, is more accurate because the responses came at the end of 

the treatment-

The variations from agreement to disagreement with respect to student responses 

may also be because of other factors apart from learning styles and orientation with 
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respect to the treatment. Learners' attitudes may have played a role in the answers they 

provided because attitudes, in terms of learning styles and preferences, may not easily 

change. 

One unusual development in several of the survey responses is the fact that 

learners in the writing group favored oral activities over writing and learners in the oral 

group favored writing activities over oral. It would be normal to assume the opposite 

particularly when students are immersed in an oral or a writing environment. For example, 

the majority of the Writing Class agreed that the use of audio helps them understand 

lessons better while the participants in the Oral Class disagreed. 

One of the main things that learners were concerned with in the study was class 

activities. Even though they were well informed about the emphasis that was going to be 

placed on oral or writing on the respective groups on the first day of class, some of them 

were apprehensive about not having either oral or writing activities. Toward the seventh 

week, there were a few requests from students in the Writing Class for a combination of 

oral activities. 

On the best way students learn, their responses showed that they prefer a number 

of different approaches. Their responses mean that instructors need to be creative and 

bring diversity to their teaching because of the make-up of the population. 
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Out of the 30 participants in the research, only one of them received a poor grade. 

The poor grade indicates that the student received less than 70% on the research test. This 

result of the quantitative study is illustrated in Appendix H. 

On whether students w/ere making progress in their second language development, 

65% of the learners said they were making progress. Except in the final tests and some of 

the mid-term tests, there was a slight improvement in listening, reading, vocabulary and 

composition for both the Oral and the Writing class. Some learners are shy and are not 

comfortable when their peers correct them. This may affect their participation in class 

activities. 

Class discussions create opportunities for learners to be influenced by others in 

second language learning. Prior to the treatment, both the Oral class and the Writing class 

were almost equally divided with respect to peer-revision. After gaimng some practical 

experience, the oral group agreed that they liked peer-revision and correction. The 

exposure of learners to the activities may have helped them develop confidence as well as 

some interactive abilities. 

There were instances where students in the Oral class responded ^vorably to a 

writing question. Even though it might seem unusual, being in an oral or writing treatment 

does not mean a learner needed to change his or her ways to reflect the group. Learners' 
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habits and attitudes, whether in the Oral or Writing class, may also be responsible for 

some of the variation in the responses. 

It makes sense that the Writing class largely agreed on Journal keeping because it 

was easier for those learners to document information than the Oral class. It was also 

convenient for them because they had been writing for the most part of their education.. 

Changing the habit from writing to an almost-all-oral approach was not a completely easy 

experience for the Oral class. 

My observation showed that learners who kept up-to-date journals asked questions 

very often in class. Without the Journals, the classroom environment for both groups 

would have been different. The Journals acted as confirmation checks as the questions 

logged in them helped clarify points from the lessons. 

Keeping my own Journal provided me with important information relating to 

making changes to improve teaching and learning. These changes include: reviewing 

lessons to find out what worked and what did not; what did learners like; what prompted 

learners' involvement; what prevented interaction; and a list of other developments. More 

importantly, it allowed me to keep track of their progress and to note problems relating to 

the class activities for corrections. Instructors should keep Journals as they play the useful 

role of confirmation and record keeping for streamlining instruction. 

There were some discrepandes in the partidpants' responses about some questions 

in the surveys fi:om the pre> to the post-test responses. The difference in variation in terms 

of how much their perception changed &om the pre-survey to the post-survey was at 
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times 20% or more. This change in the learners* responses may, in part, be because of 

their immersion in a new learning environment with completely new experiences. If there 

had been time for learners to readjust themselves to the new learning approach and 

environment, their perceptions may have been different. For example, my observation 

showed that most of the students asked questions in class despite the fact that they had 

reservations about doing so. 

The remedy for improving classroom environment in terms of intimidation depends 

on the instructor's ability to create a learning environment that not only involves learners, 

but also makes it comfortable for them to interact with others. This was critical in the Oral 

class because students had to continually communicate through oral interaction as 

opposed to writing which was more on a personal level Oral activities helped to set the 

direction for the atmosphere in a language learning environment in this study and should 

therefore be encouraged. 

JOURNALS 

Journals provided evidence of progress and accountability. Information recorded 

in the Journal was useful as a record of the research progress for me as an instructor and a 

researcher. It enabled me to keep the regular class infbrmatioa and course materials 

separate and reference them to the lessons where necessary. After going through the 

leamers^^ Journals, I am convinced that without the Journals, most learners would not have 

progressed the way they did. Some of the students attempted to write their logs in French, 
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which was a positive sign that they were using the language. Instructors should try to 

make response journals part of their curriculum because they may serve as valuable 

resources if they are dilligently kept. 

RECOMMENDATIONS 

This action research study has examined oral and writing second language 

introductions into beginning level French instruction. It has provided valuable insight into 

first semester L2 learning. The action research empowered me to more critically 

reexamine my teaching strategies as a result of the experience gained from the treatment. 

Classroom activities played an important role in second language development for both 

oral and writing language introduction. For example, my classroom activities have evolved 

to a learning environment in which learners negotiate meaning and actively contribute to 

their own second language development Results from the student survey indicate that 

brainstorming, class discussion, reading words aloud, role playing and interviewing are 

viewed as helpful for oral language introductory learning. They should, therefore, be 

considered resources that may influence L2 teaching and learning. 

The observations presented by the students' journal in the case study were shared 

by others in the two classes. These observations imply that learners benefitted from the 

strategies used, such as group discussion and peer corrections, and that a combination of 

approaches is necessary to help the majority of earners achieve theu- L2 goals. Keeping the 

journals helped students focus on what they needed to do to get the maxnnum out of the 

course. 
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The Journals also helped them to be responsible and follow up, during the next 

class period, the things they did not grasp in the previous lesson. In the same context, my 

Journal as the instructor for the course allowed me to document what I believed worked 

well as teaching approaches, such as class discussion, and those that did not,^ such as 

asking questions in the target language. I was also able to adjust my lessons to instruct 

learners with the strategies I thought were more appropriate with respect to the aaivities. 

Most importantly, I was able to re-evaluate my teaching strategies after a review of my 

entire Journal for my personal development as an instructor. 

In my classroom activities, I involved students in exerdses that gave them the 

opportunity to learn by exploring and deriving their own concepts of understanding. 

Above all,^ the activities forced learners to practice communication in the target language 

as they work together. 

As a result of my experience with action research, most of my students' projects 

were geared toward problem-solving. The projects were expected to be problem-based, 

requiring resolution and evaluation for improvement. The projects generated more interest 

and activity on the part of learners. 

For writing, the use of role playing, interviewing, presentation, and peer revision 

are important teaching activities. For both writing and oral, visual aids, repeating words 

and expressions, and brainstorming are teaching tools that could be usefiil additions to 

course curriculum. 
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Even though some of these teaching activities were not useful across the board, 

they helped expose the students to different concepts of second language acquisition in 

specific situations. While a combination of these activities may not have satisfied the 

expectations of many of the students, individually they helped some learners grasp some of 

the concepts of second language learning. 

FUTURE RESEARCH 

The results of this study would have been different if the following were done in 

addition to the conditions used in the study. It is recommended that the duration of the 

study should be increased to a year or more. Measuring learners' performance at least 

three times by the end of the study will provide more data. The measurement should 

include pre-, mid-, and post-tests. The sample size should be increased. This research 

should be repeated to determine to what extent other researchers would arrive at the same 

conclusions if they studied the same case in exactly the same way. 

In addition to successfully improve target language development, there is need for 

more L2 research that considers the development as well as delivery of L2 instruction with 

learning modalities. 

LIMITATIONS 

This study encountered a few problems that influenced the learners' performance. 

For example, there were a number of absences in both the Oral and Writing Classes. These 

absences probably affected the group's activities and individual progress. In addition. 
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assignments were often not completely done, which also affected the learners' ability to 

increase their performance. 

Additionally^ even though some of the t-tests were significant, meaning that some 

of the learners improved from the pre- to the post-tests, the results of the study could not 

be generalized as a result of the following: In this research, learners were assigned to each 

of the treatment classes. This is a fixed-effects study where the levels of the independent 

variables have been specified as poor or profident, according to the research question. 

Therefore, the generalization is limited to the groups but not to the population at large. 

Differences that might turn out to be statistically significant on a matched-pairs test might 

only be a "trend" or smaller differences as seen in the test scores. The matched t-test has 

been designed to account for this type of result. The students were not randomly selected 

because it was an intact class. 

CONCLUSION 

This research has generated new perspectives in L2 learning. For example, 

classroom teachers may improve their approaches to teaching by employing the different 

sensory language learning modalities to effectively instruct students. As has been shown 

that reading, vocabulary, and composition without listening provides a better introduction 

for second language French development than a combination of listening, reading, 

vocabulary, and composition in a writing second language learning situation. More 

emphasis should be placed on listening, reading and vocabulary in oral language classes 

while in writing language classes, reading, vocabulary, and composition activities should 
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be stressed- For all students, sufficient effort must be made to reach out to all learners in 

terms of establishing rapport that is favorable for a better L2 learning environment. 

Teaching practice in higher education is often influenced by practical research that 

identifies strategies of change. Therefore, this study provides second language instructors 

with options and new levels for diversifying their teaching approaches. 
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APPROVAL OF HUMAN SUBJECTS 

PROJECT APPROVAL FORM 

FOR ETHICAL REVIEW OF ACTIVITIES INVOLVING HUMAN SUBJECTS 

(QUESTIONNAIRES, INTERVIEWS. OBSERVATIONS. VIDEO/AUDIO TAPES. 

ETC.) 

1. PRINCIPAL INVESTIGATOR 

By signing below the Principal Investigator assures to the IRB that all other 

investigators (co- investigators, collaborating investigators, involved 

statisticians, consultants, or advisors) are fully aware of, and concur with, the 

project submission. 

Principal Investigator 

Joseph E. Kokroko 

Language Reading and Signature/Date 

Culture Department 

Title of Project: 

Oral and Writing Strategies in French Second Language Learning: An Action 

Research 
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2. SUPERVISING OFFICIAL 

I certify that (I) facilities are available to the investigator for assuring the safety and well-

being of human subjects involved; (2) I assume responsibility for ensuring the competence, 

integrity, and ethical conduct of the investigator(s); (3) no procedural changes relating to 

the human subjects involved will be allowed without prior review by the Human Subj'ects 

Committee; (4) I am satisfied that the procedures to be used for obtaining informed 

consent comply with the spirit and intent of DHHS regulations; (5) I certify that the 

investigator(s) is/are fully competent to accomplish the goals and techmques stated in the 

attached proposal; (6) the signed consent forms will be filed in the Departmental file 

and retained for a period of six years. 

Dr. T. McCarthy 

Head of Department 

Reading, Language and 

Culture 

Signature 

Date 
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3. DEPARTMENTAL REVIEW COMMITTEE 

We/l have examined the proposal cited above, and find that the information contained 

therein is complete; that the scientific aspects of the project include appropriate provision 

for protecting the rights and welfare of the human subjects involved; and that the required 

forms have been filled out properly in accordance with the Institutional Assurance filed by 

the University of Arizona with the U.S. Department of Health and Human Services. 

X Exempt from Human Subjects Committee review. 

Minimal risk to human subjects (this category includes projects which require full 

committee review as well as those that may meet criteria for expedited review). 

Subjects at risk: fiill Human Subjects Committee review required. 

Dr. W. Valmont 

Dissertation Director Signature 

Reading, Language and 

Culture Department Date 

REQUEST FOR ETHICAL REVIEW OF ACTIVITIES INVOLVING HUMAN 

SUBJECTS (QUESTIONNAIRES, INTERVIEWS, OBSERVATIONS, VIDEO 

AND AUDIO TAPES, ETC) 
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Project Title 

Principal Investigator(s) and Degree(s): Joseph E. Kokroko 

Advisor (if applicable): Dr. W. Valmont 

Status or Rank: Professor 

Department: Language Reading and 

Culture 

Building and Room: Edu 455 

Campus PO BOX: LRC/EDU 

Sponsoring Agency: N/A 

Project Period:0I/I6/01 -05/16/01 

Office Phone: 621 - 1386 

College: Education 

Annual Budget (either total or per case 

amount): N/A 

Budget Period: N/A 

Will grant funds be deposited and administered by Yes No 

UA? 

Or BRFS A (VAMC)? Yes No 

Please provide answers to all of the following questions. All projects submitted for 

review must be typed fno handwritten proposals accepted). If appropriate, after 

review by the Departmental Review Committee, please forward their opinions and 
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comments along with the signatures on the Project Approval Form to the Human 

Subjects Committee, University of Arizona, 1350 N. Vine Avenue, PO BOX 245137, 

Tucson, Arizona 85724-5137. Only one copy is required and will be retained for the 

Human Subjects Committee files and eventually microfilmed for a permanent record. 

PURPOSE AND OBJECTIVES 

I am being invited to participate voluntarily in the above-titled research projea. The 

purpose of this project is to determine which teaching strategy, oral or writing, is most 

effective when used to introduce first year French as a second language with respect to 

student performance. 

BRIEF RATIONALE AND BACKGROUND 

The determination of a better option between the two learning and teaching strategies 

will help improve second language acquisition. It will also bring diversity into second 

language teaching and learning. 

DESCRIPTION OF POPULATION 

1. Number of subjects to be involved: 

Thirty beginning first semester French students will be involved in the study. 

2. Description of population to be recruited and rationale for their participation 

(indicate age range): 

The population is first semester French students of all ages. As beginners^ they will 

provide a good data for establishing strate^ dtSerence between the two options. 
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3. How are the subjects being recruited (submit a copy of advertisement for 

approval): 

Partidpants are students registering for a first semester beginning French course at a local 

community college. 

4. What are the criteria for their selection: 

The selection of the two classes will be by random assignment of each class to one of the 

option groups: Oral or Writing strategy. 

5. What (if anything) is planned to encourage the recruitment of minorities and 

women; 

Not applicable. 

DESCRIPTION OF METHODOLOGY AND PROCEDURES 

6. Summary: 

There will be two classes for the study. One class will use oral strate^ and the other 

will use writing strategy. The oral class will use oral interaction for communication 

without writing and the writing strategy will use writing strategy without oral media as a 

means of instruction. Pre-test, post-test, survey questionnaires, interviews, and class 

observations will be conducted to provide data for the study. 

The data will be analyzed to determine which option is a better method for the 

introduction of French as a second language. 
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7. Where will the project be conducted (room number or area; if not U of A 

location, site authorization allowing this research must be provided): 

The project will be conducted at the Pima Community College, Downtown Campus 

(Room RE#2.) 

8. How will the project be explained to the subjects; 

The project will be explained to the subjects both with a handout and orally on the first 

day of class. 

9. If the subjects are minors, how will assent be secured: 

The subjects will be eighteen and over. 

10. How will you make it clear to the subjects that their participation is voluntary 

and that they may withdraw from the study at any time they wish to discontinue 

participation: 

The voluntary participation and withdrawal from the project information will be outlined 

in the handout entitled "Subject's Consent Form." 

11. Will your project utilize (check): 

X Questionnaires (submit a copy): See the attached questions. 

X Interviews (submit sample of questions): See the attached questions. 

X Observations (submit a brief description, stating your role in the activities 

observed) Investigator will be the instructor/facilitator of leami'ny. 

Medfcal records review: N/A. 
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DATA 

12. Who will have access to the gathered data: 

The principal investigator, the project supervisor and dissertation conunittee members 

will have access to the data. 

13. How will confidentiality of the data be maintained: 

Code numbers known to the investigator and the participants will be used to maintain 

confidentiality. 

14. Will a Certificate of Confidentiality (through Federal agency) be utilized: 

N/A 

15. How will the data be recorded (instruments, notes, etc.): 

Data will be recorded with pre-test, post-test, survey questions, interviews, and class 

observations. 

16. What are the plans for retention of data: 

Data will be kept by the instructor for a period of six years after the project write-up. 

17. What are the plans for future use of data as part of this study or use beyond 

this study: 

There are no plans for fiiture use of data or b^ond. 

18. How will the data be destroyed and at what point in time: 

The investigator will shred the data after six years. 
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19. Where will the signed consent forms be stored (list administrative office and 

room number): 

The signed consent forms will be stored at the Language Reading and Culture department 

office. 

BENEFITS, COSTS, RISKS 

20. What are the potential benefits to the subjects: 

Subjects will leam new language acquisition options. They will be exposed to one of the 

language teaching options. 

21. What may be revealed that is not currently known: 

Subjects will be exposed to different leanung styles. 

22. Will monetary or other compensation be offered to the subjects: 

No monetary compensation will be given. 

23. What are the costs to the subjects (monetary, time): 

There will be no cost to the subjects. 

24. What risks to the subject are most likely to be encountered (physical, 

psychological, sociological): 

There are no known risks to the subjects. 

25. What approach will you make to minimize the risks: 

N/A. 1/2000 
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SUBJECTS CONSENT 

Second Language Research (French) 

The Diflerence between Oral and Writing introductions on the Learning of French 

as a second Language: Oral or Writing Strategy. 

SUBJECT'S CONSENT FORM 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE 

THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF 

HOW I WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS 

FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I GIVE 

MY CONSENT. FEDERAL REGULATIONS REQUIRE WRITTEN INFORMED 

CONSENT PRIOR TO PARTICIPATION IN TFHS RESEARCH STUDY SO THAT I 

CAN KNOW THE NATURE AND RISKS OF MY PARTICIPATION AND CAN 

DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A FREE AND DSfFORMED 

MANNER. 

PURPOSE 

I am being invited to participate voluntarily in the above-titled research project. The 

purpose of this project is to detemune which teaching strate^, oral or writing, is most 

efiecthre when used to introduce first year French as a second language with respect to 

student performance. 
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SELECTION CRITERIA 

I am being invited to participate because I will contribute to the need for providing 

diversity in teaching and learning of second and foreign languages. There will be 

approximately thirty students in the study. By registering for this class, I make myself 

available for the study but I can decide not to participate in it. 

PROCEDURE 

There will be two classes, one will use oral approach and the other will use writing 

approach to language learning. If I agree to participate, I wilt be asked to consent to the 

following: 

L The oral strategy will use only oral interaction as a means of conmiunication. 

2. The writing strate^ will use only writing as a means of corilmunication. 

[ agree to remain with the group option that I will be randomly assigned to. 

RISKS 

There is no known risk to students involved in this type of studies. 

BENEFITS 

Students who partidpate in the study may benefit from the experience of a diversified 

teaching strategy. 

CONFTDENTIALITY 

Data collected for the study will be confidential. This will be accomplished by assigning 

each student a code to be used for the course. 
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PARTICIPATION COST AND SUBJECT COMPENSATION 

There will be no cost to the subjects and no compensation will be offered to the subjects in 

this study. The study will last for twelve weeks 

CONTACTS 

I can obtain further information from the prindpal investigator Joseph E. Koicroko 

(Instructor, PhJ). Candidate, at (520 206-6148.)) 

If I have questions concerning my rights as a research subject, I may call the Human 

Subj'ea Committee office at (520) 626-6721. 

AUTHOiUZATION 

BEFORE GIVING MY CONSENT BY SIGNING TfflS FORM, THE METHODS, 

INCONVENIENCES, RISKS, AND BENERTS HAVE BEEN EXPLAINED TO ME 

AND MY QUESTIONS HAVE BEEN ANSWERED. I MAY ASK QUESTIONS AT 

ANY TIME AND I AM FREE TO WITHDRAW FROM THE PROJECT AT ANY 

TIME WITHOUT CAUSING BAD FEELINGS. MY PARTICIPATION IN TfflS 

PROJECT MAY BE ENDED BY THE INSTRUCTOR FOR REASONS THAT 

WOULD BE EXPLAINED. NEW INFORMATION DEVELOPED DURING THE 

COURSE OF TfflS STUDY, WfflCH MAY AFFECT MY WILLINGNESS TO 

CONTINUE IN TfflS RESEARCH PROJECT WILL BE GIVEN TO ME AS IT 

BECOMES AVAILABLE. TfflS CONSENT FORM WILL BE FILED IN AN AREA 

DESIGNATED BY THE HUMAN SUBJECT COMMITTEE WITH ACCESS 

RESTRICTED TO THE PRINCIPLE INVESTIGATOR, Joseph E. Kokroko OR 

AUTHORIZED REPRESENTATIVE OF THE Language Reading and Culture 
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DEPARTMENT. I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY SIGNING 

Tins FORM. A COPY OF THIS CONSENT FORM WILL BE GIVEN TO ME. 

Subject's Signature Date 

Parent/Legal Guardian (if necessary) Date 

INVESTIGATOR AFFIDAVIT 

I have carefully explained to the subject the nature of the above project. I hereby certify 

that to the best of my knowledge the person who is signing this consent form understands 

clearly the nature, demands, benefits, and risks involved in his/her participation and his/her 

signature is legally valid. A medical problem or language or educational barrier has not 

precluded this understanding. 

Signature of Livestigator 

1/2000 

Date 
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INTERVIEW QUESTIONS AND RESPONSES 

Oral Class Writing Class 
L Why are you studying French? % % 

a. Travel 10 6 

b. interest 6 9 
c. credit 84 85 

2. Do you like the class activities? 

a. yes 68 74 

b. no 18 8 
c. sometimes 14 16 

3. Are you making any progress in the class? 

a. yes 

b. no 
c. some 

4. Do you work and go to school? 

a. yes 
b. no 

5. Are you a fiill time student? 

a. full time 

b. part time 

6. Which is the best way you learn: 

a. listening 
b. watching 

c. reading 
d. writing 

e. doing 

f. combination 

75 

6 

19 

62 

14 

24 

76 
24 

82 

18 

48 

28 

61 
39 

24 

12 

39 

25 
18 

56 

32 

8 

45 

31 

27 

64 
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7. How good are you in your first language: 

a. poor 6 3 

b. average 25 31 
c. good 27 48 
d. very good 42 18 

8. How many hours do you spend studying French a week? 

a. 1-2 22 30 
b. 3-4 41 61 

c. 5-6 15 9 
d. more than 6 hours 0 0 

9. Do you plan to take more French classes? 

a. yes 62 74 
b. no 12 5 
c. Undccidcd 26 21 

10. What improvement do you recommend for making the course better? (open-
ended question) 

Comments: 



APPENDIX D 
SURVEY QUESTIONNAIRE AND RESULTS 

147 

Item 5.1 learn better by listening. 
SA A AS DS D SD 

Pre-Oral: 17 17 28 21 6 11 

Post-Oral: 9 9 27 0 36 19 
Pre-Writing: 25 13 24 19 6 13 
Post-Writing: 25 17 25 8 25 0 

Item 6.1 leam better by repeating words and expressions 
SA A AS DS D SD 

Pre-Oral: 44 28 22 0 6 0 

Post-Oral: 9 9 55 9 0 18 

Pre-Writing: 57 13 25 6 0 0 

Post-Writing: 59 0 25 S 0 8 

Item 7.1 like classroom activities. 
SA A AS DS D SD 

Pre-Oral: 22 28 28 11 0 11 
Post-Oral: 45 45 10 0 0 0 

Pre-Writing: 50 19 13 12 0 6 

Post-Writing: 42 33 17 8 0 0 

Item 8. The use of audio helps me understand lessons better. 
SA A AS DS D SD 

Pre-Oral: 28 22 33 6 11 0 

Post-Oral: 9 18 27 27 19 0 

Pre-Writing: 13 31 38 6 6 6 

Post-Writing: 33 25 33 0 9 0 

Item 9. Visual teaching aids help me understand lessons better 
SA A AS DS D SD 

Pre-Oral: 17 39 44 0 0 0 

Post-Oral: 45 9 9 19 9 9 

Pre-Writing: 31 44 19 0 0 6 
Post-Writing: 42 33 17 8 0 0 



Item 10. [ do not ask questions because I will make a mistake. 
SA A AS DS D SD 

Pre-Oral: 0 11 17 II 33 28 
Post-Oral: 18 27 19 18 9 9 
Pre-Writmg: 6 6 6 31 13 38 
Post-Writing: 0 0 25 25 17 33 

Item 11. [ do hesitate to ask questions because I will make a mistake. 
SA A AS DS D SD 

Pre-Oral: 6 It 23 28 22 11 
Post-Oral: 0 27 0 37 27 9 
Pre-Wrfting: 13 19 25 13 6 25 
Post-Writing: 8 17 8 17 8 42 

Item 12. Repeating words aloud helps me internalize them. 
SA A AS DS D SD 

Pre-Oral: 50 39 U 0 0 0 
! Post-Oral: 36 27 37 0 0 0 

Pre-Writing: 50 6 44 0 0 0 
Post-Writing: 42 33 0 25 0 0 

Item 13.1 like peer-correction in oral activities. 
SA A AS DS D SD 

Pre-Oral: 28 6 28 6 21 II 
Post-Oral: 10 19 0 50 21 0 

Pre-Writing: 13 25 31 13 0 18 
Post-Writing: 25 8 43 8 8 8 

Item 14.1 like brainstorming class activity topics with others in class. 
SA A AS DS D SD 

Pre-Oral: 6 38 II 17 II 17 

Post-Oral: 10 30 50 10 0 0 

Pre-Writing: 19 31 31 6 0 13 
Post-Writing: 23 11 33 17 8 8 



Item 15.1 feel nervous when I speak in class. 
SA A AS DS D SD 

Pre-Oral: 22 28 11 U 6 22 
Post-Oral: 10 0 10 30 40 10 
Pre-Writing; 13 25 25 13 11 13 
Post-Writing: 19 13 33 19 8 8 

Item 16.1 like class discussions. 
SA A AS DS D SD 

Pre-Oral: 6 33 50 11 0 0 
Post-Oral: 30 70 0 0 0 0 

Pre-Writing: 44 19 25 12 0 0 
Post-Writing: 17 25 25 0 0 33 

Item 17.1 learn better by reading aloud what I am studying. 
SA A AS DS D SD 

Pre-Oral: 22 33 33 12 0 0 

Post-Oral: 40 SO 10 0 0 0 

Pre-Writing: 31 19 25 19 0 6 
Post-Writing: 58 17 9 8 8 0 

Item 18.1 like role-playing in class. 
SA A AS DS D SD 

Pre-Oral: 6 6 50 17 17 6 
Post-Oral: 20 30 30 0 0 20 

Pre-Writing: 13 II 13 38 0 25 
Post-Writing: 33 25 26 0 8 8 

Item 19.1 like asking questions when I do not follow the lesson in class. 
SA A AS DS D SD 

Pre-Oral: U 33 33 12 II 0 

Post-Oral: 10 30 10 30 20 0 

Pre-Writing: 38 31 19 12 0 0 

Post-Writing: 17 25 25 25 0 8 



Item 20.1 do not speak in class because I am intimidated by others. 
SA A AS DS D SD 

Pre-Oral: II 6 6 27 22 28 
Post-Orai: 0 40 0 30 30 0 
Pre-Writing: 0 13 6 6 19 56 
Post-Writing: 0 0 25 50 25 0 

Item 21.1 learn better by writing things down. 
SA A AS DS D SD 

Pre-Oral: 28 27 33 6 6 0 
Post-Oral: 20 40 30 11 0 0 
Pre-Writing: 56 13 25 0 6 0 
Post-Writing: 0 16 50 17 17 0 

Item 22.1 leant better by reading aloud what I am writing. 
SA A. AS DS D SD 

Pre-Oraf: 22 39 39 0 0 0 
Post-Oral: 30 40 30 0 0 0 
Pre-Writing: 20 26 40 7 0 7 
Post-Writing: 25 33 34 8 0 0 

Item 23.1 like classroom wnting activities. 
SA A AS DS D SD 

Pre-Oral: 28 28 27 11 6 0 

Post-Oral: 40 50 10 0 0 0 

Pre-Writing: 13 31 31 6 0 19 

Post-Writing: 25 42 0 17 S S 

Item 24.1 do not hesitate to write because I will make a mistake. 
SA A AS DS D SD 

Pre-Oral: 17 22 33 0 17 11 

Post-Oral: 30 40 30 0 0 0 

Pre-Writing: 19 7 40 7 20 7 
Post-Writing: 34 8 17 8 0 33 
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Item 25.1 like peer-revision and correction in writing activities. 
SA A AS DS D SD 

Pre-Oral: 17 17 33 17 16 0 
Post-Oral: 0 50 10 34 6 0 

Pre-Writing: 13 19 13 13 19 23 
Post-Writing: 17 0 17 25 24 17 

Item 26, Writing things down in class helps me remember them. 
SA A AS DS D SD 

Pre-Oral: 28 33 27 6 0 6 

Post-Oral: 44 33 11 0 12 0 
Pre-Writing: 38 31 31 0 0 0 

Post-Writing: 17 33 42 0 8 0 

Item 27.1 prefer writing to oral activities. 
SA A AS DS D SD 

Pre-Oral: 17 22 44 11 0 6 

Post-Oral: 40 10 30 20 0 0 

Pre-Writing: 19 19 13 19 24 6 
Post-Writing: 25 25 16 26 8 0 

Item 28. In class activities, writing down what iis discussed helps me understand the 
lesson. 

SA A AS DS D SD 

Pre-Oral: 56 33 11 0 0 0 

Post-Oral: 20 30 10 20 10 10 

Pre-Writing: 31 50 19 0 0 0 

Post-Writing: 10 30 40 10 10 0 

Item 29. Practical activities facilitate writing exercises. 
SA A AS DS D SD 

Pre-Oral: 30 29 35 6 0 0 

Post-Oral: 60 40 0 0 0 0 

Pre-Writing: 25 38 19 12 6 0 
Post-Writing: 46 36 18 0 0 0 
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Item 30. Practical class activities facilitate oral interaction. 
SA A AS DS D SD 

Pre-Oral: 18 41 41 0 0 0 
Post-Oral: 9 27 18 9 28 9 
Pre-Writing: 38 25 31 6 0 0 
Post-Writing; 75 9 8 0 8 0 

Item 31. Writing things down in class helps me understand them. 
SA A AS DS D SD 

Pre-Oral: 61 33 6 0 0 0 
Post-Oral: 28 36 18 IS 0 0 

Pre-Writmg; 43 38 13 0 6 0 
Post-Writing: 37 31 14 12 6 0 

hem 32. Oral interaction helps me remember lessons. 
SA A AS DS D SD 

Pre-Oral: 33 33 22 12 0 0 

Post-Oral: 9 55 0 9 9 18 
Pre-Writing: 44 19 19 6 6 6 
Post-Writing: 73 18 9 0 0 0 

Item 33.1 like keeping a class journal for my own reference. 
SA A AS DS D SD 

Pre-Oral: 22 17 33 17 0 11 
Post-Oral: 0 50 10 20 10 10 

Pre-Writing: 6 32 31 6 6 19 
Post-Writing: 42 25 25 0 8 0 

Item 34. Reading aloud helps my pronunciation. 
SA A AS DS D SD 

Pre-Oral: 49 39 12 0 0 0 

Post-Oral: 54 33 13 0 0 0 

Pre-Writing: 44 31 13 12 0 0 
Post-Writing: 48 36 8 8 0 0 



[tern 35.1 learn better alone. 
SA A AS DS D SD 

Pre-Oral: 17 6 37 17 6 17 
Post-Oral: 55 27 9 9 0 0 
Pre-Writing: 44 13 25 6 6 6 
Post-writTng: 42 25 25 0 8 0 

Item 36.1 leam better in a group. 
SA A AS DS D SD 

Pre-Oral: 33 17 11 22 6 II 
Post-Oral: 32 38 12 9 9 0 
Pre-Writing: 13 25 25 6 13 18 
Post-Writing: 8 42 8 0 25 17 

[tem 37.1 like classes where lectures are given. 
SA A AS DS D SD 

Pre-Oral: 11 28 44 0 6 II 
Post-Oral: 9 27 9 37 9 9 
Pre-Writing: 38 25 19 0 6 12 
Post-Writing: 8 17 33 17 0 25 

Item 38.1 like class presentations by students. 
SA A AS DS D SD 

Pre-Oral: 17 6 22 17 22 16 

Post-Oral: 9 18 9 55 9 0 
Pre-Writing: 20 7 20 40 0 13 
Post-Writing: 33 8 25 25 9 0 

Item 39.1 ask questions in class when I do not understand the lesson. 
SA A AS DS D SD 

Pre-Oral: 44 11 17 11 6 11 
Post-Oral: 27 27 27 19 0 0 

Pre-Writing: 44 31 13 0 6 6 
Post-Writing: 50 33 8 0 9 0 
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Item 40.1 am proficient in English. 

There was no chart for Item 40 

Item 41.1 like peer-revision and correction in oral activities. 

Pre-Oral: 
Post-Oral: 

Pre-Writing: 
Post-Writing: 

Item 42.1 like interviewing other students during class activities. 

Pre-Oral: 

Post-Oral: 

Pre-Writmg: 

Post-Writing: 

SA A AS DS D SD 
12 16 24 18 18 12 
33 28 9 21 9 0 
20 13 33 0 7 27 
25 25 34 8 0 8 

SA A AS DS D SD 
11 11 39 22 6 11 
55 36 9 0 0 0 
6 31 18 19 7 19 
25 25 50 0 0 0 
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APPENDIX E 

OBSERVER'S COMMENTS 

Summary of Comments of an Outside Observer of the Class Activities 

"Independent Research Class Activity Observer"^ 

The fblllowing observations were made during the teaching for the four times I 

visited your two oral and writing classes: 

L As an instructor, you are performing very well in both groups. Your teaching 

performances for content presentation in both groups is well defined. I did not observe any 

bias in any group. The following observations and suggestions were made accrding to 

your teaching process. 

1. Oral Class 

As you stated in your proposal, oral activities (vocabulary, dialogues, group 

discussions, and brainstorming) were commonly observed. However, there were fewer 

oral peer-revision, individual, and group presentations. You may emphasize or initiate 

these in your upcoming lessons if you are not already doing so. 

2. Writing Class 

In the Writing Class, the following activities were observed more often. Writing 

down key words and expressions as well as using them in different context. I did not see 

or observe any exchange of electronic messages." 
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APPENDIX F 

TESTS 

Post-test based on Educational Testing Services Exam: Beginning French 

There are two parts to the test: Section I consists of 25 multiple-choice questions; Section 

II consists of 25 writing and speaking questions. 

Section I: Listening comprehension questions to test ability to understand spoken French. 

Section I: Part A. Multiple-choice questions 

Listening comprehension #1. 

Directions: You will hear a series of brief conversations between two speakers. Each 

exchange will be spoken twice. You are to select from the four choices, the reply that the 

second speaker would be most likely to make to the remark of the first speaker. 

Example: 

Chicago is a (I) state (2) city (3) country (4) continent. 12 3 4 

The correct answer is 2. 

Bonjour monsieur! 

Now read the four choices in your test 

1. bonsoir 2. bonjour 3. bon apres-midi 4. oui 12 3 4 

The correct answer is 2. 

Now get ready to answer the questions. 

Dialogue #1: Complete the sentences and fill m the blanks. 

I. (^ava? 

a. Oui, 9a va b. merct c. matin d. beaucoup 
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2. Comment vous appelez-vous ? Je m'appelle 

a. Martin b. Jean c. Bob d. Don 

3. Ou habites-tu? J' habite a 

a. Phoenix b. Dallas c. Grenoble d. L.A. 

4. Je vous presente mon amie Julie. _ 

a. Merci b. non c. Oh [ 

5. Salut, mon ami. 

 . Salut b. oui c. jour 

 . Au revoir, monsieur. 

d. enchante 

d. un 

a. Au revoir b. beaucoup c. deux d. Montreal 

7. A: Un; B : deux; A: trois; B ; ; A: cinq 

a. six, b. trois c. quatre d.dix 

8. A: Onze; B : douze; A: treize; B : 

a. Quatorze b. huit c. cinq d. vingt 

9. Quelle heure est-il ? II est heures. 

a. Mardi b. deux c. classe d. avril 

10. Ou vas-tu ? Jevaisala 

a. Maison b. cahier c. une d. chaise 

Dialogue #2: Listening comprehension. 

You wOI now listen to a series of short conversations. Select the best answer to each 

question. Now listen to the questions. 

11. II fait du soleil? 
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a. Oui I il fait du soleil b. il est beau c. je suis d. elle est petite 

12. II pleut aujourd'hui ? 

a. II ne mange pas b. Non, il ne pleut pas c. il est grand d. il est content 

13. II fait chaud, n'est-ce pas ? 

a. Oui, il fait chaud b. tres bien c. ici d. normal 

14. II neige beaucoup ? 

a. je ne neige pas b. vous neigez c. elle court d. bien sur 

15. II fait du vent, n'est-ce pas ? 

a. Non, pas du tout b. oui merci c. il est ici d. oh l ban 

Part B: Passages with questions to test reading comprehension. 

Read the following passage carefully. Each passage is followed by a number of questions or 

incomplete statements. Select the best response according to the ideas expressed in the 

passage and mark the answer. 

Reading Comprehension #1. 

Benjamin est un etudiant americain. II est grand et blond. II est sympathique, optimiste, et 

energique mais un peu paresseux. II arrive a la gare de Grenoble. 11 cherche Mme Bouverot 

Qui est-ce? C est sa mere fran^aise. Ou est-elle? 

Now select the correct answer. 

16. Qui est etudiant? 

a. Benjamin est etudiant b.jesuis^diant c. noussommes d. eux 

17. Conunent est Benjamin? 

a. II est petit b. ilestbon c.il est grand d.il est beau 
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18. Qui est sympathique ? est sympathique. 

a. Personne b. tnoi c. Mme Bouverot d. Benjamin 

19. Qui cherche-t-il ? 11 cherche 

a. Benjamin b. Grenoble c. Mme. Bouverot d. moi 

20. Qui est Mme. Bouverot ? Elle est 

a. Sa mere frangaise b. son pere c. son frere d. mon ami 

Reading Comprehension #2. 

Read the following passage carefully. Each passage is followed by a number of questions or 

incomplete statements. Select the best response according to the ideas expressed in the 

passage and mark the answer. 

Julie est americaine. Elle etudie aussi a Seaside College. C'est une amie de Benj'amin. Elle est 

assez grande et brune avec des taches de rousseur. 

Julie est intelligente, travailleuse, et curieuse, mais elle n'est pas tres patiente. Elle etudie 

reconomie et le fran<;ats. Elle »me la musique classique, mais elle deteste le rock. Elle adore 

le bon chocolat, mus elle deteste la pizza. 

Quand Julie est en France, elle s'installe dans un foyer a Rouen. Mais est-ce qu'elle va aimer 

cette residence? 

Now answer the questions. 

21. Julie est . 

a. americaine b. canadienne c. anglaise d.fi^9aise 

22. Elle etudie sujets. 

a. Un b. quatre c. sbc d. deux 
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23. Elle n'aime pas . 

a. Salsa b. la musfque classique c. le rock d. la danse 

24. Julie adore . 

a. Le chocolat b. les fruits c. la pizza d. le dessert 

25. Julie a Rouen. 

a. deteste b. aime c. veux d. habite 

Post - Section H: Ability to write and speak French. 

Pan A: 

Within the following passage, single words have been omitted and each has been replaced by 

a blank line. Complete the paragraphs by writing on the line ONE SINGLE French word that 

is correct BOTH in meaning and form according to the context of the paragraph. No verb 

form may be used. Hyphenated words are considered single words. Expressions such as 

"jusqu'^ and ce quP are NOT considered single words. 

Example: Jean jT. est pas grand, mais il est plus grand que son pere. 

Passage #3: StructureA'^ocabulary. (Fill in the blanks) 

J e n'aime (1) (2) foyer? Et (3) (4) 

aime pas beaucoup (5) camarade de chambrel Hie (6) fiimer. Moi, 

(7) ne fiime pas. (8). n'aime pas ga. (9) n'aime pas 

(10) musique classique. Moi, j' (11) 9a. Elle est desordonnee, et en 

plus, elle (12) ma. jupe, (13) short, (14) ma jolie robe 

(15) sans permission' Ahi nonl 



Et puis (16) douches et (17) telephone sont loin, et il y (18) 

bruit. 

Bon, les douches, le (19) J le bruit, la musique (20) 

Fan9oise, je peux vivre avec, mais ses cigarettes? 9a nont 

StructureA^ocabulary 

Choisissez ie mot approprie et completez les phrases. 

21. Benjamin est en 

a. France b. Etats Unis c. Canada d. Mexique 

22. Julie est V de Benjamin. 

a. mere b. frere c. amie d. soeur 

23. Benjamin et Julie sont 

a. musique b. livres c. oncles d. amis 

24. Les etudiants arrivent en 

a. stylo b. classe c. fran9ais d. petits 

25. M et Mme Bouverot leurs enfants. 

a. aime b. aiment c. aimes d. aunez 

26. En France, on parle 

a. russe b. anglais c. espagnol d. &an9ais. 

27. On ne parle pas fi^9ais 

a. au Canada b. en France c.au Mexique d.au Senegal 

28.LeTourEiSelest a 

a. Londres b. Paris c. Montreal d. Rome 
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29. La France est 

a. en Europe b. en Amerique c. en Afnque d. en Asie 

30. La capitale de !a France est 

a. Paris b. Quebec c. Berlin d. Vienna 

Composition: Ten sentences 

Directions: Describe yourself. Write about the things you like and those you do not like. Talk 

about your family as well. 

31. ^ 

32. ^ 

33 . 

34 . 

35. ^ 

36. ^ 

37. ^ 

38 . 

39 . 

40. ^ 

Section H: Part B 

Picture description 

Directions: Please write the names of the items shown ui the picture in the space provided. 

4L 42. 43. 44. 

45. 46. 47. 48. 



163 

49. 50. 

From this picture of a classroom, write down the names of the items numbered 41 through 

50 in the space above. 
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APPENDIX G 

COURSE SYLLABUS 

French 101 Spring 2001 

Pima Community College 

Instructor: Joseph E. Kokroico Office Hours: From: 10:00 am to: 12:00. 

Messages: 206 - 6148 E-mjul: Kokroko@u.arizona.edu 

TextbookAVorkbook: A TAventure - By Cummings/Charvier. 

Course Goals and objectives: 

The key objective of this course is to develop language proficiency in French. The course will 

help you progress toward competence in listening, speaking, reading, and writing as well as 

toward knowledge of French and Francophone cultures. The course focuses on active 

language use so you are able to interact meamngfiilly with classmates and develop 

commumcative strategies. 

By the end of this course, with reasonable efforts, you will be able to handle routine 

communication situations of a concrete personal and social nature that involve supplying 

biographical information about yourself and others. Students would also be able to get 

necessary information by asking questions about people and things; get through survival 

situations such as looking for an apartment; and creating with the language by combining 

learned elements in listening, speaking, reading and writing. 

In-class Activities: 

In-class activities emphasize communicating in the target language and culture, through 

lfstenih& speaking, reading, and writing as well as individual and group presentations. It is 
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the students' responsibility to read through the chapter lessons before they are practiced in 

class. 

Assignments: Most of the assignments will be done in class. Assigned work will be due on 

the stated date. Late work will NOT be accepted except with advance notice. 

Attendance: Regular attendance is required. One or more absences will cause you to fall 

behind and make it difficult for you to keep up with the materials and the progress of your 

classmates. In case of unplanned absence, talk to the instructor the next class day. 

Quizzes: Five chapter quizzes will be given on an announced or unannounced basis. They will 

be achievement tests and will cover materials contained in the chapter studied. 

Exams: Two exams will be administered during the course. Each exam will have a written and 

an oral part. The exams will be cumulative and summative in nature. 

Final Exam: 

The final exam will cover all the chapters studied including an oral presentation in the target 

language. The final exam is mandatory. 

Grading policy: Class participation 10% 

Homework/Classwork 10% 

Chapter quizzes (5) 20% 

Oral presentation 20% 

Exams (2) 20% 

Final exam 20% 

Dnportant Notice: If for any reason, you cannot make it on an exam date, plan to take the 

exam ahead of tune. 



Note: A. second language French teaching and learning research study will be conducted 

during the course. Please see the attached for more details. 

Course Activities 

Activites: 

1. Le vocabulaire et la lecture 

2. La grammaire 

3. La discussion 

4. La presentation et I'ecriture 

L Vocabulary and reading review: (OralAVriting) 

A list of vocabulary introducing the topic will be listed and treated at the beginning 

of each lesson. 

Treatment will include: 

1. Pronundation of key words and expressions 

2. Instructor's reading followed by students' reading 

3. Use of some of these words in sentence 

4. Dictation/spelling 

2. Grammar lesson activities: (Oral/Writing) 

Treatment will include: 

1. Explaining what the functions of the topic, 

2. Using the grammar points ia simple sentences. 

3. Organize oral/writing exercises using these grammar points to communicate. 

4. Reading a text to identify these grammar points and their functions. 
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Listening to a text (audio) to identify these grammar points and their functions. 

3. Class discussion of activities in groups: (OralAVriting) 

Treatment will include; 

L Instructor-led discussion 

2. Student-led discussion 

3. Individuals playing a role in preparing a seaion of the topic to be discussed 

4. Summary presentation of the outcome of the discussion 

4. Presentation et ecriture: 

Watch a video of the activity if available: (OralAVriting) 

Treatment will include: 

1. Watching the video 

2. Writing down key words 

3. Writing down sentences 

4. Answering cultural questions 

5. Identifying words orally 

6. dentifying sentences orally 

7. Answering questions orally 

Topics: 

A) Group presentation: (Oral) 

Treatment will include: 

1. Individual presentation 

2, Group presentation (dialogue, role-playing or discussions) 
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In each case, students will research and present information on chapter topics such as: 

L Meeting someone for the first time 

2. Describing people 

3. Explaining some points 

4. Expressing preferences 

5. Ordering drinks or food 

6. Telling about one's daily activities 

7. Making, accepting and refusing requests 

8. Demonstrating how to do something 

4. Illustrating an idea 

5. Giving directions 

6. Planning a trip 

7. Interviewing 

8. Looking for an apartment 

9. Telling a story (individual or group) 

10. Taking classes 

11. Peer correction/editing 

12. Completing the blanks after listening or watching a video 

13. Sound-oflractivities 

14. Forming sentences with given words by using the grammar points 

discussed in class. 
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B) Group presentation: (Writing) 

Treatment will include: 

1. Individual writing composition 

2. Group writing composition (dialogue, role-playing or discussions) 

In each case, students will research and present information on chapter topics such as: 

1. Meeting someone for the first time 

2. Describing people 

3. Explaining some points 

4. Expressing preferences 

5. Ordering drinks or food 

6. Telling about one's daily activities 

7. Making, accepting and refusing requests 

8. Demonstrating how to do something 

9. Illustrating an idea 

10. Giving directions 

IL Planning a trip 

12. Interviewing 

13. Looking for an apartment 

14. Telling a story (individual or group) 

10. Taking classes 

IL. Peer correction/editing 

12. Completing the blanks after listening or watching a video 



13. Sound-off activities 

14. Forming sentences with given words 

C) General presentation outline: 

Each presentation may include or follow the following outline. 

1. What is it about? 

2. Who is involved? 

3. Where is it taking place? 

4. Why is it happening? 

5. When is it happening? 

6. How is it done? 

Chapters: 

Preliminary Chapter: 

Les salutations, p.2. 

Expressions and words, p. 4-S 

The alphabets, p. 6. 

Numbers from 0 to 31, p.6. 

The time, p. 7-8. 

The days of the week and the date, p.8. 

The weather, p.9. 

The classroom: Expressions and words, p.l 1. 

Chapter I. 

La lecture: 



La description des gens, identification des endroits et des nationalies. 

Information cuiturelle, p.l8. 

Grammaire: 

Les pronoms personels, pI9. 

Grammaire: 

Leverbeetre, p20. 

Les adjectifs, p.2L 

Le vocabulaire, p.22. 

La lecture: 

Le dialogue^ p.24-25. 

Les adjectifs, p.27-29 (Cont). 

Le dialogue, p.30-3 L 

Grammaire: 

L* article indefini, p.32-33. 

La lecture: 

Le vocabulaire, p.33 

Le dialogue, p.36-37. 

Grammaire: 

Les verbes reguliers, p .38-39. 

Les adverbs, p.38. 

Chapter 2. 

La lecture: 



Le dialogue, p.46-47. 

Grammaire: 

L'article defini, p.48-49. 

Grammaire: 

L'article defini, p.48-49. 

Le vocabulaire: les sujets et les matieres, p.50-52. 

De + Tarticle defini, p5 L 

La lecture: 

Le dilaogue, p.54-55. 

Grammaire: 

La negation, p.56. 

Le vocabulaire; les couleurs, p.57. 

Les adjectifs, p.58-59. 

La lecture: 

Le dialogue, p.62-63. 

Note culturelle, p.64. 

Les verbes de preference en ER, p.64-65. 

Le vocabulaire: Quelques parfiims, p.66. 

Lecture: 

Le dialogue, p.68-69. 

Grammaire: 

L'interrogation, p JO. 



Chapter 3 

La lecture: La famille. 

Le dialogue, p. 78-79. 

Grammaire: 

Le verbe avoir, p.80. 

Le vocabulaire: a la maison, p.81, 83, 84. 

Grammaire: 

Les adjectifs possessifs, p.88. 

Le vocabulaire: la famille, p.90-9L 

La lecture: 

Au foyer, 92-93. 

Grammaire: 

Les expressions avec avoir, p. 94. 

Le vocabuaire: la description, p.96. 

Les nombres, p.97. 

La lecture: 

Au foyer, p.98. (Contd) 

Grammaire: 

L'inversion, les expressions d'interrogation, p.lOO-IOL 

Chapitre 4 

La lecture: 

Le dialogue: le loyer, p.l 12. 



Grammaire: 

L'heure, p.l I4-I IS. 

La lecture: 

Le dialogue: les activites du jour, p.l 16-117. 

Le vocabulaire: le temps, 119. 

Grammaire: 

Le verbe faire, p. 121. 

Le vocabulaire, p. 121. 

La lecture: 

Le dialogue : la commumcation, p. 125. 

Grammaire: 

Les mots interrogatifs, p. 126-127. 

Les pronouns accentues, p. 128-129. 

Le vocabulaire, p. 130. 

La lecture: 

Le dialogue: le logement, p. 132. 

Grammaire: 

Les prepositions, p. 134. 

Le vocabulaire, p. 13 5. 

Le verbe mettre, p. 137. 

Chapter 5 

La lecture: 



Le dialogue, 147. 

Grammaire: 

Leverbes aller, p. 148. 

Le vocabulaire, p. 149-150. 

L'article defini, p. 152. 

La lecture: 

Le dialogue, p. 154. 

Granunaire: 

Le futur proche, p. 156. 

Le vocabulaire, p. 157-159. 

La lecture: 

Le dialogue, p. 160. 

Granunaire: 

Les adjectifs demonstratiis, p. 162. 

Le vocabulaire, p.l63. 

La lecture: 

Le dialogue, p. 166. 

Granunaire: 

Le pronoun adverbial emonstratifs, p. 162. 

Le vocabulaire, p. 163. 

La lecture: 

Le dialogue, p.l66. 



Grammaire: 

Le pronoun adverbial Y, p. 168-169. 

Le vocabulaire, p. 170. 

Chapitre 6. 

La lecture: 

Le dialogue: la lettre, p. 180-181. 

Grammaire: 

Le verbeboire, p. 182. 

Le vocabulaire, p. 183-184. 

La lecture: 

Le dialogue, p. 186-187. 

Les repas et les produits de tous ies jours, p. 189. 

Grammaire: 

Le partitif, p. 190. 

Le vocabulaire, p. 191. 

La lectutre: 

Le dialogue, p.l94-195. 

Granunaire; 

Les expressions de quantite, p. 196-197. 

Le vocabulaire: Ies nombres, p. 199. 

La lecture: 

Le dialogue; le voyage, p JOO-20L 



Grammaire: 

La negation, p.202-203. 



APPENDIX H 

Learners' Performance Chart 

ID Pre Pre Pre Pre Pre Pre Pre Pre % Profi
List. Read. Voc. Comp. List Read. Voc. Comp. Score cient 

OOOl 9 7 21 6 15 9 28 9 69 Poor 
0002 10 7 28 7 12 8 29 9 73 Profic. 
0003 10.5 7 32 7 14 8 37 8 82 Profic. 
0004 12 8 27 8 12 10 31 9 78 Profic. 
0005 13 9 29 9 15 9 33 8 83 Profic. 
0006 14 9 20 9 14 6 34 8 76 Profic. 
0007 14 7 30 8 15 9 35 9 85 Profic. 
0008 7.5 9 34 9 12 9 34 8 82 Profic. 
0009 14 7 30 7 14 10 32 9 82 Profic. 
OOIO 11 8 33 9 14 10 31 9 83 Profic. 
OOll II 9 23 8 13 9 34 8 77 Profic. 
0012 14 8 23 8 13 10 32 10 79 Profic. 
OOI3 6 8 29 9 14 9 37 6 79 Profic. 
0014 13 9 35 5 13 7 37 9 85 Profic. 
0015 II 6.5 35 6 II 9 30 10 79 Profic. 
0016 7 6 32 8 14 9 33 8 78 Profic. 
wool 10 7 32 5 10 8 35 10 78 Profic. 
W002 11 7 29 6 It 9 32 6 74 Profic. 
W003 13 8 30 8 12 9 28 9 78 Profic. 
W004 9 3 32 9 II 9 33 9 78 Profic. 
W005 9 6 31 8 II 10 35.5 10 80 Profic. 
W0Q6 8 8 30.5 9 11 LO 33j 9 79 Profic. 
W007 14 7 28J 9 11 8 35 10 82 Profic. 
W008 0 10 35 7 0 10 35.5 8 70 Profic. 
W009 14 6 24 7 14 8 35 9 78 Profic. 
WO 10 II 7 32.5 5 12 7 37 9 80 Profic. 
won 9 7 35 9 13 8 28 8 78 Profic. 
WO 12 8.5 6 23 9 11 10 313 10 73 Profic. 
wo 13 9 7 35 10 11 10 34 9 83 Profic. 
wow 9 7 30 9 12 7 34 9 78 Profic. 
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innovations to improve retention. Iĉ ASEE/lEEE Frontiers in Education '95: 

Proceedings. Purdue University. 

http://fairwav.ecn.purdue.edu/asee/fie95/4a2/4a22/4a22.htmRetrieved June, 2000. 

Lawrence, G. (1984). A synthesis of learning style research involving the MBTI. Journal 

of Psychological Type, 8, 2-15 



Li'skin-Gasparro, J. E., & Veguez, R. E. (1990). Teaching listening comprehension 

through video in first-year College Spanish. Middlebury College, (23)1, Winter, 

1990. 

McCarthy, B. (1998). The theory of experiential learning and ESL. 

http://www.aitech.ac.ip/~itesh7Articles/Kellv-Experiential/ (Retrieved December, 

1999). http://volcano.und.nodak.edu/vwdocs/msh/llc/is/4mat.html (Retrieved 

December, 1999) 

Maccoby, E. E., & Jacklin, C. N. (1974, December). Myth, reality and shades of grey: 

What we are and don't know about sex differences. Psychology Today, 109-112. 

Myers, I. & McCaulley, M. (1985). Manual: A guide to the development and use of the 

Myers-Briggs type indicator. Palo Alto, CA; Consulting Psychologists Press. 

New, J. (1994). Revision strategies in French as a foreign language: Case studies in 

computer-aided writing. Vanderbilt University. 

Oen, U. T. (1973, August). Investigating the interaction of learning styles and types of 

learning experiences in vocational-technical education. Appleton, WI: Fox Valley 

Technical Institute. 

Optical Data Corp. (1990). Pocket guide for video-disc-enhanced instruction, (pp. 480-

490). Warren, NJ. 

Paulsen, M. F. 1995. Online report on pedagogical techniques for computer-mediated 

communication, http://gava.nki.no/~morten/cmcped.htm (Retrieved May. 2000). 

PhiilTps, JJL (1990). Practical implications of recent research in reading. Foreign 

Language Annals, /7(4), 285-96. 



183 

Reid, J. (Ed). (1995). Learning styles in the ESUEFL Classroom. Boston: Heinle & 

Heinle. 

Reid, J. M. (1987). The learning style preferences of ESL students. TESOL Quarterly, 21, 

87-111. 

Rice, L. S. (1984). A study of learning modality elements of the Oklahoma Association of 

Youth Services members. Unpublished doctoral dissertation, Oklahoma State 

University, Stillwater. 

Ruben(1990). A new challenge; Testing the video course. lALL Journal of Language 

Learning Technologies, 27(2), Spring 1994. 

Scott, V. M. (1996). Rethinking foreign language writing. Boston: Heinle & Heinle 

Publishers. 

Sherman, L. (1999). A comparative study of cooperative and competitive achievement in 

two secondary biology classrooms: The group investigation model versus 

individually competitive goal structure. Journal of Research in Science Teaching, 

26(1), 55-56. 

Watts, C. & Pickering, A. (1991). Using interactive video to stimulate discussion. Die 

Neueren Sprachen. 90(5), 550-559. 


