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ABSTRACT

This research explores informal language learningligher Education
(HE) students in Brussels. Informal language leagms defined in this
thesis as learning that takes place outside foHB&ainstitutions. Informal
language learning has been studied less thanutgeqart, formal learning,
because it is more difficult to observe, to quanind to evaluate. It
depends more on the learner, which makes it mdfiewi to grasp.
Informal learning is less structured because isdus occur within a formal
learning context; the learning objectives are redinegtd by the teacher and

can vary, according to the learner’s situation.

The literature review examines the difference betwlearning and
acquisition; this study draws on Krashen'’s (1976nitor theory where
learning comes from formal instruction and is asmious process, while
acquisition involves meaningful interaction in tiaeget language and is a
subconscious process. This study explores thereiftéypes of motivation
to study informally and examines how reflection banused to monitor and

improve the language that has been acquired big#neer outside class.

This project is situated within an experiential sggeh in qualitative
inquiry. The students’ experience of learning aldsilass as it is lived by
them has been studied. This is naturalistic rathen experimental research

as normal learning situations are examined fromdhmers’ point of view.
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Mixed methods were used to collect the data: qoesdires, interviews and
self-reports to analyse the informal learning pssc@ more detail. The self-
report was an adaptation of the ‘European Lang®agtolio’ (ELP)
(Council of Europe 2009), which is a tool that knkformal to formal

learning.

Recommendations based on the findings of this studgest new methods
and strategies for language learning to studertgtaat teachers should be
aware of what students do, what motivates themhamdlearners reflect

upon the language learning process, in order o thelm learn in class and

beyond.
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CHAPTER 1: INTRODUCTION

1.1. Research topic, background and rationale

This study investigates students’ informal langulegening or learning
outside a formal institution by Higher EducatiorE}students. As Golding
et al.(2008)state, informal language learning has been lessieea than
formal learning, because it involves many variabilkes not systematic, it is
not organised by an institution and because ieternined by the student, it
is harder to identify. Informal learning is not irethately evident in records
and programmes, it is difficult to evaluate, asl#@ner, and not the teacher

Is in control of the learning.

This investigation studies in particular the vieavsl behaviour of the
students in the Higher Education (HE) institutionene | am currently
working. It is an HE institution for communicatievhich offers
undergraduate courses to approximately 2,000 stsideBachelor’s degree
in Applied Communication, a Master’s degree in dalism, a Master’s
degree in Advertising, a Master’s degree in PuRktations and a Master’s
degree in Socio-cultural and life-long learninghaties. The HE institution
Is located in Brussels, which is a bilingual citigiwthe French and Dutch
languages. The HE institution is French-speakirge [Earners study Dutch
as a second language and English as a foreigndgegDutch is studied as
a second language because it is not the studenteemtongue, but it is a
national language of Belgium; English as a fordagmguage is studied

9
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because it is essential in the international cdraar position of Brussels
(Gunderson et al. 2013). This project focuses erlgarning of English
although the informal learning methods and strategelated to English can
be applied to Dutch and to other languages. Throbghvork | have carried
out at the HE institution for communication for feaen years, | have
realised that we, as teachers, have only evaldl&fbrmal learning
progress of the students. Being a language teacitea language learner
myself, | notice that much of the language learngndone outside class.
This is the reason why | decided to investigatetugiearnt informally,
what and who motivates the learners, how theyeetlpon the language
learning process and how the students’ informahieg can be taken into

account in the formal language curriculum.

1.2. Research areas

This study deals with the difference between foraral informal learning,
learning within an institutional structure and l@ag on an individual basis.
This difference is important as, in this reseancfgrmal learning is studied
within a formal learning context. Informal learnirsgstudied within this
framework in order to identify it better and to éxe possible ways to

integrate it into the formal learning assessméiitjs appropriate to do so.

Informal learning is studied within a psychologieald a sociological
framework. The former relates to the individual &imel way the mind

works, the latter is linked to social learning thes placing the learning

10
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individual in a specific environment (Rogers 1998)is research can be
related to Krashen’s (1976) model, which deals widmprehensible input,
through which the learner can understand the messgliyered. Krashen’s
theory is used in this study to understand howesitglacquire language
knowledge through comprehensible input, which tleegive when they

choose to engage in informal learning activities.

The study can be related to the work of Hamilto®0@ who considers the
ecology of learning, where knowledge can be acduite&an everyday
environment. Ellis (1994) also focuses on the ratsetting to learn a
language. Lave and Wenger (1991) bring the commeépbmmunities of
practice’ where experience is acquired within daerenvironment. These
concepts point to a difference between learningnimcademic institution
and learning in a natural setting, in the studegnsryday environment.
Much of the learning occurs through the use ofitibernet. The Web can
offer the possibility of combining informal and foal learning. Indeed,
from my practice, | have found that students arévated in class when
they participate in activities requiring the uselad Internet. In order to
practice informal learning activities, studentschezbe motivated to do so.
Students motivate themselves because they likeiteathe language or
they are motivated by external factors, such asigew good job after their
studies (Dornyei 2001a). Learners are also motivajeother people, such
as their teacher, in order to sustain their languagrning. This study tries

to find out the different influences related todsnts’ motivation. Once

11
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learners are motivated, autonomy and reflectionasaist the language
learning process. Holec (1981) states that autorisrdgfined as students
taking responsibility for their learning. Therefptley are active in their
learning and can control it. Reflection on the téag is part of learning
autonomy. Reflection on experience can lead tebetsults as far as the
acquisition of knowledge is concerned. We learoubgh the ‘process of
reflection on our experiences’ (Doyle 2001: 11)isTtesearch will examine
whether students notice what they have learnt amdthis process leads to

reflection upon the language.

The ‘European Language Portfolio’ (ELP) (CouncilEkafrope 2009) is
considered in this study as a means of promotifigateon and autonomy in
the language learning process. The ELP can behlystw students to
reflect upon their learning and also by the teatbdnow what and how the
student learns and to possibly evaluate the infbleaaning within the
formal learning programme. The ELP was used abtiee tools to assist
in achieving the aim of the research, that isgemtify what informal
learning activities students engage in, how theycarried out and how they

might be integrated within the formal learning ezutum.

1.3. Research aim

The aim of this investigation is to find out whictiormal learning activities
students engage in, what and who motivates theso 8o and how they

reflect upon their language learning process. Turpgse of this study is to

12
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consider how students use informal learning adtiwito improve their

knowledge of the foreign language.

1.4. Research evolution

When | started the doctorate programme, my firsaidias to research
informal learning in Higher Education and in therlgmace; to compare
both settings, to verify whether people in the vbake are encouraged to
study on an informal basis, even if in some cadey, no longer receive
formal education in languages. | felt there wasika between formal and
informal learning. Students appeared more motivedddarn a language
informally if they receive the necessary advice andouragements in class.
| reconsidered the limits of my study and thoughtas better to restrict
myself to one of the settings as the topic woulddeebroad. | decided to
choose the Higher Education setting, as | am addEhter and it would be
useful for my practice to consider which informehitning activities
students practise and to try to bridge the gap éetwormal and informal

learning.

At first, | did not know which HE institutions tdoose, beside my own. |
thought of examining informal learning in severdt khstitutions. In order
to have a comprehensive view of the situatiommlted myself to a case
study in the HE institution where | am working.Hose second and third

year classes as | teach languages at these Ibuglschose to research other

13



Anne Van Marsenille T5729444

teachers’ classes, as | wished to compare whaittiskents did and their
views with their teacher’s views.

| therefore developed the themes of interest, whetplained under the
heading “Research areas”. These themes focus amiaf learning in an

HE context by dealing with the contrast betweemiay informal and non-
formal learning, informal learning activities, mgition to study informally,
reflection and autonomy in the language learnirgggss. These themes
developed into research questions, which will lssented in detail after the

literature review.

This project lies within an experiential approactgualitative inquiry. The
students’ experience of learning outside classiadived by them is
examined. This is naturalistic rather than expenitaleresearch as normal

learning situations are observed from the learnasit of view.

| carried out an initial study with a few studeatsd a teacher to test
whether the methods used could be applied in hdugtudy. Some issues
related to the research themes arose in the isttidly: it appeared that
students mostly used the Internet and watched filninglish as informal
learning outside class. The teacher did not empldke use of the Internet
during informal learning activities. In this initistudy, it appeared that
motivation to learn informally generally came frahe teacher. Students
mostly consulted dictionaries in order to underdtdre meaning of the
words they did not know, whereas the teacher aksationed the use of a

reference grammar, which was a tool learners didften use. The initial
14
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study showed that the European Language Portfadi@ means to identify
the students’ formal and informal language learnwgs not well known
and not much used by the students and their teathese issues were
further explored in the main study in order to d@wmclusions regarding
informal learning and related topics and in ordennderstand its possible

relationships with formal learning.

Initially, this research focused on getting insgyfitbm the students.
Subsequently, | hoped that an outcome of the relsemight be to increase
students’ awareness and to provide learners withrimation about informal
learning activities, so that they might make mdfeative use of such
opportunities to enhance their formal learninguthed out that findings are
probably at least as relevant to teachers, who tniglencouraged to
consider what learners do outside class and todirtanore about their
students’ informal learning, in order to encourtigem to engage in
informal learning, to give them good advice on Hovgtudy informally, and

to explain how and why this may enhance their fodaraguage learning.

1.5. Research questions

This research project will investigate the follogyiresearch questions

related to the areas discussed in the literatwiewe

1. What type of informal language learning actestdo learners in a Higher

Education institution in Brussels engage with?

15
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2. In this HE context, are students motivateceton a foreign language
informally? Who and what motivates them? If studeare not really

motivated, why do they lack motivation to learndaages outside class?

3. Do learners reflect upon the informal languasgering process? What

are the consequences of reflection, or its absence?

The first question aims to find out whether leasnactively seek and
engage in informal language learning opportunitidsgther they use the
world around them (Coleman et al. 2005), whethey #tmploy face-to-face
or virtual means of communication in order to legfiormally. It also asks
about what students feel they learn informally, thkethey take advantage

of the cultural context (Kramsch 1996).

A second strand of this research focuses on whavdiadl motivate learners
to engage in informal learning activities. The gregive and instrumental
motives (Dornyei 2001a) will be taken into accounéxamines whether
students learn English to be part of the languagenacunity, whether it is

for better work possibilities, whether they wishuse English as a vehicular
language (Mitchell et al. 2013). This research gtigates the extent to
which some people recommend informal learning awts/and whether
teachers notice that students learn informallyni-noy practice, | realise
that some aspects of language learning do not atetstudents and they do
not always take time to practise the foreign lamguautside class. The

effects of motivation or the lack of it will be alanalysed.

16
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Finally, reflection during the informal learningquess is considered. The
extent to which students benefit from noticing (®ait 2001) and

reflection upon the language learning process dmethver teachers help
students to reflect is examined, to understand lérdéarners become more
autonomous in their language learning. Lack ofanag and reflection and
why it occurs is also to be taken into account.oftfplio tool, that

promotes reflection upon the formal and informakieng process and their
evaluation, will be used. In my practice, | notibat language portfolios,
and more particularly the European Language Paot{&LP) (Council of
Europe 2009), are known by my colleagues, but setluThe reasons why
they are not applied and included in the curricylaminstruments to

combine formal and informal learning, are explored.

17
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CHAPTER 2: LITERATURE REVIEW

The nature of informal learning has been considbyed number of
researchers. According to McGivney (1999: 1), infal learning can be
defined in many ways: it usually takes place o@sildss in a variety of
settings but it can also happen in class, it caniointentionally or
unconsciously, it does not require a frameworkibabuld arise under the
guidance of a teacher in an informal style, it barplanned or unplanned.
The type of informal learning examined in this piijdealing with
students’ views is the learning activity which ooutside the formal

institution.

In this literature review, different aspects ofarrhal learning are examined.
Firstly, | consider the difference between fornafiprmal and non-formal
learning. Secondly, | look at informal learning kit the psychology of
learning that could be explained as learning asdinidual and with
intrapersonal interaction or learning through thieraction of the mind.
Thirdly, 1 explore informal learning within the sotogy of learning or
learning in a particular environment with interperal interaction. Fourthly,
| examine the informal learning activities studemmslertake (Figure 2.1). In
this research, | am dealing with informal learnardearning outside the
classroom, which is carried out in parallel witidan support of formal
learning. | am not dealing with non-formal learning structured learning
that “does not lead to certification” (European Quoission 2001: 33). This

research also focuses on motivation, which is resggdo practise informal

18
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learning. Motivation can be integrative, dependinghe students
themselves or instrumental, depending on exteatabfs (Dornyei 2001a).
This study considers autonomy and reflection thay e part of the

informal learning process.

19
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INFORMAL LEARNING

Non-formal learning Formal learning

REFLECTION &
MOTIVATION AUTONOMY
; European Language
{ Integrative } [ Instrumental ] { Portfolio }
A\ 4 A\ 4 vV VY
Informal learnin Informal learning within the : . ]
ACTIVITIES g PSYCHOLOGY%f learning Informal learning within the SOCIOLOGY of learning
Using the Intrapersonal Inter o Situated learning
o _ . personal Communities
Digital media Wgrl]?yLSIIDC:L i INTERACTION ERbrRE INTERACTION of Practice Efec:fngg o
|
classroom J

Figure 2.1: Literature review: Main concepts
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2.1. Informal language learning

In order to understand informal learning, it is @&xary to contrast it with
formal and non-formal learning. | will also dealtwvinformal learning
within the psychology of learning on the one hand within the sociology
of learning on the other. In order to exemplifyarrhal learning, different
types of informal learning activities are considkamd analysed, especially

the activities making use of digital media.

2.1.1. Informal, formal and non-formal learning

In this part, | consider the views of several resieers to distinguish
between informal, formal and non-formal learningthis investigation, |
use the definitions given by the European Commmns&001) to examine
informal and formal learning. | explore the possit#lationships between
informal and formal learning. 1 look at the locatiof the informal learning
activities. Finally, | explain features of informlakrning by drawing a
difference between incidental and intentional leagnimplicit and explicit

knowledge.

In this study, | will focus on the definitions d¢fd European Commission to
understand the differences between the varioustgpkearning. The
Communication from the European Commission (20Q133)

differentiates:

“formal learning that is typically provided by adweation or

training institution, structured (in terms of legry objectives,
21
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learning time or learning support) and that is iegdo certification.

Formal learning is intentional from the learner&sgpective.

Informal learning that results from daily life aaties related to
work, family or leisure. It is not structured (erms of learning
objectives, learning time or learning support) &ypically does not
lead to certification. Informal learning may beeintional but in most

cases it is non-intentional (or “incidental’/randpom

Non-formal learning that is not provided by an eatian or training
institution and typically does not lead to certtfiion. It is, however,
structured (in terms of learning objectives, leagiiime or learning
support). Non-formal learning is intentional frohetlearner’s

perspective”.

The focus of this study lies on informal and forrearning but not on non-
formal learning, as it aims to analyse unstructleadning in support of
structured learning at a Higher Education insiwtati In the 1970s, the term
“non-formal learning” appeared, which is linkednéormal learning as it
does not lead to certification. It is also relatedormal learning as it is
structured, which is a characteristic of formariaag, that can also occur in
informal learning in some cases. Benson (2011 wi@¢s that formal
teaching and learning occur in the classroom, litthe distinction
between non-formal and informal learning is notale/clear. Non-formal
learning often refers to classroom learning, buémemo certification is
involved. This differs from the definition of theuEbpean Commission,

where the characteristic of non-formal learninthet it does not depend on

22
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an educational institution. It might be organisgcclubs or communities,

for instance.

Nearly four decades ago, Krashen (1976) argueddhaters have to be
exposed to comprehensible input in order to acquiesmguage. Learners
need a monitor that controls and corrects what Haeye acquired. This is
explained in this thesis in the part “Informal leiag within the psychology
of learning”. Krashen made a distinction betweemyleage acquisition and
language learning. Acquisition occurs through acomscious process
developed when using language meaningfully — thimastly related to
informal learning, but it could occur in the classwell. Learning is a
conscious process that helps discover languags +ulleis could be linked
to formal learning. Krashen stated that acquisidod learning cannot be
integrated. This difference is relevant as fareasrling is concerned because
later on, other researchers, such as Mocker anarSE82), Garnett
(2010), Benson (2011) or Mitchedt al. (2013) analysed it and discovered
other aspects related to it. From their reseat@ppears that formal
learning does not always occur in class and infbanquisition outside
class. Both types of learning can take place irdifferent learning
situations. Krashen'’s difference between acquisiéind learning was also
contradicted by researchers in the 1980s, suchregdg%1984), who
reported that both types of knowledge interact.skem’s concepts of
acquisition and learning are a helpful framewornktfos study. In this

research, | take the stance that they can be caabin
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VanPatten and Williams (2007: 26) have also explaitne difference

between acquisition and learning, they emphasae th

“Acquisitiontakes place naturally and outside of awareness. [..
Learning on the other hand, involves gaining explicit kiedge

about language such as its rules and patterns”.

An interesting distinction between formal and imhai learning is given by
Mocker and Spear (1982). They distinguish formairéeng where the
learner has little control over the objectives amehns of learning from
informal learning where the learner controls theansebut not the
objectives. This is not the case any longer. Nowsdaarners have more
control of the organisation of their learning, @adhers are encouraged to
give learners the opportunity to make choices awistbns about their

learning.

In some forms of education, it is recognised thet important to let
students organise their learning, e.g. in whatdess called flipped
education (Fulton 2012), where the learners sthdycburse contents online
before going to class, so that teachers can give mdividualised guidance
to students. By doing so, students can choose mwtegiests them in the
course, they are in control of their learning,ragformal learning
situations. In the same context, the studentdeaseen in a researcher
approach, where they are asked to do additionaarek related to the
course. The learners can select what they want tegkarch on, it is not
organised by the teacher; so it is linked to infaktearning. Learners may

also have their own objectives when they engagefammal learning
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activities, they may want to reach a better lemd¢he target language and

have a programme to reach that level.

Other terms used to refer to informal learning‘sedf-instructed’ or

learning by oneself in informal contexts; ‘non-msted’ or not learnt but
acquired and ‘naturalistic’ learning, in naturdtisgs. These concepts are
opposed to ‘instructed’ language learning, whichuldadescribe formal
learning, where instruction and explicit explanataye given (Benson 2011:

11), which mostly occurs in class.

McGivney (1999) argues that the concepts of foramal informal learning
cross boundaries. This is also stated by Goldirg.(2008). The fact that
both types of learning can mix is used in this gtiecdunderstand the
students’ informal learning activities. Informahtaing is usually related to
the learning outside class but it can also takeeplaithin a context of
formal education, for instance when learners wargroups and share
views and experiences. The researchers also Btdtert the other hand,
formal learning occurs in an informal learning ation when the learning is
more structured, when the learner is active, stresttheir own learning and
understands how the language is used, its rulegpictations. This can
occur when students organise what and how they wwdaarn informally;
they may plan their learning in order to reachrtigeals in the learning

process.

Sundqvist (2011) mentions that there are few stigich combine data on

out-of-school language activities with data on sth@nguage activities.
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Analysing a situation in Sweden that combines bste, is convinced that
English practised out-of-class has some effectrahproficiency and
vocabulary, but it is difficult to establish exactvhat the influence is,
because it is hard to measure the precise effanfamal learning on
formal learning. It is not possible to be with théormal learners all the
time. Sundqvist analyses how out-of-class learsungports in-class
learning; this is related to what this study intetaldo. Benson (2011: 7)
writes there is not much research that provesffieetareness of informal
learning, although the good learner will know tblaissroom and out-of-
class learning are both essential in order to ladoreign language. This
study does not verify the effectiveness of inforiheakning, but it
contributes to exploring the way informal learnimgy support formal
learning. Indeed, by knowing what students leartnobelass, teachers can
draw links between the students’ informal learraatjvities and the class
course. In the same way, Coffield (2000) obserkaslifelong learning has
long been seen as formal learning in educatiorsititions, although most
people tend to learn on an informal basis. Theautmarks:

“Informal learning should no longer be regarde@masnferior form

of learning whose main purpose is to act as theupser of formal

learning: it needs to be seen as fundamental, sageand valuable

in its own right” (2000: 8).

People learn informally before attending formaksks. Garnett (2010)
explains that individuals learn on an informal bdsecause they are
interested in what they want to learn. He also $slagsour educational

culture seems to be hostile to this “self-orgamsétof learning. This can
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be illustrated from my experience. In the instatwhere | am working,
teachers do not seem to be giving choices to stadenly the teachers and
not the students decide which activities shoulddree in relation to the

course, which books should be read to sustairetigulage learning.

As far as the location of the learning is concermdahoney (2001)
emphasises the fact that formal learning is asttiaith institutions and
focuses on the product or result, whereas infotezhing lays the
emphasis on the learning process. The location Woeseem to be
important; informal learning can occur at manyehéint places: at home, at
the pub, at the cinema, for example. Learners tsnl@arn thanks to work
programmes, in associations and clubs, in culeeatres, through
voluntary and social activities and in internatioeechanges and mobility
programmes (Lafraya 2012: 11). Different namesgaren to locations
related to informal learning, it can be named ‘ofitlass’, ‘out-of-school’,
‘after-school’, ‘extracurricular’ or ‘extramuralthey imply that something
additional is given to the classroom location (Ben2011: 9). This view is
corroborated by Schwier (2012: 139) who statesftiratal learning
environments place learners in specific contextereds non-formal and

informal learning environments do not exercise aardver the learners.

Another characteristic of informal learning is titatan be incidental or
intentional. According to Doyle (2001), much of dearning occurs
unconsciously: it is called incidental learning. &ihpeople decide to take
part in activities with the objective of learnirtgis is called intentional

learning. My investigation will study the views lebrners who engage
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deliberately in informal learning activities, whichn therefore be termed
intentional learning. Intentional and incidentareing can also refer to the
implicit and explicit knowledge, as stated by Gasp42004), the former
refers to instances where the individual is noé dblstate what the
knowledge is whereas in the latter case they cplagxthe knowledge that
they have acquired. This research will address inglicit knowledge and
experience - i.e. the acquisition of knowledge tigtoinformal learning
activities, such as watching films - can becomdieixphrough noticing and
reflection - i.e. by paying attention to the voclaoy used in the films and
considering the register used by characters. Ttteofaurning implicit into
explicit knowledge, as it was exemplified abovegisited to intentional and
deliberate learning. By improving their knowledgel&nowing what they
have learnt by doing or by watching a film, studgmactise intentional and

deliberate learning.

The implicit and explicit knowledge of informal leéng is related to
learning from experience (Blacker 2001). It is imtpat to understand the
process which occurs when learning informally ap@xperience.
Experiential learning was described by Kolb (198#p explains the
process in four stages: firstly, the ‘concrete eigmee’ of learning,
secondly, the ‘reflective observation’ when thirkisbout the experience,
thirdly, the ‘abstract conceptualisation’ when dinlg a theory and finally,
the ‘active experimentation’ when testing the tlyedkolb has been
criticized because he does not take into accoenhdim-reflective aspect of
learning; he overemphasises the role of the indaliénd

“decontextualizes” the learning process (Keetoal.€2002). It is true that
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learning is not always reflective, but learnersiddae helped to make it
reflective, so that they would understand how #mgliage works. A lot of
learning occurs automatically through the use efldmguage but it could be
argued that students are more interested in leamwiren they are reflective.
If learners notice some aspects of the languageediatt on how the whole
language is organised, the structure of the forkigguage is clearer and
they are encouraged to learn more. In this profhetstudents’ views of
their learning outside class and by experiencelweilanalysed according to
Kolb’s model taking its limitations into account, erder to identify the
different phases of learning, from experience ftection to
experimentation. Informal learning or unstructuleaining will be seen
within the context of its use to support a wellamged HE formal

structure.

2.1.2. Informal learning within the psychology of learning

Informal learning, and language learning in genasalnderpinned by the
psychology of learning. In the psychology of leamjior how the mind
works in the language learning process, a disbnatan be made between
learning in a natural setting, which is relatedhformal learning and
learning in class or formal learning. Languageneay within the
psychology of learning and the distinction betwadgarmal and formal
learning as far as the cognitive process is comckwill be examined
according to some of the theories in the field.

Within the psychology of learning, intrapersondénaction or the

interaction of the mind with a phenomenon in ofgdeconstruct meaning
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will be considered. The issue of interaction istooversial: some theories,
such as the Universal Grammar theory which wasqseg by Noam
Chomsky (1969) and which argues for the princigla grammar shared by
all languages, reduce the importance of the rolatefaction and
emphasise the learner's mental mechanisms in lgegaequisition.
Chomsky’s Universal Grammar has been criticizedite fact that it does
not take psychological and social parameters ioto@nt and that it
separates language knowledge and language useudgagnowledge is
language competence or the knowledge of the rdldsedanguage, as a
resource for use; whereas language use is langneafprmance or the
language used by the native speakers of the laegi@pmsky 1969).
Nevertheless, it may be the most sophisticatedaealable for analysing
language today (Mitchell et al. 2013). In this studnderstanding some
principles of the Universal Grammar can help tlarers analyse some
aspects of the language learning process. Thedaged to this investigation
as far as noticing and reflection are concernectnngtudents reflect upon
the structure of English, they can make comparisataeen the structure

of the English and the French languages.

Chomsky (1975) also states, along with KrashengL@ith his input
hypothesis, that comprehensible input, through tvkthe learner can
understand the message delivered, is needed fgudge acquisition,
therefore interaction has to be modified in ordergach mutual
understanding. When learners take part in infoleeing activities that
match their level, they should receive comprehdeasiiput in order to

understand what is being said, so that they arévatetl to participate in
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further activities. According to Krashen (1982) tlmconscious process in
order to acquire a second language is of primapomance and the
‘monitor’, which controls and corrects the knowledfat has been
acquired, is helpful when the learner has timeykhiabout grammar and
correctness and knows the rule. Native speakegusens during informal
learning activities and the teacher in class cdp learners monitor the new
language structures they have acquired. This relseansiders how
reflection can be used to monitor and improve #&mgliage that has been
acquired by the learner outside class. In statiagdcquisition is more
efficient than learning, Krashen (1976) is consdeby some researchers to
have simplified the cognitive process of learniAgderson (1983, 1995)
divides the learning process into three stagescdigeitive stage, where the
learner receives knowledge, the associative stelgere errors are corrected
and connections are made and the autonomous sthgee the skills are
acquired. Learners move from one stage to the ath@der to master the
language. These stages can also be observed imaidftearning. Learners
go, for instance, to a conference, where they vedanowledge. They use
some of the new vocabulary they have learnt inngsuestions and they
are corrected by native speakers. Subsequentlyueethe new words in
various conversations. Krashen (1976) does notaepthe learning
process into different stages, as Anderson doexder to acquire the
foreign language progressively, | think that leasneceive comprehensible
input during the cognitive stage, move on to theoastive stage for error
correction and become autonomous in their langpaaetice in the last

stage.
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As counter to Krashen’s input hypothesis, Swaird@®resents the output
hypothesis, which claims that the act of produdargyuage (speaking or
writing) constitutes, under certain circumstangest of the process of
second language learning. The output hypothes@ufawnoticing, which
leads to reflection and acquisition of the new leage. The output
hypothesis takes place when learners notice argtqeir language
knowledge. They reflect about it and can changenprove their language
output (Swain 1993). This output hypothesis candetl when learners
practise informal learning activities. During adalission with speakers of
the target language, for instance, learners ndtieg lack some vocabulary,
they ask other speakers how to say the words tlaey te use and they can

subsequently practise them.

Another cognitive approach related to Krashen’sgitit acquisition
concerns the implicit learning of form-meaning ceaions, occurring in
natural language learning or informal learning. l\&fiths (2009) states that
implicit learning is incidental learning, or leamgi without intending to do
so and without awareness. This is difficult to eadé¢, but evaluation is
appropriate if we want to know whether someoneléast or not. In this
investigation, the students’ informal learning,ithiaplicit or incidental
learning is reported but not evaluated; this shbaldlone at a later stage.
Explicit knowledge, on the other hand, is beingsmous of the learning
and knowing of the language or parts of the langu&gplicit learning
would occur more within formal learning than infahtearning; explicit
learning can appear in informal learning, whenlé&aener notices and

reflects upon the structure of the language: fstance, in English, long
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sentences are not used. Implicit learning could bé&ppen in class: by
listening to the teacher, students can automafiealjuire some language
forms. Relating to automaticity, or performing aittes out of habit and
with little reasoning, Ellis (2002) refers to imgtilearning as automatised
and explicit learning as non-automatised. Indeddymal learning can
occur through watching films and implicitly undenstling the vocabulary
used in the films, whereas the same vocabularypeasxplicitly learnt in

class.

In exploring different aspects of language acquoisifrom the psychology
of learning and from Krashen'’s theory, a link canbade with the
sociology of learning, emphasising the value obinfal surroundings, on
which Krashen'’s theory also lays the focus. In exaémg informal learning
activities, this project draws on Krashen’s digtiime between learning and
acquisition. However it does not intend to sepaedening from acquisition
as Krashen does. In this investigation, | makeptiat that acquisition in an
informal environment should not be set apart fronmfal learning but
should rather be combined with it; students canitaofearning during the
informal learning; during formal classes, studeras be helped by the
teacher in order to check, acknowledge and imptiogdanguage that has
been acquired. If the teacher notices their learh@nguage production,
feedback can be given and possible mistakes canrbected. If the teacher
encourages learners to notice and identify thearsythe students can make
progress in their language study. If learners thkaeacher's comments
into account and correct themselves, learning ralkg place. The teacher’s

role in the process was explored by Vygotsky (1978 cognitive
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psychologist believed that language learning isight about by
interpersonal interaction — complementing the peraonal interaction of
the mind explained above. In his view, languagenieg is a socially
mediated process. Therefore it relates to the kmproof learning; but it is
also close to Krashen’s monitor hypothesis in thgcpology of learning.
The teacher can help the learners monitor the aagulage structures they
have acquired. Learning occurs when somebody whartoaie knowledge
can assist the learner. This is called ‘scaffoltiag explained by Harmer

(2007: 59):

“A key element of successful scaffolding is that tearners can only
benefit from it if they are in thBone of Proximal Developmenin-
otherwords, if they are just getting to a stage (abdwer tcurrent
level of knowledge) where they are ready to leamrtew thing with
the assistance of others. Interestingly, this tsdngsimilar to

Krashen’s idea”.

Other researchers, such as Oxford (2001) and {&£)39) also recognise
the importance of the teacher as a learning paanéithe help of other
speakers in the language learning process. Whergassky refers to
knowledge built with the assistance of others antha internalisation of
social activity, Piaget (1976) states that peoplgenstand the world by
means of their mental structures, which are dewsldp respond to
situations and applied when needed. For Piagafhgulge situation can be
understood, because it occurred before and the dendloped a response
to it. As a result of a previous pattern of actittvg mind can act in a further

similar situation. For instance, as far as infortealning is concerned,
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learners go to conversation tables, meet some $fngfieaking people and
discuss British culture with them. They keep thastg@rn in mind and can
use it the next time they go to conversation tatdeseet English-speaking
people. This relates to the psychology of learniegrning through the
mind; whereas Vygotsky brings us from the psychylimgthe sociology of

learning, learning with others.

This investigation follows Vygotsky’s theory anées to find out how the
teacher, a peer or a speaker of the language leelpeers develop their
language skills informally; this interpersonal natetion is part of the

sociology of learning.

2.1.3. Informal learning within the sociology of learning

In this research, it is also necessary to undeadste&ormal learning from the
perspective of the sociology of learning. Vygotsk{1978) theory of
mediation is a link between the psychology andsth@ology of learning.
Human mental activity is mediated by the meanolst such as language,
to relate to the social and cultural context. lis 8ection, social learning
theories concerning the interaction between theéraand the environment
will be explored: in particular, situated learnifiRpgers 1996), the ecology
of learning or the influence of the learning enaimeent (Hamilton 2002,
Ellis 1994), the social constructivist views of gt@mmunities of practice
(Lave et al. 1991) and the importance of culturkamguage learning

(Kramsch 1996).
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Rogers (1996) refers to environmental learning iespwhere experience
shapes behaviour and language acquisition. The@asthtes that the
learning process needs the “resources of the emmieat in which the
learner is situated” (1996: 13). He uses the coinsecial learning
theories’ as “the study of the interaction of thdividual and the social
environment” (1996: 14). Situated learning (RodE¥96) refers to the
learner and the context, conditions and circumssnt which the learner is
evolving. Situated learning explains how learneguare knowledge from
their context. Ecology of learning (Hamilton 2002)ates to the student’s
lived experience. As far as students’ informal &g activities are
concerned, situated learning could be attendingrkstop on travel and
tourism in English in Brussels. An example of tkkelegy of learning could
be practising field hockey at the British schochriIton (2002) considers
the environment as a learning place and statesrttoatmal learning is part
of social and situated learning which refers to‘@m®logy’ or the learning
environment. In this study, the environment linkedhe students’ informal
learning activities plays an important role. Leasnean acquire the target
language in various places, such as theatres, msseafés, conference
rooms, because English is widely used in Brus§®strasting formal and
informal learning, Hamilton refers to literacy agng written language in
the course of life. New Literacy Studies draw uplos use of the resources
related to technologies and digital media. Hamikoalyses how they are
used in institutionalised environments. These jrastcall upon the
distinction between ‘dominant’ or institutionalisadd ‘vernacular’ or self-

generated literacies. The former are usually aasextiwith formal settings
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while the latter arise for the ‘purposes of evegylife’. Hamilton
developed the theory as adult literacy has beenjarrissue in the UK,
recognised in the 1970s, but it is also an intéonat topic. Literacy
referring to schooling has not always been compwylsg&ccording to
Hamilton, dominant and vernacular ‘knowing’ are agguimportant and
should be integrated. It is not how institutionsas view the so-called
‘truths’ about literacy, in which certain kinds karfiowledge are favoured
and named ‘real knowledge’, the institutionalised\kledge against
‘vernacular knowledge'. In this study, ecology e&ining or learning the
language informally in a particular environmentlwi explored. Watching
a play in English with the Brussels British Comniymssociation

exemplifies the ecology of learning.

Ellis (1994) considers the advantages of both fband informal learning
according to the learning and learner’s situat®n.the one hand, Ellis
gives more attention to learning a second langiraggormal setting, the
classroom, where speaking can take place if oppities for oral
discussion are created. On the other hand, he esiselsahe importance of
the natural setting as well and promotes the iategr of formal and
informal learning. Ellis favours learning in the@ssroom based on several
types of real life situations provided by the teaxchs it provides richer and
more diverse learning experiences. In class, hgegrgommunication can
be focused on the meaning and errors can be trdagathers can reflect
consciously upon linguistic forms. However, Elksalso in favour of
informal learning, as he concludes that childrenraore successful in

natural settings; this conclusion is based on ensts with French
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immersion programmes for children in kindergarted primary school
starting in Canada in 1972 and developing thereimother countries such
as Hungary, Finland and Spain in 1997 (Ellis e2@07: 20). Ellis (1994)
and Mitchellet al.(2013) state that adult learners and especiallinbegs
often have to go through formal processes in ai@érarn quicker. This is
verified in my experience, where students wantrtdeustand the structures

of sentences in order to use them themselves.

Ellis (2001) distinguishes focus on form, focusforms and focus on
meaning in a classroom context or formal learntRgcus on form” makes
the learners aware of the grammar used to produngpiage — it can be
related to “noticing” or the awareness of a forntha input, as a necessary
constituent of language learning (Schmidt 2001pctis on forms” is the
teaching of grammar to produce understanding, biytgrammar is not
sufficient to speak a language, attention has tdraen on “focus on
meaning” as well. To this could be added the thebisalience (Carroll et
al. 2007), which makes input available for procagsihe salience of a
word allows students to classify words by importaritherefore, learners
can focus on the most important words and use tl¢ndents receive
input, organise it by importance and process thelsvthey have been
taught and they notice. During informal learninghates, when listening to
a conversation in English for instance, the leaoagr acquire the salient

words and subsequently use them in a discussidnfiends.

This project gives importance to formal and infortearning, both

influencing one another. Instead of making a dcstom between children
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who acquire a language more easily in a naturihgednd adult learners
who learn better in a classroom (Ellis 1994, 20@1} research investigates
students’ informal language learning activitietigher Education and

learners’ views of how they may complement fornealrhing.

Hamilton (2002) and Ellis (1994) suggest that leegrmay occur in the
classroom, but the natural setting related to midrearning is important
for acquiring the language. Ellis focuses on forrd forms and meaning;
formal instruction as well as informal learning daip learners to
understand the structure of the language and daludary but in order to
improve their knowledge, learners have to pratchsedanguage, by being
exposed to the foreign language in a ‘communitgrattice’ (CoP), where

salient words, phrases and structures can be dotice

Lave and Wenger’'s (1991) concept of ‘communitiepraictice’ relates to
the sociology of learning, learning in the envir@mhor situated learning or
learning that occurs where it is applied. The dowists Eckert and

McConnell-Ginet (1992: 464) define the CoP as:

“An aggregate of people who come together arountiahu
engagement in an endeavour. Ways of doing thinggswf talking
beliefs, values, power relations — in short, pcasgiemerge in the
course of this mutual endeavour. As a social cangta community
of practice is different from the traditional comnity, primarily
because it is defined simultaneously by its meniberand by the

practice in which that membership engages”.
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CoPs have existed for a long time in the profesdiamorld when people
learn and share their experience by explaining d@rte another, but it has
developed in other fields, including language leagnLaveet al. (1991)
explain that these CoPs share a common goal diffesentiates them from
other communities. Apprentice learners are awataeMmature practice and
have to learn in order to reach it. Learners res@gthat they need to learn
more from those more experienced. By learning aadhing the mature
stage, they develop autonomy. The apprentice leanoene from the
periphery and move into the CoPs, thanks to the bleh master. The
master-apprentice relationship could refer to gdaeher-student
relationship, in the case of formal learning, aiivesspeaker-learner, as far
as informal learning is concerned. As far as forleatning is concerned,
the class could be considered as a CoP, becaube girticipants have a
common purpose, they present mutual engagemerihapdhave shared
artefacts or a shared “knowledge within a commuoitgractice and ways
of perceiving and manipulating objects” (Lave etl&191: 117). A language
class can form a CoP when the teacher and thergtusleare the common
purpose of acquiring the language; they presentiah@ngagement when
the teacher has objectives so that students reeetiaan level in the foreign
language and the students share these goalsomhmialf learning, not all
speakers of a language are masters; there must@sacommon goal
between the learners and their ‘master’, they rslngte a common activity
that creates a closer relationship. As Murpéegl. (2012: 224)write, a
classroom can be a CoP, but not all students wdme part of that

community. Some of them are in class to have goades and prefer to
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work on an individual basis. They are not parthef CoP, which shares a
common purpose and presents mutual engagementidredtave to pay

attention to this if they want to create positivelgp dynamics.

Wenger (2000) states that competence and experencag from the CoP
let us open up to the world across the boundaneslitmit the communities
and connect them. Boundaries distinguish the conitreanpeople do not
share the same knowledge and experiences in tieeetif communities.
However, people can acquire knowledge at the baiwewlaf their CoP, this
is good to test their actual knowledge and to gmbd it to understand it
better. There should be communication across thadaries, between the
CoPs. Two CoPs could be, for instance, a studassch the HE institution
for formal learning and the British Council, whéhe student practises
informal learning. Indeed, if the learner goesh® British Council in
Brussels - to have a folk dancing workshop - tihaug forms a CoP and the
student is learning English on an informal basiswe will now see,
learning is enhanced and students’ motivation emxe when different

CoPs are linked.

A way of learning, which is related to the commuymaf practice or which is
a combination of learning through the communitypctice, informal
learning and formal instruction, is service leagiiBervice learning is the
balance between formal classes and learning threeghice in a
community (Eyler et al. 1999). At the HE institutizvhere | am teaching,
third year students have to undergo a period ofitrg; usually, they choose

the place of work of their choice in their field@mmunication; some
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students also choose a place of training in a conityneelated to their field
and in a foreign language, as in Brussels, workezesily be combined with
a foreign language, mostly English and Dutch fameh-speaking students.
Service learning usually enhances the learningeftstl al. 1999) and the
motivation for learning (Pope-Ruark et al. 2014)students are really
involved in their work and have some affective iroglion which sustains
their motivation. Therefore, it will increase themotivation for the formal
class, as they see the relation between work anebldnstruction. When
students work in an English-speaking organisatiogy can practise their
English on an informal basis. They are learningvoyking. At the same
time, this work experience helps them understaatt formal education in

a different context.

As Murpheyet al.(2012: 225) state, an advantage of being in a Gdlrat
when people are part of a group, they may havesadoeresources that they
would not have otherwise. A group is more thantaeyang of individuals,
it is also individuals who share cognitions and 8ams. This is an
important factor in the process of foreign langukegening; it will enhance
the motivation for learning. If the members of treup share language
learning tips and resources and give feedbackdb ether, they will be
motivated to try out and to learn more. The conoé@oP frames this
study, which explores the possible relations betweenal and informal
learning. A student class could be one CoP andltbe at the British
Council could be another CoP. If HE students becsimgers in the choir,

they engage with an informal learning activity. §knables the student to
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practise the foreign language. This exemplifiesréiation between formal

and informal learning.

CoPs involve interaction between their members. ddmeept of interaction
in second language acquisition appeared in theslB80it was formulated
by Long (1996). The author states that there acetyyes of interaction:
strong interaction, which develops language shifid weak interaction,
where learners find ways of communicating, thay tten use or not. The
interaction hypothesis is related to Krashen’s @)9put hypothesis, as it
recognizes the importance of comprehensible inphich is intensified
when learners try to understand the meaning ofarntes. Sundqvist (2011)
also considers the importance of the interactigrokiyesis in informal
learning activities, as she states that learnensadays receive English input
when they listen to music, watch films, use sitesghee Internet and they
also have to produce output in English when theg Bstening to music,
when they write on blogs. This investigation alsosiders these
occupations practised by the students. Interacétates to the social
constructivist views of language learning, it inved face-to-face

communication, which enhances language proficiency.

However, nowadays, interaction is not only facdatoe. During informal
learning activities, learners can have face-to-fat&raction when they have
a conversation in a pub, for instance. Yet at preg®ople use digital
media a great deal. Many informal learning actxgtare media based:
students use the Internet to watch films and setiodgsten to their favourite

songs or to chat on Facebook. According to Rea.(2010), in our current
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learning environments, there is often talk of \aitotommunities of practice,
using the new technological means in order to l&arguages. My initial
study showed that during their informal learning\aties, students make
much use of the Internet and the new media. Bygusiactial media, for
instance, learners can find virtual communitiepraictice, communities of
interest; learners have a passion for a certaic topl they find a group of
international people on Facebook sharing the sateesist. They can share
their views on the topic using the English languddes is a very powerful

means of informal learning.

Interaction plays an important role in second laggacquisition from a
socio-cultural point of view. “Interaction has also different but related
meanings: interpersonal and intrapersonal” (Zig2@08: 446). The former
is to be considered from a social and ‘environméeptspective whereas
the latter relates to one person, the interactfidhemind with a
phenomenon in order to construct meaning, reflaatipon the process
leading to self-evaluation. This was previously treered by Benson and

Voller (1997), who favour learning where

“learners are encouraged to explore relationshepsden individual
beliefs and actions about language and second dgiegearning and

the social contexts in which they occur” (1997:.14)

Interaction is important to acquire the foreigngaage. An informal
learning activity can be acting in a play with theatre group of the British
Council. Students of English can be members oftibatre group. Through

intrapersonal interaction, the members may be tablederstand how the
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English language works in a play. Through interpeas interaction,
members act with one another, have social relatoasearn how to use

the language.

As far as the sociology of learning and interacao& concerned, culture
plays an important role as context or backgroumdefarning. There are
different definitions of culture. In this researtie description given by
Bates and Plog (1990: 7) will be used: culturel®“system of shared
beliefs, values, customs, behaviours and artethatshe members of
society use to cope with their world and with onether, and that are
transmitted from generation to generation throwgming”. It is important
to distinguish the cultural context from the cudtiutontent or information
that can be learnt along with a language. Clait@ach (1996: 36) defines
context as referring

“to the intentions, assumptions, and presuppostairspeakers and

hearers, which ensure that their discourse is perd@as coherent

and therefore makes sense for the participants”.

The words we choose depend on the context in whilhanguage is used.
We can consider context in a classroom or outdaesclin the former,
culture or ‘linguaculture’ (Kramsch 1996: 31) esistirough the
conversations between individuals in the classrobeachers try to use the
language in context, also when they deal with difié types of exercises,
such as grammatical ones. In that situation,nbisalways very clear what
is meant by context, as this does not reproducedheal situation. In the

latter, Kramsclet al. (2008) refer to context outside class, known as
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‘Ecolinguistics’ or ‘Language ecology’, the intetanis between the
language and the environment. As previously megrtipthe role of the
environment in language learning has also beerridescby Hamilton
(2002). Hamilton emphasises that in considerirgdiig learning, it is
important to take the following aspects into acdothe use of literacy in
local communities, the process of vernacular lewim communities, the
learning in institutions. Language ecology drawsadearner-centred
approach, where “learning environments are nottyrenediated by a
teacher” (White 2008: 3). Some studies have conatmat on a naturalistic
learning environment or an ‘immersion context’, whiearners do not
receive formal instruction, i.e. students workitgaad on exchange
programmes. Different strategies are employed tongonicate in that
context. The first step is to use ‘compensatingtsgies’, such as guessing
the meaning of words in the target language; theviing steps include
cognitive strategies, such as making use of languagterials, for example,
dictionaries; these strategies can be used whdarnheage is better known,
as White (2008) mentions. This study tries to fond whether when
learning informally and also on an autonomous b#ssners use
dictionaries, grammars or other materials to sngtair learning, reflect
upon it and understand the input they receiveds Tésearch will focus on

the impact of the cultural context for learningaimd outside class.

According to Romero-Muiioz (2011: 7), our systenlmafjuage education is
often criticized and many advocate learning langsamnly in a native
community of practice. It has been suggested thatod the solutions could

be to reform formal education with the differentane we have today, using
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e-learning, giving the opportunity to be with tla@guage community and
having fewer formal classes (Romero-Mufioz 2011: BE@m my
experience at the HE institution, students mostiyn informally through
digital environments but some of the students pésticipate in immersion
programmes during the academic year and duringdhéays, they

sometimes have a job where they have to use thettanguage.

Informal learning within the sociology of learnihgs been dealt with from
the angle of environmental learning focusing on Hiam (2002) and Ellis’s
(1994) viewpoints, this led to learning within comnities of practice or
communities of interest, broadly defined by Lavd &vienger (2000); the
CoPs involve different types of interaction, whighs clearly stated by
Long (1996). Language learning in the environmeitithe considered more

concretely through a range of informal learning\dioes.

2.1.4. Informal learning resources and activities

Informal learning resources refer to books, newspapnd magazines as
well as their online counterpart and all the resesrthat can be found
through the Internet and the digital online medigh as informative
websites, blogs and social networks. Informal legym@ctivities can be
face-to-face, i.e. attending a conference, goirgtteeatre play; or virtual,
for example watching series on the Internet, beiteractive on the BBC
website. This investigation will explore face-ta@éaand virtual activities

and resources.
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For acquisition to take place, students need totigninformally once they
have learnt the language in the classroom (Gre§4)19hey have to be
exposed to the input in the target language inrdaproduce output, for
which they have too little time in the classroontelpersonal interaction
can occur between the students and the teachéribaliso necessary
beyond the language classroom as the amount of ledlenguage class is
limited in the formal learning curriculum. Learn&an choose to participate
in a community of practice, be it face-to-face otual, in order to improve

their English outside class.

Today, “English dominates the media landscape” ¢§uist 2011: 106). As
young people use digital media on a regular bassassumed that they
acquire much of their English outside class (Sust@®011: 106).
Nowadays, language immersion programmes are ajsalgroamong young
people (Lasagabaster et al. 2009). Students dalways have to go abroad
to improve their language skills, there are manyasfunities in Brussels;
by going to English or Irish cafés, for exampledsnts can take part in
conversations touching various points of interashsas music, sports,
among others, in the target language. Learnerddiseize as many
opportunities as possible to practise the foresgngliage (Palfreyman 2014:

178).

Krashen (1976) stated that the learner needs cdrapséle input in order
to understand the message delivered. For the leamm@icit acquisition
relates to the implicit learning of form-meaningtdrmal learning can occur

in particular contexts, it is more effective whée tearner can receive
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comprehensible input and can notice language famdsfunctions and this
leads to a positive attitude towards the targeglage (Palfreyman 2011:
18). Therefore, the learner has to try and findntfsst appropriate learning

supports.

Concerning learning resources, Coleman and Baurf20@5%) suggest that
the world should be used as a classroom. Thera lateof materials, such
as articles, books, radio, TV programmes and ressusn the Internet that
can be used as learning materials. There may herautentres, cafés,
cinemas, theatres and speakers of the languagesia own country,
especially in Brussels, a multicultural city, witthom learners can
communicate and share activities. There are alssilpitities to be in
contact with speakers of the language through erdommunities. Learners
would be well-advised to take advantage of alldpportunities they
encounter in order to develop their receptive, pobee and interactive

skills in the target language on a regular basis.

What is also important is to “keep up your motigatby choosing real-life
materials and tasks which reflect your own interestd level of

proficiency” (Coleman et al. 2005: 144). In ordete more efficient in the
target language, beginners should probably mix sgthpathetic speakers
of the language,; if they receive comprehensibletniney will

subsequently improve their communicative skillsevgdas advanced
learners should probably mix with high-proficiencsers in order to
improve their knowledge of the language. Beginrars have discussions in

English with people who are willing to speak torthand possibly correct
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their mistakes; whereas advanced learners aré@bladerstand a theatre
play performed by the Brussels Shakespeare Samnetygubsequently
discuss the play with the actors. If learners atkng to increase their
language skills, with time and experience, they pribbably seek the
learning situations that suit their language leireBrussels, there is an

offer of theatre plays in English at a beginneg\gl, with simple words and
sentences; these plays can be performed in Edglisbllege students.
Native speakers, such as the actors of the BruSétealkespeare Society, also

perform in plays, where the language level is mhigher.

In the 2% century, literacy in any language does not onlystst of reading
and writing in the traditional sense of the word ib@lso means a good use
of digital media (Cazden et al. 1996). As notedvwrphy (2014: 119),
nowadays, there is an increased demand for fleliebleming, where the
learner has the choice between different aspedtsedearning experience
(Collis et al. 2001: 9). Many combinations are flaiesin flexible learning.
Students may choose a formal class and combinghitvarious informal
learning activities or they can choose to use twe technologies in their
formal as well as informal learning. This relategtte first research
guestion, which explores the type of informal l@agractivities HE students
engage with. Digital informal learning activitiesegossibilities students

have to acquire the foreign language outside class.

As Godwin-Jones (2012: 4) says: “In Western coasttoday, instructed
language learning in Higher Education normally udggls the use of the

Web: as a resource in face-to-face classes, aguah gartner in
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instructional delivery in hybrid courses, or as fingnary teaching and
learning environment in distance learning”. For saeachers in HE
institutions who have been used to teaching otrserwi is not always easy
to introduce new technologies in formal learningggammes. At the HE
institution where | am working, it is necessarytas a HE institution for
communication. The emphasis lies on media and aelnblogies.
Learners are using them on a daily basis to fifarimation on different
topics and to communicate with native speakergheracountries. This is
made much easier with new media (Palfreyman 2029}, Wvhich can
provide “authentic language production and an ojaty for language

practice” (Stickler et al. 2007: 18).

Before the use of new media, it was very expensive®mmunicate with a
native speaker living in another country, as nortal@phone conversations
cost more money than conversations through thenetetherefore, this
type of conversation was limited. With new techigods and the Web, it is
possible to discuss for longer periods with pe@tieoad, it is easier to
listen to international radio stations and to reatine newspapers in foreign
languages. There are a lot of opportunities tanléareign languages online,
which can be used in class —as part of formal legfror recommended by
the teacher —as part of informal learning. At th&itution where | am
teaching, we have a new e-learning programme, ubagoftware
Captivate. Students are therefore using digitaliamedery day, at school
and outside. However, they had started to worktanéarn freely for

school or for themselves with digital media on @fioimal basis before the

new media appeared in formal education. ErstadApi@laware of the
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students’ media use and states that schooling &uibnuse are what young
people are engaged in most of the time. New madipart of informal and
formal learning activities. Students and usersigital media are often
quicker to apply the new media than the institwi¢®zucs 2009: 3). This is
backed up by Beethast al.(2007) who write that there is a gap between
youth culture with the technology and educationclhs much slower to

adapt to changes.

Students are taking charge of their learning; enleg promotes student
engagement and interaction and allows them to riatedormal and
informal learning in Higher Education (Dabbaghlef@11: 4).

Once the new media were integrated in formal |egyrthis was called

“blended learning”. “Blended learning” has beeninked as

“courses that integrate online with traditionaldéo-face class
activities in a planned, pedagogically valuable nearand where a
portion of face-to-face time is replaced by onlawtivity” (Meyer

2007: 55).

This is the way we organise formal education atHBenstitution. We
dedicate increasingly more time to self-study, @s of self-instruction,

with the help of digital media, thanks to a multaveeplatform, which was
developed to give new resources to students aadable them to have
more time for language study. It is a more leanertred approach
contrasting with the previous traditional teachemtced and institution-
centred approach in formal learning programmesr{&a2010). This refers

to the first research question, in which we consiiev HE students engage
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in informal learning activities and how informaldaformal learning can be
related. Nowadays, students often engage withalligiformal learning

activities. In class, digital media can be usedrtbance formal learning.

Regarding the learner-centred approach, it is todted that digital media
are more individual and “transformative resourcelearning” (Drotner
2008: 16). Students favour these methods as theyused them for a long
time. Some new technologies allow students to asgatheir own learning
and focus on their needs and interests. Theredws & transformation from
an education where the teacher is the expert whahesfull knowledge of
the subject to a more learner-centred and collaiverkearning where
students can bring their own ideas and perceptmtearning (Hampel et al.
2006: 7; Lebrun 2002: 22). The students’ use otalighedia and their way
of learning will be explored in this project. Adties related to digital
media are diverse: they can practise the diffeskitis (listening, reading,
writing and speaking) of the foreign language bygsmages and texts for
instance. Listening consists of ‘extensive’ andemsive listening’ (Field
1998): extensive listening relates to the undedstanof the general
context, whereas intensive listening refers touhaerstanding of some
details. On an informal basis, listening comeg,fais students favour
watching films and series. The informal learning\aky could complement
the formal class: students could discuss in classeries and films they
have watched on an informal badsa formal learning contexthere is an
emphasis on speaking. There are two types of spgapoken production

or producing utterances and spoken interactiopealang with other
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people (Gavioli et al. 2001). Learners can choosatwest suits them and

can work at their own pace.

Nowadays, socio-technical communities have emeirgedder to sustain
formal and informal learning (Jahnke 2010). Thesiéne communities
create social, educational and technical relatipssfi he socio-technical
communities enable students to obtain relevantmdébion about their
studies without having to ask the administrationother words, students
can find the information themselves through thenen€ommunities, which
individualise learning and help students find tightr materials to learn;
they are very useful in Higher Education and irtipalar to promote
informal learning (Jahnke 2010: 36). These learn@spurces give
opportunities to students to engage in informaireg activities, in
practising the foreign language informally by féaaeiing virtual groups for
different purposes, for example interacting witheillse groups of people on
the Internet, conversing with native speakers thinagocial media, writing

on blogs and listening to music while reading troeds.

As far as virtual learning communities are concdyrtlieere has been an
increase in the use of social networks, such asli€exk and Twitter, during
the last ten years. According to Dabbagh and Kitgsa(2011: 5), “while
most learning experiences are a blend of both fbama informal learning,
social media is also inherently enabling inforneglrhing experiences in
higher education”. Because HE students use so@dla on a daily basis,
these media provide an opportunity to link formadl anformal learning, as

social media can also be used in a class actidynpel (2014) reports that
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social media have become extremely popular amooggpeople and that
written communication has now more importance taoken
communication. As far as language learning is corem this is an aspect
that has to be taken into account in order to katich language skill is
more developed in contrast to the other competeB==sdes, Toetenel
(2014) writes that although social media are musddby students and
could serve as tools for formal and informal larggidearning, there is not
much study on the use of social media in languegming. This
investigation highlights the students’ use of sbiadia during their
informal learning activities. In order to be susfaswith social media,
students have “to acquire and apply a set of patdarowledge
management” and “self-regulated learning skillsivigh 2011: 264). Not
all students master the technology at the samdé, v do not always
want to be available all the time, they also nesdhpy and this is difficult
to manage with social media. Social networks likedbook enable people
to come into contact, to collaborate, to share Kadge. Unlike face-to-face
communication, they are technically mediated. Tesirand social
elements mix (Jahnke 2009: 764). Most students daysenjoy using
social media on an informal basis to share thewsiand points of interest,
for instance, but at the same time, they do noagdwealise that what they
publish will be viewed by all their friends on thetwork and the
implications this could have for their privacypéople misuse some of the
information they have shared. Some students akfemto keep their social
media activity separate from formal learning, beesihey do not want the

teacher to interfere with their social life (Bucgivam et al. 2013). If
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teachers want to relate the students’ informahlieay activities to the
formal classes, they have to know that studentsairalways willing to use

social networks in class.

According to Drotneet al.(2008b), the relations between digital media and
informal learning are significant, because the kieolge society is

transforming our way of learning:

“Online games, social networking websites sucthas/ideosharing
site YouTube and community-generated encyclopesliak as
Wikipedia all offer new means of communication labbration and

creation for their users” (2008b: 2).

The emphasis of online activities lies on “actigarhing, research-led
learning and teaching, small-group teaching, atidtorative work” (Szucs
2009: 4). In many studies, the positive effecterdfne activities are
presented. Szucs (2009) and other researcherasu@he (2008), Huét

al. (2008), Kirkpatricket al.(2008) report that students are also more
independent, motivated, critical and creative wtinay learn online. Mesch
(2009), Waret al. (2006) warn against the dangers of online ac#siti
cyberbullying or games addiction, for example. lbeas have to be aware
of the dangers and effects of the Internet userbbémd, so that they have
less chance of being affected by them. The darages when the students
use the Internet on an informal and individual atkiey can be followed on

the Net by a bully who can prevent them from ddimgr normal activities.
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The knowledge or information society has also cledrmur print culture
into a digital and image culture (Hampel et al. 208, Sefton-Green 2008:
238). The print media, radio and television can f@wmade digital
(Drotner 2008: 16). In Belgium, in HE institutioft® communication, for
instance, actual classes are often presented byshwéaudio, video
material and power-point presentations. Textsuahl,sare not given to
students. In my experience, students tend to adrfbooks; teachers have
to reduce the number of pages they ask the stuttergad. This change of
society has an impact on the formal and informariang process and
activities. One of the consequences is that paspteh films and series on
the Internet and on TV. Through the evolution & tew media, we live in
a digital and image culture, which is representedinstance, by TV series.
Young people watch many TV series, and this is ifeskin different
countries in the world. By studying an online exul@ project between
German and Hong Kong Chinese learners, @hi. (2014: 113) noticed
that “the Hong Kong students were surprised thatGkrman students were
watching the same American sitcom or TV series ovigs as they did; the
German students found that the Hong Kong studdstsused popular
cultural material to create individual virtual spador language learning”.
This investigation will find out whether Belgiarusgents also watch
English-speaking sitcoms or TV series or movieswahdther they develop

individual spaces for language learning.

E-learning through digital media serves informal &igo formal education,
as it is “widening access to educational opporyyumhhancing the quality

of learning and reducing the cost of higher edocét(Szucs 2009: 1). The
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use of digital media implies some adjustment indineiculum and it can
take some time for Higher Education institutiongnbplement it. In the HE
institution where | am working, everyone is encgacto use digital
media; all classes are equipped with computerllaitans and screens.
When planning the year’s programme, colleaguesiddoi do some
activities in class requiring the use of digitaldi@e Young people and
students, in particular, mostly use digital mediaacdaily basis, to find
information, to listen to music and to watch filarsd series. By doing so,
they sometimes learn foreign languages, if theckvéiem in the original
version. Students sometimes report about thisassgiwhen they are asked

about it.

| have covered some of the studies on learnersbfisew technologies.
Most investigations relate to this aspect of the needia. Some researchers
have also analysed teachers’ use and reluctardigital media; Hardy
(1999) writes, for instance, that just becausesctasns are equipped with
computers and technologies does not mean thatdesaale using them
successfully; some teachers prefer the traditiorethods and are not
willing to use the technologies or try them outeylare not convinced
about them because they have problems with comfurtetions or the use
of the Internet. They do not always feel at eadh thieir colleagues or
students who are sometimes more familiar with gcénology than they are
(Gallardo et al. 2011: 223). Georgietal.(2008) state that if teachers are
required by the HE institution to use technologtesy should receive

technical support.
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As far as students are concerned, in order to ig&aldnedia effectively or
to learn while using them, learners have to berartwus to manage their
informal learning as well as to contribute to thenfial language learning
(Ollivier 2007: 2). In their informal language leang, students have to
know what they need to improve and to find thetrigformation that can

help them reach their goal. The teacher can helm ttho that.

If students become more independent, they gain nesmonsibility for their
learning. They can also improve their linguistidiskhrough collaborating
with other learners and competing with them (St€ppany 2002: 166).
The advantage of formal learning is that collabweakearning can be set up
easily. Students can take part in tasks in grobpdarsg a common task and
mutual engagement; together, they can gather,atebanalyse information.
Vygotsky (1978) among others is an advocate ofkimat of learning.
Training in learning methods, that teachers attBanstitution where | am

working receive, favours collaborative learning.

However, the use of digital media in class andidatslass is controversial
as it implies inclusion and exclusion, related toljpems of access and
differences between adults and children, for inggirotner et al. 2008b:
3). Digital media also necessitate money, free time knowledge of codes
or computer use in order to use them efficientlyofber 2008: 17). Hampel
et al.(2006: 12) also note that not all learners know howse digital
media. The new media can “pose affective challehggsch can be
positive and motivate the student but they can lailsder the learning

process. This has to be taken into account byetimér and the teacher in
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class, so that the teacher can explain how tohesenedia more effectively
to the students, who will in turn use them outsildes. This shows the

possible influence of formal learning on informadutning activities.

Besides, digital learning has to be adapted and dogjust “replicate
conventional face-to-face settings”, according toripelet al. (2006: 3). It
is not only by placing a document or a video ontime the teachers
produce e-learning, they have to try and find ttheaaatages of using the
new media instead of face-to-face teaching; thesy will complement

their teaching activities.

Digital media serve informal learning as well asial learning. In both
cases, learning has to be adapted to the new tegie® Romero-Mufioz
(2011) favours an adaption to the new learningtaadhing environment
with digital media, by using flipped education, wi¢he student does some
research on the course content beforehand, fanost The new media are
not useful if the old pattern of learning and teaghs not changed.
Sometimes material is missing in schools and in$itutions. Learners
are taught to work with the new media but they camse them as they
wish. The Internet and computer software do notpformal learning
occurring face-to-face with a teacher, who cah ¢ the traditional media,

such as printed books and newspapers, for example.

Digital media are tools to help the learner in antkide class. E-learning
classes exist but the support of a teacher is "e&ladents have to be able

to see and to discuss with a teacher to make Bayeunderstand what is
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required from them and to learn effectively; digiteedia help to reach that
purpose. The new e-learning platform created aHt&énstitution where |
am working could not exist without the teachersistaince and availability
to reply to students’ requests. If learners undehow digital media help
them to learn the foreign language, by using amerdictionary, for
example, they will probably use these methods #adegjies during their
informal learning activities and look up new wordghe online dictionary,

for instance.

Meyer (2007: 53) claims that even if students inikRitutions in Montreal
are familiar with the technology, the majority Istdhow a preference for
the face-to-face discussion”. Recent researchz(B013; Blake 2013)
reports on students’ preference for face-to-faseudisions with teachers in
order to help them in their learning and to renmastivated. Buckingharet
al. (2013) write that students prefer to keep the neia for their informal
learning activities and have face-to-face contath teachers during the
formal classes. Teachers have to take this intowataf they want to relate

their students’ informal learning activities to ithi®rmal classes.

Besides, Aagaret al.(2010)report that technology simplifies and at the
same time complexifies language learning and tegcl8implification
occurs because material for study can easily bedi@nd archived:;
complexity is observed as the large variety ofleag materials and
methods makes it difficult to grasp how studengsreand to help improve
their strategies. In my study, | will explore soofehe web resources

students have at their disposal to practise infbte@aning activities and the
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fact that they sometimes have difficulties in fimglthe appropriate film or
report that matches their language level and tlilahelp them acquire

more vocabulary, for instance.

The digital media evolution is going further, mayitowards mobile
learning or “learning across multiple contextsptigh social and content
interactions, using personal electronic devicesbd(@pton 2013: 4).
Students may adapt rapidly to the new technologicahges and use their
smartphone, for example, to listen to the radidctvahort films in the
target language but HE institutions also have teustand that they need to
change rapidly, adjusting to mobile learning, fugstance. The institution
where | am working, for example, is only now stagtivith a large-scale e-
learning project whereas e-learning has existed tone now, and other
Higher Education institutions are moving towards/ rierms of learning,
such as flexible, collaborative or mobile learnit@be combined in formal
and informal learning. As we will now see, in ordeperform face-to-face
or virtual informal learning activities, learnerave to be motivated either

by themselves or by other factors or people.

2.2. Motivation to learn informally

The concept motivation is regularly used in educeti and research
contexts. However, there is little agreement iatieh to the meaning of the
concept. Researchers tend to agree that motivigaas human behaviour
by stimulating and directing it, but the way it jpaps is reported very
differently in the literature (D6rnyei 2001a).
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This study focuses on the difference between iategr and instrumental
motivation as far as informal language learningascerned, the difference
between both motivations is relevant and markdsrussels, where English
Is necessary on the job market (instrumental mttimpand where it is
possible to find native speakers belonging to drteelanguage
communities, with whom learners can associate thighanguage

(integrative motivation).

Schumann (2001) compares language learning witlgiing. Learners have
a motive to gain some knowledge and search theamient for relevant
information; once they find the information, theyishdecide whether to
use it or not and whether to produce an effortlzange the motivation to
learn it. The classroom can be seen as a learnwigpement, but the
different communities of native speakers of EngirsBrussels can also be

part of this environment, if students get in cohtaith them.

Motivation is not only integrative or instrumentdlcan also be intrinsic
(internal) or extrinsic (external) (Noels 2001) this investigation, the
emphasis is also laid on these two types of matimaPeople can learn a
new language because they have self-motivatiofesidome pleasure
doing it and becoming bilingual; the focus liestba learning process and
not the achievement. This is related to intrinsatisation and the pleasure
of mastering a language. It also refers to intégganotivation and feeling a
sense of belonging to the community who speaksldnguage — that

community in the case of the English language caldd be the
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international community of English speakers, asliEhgs used as a lingua
franca (Mitchell et al. 2013). HE students in Belshave many
opportunities of meeting native speakers of Endbglattending events at
the British Council or going to the Irish pub, fostance. Extrinsic
motivation is related to instrumental motivatios,far as getting or not
losing a job is concerned or having good gradesaashelgree. In Higher
Education, students are very much concerned wiin gnades. They want
to improve their English in order to pass the Esigllass; therefore, some
of them wish to acquire more of the language bygtsmg informal
learning activities, by learning new vocabulary eteng films on the

Internet, for example.

A very powerful and internal motivation, that | exgnced myself as a
language learner and that | notice in my practibemstudents report to me
the experiences and the progress they have mdbeiranguage learning
Is intrinsic motivation, the pleasure coming froomamunicating in a
foreign language. They find gratification in unstanding how the structure
of the language and the meaning of the words caroimbined to
understand comprehensible input and to producerngphensible output.
Pleasure in learning was examined by a Japane$esBoo of Applied
Linguistics, Yashima (2014), exploring autonomyoung Japanese EFL
(English as a Foreign Language) learners. Yashtatassthat this strong
internal motivation and pleasure of communicatiogmg from informal
learning can lead to external motivation in sucasgtests and homework
given in formal education. In my experience, someents have the joy of

mastering the foreign language and communicatiniy people outside
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class and are subsequently gratified in class kiyhbajood grades.
Informal learning has an influence on the studepésformance in formal

learning.

Referring to universities, Coleman (2004) states Binguage study differs
from other subjects. Practice is needed in ordactuire some features of
the language, while other disciplines can be lehtheough repetition.
Subjects different from languages can be acquiyestudying and repeating
several times. Language rules can be learnt thretigly and repetition.
However, in order to acquire how the language eslupractice or
communicating in the target language, is neededrder to have regular
practice of the foreign language, motivation todsmee competent in the
target language is necessary. Motivation is a at@spect in order to
sustain formal as well as informal language leaynihstudents understand
the positive effects of regular language practice fact that they will be
able to communicate more easily in the target lagguwvill motivate them
in the formal language class and to use in thatestnrvhat they have learnt

informally.

Gardner (2001a) refers to motivation as a drivimgé. It consists of three
aspects: effort to learn the language, desireamland positive affect. The
author deals with integrative motivation but highlis the fact that
integrativeness is not always related to motivataansomeone can be
integrated in a language community without mastgtire language.

In a similar vein, DOrnyei (2001c) states that imetton or the desire to

learn is probably the main element which would deiee success. The
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examples coming from my experience and my praciecdirm this idea of
the importance of motivation. Motivation consistsa integrative motive
or good disposition toward the language commuriryei 2001a), this
relates to what Gardner (2001a) explains: the &zarfirst make an effort to
learn the language, they wish to improve their kieolge and participate in
events in the language community; therefore, treseta positive affect or
good disposition toward the language community.ilion also involves
an instrumental motive related to the gains infeey the language, i.e.
getting a job or being promoted (Dornyei 2001a)hBypes of motivation
can inspire a language learner (Noels 2001). Timgept explores the
learning of English in Brussels, whether it invahan instrumental motive.
In Brussels, English is necessary to have a ja@nmultilingual and
multicultural environment. An integrative motivenche present as well: by
learning the language, students at the HE ingtitutthere | am teaching
find pleasure in understanding and using the laggui@his project
investigates whether some students have the desassociate with the
communities where the language is spoken, mostlytherican or the
British community, depending on the time they hapent in the different

countries and the friends they have coming fromdhmuntries.

However, we can wonder whether we can speak ofriatee motivation
for learning English as the learning of English hasome a basic skill and
it is sometimes difficult to identify with one langge community. In their
research dealing with the learning of the Englesigliage, Dérnyei and
Ushioda (2009) still use integrative motivation batopposed to Gardner

(2001a), they move to the notion of “self”. Thisples that “the greater the
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perceived likelihood of goal-attainment, the higtier degree of the
individual’s positive motivation. This desired sdlie ideal self or one’s
ideal future representation (Ushioda 2012: 65)9e apposed to the feared
self, which can hinder motivation (Dérnyei et 8008).There is a complex
interplay of the selves. The ideal self can havegrative and instrumental
motives at the same time (Ushioda 2012); a langlesgaer can have the
desire to learn the language to belong to a largaagimunity and also in
order to have better job opportunities. The desmreithagined self does not
always correspond to the actual self, and thisreancy can result in a
learner’'s motivation to make progress in orderettuce it. As opposed to
the desired self, the feared self can prevent stsdeom learning, as they
are afraid of making mistakes or of ever being ableach an acceptable
level in the target language. Motivation is noehn; its different aspects
have to be taken into account in order to havdl picture of the situation.
This relates to the second research question, whfelns to motivation to

learn a foreign language informally.

Dornyei (2001c: 143) also differentiates betweemal@vation and
amotivation. Demotivationefers to “specific forces that reduce or diminish
themotivational basis of a behavioural intention oroaigoing action”,
whereas amotivation concerns the lack of motivatimming from realising
that there is no point in learning the foreign laage. Besides, a difference
should be made between ‘diminished motivation’ @oi@l loss of
motivation’, which are demotivation and amotivati@spectively. Dornyei
(2001c: 143) states that demotivation does not riearall the positive

motivational influences from the beginning haveptred away. According
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to the author, some positive motives may still exisa learner’s learning
process. For example, someone who is partly deatetivin learning
English because of the English teacher may stitktthat learning English
is important because it is an international langud® sum up the
difference between the two concepts, demotivasdmked to external and
internal forces whereas amotivation concerns géonataome expectations
that are unrealistic on some grounds. In this studsl investigate what
type of activities teachers suggest that can be donan informal basis,

whether these activities can motivate or demotitta¢estudent.

There are various ways in which learners can sustativation. One way is
receiving feedback and sometimes rewards, whicthegmwith individual
participation in cooperative learning and group kvétewards are a kind of
extrinsic motivation, which does not come from lib&rner itself; they may
be seen as an obstacle to intrinsic motivatiorakers will not be
stimulated by themselves, but this did not provedadrue when rewards
were not considered as a control on the situatidmdiher as an incentive to

performance and progress (Sears et al. 2012: 2@).-24

It is also important for the language learnersustain their motivation and
practise the foreign language on a regular ananmbbasis. If they want
that experience to be productive and to keep ombawotivation, students
need to make use of learning strategies. Learndéirdevelop their own
strategies, as Naimagt al. (1996: ix) says about the motivated, ‘good

language learner’:
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“the successful or good language learner, with gtexdthined overall
characteristics, does not exist. There are manyidwhl ways of

learning a language successfully”.

It is important to point out that “not all learngnogress all the time”
(Arthur 1992: 46) and that learners progress &tiiht paces. Therefore
learning strategies have to be adapted individudle definitions of
“learning strategies” vary (White 2008: 8). Strategsearchers have

examined how the term strategy is used and the ¢arthis point:

“Language learning strategies are commonly defasethe
operations or processes which are consciouslytselend
employed by the learner to learn the target languadacilitate a
language task. Strategies offer a set of optiam® fivhich learners
consciously select in real time, taking into acdatiranges
occurring in the environment, in order to optimilseir chances of
success in achieving their goals in learning amdguthe target

language” (White 2008: 8-9).

Some learners may also use many learning strategfiesut making
progress in the foreign language because theynetk/ation (Cohen 2012:
142). The use of learning strategies varies froaividual to individual and
can even change or evolve during the whole learpiogess of the same
person. The teacher can encourage learners toogeteir preferred
strategies or can propose new ones according teaneer’s situation and

in order to become active and independent learMa&ivney (1999) states
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that guidance should be available to students duhie whole learning
process, and not just at the beginning. Studes#shing strategies and
guidance learners receive as far as informal lagrisi concerned will be
investigated in this research. Students’ learntrefegies can be finding
salient words when they watch a film or listen teoag in English or asking

native speakers of English to correct them whew thecuss at the pub.

Guidance is mostly given by the teacher who sugsittdents’ motivation.
Teachers are needed as facilitators and motivatdearning (Zukas et al.
2002), even if education is learner-centred anthkya become more
autonomous. Doérnyei (2001b) explains some of thesrof the teacher,
motivator of learning, such as setting goals farmers and giving regular
feedback. The teacher’s enthusiasm for the taagefiage will enhance the
learner’s motivation. | will explore whether thectes in the relationship
between the teacher and the learner is on pogkigerience, progress,
feedback and appraisal to generate further motinatnd autonomy to learn
in formal and informal environments. According tolér (1997), the
teacher should be seen as a facilitator or helfpleraoning but also as a
counsellor who can give information and guidancke#oners through
personal interaction and as a resource or expenylstudy, | will
investigate how students view the teacher. Theherazan be a motivator of
learning, by explaining how the language worksfdmylitating
communication, by giving tips to students so thattstudy on an informal
basis. Although teachers can feel and observe wslngppening in class and
students report they can be motivated by theiteactutors know very

little” (Arthur et al. 2000: 35) about what learsefo outside class. In this
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study, | will explore whether teachers still do kobw much about their
students’ informal learning practice. Benson (200)1states that teachers
agree on the fact that students learn best wherréoeive formal and
informal learning, but there are not many studieshe effectiveness of
informal learning. Therefore, it is more difficditir teachers to know which
informal learning activities students engage withis project aims at
establishing what and how students learn informeig whether and what
teachers know about their students’ informal leagnlif teachers know
about what learners do outside class, they mapleet@a motivate them and
to recommend them informal learning activities vwhaére suitable to their

needs and expectations.

Not only motivation but also self-regulation or tyatitude to control
yourself and your emotions is essential in orddva@successful in language
learning (Ning et al. 2012). This means that itnportant to get over
laziness for instance and to work in order to atthe desired language
goals. Motivational self-regulation is related ta@omy of the learner,
who reflects upon his learning process and is @bt®ntrol it (Dornyei

2001a).

This research will analyse the students’ souramativation and their
motivation to learn on an informal basis, origingtin an integrative
motive, as the desire to be part of the Englistakjpg community and an
instrumental motive, passing the English classsardequently finding a
good job thanks to the knowledge of the Englislyleage. In the motivation

process, the teacher may play an important rofedtivating students in
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class and recommending informal learning activitigsthis study, students
will be asked whether they consider their teackea eotivator of learning
and teachers will reflect upon their function wiélspect to motivation to

learn in and outside class.

2.3. Reflection, as part of autonomy in the language

learning process

In order to keep up motivation and pleasure innggy a foreign language,
noticing and reflecting upon the language can beddearner. Noticing has
been researched by Schmidt (1993, 2001) who dtaéshis is how
language learning can happen. Noticing relateBdddct that learners
cannot learn structures or meanings in a languagey do not notice them;
it is a starting point for language acquisitiontidiog is important and
should be encouraged by the teacher in the classroat it should also be
practised outside classroom when learning on annmdl basis, when
listening to music or watching films and series,ifstance. After noticing
and being aware of the particularities of form amehning in a language,
learners can reflect upon the language and theitgeglearning process, in
order to adjust their learning strategies, by aiing their own mistakes, for
instance. However, the noticing hypothesis has lbea&oized by Truscott
(1998) because it is difficult to know preciselyatlattention represents
when noticing a language form, because noticinglevoat help acquire the
language but would help acquire metalinguistic edu® analyse language -
knowledge of the language. Truscott recognisesthiganoticing hypothesis

gathers much information and many ideas; they babe better organised
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and analysed. In this research, the noticing hygsmh(Schmidt 1993) is
taken into account in order to analyse the findirgsit is a theory that is
promoted at the HE institution by my colleagues érmgbpears to be seen

positively by our students as far as language iegiris concerned.

After students have noticed language structuregragahings, they can
reflect upon the language learning process. Foamalinformal language
learning requires reflection and autonomy in otddve really effective.
According to Tarvin and Al-Arishi (1991), reflectimccurs when a
problem or a particular situation has to be fagsdithrough processes such
as comparison, abstraction or analysis, the casbedetter understood.
By noticing and reflecting, students learn and wsi@dad more of the
language, this encourages them to reach a higheritethe target language
and to communicate better with the speakers ofatihguage. This is a
stimulating process, where students become moomantous. As Murphy
and Hurd (2011: 48) write, there is an importatdtren between autonomy

and motivation, critical reflection being essenta@l autonomy.

To explain the relation between autonomy or thenkexas responsibility for
the study of the language (Benson et al. 1997 )naotilvation, teaching
practice shows that if students are responsibléfgr own learning, they
will be motivated and vice versa. Autonomous stislene active in the
learning process in order to improve their languagmwvledge. They can
control the language learning on their own, withatnstitution (Lamb et

al. 2008: 22). This study will seek to understand/ tHE students become
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autonomous in their language learning throughaoaitieflection. As Little
(2008: 2) states:
“The development of autonomy in language learngngaverned by

three basic pedagogical principles:

-learner involvement engaging learners to share responsibility for

the learning process (the affective and metacogndimensions);

-learner reflection- helping learners to think critically when they
plan, monitor and evaluate their learning (the magaitive

dimensions);

-appropriate target language useusing the target language as the
principal medium of language learning (the commatne and the

metacognitive dimensions)”.

With these principles, it is clear that autonomy agflection are closely
linked in the field of language learning. This stueks to find out whether
students reflect upon their language learning ¢heg have noticed some
aspects of the language, such as salient wordsearse of vocabulary
registers. By critically reflecting, they will béla to learn the language

better on their own.

Stefanowet al. (2004) differentiatgrocedural autonomy suppo+tin which
students cope with their own experimental materasdcognitive
autonomy suppor in which students find solutions to problems, and
receive feedback. In the first case, we are dgailiith students who gather

their own material to learn and not the materigegiby the teacher; in the
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latter, the teacher encourages students to firiddia solutions and
provides feedback to this; the teacher does natigegdhe solutions. This is
a more learner-centred approach. If students keabe autonomous in

class, they may be able to apply the same prircipléside class.

As claimed by Holec (1981) and Little (2008), lemrautonomy means that
students are taking charge of their learning; aatonoccurs “when we
accept full responsibility for the learning processknowledging that
success in learning depends crucially on oursebther than on other
people” (Little 2008: 1). In this study, | will elqre whether students are
autonomous and have the ability to reflect, analgsatrol and evaluate

what has been learnt.

Although autonomy is often a “learner-centred id@énson 2008: 16), the
notion has evolved and today, we realise that eraatitonomy is necessary
as well. This seems contradictory. If learners @egrcise autonomy and be
responsible for their learning, we can wonder heachers can be
autonomous in their teaching. It is actually thriotige combination of
teacher and learner autonomy that the languagéeslti be learnt. In order
to express oneself properly in the foreign languagféection, among other
aspects, is needed to understand how the langaagerig process occurs.
This reflection can be encouraged by the teacherwith motivate the
student to learn. Consequently, the teacher hster autonomy, to get rid
of old methods where the teacher was the only omggve instructions.
Teachers have to listen to the students, to engamed reflect on pedagogy

in order to find the best individual methods tarfesuccessfully (Smith
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2003: 6; Dam 2007). Learner autonomy and teachtenamy have to
“develop in tandem” (Lamb 2008: 10), they have @écebhhanced in the
practice (Raya et al. 2008) and they have to beuisd in class, so that
teachers can help students be autonomous outsiste dlhis is related to
the research question which explores who motivstigdents to learn
informally. Learner autonomy is developed by thelshts themselves.
Teachers are sometimes frustrated when they dedadat of energy in

their class and they obtain little results from stigdents. These learners rely
too much on the teacher and are not autonomouste&leber should lead
them to more autonomy (Benson 2008: 24). This daetwith self-
awareness and consciousness “raising about theer@ftlanguages and
what it is to learn a language” (Trebbi 2008: 48)is could be taught to
students; that way, learners would be more automsraad would control
their learning process. It is important to rementhat teachers are also
learners, “able to learn from their learners” (3n8003; Lamb 2008), who
then become teachers. Teacher autonomy implie=ctiefih on developing
learners’ autonomy and on the processes that aflogdents to acquire, keep
and increase learners’autonomy (Lamb 2008: 11)Heyas encourage

students to acquire autonomy; this helps the leatioestudy outside class.

Related to autonomy, teachers’ and learners’ petisigs are also different.
The teacher has to keep up with “institutional h&@g arrangements within
established curricula” and learners are “concemi#ial learning, in a much
broader sense, and its relationship to their Ib&gnd the classroom”
(Benson 2008: 15). Although teachers’ and learnsesspectives are

different, they both share the same interest igdage learning and
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‘personal autonomy’. This is important in ordeutoderstand how formal
learning is organised, how the teacher can helfetr@er to reflect upon
the language learning process and to be more autmmin the formal
language learning process as well as in the infoome, as the teacher can

be a facilitator of both learning processes.

As discussed above, reflection is something thatesits have to do by
themselves (Anderson et al. 1996) or with the loélp ‘critical friend’
(Costa et al. 1993) or a trusted person who gigedldack to the learner.
Reflection can also be encouraged by the teaahénid investigation, |
examine whether language teachers are aware ofsthéients’ reflection
and how they stimulate reflection upon the inforfeakning process.
Students who are eager to learn in class and euttads have been found
to engage in ‘noticing’ before reflecting upon theguage learning process

and become autonomous in their learning.

Autonomy has long been considered as an individtadess (Holec 1981)
conferring more independence to the learner aisdsiill considered as
such, but autonomy is also based on social relatma interdependence,
between learner and teacher as we have seen dhi\adso with other
social contacts. Nowadays, learning is a sociaviggtbeing through face-
to-face contacts or in the virtual exchanges orrternet. Therefore, there
is a need for respect for the autonomy of otherdiddping and receiving
help, being fair and collaborative (Lewis 2014:.3RYyan and Deci (2000)
developed the self-determination theory, whichsstes the role of intrinsic

motivation, the pleasure of learning the langudgé¢he theory, relatedness
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represents an innate need and is the desire tadht@ith others, to care for
others and to be connected to people. Social ittieraand autonomy are
connected and help in sustaining motivation. Le@nan become more
autonomous in their learning process thanks to twgitacts with other
people, their positive attitude and the feedbael tteceive from others.
This can help them develop more language skillsiapdove their

knowledge of the foreign language.

As far as the learner’s responsibility is concerrikd concept of self-
directed learning goes further than autonomy. Idgdaatonomy refers to
the responsibility of the learners taking chargéhefr own learning (Holec
1981: 3), whereas self-directed learning is “knayow to realise that
capacity” (Holec 1985: 188). Knowles (1984) expaihe principle of self-
directed learning where individuals take the congpimitiative of their
learning by considering their learning needs aralgy@hoosing the
appropriate resources, using the proper learniagesfies and assessing
their learning outcomes. Concerning informal leagniearners can present
autonomy by practising various activities and retfleg upon the language
learning process. Besides, students practise selftdd learning when they
have chosen the activity they need related to taeguage level; when they
use the best learning strategies, such as workithgavcritical friend’
(Costa et al. 1993) and when they can assesdeheiting outcomes,

whether they have met the required criteria.

Boud and Walker (2002) study autonomy and reflecitioclassrooms in

post-compulsory education. They believe that lagguaarning practice
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can be considered differently by the learner, lgytdacher, or by the
institution. The major aspect of learning from exgece is reflection on the
practice. They advocate ‘critical reflection’ atety warn of the dangers of
simplified reflection consisting of ‘technical foutae’ or ‘following a
recipe’ (Boud et al. 2002: 92-93). Each situati®@a iunique ‘learning
event’. Experience is wide and not limited to wtiet teacher represents.
Boud and Walker (2002) mean that we have to evaleath learning
situation with our experience and we have to try anderstand the

meaning of experience. Then, it is possible to ghamsituation if needed.

It is through the ‘process of reflection on our espnces’ that we learn
(Doyle 2001: 11). This project will study how thepess of reflection is
relevant for learners in their informal learningt lvill also try to establish
connections with the role teachers can play in eraging students to think
about their learning process and experience. Ki#i84) was previously
mentioned in dealing with learning by experiencé&aperiential learning’.
According to Tudor (2001: 84), meaningful expenaiiearning depends
on the learner’'s mode of study and individual leagrgoals, among other
aspects. Therefore, reflection upon experienceaming a foreign
language is necessary and will lead to a betteerst@hding of the informal

language learning process.

Students can take charge of their learning proaedgeflect upon itin a
resource centre, for example, having access torthee and digital media
at their disposal in order to learn English. Leagnwith the media, students

can acquire vocabulary and structures incidentalithout real intention to
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do so. They learn in the course of other actividied by using the different
language skills (listening, reading, writing an@aking) (Sockett et al.
2012). In my practice, students develop linguiskitls by using the Internet
and social media and therefore acquiring new vdeapand language
structures. Through the social media, they hawstterstand the messages
addressed to them in a foreign language and reglyeim. Although this
can occur incidentally, they can notice they hassuaed new vocabulary
subsequently and reflect upon the impact of usiggad media in their

language learning.

Riley (2001) states that formal structures are aded informal education
and a certain method and recording of progressruhe form of a

portfolio, self-report or learning contract (Andeinset al. 1996) is useful in
order to stimulate the students’ reflection andiwadton. In this
investigation, the European Language Portfolio (E{Cbuncil of Europe
2009) is examined as a tool that encourages rafteand autonomy on the
language learning process. By means of the ELEesta can also report on
their noticing of the structures and meanings eftdrget language. They
can reflect upon their own ELP and relate it tarthlassmates’ ELP in a

desire to interact with others and to have feedlfiak others.

2.3.1. The European Language Portfolio as a reflection tdo

In order to promote autonomy and reflection inldregguage learning
process and to keep track of the activities stigdengage in outside class as

well as their views about the activities, the usa portfolio or a diary that
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is filled in by the learner on a regular basis migitove very useful. With
these or similar tools, learners can report orirtfigmal language activities
they have engaged with, the way they consider éineynaking progress,
their language learning strategies and intention$uture learning.

This investigation focuses on autonomy and refbectn language learning.
Tools that can encourage develop these skills @téopos, diaries or blogs.
There can be various types of portfolios, diarieblogs, which can be
adapted to the learners’ needs, but the aims eéttwols should remain

similar.

A language diary reports on the student’s langueaeing activities on a
regular period of time, with comments and thougjuisig along with it
(Suzuki 2004). A diary can help the researcheeacher to know which
informal learning activities students have engagedtut also the amount of
time they spent on them. When the language diaoylise, it could be
related to a language blog. Blogging can promadfees@ression and
reaction from other learners. The advantage ofgtapis that it prompts to
regular site updates (Hourigan et al. 2010). A legg diary can be part of
a student’s language portfolio. The portfolio i®al to develop student’s
autonomy and reflection on the learning procesdfqm assessment helps
to bring the student’s learning to their attentitmnacquire cognitive and
affective strategies in relation to others, notassarily the teacher, but
classmates (O'Leary 2014: 33). Portfolios are desdras “tools that offer
learners an opportunity to gather, evaluate, sedeciuire and reflect on the
work they have done and share it with others asfpf effort and

achievement for assessment and employment purp@Sesiez 2012:
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126). In a study carried out in Sweden by Sunddq2@11), learners filled

out a diary with the time spent on activities rethto English outside class.

The systematic use of portfolios in language leaysitarted ten years ago,
its use has been advocated by several authorkittle.(1991), Moon
(1999), Murphy (2008) and O’Leary (2014) among ath&hey consider
the use of portfolios in Higher Education and infpssional contexts as

tools which promote reflection and autonomy.

The portfolio | decided to use in this researcthes‘'European Language
Portfolio’ (ELP) (Council of Europe 2009). | chodee ELP because it is a
structured tool, because it has been specificabyghed for language
learners, because it is known in education, becises been used and
revised in Europe for some time, because it isadiye&known by some of my
colleagues and by a few students, because it caddy#ed to the needs of
the HE institution and to the students’ needs. EbE contains several
sections which can help view what students do deioto improve their

knowledge of the language and how they learn.

The ELP consists of a Language Passport, a LaedgBiagraphy and a
Language Dossier. The Language Passport is a méaasording language
skills, qualifications and experiences. Languagksskre determined ‘in

terms of proficiency’.

“The Language Biography facilitates the learnenglvement in
planning, reflecting upon and assessing his ofdaning process

and progress; it encourages learners to statetiwaican do in each
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language and to include information on linguisticl @ultural
experiences gained in and outside formal educdtomomdexts; it is
organised to promote plurilingualism i.e. the depehent of

competencies in a number of languages.

The Language Dossier offers the learner the oppibytto select
materials to document and illustrate achievemenéxperiences
recorded in the Language Biography or PassportufCib of

Europe 2009).

The ELP, as a portfolio, links informal to formahkning. It allows students
to report on their informal learning activities atodwrite about their
learning methods and strategies. Therefore, itshitlpm be aware of their
language learning process and it helps teachens i@t students do and
how they learn in order to adapt their teaching @ancbnsider students
individually. | chose this portfolio because in tHE institution, my
colleagues are willing to use it and | already iiséth my students in class.
| ask my students to fill in an adapted versiothef portfolio at the
beginning and at the end of the year in order éohsmv they expect to
improve their English and what they have done tetrtteeir goals at the

end of the year.

The pedagogical action of the ELP goes further taaguage teaching and
learning; therefore, it represents a shift in etiocal theory and practice. It
is a turning point in pedagogy because the ELRrisvative and based on

self-assessment, self-reflection and self-diretgaching (Kihn et al. 2012:
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1), instead of teacher-directed learning or assessroomments and

learning methods coming exclusively from the teache

Learner autonomy and reflection of the studentltésam the use of the
ELP, which can prove useful to learners and teacineiligher Education.
It is learner-centred, it favours lifelong learnimgs designed for the
learners, who have to acquire the foreign lang@angklearning processes,
who have to develop skills and strategies, who hav®e proactive in their
learning (Little 2009: 1). It allows to “develop antonomy culture in

contexts previously dominated by traditional pedpddLittle 2004: 2).

The Portfolio can be used independently or withitélkp of the teacher.
Teachers can explain and justify its purpose; gteuld help students
develop appropriate strategies to learn the forEigguage through the
ELP. They can help learners by giving simple tdsks and gradually more
complicated ones, which can be reflected upon. iBhimportant because
some learners resist “taking responsibility in Bid>-oriented work, being
satisfied with their (relatively) dependent roleidapreferring the familiar
teacher-directed work (Kohonen 2012: 32). In thislg, the ELP will be

used as a tool to identify informal learning andefdect upon it.

2.4. Conclusion

This literature review focuses on informal languggning, which is not
structured and usually practised outside classppesed to structured

formal learning, based on evaluation and certificatind structured non-

84



Anne Van Marsenille T5729444

formal learning, not depending on evaluation (EespCommission 2001:
32-33). Informal language learning has been las$ied than its
counterpart, formal learning, because it is notarged by an institution
and it depends more on the learner, which makesiie difficult to
understand. This is the reason why this investigageeks to identify
informal learning through students’ observationd tmrelate it to formal

education.

Informal learning is related to the psychologyesdrning, as mental and
cognitive processes are involved. What KrashengL8&fines as
comprehensible input is needed to understand tlssage coming from the
speakers of the target language but a comprehermilyput (Swain 1993)
has to be uttered in order to be understood. B@mecessary; they
transform language learning into language acqarsitKrashen 1982). This
transformation process can be observed in classghrthe language that
informal learning students acquired outside clasghis investigation, | will
examine how students acquire the English languagegh informal

learning activities, how class learning becomesiesttipn.

Informal learning can be viewed from a sociologipatspective. We can
wonder how students interact with their environmerdrder to be
proficient in the foreign language. Hamilton (20823 Ellis (1994) have
examined the importance of the learning environnreatquiring a
language. An important concept is Lave and Wend@891) communities
of practice (CoPs). CoPs enable learners to fimdnsonities sharing their

points of interest and using the target language. CoPs can be face-to-
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face or virtual, as much of the communication isusdng through the
Internet nowadays. The purpose of this study ideatify more precisely
how learners take advantage of the world arounoh thied through digital

media in order to improve their knowledge.

In a formal as well as an informal environment, ivadton is a key element
to successful language learning. This study witllese what and who
motivates students to learn formally and informaltya regular basis. We
will see whether students want to be part of theroanity who speaks the
language. We will consider whether they learn #rggliage in order to have

better job opportunities.

In order to be more proficient in the foreign laage according to Arthur
(1992), Naimaret al. (1996) and White (2008), among others, reflectson
needed to analyse one’s progress and experiende (kK#84) is an
advocate of learning from experience and usingcétin in order to
experiment fully the acquired experience. Kolbigue relates to the non-
reflective aspect of learning, the overemphasitherrole of the individual
and the “decontextualization” of the learning psx@eeton et al. 2002).
This study takes Kolb’s model and its limitationgol account, analysing
students’ learning experience and reflecting upo8tudents and teachers

can take part in this process.

The use of portfolios, such as the European Larg®agtfolio (ELP),
promoting autonomy (Benson 2001) and reflectiolanmguage learning, is

one of the means that can help in the integratnmhesvaluation process of
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the formal and informal learning. This study exagesithe ELP, as one of
the tools to promote autonomy and reflection imfarand informal
learning. These areas of research, all relatedftornal language learning,

were used to formulate the following research qaest
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CHAPTER 3: RESEARCH STUDY

3.1. Research methodology

In this study, what learners do from their perspecand in their own way
is explored. The goal of this research is to dbscand understand how
learners report acquiring and developing their leage skills and strategies

outside the classroom.

This project is a single case study, which triesl#éoify learners’ views on
the informal learning of English at a Higher Edimatinstitution in
Brussels. It lies within an experiential approathualitative inquiry, as we
are dealing with “human lived experience” (Schwaz@d7: 100); it is the
students’ experience as it is lived, felt and usttexd by them that is
analysed in the investigation. Stake (2005) expl#nat the researcher
knows about the students’ learning because thamaser asks them. The
students are the ones who are observed and haegpbegence of informal

learning activities within the HE institution.

This is naturalistic research as the learning 8dna are examined “through
the eyes of the participants” (Cohen et al. 20@87)1The aim of the project
is to “study human action in a setting that is cantrived, manipulated or
artificially fashioned by the inquirer; hence tledtig is said to be ‘natural’
or ‘naturally occurring” (Schwandt 2007: 207). hs further explained by
Cohenet al. (2007: 20), who give some characteristics of radistic

research, among others that
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“situations are fluid and changing rather thandixend static; events
and behaviour evolve over time and are richly adéédy context —

they are ‘situated activities’ ”.

What students write and say they do and learnbgitudied. | have to
examine this carefully because there may be diao@es between what

they write and say.

This research is also situated within the exployaémd interpretative
approach, as it is based on understanding expesesfdanguage learning.

Faerchet al. (1987: 66) explain that

“the aim is the interpretative reconstruction etistures of sense, of

the view of the world and of self, as well as oésuay knowledge”.

The study is based on learners’ understandingeofaihguage learning
process; how they view informal learning developd toeir interpretations
are “continually reformulated and mutually agrepon’ (Faerch et al.
1987: 57), which is part of the interpretative mhgan, as opposed to the

normative paradigm, which

“proceeds from the assumption that actions andhifieins of
situations are to be considered as either explioitimplicitly

determined once and for all” (1987: 56-7).

There will be an open dialogue between the resqaaditipants,
considered as informants, and the researcher,ghrmaspondent validation

or the verification of the data.
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In considering students’ views and verifying whettineey correspond to
their teacher’s opinion, several perspectives ezegnted and reflected
upon in an attempt to reduce bias or “the tendeémayquirers that prevents
unprejudiced consideration or judgement” (Schwa@dt7: 20). Language
learning is approached according to students’ vigmgstheir teachers’
viewpoints in order to triangulate the informatiéfaving two angles is

important in order to verify the data.

3.1.1. Case study

The choice of a single case may be explained,stants for a typical case
or a representative institution, according to Y20@9: 48). This research is
based the HE institution where | am currently wogkilt has been

described in the research introduction.

The study of English as a foreign language is cdsgoy; on an average,
students learnt English for six years before entgetihe school. In addition
to English, students have to choose a second folaigyuage: Dutch or
German. Although there are not many institutionthef type in Brussels,
foreign language courses at this HE institutionrapgesentative of similar
courses at other HE institutions or at universityis is why research on this
theme is relevant as far as the choice of the siog$e is concerned.
Although the findings of this study could be apglte other Belgian HE
institutions, the case study can be criticized a&snot easily generalizable,
as we are dealing with one case in a particuldingeHowever, Gomnet

al. (2000: 5) write:
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“In some case study work, the aim is to draw, quravide a basis
for drawing conclusions about some general typghehomenon or

about members of a wider population of cases”.

The outcomes of this research can be applied tsithation of other HE
institutions and universities in Belgium and prolyab Europe.

The results do not come from statistical analyssssome critics concerning
generalization in case study research point outiHay rather feed a
process of ‘naturalistic generalization’. In cagedges, “what is crucial is
the use others make of them or how they facilitlage'transfer’ of findings
from one setting to another” (Gomm et al. 2000:Th)e significance of this
project lies in the fact that the findings relatednformal foreign language
learning can be used by other Higher Educatiortingins and universities
in Belgium and Europe, with a comparable studepufadion and where
foreign languages are also taught. In this caslysthe focus of the
investigation is the learning of English but sonmelings and conclusions
can be applied to the learning of other foreigmglaages: the use of digital
technologies as a tool to learn informally or refileg in order to understand

how the foreign language works, for instance.

The chosen case is not the whole HE institutionfdurt classes in the
second and the third year of study. These classes selected because in
the second and third year, students still learrfdregn language, whereas
in the fourth and fifth year, they receive spesiatiasses in the foreign
language. The first year was excluded as the nuwitstudents is not stable

and it is difficult to make appointments with thadents. The four
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particular classes in the second and third yeae wkosen because the

teacher was willing to have research carried ogtass.

The selection of the institution where | am teaghiras made for practical
reasons as well; contacts with the research paatits were facilitated and
therefore data collection could be completed inaltecated time. However,
as | am teaching there, | may not always have devessary distance to

analyse the whole language learning situation.

Furthermore, the case study approach “providegpaortunity for one
aspect of a problem to be studied in some deptall @05: 10). In this
study, the issue at stake is the observation addratanding of students’
views on their informal learning of English. Mottian and reflection in

learning are part of this issue.

The informal learning of English was identified imgans of several
methods and over a certain period of time. Themphasised by

Denscombe (2007: 37):

“One of the strengths of the case study approatifaist allows the
researcher to use a variety of sources, a varfdiypes of data and a
variety of research methods as part of the invasag. It not only
allows this, it actually invites and encouragesrésearcher to do

SO
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As we will see, in researching this case study, $aarces are used:
students’ views and teachers ‘views. Various medtare also used:

questionnaires, interviews and self-reports.

Finally, Yin (2009) advocates a case study appredwn the researcher
does not really control the situation being studladjualitative research,
not all parameters related to the participantstariie study are controlled.
In this investigation, | did not know the studeatgheir views; | could not
always control the whole situation; | did not knashat the students would
reply and | had to renew some of my questions aicgrto the students’

responses. | could not exactly ask the questidragl lwritten all the time.

3.1.2. Role of the researcher

As qualitative research is prone to subjectivitys important for the
researcher to show reflexivity. Ball (1990: 36) kxps: “The nature,
limitations, and possibilities of data can be fudlypreciated only when we
begin to know how the actors’ views of the researttave influenced what
they have or have not said and done”. The resgmxltipants may have
spoken freely to me but they may have been infleérxy the fact that |
was working at the institution where they were ging. Indeed, reflexivity
Is also needed in order to consider one’s rolenaasader or outsider
researcher. While going to classes and adminigfepuestionnaires and
subsequently interviewing students and teachdrseatstitution in French,
the common mother tongue, | am working as an imgieearcher or an

“established participant” (Hammersley 1993: 21%eseching in my own
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organisation and having inside knowledge of itskiray. Hockey (1993:
199) mentions the advantages of the insider reBegrnamely maintaining
good rapport and communication with the participaad well as receiving
more intimate details during the interviews. Indebé students of the HE
institution where | am teaching spoke about theoigation of the school
and the language courses; they gave their impmessibout the institution
and the classes. They would probably not have agdan the same way
and given some of these details to people who d&maw the HE
institution; but they might also tell me what | waa hear, although | am
not their teacher and will not be in the futureah also be considered an
outsider researcher as | am not dealing with my students. | was not
known to the students, but | introduced myself ésagher working at the
HE institution where they were studying. After thegta is collected and
discussed, | will not have further contact with theearch participants, as |
am teaching English to students in the secondam@Dutch to students in
the third year. | will not teach English to thedsuts in the second year |
interviewed, as | am teaching Dutch in the thirdryé¢ do not teach English

to the students in the third year.

Actually, the position of insider and outsider r@®#er gives a more
complete view of the research situation. As Hella@@906: 487) writes
that “ideally the researcher should be both insidéoutside the
perceptions of the ‘researched’. Hammersley (1888jirms that both
empathy related to the insider and alienation kintcethe outsider are
helpful to the researcher. For the work of a gaalie researcher to be valid

and accepted, the position of the researcher -hw¢aa present two sides,
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insider and outsider — and the limitations duentoresearcher’s
involvement and interpretation of the participanigwpoints, have to be

taken into account.

As explained above, | am an insider and outsidezarcher, | am currently
working at the institution where the research wasied out; this is the
reason why | can interpret some statements thegrabhdut the school and
the language courses. | could understand easily sthdents are discussing
when they mention the language curriculum at thart$ktution. | had to
remain alert not to deal with emotional aspectsteel to colleagues and
their classes. | did not give further comments wsiewlents spoke more
emotionally. | can interpret what students saylth#ve to be careful not to

do this with preconceptions related to my positiothe HE institution.

3.1.3. Ethical considerations

Ethical considerations in my research include tived@or’'s consent and the
Head of the Language Department’s consent to carryhe research with
students and teachers at the HE institution, tidesits’ consent to
participate in the research, with the anonymityhef research participants
and the fact that they checked my data to verifetiver | accurately

represented what they had said.

The access to the participants was relatively rapdieasy as | am teaching
English and Dutch at the institution. The Direatbthe institution read my

questionnaires and interview questions, he subseiguegreed with the
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practical aspects related to my research in langleagning. The Head of
the Language Department gave me his oral consemnieiview the

students. Four colleagues agreed that | couldresk gtudents as
participants in the research and that they woulohtezviewed themselves.
The access to the students was relatively easy Wwas quite difficult to
have the sufficient number of students for therinésvs and to arrange the
practical details, such as the time of the intewimdeed, students are busy
with numerous activities and it is sometimes hardliem to stick to the
interview schedule. Therefore, the interview schedhad to be reorganised

several times.

The ‘informed consent’ and the ‘agreements aboeiudes of the data’
(Bell 2005: 46) were received. Students receivedrsent form they had to
fill in and sign in class, along with the questiaite (See Appendices 1,2). |
did not receive formal approval from the OU ethlsosnmittee, as | started
my research in 2009 and it did not fall within tiesearch framework. At
that time, it was acceptable to make my own judgeéragainst the
committee’s criteria. The research participantsoaex 18. It was judged
that my study would not harm participants, or dfteeir studies.

The names of the participants have been anonymisedmbering system
Is used in the presentation of the data. Studemdeachers agreed to the
recording of the interviews, which was later senthiem, with the interview
transcription and translation, to verify the inf@ton to make sure of the
validity of the data, to check whether they reatigant what they said and
whether it was transcribed and translated corretthg possible

misinterpretations were discussed and corrected.i$lcalled ‘respondent
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validation’ or ‘member check’ (Schwandt 2007). Tlislso part of the
interpretative approach, based on learners’ arch&ga’ interpretation of
the language learning process, which can be reflatediand agreed upon.
The verification was also done in order to avoiashis interview

transcriptions can also be subject to bias:

“The literature provides a growing consolidationlfstrations of
transcription as theory, as selective and padglepresentative and

as interpretive” (Davidson 2009: 47-48).

The translation of the parts of the interviews #rainformation coming
from the self-reports from French into English abalso be biased,

knowing that

“the interpretation or translation of the researtkrview is revealed
as a site of interface between different identitgl &nowledge

claims” (Temple et al. 2002: 17).

The translator’s perspective and identity havegadnsidered in reading
the findings; the researcher and translator andlyfse data in French but
translated the findings into English. Thereforegider to counter bias, the

final translated results were submitted to an ewareader for verification.

Another ethical concern was to ask the interviewelesther the whole
interview could be used for the project. They heckas to my data and
could ask me not to use some parts of it. Theggrked with the fact that |

could use the whole material. In the future, if itierviewees wish to read
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my study, | will provide it upon request. My thegigl also be available

online via the OU ORO repository.

3.2. Methods of data collection

The methods of data collection section includesctizgce of a mixed
methods approach as well as the details of theadsthised in the research,
the language used for data collection, which ited#nt from the language

used to write the thesis, the research participamdstheir selection.

3.2.1. Mixed methods approach

This investigation used a diversity of methods,stadent questionnaires,
student and teacher interviews as well as studdfateports. | adapted the
Language Biography of the ‘European Language Fatf@ouncil of
Europe 2009) in order to write the self-reportsey were handed out and
explained to the interviewed students. The differeathods helped me to
understand all the aspects of the research qusstimaquestionnaires gave
a broader view of the students’ learning situattbe, interviews a closer

look and the self-reports presented even moreldetai

“In an integrated methodologies approach, the sfahe process,
however, is the main research question” (Plowrifitl: 8). From the main
research question related to what and how stugeatsise informal
learning, the other research questions were desdlapd consequently the
research methods. These research methods aretgtra@iin using

questionnaires to have a general view of the laggl@arning situation and
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qualitative in the students’ interviews and seffads in order to have more

detail on the language learning process.

“Once you have formulated your research questtomillibe clear
that your researcill involve one or more sources of information.
These sources will provide you with the data fouryesearch”

(Plowright 2011: 14).

To answer the main research question, generaligonestere asked to a
substantial number of students; therefore questioes were used, as they
are a practical way to collect data from a largsber of people.
Subsequently, some details in the questions frengtlestionnaires were
revised during the interviews with a smaller numisestudents. Finally,
self-reports were given to some students to unaieishtnswers to some of
the questions in more depth. The interviews weng-s¢ructured, so that
the interviewees could express their views morelyreand reflect with a

self-report in some cases.

Different types of methods were used in order teetsome validity, as this
is an important aspect of a case study approadh.rébearch uses a
triangulation of methods: student questionnairez (Sppendices 3 to 5)
compared to student and teacher interviews (Seemgipes 6 to 15),
followed by student self-reports (See Appendicesl¥®. Questionnaires
were used in order to obtain some background irdtion which was
explored in more depth during the interviews. Thas¢hods are in line

with many studies in foreign language, which
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“include a background questionnaire for learneis r@searchers
sometimes follow up on this source of informatignusing
interviews to expand on particular topics or taifjadetails” (Gass

et al. 2007: 149).

As explained above, self-reports were also addeéldetalata collection
process of the study. The questionnaires and ieteswere tested and

revised. In a following stage, self-reports werenadstered.

3.2.2. Language used for data collection

The research participants as well as the reseaacbdfrench-speaking and
they are learners and teachers of English as ayfol@nguage. The choice
of the language to administer the questionnairestaugive the interviews
and self-reports was French, the speakers’ motimgue, as this study is
not aiming at assessing the English fluency bineraat understanding how
students view the informal language learning precBarticipants are more
confident in using their first language and arellkto reveal more of their
emotional side, which is important in speaking abdanguage learning, as

Bondet al. (1986: 185) explain:

“The emotional distancing that is possible in aoseclanguage may
also impart a lifeless, schizoid quality to theutdag speech
behavior. This outcome would follow if paralingucstomponents
that are normally associated with arousing firaglaage productions

are missing when the second language is being used”
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This is the reason why French was chosen; partitspaould express better
and in more detail their views and activities. Taga were translated by the
researcher into English and revised by an extétnglish-speaking reader.
The quotations are given in English in the thesisthe original quotations

in French are in Appendix 10.

3.2.3. Initial study

In November 2009, | carried out an initial studyteg HE institution where
I am working. The study was carried out in a seegear class. The aim
was to test the methods which would be used ifitiaé study. The
methods of data collection were student paper turestires as well as
student and teacher face-to-face interviews. Thegpkaof the initial study
was five 20-year old male students and five 20-pédfemale students for
the questionnaires and one female student, oneshalent and one male
teacher for the interviews. The distribution anchptetion of self-reports
was not done for the initial study because it wcdgte required more time
than was available for the students to reflect upeir language learning,

write about it and explain it to the researcher.

In replying to the questionnaire, some studentsveldowillingness to
discuss their language learning process furthanimterview. Two learners
were chosen at random among them. Their teachesuiEequently
interviewed to have his view of the situation aodtoss-check the results

with the responses from the students. As the sample initial study was
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small, preliminary insights were revealed but caemns could not be

drawn.

The initial study disclosed that students learrglish outside class by
watching films and surfing on the Internet. Intéirggly, this was not
exactly how their teacher viewed informal langubsgening. The teacher
suggested speaking with people outside class wasyaiseful means of
learning informally. While students reported ongbising receptive skills,
the teacher referred to interactive skills. Motieatto learn informally
generally came from the teacher. Students mostigudted dictionaries in
order to understand the meaning of the words tloayad know, whereas the
teacher also mentioned the use of a reference gaamvhich was a tool
learners did not often use. The European Languagéoko, as a means to
consider the students’ formal and informal languagening, was known by

the teacher, but not used with the students.

The different aspects related to the research fuetteer developed in the
final study in order to draw conclusions regardimigrmal learning: a
question was added to the questionnaire, the iet@swere more focused,

self-reports were added, the research sample ngerla

3.2.4. Research participants

In my main study, the number of students was chasearding to the
organisation of the institution, i.e. the numbestfdents per class, the

permission | received from the Director and thecticonstraints.
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In order to gather data about informal languagenleg, students and
teachers agreed to give their opinion, althoughterquestionnaire, it was a
captive audience - the students were in class\vene asked to complete it;
it was difficult for them not to reply to the quiestnaire (Hox et al. 1995)
although they were offered the opportunity to withwd from completing it.
My own students were not chosen in order to kegantrality. This allows

to use triangulation or “a means of checking thegnty of the inference”
(Schwandt 2007: 298) in interviewing their teacAerangulation was used
as | interviewed the students first, and subsedyéreir teacher to compare

with the students’ replies.

Sampling relates to the selection of the reseaactigpants. When
choosing the sample for data gathering, Ball speékse “reflexivity that
requires the researcher to face up to the paytialitlata coverage or to an
over reliance on data from some people, placesnes” (Ball 1990: 40).
When dealing with the data, reflexivity, considgrihat the interviewed
participants were more willing to speak about thenguage learning
process than the average student population, dedda order to relate the
conclusions to different types of language learnBng ‘opportunity
sample’ (Bell 2005: 146) proved to be people whoeneilling to share
their views. The data from the questionnaires rurtevs and self-reports

will be analysed taking this aspect into account.

Twenty students from four different classes weraseln to fill in a
guestionnaire. Four classes in the second andyhadwere chosen to have

a more representative sample. The first year welsieed as the number of
103



Anne Van Marsenille T5729444

students is not stable and it is difficult to magointments with the
students. Twenty students per class usually attendourse. From each
group of twenty students, four students were wgllia be interviewed.

From each of the four interviewed students, ondesitiin each class agreed
to fill in a self-report. Table 3.1 represents tegearch instruments that
were used in the initial and in the main studywal as the number of

research participants in the initial and in themsudy.
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Table 3.1: Research instruments and participants imnitial and main

study

Research instruments

Initial study

Main study

Questionnaire

10 students

80 students

Interview 2 students 16 students
1 teacher 4 teachers
Self-report 0 student 4 students

Table 3.2 presents the participants who compldtedjtiestionnaire, had an

interview and filled in a self-report.

Table 3.2: Student and teacher participants in qu&ionnaires,
interviews and self-reports

Student Student Teacher Student
questionnaire interview interview self-report
Slto S4 Slto S4 T1 S4
S17to S32

S51t0 S8 S51to0 S8 T2 S7
S3310 48

S91to S12 S91to S12 T3 S10
S49 to S64
S131to S16 S13to S16 T4 S13
S65 to S80
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The first column shows that a total of eighty stuiddrom four different
classes completed the questionnaire. Each clasp gansisted of twenty
students. For instance, S1 to S4, as well as S$32aepresent the twenty
students of the first class who completed the stugeestionnaire.

The second column shows that a total of sixteestesits from four different
classes had a face-to-face interview. For instaBtdp S4 represent the
four students of the first class who had an inemwi

The third column shows the teachers in each classhad an interview.
The fourth column gives the students in each ckdsscompleted the self-

report.

3.2.5. Student questionnaires

A questionnaire was used in order to acquire baxkgt and information
about the students’ foreign language learning dies: The questionnaire
was divided into several parts according to theassh questions about
formal and informal learning, motivation and reflea. The questionnaire
in the main study did not differ very much from ihéial study. A question
was added about the cultural aspect of languageithegr as it was
considered as an important aspect of languageifgganising from the
interviews during the initial study and through gideal reading(See
Appendices 3 and 4: Part 2: Question 6). The quessirelated to the
student’s informal learning, which can occur bytiggrating in cultural

events.
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The questionnaire was divided in three parts: diluta path, English
language learning and personal information. Theégedicated to English
language learning included the main themes: foteshing, informal
learning, motivation, reflection and the ELP, eadth a set of closed
guestions to give the frequency of the activitiedfgrmed related to each

theme.

The computer programme SurveyMonkey was used igridése questions;
through the programme, | realised that it was edsiereate closed-
questions, as they provided factual informationidbloe language learning
process and they are easy to deal with, some of tirere open questions in
order to capture aspects which cannot be predastddor issues related to
feelings and opinions. Paper questionnaires wearerastered to the

students, as they represent

“a much more personal form of administration thaailsurveys and
therefore the chances for the questionnaires tetoened are

significantly better” (Dérnyei 2003: 81).

Indeed, all the questionnaires were completedass;lby the students
immediately. It took them about fifteen minutedilioin the questionnaire.
All students returned the questionnaire, probaklyaose they wanted to do

as their classmates did.

3.2.6. Student and teacher interviews

The interview questions were linked to the questsore, in order to provide

more details about the different research questibng students’ teacher
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was subsequently interviewed to have a view ofah@mal and informal
learning activities of the students and to complaeeresults with the
responses from the students. The teacher was askédr questions to the
ones which were given to the students; some ofjtiestions were adapted
to the teacher’s role in relation to the studeStse(Appendices 8, 9). All the
relevant interview extracts which are presentetthéfindings are given in
the original language, i.e. French, in Appendix Tife participants were
interviewed in a classroom of the HE institution &pproximately twenty

minutes each and audio recorded with an mp3 deagagreed with them.

The interviews were ‘in-depth, semi-structured’ apen to further
discussion. Indeed, Gubriuet al.(2001: 11) advocate that type of
interview where the interviewees are able to sgesdty and thoroughly
about topics of significance to them but a certincture of the interview
is kept in order to cover the different aspectates to the research
guestions. | prepared several questions, but th@ddeas related to the
research questions in mind and | adapted someeafubstions, as

necessary, when the interviewee was speaking.

3.2.7. Student self-reports

Another research method | used in order to haver@ romplete view of
the language learning situation is the self-refetf-reports are a means of
asking participants about their feelings, behavana impressions.

According to Fielding (2006), in a self-report, p&minform the researcher
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about their own actions and attitudes linked tarth&€hey may be carried

out in interviews or using questionnaires.

Cohen (1987: 84) distinguishes “self-report” andlf®bservation”. What |
used in this research is the self-report or “obaion of what learners do by
learners”. The self-report mostly focuses on thesfsestudents have about
their language learning. It is not based on reaktobservation, and it is
different from “self-observation”. “Self-observatidrefers to “the

inspection of specific language behaviour” (Coh887t 84).

| used part of the ‘European Language Portfoliad@cil of Europe 2009)
as a self-report. The ELP gathers student workrafteictions on their
progress in foreign language learning. As Kohor#892) puts forward, the
ELP has been tested in many European countrieg Aad been positively
rated for its quality, validity and transparencyeagood and complete
‘pedagogic tool’. However, even though it is knotlat the ELP has been
widely used, it is surprising that “there is a lafkesearch on the ways the
ELP has been developed and used” (Alvarez 2012. B25a whole, the
ELP has proved to be a positive instrument in otddre active in the
learning process and to reflect upon it. Howeueaequires time to learn
how to use it, teachers need to be supported lyitiséitution in order to

give assistance to their students to make optirselad it.

The ELP can be adapted to the learners accorditigetquidelines of the
‘European Language Portfolio’ (ELP) (Council of Bpe 2009), according

to the learning situation, the age and the confiéx. ELP can be used as a
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whole or partially. | adapted the self-reports friima ELP Language
Biography, describing the learner's experiencekarforeign language and
which is designed to guide the learner in plan@ing assessing progress
(Council of Europe 2014). | shortened the ELP Bamiry to keep the more
detailed information about the informal learninglod students and the

learning methods (See Appendices 16, 17).

Students filled in the self-report a few days after interview. Self-reports
also mainly reflect language acquisition and uséeid of language
learning, although the latter is present as wetlcBmpleting self-reports
(See Appendices 16, 17), students could refleatare detail about their
foreign language learning process. They explaireed &nd why they learn
the foreign language, how they are motivated tmlgaow they consider
the foreign language in its cultural context. Thepte further details
related to the questionnaires and later the irg@rsj therefore, a picture of

the learning situation is given according to thiéedént research questions.

The data from the self-reports does not give apfigiure of their language
learning, because as Cohen (1987) notes, selfteepa limited to learning
behaviour which the learner is aware of. In otherds, the data from self-
reports probably do not fully reflect the languéegrning, as “much of
language learning takes place at an unconscioesdew is, therefore,

inaccessible to mental probes” (Cohen 1987: 88).

There are different types of self-reports. Somelmaformal with fixed

questions, others can be more flexible and opehd@d987: 87). The self-

110



Anne Van Marsenille T5729444

report | gave to the students was open. With areelfrt, a full picture of all
aspects of the language learning situation is ivaingout some elements are

considered in more depth from the research paatntg) perspective.

3.3. Methods of data analysis

The data coming from the questionnaires, interviamd self-reports were
analysed according to the research questions areldixeded in themes

and categories.

After gathering the questionnaires, | created aagsheet in Excel related
for the different responses in accordance withieenes and categories in
the order of the questionnaire items. | enteredrook related to the
frequency of the performance of the activities nmr@d. The questionnaire
responses to the closed questions were enterextel &Bnd displayed in a
table (See Appendix 5), and were subsequentlyftsemed into graphs.

Unfortunately, there were no responses to the gpestions.

| transcribed the interviews from the French recagsl. In order to analyse
the interview data, the NVivo software, which alkothe categorisation and
analysis of qualitative data, was considered btiused. However, | was
inspired by the software in organising the data&tiSes of the interviews
were chosen and classified in numbered themesditikéne literature
review and the research questions. The interviadingowvas theory-driven.

The interviews were coded according to the follaywimodel.

111



Anne Van Marsenille T5729444

Table 3.3: Sample of student interview coding

Coding explanation (cf. Literature Review):

Themes: 2.1.Informal Learning — 2.2.Motivation 3.Reflection and
autonomy

Categories: 2.1.1 Formal Learning - 2.1.2. Pslhoof Learning — 2.1.3
Sociology of Learning — 2.1.4. Informal Learningtidies

2.2.1. Integrative motivation — 2.2.2. Instrumemtedtivation — 2.2.3. Self-
Motivation — 2.2.4. Motivation coming from the téac

2.3.1. Noticing — 2.3.2. ELP

The references to the literature are indicatedt@tics with the number and

the colour of the theme or category.

The important ideas are marked in bold with the nunber and the

colour of the theme or category.

2.1.1.59: We deal witl2.1.1.articlesin general. For example, we spoke
about 2.1.Facebook.1.nowadays socio-technical communities in order
sustain formal and informal learning — Janhke 20&aBout iPhone
applications, as well as about some wine in Chilggesn’t matter and
every time, there is a debate, where people wha tegrarticipate. This is

what we do orally.

R: I mean the British Council (talks/ theatre / &pean or British school).
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What is the most stimulating?

S9:2.2. The most stimulating:speaking about everything, possibly face:

to-face. Even with the Internet, now, we have therophone and the

webcam, it is better than writing.

R: Are you encouraged to speak outside class, mm#hDo you motivate

yourself?

S9:2.2.1.Many friends in the US, in the United Kingdom or in

Australia. | speak to them every day. This summer, | go aedisem in

Australia. | am?2.2.1.motivated, even if | don’t realise | learn

R: Which piece of advice does your teacher give aloout what you could

do outside class?

$9:2.2.4. He encourages us to read, to listen to thadio, to watch

movies.Simple things we do naturally but if we do thenkimglish, it is

better.

R: Does the teacher recommend books to read?

S9: The teachet.2.4.recommends us books he liked himself.

[...] $9:2.2. internal motivation2.2.Being able to discover more things
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because we speak Englis On the Internet, the good piece of information
is in English.2.2. external motivatior2.22. Professionally, on a resume,

they easily hire someone who speaks English fluewntl

The whole interview coding is presented in FremcAppendix 13, in
English in Appendix 14 and the above extract iroriginal version, in

French in Appendix 15.

The self-reports (See Appendices 16, 17) were aadlgnd organised, in
the same way as the interviews. Relevant partseofésponses in the self-
reports were categorised in themes — informal fegnnotivation, reflection
and autonomy — related to the literature reviewtartie research

guestions.
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CHAPTER 4: FINDINGS AND DISCUSSION

In this chapter, the findings are given and disedssccording to each
research question. The data related to each résgaestion is presented in
different stages: firstly, from the students’ qimshaires, secondly from the
students’ interviews, thirdly from the studentdfgeports. The data from
the three research methods - the students’ quesii@s, interviews and
self-reports- is corroborated or contradicted bgmeiing the data from the
teachers’ interviews. | end each section with audision of the data coming

from all these sources.

Data from questionnaires is presented in a grapbhadives the
percentages of students replying to the statem&hesmain findings are
then presented, starting with the most strikingeatgpof students’ informal
language learning and continuing in the order efghaph. In order to
facilitate the reading of the replies, a letter \addged to the different
research themes and a number to the differennst¢gis. The letter A
corresponds to informal learning activities, thiteleB corresponds to
formal learning activities, the letter C correspsal the motivation to learn
English, the letter D corresponds to the motivatoming from the teacher
and the letter E corresponds to reflection in tiiermal language learning
process. Data from the students’ and teachersvietss is presented in
interview extracts, which are then discussed. Titerview extracts can be
seen in the original language, i.e. French in Apiped0. Data from the

self-reports is presented as text extracts encosimgathe main ideas.
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In the questionnaires, none of the students repti¢de open questions
starting with “other”, as the interviewed studetatsl me they did not take
the time to think of any other possibility. Thedntiewed students were
asked whether they had something else to say &achtquestion in the

guestionnaire.

4.1. Informal learning activities practised by HEstudents

4.1.1. Informal learning activities

Informal learning or learning outside class is@aportant part of the
language learning process. The first part anddheviing graph (Figure
4.1) present the findings coming from the quest@arendata and related to
the first research question: What type of infortaaguage learning
activities do learners in a Higher Education insigin in Brussels engage
with? The graph gives the replies to Part 2 Poiot the questionnaire (see
Appendix 4). This presented students with a rarigeformal learning
activities identified in the literature review amdthe initial study and asked

them to select activities which they engaged in.
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Figure 4.1: Student questionnaire data: Informal l@rning activities

From the questionnaire data in Figure 4.1, it emtbat 57% of the
students watch films and series in English (A5ylé class very often and
35% watch them often, 52% occasionally read newessagnd magazines
(A1) and 64% occasionally read books (A2), 70% ndégeen to the radio
(A7), 60% never write to students and/or penfrie(B), 61%
occasionally speak to people in Brussels (A10), &@er participate in

cultural events (A12).

Watching films and series (A5) is the informal l@ag activity students
practise the most. This exemplifies the statemeadarby Hampest al.
(2006) and Sefton-Green (2008) that our knowledgaformation society

has changed our print culture into a digital andgeculture. We see that
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students occasionally read printed and/or diggéavspapers and magazines
(Al) and occasionally read printed books (A2). &lst2012) states that
young people are engaged with digital media mogt@time. There is a
large offer of films and series in English throubk Internet; to a lesser
extent, the students in this research also use o#heurces in English on
the Internet, such as reading webpages and wotindpe web. | think that
the Internet has become a major resource. Stuttegtgently use the
Internet during their informal learning activitidsthe people who
encourage them to improve their foreign languagenieg are aware of the
students’ Internet use, this will help in advisgapd web resources.
Learners do not often take the opportunity to extewith English speakers;
they rarely listen to the radio. Many students meagticipate in traditional
cultural events, such as going to the theatre arnrauseum. They do not use
the physical world as a classroom (Coleman etQfl5® but they use the
virtual world as a classroom, as they very oftem digital media. With the
appearance of digital media, it has become comm@nactise activities
through the new media. It often replaces face-te-factivities. Nowadays,
students often use social media (Hampel 2014) ein thobiles or their
laptops; there, they write to their friends, bugytlwould not write them

letters.

The questionnaire data related to watching films saries is confirmed by
the student interviews. The interviewed studentstioe that they watch
video resources in English, in particular TV seaed films that they
usually watch in the original version. Half of timerviewed students gave

details concerning the films and series they waitliirst, they may watch
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them with subtitles in French, then in English asdhey improve their
understanding of the language, they watch the mahateithout reading the

subtitles. The students comment on these issues:

“As most young people, | like watching films, seriéve always

watched series in the original versio(31/1).

“From the Internet, | watch series with subtitle$,the moment in
French, but | thought of doing English-Englishwitl be more
productive. [...] It is a pleasurable moment, so then't this

arduous side of learning Englist{S4/1).

Some students watch films and series in Englistobpteasure, can end up

thinking in English.

“Watching series, on a regular basis, and listerimthe words
regularly, enables us to learn the vocabulary mquatcker. [...] |
like it, | pay attention to what they say [...] | esgd the words. [...] |

think in English”(S7/1).

“[...] series and films, | really don’t like watchintpe dubbed
version. It is useful for phrases we use a lohim daily
conversation. This is what I like the most. [...] Digrtrips, [...] |

use the vocabulary | learned in the series andsfil($2/1).

This student’'s comment shows that watching sendditms brings her
new vocabulary that she can subsequently use.illtiggates the pleasure
of learning a language and putting it into practiseother student also

reports on the vocabulary learnt by watching films:
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“Films, it is an easy type of activity. [...] the aitage is that | can
choose the type that interests me. The vocabutaagapted to my

knowledge(S3/1).

The interviewed student chooses the type of filna¢ ts adapted to her
knowledge of the language. This refers to Krash€i36) comprehensible
input, through which learners understand the addemessage. Students
can start by watching easy types of films. As thegterstand, they may
choose films that contain more elaborate vocabwdad/improve their
knowledge of the foreign language. By watching §iland series, students
can acquire vocabulary, without really studyingg,VanPatten and
Williams (2007) mention that acquisition is a natygghenomenon, of which
we are not aware. The previous quotes illustrdteddct that students were
aware of acquiring vocabulary; one student mentddhat she could use the
new vocabulary in her daily life, for instance. Frthe quote below, we
notice that students can acquire the language utitheing too aware of the

phenomenon:

“On my own, | only watch films, and more in Engl[sh] I just

watch the film, | like it: a film, it is a themg3S5/1).

All interviewed students usually watch films andisg through the Internet;
they also use the Internet in other ways: they ags, magazines; they

listen to music or use social networks, such agb@ak and Skype:

“What's really stimulating is music. We want to knthe words.
[...] | sometimes read newspapers in French, and théinglish to

compare”(S1/2).
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This is related to the pleasure of learning outsidss:
“With the Internet, we learn without formal sttuces” (S4/2).

Once students understand the message in the kangeiage, they do not

need to refer to their mother tongue:

“We often find pages in English, we have to read, ot looking for

the page in French(S6/1).

“I mostly read fashion blogs; there are girls fraatl over the world,
they take pictures of clothes and it is often iglih. | read it. [...] |
visit websites related to fashion, photographyhtedogy. | spend

much time, I'm very much Interdet(S7/2).

Although much information is given in English oretimternet, learners do

not always search specifically for pages in English

“If 1 find a website in English, I'll read it; bufm not searching for

English websites on purposé314/1).

In the preceding quotes, informal learning actegtivere reported, using the
Internet and without the conscious purpose of iegringlish in a
structured way. The informal learning of the studeran also be more
formal and structured (McGivney 1999). Studentsaatere and

autonomous; one student has found a website to teare English:

! Translation from the French “Je suis trés intérnehich means | use the Internet very
often.
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“l found a website Gymglish, a learning programmigietr sends a
story every day, with questions about the storygnagnmar

questions”(S3/2)

The Internet facilitates contacts between peopllenferviewed students

use social networks, such as Facebook, to keepnitact with friends:

“There are many things on the social networks wtachin English.
We have friends, who don’t speak French, we witestatus in
English. I'm surrounded by English, whereas whara$ 10-12
years old, | was not in contact with the Englishdaage, because
television was in French, newspapers were in Frehelasn’t going
on the Internet; | didn’t have that contact, whesewwadays, it is

more and more pervasive, it goes beyond the sahaltd” (S4/3).

This refers to the rapid evolution of society. Nolags, with the new
technologies, people have language learning oppities, that were not so
in use a decade ago. Other students comment anrélgeiar use of the

social network, Facebook:

“| have a few friends who live in the United States never call
each other. We sometimes write on Facebook; thevate in

English” (S7/3).

“I like Wikipedia in English, but | don’t have engli time to

contribute to it. Writing, it is through Facebookdie-mail” (S16/1).

Students have probably more contacts through tieenlet than face-to-face

contacts. Here is what they say about the contdeeople they can speak
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to in Belgium or abroad, the world around them,aliis a good resource

for informal learning activities (Coleman et al.0X):

“What was really challenging for me, was travellinggoing to
camps, meeting people with whom | could only sgafish. In
Brussels, I've met people from the European Comomsgho spoke
only English and their own language; | could spé&aglish outside

class; after that, we wrote to each oth€B84/4).

“Speaking also with people whose mother tongueidgmglish; it

helps, we keep in touch with the langua@¢®t/2).

People use English with different speakers of #imgliage, not only with
native speakers. This exemplifies that Englishbbeme a lingua franca, a

language used to communicate between people efeliff nationalities.

Two interviewed students are in contact with nasigeakers of English in

Brussels, one student reports:

“I'm doing some babysitting in an English familyat way, |

practise English on a regular basi$310/1).

Nine of the sixteen interviewed students (S3, $,55, S8, S10, S14, S15,
S16) do not often take part in face-to-face cultacdivities, but the others
say they engage in activities, such as going ks tab film festivals or to

the pub:

“l go to talks in English in Brussels: we speak amel have to ask

questions in English{S2/2).
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“I thought of film festivals where the film direcsoonly speak

English, the debate or meeting is in EngligB84/5).

One student mentioned activities she would likddplearning informally
while doing something out of pleasure and inteirest community of

practice (Lave et al. 1991):

“It's difficult to find the activities in Englishthe best would be a

cooking or yoga class in English; | would like {{35/2).

From the self-reports, it emerges that the foudests watch films and
television, usually with subtitles, they read detscin English, but that they
also have experience in English abroad. White§20€fers to this as an
‘immersion context’. People can learn the languagfter if they are in the
country in which it is spoken. In order to impraweir knowledge of the
English language, two students spent some shaddseabroad mostly in
English-speaking countries, such as Ireland otxthiéed States. By
contrast, the interviewed teachers do not emphasisge activities. They
mention digital media and some of the possibilitlesy can offer, but the
teachers focus on informal learning activities sas stays abroad, theatre
plays, speaking with people, although films andeseon the Internet really
seem to be the most popular activity among stud@imes questionnaire and
interview data confirms this, even if a certain fto@mof students practise

informal face-to-face learning activities:

“Stays abroad, of course, films, music, some stisgdare really
addicted to music and they use it as well as favads are
concerned”(T1/1).
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“Going to the pub and speaking with people! [...] @fe lucky to

live in Brussels, a multicultural city(T3/1).

One teacher (T3) comments on the series in Entfisthstudents watch, he

does not think it is the best means of learningrimially:

“They think the best is watching series with slgsiin English. It is

only a half skill. They remain passivera/2).

4.1.2. Discussion on the students’ informal learng activities

It emerges that the most common activity that sttglpractise outside class
is watching films and series in English, usuallyrid on the Internet.
Learners have pleasure in watching films and seHew/ever, teachers do
not always consider it as the ideal activity, ather as a passive one
because it seems to them that when watching fiétasients only listen and
do not interact. However, it can also be consideredctive experience, as
students can try and understand the meaning ofwaads and expressions,
analyse the context of the films and series. THereint views between the
students and the teachers can be due to the genetatifference; teachers
were not used to surfing on the Internet when thiese younger. Therefore,
they do not consider that type of activity as dicieint informal learning
activity. Students do; for instance, one studei) €ays that in the series on
the Internet, she pays attention to what the as@ysshe repeats the words,

she thinks in English.

Students experience watching films and series astwity where they
practise the foreign language they are learningaana pleasurable activity,
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this reflects what Garnett (2010) says about infdr@arning: individuals
learn because they have pleasure and they arestedrin what they want
to learn. They choose their types of films andeseand are happy to watch
them. Students want to understand films and seriesder to be able to
follow the next episode. They sometimes searcth®meaning of the
words. They also report learning vocabulary, &siepeated many times
and they end up using that vocabulary in their ylay life when they have
the opportunity to speak English or when they trabeoad. Colemast al.
(2005) emphasise the fact that it is importantitoose real-life materials
which match our interests and level of proficienSiudents realise they can
understand the films and series and their undedstgns improving with
time, which makes the activity even more gratifyirgwever, watching
films and series on the Internet is easier thangrto find English-speaking
activities and participating in events in EnglishBrussels (and not on the
Internet). One teacher referred to it as a “half’skde mentions this as he
thinks that students are only receptive in watcHiiimgs and series,
especially when they read subtitles in Frenchtuflents want to understand
the words and use them in their daily life, thigls& not only receptive. It
can be difficult to listen very carefully and ing#vely (Field 1998) in order
to find out the details of a speech. A certain degsf activity can also be
added to the listening aspect, when students focuke vocabulary and

really try to understand.

As far as face-to-face activities are concerned, mhore time-consuming to
meet English-speaking people and/or find cultuctivdies in Brussels.

Films and series are offered in your own room anltiternet, whereas it
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requires more energy and time to be out and to pemtle, to

communicate with them and to create opportunitesnteraction.

However, the Internet is used by students for aflatctivities. They read
blogs and magazines related to their interestenli®o music, etc. Drotner
(2008a) explains that the relations between digiadlia and informal
learning are significant; because of the knowleslggety, we learn
differently. We use the Internet quite a lot asesans of learning, whereas
books and papers were more used in the past. Ssuglenvery much
influenced by digital media because they use thera daily basis. As a lot
of material at their disposal is English on theeinet, they often practise

their English, sometimes unintentionally.

The Internet favours a learner-centric and morkabolative approach
(Hampel et al. 2006). Some interviewed students $34 S16) report using
social networks, such as Facebook. This is a mafacemmunicating much
used by students, also to stay in contact witméfseabroad and to write to
them in English. This is a current phenomenon. Ntaya, socio-technical
communities have emerged in order to sustain foamdlinformal learning;
these online communities create social, educatiandltechnical
relationships (Jahnke 2010). Not only studentsniany people use social
networks to communicate; new language learning dppiies can be
found with the social networks, as it is easiecdnmunicate with people

from different countries.
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Some people will argue that those virtual contdotsiot replace face-to-
face ones. Although I find virtual contacts usefudgree that face-to-face
contacts are different and important, as we aredmubeings and we need
emotions that come from that kind of contacts. Setndents stated during
the interviews that they would like to meet Englsgieaking people and
take part in activities in English but they do atways know how to find
them. Teachers could help but some teachers doonstder mentioning

informal learning activities to their language stnots.

The interviewed teachers are aware of the studensisive use of digital
technology but they do not always value this; theme gap between youth
culture with the technology and education whicmisch slower to adapt
(Beetham et al. 2007). The teachers consider gmihgneeting English-
speaking people as informal learning activitiesey bould exploit the fact
that students watch films and series on the Intethey could use the
Internet as a means to promote other forms of mébtearning activities,
such as finding English-speaking people they coutet face-to-face, going

to the theatre or talks. These could fulfill thedgnts’ interest points.

The preceding part focuses on informal learning/aiets, mainly through
the Internet, but also in Brussels and in othentaes. Students have
pleasure in using the Internet and watching ttaiofrrite films and series;
they are learning without being aware of it. Howegemetimes they are
aware that they are learning or they deliberateby/the Internet and find

webpages in order to learn or improve their Engbsiguage.
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A student (S4) considered language immersion adtecdiging; activities
such as going to camps, meeting English-speakioplegalso in Brussels
are stimulating. The interviewed students pradifferent types of
informal learning activities, mostly virtual onestlalso face-to-face ones,
such as babysitting in an English family (S10).e Tollowing figure
(Figure 4.2) visually summarises the informal |l@agractivities students

mostly practise.
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Figure 4.2: Main informal learning activities
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4.1.3. Formal learning activities

The students in the research study communicatianrHigher Education
institution in Brussels. They receive foreign laaga classes within a
formal learning structure. The formal learning exttinfluences the
informal learning activities of the students. Indestudents are taught by a
teacher how to learn foreign languages; learnesgldevhat best suits their
needs and whether they wish to use similar or cemghtary activities and
methods in their informal learning activities, irder to acquire the
language skills. Their informal learning activities influenced by the

formal learning activities they receive in class.

The graph below (Figure 4.3) presents findings fthenquestionnaire data.
This is related to the first research question abwitype of informal
learning activities learners engage with in theternof their formal
learning. Formal learning activities that may iefice informal learning
activities are examined. The graph gives the repbePart 2 Point 5 of the
questionnaire (see Appendix 4). This presentedesiisdvith a range of
formal learning activities identified in the litéuae review and in the initial

study and asked them to select activities whicly gregaged in.
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Figure 4.3: Student questionnaire data: Formal leaming activities

From the questionnaire data in Figure 4.3, it appteat 55% of the
students occasionally take part in group and pagussions (B5). 47%
often speak (B4) in class to the teacher, to athetents or in a spoken
interaction or the cooperation between two or npameners in a
communicative situation (Stenstrom 1994), 34% oftad (B1), 34% often

listen (B2), 41% often write (B3), 79% never plantes (B6).

Students often practise reading, writing, listeramgl speaking activities in
class. These are the four language skills, whiabhters develop with their
students on a regular basis. Speaking and writiolgide spoken and written
production, as well as spoken and written inteaactSpoken production
corresponds to producing utterances, deliveringegsh or giving a
presentation, whereas spoken interaction is spgatitm other people
(Gavioli et al. 2001). Referring to writing, writtgoroduction is writing an
essay, for instance, whereas written interactiaméatting in a social

network group, for example. Students practise spakieraction, when
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they take part in group or pair discussions occeslip. Spoken production
and interaction are mainly practised in class,mmeed to written
production and interaction. This active occupatgoomplementary to the
less active informal learning activity - watchinigfs and series — which
rather develops the listening skill. Students glstise spoken interaction
on an informal basis, when they participate in deband conversations in
pubs, for instance. Most of the students reporiphting language games
in class. Looking at the interviews in more dettig following extracts
emphasise that four students (S1 to S4) from theesdass have to read

outside class and comment on their reading in class

“We have to find books, read them and then, welspeaont of the
class and there | learn a lot.[...] The topics wecdiss in class are

so interesting that | really want to give my opmiqS2/3).

Students do not read much during their informalieey activities. If they

read, they mostly read webpages.

The most popular informal learning activity for thieidents in this research
is watching films and series, a listening activiyudents also practise

listening activities in class:

“During each class, we have a video that is usetistsning

comprehension(S3/3).

Four students (S5 to S8) from another class mesdidinat they really enjoy
speaking in class, it could be in a one-to-one campation exchange or in

a spoken interaction (Stenstrém 1994), a coopera@iween two or more
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partners in a communicative situation. They dohaxe many opportunities
of speaking outside class, maybe due to the fatttiakes time to find
speaking partners. In class, they favour speakirggrall groups as there are
many students in the class. If they gather in smagltoups they have more

opportunities to speak:

“In class, the teacher often asks us to speak amstongrselves; so,
we can speak English; otherwise, we wouldn’t redtlit. He asks
us a question and we have to speak with our neighlbte comes to

each group to see what we are talking abq87/4).

The self-reports do not focus much on the learningnglish in class, but
they are used to acquire a picture of what leardersutside class. One
student (S4) who filled in the self-report admitg having much English
practice in class, whereas the others are satigfigdtheir formal practice
of English. This means that English practice vafies class to class. If
some students do not have much practice in clasddst way to acquire
the language would be to have more practice outdads. Two students
(S4, S13) spent three months in formal educatisetings on Erasmus
student exchange programmes, not necessarily ihsBrgpeaking
countries, but in universities where courses werergin English. These are
cases of language immersion (White 2008) in a fbte@aning context.
Students in this research also have immersion gumiiormal learning
activities when they take part in talks, for ingt@anin an English context
and with speakers of English. One teacher (T1)obamates what the

students said and gives more details:
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“Every week, students are confronted with videas eeadings. [...]
In the first term, | work a lot with videos | brirggnd in the second
term, | ask them to find an issue themselves titegtwill partly

explain, with a video they present to the othedshis” (T1/2).

This is related to informal learning where studeatsl to watch films and
series a lot and improve their listening comprefensAlthough teachers

do not use films and series in class, some of ttemshow video material
and develop the students’ listening skills. The sa@acher (T1) wants the

student to speak English as naturally as possible:

“I'm trying to get to the point where students fetghey speak

English” (T1/3).

If students speak in English as they would spedhkeir mother tongue, this
Is an example of language acquisition, speakindathguage without being
aware of learning. During the informal learningiates, students can

watch series and films without being aware thay tearn the language.

Formal learning activities have an effect on theich of the students’
informal learning activities. The exercises studetu in class in order to
learn the foreign language can inspire them totg@some activities
outside class. Students develop listening compabenn class by
watching the videos brought by the teacher. Thisiegpire them to do a
similar type of informal learning activity, watclgriilms and series. A
student (S3) reports that they watch a video thased as listening
comprehension in class. They may listen to a progra to have a general

idea, that is extensive listening or to understidweddetails, that is intensive
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listening (Field 1998). In order to prepare thé@tss course, students have
to read books and articles. This is an activity thay do not often practise
informally. Therefore, they exercise different laage skills. They read

books and articles for the class course (writitiggy watch videos in class,

series and films outside class (listening).

In class, students tend to speak in pair or in gmgularly. This helps them
develop their speaking interactive skills that tleap practise on an
informal basis. If they feel more familiar with tf@eign language, they
should not fear using it informally. One teachepéasises the fact that she
wants to bring them to the point where English com® naturally to them
as their mother tongue (T1/3). This is relatechminformal learning of the
students, who reported watching series and filn&snglish. It is a

pleasurable moment and they are not aware thegamang.

4.1.4. Discussion on the students’ formal learningctivities

From the questionnaires, it emerges that studeastlympractise spoken
interaction in class, by speaking with their pesard occasionally discussing
in groups or in pairs. They do not practise spakégraction regularly on an
informal basis. In an informal context, studentwditéo listen extensively

and also intensively to programmes, such as senéie Internet.

Analysing the interviews, it appears that the spegakkill is developed in
class, and to a lesser extent the listening skilell. Learners develop
more the listening skill on an informal basis, lasytwatch a lot of films and
series in English. Four students (S1 to S4) prasi®ken interaction and
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are prompted to raise relevant issues accorditigetthemes addressed in
class. It is recognised by the students and impbttethe teacher (T1) that
the learners want to participate and enjoy theudisions, so that they forget
that they are speaking a foreign language. Thexseb the class, which can
provide rich and diverse learning experiences, daseface-to-face
situations provided by the teacher (Ellis 1994pm® students (S5 to S8)
practise spoken interaction in discussing with eatbler and debating. The
teacher listens to each group so that studenesra@uraged to follow their
conversations and arguments in English. This ilaies the fact that formal
and informal learning sometimes cross boundargestaed by McGivney
(1999) and Goldingt al. (2008). The focus of the study is on informal
learning within a formal learning environment. Téfere, the relation
between informal and formal learning is relevanthi@a investigation. The
example in class above is a case of informal legroccurring within a
formal learning context. This activity is studemtedted as students feel free
to discuss and lead the debate. It is also teatinected, as the teacher
gives the main issues and listens to each groupfadt that spoken
interaction as informal learning can also take @laca context of formal
education, when learners work in groups and shiaxesy illustrates
McGivney (1999) and Goldingt al.s (2008) point of view: informal
learning can be part of formal learning and forkeatning can be found in
informal learning situations, when student try tmlerstand everything they

have learnt in that context.

Formal classes of English are varied but they &p $tudents to study

more on an informal basis. Students are accustoonexhding books and
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articles for class and they can read on outsidssclBhey practise their
speaking skills regularly in class, which couldghebmmunicate outside
class. Learners also have some listening activitietass: they have
listening comprehension exercises and they ligighdir teacher. On an
informal basis, students tend to listen to prograswn the Internet and
listen to music. Both extensive and intensive fhistg are developed in class

and practised outside class.

4.2. Motivation to learn a foreign language infomally

The following graph (Figure 4.4) presents findifigsn questionnaire data
related to the second research question: In thisdifext, are students
motivated to learn a foreign language informallyRdAand what motivates
them? If students are not really motivated, whytldgy lack motivation to
learn languages outside class? The graph givegpiies to Part 2 Point 9
of the questionnaire (see Appendix 4). This pressbstudents with different
types of motivations identified in the literatueview and in the initial

study and asked them to select their motivations.
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Figure 4.4: Student questionnaire data: Motivationto learn English

From the questionnaire data in Figure 4.4, it emetbat 91% are
motivated because they like the English languadg,(%5% find their
motivation in the fact that English is an interoaal language (C3), 72%
are stimulated by having a good job (C4) thankkiéoknowledge of
English, 59% have an incentive to learn the languzrause they like the

culture of the countries where the language is spdg?2).

Motivation to learn English informally and formaliy very high among the
students. An intrinsic motive, mostly a favouratlisposition towards the
English language is more important to many thaexdnnsic motive, to

have a good job.

Seven interviewed students (S1, S2, S4, S6, SKEH, mentioned the fact
that they have to know the English language in mt@eommunicate
internationally at home or abroad. This can be ssean external pressure

to learn the language, but it is internal as wasdlthe students decide to learn
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the language. It can also be argued that learnngiih has become a basic

skill and that it is used around the world.

Two students (S5, S6) present an intrinsic andyrateze motivation
because they like the language as such or therewhd the community

where the language is spoken:

“I like the British culture, maybe because | wemre” (S5/3).

“In general, | don't really like languages; it isn@ of the only

languages that | am really motivated to lear(®7/5).

Three students (S3, S4, S9) show an extrinsic stdlimental motivation
(Dornyei 2001a); they have to know English in orttefind a job; in

Brussels, it is often a major requirement.

Students found a motivation to learn English beedhsy enjoy the
language and its culture. They like it because thegt to an English-
speaking country and developed interest in thedagg. They realise
informal learning and practising the language algsilass is important in
order to maintain their level and frequent contaith the language and its

culture.

In all of the self-reports, those reasons for leayrEnglish are confirmed:
because they like the language, in order to comoatmion a daily basis
with people from all over the world, to be proficteat work, to work

abroad. In one of the self-reports, other interaakons are given: to
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understand better what is said, to acquire goodigngronunciation, to
understand films without reading subtitles, esgchamerican films, to

read articles in English.

One student (S13) reports that she really like€tiglish language, that she
spent one year in the USA , that she does not tedotrget all that she
learnt there, that it gives her even more motivatmlearn further and to
keep in touch with her American friends, this igrfeng outside class. This

Is a good illustration of internal motivation (Ne€2001).

4.2.1. External motivation to learn a foreign langage informally
Motivation which comes from other people, from teacher for example,
will also be considered. From my critical analysighe literature, the
teacher is considered as a motivator of learnirtgjeaway of motivating
language learners. Gardner (2001b: 8) writes tie@ichers can help the
language learning process by motivating their sitgle Teachers have to
favour learners’ experiences outside class (Chasnt@99); therefore, they
recommend to the students to practise informahlagractivities. The
following graph (Figure 4.5) presents the findimgsning from the
guestionnaire data and related to the second sgaestion: In this HE
context, are students motivated to learn a forlagguage informally? Who
and what motivates them? If students are not readifivated, why do they
lack motivation to learn languages outside clags® graph gives the replies
to Part 2 Point 7 of the questionnaire (see AppedlliThis presented

students with a range of informal learning actestrecommended by their
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teacher and identified in the literature review anthe initial study. The

students were asked to select the activities recamded by their teacher.
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Figure 4.5: Student questionnaire data: Motivationfrom the teacher

From the questionnaire data in Figure 4.5, it caisden that 57% of the
students are very often motivated by their teatheead newspaper and/or
magazine articles (D1), 42% are often motivatecttml books (D2), 36%
are often motivated to read webpages (D3), 42%ecasionally
encouraged to watch films and series (D5), 62%awer motivated to
write to students and/or penfriends (D8), 64% a&en motivated to write
on the web (D9), 50% are never motivated to speglebple in Brussels
(D10), 47% are never motivated to speak to peaplether countries

(D11), 51% are never motivated to participate ittural events (D12).
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Most students report being encouraged by theih&rato read newspapers,
magazines, books and to a lesser extent webpagashdrs promote
reading articles and books, although this is naivity that is practised
often by the students informally. Teachers motith&n to watch films and
series outside class but not as much as studemtlgao. In reality,
students watch more films and series than they ozt material. Writing,
speaking and participating in cultural events aefavoured. In my
experience, teachers tell me they do not recomrmeltdral events to
students because they fear students will not gthemrontrary, from the
findings on the informal learning activities, itgars that students do not
go because they are not aware of the activitieshaytwould like their
teacher to tell them about the cultural eventsokiiag at the interviews in
more details, four students (S1 to S4) from theeselass declare that the
teacher (T1) helps them to keep interested ingtget language and to find
new materials all the time. Doyle (2001) writesttthe teacher’s
enthusiasm for the target language will lead toé¢laener’'s motivation; this

is what two students say about this:

“She tries to open our mind; she gives us a lidilofs and websites
in English. She encourages us to search informadtatifferent

places” (S3/4)

“She suggests websites, with documentaries ore¢lnsnShe made a

list of books and films to watcl{S4/6).

The teacher motivates by suggesting that studeaksfbr information; she

Is active in telling the learners about differesdaurces and activities; being
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proactive and recommending material is a way ofivatihg the students to
perform these activities. The self-report filledoy the student of that class
(S4) proves that the teacher encourages studewisittonteresting websites
about the news, documentaries, articles on veeyesting topics, books,
films and that she encourages the students tolsé&@rmformation in
English. The teacher stimulates the student tm lm@mstant contact with the
English language. Motivating students to use daffiéimaterials and
resources in English will help them practise tligiglish further during
informal learning activities. Four other studerg$ o S8) report that the
teacher (T2) advises them to read books, but #hables not recommend
other activities. The self-report of the studenthaft class (S7) maintains
that the teacher suggests very interesting boakihéon to read; that way,
they want to understand the vocabulary used imdwks and they learn it.
In another class, one student (S9) reports thateteher (T3) encourages
them to read a lot, to listen to the radio, to Wdtkns; the students of that
class usually do these activities but if they denthin the target language, in
English rather than in their mother tongue, thelteasays that it is even

better. Another student (S12) confirms the lattewall.

Two students (S10, S11) emphasise the fact thaetuher (T3)
recommends talks in English, but that they do retiqularly like attending
those talks. That teacher will have the contrafgatfin the long run; if he
keeps on suggesting talks students are not inéerast it will demotivate
the students. This is an example of demotivatiéermeg to “specific forces
that reduce or diminish the motivational basis beaavioural intention”

(Dornyei 2001a: 143).
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The self-report of the student of that class (H0firms that the teacher
(T3) encourages the students to read, mostly neyes@aticles and to speak
about them. Four other students (S13 to S16) sthiky are not so
encouraged by the teacher (T4) to practise ads/utside class. They say
that the teacher does not mention these actidtieisg the class course.
The self-report of the student of that class (St8htions that the teacher
(T4) encourages them to read books and newspapzesioutside class

and they can possibly comment on their readingsass. This is different
from what the students said during the intervieey, the fact that the teacher
does not recommend the students to practise aesivit the foreign
language outside class. The student (S13) wha fii¢he self-report did

not mention the same during the interview. It isgble that when she filled
in the self-report, she had more time to think sind remembered that the
teacher had mentioned some reading activities toudside class. This
might mean that the teacher does not encouragsutents to practise

these activities very often.

The first teacher (T1) confirms that she recommenmnelssites, related to the
news, that she makes them enjoy what they do. @nances them that
everybody can learn, sometimes with more work.t88s to encourage

them to watch films in the original version by airgy

“The fact that you are regularly confronted to tBaglish language
is important. Sometimes, they come back to meanthat they

only watch films in English, this is quite rewargin(T1/4).
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Another teacher (T2) confirms that he recommendadk$®do read, that he

put online at the students’ disposal, but he at$ers to a website he created
with different ideas related to the learning of Esty such as conversation
groups. The teacher (T2) considers himself as &atot of learning
because he encourages each student individuallyiglseto use a large
variety of methods to teach and to recommend tatingents, he gives
personal feedback in order to make progress. Eflisats the views of

Smith (2003) and Dam (2007), who write that teasleve to adapt their

pedagogy in order to find the best individual mehto learn successfully.

Another teacher (T3) is aware of the fact thatuggests talks in English
but that the students do not attend them. He expthiat students remain on
the surface and are not particularly interestegbing to talks to acquire

more knowledge and to improve their language skills

The last teacher (T4) confirms that he does nenofincourage students to
practise activities outside class. He mentionddbethat students watch
films but that they do not take part in activitisach as cultural activities,
that could help them improve their English evenendihe teacher (T4)
gives resources in English to the students bus In@t convinced that they

use them.

Students are motivated by the teachers to leare Boglish; nine students
(S2, S5, S6, S9, S10, S12, S13, S15, S16) areatsmraged to improve

their English by other people, mostly members efrtfamily, with whom
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they discuss the activities they undertake. Friamead stimulate them to

learn English as well.

4.2.2. Discussion on the motivation to learn a lgmage informally
These findings relate to the research questiorihisnHE context, are
students motivated to learn a foreign languagemétly? Who and what
motivates them? If students are not really motidatehy do they lack

motivation to learn languages outside class?

The findings emphasise that motivation is compietxinsic and extrinsic,
integrative and instrumental. The students inshigly are extrinsically
motivated, by the fact that they like the Engliahduage, that English is
very useful, as an international language, andtbgrgpeople, such as their
teacher, among others. For informal learning, daeher mostly focuses on
recommending reading print articles and books, edestudents usually

read on the Internet: they read Facebook pagether webpages.

The main source of motivation is intrinsic motiweatj coming from oneself,
as well as integrative motivation — liking the laage and its community,
for instance. Most of the students in this studyraotivated because they
like the English language. Many students want aond=nglish for work

purposes.

Motivation is related to autonomy; motivated studdsecome more
autonomous, reflect and control the language lagrprocess (Dornyei
2001c¢). In this research, the students who aré/remtivated by the
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pleasure of learning English, an international leage, make progress and

reflect in order to improve their foreign languad|s, as we will see.

4.3. Reflection in the informal language learningprocess

In order to be a proficient language learner angligiain motivation,
reflection and autonomy in the language learnirgggss are needed.
Autonomous learners are able to reflect, “plan, mooand evaluate their
learning” (Little 2008:2). Reflection enables learsito understand how
they learn and what they should improve as fahas tanguage skills are

concerned.

The following graph (Figure 4.6) presents findifigsn questionnaire data
related to the third research question: Do learredtsct upon the informal
language learning process? What are the consequehoeflection, or its
absence? The graph gives the replies to Part 2 8oihthe questionnaire
(see Appendix 4). This presented students witledsfit ways of noticing
the language and its form and reflecting uponhisas identified in the
literature review and in the initial study. Thedsgats were asked to select
how they notice the language and its form and whichtegies they use to
improve their knowledge of the language, in ordereflect upon their

language learning process.
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Figure 4.6: Student questionnaire data: Noticing ad reflection in
informal learning

From the questionnaire data in Figure 4.6, it appt®at 41% of the
students occasionally look up new words in theiaery (E1), 47%
occasionally check some grammatical structures; {B8se two aspects
refer to noticing the language and its form; indestddents cannot learn
structures or meanings in a language if they dontite them (Schmidt
2001); after noticing and being aware of the palgigties of form and
meaning in a language, learners can reflect upetatiguage and the
language learning process, in order to adjust thaming strategies; 64%
never check their English course materials (E33,¢buld help them plan

their language learning; 34% occasionally try trheabout some cultural
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aspects related to the foreign language (E4) aftl &lwell never try to
learn about some cultural aspects related to tteggio language (E4), 34%
ask speakers of English to correct them (E5),whusld be linked to
noticing after they have been corrected; 48% trgaiwect themselves (E6),

this is also an example of noticing the form of ldreguage.

Students are noticing some aspects of the foreigguage, such as
vocabulary, grammar, correcting their mistakess tfain lead to reflection
about their learning process, more particularlictitical reflection’,
advocated by Boud and Walker (2002), as they foousach situation
being a unique ‘learning event’, to be reflectedrupdividually. Boud and
Walker report that we have to evaluate each legrsittnation with our
experience and we have to try and understand tla@img of experience.
Then, it is possible to change a situation if neledie this study, when
students have noticed a new form in the foreigguage, they can evaluate
it with their experience of the foreign languagel aampare it to similar
forms, for instance. By doing so, they can increase understanding of
the meaning of the new form, and possibly change #peech by using that
form. Many students also look up words in the diaéiry in order to

activate and learn vocabulary. Noticing unknowndsgcand looking them
up in the dictionary in order to understand thegramng lead to reflection
upon the informal language learning process. Stigdeetasionally check
grammatical structures but they very rarely lookhair course materials

when they learn informally.
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Looking at the interviews in more detall, it appetirat eleven students
from all groups (S1, S2, S3, S4, S5, S6, S10, S12, S14, S16) want to
understand what interests them and make the negesgarts, they know

how they learn, they are autonomous in their |e@yprocess:

“When | like a song, | always want to know what Wads mean.
When | don’t understand a word, | immediately ablatwt means,
even if it's clear for everybody. If nobody canphele, often |

understand from the contex{S1/3).

“Comparing languages interests me...l don’t like nairtderstand
what a word means; | constantly look up words mdictionary on

my mobile phone(S2/4).

This shows that the student is eager to learn addnstand, notices the

words she does not understand and look them ugeidittionary.

“When there are words | don’t understand, | foundaod
translating website and | translate what | don’tdenstand... and
those words, | remember them, contrary to the volzaip | have to

learn because it's compulsoryS3/5).

This exemplifies the fact that this student is mwiléng to learn on an

informal than on a formal basis.

“I often look up words, but if | come across thentyoonce, | don’t
learn. These words have to come back. | don't aftake links
between words, but it helps, it takes time, | dtdmitk about it, |

learn by ear” (S5/4).
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This shows that the student learns by noticingadsd through repetition.
The student can remember the words if she hastseenand looked them

up in the dictionary several times.

The interviewed students sometimes try to undedstia@ language as a
whole and see how it differs from the formal stuwes they have learnt; one

student reports:

“In films, | try to see the familiar language thage, rather than the

academic language learnt at scho@B810/3).

Six students (S3, S7, S8, S9, S12, S15) reflectamdito correct
themselves when they speak, or ask people to ¢dhvem. However, four
students (S4, S6, S7, S11) do not always wantto ler to be reflective;

some say:

“It is supposed to be pleasurable moments, | desnt to study all

the time” (S4/7).

“I prefer to be passive [...] | don’t like looking wgords in the

dictionary”. [...] | don't like details” (S7/6).

“I don’t want to reflect. | think I'm good at Englh. [...] |

understand with the context and repetitiqi$11/1).

Sometimes, being reflective and analysing doesel, as one student

says:
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“I'm a perfectionist and it disturbs me insteadt@lping me. | look
up too many words and | don’t understand the cdraay longer”

(S14/2).

In the self-reports, three students (S4, S7, $HY)they prefer not to pay
attention to grammar so much, but to communicateniglish. However,
they recognise that grammar is necessary in ocdexpress themselves
better. Three students (S4, S7, S10) report tlegtphay particular attention
to the pronunciation in English, because oral Egis very different from
its written counterpart. By contrast, one stud&it3) writes that when she
reads, she looks up practically every word in tlei@hary. One of the
teachers (T1) explains that she encourages stutterggise grammar on
their own as they have different levels, she recemufs materials to them.
She likes them to study vocabulary outside clasistampractise in class.
For another teacher (T2), it is important to giwels$ to the students so that
they are autonomous and choose the resources ¢leelyimorder to improve
their knowledge of the foreign language. A thirddieer (T3) does not know
how students learn outside class, whether studenicse and reflect upon
the language learning process. The last teach@miakes the students
think more about the word formation so that theyndbhave to memorise
so many words. Students do not always understasanithod of acquiring

more vocabulary.

Paying attention to vocabulary, pronunciation arehgnar are ways of
noticing the foreign language and its form. Oneglshts have noticed these

aspects of the language, they can reflect upon itifermal language
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learning or “think critically when they plan, moaitand evaluate their
learning” (Little 2008: 2). Learner reflection, alpwith learner
involvement and appropriate target language ustharthree
characteristics, that will help learners becomem@aoinous in their informal
language learning process (Little 2008). A detagethmary on the findings
related to the third research question on refleatipon the language
learning process is given after the findings onEheopean Language

Portfolio (ELP), a reflection tool.

4.3.1. The European Language Portfolio (ELP) as ieflection tool

The third research question is: Do learners refipoin the informal
language learning process? What are the consemiehoeflection, or its

absence?

The ‘European Language Portfolio’ (ELP) (CouncilEafrope 2009) is a
tool that favours reflection and autonomy in theglaage learning process;
it enables students and teachers to keep tratleddtivities students
engage in outside class as well as their refleamhviews about the
activities. The ELP consists of a Language Passadranguage Biography
and a Language Dossier, which are described ifiténature review.

| adapted the ELP Language Biography to produadfaeport (See
Appendices 16, 17) for the students who particghatehis research. A
self-report was given to four students during ihalfstage of data

collection.
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The questionnaire was given to eighty studentsndtttie first stage of data
collection. From the questionnaire data, it emetgas95% of the students
have not used the ELP (See Appendix 5). They mag haard about it; this
is subsequently verified in the interviews but tiaye not actually used it.
Half of the interviewed students (S1, S2, S3, $,S9, S11, S14) did not
know about the ELP, and half of the students (S4S8, S10, S12, S13,
S15, S16) remembered what it is. This group ofesttglknow specifically
about the ELP Language Passport and the diffeaaguiage levels, which

is only a part of the ELP.

Subsequently, four students filled in the self-regahese students got to
know about some aspects of the ELP Biography: émeial characteristics
related to foreign language learning, the readwslearning process, the
description and plans concerning the languageilegprocess and a part
dedicated to intercultural experience which ispert of the classic version
of the ELP. All of the students who completed teé-geport found the ELP
Biography a useful reflection tool. The purposehaf administration of the
self-reports was to find out more aspects relatetie¢ students’ language
learning process and their reflection upon it. Ei# and its different parts
were explained to the students before they fillethe self-report and the
results were discussed with the students afterhladycompleted the self-

report.

All of the interviewed teachers have heard of th& Bnd more specifically
the Language Passport. The interviewed teacheesmgave comments than

the students on the ELP, the teachers consideratmedagogical tool. The
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first teacher (T1) did not know it well, but shentks that a university
degree is not sufficient as far as foreign langsage concerned. If it is
proven thanks to the ELP, for instance, that thdestits master the
language, it is better, more particularly for aufetprofession. The second
teacher (T2) mentions that the ELP is one of thesjde reflection tools we
can use. It should be a real portfolio, that thelents could use all their life,
and not just one element among the others. If ttfe i only one extra part
of the course, the second teacher does not thisk/éry useful. It takes
time to use it. The ELP should be discussed wighatther teachers and the
success of the project will depend on the willinggyand understanding of
the participating teachers (Little 2012a). Thedheacher (T3) used the
ELP at secondary school but it was not a successulse of lack of time.
The ELP was handed out but there was no followSagme teachers do not
want to use it any longer because they do notrsebrk between the ELP
and the curriculum (Little 2012b). The last teac{ief) recognises that the
ELP can be a good reflection tool, so that fornmal enformal learning can

be linked; however, it is time-consuming.

In conclusion, the students who used the ELP, tindesits who filled in the
self-report and got to know about an adaptatiothefELP Biography in
more detail reflect upon the language learning gge@nd find it a useful
reflection tool. All the teachers confirm it enabktudents to reflect and
they consider it as a worthy pedagogical instrunpeoviding it makes part

of the curriculum.
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4.3.2. Discussion on reflection in the informal laguage learning process
It emerges that most students notice some aspkitts toreign language,
such as vocabulary in most cases, grammar, corgettteir mistakes. This
process can lead to reflection upon language legrand reflection upon
the language learning process is part of the dpewedmt of autonomy in
language learning (Little 2008). When the studa@nthis research notice
vocabulary and grammatical structures, when theyt weaknow and
understand the words they encounter, they becomscmus of their
language learning, reflective and autonomous inaghguage learning

process.

Informal learning often occurs unconsciously, iinsidental learning

(Doyle 2001). In this study, it is evident thatdsuats notice and reflect upon
their language learning. Reflection enables thenscious process of
language learning to be more conscious. By refigestudents become
aware of how the language is structured; consety¢inéy can improve
their language knowledge and reach a higher levila language reception
and production. Gasparini (2004) differentiateslioijpand explicit
knowledge, which is related to incidental and ititamal learning. Implicit
knowledge refers to instances where the indivitkiabt able to state what
the knowledge is whereas explicit knowledge is kndoy the learner.
Informal learning is mostly implicit, whereas forhb@arning is mostly
explicit. In this study, | observed that reflectisrthe bridge between
informal and formal learning, as it helps studemtglicit knowledge of the

language to become explicit.
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The students who participated in this researctcadtie vocabulary which
is used in the films and series they watch, dutivagy informal learning
activity. By noticing this, most of the studentsbme conscious of the
language use and they organise their informal iegrimto formal learning.
This is related to what McGivney (1999) writes abihie relation between
formal and informal learning. McGivney reports thatmal learning occurs
in an informal learning situation when the learnisgnore structured, when
the learner is active, structures one’s learnirdyarderstands how the
language is used, its rules and applications. Nahess, some students do
not always want the unconscious process of learioitiggcome conscious,
they do not want to notice their language learr@nd to reflect upon it; one
student (S14) reports that being reflective andyaireg does not help; by
doing this, she cannot understand the contexteo$pieech any longer.
Some students learn informally out of pleasurehaeuit thinking about the
language. According to Krashen (1982), the uncanscprocess of learning
Is of primary importance, and the ‘monitor’, whicbntrols what has been
acquired is useful when learners have time andsmaribe reflective about
their learning process. The teacher can lead tltests to more reflection
and autonomy (Benson 2008: 24); the teacher canthelstudents to be
self-aware and conscious about the language leppnotess (Trebbi

2008).

Most of the students are exposed to difficultieanderstanding the
vocabulary and they find ways to acquire it byelishg to the words in a
large variety of situations, by looking up the weid the dictionary, by

making links between the words, when they can. ifiaaxad Al-Arishi
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(1991) explain that people reflect when a probletuos and they have to
solve it. The way students learn and the amountosfls they remember is
individual and relates to autonomy or the learnex&ponsibility for the
study of the language (Benson et al. 1997). Stine of the interviewed
students (S4, S6, S7, S11) do not reflect upom llweguage learning
process, they prefer to enjoy the pleasure ofgoguiring the foreign

language.

The students in this research who reflect uporr tearning use the Internet
and social media, they mostly use the Interneainad vocabulary
acquisition is concerned, they sometimes learnendiding another activity,
they learn new words by watching their favouritenf(Sockett et al. 2012).
Acquiring new vocabulary, understanding grammastalctures and
improving one’s pronunciation are done differertjyevery student. Each
one has their own methods of learning vocabulaimgnar and of
improving their pronunciation. There are no ‘tedahiformulae’, ‘critical
reflection’ is needed, as every situation is a uaitiearning event’ (Boud et

al. 2002).

Teachers can help students notice different aspétte foreign language
and to be reflective. The students in this resefirchs on learning
vocabulary and understanding the contexts in wtiiehvocabulary is used,
while the interviewed teachers prompt studentsoteca other aspects of the
language, such as grammar. One of the intervieaachers (T1)
recommends materials, to study grammar and toeexsabulary outside

class. Another teacher (T2) goes further in saiag he wants to give
159



Anne Van Marsenille T5729444

personalised tools to the learners, so that thegrbe more autonomous.
One more teacher (T4) enables students to thinktatord building but he

is not sure that the learners really do it, esplgasautside class.

One of the tools that promotes reflection and amtoycould be the
‘European Language Portfolio’ (ELP) (Council of Bpe 2009). At first,
most of the students reported in the questiontbatethey have not used the
ELP. When they were asked questions about the Etlieanterview, it was
found that half of the interviewed students hadthed it or that they had an
idea of what the Language Passport is. The studethss research know
relatively little about the ELP; the interviewedwbers are aware of it, but
they do not always have a clear idea of how itlmansed; two teachers

(T2, T4) find it time-consuming. Progress can belenand time could be
dedicated to the explanation of the use of podénd the ELP to the

teachers and the students.

Foster Vosicki (2012) states that stakeholdersteachers have to develop
a new awareness of language teaching and leamimege the learner is
more autonomous. If this new culture does not appea ELP can hardly
be implemented. Learners will know more and use=tibe with the help of
the teacher; the teacher is important as a resarsen for self-directed
reflective learning (Kohonen 2001). Nonetheless, not always easy to
change the previous pedagogy; the use of the Edd% I “an autonomy
culture in contexts dominated by traditional pedaddLittle 2004: 2). It
takes time for teachers to change and to understenaldvantages of using

the ELP. It is better to see it in a global ingtdnal context, so that the new
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method can easier be implied, as one of the irdemd teachers mentioned.
The interviewed teachers are not ready to use ltfeds such; they need to
discuss with their colleagues and the board toempint it. Teachers find
the ELP time-consuming; by reflecting with theitleagues about it, they
may find ways of integrating it in the curriculusyg that it does not require

too much time.

The findings of this study present evidence thadents notice aspects of
the language and reflect upon the language leaprimgess. Not all of them
want to reflect, because by reflecting, they fiadduage learning, and more
specifically informal language learning, less pleable. The teacher can
help students see the advantages of reflectiorghndan make students
more autonomous in their learning. Students coalgriompted to reflect
more if they would use reflection tools, such as‘#uropean Language

Portfolio’ (ELP) (Council of Europe 2009).
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CHAPTER 5: CONCLUSIONS

This research has highlighted some knowledge gaated to informal
learning that were not thoroughly studied as tyjetof learning is more
difficult to observe, to quantify and to evaluatan formal learning. Indeed,
this study reveals actual types of informal leagractivities, how these
activities are influenced by the formal learninggass and how they could
be taken into account in class. This investigatomuses on what and who
motivates students to learn informally and whethey reflect during the

informal learning process.

The conclusions of this study on informal learmimithin a formal learning
context are presented for each of the three resegrestions based on the
findings and discussion in the previous chaptelloi&ing the conclusions,
the limitations of the research are indicated. @buations made by the
study, implications for practice, recommendationd frther research in

the field are considered.

5.1. Responses to the research questions

5.1.1. Informal language learning activities by HEstudents in Brussels

This study has shown that students spend quited tone watching films
and series in English, as they consider this assplable activity. Watching
films and series on the Internet is a popular égtier young people
nowadays, as Chigét als (2014) study concerning the online exchange
project between German and Hong Kong Chinese |leasm®ws. Both
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groups of learners were watching the same Amesdatom or TV series
or movies. Belgian students are watching the samgrgmmes and sharing
their views about them on the Internet. These wdksd series and movies
offer material to learn English and to discuss mglish with people around
the world. From this investigation, it appears statdents enjoy doing that,
are sometimes conscious of their learning of theigm language, as they
realise they acquire new and specialised vocabuome of them are not
aware of the learning process. As Doyle (2001) mnast much of our
learning occurs unconsciously. This is an inforfearning activity which is
not always backed up by the teachers in this rekedhey do not always
think that this is a common student activity ontld@ not consider it as an
optimal informal learning activity, as students htigemain passive while
watching the programmes. However, students are thoegactive when
they try to understand what is said and rememleenéw vocabulary. If
teachers recognise that series and films can lhep@nguage learning,
they may be able to relate to them in the formaireng practice. If teachers
do so, they may include the informal aspect inftimmal learning practice,
as both types of learning could be combined tolrélae best way of

learning (Benson 2011: 7).

Learners also use the Internet for other purpdbkey:listen to music, they
read blogs, they go on social network sites, ssdRa@ebook or Twitter.
There is a link between digital media and inforteakrning. Students make
great use of the Internet outside class. The irgemd students often chat in
English with friends abroad; that way, they canntan contacts with

people they cannot see regularly. Teachers arecanfdine use of social
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media by the students but they do not considegubiem in class to
enhance the formal learning practice. My study itoréd what the research
literature on digital technology had stated, that¢ is a gap between
students with the technology and teachers who appeeh slower to adapt.
However, two teachers in the study make use olrtteenet in order to
suggest interesting websites or additional exesdis&nglish. They make
use of “blended learning” (Meyer 2007) and comhiggtal media with a

class course.

Students in Brussels have more contacts with Bmgleaking friends via
the Internet than face-to-face contacts. It is nabifecult for them to find
face-to-face contacts because they do not knowenthery can meet
English-speaking people and how to participateuitucal events in
English. They would like to have advice from theacher in order to have

more information.

Informal learning can support formal learning pi@end vice versa. The
students who participated in this study practigeftiur language skills in
class, i.e. reading, writing, extensive and inteadistening (Field 1998), as
well as speaking, i.e. spoken production and spakenaction. On an
informal basis, both types of listening come fiest,students favour
watching films and series and understanding thegdicontext as well as
the details. The informal learning activity coulaheplement the formal
class: students could discuss in class the sare§lms they have watched
on an informal basidn a formal learning contexthere is an emphasis on

spoken production and spoken interaction. For athetents, listening
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occurs as well, but mostly listening to the teaacheing lesson time. This is
quite different from watching films and serieshaliigh the teacher is not
always aware of this informal activity that is piaed by their students.
Particular films could be recommended, as wellthsraypes of more

active informal activities.

The findings related to this research question hedy us bridge the gap
between informal and formal learning. This inveatign should help us
raise awareness of some of the informal learnitigiaes practised by HE
language students, so that teachers can take thieradacount in their

formal learning practice.

5.1.2. Motivation to learn a language informally

From this study, it can be seen that HE studemtsrartivated to learn
English in class and on an informal basis. Theimmaotivation to learn
informally is an internal motive, because they like language and also an
integrative motive as identified by Dornyei (200because they want to be
part of the English-speaking community and theg lik culture, be it the

English-speaking communities and their cultures.

Students also find pleasure in communicating iglish with foreign
people, they use English as a lingua franca; shésgtrong internal
motivation, as Yashima (2014) also discovered mshady. The pleasure
they encounter in speaking the English languagesgilve students
motivation to practise it regularly on an inforntalsis, as this sustains their

language learning process, as it is stated by Goigi2004).
165



Anne Van Marsenille T5729444

Different types of external motivations emerge friims study: some people
motivate the learners to improve their English m&<lass —family
members and friends, for instance. English is &rmational language and
students need it to communicate abroad or in eepsadnal situation. This
makes the situation of the learning of Englishtéeldifferent from the
learning of other languages. The fact that thedage is international
relates to different types of motivations, an exé&motive due to the
international importance of the English language am instrumental motive
as well, as in Brussels, knowing English is oftengor requirement to find

a job.

From this investigation, it appears that anothers® of external motivation
for HE language students in Brussels is the teadlachers mostly
recommend reading a lot of press articles, bodks,Téney do not suggest
communicating with English-speaking people in Bels®r abroad so
much. In the case of languages, a lot of oral pads needed to acquire
some features of the language, as emphasised byn@nl(2004). Students
practise English with other speakers of the languagtheir own initiative
but they would like to receive more advice fromitheacher about the
different places they can go to in Brussels, ireotd meet English-

speaking people.

Teachers do not often advise their students tomadain types of films or
even series outside class. They do not do it becdey do not enquire
about the students’ informal learning activitiegloy do not consider it

important. This investigation points out the diéfet informal learning
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activities students practise and some of the tibaisare available to
teachers to discover the activities in order toivabé the students in their

foreign language learning process.

Teachers are the major source of motivation foisthdents; they can also
motivate students by showing enthusiasm for thgetdanguage. By
sharing the teacher’s enthusiasm, learners wilhldge new language
because they feel some pleasure themselves byisgeh& language and
becoming bilingual; this is the case in intrinsiotimation, motivation
coming from the self as identified by Noels (2000gachers are not always
facilitators of learning. In some cases, they dan demotivate the students.
One of the interviewed teachers suggests talksststidents but he feels
that they do not attend them. His students contfiray do not go to the talks

and that they are not motivated to attend talksnglish in Brussels.

The fact that another teacher gives resources ghidbnto his students but is
not convinced that they use them illustrates tathers know little about
what their students do outside the classroom,asdsby Arthur and Beaton
(2000) and Benson (2011). This investigation aiongive more information
on informal learning; it may prompt teachers takhabout informal
learning and to find out what their students dornaer to relate their class
course to their students’ informal learning actegt McGivney (1999)
suggests that guidance should be available to stsidieiring the whole
learning process. Teachers could enquire more atloaitthe learners do
outside class by asking them or by letting themrfiportfolios, where the

students report what they do in and/or outsidescMéth this information,
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they could motivate their students to perform tbkvaies which are

suitable to them.

Another source of external motivation to learn Esfgfor the students are
family members and friends. Findings from the stekdgwed that students
are encouraged to improve their English by memobgtiseir family, with
whom they discuss the activities they undertakenéis abroad stimulate
them to learn English. The learners have to wnténglish to them. This
gives the students a sense of goal-attainment hwistains motivation, as
argued by Dérnyei and Ushioda (2009). Studenthappy to see the results
of their learning; it is stimulation to performanaed progress, as argued by

Sears and Pai (2012).

To summarise the main points on motivation to leaformally, HE
students have different types of motivation: thegtiwate themselves
because they like the English language and itsilind they want to
integrate with the English-speaking communitieseyfind pleasure in
speaking the language that they would like to gactven more.

They are motivated by the fact that English isrgarnational language; it is
important to know the language to have a job insBels, to travel or to
communicate with foreign people. They are also wabdéid by people,
mainly their teachers, who help them learn by gjvimem different types of
advice and who could give better guidance if thegvwik more about the

students’ informal learning activities.
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5.1.3. Reflection upon the language learning pross

From this study, it emerges that students appfemiht methods, so that
they become aware of the language and its usentbigge some aspects of
the language and subsequently they reflect upotattggiage and upon the
best methods to use to improve their formal andrmél learning of the
language. They often try to correct themselves withey make mistakes or
ask native speakers to correct them. They notieaéw vocabulary and
they look up new words in the dictionary, they ghsy attention to

grammatical structures.

Noticing the language and its variations in formd aneanings can lead to
more attention to the foreign language; it candfarm the unconscious
acquisition into conscious learning and favourldmguage learning
process. It can lead to reflection on how studkzash and therefore,
learners can become more autonomous in their lggriihis investigation
confirms what Schmidt (2001) says: that we learough noticing and
attention. In this study, the learners notice spangicularities of the
English language: what some words mean and howatesysed, for
instance. This method may be more effective oméormal learning basis
as it relates to material that the learners haes@h The students become
conscious of some aspects of the foreign langubhgg,can monitor and
control their language acquisition as it is ideatdfby Krashen (1982).
Subsequently, they can ponder over their langusaming process and
experience, learner reflection being part of theetlgpment of autonomy in

language learning, according to Little (2008).
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However, the students in this research do not awant to pay attention
to the language and its different forms, they dbahvays want to be
reflective upon the language learning process. Seareers report that if
they constantly consider the language, its formraedning, they lose the
pleasure they experience by simply watching filmd series in English or
listening to English songs. The teacher can shewthpose of noticing and
subsequently reflection, so that the learners patydahe processes on their

own.

A tool that promotes reflection and autonomy inldregguage learning
process and that enables to keep track of theréifféanguage activities is a
language portfolio, as suggested by several rese,csuch as Little
(1991) and Sundqvist (2011). In this study, thelage portfolio, which
was chosen, was the ‘European Language PortfdiloP] developed by the
Council of Europe (2009), because it has been imsetdny European
countries and it has proven to be an efficient,taoctording to Little (2009).
In this investigation, most of the students did kimdw about the ELP. They
sometimes remembered parts of i, i.e. they maéstgw about the
Language Passport. However, it is the LanguagerBpity that allows to
keep track of the language learning activities tanlde reflective upon them.
Learners could be informed by their teacher ormigyHE institution about
the existence of language portfolios and the ELPairticular, so that it
could help them reflect upon their formal and infiat language learning
process. In this study, an adapted version of ttfe Eanguage Biography
was used as a self-report. By completing it, thesvk more about the ELP

Language Biography. The students were satisfiedftect upon their
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language learning process through the ELP LangBaggraphy. Teachers
do not always know much about language portfolrusthe ELP. The
teachers in this study have heard of it, two ofitheave used it but it was
not successful due to lack of time and two teachave not used and do not
consider it as a link between their formal class te students’ informal
learning activities. There is a lack of informati@nd awareness in Higher
Education and at the HE education institution wives the location for

this investigation. Teachers do not receive infdromaand advice about
useful pedagogical tools that help learners refigan their language
learning process and that help teachers get to lemalwunderstand the way
their students learn the foreign language. The EdrPalso assist teachers in
evaluating formatively, — and summatively, if th&gh to include the
students’ informal learning in the final gradesisTissessment is desirable
because formal and informal learning can compleraratanother and give
a complete picture of the student’s language legtrin this study, we
notice that the ELP was only used by a very smathioer of students, that
teachers know about it and find it useful but thaty do not use it, as it is
time-consuming and it is not part of the HE ingidn curriculum. This
investigation states that the use and the promatidine ELP to the teachers
would be more effective if it were recommended hy $takeholders of the

HE institution, as noted by Foster Vosicki (2012).

If teachers were well informed and willing to uke tanguage portfolio,
they could explain to their students how to usad why it is a valuable
instrument that can promote reflection upon thglege learning process

and that can take the student’s formal and infole®ining into account.
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5.2. Limitations of the research

The conclusions have to be considered with theditoins pertaining to the
research. One of the limitations of this reseasdhat it was carried out at
one Higher Education institution in Brussels witbaemple of eighty
students and four teachers. It would have beerfui¢pwork with other
groups either in the HE institution where | am teag or in other HE
institutions. This investigation is limited in tesmof a few groups within the
institution, because a smaller sample was betterdstor qualitative

analysis.

All the research materials (questionnaire, intemmipiestions, self-report)
come from the researcher and reflect the reseasaheughts and ideas
about the issues of the study. They could have Heeeloped differently;
further questions could have been asked. As angheasome of the
findings related to reflection and autonomy in laage learning are based
on noticing which leads to reflection. The questiaine and interview
questions could have been more focused on the ggataeflection in
language learning and how learners control thami@g. The self-reports

could have been developed to match the researdtiguoe more closely.

Another limitation may be that | did not work wigvels of autonomy and
levels of performance of the learners in Englistt whether both different

levels were affected by the students’ informaliéag activities.
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Even if the investigation presents some limitatjohean give a view of
informal language learning within a formal learnsygtem and help
students and people working in the Higher Educatixtor recognise it and

combine it with the formal learning programme.

5.3. Contribution to the understanding of the inbrmal
learning of English within a Higher Education institution in

Brussels

This research emphasises that informal learniag isnportant part of the
whole process of foreign language learning. Infdrearning has often
been underestimated for reasons explained eddigarious aspects, this
study brings some new light to the understandingformal learning.

Firstly, it is situated in a context previously tudied, Brussels. Secondly, it
was carried out with HE students. Thirdly, motieatiand reflection are
linked to informal learning. Finally, this invesaiion can give a view of the
students’ informal learning to the teachers, sottiay can use it in the

formal learning activities.

If there are very few studies about informal leagpithere is no research on
the subject which is related to the learning ofEmglish language in
Brussels. Brussels has a particular position, isscibnsidered the capital of
Europe or of the European Union (EU). As a resdgple from all over the
EU work and live there, it also attracts people wiawk for businesses
related to the EU and many other foreign people aitijoy the

international character of the city of a reasonaide. For these reasons, the
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English language is much used in Brussels in dal&cilitate the contacts
between the different communities of people; treesflearning the English
language is essential to communicate with peoplet@iave a good job.
This is an instrumental motivation, which was highted in this research.
Therefore, Brussels offers excellent opportunittegractise English in the
city, but students mainly engage with English infafly in virtual spaces,
as there was a rapid evolution of the new technetodoung people use
them the most; older people do not use them as ninat creates a

generation gap.

This research enables practitioners to know wtifatnmal learning is from
the perspective of students in HE education in 8#lss This specific age
group has not been commonly studied as far asmablanguage learning
is concerned. Sundgvist (2011) carried out resear8weden on
extramural English or English outside school witlraup of pupils in ninth
grade (aged 15-16). The students in this reseaecim @heir twenties. This
investigation should help HE students and teadimensderstand how

students engage in informal learning.

The organisation of the study and of the reseauestipns is specific to this
kind of investigation. The articulation of the togj motivation and
reflection around the main theme, informal learrigignique to this study.
This can probably help other researchers think &th@uconnection
between the areas in the context of informal legynAs far as the topic of
reflection is concerned, the benefits of the uspaotfolios and in particular

the European Language Portfolio (ELP) are preseftedfolios are not
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popular in Higher Education in Brussels. Studentsnat always aware of
them because teachers find them time-consumingesmtdnot to use them.
This study is interested in the fact that portfelean reveal how HE
students learn, that these tools give importan@eféomal as well as to
formal learning. However, the students and thehteaon their own may

not be inspired to use it. It is advisable to ssfjgs use to the HE
management, so that the portfolio can become panecsschool curriculum.
This idea has to be revived in HE institutions mugsels, because they used

the portfolio before but they did not continue.

The results of the research may reflect the stnah other institutions with
some provisos. It may help by giving some advict&HE institution. In
other HE institutions, different subjects are taugey do not specialise in
communication, as it is the case for the HE inBatuwhere the research

was carried out.

This study dealt with the learning of English. Bimtegies and methods
related to the English language are applicabldhlerdoreign languages,
beside English. English as a foreign language lsstecular status. It is an
international and vehicular language. Many nonweaspeakers of English
want to learn it, which is not the case for otlarefgn languages. The
motivations for learning the language might bead#ht in the case of other
foreign languages. As an example, French-speakirgsts want to learn
Dutch in Belgium because it is a second langudge a language which is
spoken and used in Belgium, but it does not hagenternational scope

that the English language enjoys. Knowing Dutcimigortant to have a job
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in Belgium but it will not be used as much as Estgin international
contacts. For those students, the motivation tomlEaglish may be

different from the motivation to learn Dutch.

Teachers know little about their students’ learnihgs reflects work by
Arthur and Beaton (2000) and by Benson (2011) wkations that there
are few studies on the effectiveness of informaitreng; therefore, teachers

are not eager to know more about it.

5.4. Recommendations for Higher Education

The findings of this research lead to differenbremendations for HE

students, teachers and management teams.

5.4.1. Recommendations to students

This investigation reveals the importance of infathearning activities to
students. Through the findings from this reseastigents may become
aware that informal learning forms integral partled whole language
learning process and that they should invest ahirtione as possible to
practise informal language learning activities méslass in order to

improve their foreign language skills.

Studentshould explain as explicitly as possible to thebeas how they
learn informally, by giving details about their@anfal learning activities
and by filling a language portfolio, for exampley 8oing so, they can be

better helped in their learning process and theyreeeive suitable advice,
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as far as the activities they already practisethagossible activities they

do not know of.

Students can also share their materials and adwigeformal learning
activities with the teacher and the other studestighat the whole class and
HE institution can benefit and they can receivedjadvice from the others

as well.

5.4.2. Recommendations to teachers

Throughout this investigation, it became clear thathergan benefifrom
the findings related to informal learning. From teeearch question related
to the students’ informal learning activities, isvapparent that teachers
could take time to enquire about their student®rimal language learning
activities and consider individually what studeadsinformally in order to
encourage them and to suggest ways to use appgepraerials and
learning strategies. Therefore, teachers couldralgse the way they teach
in the formal class to adjust it to the informadri@ing of the students and to
integrate informal learning to the formal learnitigss by working in small
groups (McGivney 1999) or to promote formal leaghar reflection as part

of informal learning.

They could also use more digital technology wittmrmal learning and
promote informal learning by applying ‘blended l@ag’ (Meyer 2007).
This study brought to light that the Internet isalnwsed by the students
during informal learning activities. Teachers cotdke advantage of this:

they could use the Internet in class on a morelaedpasis and they could
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suggest informal learning activities that studexatsld practise on the
Internet. Besides, they could also suggest culagtavities in English in
Brussels, as students would like to take part igliEh-speaking events but

they do not always know where they take place.

As far as motivation to learn informally is concednif teachers are aware
of their students’ informal learning activitiesethcan boost their
motivation by suggesting complementary activitlest interest the learners

and by discussing them in class.

Teachers can also promote students’ reflectionaamahomy by using tools
such as portfolios or the European Language PartfGlouncil of Europe
2009). It will take them time to get used to thetfmios or to adapt them to
their students’ learning situation; but this tisesaluable for the students’
language learning, as it will help teachers see $siodents reflect, so that
they can suggest different tips to the studentsh a3 listening to specific
programmes every day, even five minutes if studiexatstime and paying
attention to particular words and expressionsttiey can report in class.
The portfolios will also enable teachers to asgdssmal learning
formatively and possibly summatively, if they indkua percentage of the
marks dedicated to informal learning in the yealeaation. To include
informal learning in the assessment gives it malee and shows that it is
an important part of the whole foreign languagerea assessment

process.
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5.4.3. Recommendations to management teams

With the help of this study, HE institution manageitteams could invest
time in considering informal learning as part afeign language learning;
more value could be placed on informal learningdaysing the foreign
language learning curriculum, by trialling toolsatipromote informal
learning such as the language portfolios, and tirefiean Language
Portfolio (Council of Europe 2009) in particulandaby implementing the
use of such pedagogical instruments in the forkEigguage learning
programme. Experts in education could be invitedresent the portfolios
to the teachers, to encourage use in class arcktmaledge and evaluate

informal learning formatively and possibly summatiu

The existing language portfolios could also be tethpy the teachers
themselves, so that the teachers are involveceipithcess and they can
choose the portfolio that suits student and culuicuneeds. In this study, a
teacher explained that he would use such tooiswi#s considered within a
broader and general HE curriculum. It could be thathers are willing to
use portfolios but they need instructions and guteéerom HE

management teams.

5.5. Further research

5.5.1. Research in education

This research showed a range of possible infore@hing activities (See

Figures 2.1, 4.1, 4.2), that mostly relate to laggs but that could be
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applied, with certain adjustments, to other fiekls;h as journalism or
psychology, for instance. This could lead to a @eespudy in considering
and analysing all the possible activities which barundertaken by the
learners and to see the ones which are best gaitbé different subjects
and levels of learning. Students practise a l@abivities on the Internet;
the websites relevant to their field of study cobédexamined in more

detail, so that better advice could be given.

An important aspect is to integrate informal leagwithin the formal
learning programme. Informal learning occurs imfal learning by
working in small groups, formal learning is partiaformal learning
through reflection upon the language learning pecé&his field could be
studied further; the different situations wheremfal and formal learning

mix, in order to value and recognise both typekeafning.

In this study, | focused on the use of the Eurodesrmguage Portfolio

(ELP) (Council of Europe 2009), as it concerns lages; the ELP has been
used in different countries and has proven to geaa pedagogical
instrument that gives a complete picture of thelestts’ formal and

informal learning situation. Other portfolios antdh@& means that favour
reflection and autonomy in learning could be redegdl, also in other fields
than languages, so that these instruments carob®oped and so that
informal learning can be assessed within the foteehing curriculum.

The best way of assessing informal learning witheaformal learning

programme could also be studied.
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In addition, the learning situation at the workgaan also be analysed and
see how it differs from HE education as far asrimf@ learning is

concerned.

Finally, students’ informal learning in other HEStitutions can be studied
and compared to the HE institution in this casdtilarger numbers of
learners could be compared. The learning proceggedtudents in different
HE institutions could be contrasted. The learniracpss of the people at

the workplace could be compared to the learninggs® of students in HE.

5.5.2. Research in foreign language learning

The points mentioned above in research in educatoralso apply to
research in foreign language learning. The follgmspects are more

specific to foreign language learning.

This research focuses on the learning of English faseign language
although the findings concerning the learning ef EBnglish language could
be applied to the learning of other foreign langsad\ctually, the position
of the English language in Brussels, and in otlbentries, may be different
from other foreign languages, as English is arrmatigonal language. If the
motivation for learning Dutch, the second languagBrussels, was studied,
it would probably be different, as Dutch does natdnthe international
scope English has. Therefore, it would be intemgsio enquire about the
informal learning of Dutch as a second languad@dlyium within HE

education and at the workplace. The informal leagmaf other foreign
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languages could also be studied in Belgium andheracountries. The
findings related to activities, motivation or reflen could be compared to
the findings of this study. This would give mordugato informal language

learning within the formal learning curriculum.

5.6. Concluding statement

The aim of this investigation was to find out whiaoformal learning
activities students engage in, what and who mas/étem to do so and

how they reflect upon their language learning pssce

By carrying out the research and in replying torgssearch questions
related to the informal learning activities, motiea and reflection, | have
identified a gap between informal and formal leagnilf students and
teachers know more about the different informalresy activities, they
could make better use of them; the activities ci@daken into account in
the formal learning programme. Being aware of vamat who motivates the
students to learn informally could help studentthmlanguage learning
process and could encourage teachers to give rdereszon possible

informal learning activities.

Reflection on the language and the learning proge®s more autonomy to
the student who will engage in more informal leagnactivities which

enhance language learning.
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APPENDICES

APPENDIX 1: CONSENT FORM IN FRENCH

date

Sur base volontaire, jJaccepte de participer &terche sur I'apprentissage
de I'anglais, entreprise par Anne Van Marsenil;tdrante a 'Open
University au Royaume-Uni. Cette recherche estbkelile sa these de

doctorat.

Je comprends que les méthodes d’évaluation damsdiss je suis

impliqué(e) sont :

1. remplir un questionnaire et/ou

2. participer a une interview de 20-30 minutes.

Je donne mon autorisation pour que l'interview saikegistrée et transcrite,
et gu’elle ne soit utilisée que par Anne Van Mailtepour I'analyse des
données. Jautorise le fait que les données d’atialuvenant des méthodes
reprises ci-dessus soient publiées dans un ragjgwdluation et dans une

thése de doctorat a I'Open University.

Je comprends que toute information restera anomans le rapport

d’évaluation et dans la thése ou dans toute autskgation future.
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APPENDIX 2: CONSENT FORM IN ENGLISH

date

| voluntarily agree to participate in the reseawatithe learning of English,
conducted by Anne Van Marsenille, a research stuatethe Open
University in the United Kingdom. This researchhs basis of her doctoral

dissertation.

| understand that the evaluation methods which imagive me are:

1. my completion of a questionnaire and/or

2. my participation in a 20-30 minute interview.

| grant permission for the interview to be recorded transcribed, and to
be used only by Anne Van Marsenille for analysisdata. | grant
permission for the evaluation data generated filzerabove methods to be
published in an evaluation report and in a Doctothgésis at the Open

University.

I understand that any identifiable information @gard to my name will not
be listed in the above-mentioned evaluation repodt in the dissertation or

any future publication(s).
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Research Participant (Name and signature)

Date
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APPENDIX 3: STUDENT QUESTIONNAIRE IN FRENCH

Questionnaire Nr:

date,

Projet sur I'apprentissage de I'anglais

Cher étudiant en anglais,

J'enseigne I'anglais et le néerlandais dans unk é&cérieure a Bruxelles
et je fais un doctorat en pédagogie sur I'apprsatje informel des langues
dans I'enseignement supérieur. C’est pourquoi gaais faire remplir un
guestionnaire aux étudiants en anglais dans ure ggpérieure a

Bruxelles.

Le but de ce questionnaire est de :

- réfléchir a 'apprentissage en classe et en dehors.

- penser aux actions entreprises pour améliorer iagjzsage.

Ce questionnaire est divisé en trois parties.

Les réponses seront confidentielles.

Cela prendra quinze minutes pour remplir ce questoe.

Anne Van Marsenille

Doctorante en pédagogie a I'Open University
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QUESTIONNAIRE

Priére de compléter toutes les parties ci-dessous.

Partie 1 : Parcours pédagogique

T5729444

1.Année d’études a I'école supérieure IHECiere de cocher une seule

case-:

1lére année

2éme annee

3éme année

4eme @

Aannée Béme

e an

2. J'étudie I'anglais depuisPriere de cocher une seule case-:

1-2

ans

3-4

ans

5-6

ans

7-8

ans

9-10

ans

11-12

ans

13-14

ans

15-16

ans

3. J'ai étudié I'anglais . ~Priére de cocher la(les) case(s) qui

convien(nen)t- :

a I’école primaire.

a I'école secondaire.

dans I'enseignement supérieur ou a l'universite.

a un cours du soir.

en allant dans le pays.
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en habitant dans le pays.

en auto-apprentissage.

autre.

Si la réponse est “autre”, priére de préciser:

4. J'ai aussi appris .=Priére de cocher la(les) case qui convien(nen)t-:

le néerlandais.

I'allemand.

I'espagnol.

I'italien.

autre.

Si la réponse est “autre”, priére de préciser:

Partie 2: Apprentissage de I'anglais

5. Je fais ces activités en clasgiere de cocher un choix pour chaque

activité- :

Tres Souvent | Occasionnellement Jamais

souvent

lire.
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T5729444

écouter.

écrire.

parler.

discussions a

deux/en

groupe.

jeux.

autre.

Si la réponse est “autre”, priére de préciser:

6. Je pratique I'anglais en dehors de la classéepactivités suivantes

Priere de cocher un choix pour chaque activité- :

Tres

souvent

Souvent

Occasionnelleme

ntJamais

lire des articles de
journaux et/ou

revues.

lire des livres.

lire des pages web

(par exemple des

blogs, des rapports).

regarder la

207




Anne Van Marsenille T5729444

television.

regarder des films

et/ou des séries.

regarder des

documentaires.

écouter la radio.

écrire a des
étudiants et/ou des

correspondants.

écrire sur internet.

parler a des gens a

Bruxelles.

parler a des gens

dans d’autres pays.

participer a des
événéments

culturels.

autre.

Si la réponse est “autre”, priére de préciser:

7. Mon professeur me conseille de pratiquer casitist en dehors de la

classe-Priere de cocher un choix pour chaque activité- :
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T5729444

Tres

souvent

Souvent

Occasionnelleme

ntJamais

lire des articles de
journaux et/ou

revues.

lire des livres.

lire des pages web

(par exemple des

blogs, des rapports).

regarder la

télévision.

regarder des films €

des séries.

—

regarder des

documentaires.

écouter la radio.

écrire a des
étudiants et/ou des

correspondants.

écrire sur internet.

parler a des gens a

Bruxelles.

parler a des gens

dans d’autres pays.

participer a des
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événements

culturels.

autre.

Si la réponse est “autre”, priére de préciser:

8. Quand je pratique I'anglais en dehors de laselas..—Priére de cocher

un choix pour chaque activité- :

Tres

souvent

Souvent

Occasionnelleme

ntJamais

je cherche les
nouveaux mots
dans le

dictionnaire.

je vérifie les
structures

grammaticales.

je vais voir les
notes du cours

d’anglais.

jessaie
d’apprendre des

points liés a la
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culture.

je demande a des
locuteurs

anglophones de mé

\31%4

corriger.

jessaie de m’auto-

corriger.

autre.

Si la réponse est “autre”, priére de préciser:

9. Je suis motivée pour apprendre I'anglais-Priére de cocher la(les)

case(s) qui convien(nen)t- :

parce que j'aime la langue.

parce que j'aime la culture des pays ou I3

langue est parlée.

parce que I'anglais est une langue

internationale.

pour avoir un bon emploi.

autre.

Si la réponse est “autre”, priere de préciser:
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10. J’ai déja utilisé le « Portfolio européen ptaslangues » pour faire le
bilan et planifier mon apprentissage de I'anglai®iere de cocher une

seule case-:

Oui Non

Partie 3: Informations personnelles

Priére de fournir quelques détails personnels d#esque les réponses

puissent étre placées dans un contexte plus large.

Age (nombre d’années):

Sexe:

Femme Homme

Ma langue maternellgpriere d’écrire également d’autres langues parlées

depuis I'enfance, si c’est d’applicatian)
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Merci d’avoir complété ce questionnaire.

Des interviews sur I'apprentissage de I'anglaisadu20 a 30 minutes
seront réalisées fin novembre. S’il est possibleales interviewer, priere

de compléter vos coordonnées ci-dessous.

Numéro de téléphone: ...
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APPENDIX 4: STUDENT QUESTIONNAIRE IN ENGLISH

Questionnaire Nr:

date,

Learning of English Project

Dear Student of English,

| am teaching English and Dutch in a Higher Edweainstitution in
Brussels and | am doing a Doctorate in Educatiomfmrmal language
learning in Higher Education. Therefore, | woukklito administer a
questionnaire to students of English in a Highemdation institution in

Brussels.

The aim of this questionnaire is to:

- think about your learning of English in and outsatiess

- consider the actions you undertake to improve ye@anning.

This questionnaire is divided in three parts.

Your responses will be kept confidential.

It will take you fifteen minutes to fill in.

Anne Van Marsenille

Research student in Education with the Open Unityers
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Please complete all the statements below.

Part 1: Educational path

QUESTIONNAIRE

T5729444

1.Current year of study at the HE institution IHECSease tick one box

only-:

Year 1 Year 2 Year 3 Year 4 Year 5
2. | have been learning English for . Please tick one box only-:
1-2 3-4 5-6 7-8 9-10 11-12 | 13-14 | 15-16
years |years |years |years |years |years |years |years

3. | have learned English . Please tick any box which applies-:

at primary school.

at secondary school.

at college or university.

at an evening class.

visiting the country.

living in the country.

by independent study.

other.
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If “other”, please specify:

4. | have also learnt ....Please tick any box which applies-:

Dutch.

German.

Spanish.

Italian.

other.

If “other”, please specify:

Part 2: English language learning

5. | practise these activities in my English cldlease tick any box which

applies-:

Very often Often Occasionally Never

reading.

listening.

writing.

speaking.

group/pair
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discussions.

games.

other.

If “other”, please specify:

6. | practise English outside class by Please tick any box which applies-:

Very Often | Occasionally Never

often

reading newspaper
and/or magazine

articles.

reading books.

reading webpages (e.g

blogs, reports).

watching television.

watching films and

series.

watching

documentaries.

listening to the radio.

writing to students

and/or penfriends.
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writing on the web.

speaking to people in

Brussels.

speaking to people in

other countries.

participating in cultural

events.

other.

If “other”, please specify:

7. My teacher recommends me to practise thesetsdioutside class -

Please tick one option for each activity:

Very

often

Often

Occasionally

Never

reading newspaper
and/or magazine

articles.

reading books.

reading webpages (e.g

blogs, reports).

watching television.

watching films and
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series.

watching

documentaries.

listening to the radio.

writing to students

and/or penfriends.

writing on the web.

speaking to people in

Brussels.

speaking to people in

other countries.

participating in cultural

events.

other.

If “other”, please specify:

8. When | practise English outside class, Please tick one option for each

activity:

Very often| Often Occasionally Never

I look up new words in

the dictionary.

| check some

219



Anne Van Marsenille T5729444

grammatical

structures.

| check my English

course materials.

| try to learn about

some cultural aspects

| ask speakers of

English to correct me.

| try to correct myself.

other.

If “other”, please specify:

9. | am motivated to learn English .Please tick any box which applies-

because | like the language.

because | like the culture of the countries

where the language is spoken.

because English is an international English.

in order to have a good job.

other.

If “other”, please specify:
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T5729444

10. I have used the “European Language Portfobattord and plan my

English learning-Please tick one box only

Part 3: Personal information

Yes

No

Finally, please provide a couple of details abautrgelf so that your

responses can be put in a greater context.

My age in years:

My sex:

Female

Male

My mother tonguéplease write other native languages, if it applies

Thank you for completing this questionnaire.

Interviews on the learning of English will be cadiout at the end of

November. If you are available, please fill in yaontact details below.
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E-mail address:

Telephone number: ...
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APPENDIX 5: QUESTIONNAIRE RESULTS, QUANTITATIVE

DATA

The numbers refer to the number of students respgnuhder each

category.

Formal learning

Very often| Often Occasionally, Never
Bl.reading. 23 27 26 4
B2.listening. 26 27 21 1
B3.writing. 24 33 22 1
B4.speaking. 7 38 30 3
B5.group/pair

8 14 44 13

discussions.
B6.games. 0 1 15 63
Informal learning

Very often| Often Occasionally, Never
Al.reading
newspaper and/o 8 25 42 5
magazine articles
A2.reading books 3 11 51 14
A3.reading
webpages (e.g. 24 30 23 3
blogs, reports).
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A4.watching

television.

18

12

25

25

A5.watching films

and/or series.

46

28

A6.watching

documentaries.

17

29

25

A7 .listening to the

radio.

21

56

A8.writing to
students and/or

penfriends.

15

48

A9.writing on the

web.

14

13

29

24

A10.speaking to
people in

Brussels.

49

18

All.speaking to
people in other

countries.

13

31

32

A12.participating

in cultural events.

27

48
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Activities suggested by my teacher in order torieaformally

T5729444

Very often|  Often Occasionally Never

D1l.reading
newspaper and/o 46 31 3 0
magazine articles
D2.reading books| 21 34 22 3
D3.reading
webpages (e.g. 14 29 23 14
blogs, reports).
D4.watching

16 17 27 20
television.
D5.watching films

14 16 34 16
and/or series.
D6.watching

15 21 23 21
documentaries.
D7.listening to the

13 21 22 23
radio.
D8.writing to
students and/or 3 12 15 50
penfriends.
D9.writing on the

2 15 12 51
web.
D10.speaking to

9 18 13 40
people in
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Brussels.

D11.speaking to
people in other 9 18 15 38

countries.

D12.participating

in cultural events.

Reflection in learning

Very often| Often Occasionally Never

El.looking up
new words in the 19 17 33 11

dictionary.

E2.checking someg
grammatical 3 9 38 30

structures.

E3.checking
English course 0 7 22 51

materials.

E4.trying to learn
about some 9 17 27 27

cultural aspects.

E5.asking
speakers of
English to correct

me.
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E6.trying to

correct myself.

27

38

13

Motivations

Cl.like of the

language.

73

C2.like of the
culture of the
countries where
the language is

spoken.

47

C3.because
English is an
international

language.

60

C4.in order to

have a good job.

58

Use of the European Lanquage Portfolio

Yes

No

4

76
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APPENDIX 6: STUDENT INTERVIEW IN FRENCH

Interview : étudiant

Apprentissage de I'anglais en classe

1. De quoi est principalement constitué I'apprentissdg I'anglais en

classe, pensez-vous?

Apprentissage de I'anglais en dehors de la classe

2. De quoi est principalement constitué I'apprentiesdg I'anglais en
dehors de la classe, pensez-vous?
3. Pratiquez-vous ces activités en dehors de la @asse
a) Quelles activités trouvez-vous stimulantes?
b) Qu’appréciez-vous le plus?
c) Qu’est-ce que vous ne pratiquez jamais?
d) Pensez-vous avoir assez de temps et/ ou d’occgstams
pratiquer ces activités?
4. Etes-vous encouragé(e) a apprendre en dehorsctiessze?
a) Comment?
b) Par qui?
c) Quand?

d) Quels conseils vous sont donnés par votre profedseu
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Réflexion sur I'apprentissage

5. Quand et pourquoi entreprenez-vous des actionsoqyis aident a
apprendre (chercher des mots dans le dictionrexites autres)?
6. Qu’est-ce qui vous semble facile dans I'apprengesie I'anglais?

Et difficile?

Motivations pour apprendre I'anglais

7. Pourquoi voulez-vous apprendre I'anglais?

Le “Portfolio européen pour les langues”

8. Sivous connaissez le « Portfolio européen poulalegues », de
guelle maniére celui-ci peut étre un bon moyenaite fe bilan et

réfléchir sur I'apprentissage de I'anglais?
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APPENDIX 7: STUDENT INTERVIEW IN ENGLISH

Student Interview

English learning in class

1. What do you think English learning in class mostlolves?

English learning outside class

2. What do you think English learning outside classtiyanvolves?
3. Do you carry out these activities outside class?

a) Which of these activities do you find challenging?

b) What do you enjoy most?

c) What do you never practise?

d) Do you feel you have enough time and/or opportesito

practise these activities?

4. Are you stimulated to learn outside class?

a) How?

b) By whom?

c) When?

d) What tips are recommended to you by your teih

Reflection upon learning

5. When and why do you take actions to help you Iédooking up
words in the dictionary, among others)?
6. What seems easy to you in the learning of Englisti® what seems

difficult?
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Motivations to learn English

7. Why do you want to learn English?

The “European Language Portfolio”

8. If you know the “European Language Portfolio”, itniah way do
you think it may be a good means to record anecetn your

learning of English?
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APPENDIX 8: TEACHER INTERVIEW IN FRENCH

Interview : professeur

Apprentissage de I'anglais en classe

1. De quoi est constitué I'apprentissage de I'angtaiglasse,
pensez-vous?

2. Essayez-vous différentes activités, stratégiesathodes
d’apprentissage des langues qui conviennent a ehétgdiant/la

plupart des étudiants?

Apprentissage de I'anglais en dehors de la classe

3. De quoi est constitué I'apprentissage de I'angtaislehors de la
classe, pensez-vous?

4. Encouragez-vous explicitement vos étudiants aquati
I'anglais en dehors de la classe?

5. Quelles activités conseillez-vous a vos étudiants?
a) Quand?
b) Comment?

6. Savez-vous S'ils suivent vos conseils? Leur denandas?

Réflexion sur I'apprentissage

7. Conseillez-vous a vos étudiants d’étre actifs f¢xéds en

pratiquant I'anglais en classe? en dehors de tsefa

Réle du professeur

8. Comment percevez-vous votre rble en tant que pete®
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9. Avez-vous le temps suivre vos étudiants individueent? A
leur propre rythme? Leur donnez-vous du feedbaoksap

certaines activités, telles que les présentatioales?

Motivations des étudiants

10. Quelles sont les motivations de vos étudiants ppprendre

I'anglais, pensez-vous?

Le “Portfolio européen pour les langues”

11.Connaissez-vous le “Portfolio européen pour leguas™?
a) Que savez-vous a ce sujet?
b) Pensez-vous que c’est un bon moyen de faire la bilde
réfléchir quant a I’ apprentissage de I'anglais?

c) L'avez-vous utilisé en classe ?

Combinaison de I'apprentissage formel et informel

12.Certaines activités en dehors de la classe pewlestétre

intégrées en classe ? Comment?
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APPENDIX 9: TEACHER INTERVIEW IN ENGLISH

Teacher Interview

English learning in class

1. What do you think English learning in class inv@?e
2. Do you try different language learning activitisgategies

and methods suitable to each/most of the students?

English learning outside class

3. What do you think English learning outside classlaes?
4. Do you explicitly encourage your students to psectnglish
outside class?
5. Which activities do you recommend to your students?
a) When?
b) How?
6. Do you know whether they follow your recommendasi®n

Do you ask them?

Reflection upon learning

7. Do you recommend your students to be active ariectefe

while practising English in class? outside class?
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Role of the teacher

8. How do you view your role as a teacher?

9. Do you have time to follow your students indivitdya At

their own pace? Do you give them feedback afteresom

activities, such as oral presentations?

Students’ motivations

10.What do you think are your students’ motivationgetarn

English? Have they told you?

The “European Language Portfolio”

11.Do you know the “European Language Portfolio”?
a) What do you know about it?
b) Do you think it is a good means to record and ctiba
the learning of English?

c) Have you used it in class?

Combination of formal and informal learning

12.Can some outside class activities be integratethss?

How?
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APPENDIX 10: INTERVIEW EXTRACTS IN FRENCH

S1/1 : « Comme tous les jeunes, j'aime regardédilias, les séries; j'ai

toujours regardé les séries en version originale. »

S1/2 . «Ce qui est vraiment stimulant, c’est surtout lansiwem.On veut connaitre

les paroles. [...] Parfois, |’ achéte des journaufrancais, puis en anglais pour

comparer. »

S1/3 : « Quand j'aime une chanson, j'ai toujourgiede savoir ce que veulent
dire les paroles.

Quand je ne comprends pas un mot, je demandeetineat ce qu'il veut dire,
méme si pour tout le monde, c’est évident. Si pareae peut m'aider, c’'est

souvent le contexte qui m’aide a comprendre. »

S2/1: «][...] Les séries et les films, je n’aime pagarder la version doublée. Ca
sert pour des phrases qu’on utilise beaucoup @dacsriversation quotidienne.
C’est ce qui me plait le plus.[...]

Durant les voyages, [...] J'utilise le vocabulair@ap dans les séries et les films. »

S2/2 : «Je vais a des conférences en anglais a Bruxelgsare et il faut

poser des questions en anglais. »

S2/3: « Il faut aller chercher des bouquins, ikesdt puis, on parle devant la classe
et 14, japprends beaucoup. [...] Les sujets donpanhe en classe sont a ce point

intéressants que j'ai vraiment envie de donner awis »
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S2/4 : « Ca m'intéresse de faire des comparaisung kes langues.... Je n'aime
pas rester avec un mot en ne sachant pas ceveutitlire. Je n'arréte pas

d'utiliser le dictionnaire sur mon GSM. »

S3/1: « Les films sont une activité facile aisml [...] 'avantage, c’est que je
peux choisir la catégorie qui m'intéresse. Le vadaibe est adapté a ma

connaissance. »

S3/2 : «J'ai trouvé un site Gymglish, un programme d’apfissage, qui
envoie chaque jour une histoire, avec des quessiankhistoire et avec des

questions sur la grammaire. »

S3/3: « A chaque cours, on a une vidéo qui secbdgréhension a

'audition. »

S3/4 : « Elle essaie de nous ouvrir I'esprit; aelbeis donne beaucoup de
films et de sites en anglais. Elle nous stimuléex ahercher de

'information a différents endroits. »

S3/5: « Quand il y a des mots que je ne comprpaslsj'ai trouvé un bon site de
traduction sur internet et je traduis ce que jeoraprends pas...et ces mots-1a, ils
restent ancrés, contrairement a du vocabulairgeqdeis étudier, parce que c’est

obligé. »

S4/1: «D’internet, je regarde des séries avesdes-titres pour 'instant en
francais mais je me suis dit que j'allais faire laigganglais, ce serait plus
productif.

[...] C'est un moment agréable, donc il n’y a pasd& laborieux de I'anglais. »
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S4/2 : «Sur internet, on apprend sans vraiment qu’il yiaitadre scolaire. »

S4/3 : «l y a beaucoup de choses qui circulent sur lesads sociaux, qui sont
en anglais. On a des amis, qui ne parlent pasdisngn €écrit son statut en
anglais.Je baigne dans I'anglais, alors que quawdi$ 10-12 ans, je n’avais
aucun contact avec I'anglais parce que la téléavjsigtait en francais, les
journaux, c'était en francais, je n'allais pasistiernet ; je n'avais pas ce contact,
alors que maintenant, il est de plus en plus peemai dépasse les murs de

'école. »

S4/4 . «Pour moi, un grand déclic, ca a été en voyagedamsaamps, de
rencontrer des gens avec qui je pouvais seulemexpnmer en anglais. A
Bruxelles, j'ai rencontré des gens de la Commissimopéenne qui
parlaient seulement anglais et leur langue ; céaisait parler anglais en

dehors des cours ; apres, nous nous sommes écrit.»

S4/5 : « J'avais pensé a un festival de films,esuréalisateurs ne parlent

gu’en anglais, le débat ou la rencontre est eragsg}

S4/6 : « Elle propose de sites internet, qui prepbdes documentaires ou
des sites internet sur I'actualité. Elle a fait liate de livres et de films a

Voir. »

S4/7 . «Ce sont des moments qui sont censés étre du lbisic, je n’ai pas envie

d’étudier tout le temps. »
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S5/1 : «De par moi-méme, c’est uniqguement tout ce quiikssf plus en
anglais aussi. [...] Je regarde simplement le filainje cela : un film, c’est

un théme. »

S5/2 : «C’est a dur a trouver les activités enaisgle mieux serait un cours

de cuisine ou un cours de yoga en anglais, ¢cagais bien. »

S5/3 : « J’'aime la culture britannique, peut-éaecp que je suis partie la-

bas. »

S5/4 : « Je cherche souvent des mots ; mais leshdreune fois dans le
dictionnaire, ce n’est pas comme ¢a que jappreihésut que ces mots
reviennent. Je ne fais pas souvent de liens esgrnmbts et pourtant, ca aide,

ca prend du temps, j'ai pas le réfleapprends d’oreille. »

S6/1 : « Ca arrive souvent de tomber sur des sitesglais, il faut lirge

ne cherche pas la page en francais. »

S6/2 : « Parler, c’est aussi avec des personnasequarient pas I'anglais au

départ ; ca aide, comme ca, on reste en contactiav@ngue.»

S7/1 : « Regarder des séries régulierement, cotegenots regulierement,
permet d’apprendre plus vite le vocabulaire. [..ajide cela, je fais
attention a ce qu’ils disent [...] Je répéte les moty Je pense en

anglais. »
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S7/2 : « Je lis des blogs de mode principalemenspat des filles qui
viennent du monde entier, elles prennent des phi®oe€tements et c’est
souvent en anglais. Je lis. [...] Je vais souventesusites de mode, sur la

photo, sur la technologide passe pas mal de temps, je suis trés internet. »

S7/3 : « J'ai quelques amis qui habitent aux Bthtis, on ne se téléphone

jamais. On s’écrit parfois sur Facebook, Ia, j's@&n anglais. »

S7/4 : « En cours, le professeur nous demande sbdeeparler entre nous,
cela nous fait converser en anglais, ce qu’on ratfeas spécialement, sans
cela. Elle nous pose une question et on doit elemavec notre voisin. Elle

passe dans chaque groupe pour voir ce qu’on sateace

S7/5 : « Je ne suis pas une adepte des langugénéral ; c’est une des

seules langues pour laquelle je suis motivée papptendre. »

S716 : « Je préfére étre passive, [...] ca m'embétedarder des mots dans

le dictionnaire. [...] Je n'aime pas les détails. »

S10/1 : « Je fais du babysitting dans une famillglase ; ainsi, je pratique

régulierement I'anglais.»

S10/3 : « Dans les films, j'essaie de voir la memfamiliere de parler,

plutét que l'anglais académique appris a I'école. »

S11/1 : « Je ne veux pas réfléchir. J'estime mesani d'anglais

suffisamment bon. [...] Je comprends par le contekta répétition. »
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S14/1 : « Si je tombe sur un site en anglais, ig ledire. Mais je ne vais

pas spécifiquement chercher un site en anglais. »

S14/2 : « Je suis perfectionniste et ca me dérplugét que ca ne m'aide. Je

cherche trop de mots et je ne comprends plus lextn »

S16/1 : « Je suis une fan de Wikipédia en anglaéss je n'ai pas assez de

temps pour y contribuer. Ecrire, c'est par Facelstqlar mail. »

T1/1 : «Les séjours évidemment, les films, la musique ghya qui sont vraiment

accrocs a la musique et ils en profitent aussiieean des mots. »

T1/2 : « Je confronte toutes les semaines lesaattgla des vidéos et des lecture.
[...] Au premier semestre, je travaille beaucoup alex vidéos que j'apporte et au
second semestre, je leur demande de trouver ememéne problématique, qu'ils

vont expliciter en partie, par une vidéo qu'ilsgeitent aux autres étudiants. »

T1/3 : «J'essaie d’arriver au point ou les étudiants ouligs’ils sont en

train de parler anglais. »

T1/4 : «Le fait de se confronter le plus régulierement fibss la langue anglaise
est important. Parfois, ils reviennent vers malisént, je ne regarde plus que des

films en anglais, ¢a, c’est assez gratifiant. »

T3/1: « Aller au pub et parler avec des gens ! [On} a de la chance de

vivre a Bruxelles, une ville multiculturelle. »
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T3/2 : « llIs croient que la panacée est de regdedeséries avec sous-titres

en anglais. Ce n’est qu'une demi-compétence. $tent passifs.»
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APPENDIX 11: TRANSCRIPTION OF AN INTERVIEW IN

FRENCH

R : Alors premiére question,— puisqu'on parle édnation de ce que vous
faites hors classe en classe- c'est d'avoir uplpsude détails sur ce que

vous faites en classe au cours d'anglais...

S9 : En fait, on travaille sur I'Union européenioet ce qui est politique
autour de I'UE. La collusion entre pays. Il nousgmdes diapositives, il
nous explique toujours en anglais. Il y a des lagijdl veut aussi qu'on
prépare des articles chague semaine. Il y en aigleox qui préparent des

articles et ensuite on fait des débats.

R: Toujours sur I'Union européenne?

S9: Non, les articles c'est en général. Par ex&mpla parlé de Facebook,
des applications iPhone, comme du vin au Chileu jpnporte et donc a
chaque fois, il y a un débat, ou les gens qui vearticiper, participent.

Niveau oral, c'est ¢ca qu'on fait.

On a des préparations a préparer sur I'Union eeropéqui sont des
grosses préparations en groupe et d'ailleurs ¢caneme dans les semaines
a venir. Et 14, c'est pareil, c'est le groupe @sge des diapositives et les
gens peuvent réagir. Donc, c'est vraiment ¢a daibndonc, c'est étudier
I'Union européenne, c'est lui qui nous explique w@mt ¢ca se passe.

Ensuite c'est a nous. Il y a des présentationsaliar et d'exposés au final.

R : Donc lire des articles et aussi écrire?
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S9 :C'est plus pour les examens, les écrits gpartla prise de notes
pendant le cours. Sinon, il y a la préparationedgmsés qui se fait par écrit.

C'est plutot personnel.

R: Détail des activités en dehors de la classe?

S9 : Parce qu'en fait, j'ai fait un Erasmus l'anpessée en Angleterre de
janvier a juin. J'étais déja trés « anglais » avdntisais des magazines, je
regardais des films, le tout en anglais. Depuisjgseiis parti, je regarde les
films sans sous-titres. Je lis des magazines éreifiment en francais ou en
anglais. Je converse aussi avec les amis sur @tteoit a I'écrit soit
directement & l'oral. Donc c6té anglais, je pratitpus les jours. Et sur
internet, partout, ¢a finit par étre en anglaisoisin’est pas géné par ¢a, c'est

beaucoup plus intéressant. On a vite fait le tesrghges en francais.

R : Rappelle-moi ce que tu fais plus précisémentrgernet par rapport a

I'anglais?

S9 : Parler a des amis. Consulter des pages wsbigéan de musique (en
francais il ne se passe pas grand-chose). Regdedeseries, écouter des

podcasts radio.

R : Au niveau culturel, est-ce que tu participeia activités en anglais a

Bruxelles?

S9 : Non, sauf les concerts de groupes anglophdeass en colocation
avec des Erasmus. Soirées Erasmus ou tout le nfioitdzar parler en
anglais. Ou voir des films en VO mais pas vraina@c un groupe
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d'Anglophones. Mais j'aime beaucoup la culture @isg| mais je n'ai pas

trop la démarche.

R: Je parle du British Council (conférences/théét@e européenne ou

britannique). Qu’est-ce qui est le plus stimulant?

S9: Le plus stimulant : Parler de tout en facace féventuellement. Méme
avec internet, maintenant, on a le micro et la \@eha'est mieux que

I'écrit.

R: Es-tu encouragé a parler en dehors de la clpasgui? Tu te motives

personnellement?

S9 : Beaucoup d'amis aux US, au Royaume-Uni ouustralie. Je leur
parle tous les jours. Je vais cet été les voir @stralie. Je suis motive,

méme si je ne me rends pas compte que j'apprends.

R: Quels conseils te donne ton professeur en delwoecadre du cours?

S9 : Il encourage a lire, a écouter la radio, amdegr des films. Des choses

simples qu'on fait naturellement mais si on lesdaianglais, c'est mieux.

R: Le professeur renseigne des livres a lire?

S9 : Il nous conseille des livres que lui-mémenaéai.

R: Vas-tu chercher des mots dans le dictionnaire?
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S9 : En Angleterre, le colocataire australien epit les mots sur lesquels
je bloquais avec ses mots en anglais. Bien sGd@agrandes phrases, mais

le mot qui fait le sens de la phrase.

R: Cette année tu fais pareil?

S9 : Oui, pareil avec mes amis. Idem dans ledestidviot qui fait le sens

de la phrase

R: Et prendre une grammaire?

S9 : Je pense que je l'ai acquise.

R : Qu'est-ce qui est facile ou difficile dans parcours?

S9 : Facile : les phrases du quotidien, les trassgoes sont faciles, on les
entend tout le temps. Difficile : le passé, la@ifnce entre le « present

perfect » et autres et ceci plutdt en écrivant.

R : La motivation, ce sont les gens et la culture.

S9 : Pouvoir découvrir plus de choses parce quaste@nglais. Sur
internet, avoir la bonne information, c'est en arggIProfessionnellement
sur un CV, ils prennent plus facilement quelgwunparle facilement

I'anglais.

R: Connais-tu le Portfolio Européen des Langues?

S9: Non.
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APPENDIX 12: TRANSLATION OF THE INTERVIEW IN ENGLIS H

R: First question, - because we speak about integraf what you do in
class outside class - | would like to have motaitkeabout what you do

during the English class.

S9: In fact, we work on the European Union, pditicound the EU. The
collusion between the countries. He shows us shdésexplains everything
in English. There are articles, he wants us togmeprticles every week.

There is one or two who prepare articles and themave debates.

R: Always about the European Union?

S9: No, articles in general. For example, we spadlaut Facebook, about
iIPhone applications, as well as about some wirgghite, it doesn’t matter
and every time, there is a debate, where peoplewamb to participate.

This is what we do orally.

We have preparations on the European Union, wirielbig group

preparations and moreover, it begins in the nextieeks. And there, it is
similar, the group shows slides and people cart.réaas, it is really what
we do; to study the European Union, he explainsstbow it works. Then,

it is our turn. There are presentations of artiakethe end.

247



Anne Van Marsenille T5729444

R: So, reading articles and also writing?

S9 : This is more for the examinations, the papecept for taking notes
during the class course. Otherwise, there is agoadipn of the

presentations which is written. It is rather peedon

R: Detail of the activities outside class?

S9: In fact, | went on an Erasmus programme laat, ye England from
January till June. | was already very “English” dref. |1 read magazines; |
watched movies, everything in English. Since | werEngland, | watch
movies without subtitles. | read magazines indédfetly in French or in
English. | also speak with friends on the Interhetyite to them or | speak
to them. So, | practise English every day. AndlenInternet, everywhere,
it is in English in the end. If it doesn’t bothes, ut is much more interesting.
With the pages in French, we’re quickly throughnthe

R: Remind me what you do exactly on the Internieiteel to English?

S9: | speak to friends. | consult webpages, | anuaic fan (not so much
happens in French). | watch series, | listen taoraddcasts.

R: At the cultural level, do you take part in atttes in English in Brussels?

S9: No, except the concerts of English-speakinggsoMy flatmates are
Erasmus students. We spend the evenings with gmniis students;
everybody eventually speaks English. Or watchingie®in the original
version, but not really with a group of English akers. | like very much

the English culture, but | don't like the approachmuch.
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R: I mean the British Council (talks / theatre f&uean or British school).

What is the most stimulating?

S9: The most stimulating: speaking about everythpogsibly face-to-face.
Even with Internet, now, we have the microphone taedvebcam, it is

better than writing.

R: Are you encouraged to speak outside class, mm®#hDo you motivate
yourself?

S9: Many friends in the US, in the United KingdomroAustralia. | speak
to them every day. This summer, | go and see timefustralia. | am

motivated, even if | don’t realise | learn.

R: Which piece of advice does your teacher give gloout what you could
do outside class?

S9: He encourages us to read, to listen to the rémiwatch movies. Simple
things we do naturally but if we do them in Englighs better.

R: Does the teacher recommend books to read?

S9: He recommends us books he liked him.

R: Do you look up words in the dictionary?

S9: In England, the Australian flatmate explainexds to me, the words |
couldn’t understand. He explained the words in BhglOf course not big
sentences, but the word which makes you undersitenskentence.

R: Are you doing the same this year?
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S9: Yes, the same with my friends. The same foattieles: the word
which makes me understand the sentence.
R: Do you use a grammar book?

S9: I think | know the grammar.

R: What is easy or difficult in your learning prese

S9: Easy: everyday life sentences, the basic trarggasy; we hear them
all the time. Difficult: the past tense, the diface between the “present
perfect” and the other tenses, and this rathewityng.

R: Motivation, it is the people and the culture.

S9: Being able to discover more things becausepeaksEnglish. On the
Internet, the good piece of information is in EsgliProfessionally, on a
resume, they easily hire someone who speaks Erftlishtly.

R: Do you know the European Language Portfolio?

S9: No, | don't.
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APPENDIX 13: STUDENT INTERVIEW CODING - INTERVIEW | N

FRENCH

Coding explanation (cf. Literature Review):

Themes: 2.1.Informal Learning — 2.2.Motivation 3.Reflection and
autonomy

Categories: 2.1.1 Formal Learning - 2.1.2. Pshathoof Learning — 2.1.3
Sociology of Learning — 2.1.4. Informal Learningti&iies

2.2.1. Integrative motivation — 2.2.2. Instrumemtattivation — 2.2.3. Self-
Motivation — 2.2.4. Motivation coming from the téac

2.3.1. Noticing — 2.3.2. ELP

The literature is indicated in italics with the nbar and the colour of the
theme or category.

The important ideas are marked in bold with the nunber and the

colour of the theme or category.

21.1.

R : Alors premiére question,— puisqu'on parle égnation de ce que vous
faites en classe hors classe- c'est d'avoir uplpsude détails sur ce que

vous faites en classe au cours d'anglais...

S9 : En fait, on travaille sur I'Union européenoet ce qui est politique
autour de I'UE. La collusion entre pays. Il nousgmdes diapositives, il

nous explique toujours en anglais. Il y a des1.articles il veut aussi
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gu'on prépare des articles chaque semaine. llayilanou deux qui

préparent deg.1.1.articles et ensuite on fait des débats

R: toujours sur I'Union européenne?

S9: Non, le®.1.1.articlesc'est en général. Par exemple, on a parlé de
2.1.Facebook2.1.nowadays socio-technical communities in ordesustain
formal and informal learning — Janhke 20@®s applications iPhone,
comme du vin au Chili... peu importe et donc a cieg@is il y a un débat,
ou les gens qui veulent participer, participentediu oral, c'est ¢ca qu'on

fait.

On adeg.1.1.preparations sur 'Union européennequi sont des grosses
préparations en groupe et d'ailleurs ca commente lda semaines a venir.
Et Ia, c'est pareil, c'est le groupe qui passaldgmositives et les gens
peuvent réagir. Donc, c'est vraiment ¢a qu'on; fdiinc c'est étudier

I'Union européenne, c'est lui qui nous explique mwamt ¢a se passe.
Ensuite c'est & nous. il y2al.l.des présentations d'articles et d'exposes

au final.

R : Donc lire des articles et aussi écrire?

S9 :C'est plus pour.1.1.les examendes écrits a part pour fal.1.prise de
notespendant le cours. Sinon pour il y a2d.1.préparation des exposes

qui se fait par écrit. C'est plutdt personnel.

R: Détail des activités en dehors de la classe?
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S9 : Parce qu'en fait j'ai fait un Erasmus |'arpessée en Angleterre de
janvier a juin. J'étais déja tres « anglais » avilisai?.1 des
magazines je regardai®.l.des films le tout en anglais. Depuis que je suis
parti, je regarde le3.1.films sans sous-titresJe lis des magazines
indifferemment en francais ou en anglais2 Jeconverse aussi avec les
amis sur internetsoit a I'écrit soit directement a I'oral. Donc catélais
2.1.je pratique tous les joursEt2.1.sur internet, partout ca finit par

étre en anglais Si on n’est pas géné par ¢a c'est beaucoupmiressant.

On a vite fait le tour des pages en francais.

R : Rappelle-moi ce que tu fais plus précisémentrgernet par rapport a

l'anglais?

S9 :2.1.Parler a des amis. 2.1.Consulter des pages wgbsuis2.1.fan de
musique (en francais il ne se passe pas grand-chose). (Regai.des

séries écouter deg.1.podcasts radio

R : Au niveau culturel, est-ce que tu participeesa activités en anglais a

Bruxelles?

S9 : Non, sauf leg.1.concerts de groupes anglophonede vis en
colocation avec des Erasmdsl.Soirées Erasmusu tout le monde finit
par parler en anglais. Ou vdirl.des films en VOmais pas vraiment avec
un groupe d'Anglophones. Mdis?.j'aime beaucoup la culture anglaise
2.2internal motivation mais je n'aR.2.pas trop la démarche2.2.teacher

could help.
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2.2.

R: Je parle du British Council (conférences/théét@e européenne ou

britannique) Qu’est-ce qui est le plus stimulant?

S9: 2.2.Le plus stimulant :Parler de tout en face a face éventuellement.
Méme avec internet, maintenant on a le micro etdbcam, c'est mieux que

I'écrit.

R: Es-tu encouragé a parler en dehors de la clpasgui? Tu te motives

personnellement?

S9 :2.2.1.Beaucoup d'amis aux US, au Royaume-Uni ou Anstralie. Je
leur parle tous les jourde vais cet été les voir en Australie. Je suis

2.2.1.motivé, méme si je ne me rends pas compte gapprends.

R: Quels conseils te donne ton professeur en delwecadre du cours?

S9:2.2.4.1l encourage a lire pas mak écouter la radio, a regarder des
films. Des choses simples qu'on fait naturellement maia s fait en

anglais, c'est mieux.

R: Le professeur renseigne des livres a lire?

S9 : Le professewt.2.4.nous conseille des livres que lui-méme a asné

R: Vas-tu cherchates mots dans le dictionnaire?
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S9 : En Angleterre, |18.3.1.colocataire australien expliquait les mots su
lesquels je bloquais avec ses mots en angl&8gen sar pas des grandes

phrases, mais le mot qui fait le sens de la phrase.

R: Cette année tu fais pareil?

S9 : Oui pareil avec mes amis. Idem dans les esticMot qui fait le sens

de la phrase

R: Et prendre une grammaire?

S9 : Je pense que je l'ai acquise.

R : Qu'est-ce qui est facile ou difficile dans farcours?

S9 :2.3.Facile : Les phrases du quotidien, les trucs bajues sont faciles,
on les entend tout le temps. Difficile : le passk, différence entre le

« present perfect » et autres et ceci plutét en eant.

R : La motivation, ce sont les gens et la culture.

S9 :2.2.internal motivatior2.2.Pouvoir découvrir plus de choses parce
gu’on parle anglais Sur internet, avoir la bonne information, c'ast e
anglais.2.2.external motivatio.2.2. Professionnellement sur un CV, ils

prennent plus facilement quelqu'un qui parle facilenent 'anglais.

R: Connais-tu le Portfolio Européen des Langues?

S9 : Non.
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APPENDIX 14: STUDENT INTERVIEW CODING - INTERVIEW | N

ENGLISH

Coding explanation (cf. Literature Review):

Themes: 2.1.Informal Learning — 2.2.Motivation 3.Reflection and
autonomy

Categories: 2.1.1 Formal Learning - 2.1.2. Pshathoof Learning — 2.1.3
Sociology of Learning — 2.1.4. Informal Learningti&iies

2.2.1. Integrative motivation — 2.2.2. Instrumemtagdtivation — 2.2.3. Self-
Motivation — 2.2.4. Motivation coming from the téac

2.3.1. Noticing — 2.3.2. ELP

The references to the literature are indicatedtatics with the number and

the colour of the theme or category.

The important ideas are marked in bold with the nunber and the

colour of the theme or category.

2.1.1.

R: First question, - because we speak about iniegraf what you do in
class outside class| would like to have more details about what ylou

during the English class.

S9: In fact, we work on the European Union, pditcound the EU. The

collusion between the countries. He shows us shdésexplains everything
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in English. There are.1.1.articles he wants us to prepare articles every
week. There is one or two who prepare.1.articles and then we have

debates

R: Always about the European Union?

S9: No,we deal witl2.1.1.articlesin general. For example, we spoke about
2.1.Facebook2.1.nowadays socio-technical communities in ordesustain
formal and informal learning — Janhke 200&bout iPhone applications, as
well as about some wine in Chile, it doesn’t matted every time, there is a

debate, where people who want to participate. iBhwghat we do orally.

We have?.1.1.preparations on the European Unioywhich are big group
preparations and moreover, it begins in the nextvieeks. And there, it is
similar, the group shows slides and people cart.ré&aas, it is really what
we do; to study the European Union, he explainsstbow it works. Then,

it is our turn. There are.1.1.presentations of articles in the end.

R: So, reading articles and also writing?

S9 : This is more for.1.1.the examinationsthe papers except for
2.1.1.taking noteduring the class course. Otherwise, there is a
2.1.1.preparation of the presentations which is wtien. It is rather

personal.
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R: Can you detail of the activities you practis¢sale class?

S9: In fact, | went on an Erasmus programme last, ya England from
January till June. | was already very “English” dref | read?.1.magazines
| watched2.1.movieseverything in English. Since | went to England, |
watch2.1.movies without subtitles| read magazines indifferently in
French or in English. | alsb.1.speak with friends on the Internet| write
to them or | speak to them. So.I practise English every dayAnd
2.1.on the Internet, everywhere, it is in Englishin the end. If it doesn’t
bother us, it is much more interesting. With thgesin French, we're

quickly through them.

R: Remind me what you do exactly on the Internieiteel to English?

S9:2.1.1 speak to friends | 2.1.consult webpaged am a2.1.music fan
(not so much happens in French). | watchseriesl listen to2.1.radio

podcasts

R: At the cultural level, do you take part in atttes in English in Brussels?

S9: No, except the.1.concerts of English-speaking groupMy flatmates
are Erasmus students. We spend2tiecvenings with the Erasmus
students everybody eventually speaks English. Or watchirigmovies in

the original version, but not really with a group of English speakérs.
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2.2.like very much the English culture2.2.internal motivationbut |
2.2.don't like the approach so much2.2.teacher could encourage and

help.

R: I mean the British Council (talks/ theatre / &ugan or British school).

What is the most stimulating?

S9:2.2. The most stimulating:speaking about everything, possibly face-
to-face. Even with the Internet, now, we have therophone and the

webcam, it is better than writing.

R: Are you encouraged to speak outside class, mm#hDo you motivate

yourself?

S9: 2.2.1.Many friends in the US, in the United Kingdom or in
Australia. | speak to them every day. This summer, | go aedisem in

Australia. | am2.2.1.motivated, even if | don't realise | learn

R: Which piece of advice does your teacher give aloout what you could

do outside class?

S$9:2.2.4. He encourages us to read, to listen to thadio, to watch
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movies.Simple things we do naturally but if we do thenkimglish, it is

better.

R: Does the teacher recommend books to read?

S9: The teachet.2.4.recommends us books he liked himself.

R: Do you look up words in the dictionary?

S9: In England, th.3.1.Australian flatmate explained words to me, ta
words | couldn’t understand. He explained the wordsn English. Of
course not big sentences, but the word which mgsesinderstand the

sentence.

R: Are you doing the same this year?

S9: Yes, the same with my friends. The same foatheles: the word

which makes me understand the sentence.

R: Do you use a grammar book?

S9: I think | know the grammar.

R: What is easy or difficult in your learning prese
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S9:2.3.Easy: everyday life sentences, the basic thingse easywe hear

them all the time. Difficult: the past tense, the difference betweerhie

“present perfect” and the other tenses, and this réner, by writing.

R: Motivation, it is the people and the culture.

S9:2.2. internal motivation2.2.Being able to discover more things

because we speak EnglisiOn the Internet, the good piece of information

Is in English.2.2. external motivatiar?.2.2. Professionally, on a resume,

they easily hire someone who speaks English fluentl

R: Do you know the European Language Portfolio?

S9: No, | don't.
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APPENDIX 15: STUDENT INTERVIEW CODING — EXTRACTS OF

THE INTERVIEW IN FRENCH

Coding explanation (cf. Literature Review):

Themes: 2.1.Informal Learning — 2.2.Motivation 3.Reflection and
autonomy

Categories: 2.1.1 Formal Learning - 2.1.2. Pshathoof Learning — 2.1.3
Sociology of Learning — 2.1.4. Informal Learningti&iies

2.2.1. Integrative motivation — 2.2.2. Instrumemtattivation — 2.2.3. Self-
Motivation — 2.2.4. Motivation coming from the téac

2.3.1. Noticing — 2.3.2. ELP

The references to the literature are indicatedtatics with the number and

the colour of the theme or category.

The important ideas are marked in bold with the nunber and the

colour of the theme or category.

2.1.1.S9 : On traite &.1.larticles en général. Par exemple, on a parlé de
2.1.Facebook2.1.nowadays socio-technical communities in ordesustain
formal and informal learning — Janhke 20@®s applications iPhone,
comme du vin au Chili... peu importe et donc a ciegis il y a un débat,
ou les gens qui veulent participer, participentzdiu oral, c'est ¢a qu'on

fait.
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R: Je parle du British Council (conférences/théét@e européenne ou

britannique) Qu’est-ce qui est le plus stimulant?

S9:2.2.Le plus stimulant: parler de tout en face a face éventuellement.
Méme avec internet, maintenant on a le micro atdbacam, c'est mieux que

I'écrit.

R: Es-tu encouragé a parler en dehors de la clpasgui? Tu te motives

personnellement?

S9:2.2.1. Beaucoup d'amis aux US, au Royaume-Uni ou Anstralie.
Je leur parle tous les jours. Je vais cet étédesen Australie. Je suis2.1.

motivé, méme si je ne me rends pas compte que j'ands.

R: Quels conseils te donne ton professeur en deluwocadre du cours?

S9:112.2.4. encourage a lired écouter la radio, a regarder des films
Des choses simples qu'on fait naturellement mais $s fait en anglais,

c'est mieux.

R: Le professeur renseigne des livres a lire?

S9 : Le professewt.2.4. nous conseille des livres que lui-méme a @m

[...] S9:2.2.internal motivation2.2.Pouvoir découvrir plus de choses
parce qu’on parle anglais Sur internet, avoir la bonne information, c'est en
anglais.2.2. external motivatiarR.2.2. Professionnellement sur un C\s

prennent plus facilement quelqu'un qui parle facilenent I'anglais.
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APPENDIX 16: SELF-REPORT IN FRENCH

date,

Projet sur I'apprentissage de I'anglais

Cher étudiant en anglais,

Je vous donne mon adaptation de la Biographie lgi@gg qui fait partie

du Portfolio européen pour les langues (ConselilEiegope, 2006).
Le but de cette Biographie est de :

- réfléchir a 'apprentissage en classe et en dehors.

- penser aux actions entreprises pour améliorer i@agjssage.

Les réponses seront confidentielles.

Cela prendra trente minutes pour remplir cette Biphie.

Anne Van Marsenille

Doctorante en pédagogie a I'Open University

anne.van.marsenille@galilee.be
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Biographie Langagiéere

Apprentissage de I'anglais comme langue étrangere

1. Contexte d’apprentissage de la langue

Je peux pratiquer I'anglais dans les situationgasies:

Priere de cocher la(les) bonne(s) réponse(s).

oui Non

en classe.

en voyage.

avec des amis.

a I’école/ au travail.

en lisant.

en regardant des films, les

nouvelles, etc.

autre.

Mentionner les autres situations au cours desqgseltris pouvez pratiquer

'anglais:
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Mes raisons d’apprendre I'anglais sont:

Comment mon professeur me motive-t-il & apprenidraglais?

Aspects du processus d’apprentissage que j'apppégeparticulierement:

Aspects du processus d’apprentissage que je njaan@articulierement:
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Parties d’apprentissage qui me paraissent faciles:

Parties d’apprentissage qui me paraissent difficile

2. Mes plans

Pourquoi je veux apprendre la langue anglaise:
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Ce que je veux atteindre dans la langue:

T5729444

3. Mon style d’apprentissage

J'aime lire et je préfere voir les mots quand jagms.Cocher la bonne

réponse.

Oui

Non

Ajouter des commentaires a la réponse précédente.
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Je préfére apprendre en écoutant. J'aime les ceatv@ns et j'aime avoir

des possibilités d’interagir avec les aut@scher la bonne réponse.

Oui Non

Ajouter des commentaires a la réponse précedente.

Je préfére me concentrer sur des détails de ladarmgmme les regles et les

structuresCocher la bonne réponse.

Oui Non

Ajouter des commentaires a la réponse précedente.
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Je préfére apprendre une langue pour donner uagptiédt que de
m’inquiéter d’avoir utilisé les régles et structsitangagiéres correctement.

Cocher la bonne réponse.

Oui Non

Ajouter des commentaires a la réponse précédente.

4. Expérience interculturelle

Donner des informations concernant votre expérialegoyage pour les

vacances, études et/ou travail, qui ont impliquéaser I'anglais.

270



Anne Van Marsenille T5729444

Donner des informations sur des séjours de longuéaldans d’autres

pays, qui ont impliqué de parler I'anglais.

Donner des informations sur tout type d’expérieqae vous avez et qui
vous fait passer du temps dans une communautéaiultelle ou I'anglais

est parlé.

Donner des informations sur des contacts sociaares anglophones a

I'étranger.
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Donner des informations sur des contacts sociaares anglophones dans

votre pays.

Donner d’autres facteurs qui vous permettent d’amaire I'anglais par une

expérience interculturelle.
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APPENDIX 17: SELF-REPORT IN ENGLISH

date,

Learning of English Project

Dear Student of English,

| am giving you my adaptation of a Language Biogsapvhich is part of

the European Language Portfolio (Council of Eur@t6).

The aim of this Biography is to :

- think about your learning of English in and outsatiess

- consider the actions you undertake to improve yeanning.

Your responses will be kept confidential.

It will take you thirty minutes to fill in.

Anne Van Marsenille

Research student in Education with the Open Unityers

anne.van.marsenille@galilee.be
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Language Biography

T5729444

Learning of English as a foreign language

1. Language background

| can use English in the following situations:

Please tick the right answer(s).

Yes

No

in class.

when travelling.

with friends.

at school/ at work.

while reading.

while watching films, the news,

etc.

other.

List the other situations where you can practisglish:
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My reasons for learning English are:

In what ways does my teacher motivate me to leagligh?

Aspects of the learning process which | particylanjoy:

Aspects of the learning process which | particyldiklike:
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Aspects of learning the language which | find easy:

T5729444

Aspects of learning the language which | find diffi:

2. My plans

Why | want to learn the English language:

276




Anne Van Marsenille

What | want to achieve in the language:

T5729444

3. My learning style

| enjoy reading and prefer to see the words whamn learningTick the

right answer.

Yes

No

Add comments to the previous reply:

277




Anne Van Marsenille T5729444

| prefer to learn by listening.enjoy conversations and the chance for

interactions with otherdick the right answer.

Yes No

Add comments to the previous reply:

| prefer to concentrate on the details of languageh as language rules and

structuresTick the right answer.

Yes No

Add comments to the previous reply:
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| prefer learning a language to convey an ideagerahan worry about

whether | have used language rules and structoresatly. Tick the right

answer.

Yes

No

Add comments to the previous reply:

4. Intercultural experience

Give information about your experience of traveltiolidays, studies

and/or work that involved speaking English.
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Give information about long term stays in other miies that involved

speaking English .

Give information about any experience you havepehding time in a

multicultural community in your home country wheigglish is spoken.

Give information about your English-speaking sociahtacts or friends

abroad.
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Give information about your English-speaking sociahtacts or friends in

your home country.

Give other factors that help you to learn Englishough intercultural

experience.
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