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Abstract

A

~% . The purpose of this studf waévﬁo -explore the affective'

experience ‘of French second language learning.from the point .of view

. \ ' . O <L »
of the ledrner in a: second "language classroom setting. In order. to .

PN # .

grodnd the study 'in the roots of educaticnal literature and reseafch,‘

I

..

the humanistic educdtion movement ard its ~ffect upon second language -

v

learning as well as ‘numerous studies which investigated - the

.” ) ,._'v'v \ s ’ '
‘relationship between various affective variables and second language

[3
l

" learning were examined. Problems which continue to plague research’

¢ o

efforts in the affective domain were then presented:. -
The research itself, a case study of six French as a,Second

\

Language studeats;:was conductéd'in é pubfic'junibr high school during
.Mérch.‘aﬁd _Apri} of 1984. A combination of }bfee quélitgtive
acti&}ties —'participant obée;Qatiqn, dialogue'jéurnal writing and
:;pen—endéd ;interviews ~‘was uéed‘to pfobé the affective Aimensibnx of
second lahgﬁage 1earning; - Each of these.a¢£ivities was véluable Jin

its contribution to the collection of data. Observational notes

£

. f ' . : i
included recorded events and episodes of classroom life. - Student

journals .and interview transcripts revealed insights into the inner

\

“worlds of the students and the emotional experiencé of second language,
learning. Analyzing these tliree data sources involved a simple

- process of matching data to a list of general topics. ‘The topics were -
. N ¥ . .

‘ .

P

iv

[V



’

then sorted and resorted until categories emerged.

é ‘ ) ‘ o
The findirngs were presented in two
) - <

included glimpses of classroom life which were representative of a

-~

- broad: ranfe of ‘occurences. The second stage examined the feelings and
; - L . , ’ : -

emotions of the 'seand ‘languaéé léarners under a -given set of

circumstances. Direct quotations from student journals and interview

transcripts wére displayed. Affective themes which were closely

| éntwided' with these verbal iméges were then analyzed for what they

could reveal about affectivity'and the second language 1earhef.

A -particular perspective of feelings and emotions '-evolved

\frbmv these findings. This_perapectivelhighlighted the experiepce,’

 exp;e$sion and pnderstaﬂding of the feelingé and emotions of the
“ French.‘secondvlanguage Iearner within the strqcﬁﬁre'of the clas;rooﬁ
and the Cﬁrricuiuﬁ.‘ It emphasizéd thaﬁ féelings aﬁd.emotions ére at
the very gofe'df the experience of Freﬁch seédﬂd lagguage‘lea¥ning and

. T v o - RN
are céntral to languége itself..”? : = ‘ L . 1
‘ . » ) )

stages. The firststage
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o - - -~ "Chapter I | :
- . t - . i r\q
© INTRODUCTION TO THE STUDY
‘Modern man 'isAqaugﬁt.in a torld of s@ientific discoveries, =
. X ) . ) i ) ) M . By
5. teChhqlogical advances and burgeoning knowledge. He is a product of a )
1 . T ' . v ' [ . S 1

world in' which rational thinking is rewarded but in which the

__expression of feelings is suppressed. In this.suppression, one of the_

f .

most impqrtaﬁt‘aépecfé of man's affective-life, feelings, has been

quelled by scientific rationéli;y__ T o S _—
: The primary importancé of the cogpitive‘development of the

individual to the neglect of 'his affective development is symptoma;ic :

-

- of ‘the maladigs‘pfAOQr sgciety.,: "The éblitjbetwéen ;he éffégtive.and ; 
cognitive; ié probably one of the chief sou:dés of £he ,maiadjuétméptS""
gnd'énduréble strains.frbm yhiCh the'worA@,is sSffer%ngh kDéwéy; 1939;%‘ g
P; 129); However, the yo;dSzéf Joﬂn}Déwei‘ﬂévé.failen ;pbn the deaf
ears of. edugators- éndﬂ curriéulé:ists. The deQeloéménﬁ‘ of~\bgr';
’edﬁcational prpcess'féfleétswth;s split. Schooié.chué brimafilffupoﬂ,/ 4

IS

‘ cognitive ' learning. .The status of the scientific’ "thinking/learning °

‘

paradigm leaves . little ‘Spéce jfor"emotidnal';éxpressibn in  the

) - . . : ) R | : A .o
classroom. _ Jean-Paul Sartre (1948) . defines: emotion- 'as - '"a

' transformation df the world" (p.~ 58). - In ioﬁe;'iﬁ'despair;'ih”fearﬁ}

“the world assimes a different reality; yet, rétiohality denies this

‘ . L - . . . o o i -- {l»/, .

transformation. Students are learning.to describe the world from-\a : '
, R ( R , _ .

‘
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/

. )/~ Need for the Study

,facts of history,\ chemisf

9N

'scientific p01nt of view rather than from varying personal p01nts of .

view, They are comlng to bel1eve that. thlS is the way the world.;is

but how meanlngful is a world without emotions to structure it?

Intellectual competence; however, .“is' ‘not - thé sole'

H

characteristic of our studentd.. They are thinking-feeling humani-

ca

beings.' .Intellectual experience cannot be 1solated from emotlonal.“

experience. 'C"The'cold hard ) stubborn reality is, that whenever oneH

-

learns 1nte11ectua11yhj/there is"an 1nseparab1e accompanying emotlonal

T

d1mens1on (Brown,' 1971, p. 11) Compre351ng and organizing knowledge

«in - all areas of the¢curr1cu1um to the exclus1on of human experience

1

learnlng 1tself (Brown, 1971).' However, the 1ntr1n31c 1mportance of

.affedtive learnlng must also be recognlzed 1f educatlon intends toJ”

bridge the gap between the cognitive and the affective ‘ 2'\
‘

!
S~

b

From the perspectlve of the rationalist position,” the student

¥

'he/she shares the objective wdrld with others,: the student needs 'to

'understand and know«about~this world. Curricula in our secondary

p -
schools are fllled w1th cognitive goals whlch deflne the - obJectivs

R

reallty of this world. In every direction, the student encounters the

~

and emotion has had a- 51gn1f1cant negatlve' effect on"COgnitive h

ry, mathematics. However,ﬂthere is another.

in’ our school system appears to be at once part of two worlds. . As ..

P

ol R e & i iae B

v
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world which exists within the student that is often forgotten in this

- preoccupation :with ‘factsl The lfbrgotten world is that of the

l

.'student's own feelings and emotions, ~ Little curricular emphasis is

placed upon. affective goals which focus wupon the ‘experiénce and
expression of the student's feelings and emotions. This denies not
bnly his/her experience. of the sub,ective world, but also knowledge of

N /

self.
At all Ievels_bf SChooling;_ stﬁdénts bring a complex system

of feélihgs and emotions with them.  However, in many subject areas

r//\ghey are coﬁfrdnted - by teachers who focus primarily on cognitive

-

A

i
!

earning with little awareness, or a purposeful ‘unawareness, of what

or how the students are feeling. Studies indicate that students are

positi?ely‘ disposed~‘towards teachers who take their affective needs

into consideration. In cOmpgzéson, teachers are positively oriented

towards .students whb are successful in behaving éognitively (Nelson,
1964).
| The field of second!language»learning is not imm%ye to  this

problem. In this - subject area a typical curriculum is defined .

y

terms of the four basic'skills (listening, speaking, reading, writing)

and gulture.  Concerned with the best methods of teaching thes-

- _components of the curriculum; the second language teacher, like other

subject area teachers, often fails to attend to the feelings ef the s

learfier, The present-day teaching methodologies are partly at fault,

&
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»
Fe

In the Gramma;-translatioh, fAudio—lingual, Cognitive-code gnd Di;ect
methods respectively, second language learning is defined in terms of
a progression of grammatical sequences; a pechaqical‘process of habit
formation; proper cognitive c6ntrol over the structufés of a 1anguége;
and the ﬁrocess of inducing various points of gr,amnia'r.4 The complexity
of second language learning is underestimated in these mechanistic
approaches. To lgarn a.language is not to learn a conceptual 'éistgm
or a science. f\It‘involves‘more ﬁhgn the.memorizbtiqn, repetition and
practics 'uf'grammatical ;tructures.J "Language is peopie"kand it is
matters of feeling; belief, ‘yalﬂg, attit;de and understanding ;hat
make people human. Hdwever; rérgly are these affective qualities
considered _impertant in anvinfellectualized model of.second }aﬁguage
1earﬁing; customarily -the feelings of students are over-looked or
denied‘(Moskowit;, 1978, p. 12). | e

. This study .will focus specifically on the second language

. . v »
learner and the often forgotten world of. his/her feelings and.

~

emotions. >

The Résearch’Question

This .study will examine the following major question:

; What is the experience of the affective dimension
of French second language learning fer the student .
in a French as a second language classroom?

Each of the following sub-questions rgpresents one thread = in



’ ' i -
the affective-cognitive :process. The weaving together of

these threads will aid in our understanding of the ‘second
learner: . ; _ .

1. What are the various feelings and emotions that can
be described?

2. How are these feelings and emotions experienced by -

the students in the classroom setting?

3. How are emotions made evident in a  classroom
setting? : :

?’
4. How are feelings and emotions expressed?
5. What are the affective needs of the students?

6. How do the students.respond to‘affective exercises?

7. Are there instances where particular language tasks
are associated with particular emot10ns7 -

8. How is the emotional experience of learning ‘French
different from 1earning in other subject'areas? S

9. How do the students feel about learnlng French as a
second language? :

*10. Do the feelings and eﬁoﬁiohs - described,

individually and/or, c¢ollectively,. influence
learning? A Co : -
‘ /
e
Purpose of the Study jfob" ‘ o :\

“This study will focds‘upon the following objectives:

‘each qf

language’

Fad

1) to explore qualltatlvely the affect{:e experience. of French second

language learning from the point of view of the learner.

2) to descrlbe what the student of French experlences and how he/she



ih

.expreésés“the afféctive dihenéion‘of sécond;langqage learping.‘

-3)/ £0~ ;onQey verﬁal' images of theée vemotional experiences and

e*pfessioﬁs to fhg reader. | . - B P P
'4) to jidentify various' affective themes which run through student
 joﬁrda1s. : |

5) to come té' a Qéeper~ undgrstanding of ﬁhe~Freqch as a second

1énguaéé learher‘by shariﬁg his/hef ;xperiencé‘éné expression of the
’affeétive.dimension ofAsecond language learning. | |

S?énifiéance of the Study ‘

. An exploration into the affective dimensioﬁ of.'éhé éécohd.'

language learner's behaviour is signifiéént in tha; it ‘will call upon

1) classroom . teachers to reflect ;pon their language learning.
experiences and their role in educating children, ) .

2) school principals to recognize the impqrtanée.of timé-tabling and ::

class composition to/the'lahguage lea?ning ﬁrocésst

3) ‘curficulum.developers to consider second-langﬁggé leérning’aé more | -

than the four basic skills and culture and ;‘ ; o ) o

4)\ educational reseaféheys to explore further the‘;dépths {of thé:‘
aféecpive,ddﬁain. ) L N _ ’

-~ - « ) : //

Inherent. in this significancé is 'also an attempt to shorten
the distance which remains between thé second language 1learner and.
those involved. in his/her intellectual and emotional development.

L



Assumptions

1) \ the s
vili\;espond honestly and openly to my questions. )
\ ' _ o , )
2) oﬁiscan come to an understanding of emotionality as an experience

of classroom 1life by observation, dialogue journal“writing and

¢

interview activities. - . . | )
y
‘Deiimitatigﬁs .
The followi. imitations must also be established:

. 1
1) The 'particiﬁents;vin the study will be limited to 'six Grade IX
. . L ‘ \‘ cl. .' " . . .
students of French as a Second Wanguage attending a public junior high

3

school.

~

2) Native speakers of French and students who were not previously

enrolled in my French as;é Second Laﬂgdaée claSses will bé omitted
A - . . ‘ o

from the group of possible particfpants: o
3) The research . for the study will be conducted during -Méréh\ and

April of the 1984 school:yéaf. ' ) e

.

~

~

?Eeﬂ results of this study wili be subject to the fdllowing

| |
1) No control can be established for.my non-anonymity. . A
N = g . Y

R
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2) No control can be established for my presence in the classroom.

3) No control can be-established for my affect upon the phenomena

under investigation nor for its affect ‘upon me.

4) No control can be established for the limitations of the ‘printed

word as a means of communication.

Definition of Terms

s . s s

A major difficulty inherent in the terminology central to

this ' study is the many facets that these words present to-a reader.

4 (3

4

"Afféctive,"'1"COgnitivé," "emotions," 'expressions of emotions,"
"feelings," ~“language" .and "learning" all share a certain diversity
of meaning, Howevg}, the following definitions, based upon terms

A . ’

discussed in Brﬁwn,(i980), Hoﬁgh and Dun&gn (1970), Solomon (1977) and

Young (1973), attempt to ‘provide a particular perspectivé for the

reader:
thy affective domain
the cognitive domain

an. emotion =,

S

_expressions of emotions

educational objectives in the affective
domain focus upon the emotional nature of
the student's learning. Included are
sensitivities, feelings;‘attitudes;”Values,'
beliefs, and appreciatjons.

education o ives in the cognitive,
domain fpcus upon knowing and the ' mental’
processes involved in using knowledge.

. . o - . J\
a conscious, complex, subjective experience.

any manifegtations of emotions. = Included

. are facial and verbal expressions,

' behavioural and physiological changes.
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feelings

a wide range of meanings from "feeling"
(i.e., sensation) of cold water running down

- a leg, "feeling" of satisfaction, "feelings"
g g

/language T -

2

a foreign language . -
a second language ' -

the target language -

learning -

v

-significant group of the popula
-country. e.g. French in the United States.

of anxiety, "feeling like" leaving . town.
Also included is the central synonymity
between feelings and emotions.

ian‘essebtially human means o communicating
ideas or. feelings by the use of a set of

arbitrary symbols, which have

conventionalized meanings to, which they

refer.

a language which'is not representative of a
e of a given

Y

a language which 1is representative of a
significant group of the populace of a given
country. e.g. French in Canada.

"

the language which is the course of study.

a change in behaviour that is a function of

an educative experience, i.e., instruction.

: Sumﬁéry,gﬁ the F01lowiﬁg Chapters

Chépter IT will reviéw the related literature and research

concerning. affect and second language learning. ‘The first section-

will examine the humanistic or affective education movement and the

effects of its impact upon second language learning. The second

section will examine the efforts of reseafcherszto link affective

variables to second language learning and some of thejproblem= which

continue to hinder conclusive research results in this area.

The study itself'will provide the focus for Chapter III.

.

-"’
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" role "of the researcher as instrument, the methodology employed,. the

'conductidg - of part1c1pant observation, dialogue joUrnal writing and

i \
interviewing as research activities and the- analyéis of data

procedures will be examined

Chapter IV will present the findings which emerged from ‘the

'n,ana1y51s of the data y1e1ded by the research act1v1t1es._ Two stages "
of.analysis will be examined. ‘The flrst stage will attempt to prov1de‘t

gliMpses' of classroom life which are representativevof a broad range.

" of classroom events. The second stage will begin to explore the

-affective experiencefof the second language learner within the context

{of certain themes which characterize classroom Iife7

Several general statements about feelings.and emotions' and
the affective experience of second 1anguage learning ‘'will be -outlined
in Chapter VL f Eeelings and~ emotions ,and the adolescent .the
qexperience, expression and understanding of feelings and emotions;
copihgt with feelings and emotions; the structure of. the FrenchEas a

[

Second Language class and its/effect upon feelings and emotions; and

the place of“feelings and emotions in French second language

~

curriculum and classrooms will be presented in order to provide a
particular perspective of'feelings and emotions and second language
learning which has_developedrfrom the findings. P

“i' Chapter. Vl will 'present a second look at the research
question ‘and will briefly'summariae each of the preceding‘:chapters.

v
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General implications about second language learners and the process of

/\ C s
| .
L

\

second language learning, as weliiaswimplicétions for”the reader and
the résearcher, will also be oﬁtlineq.

1



- Chapter II

" REVIEW OF RELATED LITERATURE

One does not have to delve ‘deeply into educational\liferature

A}
\

and research to discern the inferior position attributéd to the
‘affective domain ih relation to that of the cognitive ‘dogain, ~ In
1973, Kahn 4nd Weiss pleaded for research on the "a¥fective which is a

relativejim neﬁ area in‘educational research add’prégiige [and] still
o ’ _ ‘ Y oy '
in its infancy" (p. 789). ! F

In the 1970’5{ the affective, or humanistic, ﬁovement made
its debut on the edﬁcational scene in'responéevto'thq{ipadequaCiés of
unidimeﬁsiénél cognitive tréining. The first section of this review
wili focds upon this educational movement and its effecf upon secohd

' language Iearning._‘ The_secdnd section wiil outline research ,éffofts

which attempt to relate various affective variables to second 1anguage

N . G, :
leéarning and some of the problems-with these efforts.

Humanistic Education
- ,

- The. 1970's witnessed a movement in education toward a type of.
.instruction which reflected ‘concern- for personal development, self-
ééceptanceb and .acceptance by:otheré. ‘Though under multiple‘headings

of "affective,"  "humanistic," "confluent," . "holistic''-  ang

>

"psychological" education, -each term aimed at essentially thé - saEne

12



goal ~ the education of the whole person, including the development of
the cogn1t1ve, motor and affective dimensions of behaV1our In thlS

process of development, emph831s was placed upon atcemptlng to "help
Al

/ people know themselves, be themselves, develop-empathy for others, and

" both accept ‘and release emotlonal feellngs w1th others .'. . With this
v.may come greater self—acceptance as well as acceptance of others and

of the realities of the world" (Ringness, 1975, pQ 120).

¢

Humanistic psychiatrists and peychologists strongly supported

~

. the need to consider the affective dimension as worthy'of inc1u310n in

“~
¢urriculum development and instruction. - Rogers (1969) emphasized the

role of free _expreselon and utilization of feelings in allowing

students to learn more readily. He advocated a place for learning by.

- the "whole" person,’ witn'feelings and 1deas merged, Masloy (1971)
suggested the expression of feelings -as a means to the discovery -of

 self and stressed the importance of recognizing emotional responses to

the worid. Jourard (1971), in his investigation of self—disclosuré‘or.

Y

" sharing oneself, including one's feelings and emotions, regarded this

area as vital because "authéntic self-disclosure is a way of . letting-

e

others know of one's - self and world to see if, they approve or,

disapprove - and to seé 1f one 11kes or dlsllkes this self and world

_one's self" (p. 188). R

13
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Humanistic Education and Second Language Learning- 'j'_ .
X ' L

~ The 1ntegrat10n of second language learnlng and humanlstlc

educatlon has occurred on .a fairly small scale. Thus, the impact of

H

the humanlstlc movement appears to have had a 11m1ted effect upon the

learnlng of a language-ln the secondvlanguage‘classroom.. However, the.

vy

~works of authors such as Jarvis, Disick, ‘Christénsen, Moskowitz andf

Galyean'have'not'gone'unrecognized. .

Jarvis (1975) believed that no otheﬂ area of the curriculumh

_has’ greater \potentlal for ach1ev1ng the goals of the humanistic or

affective Aeducatlon movement than that of foreign 1angnages, In(the
development of 1anguage.ski11s the content can‘be anything, inclnding
a focus upon disCovering one's identity. ThUS, foreign language study
could provide each student with an opportunlty to’ answer questions

relating to personal feellngs, attltudes, desires. Also, in that most

students begln thelr study -of the foreign language at "ground{-gero,"

- this learning experlence has the potent1a1 to enhance the self-.

iconcepts of students and to give them a feeling of accompllshment
He also -hypothesized that the study of a forelgn language

" prepares ‘students for "future shock." Deflned in essence as a lack of

. familiar cues, future shock is not merely cognitive, but is especiallyA

affective. "One must experience it in order to 1earn to COpe'with it"
~(p.. 106). Thus, a purely cognitive course has limited potential. In
foreign language learning,  the students are stripped of familiar cues

N

14
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S o , , R
and forced into a dlrect encounter wlth the unfam111ar (similar to
' ) ‘s

future ishock). They must then learn adaptlng and coplng skllls that
‘are-dapplfcahle -beyond the classroom. 'In “the developmentV»of ‘these

' strategiéS} feellngs are examined and dlscussed 1n order to come’to a
A

new understandlng of the experience. Therefore,‘"the ability to cope .

. and to understand one' s féelings in the. face of the unfamlllar can  be

’ : ,
a powerful outcome of forelgn 1anguage learnlng" (p 107) T

Disick (1976) stated that a purely cogn1t1ve approach td

secorid language. learnlng was 1nadequate in.its attempt to meet the’

-~

'needs of-today's student. She proposed a. currlcuium Lf "the = future-
S

\ !

" which would 1nc1ude more than llstenlng, speaklng, readlng, writing

and culture, a curr1Cu1um whlcht‘would encompass an ;affettiye

dimension. The 1nclus1on of an affectlve-dlmen51on as ' an integral

! \

ipart of a forelgn language currlculum would promote understandlng and

v

:‘tolerance among students; ‘respond‘to the basic needs of students,,for».

' belongingness, self-esteem and self-esteem of others; stimulate

spontaneous conversatlon, .contribute to communicative competence;

N

serve as a strong motlvatlonal force, and encourage favourable

>

attltudes towards members of the forelgn 1anguage communlty

domain- is as necessary as the cognltlve domain for opt mal language'

E 1earn1ng . in " .the .classroom. He ,suggested that /the --personal

experlences, value%, beliefs, feelings, ihterests, desires, fears,"

S

| -
Chrlstensen (1977) offered the premlse that ‘the affectlve‘

N



Lo . . . . . ) . ‘ . E ’ T . N
superstitions, fantasies’ and imaginings of the student ‘rgpresent
affective ‘themes' which categorize rich. content for - stimulating

. language practice. .The rolg)of the teacher is to promote student

’ ‘involvement 1n expre331ng what he/she is feeling or thinklng In that -

,most language teaching is cognitlvely orlented Chrlstensen suggested
'"tapplng the\ subjective thoughts and 1mages that reside in _the
-learner s mlnd" (p ‘ i58) in the form of affective .aCtivities., In

turn, these actlv1t1es w111 lead the students to 1anguage competence

Moskowltz (1978) also~ suggested the use ofp-lhumanlstlc

g 'strategles to supplement exlstlng currlcular materlals. 'However, her
'“1ntent was not S1mp1y to 1nc1ude these technlques as a teachlng
"_'deyice.._<"Thew exerc1ses attempt to blend ”v'the student feels,

mthinks, and knows With what he 1s 1earn1ng in the target 1anguage" in

dorder to help bulld rapport, cohe51veness, and carlng that far

~transcend ‘what 1s already therejf(p 3) She (1981) belleved that the

s

'study ofia forelgn language prov1des an opportun;ty for personal and

mean1ngfu1 1earn1ng and sharlng ‘which helps students to . accept and

“understand themselves and one aJcher ' Two studles were. conducted by

Moskowltz in 1977 and 1978. Though each’ study was conducted in a

_different’ schobl'with'different students and‘teachers; the f1nd1ngs

®

.. were gimilar: 'The use of humanlstlc technlques in teaching a foreign

\

}Ianguage appeared to "enhance both attltudes_ towards" ‘the language

3
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learned ‘and the students' images of themselves and their peers" (p.

)
S o

" 156).

'

Galyean ‘(1979)‘de1t spécifically"with thglconfiuent approach

'

to language teaching - an approach which attempts to merge traditional

cognitive achievement with the emerging goals of development and

interactive dynamics.” In confluent language classes, students explore

and share 0¥a¥ious aspects of themselves -~ their needs; feelings, .

concerns, wants, interests, images, values, attitudes, behaviours,

plans for the' future ~*in the target language. "This series of

-

' 'meaning nodes,' sometimes referred to as 'affective loadings, ' makes
it possible for the learners to derive personal meanings from whatever

théy are studying" (p. 122). The target language becomes a vehicle

W

for self-awareness, self-expression  and self-affirmation. The

language-learning process becomes a means of not only,,perfédtiﬁé

language skills' but of understanding self and others.

A

Related Resear;h Stu&ies

”

In recent years there hu.  cu an increasing awareness of the
necessity to investigate the r - of at fective variables in the second
language learning process. One ol che major tasks of researchers has

been the défining, subdividing and, categorizing of .the paffectﬁwe )

components which comprise the affective domain.

~ry

Krathwohl, Bloom and Masia (1964) outlined five levels of

L/

r——
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affectivity in ‘defining the affective domain: receiying, responding,

. _
valuinét organizing, characterizing. The five behaviours classified

by the taxonomy portray a continugd‘qﬁfiziirnalization in which one

. % A ) ' . .
moves from peripheral to deep involvement with a particular object or.

idea. ?? ‘ f ) V
Valette ahd Disick’;(1972) adapted t#is taxonomy to modern-

-~
language instruction. They classified the affective goals into five
stages of "feeling," with each séage further divided  into two
'categories of . behaviour '(See, Figure 1). . The stages of this

classification system progress from the student's neutrality ‘towards

the foreign language, culture and literature to voluntarily seeking

them out.

Brown (1980) stated that "the develobment of affective statés
or feeling involves a variety of‘personalit& faétors, @éelings both
aBout. ourselves and about others with whom we ﬁ%me into.contéct" (P,
101). He'ldiviéed fhese' personality factors into three general

vcategories:- i) egocentric factors - one's.view of .self  (inhibition, '
self-esteem); 2) tfanségti;nal factors - how fHe sglf is transacted tb
others (empéﬁhy); and 3)‘motivational factérs. In his attempt to link
the- hdman_personality to sg;ond languagé 1eérniﬁg, Brown dréws upon

the . results of several research studies. _These and‘ othér related

:

' studies will 'be discussed briefly in reference to their contributions.

«
n

to.undgrstandidg the roie of affect in second language learning..

18
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A ~on
" Figu;‘ 1
‘Staées of the Affeétive Taxpnomy

Stége ' | - |
ll; RECEPTIVITY ‘AwareneSS'l Attentiveness
2. RES\PONéIVENESS | . Tolerance - Interest & Enjoyment °

APPRECIATION Valuiné Involvement
4, INfERNALIZATiON 4 Coﬁcebﬁhalization‘ "Commitment

CHARAGTERIZATION . Integration L_eaderéﬁip
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An Earlf.Study‘

One .of‘the earliest discoveries concerniog the ‘relationship
of affect to second 1anguage learning was made by Nida in - 1938. He

questloned the inabllity of 1ntelligent, promlsing young m1331onar1es

"

to master- the natlve languages of “the people with whom they worked

r

- In his 1nvest1gat10n 1nto the backgrounds of these ind1V1duals, Nida

dlscovered psychologlcal factors ‘which’ gradually produced emotional
'7re81stance against the learnlng of any forelgn 1anguage. In one“case;

the missionary's parents were 1mm1grants to .the Unjited States who had
/- L
“not succeeded in mastering the Epglish languege” The boy dissociated

. himsglf with his pdrents' culture and language and identified himself
with the” English speaking commuditfu;.The youﬁg missionary'@femotional

. ’ N A C - . . _ . .
reaction ' to the ethnic differences of his parents prevented him from,

learning, another language. _ A second case involved a missionary who
had .1earned the prestige dialect of his nativellaﬁguage as a. second

dialect. His fear of maklng a mistake in Engllsh -and reveallng his

originai vlower status prevented h1m from speaklng another languagec'

S,

. where mistakes were 1nev1tab1e (cited 1n La Forge, 1971)

- " 1

Egocentric Factors:

Inhlbltlon

One -of the few studles on 1nh1b1t10n in relatlon to second

LR . - '

language learning was.conducted by’ Guiora (1972) Small quantltles of

- i
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alcohol were administered to an experimental group of subjects in

~order to 1nduce temporary states of 1ess than normal 1nh1b1t10n.. The

performance of these subjects on a pronunc1ation test in the Thai

language was better than that of the control group. Thus, Guiora
concluded that a direct relationship existed between inhibition (a
component of language ego) and the ability to';pronounce a second

Tanguage.

Guiora's study is based upon the concept of a language ~ego.

Much 1like a body ego, the language ego is maturational in nature and’

has definite outlines and boundaries. During the.formative‘years, the

ego 1is characterized by a greater flexibility.’ As the language ego

1

develops, its flex1b111ty is restricted Pronunciation, in that it

is the hardest to acquire in a new language and the most difficult to

‘lose in the old language} is the core of the' language ego.

Prénunciation permeability will correspond to the particular stage .of
eéo'development. For example,‘.earlyfflexibility\of'the language .ego
boundaries; is‘ reflécted,'in‘ the ease Qith’ which _young‘ childrien
’assimilate'_mative—like prdnunciation. i lherefore, a'mOré adapt've
blanguagej ego5w0uld enable'tne'languaée learner to lower inhibitipns
that may impede success. ‘ However, " the need to explorer other

- ¢

: p0581b111t1es far lowering 1nh1b1t10ns is ev1dent.A’

'Curran (1972), in ‘his development of the Counseling—Learnlng

Modél,* adds. support to Guiora's basie¢ position.: He'noted.that the

21
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emotional ,reactions‘ of students struggling with learning a foreign
language were tsimilar to those'of cliepts in counseling dinterviews:
both 'g;oﬁps experiehéed‘énxiety and felt thréaﬁened. To break down
.these inhibitions,  Curran created a learning situation characterized
by warmth and acceptance - an important means df reducing negative
affect. The reduction.of inhibitions, which innGuibra's tefms would

increase ego flexibility, leads to successful ;secohd : 1anguagé

learning. -

Self-Esteem .

Little. research has been conducted. in the area of second

~

language learning and’ self-esteem. - Heydé (1979) was one of the few to

. . T atd e .
investigate the correlation between'these two areds. She studied the

effects of three levels of .self-esteem on the performénce of an oral

\
\produétion.'task by Amgriéan‘cbilégé students'leérning Frenc%' as a
Foreigﬁ . Language. ‘The thfee levels éf self—esteem disﬁinguighed by
- He&dg were 1) global - the individuaifs evaluatioh'of his éverall
-;worthb as a person; 2) Specific - evaluatiqnsLmadg in cértain life

situations or those based upon particular aspects of the' individual;

and 3) ﬁgsk - evaluations of himself made by the individual in task.

situations. Results of the study indicated ‘that all three levels of
self-esteem correlated positively with performance on the production

. ! 0 .
task and that the highest correlation existed between task self-esteem

v
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and oral pégformance. Therefore, Heyde.cohqluded that studengs with

high " self-esteenm performed better in the féreigh.lahguage (cited in

Brown, 1980). .This particular study also ihdicated‘how self-esteem

’

can block or facilitate.cognitive learning and thus ‘affect second

L 1 '
language output. . . , !

_Gardner and Lambert4(1972)’also included measures of self-

‘esteem in their research of second:language learning. '~ However, °they

were unable to report conclusive statistical evidence to support the

_relationship between self-esteem andVSUCcessful language learning.

Transactional Factors

Empathy

‘In‘ a pilot study condﬁgted in 1967, Guiora et al. began an

A .

investigation ~into the relationship between empathy -and second:

. language learning:_ In this éfudy, a significant relationship between

scores  on the Micro-Momentary Expression (MME) test and the

pronunciation accuracy of fourteen teachers of French was discovered. -

Further _investigation led Guiora.(1§72) to conclude that empathy, as

- measured by»thé MME test and defined as a "process of comprehending in

which a temporary fusion of self-object boundaries, as'in the earliest

pattern of object relations, = permits an immediate emotional
apprehension of the affective experience of others, this sensing being

1

used by the cognitive functions to gain understanding of the other,"

<
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is positively related to the abillty to authentically pronounce a

second language (c1ted in Stev1ck 1976) A\

The . findings of Taylor et al. (l971) also suﬁbort‘ the‘

relationship between an empathetic personality and successful language4

learning In using the MME test‘to measure the subjects ability to

achieve "empathy' with others, they concluded that 'the;more;‘sensitive_~

a person is to the feelings and behaviour of. others, the more’ likely

he is to recognize the subtletles of a: second language and 1ncorporate'

them 1nto_his‘own speaking ,(p 147, c1ted in Stev1ck 1976). _.\j
"') L. ’ —
Motivational Factors
Most research findings on the effects. of motivational factors
on  second language learning indicatev that these variablesv'are
vextremely 1mportant in determlnlng second language learnlng success.

Some of the most well- known studies in thlS area of research

were conducted by Gardner and Lambert (1972) Two types of motivation

were - identified: : instrumental " and - integrative .- motivation.'

"Instrumental motivation refers to a: ‘desire to acquire a language as a’

means of attaining 1nstrumental goals such as . furthering‘ a .future

career or acquiring the,ability to translate. Integrative motivation
' )

refers to a desire to learn a second 1anguage in order to become

integrated w1th the’ culture ‘of . the second language group. . Their

" conclusions indicate that second 1anguage achievement is facilitated
: ¢ . o '
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by an ihtegrative motivation;

| 'Lukméni (1972),' ﬁqweyer,"demoﬁstratéd'that high.ins;rumental
‘Motivation: s;ores éérrelated significanﬁly:wiph Eﬁgliéh' proficiencf
gEores '5nd,that sdéceséfullétudenxs Were'instrdmentaliy motivated to
lea?n English. Tuckér‘ét al. (l976)‘sigp1§ concludéd thé;Astudénts who
A'are-:motiva;éd Qill perqum‘better on tbe four languagéi skillé than
thosé'who_age'nop."Thﬂs, in séme-;ohteﬁts, learners ;re succéssfu1 in
1Earni;g a lapguaée if,théy are integnati;ély mogi?atéd and' in other -
céntexts ;re sSEcessgﬁi if they are instrumentally orienﬁéq. Howevqfﬁ
thé;'impo;tance'_of‘ motiv;tion as a 'fa;tor in de£erﬁining‘ second

language success is -evident.

Attitudes
The interrelationship between attitude and motivati;}\

indicated by research .in the area of foreign language learning

™~ necessitates' a. brief over&iew of the importance' of attitudes as a

cohtributing.factor‘to langqage_learning:success.

s

e . ~ Rokeach (1968) defined the .concept of attitude most

sfgcifiéally:f'ﬂAﬁ. attiﬁude'ié a.ré1apive1y,¢ndur£ng organization of
“beliefs'afound,gﬁ quegt'or é si;uaﬁiop, pfedisposiﬁggggsvio Fespoﬁd
“in‘fsome-gpneferential manner;,a itiis.thé.student's ﬁreference which
goVe;né his attitude" (p.12). Hahcock'(£970) defined attitude as

‘simply a "feeling for .or against” while motivation is a "perseverance

25
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or willingneés ‘to expend effort factor" (p. 134). In his

classificatiqn,v Brown ;(1980) included attitude ‘as a soc¢io-cultural
variable. - His discussion of the role of attitudes in second‘language
‘learning ‘- focused - upon a definition of motivation as a construct of
certain - attitudes. Thus, motivation to learn a second language is
determined by certain attitudés. ' For example, a positive attitude
towards French Canadians will lead to increased integrative motivation
and increased language 1earhiﬁg'éq$cess. Jakobovits '(1970) regarded
attitude as ‘a subtopic of motivation. In his treatment, of the 'two
phenonmena he concluded that:
A.lconSideration -of motivational and attitudinal
. factors in foreign language study is relevant from
‘two: points of view: (i) the way in which these
affect the learner's perseverance; (ii) the.way in . .
‘which ' these affect the individual's reactions to
contact with.a foreign culture. (p. 256)
In his analysiéf of attitude formation, Smith (1971) divided a
. student's attitude into four -components: 1) cognitive - the student
develops a concept of foreign language and'foreign language class; 2)
affective - the student develops certain feelings about this concept;
3) evaluative - the student appraises his/her feelings and

, o . _
experiences; and:4) behavioral - the student acts .in accordance with

his evaluations, For éxample, a’ student may regard foreign lamguage

class as a forty-five minute block of .time in wbich he/she repeats and

memorizes long sentences. He/she may feel bored or frustrated.® An

"F" on his/her report card may be evaluated as "French is boring, and

26
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* because it's boring, I don't like it." &he Stndent may then refuse to

participate and ‘finally, discontinue his/her foreign 1anguage study. |
‘Smith aiso noted the 1mportance of influencing or modifylng

unfavourable attitudes. Since attltudes are “learned behaviour, they

can be changed from negative to positive by appropriate o experiences,
' N . o - } ) L}

and activities, further emphasizing the importance of the attitudinal
_factor,in foreign language’learningvsdccess.

Extensive research investigations “have been conducted by

Gardner and Lambert (1972) on thevimportance of student attitudes in

. determining foreign language.learning success. In their studies, they'

have investigated 'student attitudes towards. speakers of the ‘target

language and student attitudes towards speakers of - other lariguages. -

' Direct measures such as the Preference for America over “France Scale
and the French -~ American Attitude.Scale were used to investigate the
‘ former and the E- Scale of Adorno and the California F-Scale were used

to investigate the latter. They concluded that ethnocentrism and

authoritarianism tend to be associated with. poor language performance
: | . : - :

_and

\

that success in mastering a foreign language would
depend not- only on intellectual capacity and
language . aptitude but also on the learner's.
perceptions of the~other enthnolinguistic group
involved, his at itudes .towards representatives of
that group, and his willingness' to identify enough
to adopt distinttive _aspects . of behavior,
linguistic and non-ilngu1st1c, that "characterize
that other. group.. The learners motivation for

-
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s .

language study, it follows, would be determined by

"his attitudes and readiness to identify and by his
\ oriémtation to the whole process of learnlng a
./ foreign language. (p. 132)

Research efforts have also attempted to determine the

influence” that attitudes of'significant others - parents, peers,

teachers - have'upon* tuflent achievement in second language learning

. Gardner (1968) and Feenstra (1969) investigated the role that

: parental attitudes play - in determining foreign - 1anguage learnlng
success. . In his study, Gardner included measurements of parental

© attitudes towards speakers of the second languages as well as measures

of the student's language aptitude, attitudes towards the French-

speaking community, reasons for studying French and skill in various
]

‘aspects of French achievement. -He found that student attitudes

reflected those of their parents. If thedparents displayed a posrtive'

attitude toward speakers-Of the target 1anguage,_¢then their children
displayed a - similar  attitude. ~ Feenstra: tl969) .‘empirically

investigated “ “how parental attitydes clustered with respect. to
. . . . Vi B . . i

children's .language <aptitude, motivation and French achievement.
Feenstra found 1) that parents who emphasized the - 1ntegrat1ve“

- orientation and who held positive attltudes towards French Canadlans .

encouraged thélr children to study French and also had childfen /who

were more skilled in some aspects of French achlevement and 2) at

‘parents Qho possessed a favourableaattltude towards .out—groups and

appeared to transmit th;s or;entatlonvto thelr,chlldr n had children
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‘who were high achievers invFrench Thus, both Gardner and Feenstra

conclud@d that the child s 1ntegrat1ve, attitudinal orientation is

”~

fostered in the home and that an acceptrng “and encouraging' homev

env1ronment has a direct assoc1ation with second language achievement.

Stev1ck (1976) was -one’ of the few to comment upon the .

attitudes of peers in 1nf1uenc1ng language 1earn1ng

One of my’ daughters, doing rather well in \eight— g
- grade, French ‘explained ‘to me ‘that she could have
spoken French so it would. ‘sound’ like the voices' on -
the tapes but' she didn't want to. sound unacceptable
to her. classmates. (p 52) A
[

K3

';H suggested that the peer group is 1mportant in establlshing and .

.

maintaining one' s self 1mage and that a natural way of show1ng group'

0

'loyalty.is through speechﬁ}‘_Thus, listeners from the peer group who ,

"hear a member deviate from tjpical accepted pronunc1at10n may regard

|

the speaker as ' a threat to the group 's 1dent1ty and cohesxveness.

N

_Sav1gnon (1976) focused her discussion on "the other‘side Qf L

the desk " —~ on the importance of the attitude and motivation that the

language teacher brings with him/her to the classroom. ~The teacher s 3

attltude toward language and the language being taught w1ll 1nfluence

" the teacher's attitude towards his/her students and thelr language .

learning.  In this way, the language teacher may'help or hinder second "’

[

" language achievement.,
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. A Tirning Point in the Reséarch . -
“~To: thisf. point’ 'the, 11terature and researth on the

‘-‘relationship between(affective variables and second 1anguage 1earning
o covers -a’ w1de range of behaviours and constructs lumped under ‘the

'Jf;single term. "affect." In addition to the varlables in the studies

“iprev1ously outllned cognitlve style" (Brdwn,‘ 1973), ,reserved vs..

' ;;outgo1ii personallty" (Chastain,. 1975);- 'creativity" (Chastain,l1975)

:'jﬂfand "ad enturesome“ (Tucker et al 1976)'have also been investigated

affectlve 'factors whlch 1nf1uence learner behav1our in second

jlanguage study. i

l‘_.

.f¢language learnlng who attémpted to ameliorate the 31tuatlon by

P

T employlng_ tradltlonal psychologlcal theory to deflne - affectlve;
":variables ' He then- c13551f1ed these varlables as a subset of
y fpivarlables 1ntr1ns1c to the learner (See Flgure 2) Under this theory,

A '%affectlve 'varlables are deflned 1f they are’to be- v1ewed cq&rectly,

'ﬁ[as] those factors which deal with vedana (feellngs), the emotions

of pleasure' and dlspleasure that ‘surround the . enterprlse of a task

‘-',such as second language learnlng" (p. 131)

D

Scovel (1978) was one of the first-in the fleld of . second. )
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'Skandhas'

Figure 2.

Some Intrinsic Learner Varia@les:

" Classified as 'skandhas'

¥

according to.Buddhist Philosophy

English Term
-J"
'rupa’ body
'samskara’ impulses
'sanjna’ perceptions &
cognition
3
'vijnana' consciousness
) or soul
s
'vedan%? feelings or

affective
variables

'<p. 131)

Example of Research on -

\\;o .

this Variable

lateralization and the critical
period for language learning

*

integrative vs. instrumental

motivation

. . N
the conscious usé\\nﬁy} the

"monitor" by adult language
learners .

empathy

anxiety

2



Anxiety‘ »
Séov¢1.~(l978) tﬁgn :isolated aﬁxiety as one of the mosg
imporﬁant affective variables that influence.second language learning(
“and showed that ambiguous éxpefimentél results in gnxiety' research
could be -clarified by distiﬁguishiﬁg betwéen féc@litating _and.
debilitating,anxiety: |
Kleinmann (i977) ‘originally defined thesg two types of
anxiety: 1) facilitating - anxiety which. motdvates the  learner to
?fight;—.the new learning'task; it géars‘tﬁ?\learner emot;oﬁélly for
approaﬁﬁVbehaviou;; and -2) debiiitatihg - an%iety.which motivates the
learnef t; 'flee' the new learnfng'task; it stimﬁlétes the individual
émbtionaily to ad;pfiavoidance behavidhr. In the.stuay, helattempted

to discover if a correlation existed -between avoidance behaviour - and

anxiety and measures of second language behaviour.  In fact, he did

A

establish that facilitating anxiety encoufaged the learners to employ
theAvéry Englisﬁ strutturés that their native language group tended ts
"avoid 'and tﬁﬁs concf?ded. that Vafiables spch as anxiety which
fcharacteriée the affective ?tate of the leafner do ingluen;e: second
language production. 1 ' /)

In his 'examigiatioh of anxiety,’ reserveé\-vs. outgoing
personal;ty and éreativity,i Chastain (1975) found a _.positive
»cérrelaﬁibn betﬁeén‘affective chafgctefistics and course grade. - Ina

university , audio-lingual French-as-a-foreign-language class, a

’



Aegative ‘correiation wés established between test an*iety and final
éoursé_grade. Anxiety‘was also established as‘a signifiéant bredictor
of‘sucqesg in-learning‘Spanish as a foréigh language. Thus, Chastain
céﬁéluded'ﬁhat affectivF_factofs have at least as much influenéé as do

ability factors in determining success in the study of a second

language.
Research cénducted by-Shohamy (1982) supported Chastain's
. G
conc¢lusions.  Her findings indicated that studénts prefer tests which

éfeéte’low anxiety and provide a relaxed atmosphere. Results attained
j A . : v , ,
by Shohamy also indicated that a good performance on a cloze test

corresponded , to positive feelings towards the test and that a poor -
pefformance corresponded to negative feelings. . ' \ -

. Krashen ' (1982) included anxiety as one of three main
\ : , .
categories of affective variables which relate to success in second

language acquisition. Motivation and self-confidence are the two

other categories of variables identified. The Affective Filter

Hypothesis is an attempt to explain how these affective factors relate
to second language acquisition:,

...[language] acquirers vary with respect'
to the strength or level of their Affective Filters
(Dulay and Burt, . 1977). Those whose attitudes are.

Y not optimal for second language acquisition will
not only tend to seek less input, but they will
also have a high or, strong Affective Filter - even
if they understand the message the input will not

*  reach that part of the brain responsible for
language acquisition, or the lapguage acquisition
device. Those with = attitudes! more conducive to
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.//' secpgd laﬁguageﬂaQQUisiti?n:will‘nq;-oniy Seek} and-

obtain more input|, they will dlsoc have a -lower or

weaker filter. (p.!BI) ' '
'_In fhis'way, ~affective vakiables may impede or facilitate language
'acquisitiont' ‘ |

Thﬁs,\,it follows 1ogica1iy ghat'cléssroom situationé, which
‘enCourage low filters-aﬁd pr6m0t¢ low anxiety are the most desirable,
Severdl methods{ sdqh as Counseling—Learning, Tgtal.Pﬁysical Respoﬁse,
the fNéﬁQ{él App}oach and Sugéestopedia,- have been designed with . the
purpose of kéeping‘studgnts_"off,,the _defensive" (Sﬁeviék, 19765..
Counseling—Learning, as previously stéted,‘is a method thch attempts
to lessen . anxiety and overéﬁme other threatening affgctive factors
which lead/ to 'feelings of alienagion- and inadequacy.- -The Totql
Physical Response tecgnique (Asher, 1969), ;hich consists basicaliy of
having the studenti listen to.a command in t@e‘target languége aﬁd
imme&iatgly obey with a.pHYSical‘ action, contribute; to -lowering
* student ' anxiety 'By aiiowing students to .decide fpr phemsei;;é ‘when
theﬁ are ready to produce orally iﬂ the:vsecond languagé. It is
purported that the student will make the transitibn from listening to
speakihg‘ ‘wheg‘ hié/her, 1istening comprehernsion is suffiziently‘
, édvénced. 'Eséentially, the technique provides a fap%d, non-stressful
way to,undérstégd avsecond language. The Natural Approach (Terrell,

1977) also allows for this silent period. - Another strength of this

'Bpproéch is that error correction for form. is not done in the
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'classroon; ’The student is encouraged to communicate - to say new and
interescing thlngs without the fear of belng embarrassed in front of
his/her pefrs. 'Suggestopedia (Bancroft, 1978) aims at relaxing the
studenp; redocing,)anxieties, removing mental blocks and bu1ld1ng
confidence. With thehaid of”soecial breathing exercises, physical
eiercises xand music, mental alertness is increased and tension is
reduced.  All o%ﬁ chese methods are nnited in their attempt to
. underline .the'imoortance of provlding low anxiety learning situarions

for second language learners.

Problems 1n Ex1st1ng Research Studles

Given that research in the affectlve domain is a’ relatively-
new field, it is not uncommon to encounter problems or gaps in the
existing research studies. Five of these concerns, as they relate to

second language learning and affect are briefly outlined below'
!

1) The affective domain is one of the most confused and ill-defined
areas of both educatlonal research and literature. One source of
confusion is the overwhelmlng abundance of- terms whlch is used at

first  interchangeably and then distinctly -in reference to the

-

affective domain.

-

2) Effort has’ been’ channelled into organ1z1ng, defining ~ and

classifying " behaviours ' which are characterlstlc of the affective

e

domain. However, in the taxonomies developed by Krathwohl et alL.



(196&) and Valette and Disick (1972), all aspgcts of affecfivity are
vconsidére& exgept emdtions and 'personality. In 'theég taxonomic.
approaches to defining affectivity, "Wﬁat‘is the role of emotions?"
and ‘"What "is the role of emotiéns in second _ianguagé learning?"
. ‘fes;ectively remain’unanswered. Brown (1980),discusseé ghe iﬁporténcg :
.'of. persopalit& factors.ﬁut he fails to-éonsider humgnr'feéliqgs land
emotions as relévant to secoﬁd language 1eérning;: Scovel (1978)- 13
one of the first to attemptvdefiﬁing affectivity éoleiy in terms of'
emotions, - ‘ o TR o S
3) Reseafch effo;té in this domaiﬁ have also ignored the suggestion
of ,buménists to stﬁd& ali aspéctS‘ Of“:humaﬁ behaviour, including
feelihgs \énd\émotions, in ofdéf gd understand the whole human'being.
Humaniém représénts a particulgr psycﬁOiogical view of the nature ;f,
the' humaﬁ being, és a ﬁnified wﬁole rather than as a ‘sgries ¢6f
diffefent parts.

4) \Certain empirical'reseatchvkhich has investigatéd the %glationéhib
bétwée& affect anq, seééhd 1hqguage learning hgé been plagued by‘
prqééfms' 6£ yalidly measuring isolated afféctive variables: Schumann
-(1975) ..a'nd’Bro:wn (1980) questié’ the Micro-Momentarj Expression test
.as a valid Heasufemeﬂt of empathy;‘Oller (1981) anéldiler;and Perkins
‘(1978) érgué that the mofivational'and aﬁfitudinal'measﬁrés‘.used by

Gardner and Lambert and others may, in reality, be tapping a language

.intelligence‘factor directly, though weakly.

A



5) In all areas of second language learning, including the affective
domain, the learning of a second language in a classroom setting "has
still been rather neglected as an.object of vinquiry" (Stern and

Cummins, .1981, p. 198).

Summary
This literatﬁre review has presented evidence of an
ihc;gésigg awareness of educators, authorsvand educatiqnal'rgéeafchers.
in the field of'médern langpéges‘régérding the importance ofvaffeét to
the sécond language learning process. In-addition, it has attempted
to focus upon some of.the,inadequacies in existing education research
and literature wiéh respect to the affectiVe domain.
. | ‘Witﬁin the framework of this review of literature, the need

to understand how students in the second language classroom eiperience

and - express the affective dimension of "second language learning is
. § n ol _

‘evident. The research goal now becomes one of investigating

affectivity from the point of view of,the second language learner.

Chapter ITT will focus;upon this invesﬁigation;



Chapter IIT

Al

THE STUDY

In the investigation of the "relationshiﬁ between second

languageulearning and affeét,. quentitgtiie'researcﬁ Heé”left a wealth
:of information untapped|. Despite Serlous attempts toliinveStigete.
: eecoed 1anguage learnin by emplrical methods,‘ questions which  are
l crucial to secend lahguege teachers and learners »remeinl unanswered,

In this study I 'chose- to. 1nvestigate the reality of affect as

. - . .

experienced by students in~ the second language classroom by a.

:combination -of qUalitative activitiés. These act1v1t1es werd

compatlble with the nature of emotlonal experlence and allowed enough“

-

Alatitude ,to explore‘ flrsthand \the affect1Ve world. of the second

Co . 1
1anguagé learner. 'They were also 1dea11y sulted for the analy31s of

the multlple perspectlves whlch characterlze affectlve experlence and.\

-

.expres51on,

- The Researcher §§ Instrument - ' o T , ) )

In a',study of -this nature it ie\ipevicablé~itﬁat; what the -

,researcher will come to know w111 be 1nf1uenced by several factors.

.r,\_.

the ways of belng in the world which are studied, ‘chance, what others

C will allow. to be known, the expefigggg§“anq\ expeetations of the

researchet. In order that the reader may better understand the first

38
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factor, it is’hEEESsery to‘briefly‘discuss the‘possihle influence of
the latter faccors. | |

What .influence did chance have in fevealing insight inco an
emotional way of'being?. Initially}Ain thatithe research for the stddy‘
was -conducted dnring six consecutlve weeks of French clssses,' I feel
_ that a representative picture of class life was portrayed. A varlety'
of typlcal classroom events occured and these events were accompanied
. by natural emotional experiences. Secondly, _given that ‘the study
*“focused upon affect and not methodology, a "true" pictuféfsof class
life, if 1ndeed one does exist, was not essentlal Also, in that the
scudy was‘ conducted during March and Apr11 of the school . year, I
witnessed an approach towards the culmination of the. year's
experiences. Therefore, it is not likely:that‘chance' slgnificantlf
influenced'the*data collected.

f I hgld a position of French teacher at the school in question
from 1976f1983. Having cadght the participants for.one or two years,
I had the advancage of a previously established reletionship of'trUStJ
’snd openness with the participants in the study I hoped that this
rapport would pos1t1ve1y affect the sthdent s w1111ngness to join me
-in dialogue Journal wrltlng and interview situations and to share
'openly their enperjences with me. I was of the oplnlon 'thac the
‘nature . of the affect1ve domaln does not lend 1tself to dinvestigation

by an outsider;. and‘ that an "inside" approach would Yield more



)

fruitful results.
- To the' best of my knowledge, this opinion held true.

3]

¥
’

Openness and honesty were achieved. Written and oral comments by the

students revealed feeiihgs of enjoyment and satisfaction in the .

experience of sharing their emotional world with me. ' The students
also» expressed reservations about participating in the study Vif they
. : , v ) : ) . :

had’ not known me before" or "if I had not been their teacher last

year."

stood (Barnett, 1968). Any study of human beings conducted by'anothéf

human being ié bound by human values. It is inevitable that my.

research findings’ will be influenced by hy experiences and
> tations. I brought to this study sgven;een years as a second

_Jage ;1earnér and . seven yéars as a‘French as a Second Language
téachef._ I had taughtl in the classroam where I now sat as an

observer. The students around me were "my'kidsﬁ - the kids I had

talked with, laughed with, shouted at. To.me, as their teacher, tﬁey

\4‘5

- represented symbols of cognitive success.- Peripherally, I had been

aware of how they felt in my - classroom. Now, my expectations as
researcher were to bring their emotional experiences to the forefront,

a task I had too often neglected as their teacher. _: 1'_ R

‘Einstein showed that what one saw would depend on where one
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Methodology

The research involved é case study bf six Grade IX students

-\

of. French as a Second Language in a public junior high school. . As

»

Stake (1980) has noted, the case study.is a way of organizing social
data in order to preserve the unity character of the object Dbeing
studied. The focus is wupon. a single enterprise wunder natural -

circumstances. This approach- was an appropriate means of gaining

'éccess‘ to thefwealthlbf human emotions experienced in the classroom
setting - the focus of this study. "To quote Patton (1980, p. 40):"

< This holistic approach assumes that the whole is-
greater than the sum of its parts; it also assumes
that a description and understanding of a .program's
context is essential for'understanding the program.
Thus, it. is dinsufficient simply to study and
measure the parts of a situation by gathering data, -
about its isolated variables, scales or dimensions.

1]

The activities used in the' study included participaht
observation, participative dialogue journal wri;ihg and interviewing.

Stake»(1980)'stressed the importanée of triangulation - an attempt at

t

arriving at the ;;me méaﬁing by three different approaches. The three
' approachés were aiso' utilizedﬂ to _investigate' as ﬁany_ differgnt

dimensions of the probiem és péssible. | |
Q .

A threefold approach will also compensate for the 1imita;ions

. of certain activities. To quote Patton (1980, p. 157):.
Observatidns. are a limired source. of data
"~ collection because the viserver may affect ‘the
‘situation ' being obseryed in. unknown ways;
...participants may behave in some atypical fashion
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when they know ‘they are being observed; and a
selective perception of the observer may distort
observational data ’ :

;To quote Cohen (1981 p. 308)5 "Classroom observation can be used to

record nods of the head, smiles, eye movement, anddwhat students say, .

but not whath}hey are-thinhingvor what‘theyAfeel."_ Dialogue journal -

. , . .

writing and interviewingi lent themselves to the investigation of
thoughts .and feelings.
The merits ‘of Journal—keeping 11e in prov1d1ng

. ~ an opportunity to enter into dialogue with the
students on a.different level from daily -~ classroom
dialogue. - By making written comments in student
. journals, asking questions and encouraging written
response on the part of the student, - the teacher
can make the journal. experience a two-way street’
"and enter into conversation with the student in a .
manner which may belp the student to think more

./ deeply and respond more honestly. (Cralg, quoted in
Dillon, 1983, p. 377)

Taped,. standardized, open—endéd interviews were conducted to
explore and clarify issues, questions and reactions thatlrsurfaced
during the two months of research. The fleribility ot the' interview

Asession also prov1ded the participant w1th an oportunity to express
’freely any - feelings or concerns that he/she might have had at this
time. However, interviews also have 1imitations as a source‘of‘data
ﬁbecause partiqipants...can fonly ireport their nerceptions of and
‘perspectives on what has happer-’  Those perceptionsvand-persoéctives
are _subject -to distortion due .o personal bias, anger,.‘anxiety,

politics and simple lack of awarenesS"F(Patton, 1980, p. 157).

" ..
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Each of the three activities is characterlged'by particular

'strengths and weaknesses. ‘However, - taken together, as_ complete a

'picture as’ p0881b1e was obtalned of the second language learner's

affective world.

An Overview of”Research Activities

' . A | N
The three activities outlined above allowed me tofexp{ore the

~ emotional experience of the Grade IX. French as a' second language

ot learner," to ' obtain written and verbal descriptions -of - these -

>

experiences and to understand these experiences within the context of

classroom life. : "

I spent five consecutlve weeks in each of the two Grade lX'
French as a Second Language classes. ~C1ass 9 1 was scheduled Mondays,.
Tuesdays and Thursdays from 9: 50 A. M to 10'50 AM. Class 9 2 wasa :

scheduled Mondays and Tuesdays from 2: 05 P.M. t 3 05 “P.M.- and "~

Thursdays from 1 05 P.M. to .2:05 P M . 1 sat at the back of‘ the

classroom taklng observatlonal f1eld notes dur1ng each class. The

participants recorded thelr thoughts, experlences_and fcclings' and

end of each class, -the JournaIS'were submltted.to‘me. T responded_

‘- 1 : L _ :
with commehts. or further questions and returned the journals to the

participants. before the next French class.. Taped, standardiied, opep-— -

. ‘\ . -
ended interviews were conducted upon completion of the observation and

z

'emotlons or sometimes" comments on questions ln.thelr Journals.’ At the ~



'dialogue journal writlng actiV1ties " Five of the six 1nterviews were
completed Mondayk Tuesday and Wednesday (of the following week) during
lunch hour and after school The last interview was’ rescheduled for ma

o-the next Thursday as the student originally scheduled for. Wednesday at

'-noon was absent due to 111ness. "The interviews were .conducted in a

-”?small A—V room adJacent to” the French classroom,
Each".of .1these three activities was valuable‘ in its"
. cohtributionAto the study;.‘ The following section includes a detailed

’Zde8cription of’ these act1v1t1es in order to- focus upon the -value of
the methodology and to prov1de the reader.with an opportunity to share‘

' v1cariously my erperiences‘as vresearcher. |

L RS "~ 4
'f The Research Act1V1t1es

Selection of Sltuation and Entry

- Owing to the ‘nature’ of the‘study and the question under
'f<>:inwestigatlon, it was&my original intent to ask students whom I had.
prev1ously taught_to participate in my Study.g‘ In early autumn, I

contacted ‘the pr1nc1pal of the school where I had taught and obtained
L.

. hls consent to conduct my study . Initlal contact w1th the French

teacher at the school was made in late fall (1983). I explained the
obJectives of my research prOJect to her. - She seemed receptlve to my

"_proposal . and-’ agreed to allow.me access to the Grade IX French ‘as ma

,Second Language classes. At the end of February, 1984,' I met w1th'




<

. activities. . ~———

Mrs. G. agaln to clarify procedures for the study. We discussed the
in-class observation, dialogue Jourﬁ/i writing and  interview

activities involved as well as the prbposed t1me—1ide for the three

Y

At this time, I also contacted a colleague "of mine who

teaches French as a Second Language in another public junior high

school. I requested her help 'in randomly selecting six of her

students to respond to thirty sample questlons which I had prepared

for the d1alogue Journal writing and ,1nterv1ew act1v1ties. She
'readlly agreed and within, the week: ‘I had received the completed
'responses. The manner in whlch these students jnterpreted and

{‘é}. P
b
i)

5 responded to the questions was beneficial in helping me to formulate

my research questlons during the study.

Selection:of Participants

‘In the selectlon of participants for the study, I began 'by

ehoosihé ever third student on the class llst from Class 9-1 -and

o every fifth’ ”student on the list from Class 9-2.° Theseif"six<

students were paged and asked to meet in the French room after school .-

\* .
on February . 27, 1984. The purﬁbse»of the study and the role that

he/she would play in it were explained to each partisipant. Anonymity
. : B o . . N . _ »

and confidentiality were gtressed during the presentation. Students:
were entouraged to participate only if they were truly interested in

. . . . P L



ty

the project. After school the following day, I met with the students

. ' . B -y
agaia. Three of the six indicated a desird

gy participate  in the
’ b n .
Ay Fe

study. The same eveniné I contacted three,oﬁhéf"étuden;é'by phohe'and
they .agreed. tovparticipate. Consent forms wéfe dist;ibutéd to’ all
partic&bants and. their parents thé»néxt day (See Appendix A).-
Therefore}iantotal of sik:Gfade IX sthdents —_ﬁhree from each
class - enrolled .in the Frénch as a Sécond Language program were
selected as pafticipants‘in the study. ‘Of the six students;~four'weré
feﬁale and two were mqle. :Theirdbackgro@nds were_varﬁéd, Reportﬁcard

o . /
averages indicated that four of the participants were high achievers

o

ih‘French and that two of tﬁe participants were 16& achievers. Four
of ‘the six pa;fitipants were aléo part dfwé.group of gtudents that I
had chaperoned on an educational tour of Quebec in the spfing of 1983,
I was very pleased at the-prégpeét of wotking closeiy wi;ﬁ all six

students for the duration of the research project.

N i
: v

Participént Observation ' _ SAJ% SRR k;f
) . . N . P . . L !
The typology of participant observation developed by Junker

?

—l(1960) describes four points along a‘contipuum: “Cgmélete'pgfticipant, :
participant as observer, obserQér as participant and completé‘observer
(cited ig;Paﬁféﬁ, 1980). In Fhat Mrs. G. and’fhe sfudepts knew'thagfl
wésl pré;ent 1. the classroom in tﬁégﬁapacity of '"researcher," I ,
‘assumed the role éf périicipént as observef.4

.

~



Location of the Observation ‘.\
: \

The shape of the French classroom %s best described“as an
uneven pentagon. "'The walls were constructed.of cream%colored cement -
blocks.‘, The . back 'wall . which separated the classroon from the
,lihrary,‘ contained an 1n—set section of rectangular windows. A blue :
AdoOr in' the left hand corner of the room lead to the library.
Diagonally across. the room was an- orange door which served as the ‘main
entrance and ex1t\,for the‘classroom. The ceiling was tiled and _
supported sections of fluorescent"lights; A ;horn, orange, in—door‘
out—door'carpet covered.the floor. .

1 ggé‘fﬂ the back, ‘left-hand section of the olassroom in a
Qacant desk ‘ Directly to my left was a three—tiered shelving unitr
The wall was partially ctovered with three beige bulletin boards Two
of the three boards displayed coloured posters of "La Normandie " The
third . board waS‘void of display materials. A trolley, rw1th_f1fteen'
French-English dictionaries and hfifteen jFrench atlasesq and an
overhead projector were positidned:in ﬁhe.left—hand .corher of the
‘room.. The frdnt“ wall contained twos sections of blackboards ,and a
pencil‘ sharpener. The . right .wall was ’partially. covered\\by one
:bulletin board and\one combination bulletin board/black board. A
;heating hregisterfvﬁas'located between thea. ’-The bulletin board .was
-covered by a Quebec prorincial flag - a gift‘tO'the students of.French
(1982—835'from their penpals in St. Bruno; A stereo was positioned

\



below the blackboard. The adjacent wall also contaihéd ‘a beige
N ) ' TN ’ . ‘ o \ v‘ . > ‘
bulletin board. Another heating register was situated beneath it.

Mrs. G.'s  desk was situated behind me, 'on-the‘right. Ahgable and
various shelving units fiiled to éapacity‘with French books, gamés and
magazines wérg placed beneath the windows. The centre of the classroom

, wés’bccupied by thiréy student desks. The_Qgsks.were afranged,to face.

a center aisle ~ five rows -of. three on each side. .

-

(L

My Presénce in the Classroom
My initial :arrival at the beéiﬁning dfveéch'of -the French
classes generated much exciteﬁénpvand'curiosity: "Why are yoﬁ.here?";
"How long are you going to stay?"; "Are you going to teach us again?"
. ’ ’ . " N ‘ T L .
Since I had not seen or talked to many ofithe students since last -
Junef‘ I was éléq bombarded by questions of a persbngl ﬁature: "How is
mérriqd life?"; "Where.ére you living?" I answered as ﬁany dueStions

as possible and the classes soon settled down to routine. By the next

‘

visit, my présence was nollonéef a novelty.' o : .

| For tpe'mOSt part, hogeparticip?ngs in:both classes igngred'
my preé8§eé .except)for an occasional "Hi" or a casual glance. " The
only éxcepﬁions were two students,, ome in each class, whb continually'
-watched '@e as I observed the'studentsgénvolved in the study. There
;4we;e 'a1so th‘océasioﬁs whén the classés‘tried to involve me in &he

e el “ . :
"lesson.: - ?Uﬁ:thfjfisgéxoﬁcasiqn, the stiidents ‘were working . in pairs-on

)



an oral presentation. The general classroom procedure is for ’the -
students to raise thelr hands and wait . for the teacher to assist them

with their problems. It d1d not take the students long ‘to realize

{

that another resource person was present in the room and I was soon
approaehed by students for help with their assignment.vu Eye ‘contaet‘
'.with.Mrs.‘G. indicated that she did not perceive this to be a problem.

At this time, efforts to avoid helping the students would Esve been

K more consplcuous than s1mp1y answering their. questlons. ,On the.second
¢ occasion, Class 9 1 tr1ed to involve me. in a competltlon._ Thej

| genuinely believed that I felt - left out by noa participsting!

Fortunately, an even number of students for teams provided a logical

- excuse for decllnlng. —_— . ' o ' o
The effect of my presence on the classroom teacher is

n’ difficult to estimate. <From personal experience, I would venture to

‘state that the’ teacher -would continue to conduct her classes in much

the usual manner. On several occasions, ﬁ%s. G. did watch my reaction

v

to a particular event. She also confefred with me on certain

Tt 1

" grammatical problems . encountered during the lesson and informed  me

IEEI
RN
\\
\
N

\

‘about her perceptions of particular situations. ' \\\\

The reactions — of the participants to my presence in the

r . o7 '
classroom were varied. Before or after class, the students would
often stop to chat about how my prOJect was going, the weekend exams,

etc. On one occa81on, 'Elizabeth showed me pictures of her cat and gn

S
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anothér Meredith shoﬁgd'me é pictdre‘of h;r;elf at the age of five.
During‘ claéé, Jennifer, 'Meredith,' Eiizabéth aﬁd;Christopher rarely
loékea'inrmy direction. . Hdwgvgr, ubon bccasion-they wéuld look at me
to:'see if T had ;eacted to‘é particular classrggg  incident.  Trixie
and Robert seemed to be mgst awéfe' of my presence. During the
iﬁte}view, ‘Tfi¥ie commented that she was gladito have me back in the
. French room: "I‘felt more comfortable when you 'were back. I just felt
like I was doing better wh: you we}eltﬁere. i félt good about myself
knowing'that my old French teacher. is bat&.é. Iﬂ his journal, Robert
wrote: '"How does i; feel to be back-.in the’séhoéi but nop be the
.}teacher? I thiﬁk it;s a pleasurg to baYe ﬁou back, even if it is' only
’ fér a little,whjléaﬁ |

i found Roberf's queétioh to be a ver& perceptive one. . It
forced me to admit to mysélf how I.felt being.back in the classrooﬁ
where’ I had . spent seven school years. Initially, it 'was very
difficult to’ observelanotﬁér teécﬁef teéching "my kids." I found
myseif .exérting‘a gre$§ deal Qf self-control in order to refrain from
jumping up and shouting "I'm the teacher! Let Qg teach!" I realized
how much I missed teaching and "my kids."

After the initial observation Sessions I began to make the
transition from '"teacher" to that iof "researcher." . However, the
influence of my &xperience as a French as a second languagé teacher

P

was always .present. At times, I found myself so intent upon the .

1



content ¢ of the lesson that I failed to watch the p rticipants’
7 : S :

reactions or I found myself making mental value judgements on the

effectiveness of the lessons. "Teacher," "researcher," "human being"

were involved in an on-going conflict within me,

Observational Notes

Dispersed throughout the initial entries in my = journal of

observational notes were questions of uncertainty:

+"  "Ap I looking at the right things?" "Am I
recording the right things?" "Should I be writing
down how I think the students are feeling?" - '"How

" long should the observation of each student be?"
Gradually, I began to gain confidence in my abilities as an
observer. I soon developed a system for SQructuring my entries (Seé”h

Appendix B) and learned to shift my focus‘f:om student to student

.depending 'upon the nature of the activity. During* oral drill,

“homework correction, competitive games or any activities which

centered upon indi?idual students, I recofded the peachéf's question,
thé Stﬁdeni's verbal responseb;nd‘accompanying body mé&ements and my
perceptions_oﬁ the studentféfgﬁptiOnal reaction. - During ekams,.g(oup
work or "freé ti@e," I focused oﬁ one student for sééerél minutes
before shifting my attention to another. |

At the end of each _day, the observationaf notes were

carefully reread. Recorded behaviour, occurences concerning the

- ) . . ’ t \_\
process of observing and inferences about the findings, were then coded T __

) s



"MON" - observational notes, 'MN" - methodological notes and "TN" -

theoretical notes (Batcher, .1981) for future analysis. Any exams,

exercise ‘sheets or hand-outs distributed to the students during class

were also attached to the day's notes for future reference.

The Value of Observation and Observational Data
) ‘ v ) . :
The observational sessions and the data that they yielded
were very valuable components of the ‘study.. Firstly, by direétly

‘observing classroom procedures and activities, I was able to place the

-

study in context =~ an essential part of attempting to maintain a

holistic perspective.

Secondly; I had the advantage of directly experiencing life

—

in the Grade IX Frehch classroom. I could discover firsthand part of

~

what this life world entailed and did not have to rely upon prior
_ experiences. s
Thirdly, observation "provided - direction fbr  the journal

writing and interview activities,, often highlighting aspects ' of

~ classroom routine which students and teachers take for granted.

‘A fourth advantage of careful obserVation was 'that it .

Lo

provided insight into areas that students may be sensitive ' to or
unwilling to discuss.

P ) ‘ . : i
\\\\\\\\ Fifthly, I had the opportunity to record various descriptions

ofv'tﬁé\\students'u physical responses which accompaniéd Jpartiéular"

\

\ “

22



.the data collected (Patton, 1980, p. 125)5

emotional experiences described in their journals.
. Finally, firsthand experience generated much personal food

foa“thoﬁght, My impressions and feelings became an important part of

‘. .
]

Dialogue Journal Writing . g
: 4,

Since dialogue journal writing is a relatively new research

activity, I found little guidance in structuring. my approach to this

component of the study. - Essentially, intuition-and common sense were

my only guides.

The focus of the rdialogue journal writing activity was

carefully explained to the participants on an individual basis. I

stressed the importance of describing how he/she felt during the

-progression of the French lesson. I confirmed that Mrs. G. had given

her’ permiSsidn for the participants to write in their journals at any

time during the lesson. In addition, I emphasized the fact that the

journal was something that only the barticipant and I would share and
that it was a vehicle for two-way communication. At the beginhiﬁg,of-

" the second week of this activity, I distributed a set of guideline

questions (Cooper, 1982) to the students in ordef to help them ,focﬁs

. ! R v
their attention upon the"feelings and emotions experienced in class

(See Appehdix‘C). I also adapted an affective exercise sheet to the
. ’ &

dialogue journal -activity in order*to,encouragé the written expression

bl



of these feelings and emotions (See Appendix D). Several copies‘ of
the'véheet were giien to each student before class at the end of the
second week of the activity. .

It was interesting tb. note . the- various attitudes and
épproaches the students.adopted towa;d§~journa1'ﬁriting. Happily, ail

the students were extremely conscientious about daily entries in the

“journal and'about_sﬁbmitting them to me the‘following day if they had
taken the journals home to complete an entry. = The students also
openly expressed cppgerﬁ about recording enough material or ‘the riéﬁﬁdi

.'wt . ’
_kind of material and about answering. questions. Meredith wrote:

"Sorry I didn'tlget that much writéén today." and asked: "Am T doing
what you wanted?" In reéponse to a-questioh cdncé;ning éhé‘ tlassfaom
teacher's most frequent,commaﬁds;v'Robert‘wrote: "I'm sorry I can't
help but FI just can'£ think of one but givé me time I Just might."
When he Qas unable to aﬁswer questions Christopher wrote: "I couldn't
ans@ér the first two questions. _ I'm sorry.' General comments also
surfaced. ‘Elizébeth stated: "I like writing in the journal but before
I had my doubts but now I think its a gdod idea. .It's nice to tell
someone how you feel." On one occasion Robert interpreted one of my
entries yhich‘ included énsweré tb’his questions, 'my comments and
questions as: "I'm surprisea you didn't ask me another full page of

questions. I - guess I’ll'-just have to answer the few you gave .méf

" (sob). (don't take that too seriously, I didn't say I loved to answer



a full page.of questions.)" However, Robert was also very sensitive
to the focus of dialogue journal writing: "Before I answer” these
questions let me say that I knew you would ask these." Essentially,
all of the participants shared Robert's sensitivity but they differed

in their agproach' to writing. During‘ class, only Meredith and

Elizabeth would write in the journals at any point‘in the lesson. The

others would wait for a "break in the actlon before*“ﬁrv-

Meredith Elizabeth and Robert the Journal was 5af;§9mb'
T ‘A
‘“personal entries and- question—answer material - The” oth
i . R

take their cues for an entry from my questlons. e I
e

T was very pleased with the data that the Journals yiefded.
It was a very difficult task that I asked of the students - to express
and describe their feellngs'and emotions within the context of»_the

.

French classroom. Throughout the journal writing activity; "I made a

point of encouraging and thanking'the‘students for their efforts: "I
really look forward to reading your latest entry ih the Journal e "I
really apprec1ate your partlcipatlon in’” my study'" "Thanks for

describing thebclassroom and your classmates. I also made a point of
sharing cé%tadn aspects of my'personal and;%nrofessional -1life with
them: "This‘iWeekend my sister and I are flying to Medicine Hat...";
"Thanks very much for-weloOming'ue baek to the classroom. I really
‘miss teaching and most of all, I miss 'my' students." lhe honesty and

fkopenness on my part were key factors which contributed to the honest

)



and open approach adopted by the students, We were sharing our
worlds. In addition, I attempted to keep my entries informal;vsigning

my first name and using language that was neither technical nor

fornal. This was'probsblynmy most difficult task: to convey meaning

~

~and yet "sound" conversational.

!
€ . I3

Student Jdurnals

. § _
Journal entries were recorded in coiled scribblers purchased

at the University of‘Alberta'boekstore.'- I hoped that the choice of
' scrlbblers would" heln to reinforce my position -as "student"/"equal“ i
that I also recorde ;bservstlonal data in a'notebqok of this type.
. The journals were submitted;to me at the end of each .class,
UM¥4entries varied in accordance with what had ttanspired in the lesson
ohser&ee and_what,the.students.had written. I,elso'included items of

a personal nature - "Do you plan to go to University?"; "How was the
ski trip?"; "How is Tiger?" - in an attempt to demonstrate ‘to the
students that I was genuinely interested in. them—as people and not

only as part1c1pants in my ‘study (See Appendix E). Upon‘completlon of

my entries, he Journals were placed in an envelope and sealed and

placed on .a |corner of the teacher's desk in order to be readily
accessible to the part1c1pants If the Journals were kept fby the
students, I would collect them the follow1ng school day and complete

my entry before the next class.

56



‘experiences within the second language classroom.

-

At thelend of five weeks, I asked the students to reread the

‘content of the journals and add any comments or questions that they

might have. Pencil or pen marks which_were ’not there ’ preuiously

N,

indicated that in fact the students had complied with -my wishes.

(AN

However, except for a grammar correctlon, no additional entries were

"' . made. : : . . .

N .
«

After collecting the journals, three copies of each one were
. ’ 4 . L
made in order to facilitate analysis and to ensure the safety of the

data source in case of loss or-damage to theTOriginal.

The Value of Journals and Dialogue Journal Writlng

N

The value of the journals and of the dlalogue Journal wrltlng

activity is in many ways unlque. Initially, the act1v1ty prov1ded the

B

students w1th an opportunlty to develop an awareness of thelr feelings

and emotions, both within and-outside the eonflnes of second 1anguage
. _ .

learning. .
. Secondly, * dialogue  journal ‘ writing , yielded - 'written
- descriptions, in'.the students! ‘own words, 4of‘ their emotional

,’ "\-
’

In turn, those written accothts allowed me to compare my

‘perceptions with those recorded by the students — a third advantage of

the activity. -

v

Fourthly, ~ dialogue jeurnal writingﬁpggvided an oppoftunity

for' the participants to respond to affective exercises which were not




Y

. was, my ’{ntent to enter hls/her world - "to ~enter:‘1nt

a part of established classroom routine. The data collected from this

<

source made an important contributgon to answering the research

.questions ‘outlined in Chapter I.

Fifthly, the ,sharing generated by dialogue journal writing

allowed the participants and me to strengthen bonds of trust, honesty,

openness and friendship.

-t

Finally, ‘the dialogue journal activity proVided an excelient‘

stepping. stone for the interview activity which followed.

Interviews

'

The, purpose of the 1nterv1ews was’ to prov1de an opportunlty
N

M s

for me to engage 1n d1alogue w1th each partlclpant in the study. It

Y A ; \;"Q '4"

other
‘, ' .

person E perspectlve" (Patton, 1980, p.. 196)

T

open—ended questions (See Appendlx F). chhotomous questlons whlch

In order to achleve this purpose, .an effort was made to ask

&

simply requlred yes or "no" answers were avoided.mgThe students were

N

, encouraged to talk about thelr experlences,. feelings and oplnlons and_

permltted to express them in thelr own terms. ~ The basic wording and

sequence of questions were prepared_ln advance in order to facilitate

<

‘ comparabilit} of responses'and analysis of: data; _ Howeuer, 'certain

¢

questlons which emerged from observatlon and dialogue journal wrltlng

were matched to’ 1nd1v1dua1 students. An attempt was.also made_ to

.58
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.;jUpon" arrlvalk' of the interv1ewee, . I ‘carefully explalned the

b d . .
§

AN

\

remai% flekibiﬁ during the interview in an.effort to more readily
adapt the intérview to the interviewee.

. The intervievs were approximately thirty minutes in duration.
in addition, I spent from ten to sixty minutes talking to the students
after the interview. Various topics, "ranging frem family life to

reminlscing about a tour to Quebec, ‘were discusSed. Once again, I
/-/

r‘ o

z;shed to reinforce that I was: intef‘sted in the students as - people

and not merely as participants.‘ o ' : h ‘m‘
s Y

Immedlately follow1ng the departure of . each interviewee;

observations about ‘how the student reacted to being interv1ewed 'ﬁfz

g ]
’

perceptions about conducting the interview and any other 1n31ghts that

o
B v

emerged at that t1me were recorded

o

Recording the Data*\\

t
. A

Tape Recording the Interv1ews

- All recordlng eqdipment was set—up in advance and tested.

s
P o L3

.« 0

JJustificatlon for u51ng the tape recorder - I could not- write quicklv‘

‘enoughvto record'what was sald and in order_not to miss anything, I

‘would 11ke to tape the. 1nterv1ew. ‘ The part1c1pants were not pleased

. at the prospect of hav1ng the intervie%‘gaped but consented °on the

-‘., .

]

e




S C
of communication.

chan»COmpensated for the tlmercost factor.

'
.

tone of voice. The students were all a little nervous and I wanted to

try and put them at ease. My attention was focused on the interviewee

“almost constantly in order. to”—indicate to him/her that I was

Axnterested in what he/she wa% saying. Eye contact, smiles; nods of

the head, also helped to. reduce tension and to maintain open channels

~
L

%

Transcrlblng the Inqgrgiews o ‘J ‘¢ﬁff

All 1nterv1ews weng ﬁully transcrihed e1thpr*t

- ‘w . \-v N 1/«-

hﬁwentng following the interV1ew. ) Thek primaryu,objeqtlve of the

)

g

\ % .
verHatlm transcrlptlon was. to complle aCtuaquuotatxons spoken by the

r 7\""

’ o ..-‘ Yo B
& 'V"J W

one; words ;ntervlew questlons/ 1t all comes to naught if the,

.« <
T,

1nterv1ewer sfalls to capture the;actual words of the person being

i _— B P ‘
1nterv1ewed' (p. 246). “Each interview required two to six“hours pf
/ .

transcrlbe. v, The usefulness of the transcrlpts however, more

r .
“ 3
B

[

o | RN :
After allftranScriptsfwere;cOmpleted they ~were carefully»

" .

“jreread Any areas of vagueness or apparent contradlctions were duly

fv noted and clarlfied ‘over the phone with the interv1ewee 1nvolved

/

Three add{tlonal coples of “the transcripts were ‘then:made. in A

order to fac111tate future data‘hnaly31s. " .iyi“ -

1nterv1ewees: " To quote Patton (1980) "no matter how careful (sic)
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The Value gg'Interviews and Interviewing
1)

Thg)value inherent in interviews and the interviewing process
by ) ~ i .

was essential to the study. - Firstly, , the intéryiew provided an

8pportunity for me and for the students to ask ' questioens which
. .

rematned unanswered after weeks of observati.. and dialogue journal
~writing activities.
Secondly, the interview experience provided an additional’

opportunity for the students to increlse their awareness of themselves‘f”ﬂ’”

~

'anq_their'feelings. - S
Thirdly, this awareness allowed me .to .compile pages of
quotations which included the parﬁicipants' exact expressions of their:

experiences. '
. o

Finally, the interview r~ssion permitted me to go beyand the
fsﬁgbservable,; external behaviour displayed in the classroom to the
N . ’ . o , L : :
inner, inobgervable world of the interviewee.

B4

Y JRX
B - . B

Con&ucting,the Stﬁdy;vSummaflz’

- ‘fhé.wresgarch . for the\gfudy was condﬁc;ediover-a 'séveﬁ—week
time period - frbm March 5 to Aprilﬁi9, 1984, béix“Gradé Ithtuden;s
enrolled in two ciasses qf ;he Fren@h és é Second Lang?agé progfém*%at
a publié junior high.school wvere selected to participate'in the studf.

‘In order to facilitate observation, three students were chosen from

each class. My task,%tés I conceived it, ‘was to discover first hand.

2



the affective experience of

. context ‘of a second language’ classroom. Building on a freviously

4

established

u'e

(23

‘tau hg I used participant observation, dialogue journal writing and
. {\)l"

%? jended interviews to explore a world I had often viewed only as
AW

teacher. As "researcher," it was my intent to. understand emotional

Vot e

meanings attrlbuted ‘to the learning situation by sharlng them w1th

these second lggég,ge sbudsnts.

- : . A .‘-

- Cow
PR~ ,a
L2 sl

Ana1y31s of Data

~

At /the conclu31on of the data collectlng stage in the study,

@

aﬁprox1matélﬁ> seventy—five pages of handwrltten observatlonal notes,

of handwritten

sgcond language learners within the’

relationship of trust and openness with students I had

A : C e
% N6 2 .

ages

entries and seventy pages

) eightqu ‘of . journal
fnteryiew transcripts-Were.compiled.
The process of analyzing theAdata was similar- but less
"complex. than that adopted by Batcher (1981)." .Initially, .a list of
topics . wast'made from.therthreendata sources; Each topic was then
N .
'written' on an  index. card’ At this point, data ftom the notes,

Journals and transcrnpts was matched to ‘the topics” recorded on

individual . index cards
appfbpriate sectidns-from copies of the data sources.
and corresponding "cut—outs" were then sorted and resorted into groups

. ‘Several attempts

until general ‘categories began to emerge. finally

by-'a simple procedure of cutting the

‘The index cards -

04
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o

yielded a unified schema. The categories which resulted were then

titled according to the central theme of the grouping. Chapte%) v

will examine the fiﬁal analysis of the data, including the main

groups, sub-groups, topics and sub-topics.



Chapter IV

|
THE FINDINGS |

This chapter examines the affective experience of the second

\

'languaﬁe learndr in two different stages. Each stage is approached in

much the same manner as one might approach the eating of an artichoke

- neeling off the'outerileaves until the delicate heart is exposed.

The first stage presents several glimpses of classroom life

which are representatlve ‘of a broad range of occurrences. Events

recorded in, the observational noteg are presented in order to

o

\ K .
introduce the reader to Mre. G.. and her French as a Sécond Language

.students; tO'allow‘the reader to briefly observe classroom life and

to. provide the reader with cues to lesson content, ' classroom

: , LW
procedures, dialogue ,and humour as well as. teacher and student

behaviours. At this stage in the ana1y81s, the affective experience

;'remains unexplored. - - S .

\

The seéond stage ofvanalysis begins to examine the feelings
. . J

"5 B
, and emotlons of the partlcipants under a given. set of qgrcumstances.
The subJectlve experience of the students 1nner world is presented in

the form of affective themes, The-context is establlshed in order to
,.
provide a p01nt of departure from which to explore and achieve a

- deeper understanding of the -affective. experlence. -Most of the

" material presented for examination contains descrlptlons and direct

LA
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quotations from studeﬁttjournals and interview transcripts. Brief

.
Sy

sdﬁﬁiementary explanations, some of which are based on recorded

observational notes; ‘are added on.occasioh in order to aid reader

.

comprehension. - As the analysis progre ‘es, an attempt is maQe ‘to

expose the very core of the affective experience of second language

learning. Descriptions of what it means to feel‘hsppyﬁfbed, nervous,
Y . . . " '/ R
embarrassed, bored, frustrated, proud, etc. dre presented in the form

of verbal images created by the learner.

Glimpses:gg Classroom Life Vo

Thls first étage' of an81Y81S contains accounts of eleyen

eplsodes whlch are characterlstic of the total plcture of 11fe in. two

Grade IX French as a Second Language classrooms. These‘ particular

»

events were chosen because they tended?to silhouette a range of

~ /
/

episades as they occurred over five weeks.. The events are presented

4 : . ’ ¥ o :
"asthey were recorded in my journal of observationalinotes.

On Passiﬁg

" The class is ready- to begin. tMrs. _CJ 'asks Tracey to hand

back the students’ WOrkbooks. Trixie VOltheefs to help: o
\HDo you have to pass these out’ i’ll'help you."
Trixie stops to talk to Sherrl. After ‘distributing " the

workbooks, ‘she sits down at hertdesk'and carefuily opehs her workbook

65



Iot

for the second consecutive peried. .

: y \
to the exercise marked and graded by the teacher. /She says,
Wit , ) . .

. wiy g .
A ! /

"~ "Ooooh! I'm passing!"

and starts to laugh.

Dialogue Preparation

" Elaine and Violet are,working on their dialogue presentation

o~ .

R . - FE—
. A ... .

et

Elaine ié:talking to Val about thé.assignmént. She 1aﬁghs at

Linda's singing. ' Lindéw then ‘bEginéu'to tell a story. ,Elaine
: ¢ . . E . . Vs . v .

reluctantly focuses her attention on the dialogue: - »

"Does * 'souper' .have. one 'p' or, two? Is it
masculine or feminine? - Je suis venue au restaurant

pour le souper." -
Elaine " turns around and writes on Charlie's notebook with a yellow

felt pen.. Val asks Elaine a quéstion\abohf_indirect objgct pronouns.

.

She leans over to help Val, 1aﬁghé and tells Val to ask the teacher

for help; o _WJ' S -

Elaine checks "souvent” on’ the list of grammatical structures
required for the presentation. She says, T
: ‘ : ‘

"Ha! This is going fast!".

Elaine raises her hand to signal for - the iﬁg&cher's

"assistance. Mrs. G. helps Elaine with her probiem. "Elaine purées her
lips, smiles,_wfites, grimaces, laughs and then brushes her bangs from

_KErlforehead. She looks around the class énd}saYS,_

3

3

o~

00




"I hope everyone used deodorant today. They all
Y have their hands up

Elaine’then declares,
"We're finished! It's good to be finished!"
. "
Charlie asks if the word "s;Eatshirt"I is masculine or

{

feminine. Elalne refers to her notes and turns around to help him.

. Class Presentations.

;?ilizabeth and Violet are practising ’ their dialogue
presentation‘ ﬁlizabeth looks around thevclassroom and rolls her
eyes. She says,

"I can't remenber my line."
She pretends to shoot herself'in the temple aqd then:

"All I say is 'Est-ce que,' 'Est-ce que,' 'Est-ce
que| "

»

The " teacher asks for two ygiqnteers to present their

-
~

dialogues. No one volunteers She séletts Elizabeth and Violet.

. Ellzabeth groans as she walks to the front of the room. During_ the

presentation, . she balances precarlously on the outer edges of her
feet. Upon completion of the dxalogue, she looks first at Violet and
then at the class. "She’ crosses her arms over her chest and asks,

"Is that 1t'7"
She quickly scoots back to her desk, sits<down and begins to chew on

the end of her pen.




oMrs. G. then calls upon Trixie and Cara. Trixieﬂcries,

"I don't want to do this.. Oh God!"

i a'.\:

She shifts f&“[ lbot to foot and then 1eans on the blackboard She

laughs and covers her eyes with her hands. Aimlessly, Tr1x1e pleS up
a plece of chalk ffom the ledge. Cara coaches her —~ she has forgotten
her 1lines. She rubs her arms and then returns the chalk to the

blackboard ledge. The‘presentation'has ended.

NeW»Wordsh
Fal

Mrs.-. G. is  presenting new vocabulary‘ to the class.
Christopher is sitting in his desk, suppofting his head with his .
hands.  His gaze is focused on the flashcards hls teacher is holdlng.
He begins chew1ng on his pen ‘and then crosses his hands under his
chin, He yawns and repeats in cho;us with the rest of the class —&"nn'
homme", Mane daoe". He turns around and whispers to _Charlie;' He
starts twirling his pen on his oesk. He fepeats."Toutfle monde joue

=~

au football." - - &

vocabulary from the textbooks He asks, -

. "May I get a book? I don't have. mine."
Cara»points to the appropriate;questiongin the textbook. Christopher
begins to read. He makes an error. The teacher clears her throat.

Christopher corrects his answer. Tracey sticks out her tongue at him,
v o ‘

." ‘.

a L ) . LI S=X
N M 4

. ";_%\‘-3"
iy - Christopher  is asked to read a- question using the new:"

rid
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» Christopher smiles and turns around to confer with Charlie. Mrs. G.

* . /
shouts "Christopher!" He. turns around and continwes to read. Another

.

error is made. . The teacher corrects Christopher's pronunciation. He'

smiles and mumbles "whatever.". Mrs. 'G. asks him to repéaf the -

corrected phrase. Christopher blushes/and asks "Again?" The téacﬁer

“‘persists until a correct answer is achieved.

9:50
9:55
9;58

~

NN

- 10:05

- The Grammar Test

i

‘Mns. G, is reviewing the function and-position of directfand

indirect object pronouns before the £:§c is administered.

Trixie is repeating the function of the pronouns to herself

as the teacher distributes the test. ) ;QQ
y ~ i

p v

The :éxgm:_beéins,. Chrisfopher is tapping his ‘feei. He

ég{étcheé his nose and lip. Eli;abé;h'is chewing on her
éﬁuﬁb. Sﬁé taps thé‘pageS’qf the test péberAintb .a neat
pilé; Trixie is cheying;on the end of he; _pen. Sheplisr

slouched in 'her desk; 'the corners of her mouth are turned
. - b . :

down.. Her right runner is untied and her foottis 'twisting'

3

"and turninélwithin“the looséhed canvas shoe.

Christopher"g ‘fiowning.v He reads a question, writes a
& -
rgsponse and rubs his index findex on his upper lip. He is

réising and loweriﬁg his héels as he éudiblyireads the next

queStibh. Elizabeth is writing quickly. Her fo@f is',in7_1'




constant motion. ‘Trixie is supporting her head with her left

hand. Hén,ieg is extended to the side forming a right angle

to her body’ . Her, running shoe is 1y1ng beside her desk. She
wiggles her toes And sighs; TR l \\*ﬁ
¥y
10:15 Elizabeth yawns, scratches her nose and begins to pull on her.

© left earlobe. Once again she taps her test into an evep pile-

~and then submisg_her paper‘to'Mrs; G.
110:18 Cbristopherisire;ches and cpntinues‘writing. He_fepeats hgﬁ
earlier ritual. Trixie is pointing te each Qérd of each .
' question on her paper with'her.pen.~ " She checks the vclock,
taps her paperé.and continues writing. Her foot is now -

half&ay inside her‘;unner.

10:26 . Christopher tu:nsiiﬁ his exam pabe;. Trixie is.tapping her

test into place. She walks up to the teacher's desk with her

exam. = She  whispers something to Tracey,- picks . up and

.. glances at Cara!§ comic,‘ smiles at Val-and then returns to

her desk.

Oral Drill _ S T
' MTS.‘ G. ié _drilling. ﬁhg érammatical structure "Tout le
| monE;." Tﬂe class is laughingfat.Dafid;Q Thé’teégher has just aske&:
"Qu'est-ce que tout le moﬁ&e faitﬂauﬂéigégé?"?and*hé'réplied:, "Do you

& -

s ~want_the truth?”




Y
The .drill continues. Robert : has been repeating answers
quietly to himself. He yawne{ Thexnext questien is directed at him.~
'.He‘ answers correctiy,: followed by a correct‘response' by Jennifer.
.Meredith is called wupon to answer. She 'attemgts a reﬁly and

1mmed1ate1y becomes tongue—tled "Blah!" she exclaims. The class

1aughs and Meredlth joins in. A correct answer is flnally formulated

Al ;o

<«

T e Test\Results'
Craig is pasé{ng out ﬁhé resaltsjef”tgewreading tests.
vChrlstopher' "I did lousy.
7Tracey "I got 66%. I .

Trixie: "Don' :rub it 1n.’¥”“
was at 50 at’ tﬁb beglnnlng

Llnda asks Ellzabeth ‘what mark she. got on the grammar ‘gxam:

"You probably got 30/35 "

o

Elaine replied:. "No, 28/35 I hate tests.

In the next class, Mrs. G, distributes the grammar test

4

results.

4

.Robert is scratching his head as he looks at . his exam.. He -

-

_smiles'and.audibly_whispergu"SSZ" (to me). The teacher‘mentibns that

&

many lost marks were due to errors in the agreement of the colour .

\

~adjective wit’ ~ noun. Robert shakes 'his head to indicate that this

was not I error on his exam paper. Later he explains to

71




- "Some of the questions I wasn't sure of weren't the
ones I got wrong." K Y
' ]
IRV ] ':
Corrections

The teacher has instructed the students to correct all errors

" on thélLesson 9 grammar exam. - : : ' .

'
5

Trixie is checking Cara's exaﬁ"paper.

"We have to do all the corrections.

she declares. She begins to:examine her own paper, eyes widés.open.

ot

.She says,
"Ifhave to write the whole exam‘overfﬂ/
. o

vChristopher ) isi chew1ng gum 'and recopylng hlS dialogue . -

presentation; "His teacher says,

"You have to get on w1th your corrections.

-
R

He smiles and starts to correct hlS exam. He leans over and grabs
Elizabeth.s test. After comparing papers he declares,
/- "jl
' "I don C how to do 1t "

Ellzabeth has been fllpping through heﬁ ernch notes.  She

. , il .
exclaims, S R gf . oo

"We could be here forever! God! I'm not going to

do 'D,' Anybody do good on part ‘D v

She promptly turns anound and(grab's Qharlie s exam.. She compares:_

N A

papers, moans. loudly and.throws her’paper"on the floor.’ Mrs.. G. is‘

o iwe
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o helping Elizabeth Christopher raises his hand and states, , i : _"',.ﬁ

f -"For this, T don t understand it." a,i- S

>

The ‘teacher writes a corrected response for him. He”smiles’and;saYS;
”'.éf" "Thanks a 1ot!" cF
..: ' . - . ,P"." L v - Lo '."‘

IR FunﬁanS"Games - o T,

LI

\1Mrs., G. hass just reviewed the numbers. She annpunces a

i ' N .
RS BT Y Lt

R ,competition 1nvol the revieWed material - one 31de of ‘the class" .

7 e
B I I 4 .

. 4 '
- versus ‘the other. - TWO - ntudents from.each team are called to._ the;

P . A.

" .board. The first student tg)write a correct regponse for a population v Wéf
i .

ve.
A o

V: ) w : »H‘—yu \ .
figure dictated b§ other class members chosen at random by the teacher

0 ' & u . .
w0 will receive a p01n€*for gﬁs/her team. SR e Tk .o

Meredith and - Gordon are at the board. Thedfigurerictated‘is i "

22.158 496 Mrs.’C. 1ndicates thataMeredlth has made an error and that
IR . o % P R o
sh& wibl not score a point.- Gordon also fails t§§write ‘a’ correct ¢
-y . - ) s ; A ~
v ' ;oL T s : S

) o - o
anSWer, kMeredlth laughs and say& to Gordon.-«, o ‘ - Co e

'You and me, Gord we re really good h?"

* ' 4

Robert ralses his hand and the teacher calls upan h1m “to ‘éﬂ

J° \

ate another question. - This time, Shane is Méredithvs opponent.

4 5]

repeats the\figure.“ Meredith laughs and . points to Shane who

S R Jennlfer is now at the board She does~not hear the question

a * . - .
Il . -

'clearly; “The. teacher asks her torsit down’ o o

- . . et L r R . R .
S R L S S SN » . Ve , N



oy

&
A .

'ﬁ-body; The teacher has just name%gher drawisﬁ‘“kick" after onel

L %bbys in the class. w Robert Meredith and Jennifﬁr :?

‘..i-}blushés}f%Jenﬁ

“their Eronunciation'tfter the teacher's. .

S T . ~
N " s:b ! ‘ o .'_’ )12‘, v‘-.‘"-‘*
. . | [
el T R # /
. . A ‘ i
The-bellyrings;and the clags is dismissed. \
| B B L&
, 5{ “ Parts of . the Body . ﬁiﬁ o &g, :
g&s.r bm is at the board drawing a."human" figuﬁh~£§é' t?e
TN e . K ¥, g '
studen@s call out the French vocabulary fbr'the differéht -the

/ \1 l

2\

‘Robert, is resting his head on his books' Meredith is str'ﬁ

" her desP chewing on aipens. Jennifer is sitting with oneifdbt on tqp
of, the other,_turning her eraser’ end on-end. - ‘-ﬁ "g*i L "gjﬂf

" The teacher drawsva "derriere."' ThE class- 1augﬁg. °'Rebertﬁi

4;calls out.ﬂleéﬁjambés., Dominique yells out- |
a female'" o (f'i“‘j??f . : - 9

' . oy )F:' /%\
Others shout their app o 1n chorus }Mps. G draws a ms\qixare head

Meredlth sayS. LR g e '
) I A"’rr : * '(' o T o ‘ v ) 'J'R"' ' . :
" .. "That's: what the French—Canadians*call us - square “ i 0.7
heads!" S T T SR
. - c;.;.‘) . - w . ;4«&;.:_’ 8 "vﬁ"i» o ‘:\‘ . . f’;‘ -
. o & ‘,,\ K . "‘. £ ] b
. «The class 1aughs again and Meredith calls out ’les cheveux.- - The

teacher declares that the figure already ha@@hair and bursts 1nto

ladghter. ‘ . :l . 'l,\

o . ‘-" ) " ’ v
. Y v LoE o L,

.* _ihe"students’repeat the partsvof the quy'vorallyj' modeling .

B T o ‘ -
. . -



S .
: ,_; overhead transparency Robert’is explaining Rﬁchard s errors to hlm.?
oW
e Robert glanceq&at hiShgwn answer sheet and smiles.. He sqratehes/his
. P . w ‘,u "Q/Ar . . . "
. : - A2
S ;5nose, looks at mé and holdsﬂup seven fingers. L : '\)QW ';, o*
o " The students callnout their marks ordthe“tea%her to record.w
L . Sy o™ e
5 G g ~Jennifer 'says "2/7‘y The class *is gurprmsed'”'"Deux!" Jennifer.
AR R ‘sniles. Meredith receives "6/7 " She. teases Ted about his ldﬂ%mark
| followed by:® N A -
i x ””"b x5 2 N C e . C a L . » ‘
‘ e R Y '"Sorry, Ted.. :I-didn't mean t» insult you.!" - e h
. a . . . 3 T R E .

o

' f ) . vy"‘ Y ".“
R R\ e
. :_‘/?“('- BB, N
/ : ' v s
. AN - S .
o e ’ -
Exchange and ‘Mark AR e
e (. f e )
The tudentsﬁ are about to mark a wnitten number .exerc1se.

q{‘

Meredith is ‘gossiping with Richard and Rick -She questlons the

1N VRS i
teacher about exchanging answer sheets with Lorne as Raquel had not

" y

.finished.’- Richard wputs on a pair of dark sunglasses and begins _to

‘mark Robert s paper. Meredith points to Richard and starts to laughb

The class Joins A Mrs. G approprfhtes the glasses and the students'

niﬁ

continue workipg, comparing their classmate s’ answers with those\gn an

. .

-.;Robert“calls.ou@ fSept."’-Mrs; géffcloses\her mark;bookwand puts it in. -

} - ) . X . . ';\gb
her desk, : e S s ) .
‘ deSky B e T e -
‘ — ’ o A : . . : =
I . & .. L
<y , : /
~ kL . ‘e~ - ~Summary- | :

\\\/)/ﬂ At - this point, it is hoped that the reader is suff1c1ent1y
h .

acquainted yith Mrs.’ G., her,two classes of Grade IX French ‘as -a

Second Language students and llfe in. the French classroom to proceed

*

i

 F
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presented“ ”the 'analysis will now prog:ess to an_examinat  on of the
,r\(:' e “ - \éi.
feelings and emotions of the stﬁdents in -an attempt to yi .d-a deeper'

nderstanding of the affective component of classroom sunc ience.

LMLy . I ‘ o
‘v_.,. . kY - . q B . ) ) ,

i Themes of Classroom Life

. i ,
The bfief glimpses of classroom life’ presenteﬁ in stage one.

'afej now elaborated and developed in.terﬁs'of ‘their spec1fic themes.

'Each"themE‘ prov1des a, context for the exploration of the affectlve
experience of the second language learner. It is. examined for what it;
y 2 Co :

o e , s Ny
. re eals about' his/her experlence and how he/she expresses ‘this:
o o . R ) v
TN experience.v ’ S - ‘o, Y
& L“_g‘ .%'- In order to inEro&uce th‘ﬁ 'ager to the emotional ‘focus of

' this stage of éﬁzlysis, the fo11.& ng de9cr1pt10ns tare presented .

; - e . f ey o
Tﬁeé_ are responses to an affective exercxse Zglch 1ncluded the
- : - o ) . . ¥
Bk o ;;_/, . _ b > g v
f6fIbw1ng sfatements., ’ - & B ‘
e o - Today in French class I feel .... I wdﬂldﬁcolour
o my feelings ..... These sounds would accompanyi my
' § f&ﬂhmsof.n.~ - :

C: "I feel good- today it's nice ou%“side\\dd T am in a =

.. good mood goody A
W + I' think I would be’ palnting bright colors yellow, -
' blue . §nd green

., I feel T would be coloring bright COlors because it
* 7 1is not gloomy
.+ - T think oh this is.hard, .AI think the sound of the
woods when no one is in-there - AT
"I -don't know why I féer this way It 8 all L can T
> >

d

think of " o . : @

e



- shows that a person is-in'a great mood

¥ . . , o o ﬁfr ;
Vo . . o .,\uq

E: "Todaydwin French class I feel tired and a bit
bored. We just had - gym and I had to do my

gymnastics * routine. I was nervous. The colors’
that paint my.feelings today is blue. I feel a bit -

down. - The soundy’that accompany my feelings are
the sound of the sea gulls and the ocean splashing

up on the# beach. I'd rather be there right now -
" more - than! anything I've. got a feeling of a nice

qu1te day w1th nothing ‘to do."

0

T: "Today, in french class I felt GREAT That tStudent

_teacher was very nice and she new. hog to say

everything so that we could understand it. I would

.color my feelings a'bright alive colorxﬁgne ‘that
e sounds

‘would be screams of happiness and joy and just any

-sqund that shows happineSvag I don t know. why I am

Just really happy today .S N

r~
»z",

J‘ sfrench- class I felt comfortable and relaxed.

" would paint my feelings in clags pink and yellow

szbeCause to me ‘those; colgrs a:“jcomfortable and
relaxing, not. liﬁb red. whi# _;'résses anger or
,madness. . o i

‘:The sound that: accompanies'nyi

= and relax1n noise." : ) 5

' %%lings would ‘be ‘,v
: trees rustling. I don't reallytknow why but T
.guess ts because trees rustling is a cﬁhforthble

M:i.’“Today,»;I feel kind. of tired. and bored to tell you* '

the truth. I've been tired all.day though. I m
‘not wusually bored but today (or any . day " we 're
learnino new verbs) we learned two new verbs and we
just’did easy exercises with those verbs. I think

f; " I would paint today some color in between a ‘baby

blue.and a dark blue because I like the color blue

'*vf and . I like french and blue is al““ia very relaxing

"color and I'm pretty: tired, right now. I don't

- really know ' what gsounds - ‘would accompany - ‘me,
probably some’ really mellow music again because
it's relaxing. :
P S. You caught me in aureally ‘mellow mood today."

JRil”,"Today in french~class I, feel t1red and down, of

- course you would too if you had a cold and didn t

get ‘mgqﬁlsleep the night before. 1 really don t

>u;§€f’“ \

. 2
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quite know how to classify these feelings with a
color or a sound 80 I won't try." _*'@ y
At this point it must be noted that in presenting material in this

“

» Lo

stage of analysis I have taken very few libertiés with what the

L K ‘ g N
students®wrote or said. I thought it was very important to 'preserve

.the flavour of the- particular way each* participant expressed-

B¢

\ him/herself.' Thus neither confusion nor repetition non contradiction

L

has "been omitted. Neitherlépelling nor grammar has been corrected
. T

§
4

-

7/

‘Gaps in certain areas of expression reflect the student's ‘choice not o

r'\ v

to. answer .a particular question or his/her 1nability to do so., No

Sy

attempt has been made to conceal any inadequac1es in the questwgw? or’
. ; X 7

thelreporting “of knowledge,, »=Viu- o

Cl@ssroom Climame v&g';;7 - -a.ﬂ_

o
are two important factors to consider when attempting to

explore the affective experience of second language learning. /yo@ the
students descrlbe this env1ronment and how they feel in this setting
X ’ e [
prov1de the first clues to the exploration' , o /J}"
E: "I feel the. classroom has a homey feeling -
' surrounding it ... The classroom is,colorful ‘and
_that's good cause if it looked boring we'd probably
~wouldn't want to learn ... I feel Welcomed ...’ It
is spacious with 2 sections of desks on eLther
side: - At- 'the back of the room is‘Mrs. G.'s'desk
.and tons of books. - I see colorful posters up:on:.
' - And there's chalkboards. : . <o

-\, ¢ S .

‘f



£2

T: "Well the room is okay;ﬁ
- J: "I feel comfortable 1n the ﬁrench room.

M: "Usually I Mﬁke coming to french class hecause it s .
.-.a ggetty nice classroom. - The desks' are arranged in, . e

‘a %ﬁod way becauseag can see practically éverything

% in tﬂe class except right behind me and she's got a

« Lloti» of things on the walls to help mdke it: look ¥ .. :
better. I don't really know what else to say #. - . -
chept it's one classroom I don't m1nd going into." e TR

S

R: "Ag ‘far as a classroom goes, its ok§§§ There is Lo w

enough room, 'its not too crowded. It's comfortable. R

o €O work in. & All con51dere& it is a pretty good

e ﬁ&ace to work 1n. ‘It has' a -comforﬁable work -
T atmosphere, it isn't hard to get started:M: - C

B ,_“,

s

The creatiqn of-a wgrm.‘ welcomingy
' . N ST : 5’7:1\ . . )
appears to}he a cruc1a1 prerequisit' gvnﬁA classroom sétting L

comfbrtable enVironnent
‘-__ .a.;

i

which is ‘at once stimulatlng ‘and.’

learniﬁg atmosphere. f“1'~*

Classroom Learning

Student-‘attitudes -and feelings towards French classf aﬁa’f"

o y T e

* -towards 1earn1ng French as a second language are purported to , play .
4 N )

impogtant rq&gs- ‘in 'gnfluenc1ng%ythe students expe;iencen‘bf, the‘

" affectiye component of the affective -'cognitive learning process. &

< The following Statements‘arerresented in order to provide the reader

with descriptions of how the students feel about their French class‘

and about E;ench econd: 1anguage learning. »§. ol Co,

~

n describing their French-class,vthe students presented the -

)
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e

informal You can tell 'chuse
and they' "¢2 kind of loose, trying
iage, I think basically you have
more fun in Frenc class." :

'E: "It really is an’ enjo le class even though (the
students) we, don't like the work. ' It's not like
some classes where you hate to walk in to. I like |
‘the class cause we get to laugh and have fun and I

g think that's important . If we are having fun.we'll S

h learn /it and want to do it. . If the class was D
bor1n we. wouldn't want to come at all "o - -

. Jeg "Fipgt of ‘all, the french c@ias is'a class where

~;when you walk in the door you know, that you' re not

C going to -be sitting down and working the ° "whole

» ’;' . period.: It s a class where there is lots of oral

-« .work. '

It's also a class where you have to be on your toes .
‘ every minute justugdn case you get dsked a
e questionr : ‘ o '

-

Statemenfs depicting how students feel about certain aspecfa;-‘

of French second lagguageb learning and about 1earning French in

% L

general can be divided into. two groups - "Ih,statements a;ﬂ "French

"

is statementS' . [/ .
L : ‘ Lo
' C:. "I'm not -sure_ if I do mUch of that (learn ng SR
* Prench). * I hear that it's a lot easier to learn = o« -
French ‘than. English but T have a-hard time /with
learning it. T don't think I 11 ‘take it in/ Grade
X." N .

4
e

E: "I really like French when we laugh."

" hatz;having to makefyoun»oWn~gue

"I hate homework "o | o (x*f

"I hate FrencD ometihes, maybe I just domn't want
to do the work. . I haven't studied.ve

3

(3
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"
L Thotr _

listened."

| guess iéa\a;sense of satisfaction when' you're

"finished. You "see I've learned a lot in ‘three

years, and now it feels good to talk to your sister
in French and she doesn't understand what 'you re

.talking about. ° So it teels 1like you've
.So it's a good feeling

accomplished something.
,that you do, that you understand now and you can
talk in another language. So, 1t s like, it's a
sense of satlsfaction."‘

'Qi "I know three languages now ... But I .don't" know.
It doesn't ‘feel any different. It juat feels like

one. It just becomes a part of you.

"I'm going to take 1t in Grade X and XI. =~ I'm not =

" gure. aboutiGrade XII 'cause I don't want to teach

(it I Just want to know iey"

74
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"I don t mind 1earn1ng it as 1Bng as you 're patient
with ‘s 'cause- Yty will take: us a while to

understand 1t.m R ,.&,u¢

v;}l "Yeah' I m g01ng .to take, Franch in h1gh school. My
- Mom wants me to-finish &y five 'years. If I have an

‘ J:IO

open spot for my options in: Grade XIT I 11 take 1t

agaln cause it's really fun.e '.'_«,

K

important to have another language so I want to

- continue French all theqray through school."

"I 1ike learnlng another language. 1 think it's

¥'An extra topic I might like to discuss and take up. .

in my -french class is something about France

(people, llfestyle) " .o

"I really enjoy French and the aCtlvitles we db ~in

lt 1" .
. /-//— ) . . s
s FI .

. "I m glad'I'A taklng it and everything, not  Jjust

'cause T know it's important for- University .to get

accepted bt@ because I want toegit."
u

"I want to do goodhlnvFrench b se in high 'schoal

- -

L]

um depending on, I kind of want to get my Business:

: o
' \__%
RS
\
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Ed. diploma too so I'm probabl B o ;geing to take
French for Grades X and XI so %ﬂ fliko into other

options.‘ v,:n.

R: "I likeu¥mgrning French. Iﬁwanted toliearn another?
' i I thought it would be g good experience.
Alp you along the way, tdb."

VLA ¢ ‘made it fun to learn the things that we
had - t&.™ - Talk about a funny“lesson - the work on
Ybody parts." ) ‘ ‘

"I supose I 'would like to learn a f%ttle more about
the culture (but without quizes afterwords). I
think® - I have ra - fairly -large vocabulary and
knowlédge of the french language structure to, saj”
‘most 'of ' what I want to. Though I would like - to
laern some more verbs-"- )

"I think I'm going to carry French all the way..
«1'm doing we11 I want to keep that up." o R

C:  "It's hard." . T . o
. . @ S : ~

‘ A .
E: “*Actually, . French is qu1te boring thls year and I
’ . ,really don t know why. PR
T: "It s kind of fun. It»s'been'tﬁree years. It's
: fun, I guess." SR - SRR
J: "It's a bit differept because it has lots of oral
work," : S -

M: "It's a 1little different ‘'cause  we're doing

& "something = different than ‘any other subJect and um’
we have to try harder than any other subject. We '
can always go to a dictionary“or find out the

instructions in English. We have to keep our | > )
brains open. We can 7/fall Asleep or anything." A i
These deseriptions are 1mportant in that they do reveal

r
é

certain in31ghts into the affecuive experience of second language A

'learning. They provide cluesuto what the students 11ke and dlgﬁike,

A-,

. .
~ \,:\ ) Ll . T, . e
. . - z s e =3 4 W
. . * [N . . . )
- . . . v & - A . -
‘ . o ’ .o . ‘ .. : . : o - "
. / . .
. .



how they percelve their French class, how theﬁlfeel' about learning

A W2 ..
French what toplcs they w%uld like to explore, what they feel they

have accomplished in three yéars of second language study and thelr
B

future plans for studying French. Most of the. students appear to

enjoy‘ learning French most of the timg. Lessons’which are fun and

encourage 1aUghter also seem to facilitate learning -Most‘ students

Vf :

3

1nt§g§ to pursue thelr study of French at t e hlgh school level - In

.general the studente df§§layed positiv attltudes and feelings

1 s ’
b . v R /
language. - ' ' '

Classroom Activities and Procedures® - *
8 ~ fes o dery

*

. . L T , -
~ K 42 : A d N
v

*

a ~~ This section provides Specific classroom activitieS"and.f
o G

" towards their French classes and the 1earn1ng of French as a secondd

o9

“procedures as the Ucontexqﬂ from which ‘to explore the affectlve:

:.v

lexperlence of the" second langhage learner. Ozal productlon, games and

tv

e - v‘@t ¥
competltlons and’evaluatlonrare examlned. L et .

ot

“

‘:g".

,
D) ¥ '
RS-

Oral Productlon it

y
e Speaklng is, one of the four b331c 1anguage skllls outfé%ed'

_ ,ix%urrlculum of second 1anguage 1earning.,, It: 1s a productlve sk111.

r~and;v as such 1ts°de&%iopm§bt 13/undertaken after the receptlve sk111

-

of llstenlng comprehension. At th@ ‘Grade IX level ObJECthES}

. hu

™~
\.outlining the developn@nt “of nhls Sklll are highly prloritized In

Q i
. f . & .
*“':f" Pou. ‘t‘ SO

- . T R PN



order to fagilitate‘the achievement of thqu objectives, activities

~ which include imitating sounds modeled by the teacher, pattern drills,

repeating lines of a ‘dialogue, answering oral questions, reciting'

dialbgues from memory in front of the ciase and impromptu skits are

conducted. However, bef.“‘w*attempting to examine some of these

activities separately, 1 fis interestlng to note how students feel

‘I&

*iabout themselves when theyﬁépeak French in the classroom~

“C: "Kind of embaraégzd I don t speak it very well asv‘
) you know." e :

E: "Well I guess I§§Eel kind of dumb sometlmes cause“

' I can't undeggtand what she's talking ‘about, * o .
take it partaby part 'cause French you know, 1f , ol
yoit're ~ making-a.sentence it's .pretty long and you -
can get little parts but it feels kind of good when

;o you re finished and you've got something right but

" . then you. feel dumb when you don't get it rlght."
ke cr’-:‘,-. K (" ¥

"Well sometimes I’ feel great 'cause I'm speuking it~

properly and, I'm understanding what I'm saying and

“I'm. putting together my own paragraph or sentences.

k4

Ty

. I know what I said, everyone else knows what I said

and I've said it right. There are other times - . -
where I don't khow what I'm saying but I've said it

SE right and -the people in my class’ “don"t know “what

~* I'm. saying and it feels kind of * funny - when you
"speak a different language. When you‘hear yourself
speaking a-different 1anguage you feel funny. 'I'm
saying ‘that. It can't be me.' It's kind of’ hard .
to plcture ggﬁrself speaking another language. o

J: , "I don't mind "I guess., . It' 8 the way you have to -
learn.. You have to learn to pronounce properly and ‘
« to ‘get your sSentences. together. . It's just sort of
T part of the subject." 'ﬁ S
M nwell ‘when I’ thlnk Idve got my pronunciatlon‘f:.w;_;;’ .
N ‘really good T feel feally good I feel a little= v’
% ' uncomfortable- whep T° have to make up my own . ‘-
) :‘"2» ‘_/ . o r/ - } \ . . . - - * - ) . .‘v—



sentences because I don't know if ‘they're right or
not but I'll give it a try most of the time, I can
usually put together basically the right sentence
and she'll correct us if we're wrong. I feel, most
of’’ the time when I'm speaking French - and I get
something - J feel proud hecduse I feel like I'm
learnlng' a I don't feel that way in any other
irject becafise it's all in English. 1I've spoken“
’h~ all my,, life. ' My Mom says that osometimes
kan't tell but basically I can'speak English "
[5vs
“R: "Well I feel proud that I am able’ to do this. I,
'mean three or four years ago I wasn't able to- do

./.‘b

what I can do now and I'm getting better all - the
: By v R
t.‘l'me" R o - Q» o AR
4 ‘ ,l\@ TN,

4 o T "f“

Feellng good,or great tends to describe how students feel 1fi;

%

-\’Qy“,- ’ 5((

) ' ,’9‘.
they have formulated a correct answervﬁgff they have p;onouaeeﬂﬁfan '

LR - : 1

.answer correctly Onolf they can , 1n fact - understand what they are.

saying. Feellng proud tends to parallel the oncept of -a learnlng

' ateompllshment ) Feellng dumb embarrassed

-""-.é.ﬁ

describem\unsu cessful attempts at oral productlon. ee}lng "funny_

]

e %

however, 1s the most reveallng descriptor used by dgklstudEnts for“;“,

what it suggests about the split personality Engllsh/French j;‘df

) - - : S g
R - - L) L . A h -
v ATy g E 2
2 LA - . . g ;i N
; Lo : uAQ: St
3 : LI B e BT A ?,3 :
Xp ) r‘) . } -
3 ke gx .

e

Oral'»questions in thg second.language classroom vsrj“'in'

acomfortable seem «to .

r B .
vaccordance w1th the 1essons objectives. -If-the intentais'to~:test@

comprehenslon of a sﬁbry or dialogue,; to dr111 grammatical structuresh:'p

kd
- |

or to 1ncrease communlcativeggompetence, the question 1s tailored to

-7
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that particular end. However, most students do not di‘stingui'sh among

o
. these intents, Instea'ﬂ\they make dlstinctions between answerlng

»
y

i correctly and answeri%ﬁhcorreetly and theix; feelings parallel this 1

';’dichotomy é;, @ - e . /" .
T: "I feel smart because I know the answer and I know.
" the " stuff but when L answer incorrectly I ufeel
embarrassed." . 9 . o
. \ . |94 . - j” e ~:—"‘\}
Mz, "When I erul up answerlng a pretty hard oral
: ’ questiondright I feel really happy and pleased with
~ myself. - I, ,3till feel pretvy good if it's an easy - .
" - - question- but ‘not: quite ds good If I . answer A '
’ really easy question th'at I know incorrectly I &e% )f"_ :
_kind of - tupld TR ,4.@ ‘

EaY

R

S

"LR: "It s' to answer a questlon correctly but §
. does fee “bad to answer" them wrong when you . do thém -
; orally. 'i‘ . N oo a’ - :
s I response to how they feel about maklng errors during oral "
: e . o » L b . _—
) questloning, the students replied . Y G%’ o R
vC:'r "Sort of embarassed,;; I don't really’ 'get mad at |
" myself. I Just‘think of it’ as a mistake -and - try C
_harder next time. - S :
. . b"" ‘e . . . A ,lt'.,,\y‘_ . . LY V 0 g .

E: "Embarassed but uh I just laugh about Jlt,' stick my, ™
' head down,. «gut a book -over my head, tht myself but-
you 1augh at 1t later It 8 really nothing ,
important. e .,‘;; T e T g

A T . ; E ..\

CJe M don t really mind it 'cause that's sort oﬁ part o PR
" of- 1earning. . .You know, . paking mistakes and " then / ’
well learning t iem the proper way 80 I don t reall&*/

worry about it that much. PR / P

= e N "l. “ . . N
L .9 e 5 e / : ’._\

oMy ...but if I don -t know' it an;d I gave it a try and : g/ ek
-, got it .wrong -I- just try and | 1earn from (ny . ,,‘ - -
".’wmistakes'."q Do Do L ../\____\
" Rei "'If it s a 3111y mlstake» xou might feel wrong dee To Y o
o S
9 . 7o A J .

P

i



being corrected -when they-made“an error:

o

¢

don't "’ mak@ many mlstakes.ﬂ I -should recognlze my
mistakes." . : -

Generally, the students tend to feeli"smart," happy, pleased or proud

when 'they respond correcdtly to.an oral question. If they make ah

. \

{
9

error, -even if they do feel embarrassed, , they tend to'regérd it as
- . ' . B ’ 4 , . .
part of thé learning process, ot

The ‘students also displayed a positive attitude towards

»

|

‘C: "I don't mind usually. Sometimes when it's a
stupld correction like -a little thing when you.
don't make the right sound sometimes you get a bit
mad at that. If it's the whole sentence you like

“._ to have them correct you. You knaw that way you do
\\better in the long run."

"E: "I don't mind when she corrects it but then when
she makes you shy it over again then you know you.
will probably get it wrong again anyways. So it's
a little embarassing but then when you do get it
right it's okay. You feel a real satisfaction.”

T: ™No. I 1like being corrected so I know in the
future 1like when I write an exam I know this is
right. She corrected me and that's right."

J:  "Well, I don t mind because then I'm saylng the
right answer." .

M: "I 1like it ‘'cause like I 'said I learn from my

mistakes and it helps me. I don't feel offended or
"anything. Even. if SOmebody else, not the teacher,

even somebody beside me corrects me I don't mind at
all 'cause I learn from my mlstakes.

They do not seem to mind if it is their teache: or their ~classmates

who corrects them except: -

s
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C: ®...if you do it one or two times but you kpow you
don't keep getting a person to say it five or six .

M “times. 'cause then they 11 get mad at themself and
probably the teacher. .

-«

"I .alsq think you get more frustrated the
s people that\gome along and: try to help- you., ;BO 0‘7\\ﬁ

T: - "...when you keep answerlng and she ! keeps

correcting you sort of get down. *.I'm never going

— ' 'to .catch ‘on. ~You dust feel bad about .. yourselfn

' because you're not catching on to thls ani you get:

. mad when she corrécts you and you're in bad moods

v end that. You get mad and you_ just Slt there. - You
don't try as hard as you. usually do.

”

It' apnears that contlnually 1n31st1ng that the students give a perfect

Yo
oral response can be detrlmental to the learning process by produc1ng

feelings of anger and-negatively affecting confidence, self-image and

motivation. ) : L . .

"How one 'is feeling" often determines if a student will

volunteer a response to an oral question:

C: "It depends how you are feeling at the time. I
think ~ mostly I put up my hand but sometlmes “you
want to waLt and see if you' were correct."

E: "Sometimes I put my hand up. Sometimes'I wait. It
depends how:I feel," S

M: "Sometimes I'll raise my . hand and sometimes I'm
just too lazy to. It depends on how I'm. feellng
that day, if I want to be corrected or whatever."

~ L
3 - ¢

R: "Sometimes I raise my hand, sometimes I don't. It
depends on how I feel."

.

Sometimes volunteering an .answer will also dgpend upon the

o~

student's confidence in his/her ability to answer correctly, whether
v ) ’ ’

88



or not
the'question:

T:

[ g ®
other students have raised their hands or upon the nature of

/ l

"It . depends. If I'm really sure, that is-if I'm
positive that's the answer, I1'll raise my hand and
volunteer the answer but if I'm not so sure, I'm
sort of doubtful, I'll wait and if she calls on me,
I'11  give my answer but if I .think it's right and

‘someone else in the class-answers and what I've had

is right, I feel great because I1've figured it.out
and everything but I should volunteer my nob 80
sure answers, try, just in case, it! s right. _ [
I
"I usually just wait until she asks me. Sometldes
though, if no one is answering, I will just ralse
my hand and answer it then." . >

"When I know the answer, or I'm pretty sure of it,
I'11 put up my hand and sometimes,if I'm not sure

T 11 ralse my hand Basically, - if I don't know I

won't.

. 4
"What the question is, I mean the subject matter
makes a great difference on if if you're going ' to
answer it. Especially if the .answer and the 4
question are uh well they mean: something together., ’
You could draw an inference from it that would make
you embarassed " .

When asked to respond to a question and ; the student is

unable to do so, he/she feels

* C:

"MA little bit impatient with - yourself, You're
trying to think of the answer in the little bit of

time she glves you. _ \\\

" ah ha - frustrated sometimes when I don't

know it.

"... funny because if it's a question that I don't
know the answer to right off the bat I'll sit there
and  look and I'll look and sometimes she thinks I
wasn't following along or something and that I

don't know where I am and she remarks we are on



it

7/

this question and that and you can't say I know
because it's not polite to talk back to the
A ~ teacher." ' ‘ R
J: "Nervous!"

r

The oral questioning component of a second langiage lesson

4 v

is overwhelming in its complexity. The examination of this activity

s yielded experiences which are a source of embarrassment,

.r‘sv "‘ -
)

frustration, anger, impatience, nervousness, ''feeling bad," "feeling

reat," happiness, pleasure and confidence. Apparently there is
8 ence.  Appare , i

nothing simple in the posing of a simple oral questidhw A -

Dialogues .

W

- Dialogue presentations ang‘an integral part. of oral

- production. in the- second language classroom. ‘Dialogue assignments

¢ 'S N

range from open-ended topics to topics prepared in accordance with

\

specific grammatical structures and vocabulary. Oral performance is

evaluated for report . card purposes. However, what do dialogue.

v

preparation and presentation reveal about the affective experience of

.

second language learning? This question is now discussed in terms .of

reactions to the dialogue assignment, the dialogue as a learning.:

activity, presenting thé' dialogue and ‘listening to dialogue
presentations.
The following statements are initial reactions which

-

describe how the students feel about this particular assignment:



because it is kind of hard."

"

"I don't really like this assignment 'Presentatloh

because we don' t get enough time to do it and 1t s -
- boring!" .

"Mrs. G. is explaihihg the presentation to lecon 9
in which I don't clearly understand. I think this
presentation is stupid becausge it is so boring ‘and

: . .
"I 1like doing work with partners but I don't 1like
doing presentations for the class, I .guess the

reasop 'why I don't like doing presentations is that

I feel self conscious about myself."

"We've also got to do this presentatlon where we

have to-write a conversation with examples of what’

we've 1learned in lecon 9. She made up a list- of
what we have to put in it. It's due on Thursday.
I don't really like these exercises because 1
always seem to have trouble on figuring out what to

. say. You know we have to write a conversation

using as many things as we can from that list Mrs.
G. gave us. Well Dixie and I can think of
conversations to-'write but they're either too hard
or they don't use the things from the list. We
always find something to write about but the
conversations are really sigple but I guess that's
0.K. since 'our french is so limited right.'

' "We started work on a dialog. I like doing it, I

suppose. It is a challenge. We have to make a
presentation to the class. I don't like that part
of it."

The following day discloses certain changes in

4

reactions:

E:

"As I was doing the dialogue I was busy,, but it
was fun. I wasn't really satlsfled with the

finished product because it wasn't very .good. . It

was ,hard to understand and we d1dn t really have a
topic.

"This presentation isn't as hard as it was at the
beginning because I understand it better now. I



(30N

‘think ‘also cause I am trying\harder today. = Cara
and I have just completed our presentatlon. T felt T
very proud because it was a ‘good dialogue."

J:  "Sally and I finished our dialogue in clasg. 1
think our dialogue was fairly good."- .

M: "We have to have that preséntation done today whidh

« . makes me worried because Dlxie and.I have, just'
figured aut what to write about." : ’ R
R:  "Yesterday we had done 17 or the twenty things in
the prexentatlon. Today we finished it. Actually,
it* wasn't all that hard dn assinment and in a way g

it was fan."
These statements seem to indicate that once students become involved

. in an 3331gnment of this nature their initial dlscontentment boredom

Aand confu31on 1essens. However,m students who "are experiencing

diffrculties W1th the assignment may find it causes add1t10na1 worry - -

or séress. The finished product also appears to be either a source of

pride or dissatisfaction depending upon the student's personal

. I \
criteria for Judging his/her efforts.

As a learninggactivity, the grammatlcal preparation of the,
dialogue is favourably viewed by the Students:

C: "The good part is when you have to make it up and
© you find new words and get marked on  your

) ' dialogue."

P .

J: "I think it's a good assignment because it makes
you think .about arranging words and sentences
properly. '

R: "I do think it is a good. a531gnment, It getévone

to think of proper grammar structures in french.
Writing it out is fun. From structures you know,
you- creaﬁe structures W1th new things or with old

92



It also appears to encourage a certain creative use of the language to

-

things but, rearrange them to say what you want to

" ]
» . Y

say. " ' 'L

communicate intended:thoughts and ideas.

!

However, how the students feel about presenting the dialogue

to the class does not reflect their "views: aboug the,/grammntical

component -of the assignment: ¥

E:

Nervousness appears to be the central theme in describing how students

feel when

classmates.

upon

completion of one's oral performance,

/ . c

"I was nervous when'I~was saying my dialogue. I
think mostly everyone was nervous. I felt a lot
better when I finished the dialogue."

"...but when we had to read it I messed up because
I was nervous. After I had presented my d1alogue I

felt relived and happy that it's over with. I.
~don't often volunteer my dialogue because I am to

nervous.,"

"Before the presentation. I was very nervous.
During the presentation I was nervous but I was
starting to relax a little.  After the presentatlon
‘I was relieved that it was over with. "

~.

"Was I ever.embarassed when we did our conversation

because like I t6ld you I laugh when I get nervous
and - everybody bugs me. °After watching some other
people get embarassed, I don't feel as bad."

‘ yd
"To say I was nervous is an understatement, I had

butterflies the. size - of Rhode Island (a little
“humor, Ha! Ha!) I m1xed\up a few words in a l11ne

but I continued on." / /

e 4 : - . ,

’

they are forced to present dialogues in front of their-
Self-consciousness and embarrassment, followed by relief

~also tend to characterize



this experience. Yet, the presentatlons appear to generate a certaln

group cohesiveness. Everyone in. the class must present a dialogue for

' ¢
his/her peers and teacher and a degree of comfort is shared in this

'knowiedge._

’

~

.. | . : ‘
Tho students have mixed feefings, however, about listening

- ~

$
“to the dlalogues presented by thelr classmates

. C: ,"The one I don,t really like is the dialogues
because I don't think you're learning much because
the pronunc1at10n by the kids is usually incorrect, -
right? You're trying to pick up on the story when
just one or two words you can pick out’ of them
all." :

* E: "I really don't 1like listening to other
' presentations because ! don t understand what they
are talklng about." .

T: "I enjoy llstenlng to the other presentatlons some

are interesting and it passes the time." |

W

J: "I like/ listening to presentatlons if they, haveé
humour in them but I still listen to the ones
without humour it's just that. they're not as

.exciting.'
.~ M: "Not being able to hear does affect how I feel
' about listening to the presentations a little
because after a while it gets boring but since not
listening is rude I usually try not to make. too.
much noise," : '
" R: ~ "I suppose I like to listen to other dialogues,

some people can really put together a very funny
dialogue but some people you can't even hear.

‘Pronunciation, comprehension, quality of voice and quality of dialogue
tend to = affect how students feel about their dlassmates’

presentations. ~ Combinations of these factors tend to generate
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"

>

. . N ‘ .
feelings of boredom, frustration or enjoyment. Humourous presentations

appear to receive the most favourable ratings.’

o

Impromptu Skits

A
¢

AN

Compared to dialogue presentations where oral grammar

'

and

pronunciation aie evaluated, ' impromptu skits appear to encourage

E:.

Ac33vities of this nature are important ﬁi?‘&he'students. They play a

_léughter,.fun an

‘good-natured embarrassment.

"I had fun doing the skits. It was embarassing but

fun."

"You: have to do it spontaneously and just go  up
there., It's pretty embarassing 'cause you don't

. know what you're supposed to do and when you have

to speak French on the spot it's kind of hard to
figure out what you're going to say but it was

-funny."

"I feel kind of embarassed having to go up in front
of the class but um its fun and ,we have a good time
when we're doing it. It's just when it's for a lot
of marks um you get more embarassed and you stutter
more and everything." :

"The short scenes we did were funny. Especially
mine (brag, brag) " .

major role in descriptions such. as. these: ) ™

E:

"Today, in French class, I feel sleepy but happy:
I really like French when we laugh,"

A:"Todgy in“French class I felt good."

"I had a really good time in French today. The
'a331gnment wasn't too hard or frustrating and it

was fun.'

>

(S5



"R:

Mrs. hoﬂs second 1anguage 1essons. How the affective exﬁerieg
these types of activities tends to affect learning an&.
themes which characterlze these experiences are outlinedﬁjiﬁ

N
A

play. When

replied:

b

Chfistopher rgplied:

A

"Today, in french class I felt bretty good." %

\

Games and Competitions

A

1Ny

A
Initially, Jennifer made a dlstinctlon betwe

~

"Um, maybe games 'cause then um you're more into
it.  Like, it's not really like working. It's just
like if you play that Bingo game and’ try and learn
your numbers. = That's' -a good way 'cause you're
concentf“tlng more than if it was more like a, study
thlng/and you're playing a game, too."

" thhnk one side of the class against the other is
an all right act1v1ty because you have a little

competition. It's-good to get you going and trying-

hard. That little bit of competition is good. As
you know I am really into sports and 1like
competing.”

Various games and competltions were anﬂﬁgportanﬁg’par'

ork “and

asked which classroom activities promoted learning she

For Robert, however, the nature of thefactivity determined. its value:

"We do games where you run up to the board. I

.don't like those. I mean spelling out a word, it

is good for you. Like Bingo where the teacher says

the number or word or whatever in French and ' you

have to be able to recognize it ... Those I would
think are good 'cause they get you to recognize a
word from what . someone said to what is down on
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: Games and competitions also appear to add an element of fun .

to the lesson and to prov1de a change of pace

. E: "What I enjoy most is uh when she plays games, You
' know everybody has’ fun."

M: "I really like it when she organizes something like
that number competition, it sort of puts a break in
the regular schedule." , . :
. The experience of‘participating'in games‘ang competitions is

not lacking ‘in affective themes. In addition’ to feelings‘ of

competetiveness ° and ' enjoyment, these activities generated

embarrassement, hatred, uncertainty and a chbination of relief and

’

gladness: '\
E: "You get a little embarassed but then you get to
. laugh at yourself because it's so funny."

J/
R: "To say something good about that !little
: 'competition' is a little bit much, so I won t. (I

" hated-it)" ‘ ]

E{* "Do I go to the board? You'll tell us what to do?
What do we do?" ' S D

T: "I'm glad she didn' t ask me to do anything because
I'm not that great at my numbers."

. It appears that "fun and games" activities are also associated with
negative feelings and emotions and that the experience may not always

be as positive as the titleosuggests.
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Evaluation

) Evaluation plays an important part in classroom procedures.
'Theoretically, _the primary purpose of evaluation is to judge teacher
yand student performance and achievemedt. It is a feedback system that

e

allows for improvement in both teaching and 1earn1ng by. focusing in on
. v . Vg
problem areas.' However, what does evaluation mean to second language

Hlearners” ‘ How do they feel when being evaluated7 How do they feel
:about the marks which are assigned to ‘them as the final product of the
evaluation process? These questions are now examined for what they
reveal about the affective experience of second language 1earning. ' g",
| The types of tests administered to second language learners ﬂ'
reflect the performance obJectlves established in curriculum guides.‘
The four ba31c skills - listening, speaking, reading, writing'—'are
taught in the classroom and are therefore subsequently tested &The' '
following statements describe how. the students feel about certain
‘tests administered to them during the five week observation period: .

\ . . : -

Listening,Tests :

C: "That ] really my e331est test because I m able to . <
’ hear the words and ufiderstand what's going on." ‘

E: ,"Listening tests are easier than the others."

T:. "I don't mind because like it's with the group.. - ,
: You're doing it at the same speed. You are not B
time 1limited and you don't feel that bad but when - _
you are writing a normal test on your own you are | ) '
more nervous because it's you. You might be behind\ '
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-

- from everybédy else.. You're not going"to habea~

enough time so you rush and then you don't do  as
well as’you do with listening because it's an oral

thing and,everybody in the class does it apd you:

feel a lot more comfortable 'cause they all have to

.do‘the same thing as ypu." b

v [ coe . - N .
"They are usually kind of hard um -cause um I like
things - repeated fo me a couple of times before I
can understand what's said. So I.find them kind of
hard but I usually don't do ‘that bad on them,” so.l
guess I understand a little bit of them but they're

.. a bit harder." ~ . v

It frustrates me."

7

«& sometimes feel nervous,’AILthinkwEhat I won't be
able to remember everything in the paragraph and
I'n sometimes not sure that I can remember all the

' choices. - Sometimes my -mind skips . to something

else. T1've missed-the first choice of an answer.

"Listening; -it helpg. You've got to be able. .to
understand from oral, as well as what's written.
You've got to pick it up from what someone 1is
saying not only from what's written down. Most of
the. time they are going to be saying it orally so
listening is important.” ’ : - .

Orél‘Reédimg:

." E:

"The texte de Lecture was fine. I didn't study for .
Seun & -

i
t

"I studied for my test. . I felt kind of nervous

wondering if I would pass or mot. I still" felt
nervous while I ~was reading. “You get really
nervous when you have to read- for her." o

.

"Yes 1 practised for my "texte de lecture." I only

. practised for a little though. I just read it over
a few times. I didn't mind waiting to do my test,

I wasn't really worried about it in the first
place. BT

I wasn't even: nervous before the test which is-
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unusual for me. I don't know how I felt during the
test, all I was concerned aboutwas trying to get
through it.” After, the test-l‘guess I was just

¢ relieved 'it was over. I was satisfied with my.
mark, I only got 2 eﬁrors." :

M: "We're supposed to have an oral test today and I'm
kind of nervous because there are a couple of words
\ ‘T don't know how to say very good but I'm not half
as nervous as on:a written test because my oral

marks are usually bepter."/ :

» "Dixie and I were just practicing our texte
de Lecture and we both made quite 2 few mistakes,
- I'm getting more nervous by the minute. I just:
took my oral test. I'm really glad I got that over
with. I was pretty nervous and when I'm nervous I
~ laugh which is really bad for oral tests, it's also
— embarrassing." '

R: "I felt. nervous before, during and for a short
/// - while afterwards. I could feel my heart pounding

heavily after I had finished. T sort of mixed up a
_ couple of words in my nervousness.” '

Reading Comprehension

C: - "Well I just'finishgg my reading test. I . felt
better about it than the first one.q If I made many
mistakes they were dumb ones how ever I didn't
understand one little story." '

‘E:  "The reading test was okay. Some parts were hard
though."
J: "I foundlthe grammar and readiag test:z really easy.

T studied a lot for those test:."

M: "Today ‘I had to write the readi.z test I missed on
: Tuesday. I'm not too sure how [ did on it. I
don't really like reading tests, they always seem

to be the hardest for mel" S

C: "Before the test its just about to be past out I
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feel pretty confident that I will do well, I jﬁst
got the test I see that I know most of the test and

I think I will do very well if I don't make stupid

mistakes. I feel confident that I will pass this

test. Well I just finished the test I feel a

' ~ was wondering what I got on the test. It seemed

“test."

1i:;}¢’bit (butterflyis) if you know what I mean 1

ea I had a hard time at first but afterward it
got easy all the answers started coming to me." "

"I forgot the easy thingé on the test we just had.
The things I knew, I forgot and it gets me a bit

mad because 1'11 remember it later. The test .

wasn't hard but what I didn't understand, I
guessed. At one part I had two different positions
to put the indirect object, S0 in one answer I

would do it one way then another answer I would do -

it.- one way then another answer I would put it

somewhere else. I forgot my books so I didn't
- gstudy. I was planning to study but I remembered on

Saturday. Val and I were studing for the test in

the first block when we were watching a film."

- .

"Writing tests is really nervous. You've studied a

lot but sometimes it doesn't really help 'cause you
write it different. It's a different language."

"We wrote a four page test, it wasn't- as bad as I
thought and I didn't have any real problems. I

.didn't exactly do a lot of studying but it still -

was not so bad." ,
"We completed the second part of the test,” I think

I was a littlé nervous while doing it but I think
it was natural. I thifk I did pretty well on the

L4

The following general comments were .also made about'tests:

C:

"French class is a hard subject for me mainly
because I have to think completely about my french
during a test. If I'm not thinking about french
the answers will not come to me and if I go back to
do it the answers won't come to me." ~

"] hate tests." .
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E: "I think it's less nervous in French 'cause the
tests aren't very big. They are little quizes and
things but she gives us'a lot of them. But I guess
you get more nervous 'if you have to study very hard
and you got a big exam. I 'think it's better if you
don't get nervous 'cause you usually do better."

J: "Another thing I hate about tests is having to read

) my mark out so it can be recorded. You don't
¥  ‘realize how terrible it is until you get a bad mark
like I did on Monday."

R: "I" feel nervous taking most tests unless it's a
real .easy test. At the beginning you see the test,
you know you've studied that and you relax."

It is. not surprising that the preceding statements

presented differing opinions about different forms of evaluation. It

is also quite natural that one student felt pressured to complete

. certain exams in:thg same—amount of time as her claésmates, that a
'seéond\felt angry at not being able to ;emember certain aspects 6f'the~
material 'and:that a third felt confident in his ability to do well on
.the test.A However, there appears to be one affective theme which

unites the experience of these second language learners and that is

one of nervousness. This common feeling runs through various accounts
of waiting for the exam ta\begin, writing the exam and wondéring about

the results. It seems to best describe the affective experience of

. evaluation for- the learners. In turn, the students .describe

nervousness in the following ways: .
. . hd . ‘
C:  "When I'm nervous I guess I just start to you know

fidget and sort of get uptight.”
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to the students for their performance or achievement.

statements are accounts of how the students felt upon receiving the

. o) ‘
"You feel like you've got a knot in your stomach,
jittery. You feel more hungary. You feel, usually
you are just shaking, youﬁcan;t sit still." '

"My hands shake and they swelt and you feel really
funny. Sometimes you turn red."

"I'm usually «feeling self-conscious ~ about
something, Usually my stomach gets tied in knots.

Mainly I have my hands clenched and 'my shoulders

are tense."

"I usually get funny feelings in my stomach. . My
hands start shaking."

"When I'm nervous, butterflles are beatlng, you know
your heart, you can feel it." ;

Inherent in the process of evaluation is the mark

assigned

The - following

results of various tests administered to them during previous lessons:

C:

"I got fairly good, at least it was good for me -
55 - 50%." -

7 o i

"I did good- on the<french exam. I got 807 -

72/90.

" "When I got back my exam I felt bad that .I had done

so bad."

"After I finished reading and I had found out 'my -

mark I felt happy with my mark because I had done
fairly good."

"I also got a dictee back today. I got 19 out of
20. I'm pretty happy about that but the one
mistake I made was a really stupid mistake."

"I also got the written test back today. Did I
ever mess up on the clothing part but I got 71 out
of 90 so even though I did bad on the clothing part
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happy, excited, proud, frustrated and depressed, tests and marks often,
provided part of the image presented:

C:

- not there. You can't: remember.

I did O. K. on the other part.’ o ' ’ Lo

"I just got my reading test back I got 27 out of.

- 35. I'm pretty happy about that because 1 thought

I didn't do too good."
"I am happy with my oral readlngﬂmark "o

"We got our tests back. I made-5 mistakes on the
first and 1 on the second. To say anything I feel
great about it."

- In descriptions of feeling discouraged, mad, great, " down,"

!

. .
"You. think you do well on a test and it doesn't

work out well. You get sort of dlscouraged sort v
of mad at yourself.™

"You just feel really great when you get all of
these great marks When you- get bad marks you feel
kind of . down 'cause you d1dn t do as good as you
might have."

"Happy is when you get a good mark and you feel
really ' happy and excited that»you ve done well,
Proud is like the- same thlng. .
- o B A
"Of course if you do bad on a test you feel:-bad ‘

too," ' : e

"Frustratlng is like on a test when you know you ve\
studied it, you know you know 1t but you Just, it's ™

"It depresses you when your mark goes down.

The follow1ng statements reflect what the students felt

about thezr first and second report &ard marks:
\ ,

E:

_ something."

"I'm pretty proud of them\because I've learned
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G;://hWell, usually dptions aren't as important as my : ' .
core subjects but this option is ‘1ike a , core :
subject to me and it's quite important that I get a
good mark." ‘

J: "I guess they are okay. They could be higher but
‘um I'll just try a little harder this term and see
if I can raise them a little bit."

R:  "They are important. I think the second was the
highest in the class. It wasn't as high as I
wanted it to be but it was ‘good." S .

In general then, it appears that evaluation . allows the

students to form judgements about their own level of 1learning and -

J
A}

secondly, ~ it serves as a soufce of motivation for them. However, of
even greater significance is what it allows to .be revealed about .

affectivity and the second 1anguagerleérner;

Classroom‘Relationshipi .

The affective experience of the second language learner is
now examined 1in terms of relationships which exist among group
members. How‘ the students perceive'one anotﬁéf,' how they perceive

their téécher, what. it means to Belong and how these perceptions

‘ apﬁear to affect the expression and sharing of feelings and certain-

. aspects of learning are described. . " f

When asked to déscribe their classmates, the following . J

.

. responses were given by the participants:

C: "They are fun to be with, everyone except for a
couple who try to be funny at the wrong Ei?es‘ and



it gete everybody in trouble and upset and that.
They make me glad that I am in the \same class as
them." ' &

o : ‘ ¢ .
"I'm among friends when I come to French."

"The people in the class are okay. I get along with
them. There are some in our class ngat are ' real

~ jokers and ignorant but the others are my friends..

My classmates don't make me dumb in french. They
are really good if you don't get a really “high
mark."

"I feel pretty close to the people in my ‘class,
they're friendly and fun to be with."

* "I think we have a pretty good class this year My
classmates are really fun."

"Most of my classmates are okay but there are a few
who don't quite make it easy for me.

A sense of what it means to belong or not to belong to a

particular group within the class also surfaced in these descriptions.

‘ For

teachdr's actions:

Trixie,

@

A}

"Before you came she was really prejudiced to

Tracy, Shanna, Cara and myse®f along with Sheri and
Diane. But she was never prejudiced to Richard or-

A_Craig."

belonging was defined in terms of how she perceived

the

For Meredith, laughter was one of the main criteria for determining

who belongs to the group: : o ‘ )

For Robert, however, neither the teacl

I

'

"The class kind of know. right now - they know they

can,laugh at me 'cause I'11 1augh but there's - some

people that don't laugh . =hem and the class

basically knows these peo, ~d they won't 1laugh
" .

>rejudice nor laughter drew
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the

membership in the group waévdefined in terms of his-own

with his classmates: - )////f .

made:

LS

e

"I don't usually work with anyone in
particular. (it's more or less whom I am stuck -
with). . This 1is - partly so because I .don't
quite have a good repetoir [rapport] with many
others

fine iine>5éf;éen45éloﬂéiﬂé éﬁa;-not"béionging. Insteéd, his

relationships

“In describing‘ their teacher, the following comments were

"Our French teacher is realy nice once she starts

‘to like you she is hard to enoye.

V"Mrsg G. understands about_ your feelings about
"being a teenager and I like that. But Mrs.  G.

orders people around a lot." _ . f
A _ |

"Right now Mrs. G. is okay she is being nice tofthe_

whole class... But some'tlmes she gets carried away
and acts really" 1mature.

"I think Mrs. G. is a good teache!l She explalns
things in a way I can understand."

"As for Mrs. G., I think she's a really good
teacher but she's different then you are."

"The teacher is nice. Mrs. G. is a nice person as
well as a. good E\acher. I think she does a good Job
at teachlng us." :

In turn, the. students' perceptions of one other,

of ‘their_

teacher and of the class as a whole éeemed to affect their willingness

to

expressing their

sharing

express and share their feelings.

When askéd how they felt aBout

feelings and emotions in the French classroom and

them with their élassmates, the studenté reSpbnded in the

, '  R
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following ways:

C: "Yeah, I do. I think it's a good place." ' \

108

E: "I think it's okay.. It's not one of the best. It (i;/\\\ 8
. ‘

could be more open.... but she let's you talk and
express your emotions."

T: "Some of them I would and some of them I wouldn't.
Half of them are in my home roomiso I know them and
I've had them in my classes before. Some I've just
met. With my new French teacher, I don't think I'd
be as open with her as I am with you because I know
you better and I don't know how she would react so
I wouldn't be able to open completely.up to her.

J: "Everyone in my class (pause) I wouldn't  be
embarassed or anything to say something like that.
Yeah, I wouldn't mind."

| M: - "In a way, yeah. Sometimes no. Like the deepest

o feelings, 1like with some people in the class you

can but with others, they don't really know how to

| handle it or anything. So you have to use your own

| judgement as to how many feelings you can show in
the class.”

=

"In the French classroom,' no. I don't think -so.:
You are there trying to learn a language. You're -
not trying to go over your problems or - anything.
You're there to learn a language. Personal things
‘should be in private just between two people or two
frlends or whatever - not out like that in class.'

Thus, it appears that positive perceptions tend to facilitate an
apen exchange of feelings and emotions and that negative perceptions
hinder their expression. .

The intricate web of classroom relationships also appears to

be delicately  entwined with learning. Initially, - classroom

" relationships seem to affect oral production:



learning

E:

"At the‘beginning of the year, I didn't want to try

“to answer. I'd just say 'I don't know the answer'
and if she said 'Try I'd feel kind of stupid or.

frustrated and I didn't want to answer but now, um,
if she.calls on me and I don't know the answer I"11
give it a try 'cause I know the people in my class.
Again it comed dqwn to that - knowing people in

your class.. I don't feél stupid anymore even if

they joke around.like 'You're dumb' or something

11ke that, = It doesn t bother me anymore 'cause
we're all really close cause/we spent almost a
whole year together." M A

....1f nobody 1ikes you,‘ you re not g01ng to
participate, you're not going to express yourself
more. °~ But if you are in a friendly atmosphere and
you get to laugh witg them and even if you make a
mistake then it doesn't matter. But if everybody
is against you and you do ‘make a mistake, they'll

be laughlng at you, not with you. You feel worse

if you don't have any frlends around."

"I'd like to talk about the things the peopie in my
class enjoy. . Like for example, some of the guys
might - like football and you know that ' from - the

. friendships that -you have but like it would be
interesting to hear them say it in French "...- It

would be interesting to find out what some of -the
other people in " the class enjoy and their
feelings."

situation involves working with a partner:

"I’ hate doing things in partners because I never
-get to partner up with my friends. I ‘usually work

with = whomevers left. Most of my friends usually

partner up together."

"Well, I enjoy working with partners and that. We
can both share our ideas and work it out together.

I do like working with Cara. I always-in french

work with her cause we get along really good."

"I like doing worR with oartners» I've worked with - -

: Secondly, friendships appear to come 1nto play \shen A

I

!
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Kim, Diane, Meredith, Dixie, Carol, Sally etc."
)

M: "Yea, I usually do work with Dixie unless one of us
is away. Working with her makes most assignments
easier for both us because we get along so good and
. also if we have to do some of it for homework . it ,
makes it easy because we' re always together anyway
(well almost always).” '

R: "] sometimes enjoy working in pairs but it depends
‘on the person that I am working with."

These particular quotes suggest that a good relationship

with snels classmates may increase . language dutput by providing

A}

emotional support. Failure to establish or to cultivate a positive

relationshlp may result in decreased second language production.

-

- The students also expressed the following views about

student teachers in general and about Mrs. S. -a practicum student’

from the University of Alberta who began her practice teaching “in
April:

C: "I think it's a big help because you have someone.
different teaching you and she'll stréSs different
things and it also helps the teacher 'cause she can \

“see how you participate in the class. The student
teacher helps me because she's trying to get to
know you."

E: "The student teacher is very nice. What do student
teachers do anyways?"

T: "The student teacher is super nice. We really get
along with her. She's really great. It's nice to
have a change of teaching every once in a while.
Once you get a teacher for the. whole year you - sort
of get bored of. listening to their voice and you
like a change in voice.

J: "I like hauing a student:teacher.' I guess it's
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sort of a change from the regular teacher."
. } . , ‘ .
M: "They're all really nice and they try hard and
" everything and they're learning too and everything
.and I try not to be bad -because they're still
learning and I feel sorry for them when students‘
‘are bad ... Sometimes I don't really like it 'cause"
-you can always learn easier from your teacher and
‘when it's important "I get kind of ' frustrated
sometimes 'cause it's easier to learn from your
real teacher... Mrs. S. is really nice. I think ~_~
she's good. I 11ke her." i :

R: "I think it's good. I may be going into teaching.:
I don't see anything against them. They have to
learn to teach too and they have to do it somehow."

These statements appear to reflect what students perceive the role of

the 'student teacher in the second 1anguage‘learning process to be.
| For most students, the expetience of having a student teacher presents
an opportunlty for a change -a change in French voice, classroom
' personality, teachiig style. - Hewever, for those who have become very
comfortable with the presence of the regular,classroom teacher, it is

often difficult to adapt to someone newband inexperienced.

Iﬁ? appears that the complexities of classroom exist ce‘are
described partly in terms of relatipnships among class embers.
Feeling unjustly treated or stupid beldnging.or,feeling isol ed;
sharing laughter and ‘knowledge- with ffiends: I glauness,‘, hate,

. enjoyment, frustratlon -~ these affective themes run through many of

the descriptions previously examined The following. are. further

‘examples ~ of emotions of relationships. Some- are additional

descriptions; some overlap other -themes of classroom life.

4
S
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On béing understanding:

Ontbeing annoyed:

Other students in the class often ask Elizabeth for
her assistance with various classroom assignments.

. From 'what I observed, . she would always. make an

effort to help if she could She wrote: "The other
kids wusually ask me for help but I don't mind."”

She 'said: "Some of my friends, they really don't

understand.  Especially, I can't say her name, she
asks me for a lot df help. I can understand 'cause
when I don't understand I just get so mad "I just
want to chuck the book away and forget about this
French thing. I guess you have to be ~atient about

‘it and just understand what she s -going through 80 -

I usually like helping people,",

Sometimes. classmates can stlmulat feelings - of

annoyance. Meredith wrote: "There are times though
when I get annoyed with somebody ‘but- when you spend

five days a week 'with the same people that.can only ~

be expected.'" Christopher wrote: "...but sometimes
when they finish before me I. am ‘distracted and

-can't do my work. ‘I get enoyed."

On'béing éxc1uded:

j .

On being self-conscious: |

Christopher was absent from class on several

occasions. One lesson he missed centered around.
the parts of the body.  The following: class Mrs. G.

organized a musical chair activity. based = upon
sentences "involving the body parts. - Christopher
could not participate because he did not know the
material: - "On to the body I feel like you at the
moment not being ‘able to partisipat  in this
exercize because’ I do not know how." His
classmates and teacher were all laughing  and
appeared to be enjoying the activity. ‘

Jennifer does not like presenting diangués.for the
class. Outwardly, she appears very poised and

confident., Her voice 18 clear and controlled.’

Héwe?er, ‘she said: "When I'm self-conscious, I'm
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On

\
nervous. Like if I was in front of ‘the class -land
doing a presentation I would be looklng around land’
feeling nervous .... I sometimes wonder ' what
everyone else is thinking when --I'm wup there,
They're looking at me." :

being embarrassed:

" Having YOur classmates bear witness to and laﬁgh at|

your errors often creates embarrassing moments - forl-
some students. Robert said: "Embarassed is when\
you're answering a question and you answer it wrong

-and then  everybody laughs. You get very -

embarassed.".. Trixie said: "When you have to ‘do
those presentations and you get up in front of her
and everybody's watching you and listening to you
and if you make a mistake or something comes out

" funny, they're going to -laugh and you'll get

‘On

embarassed.”" . Elizabeth wrote: "I was embarassed
when I couldn t pronounce neuf and everyone was
laughing." - ‘ J

feeling bad: . o o (/,

Robert' poor relationship with his classmates is

partly .esponsible for 'how he feels in class:

"Whén your classmates aren't quite what you would

like them to be, what they do, ' especially people

- ‘when they're 81tt1ng beside you and what they say

and all that, That s when you are feeling bad.".

However Tr1x1e s good. relatlonship with her peersi‘
‘contributes to her experience of feeling' bad .
‘because she . thinks that she is .responsible ' for

. their boredom: ."...well then you sort of feel bad

... you're making them have to wait and they're getting

that everyone else in the class-is catching it and

bored because you don't understand it. So the rest
of the class sits there and gets bored .and talks

while you're trying to understand it-and you feel

bad for holding up the class." At times, she also
feels responsible for the class being reprimanded
by the teacher; "I feel bad- because most of the
time it's our -little group that's causing the

‘trouble and then the rest of the class gets in

&

trouble.”
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For Elizabeth, being in a bad mood is possibly
attributed to problems with her classmates: "I'm
really in a bad mood.. I don't know what's wrong
with me today. Maybe it's because my friends are
in an argument." . .

On feeling happy:

Trixie said: "Happy is like when you do something
right in the class and everybody knows you've done
something right, you feel really good and you're
happy with yourself that you've done it."

i - v
On feeling proud:

Trixie is one of the few to recognize the
accomplishments or efforts of her classmates: "...
and sometimes you're even proud of the other people
in your class 'cause they all do well and sometimes
they. have trouble in one part of the thing ... and
you're kind of proud of them for trying as hard as
they did."

The feelings and emotions which have‘sutfaced are indicative
‘of the relationships among - class members. They represent }he
’ complexity of existence in a second language classroom - an existence

whi¢h is characterized by the interaction of, and not the separateness

of, individuals.

Sun v

Chapter IV has presented an analysis of the affective

experiences of the second language learner. The findings were

examined in two different stages. The first stage included recorded

episodes of classroom occurrences.in order, to familiarize the readeg
. Lo L he .

5
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with the participants and with life in the French as é second languaée
classroom, The‘ second‘stagg of analyéis attempted to untangle the
gmotional (ghreaeg of the affective expefience:;%thin the context of
c%;tain themes whiéh>characterize classroom 1ife.‘ Classroom climate,
_'cigssroom leafning,/ classroom Qctivities and'prdcedg?es and classrodm
relationships were carefully examined, for what thei_could reveal about
affectivity and the second language 1earner;}L Statemeﬁts \ gnd
-degcriptions generatéd by the students were providéd in order tb
recreate the affective‘experiénce of second language learning for‘.the
reader., It is hoped that these verballimages.allowed the reader to
come to a deeper‘understandiné of how ig feels to be a French as a

second language learner in Mrs. G.'s classroom.

/
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Chapter V

ON FEELINGS AND EMOTIONS

This chapter outlines several geﬁeral\ statements about
feelings and emotions and the affective experience 6f French second
langﬁage learning. The French second language student,l bound by the
confines of’tbe second language classroom'wails and the structure of
the second 1anéﬁage class, his/her experiencejand expression and our-
- understanding of the emoéional component of seéond 1aﬁguage learning
énd “how he/she; copes with fhis component preseﬁtl a particular
‘perspective éf féelingé and emotions and secdégﬁlénguage learning for

the reader's reflection. o o ' . B ’ o

Feelings and Emotions in Adolescents

| Adolescence is a period of time characterized by transition
and ghange. it is a time ofléoncentrated socialization'whéfe the peer
éroup and social acceptance are of exﬁremé-importance.' It is also a \'
time wrought by intense feelings and eﬁotions. Aé the adoiescent
approaches adulthodd, his/her éEfective experiences will also appfoach
those of the adult. However, because his/her life experienées are
.different from the adult's, the adolesceﬁt's experience of "feelings
and emotions will also differ. The uﬁiqueness 6f‘the cﬁlture of youth
and all that this culture entails will be reflected in the affective

experiences of the adolescent.
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The Experience gﬁ_Feelinés and Emotions

Feelings and |emotions are a way of structuring our world.
They represent a means by which we can interpret life's experiences.
. "Emotion brings life close to us [by‘asking] 'What does this event
mean to me?'" (Bétcher, 1981, p. 150). The answers to this question
lie in the depths of feelihgs and emoqioﬁs. Human émotion is always a
co@ponent of * human experieggg. As lSolomon said: ﬁOur passians
constifute our lives. It is our passions, and our passiqns' alone,
fhat proyigf our lives with meaning" (1§76, ﬁ. xiv).

The experience of feelings and emotions is also interwoven
with language. Through language, we experience an array of emotisgs.
In defining the fine degrees of meaning we cén come. to distinguish
between feeling happy and great. As.Robert &efined.them:.

"Happy, weil, it's just’when you're not anytﬁing
else. I mean you're feeling good.: Great, well,
it's better than happy." '

We can define the fine shades of meaning bétween pity and .sympathy,

between sympathy and empathy. Through language, we structure our

-

understanding of the world.
'As‘ shown in the preceding chapter, the feeiings and

emotions of the French as a second language students are at the core

of their learning experience in the French as a second language

‘classroom and present a way in which to interpret this experience.
" ¢
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The Expression of Feelings and Emotions

After developing the habit of suppressing feelings snd

emotions, espec1a11y w1th1n the context of classroom life, it is a
difficult .. task for the student to become aware of these feelings and

emotions and an even more difficult task to articulate them.

i

In their verbal expressions of particular feelings and

emotlons, the students of ten -used examples of spec1fic instances when

they experlenced a certain fee11ng For example,l this is how Tr1x1e

N

described feeling bored?”
"Mrs., G., Sometimes she goes on and on about
something and we.all say we understand it and she
starts explaining it more and more and we get
bored."
At times, the students also used other feeling words to define a

particular feeling.. Jennifer said:

"When I'm upset um I feel klnd of worried, I guess.
When I'm upset I'm nervous about something else.'

" In other descriptions, reference was made to physical reactions "as-in
one of Richard's statements on feeling embarrassed:

"You get flushed, I think, when you're embarassed."
There were also instances when the students' descriptions revealed a-
rare insight into a certain feeling or emotion:

"I guess your inner barrier, I guess you would call

it, is a 1little shattered sometimes when you do

things wrong. Uh, I don't know. There are little

things about ourselves, our ego I guess, our inner

egos get a little battered up and- that. But you
know you learn to laugh about it, I think. 'Cause




you know ‘when I get embarassed, I just laugh at .
myself." (Elizabeth)

Feelings and emotions were also expressed in.statements. of
emotion such as: "I don't want,te do th;s! Oh God!" From statements
of this nature emerge not'enly’emotion but also certain‘attitudes. In
obtaining an inside,view of an experience in this\yaf, it is.pessible
to share part of'what constitutes the student's.inner world.

In addition to verbal»expressions of emotion, the students
also displayed many.physical signs. These rangedvfrom ordinary yawns,
smiles and scowls to Christopher's exam writing ritual and Trixie's

toying with her running shoe;

From the rece1v1ng position in the emot10na1 —-feeling loop, I

2

‘feel that the students have clearly communicated feeling messages

through both verbal images and physical signs.

_Understanding Feelings and Emotions
wa‘~is it that I came to- understand the feelings and

emotions of the six participants involved in the studj? Initially, in
that the students and I share the. same language < the same culture, we
are open to the sendlng and rece1v1ng of the subtle 31gns and cues of
emotlon. We both understand the spokenllanguage and’ the basic body

signs within the cultural ‘context 1n_wh1ch_they occur, We understand

the statement "I'm nervous." as well as sweaty palms and shaking

hands. However, one must always be prepared for the possibility of



‘|, misinterpretation even within the bounds of similarity. During/ a
" number competition, Robert was shiling Qnd 1aughing and appeared to
be enjoying the activity. Latér,~ in his journal, he wrote that he
hated it! Despite the possibility ofvmisinterpretation,la linguistic
,and cultural similarity does provide a base upon ;hich to begin
building an understanding. |

In addition to ;ﬁésé gimilafi;ies, I‘was also fairly w¢11
acquaintéd wiﬁhvth; studénts; I had taught all of thém,for.oné or two

years. Five of us were parﬁ of a group that travelledﬁ to Quebec,

Montreal and Ottawa in the spring of 1983. I had worked closely with

- the students and their parents in prepariﬁg for this educational tour.
Tﬁis close acquaintance with these individuals made it easier for me
to understand the emotional messages they were conveying for the
better acqu;inted one is with an individual, the ‘easier it'becomes to
uﬁderstand the nuanées of his/hér emotional expressi&hs. |

A certain amount of empathy and symﬁathy on my partv also
allowed me to feel with and for the students. I was able to ‘share
their embarrassment, their nervousness, their pridé. -1 codid put
mfself in their "running shbes,"' so to speak. These feelings
contributed to my understanding of the studentsﬂfaffective/experiences
and their expression. (

I was also :able to recall my experiences as a French second

language learner. Iméges of myself as a second language student were
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viQid fléshes of memory before my-eyés. In remembering how it felt to
be laughed at for mispronbdnéing a‘ﬁord, I could compare my feelings
with those of the participants.

| .Coming to understand the affective éxpefiences of another
individual is not an easy task. Emotion itself is a'complex event and
to understand it involves even more cqnsiderations.‘

| -

The FrenchéSecond‘Language‘Class

From the verbal images presented in Chapter IV, it is

evident that the students.of French second language study experience

an array of féelings and emotions. However, many of. these may be seen
as negative in terms of their effects upon the learner as a human

being and as a student of second languagés. What is inherent in the

]

structure of the French second language class that stimulates féelings-“

"of nervousness, embarrassment, - self-consciousness, frustration,

confusion, inadequacy?
. In an- attempt to answer this question, the reader must first
consider that indeed French is a different ‘language. As the student

goes from Math to Science, he/she brings with him/her a frame of

" reference which is at once linguistic and cultural. In these classes,

the student is able to understand instructions, ° follow concepts,
comment, ask questions or simply listen. However, in the second

"language classroom, the student is stripped of many familiar cues.

121
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He/she is entering a new world each time he/she enters this particular
clasérooﬁl , Here, -tﬁe student may not understand what is expected of
hi@/her iﬁ unable to understand something that was said in French.
The stuaené may become confused.- He/she may not be able to respond to
oral questions. In a class where stress is placed ubon oral
partieipation, a fear of not being able to understand or speak may‘in
itself block production. ~In the French classroom, . thever, there is
‘nq piace to hide. Everyone‘muet participate. In tern, thié affects
the probability of making errors. Even the simplest slip of the
tohgue, miSpronuﬁciation~efva sound or confusing "Qui" for "Quoih hay
result in error and embarrassment. The student is also under the
continual - pressure of correction and evaluatlon. From minute €5
minute the French second language student is evaluated elther formally
or infgrmally - always vulnerable to correction by peacher and

"classmates. In addition, there exists a wide gap in chronological and

linguistic 'maturity. The student often finds him/herself unable to

express what he/she wants to\say, leaving the student with feelings ofe

impatience and frustration or even inadequacy at having to revert to

simple words and phrases to communicate. ' ' ;

Thus, in this new linguistic and culturé{\&eiiitory it %s

n3§1‘ unnatural for the student to descfibe his/her affectiee
et . .

experiences in’ the French éecond' language classroom in terms

nervousness, embarrassment, self-consciousness, frustration, confusion
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and inadequacy.
. .
e ~ o |

Coping with Feelings and Emotions

How do the students perceive the affect of these feelings

and emotions upon them?: ~ o : T

C: "I think it w111 happen whether you want it or not

" and I think it's probably ood. Like if you're

discouraged' well I don't think that s a good one

for an example but usually if you're discouraged

you say I want to do better -and you try harder next
time. =

E: "I think it's natural 'cause you know feelings are
all a part of your life and um when learning a new
language its really hard too and you should be able. -
to feel things: like happiness and sadness when you

. don't understand something but you learn.. I.think

~ it builds character, you know. “Everytime you
understand something, you take another step forward
and it builds your character. You should let your
feelings come out."

T: "....like your feelings like you shouldn't get rid
of them because it's only proper that you're going
to be nervous and confused like even in your other

.» subjects when you have to do something in front of
the class you're nervous and everythlng but - 1like
being confused and frustrated in another language
is normal because it's ‘'harder and it's more
difficult and you have to learn a p ach  of
different things. I don't know. It seems\nopmal
to be like that in a dlfferenb 1anguage, even in
any other subject."

J: "Um I guess they arevpart of learning something new
um I know in French. Yeah, well, sometimes I get L
nervous ‘'cause .I'm not sure 'if I'll be able to . ’ N

- understand something coming up or um what we've
already done and I'm not sure I really understand
it but yedh I guess’ they are tied in with learning

" something new. Nervousness comes” with everything.



I don't know. Everything new. You get nervous."

.M: "Um okay for when you're learning another language
I think everybody's going to have basically these
feelings and um unless they have a natural knack
for the language or something but um I think -you:
shouldn't get carried away with it or ‘anything.
Like you should let them flow or whatever but not
to the point where that's all you're thinking about -
and you don't keep trying or anything. Especially:
s?he; most of the feelings you have are usually-
negative like when you do something right you'll

feel proud and happy and that's good and everythlng

but when gyou're 1learning a new lamguage: you're

‘going to have negative feelings a lot because it's

so hard to learn a new language but let them flow

but don't let them get in your way 'cause with all
of those negatlve it can be really bad if you do."

.R: "I think they probably are natural. I mean there's
certainly going to be a certain amount  of
discouragement or excitement in learning a new
language whatever language it is." ,

- It appears that the students have consciously accepted these feelihgs'

which they perceive to be part of the language 1earﬁing process. They

have decided not to let it upset them when they make errors and others

laugh at them. They can maintain:e sense of humour and laugh at their
-own mistakes. |

Acceptance and thevfole'of laughter in this acceptance are
the two main strategles described by the students and used in- coping

with their feelings and .emotions in the French . second language

. classroom. An additional strategy,not.mentioned by.the students 1is,

that which I shall call escape. During the observation period, there

were many instances where the students whispered to their friends,

oy
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’told/ jokes and wsre generally mischierus. In my perception, these
act1v1t1es provide a brief escape from the concentratlon, tensioﬁ snd
.general routlne of the lesson.

Thus, it appears that the six second 1angsage studénts in

the study have'come to terms with'the affective -demands of second

language 1earn1ng and are able to view French second language learning

as a falrly pleasurable activity despite its arousal of negative-

- feelings and- emotions.

The Place of Feelings and Emotions

By definition, viangsaée is an essentially human means of
sommunicating ideas or feelings. Howevs;, iﬁ Mfs. G.'s classroom,. the
ekpreséion of emotion in sﬁe f{ench'language was not engouraged‘ as
'pért of - the second language éxbérience. .No evidense of affective
objectives or of afféctive exerciﬁes was\pqrceived. If ons of the
functipns ‘ofg_langsageNis to convey feelings‘aﬁdv_emotions, ignsring
this * function 4Sf Alanguage presents a narrow view 'of'.language and

language learning; The students confirmed that indeed they possessed

little vocabulary for ;ommuniéating feelings and emotions. - As

Christopher described it: '"Mainly f000hs"and 'aaahs'." Of what use’

is language if one cannot speak of_passibn?
As _pfeviously discussed, 'feelings and emotions are central

to the experience of French second languéée'ledrning. They are also

q

~
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central to language itself. Yet, second language learning appears to”
L o ‘ : : :
exclude the affective component from its curriculum and its

classrooms.” Why must it; be that to learn is to feel and yet to “learn

. is to deny feeling?

1




. Chapter VI J o
SUMMARY AND’IMPLICA IONS o

Within the past two decades) the importance'of an affective -

épproach to 1earning 'hés "been highllghted in not' ‘only general

educatlonal 1iterature and research but also in 1iterature' end

A

research pertaining to second language learning. The goals of this

affective movement reflected en'attempt to educate the whole person, -

including an equal empha31s on his/her cognltlve and’ affective being.

'Educators belleved that no area of the currluclum had greater

potential for achleving these goals than that of second langiage
learning. This bellef led - ~me to one of the 'most intriguing and
negléhted areas of study open to investigation - the affective domain
- and a ‘questlon whlch sought to explore the Very core of the
experience of second language learning w1th1n the context of the
classroom. | |

v.°This final chaptet summafizes the'study which grew out of
‘this research question; Inbaddition, it presents general implications
about second languege 1earnefs'and second language learning forv both

the. reader and the researcher.

A Summary, s

The focus of ‘this study was upon the affective experience of

v o P
the second language learner in the French as a second language

~
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classroom. Feellngs and emotions were considered to be an important
aspect of their classroom lives and an integral component of their
learning experience.

The review of literature was an attemnt at grounding the

study in the roots of educational literature and research. The

humanistic education movement and its effect upon"second language'

! : : . - .
~ learning, research studies which investigated.the relationship between

various affective variables and second language learning and problems

which continue to plague research in this area were examined.

The research itself was a case study of six French as’ a

" Second Language students in a public junior high' school. Using three
v ) . )

qualitative activities - participant observation, dialogue -journal

writing - and open-ended interviews - I, ‘the regsearcher, . began to

explore the affective experience of second dlanguage learning. I

became involved in this experience by attempting to open my mind and

my heart to the emotional messages that the students were conveying to

me. VI tried to take’ in not- only words and ‘actions but, more

¥, “m'

importantly, their meanlngs Jn _order to deepen my awareness and

K ta

understanding of the emotlonal experiences of French second language

learning. Events and episodes of classroom life were recorded in my

o L]

journal of” observational notes. Dialogue journal writing and

interviews allowed mé to probe deeply into the private, ‘inner worlds

ﬁof”'the students. The notes, journals and transcripts were then

P
[
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analyzed for what they could reveal about affectivity and the second
ianguage learner. g " ‘
The findings were presented in the form of glimpses and

/ themes of classroom life. Glimpsés of classroom life depicted a broad

range of typical events and occurrences. Themes of classroom life

provided a context from which to explore the affective experience of"

second 1anguagé learning. Particular affective themes which appeared
to bevlintricétgly entwined with barticular themes of classroem life
were ékamined.lv Aﬁ extensiverpresentaﬁibn of daté in the‘ form of
verbal images proguced by the students was displayed.

bFeeiings and emotions were then discussed in terms of the
adoleécent; the experience, expréssion and‘uﬁderstanding of feelings
and emotions; ' the structure of the French as a second language class;
cbping; andfthe piace of feelings and emotions in the second: langpége

curriculum and classroom in order to present  to the reader a

)

particular perspective of feelings and emotions which emerged from the

<

findings.

Implications

The preceding pages have offered the reader detailed images
~of ‘the emotional experiences of six French as a second -langugge
learners. What do these detailed. images allow us generally to imply

- about - second language learners and the process of second language
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* learning?

_Althéugh “the participants in the study are very special,

LY

unique individuals, there are many students that can be recognized in

their -images. - To the extent that Mrs. G., her students, her .methods

and her activities are similar to those of other teachers and their

éﬁudents, we can come to understand the emoéional,experience of second
language learnipg. We' can also come to recognize the importancevof a
second language'classroom environmept that ié at once'stimulating and
'reléxing, the imbértanée_of second ianguage 1esson§ thch .encourage
fun and laughtef,v‘the importance of the second - language ‘learner's
self-image and his/ﬂér‘need for emotional support; the complexity‘ of
the many second léhguage classroom activities and proéedures which
second language'teaéhers often take for granted and the importénce.of

-

the intricate web of clasiioomﬁfelationships which”exist among second
}anguage learners. -

Of partiéular personal and professional intefest to me 1is
the nature of the experience of French second language‘learning wﬁich
we have shared. . It beckons me to ask: "Might there not exist the
possibility  of c;eating a ‘different experience - oné tﬁat is
pfincipaliy characterizgd by feelings of happiness, enjoymént and
success? and "If to learn is to feel, 1is there ‘not 'a means to

encourage the ‘expression and communication of feeling in second

language learning?"
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The extensive presentation of data as it was recorded in the

observational notes; ' student journals and interview transcripts also

allowé the reader . to experience for Him/herself "the évents and
_episodés 'gnder.study. Thefefore, it is possible for khé readerv to
draw his/her own inférenceg from the displayed“data. Issues that have
surfaced in any one of,tﬁe verbal iméges-frodﬁced by the students and
which are of”pafticular relévance to the reader may be 'investigated

and explored in depth for the insights they might ‘reveal. _"What

criteria are used by second languagé learners to * judge personal

language learning succgss?"; "What is the role of coping strategies in.

the process of second’ language learning?'"; "What is the nature of the
. X . % ., ’

'split  .personality' which characterizes many second  language

7 T

learners?" are but three possibilities.

' li Retrospect
I hope. that this thesislhasiraiéed some feelings in the
reader; that was bartly my intent.
I now fully.realize that my thesis is. I am happy and yet a

)

"little sad. —fi

131



BIBLIOGRAPHY |

Asher, James. The total physical response approach to second Language
. learning. Modern Language Journal, 1969 53, 3-17. i

Bancroft, J. The Lozanov method and its American adaptations. Modern

Language Joéurnal, 1978, 62, 167-174.

Barnett, Lincoln. The Universe and Dr. Einstein. New York: Bantam,
1968. .

Batcher, -Elaine. Emotion in the Classroom: A Study of  Children's

Experience'. New York Praeger Publishers, 1981.

Brown, Dougias Affective variables in second 1anguage acqu191tlon
’ Language Learnlng, 1973, 23, 231-244,

Brown, Douglas. Principles of Language Learning and Teaching.
Englewood Cliffs, New Jersey ° Prentice Hall, Inc., 1980".I

s
Brown, George. Human Teachlng for Human Learnlng New York: Viking
Press, 1971. , - i .

Chastain, Kenneth. Affective and\abilityrfactoré in second language
acquisition. Language Learning, 1975, 25, 1531161.

Christenseﬁ, Benjamin. Ach1ev1ng language competence w1th affectlve
learning activities. Foreign Langyage Annals, 1977, 10, 157-161.

Cohen, Andrew and Hosenfeld, Carol. Some uses of mentalistic data in
igsecond language 'research. Language Learning, 1981, 31, 285-313.

Cooper, James ‘et al. Classroom Teaching Skills. Lexington,
Massachusetts: D.C. Heath and €o., 1982, . .

e .

Curren, Charles. .Counseling—Learning: A Whole-Person Model for
Education. New York: Grune and Stratton, 1972.
—_— . . x

Dewey,‘John. Ihtelligence in the Modern World. New York: The Modern
Library, 1939. -

Dillon, -David. (Ed.). Perspectiyes:‘Self—Discovery Through Writing:

Personal Journals. Language Arts, 1983, 60, 3, 373-379.

132




Disick, Renee. Training teachers for{.the affective dimension of the
curriculum. In A. Garfinkel and M, Stanley (Eds.). Designs for
Forelgn Language Teacher Education. -Rowley, Massachusetts:
Newbury House, 1976. ' '

Dulay, H. and Burt, M. Remarks on creativity in language acqu151t10n
In M. Burt, H.. Dulay and M. Finnochiaro (Eds.).  Viewpoints on
English as a Second Language. New York: Regents, 1977.

Feenstra, N.J. Parent and teacher attitudes: their role in second
language acquisition. Canadian Modern Language Review, 1969, 26,
5-13. 4

Galyean, Beverly. A confluent approach to curriculum. Foreign -
- Language Annals, 1979,.12, 2, 121—128. R

! Gardner, Robertl Attitudes - and motivation: their role in:?second— :
language acquisition.” TESOL Quarterly, 1968, 2, 141-150.

Gardner, Robert and Lambert, - Wallace. Attitudes and Motivation in

Second-Language Learning. Rowley, Massachussetts: Newbury House,
1972, .

Guiora, Alexander. Empathy and second language learning. Language -
' Learning, 1972, 22, 111-130. : :

Hancock, Charles. Student aptitude, attitude and motivation. 1In D.
Lange and C. James (Eds.). Foreign Language Education: A
Reappraisal. Skokie, Illinois: National Textbook Company, 1972.

Hough, John and Duncan, James. ‘Teaching: Descrlptlon and Analy31s
California: Addlson-Wesley, 1970.

Jakobovits, Leon. Foreign Language Learning: A Psycholinguistic
Analysis of the Issues. Rowley, Massachusetts: Newbury House, 1970.

Jarvis, Gilbert. We think we are 'Evening in Paris' but we're really
'"Chanel'. Foreign Language “Annals, 1975; 8, 2, 104-110.

-J0urard, Sldney. " Self-Disclosure: An Exper1mental Analysis of the
Transparent Self. New York: John Wlley and Sons, Inc., 1971.

Kahn, S.B. and Weiss, Joel. The teaching of-affective responses In
Robert Travers (Ed.). Second Handbook of Research on Teachlng
Chicago: Rand-McNally, 1973.




Rokegch, Milton. . Beliefs, Attitudes and Values: A Theory of
Organization and Change. San Francisco: Jossey-Bass, %968.

Sartre, Jean-Paul. The Emotions: Outline of a Theory. New Jersey:
Citadel Press, 1948, '

Savignon, Sandra. On the other side of the desk: a look at teacher

attitudes and motivation in second-language learning. Canadian

Modern Language Réview, 1976, 32, 295-302..

>

Schumann, ‘John. Affective féctoré énd the ﬁroblem of age in second
language. acquisition. Language Learning, 1975, 25, 209-235.

Scovel, Thomas. The effect of affect on foreign language learning: a
review of the anxiety research. Language Learning, 1978, 28,
129-142, : :

Shohamy; Eléﬁa;_'Affective considerations in language testing. Modern
Language Journal, 1982, 66, 13-17. ’

‘Smith, Alfred. The importance of attitude in foreign language
learning. . Modern Language Journal, 1971, 55, 2, 82-88. ) o

Solomon, Robert. The Passions. New York: Anchor Press/Dohbleday;
1977. : ' :

Stake; Robert. Seeking sweet water; case studies in educational - .
research, In Richard Jaeger (Ed.). Action for the 80[§£ A
Political, Professional and Public Program for Foreign Language
‘Education. Skokie, Illinois: National Textbook Company,*1981.

Stern, H.H. and Cummins, Jim. Language' teaching/learning research: a

Canadian perspective on status and directions. In June Philips
(Ed.).Action for the 80's: A Political, Professional and Public
Program for Foreign Language Education. - Skokie, ‘Illinois:

National Textbook Company, 1981.

Stevick, Earl W. Memory, Meaning and Method; Rowley, Massachusetts:
Newbury House, 1976. A :

Terrell, Tracey. A natural approach to second language - acquisition
and learning. Modern Language Journal, 1977, 6, 325-337.

-

Tucker, - G. Richard; Hamayéh, Else; and Genesee,’Fred, Affective,
cognitive and social factors in second language acquisition.
Canadian Modern Language Review, 1976, 32, 303-320. '

~



Valette, Rebecca and Disick, ' Renee. ModernJ Language Performance
Objectives and Individualization. New York: Harcourt  Brace
Johavovich, Inc., 1972. - ‘

Young, Paul. Emotion in Man énd Animal. New York: ,R.E.Krieger
Publishing Co., 1973. ’ :




- . : ' Appendix A
A FACSIMILE OF THE CONSENT FORM

February 27,'1984

To the Parent(s) or Guardian(s) of

I am presently enrolled as a Masters in Education student at.<the
University of Alberta. In order to complete my M.Ed., I will be
conducting a research study at Clairemont Junior High School from
March 'S5, '84 to April 30, '84. Your child has been selected to
participate in the study whigh will include involvement in journal
writing and interviews. ' ‘

If you will allow your child to participate in the study, please sign ’
the consent form. below. If you have any questions concerning the
study, please feel free to contact me. ’ :

Thank you. : ‘ . ' ' K | .

Yours truly,

C.L. Lewis

NG
3

- ' . ' has my permission to participate in the

y -

research study conducted by C.L. Lewis at CJHS from March 5, '84 to

April 30, '84.

Student's Signature

Parent's or Guardian's Signature N
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Appendix B

OBSERVATIONAL NOTES

March 20, '84

. "Question du jour"

"Quel Age as-tu?" (on board):

T - copies answer from Shanna

- shows, Shanna a heart drawn on her binder
- they giggle
~ passions of junior high g1rls

- T - writing in journal

"Avoir"

" Correction of homework exercise - "Avoir" Expressions #51

Mrs. G. asks T. #1
T - covers her eyes with her hands
Mrs. G. "Are you ready?"

T - covers her exercise sheet with her hands

Shanna uncovers T's answer

T - attempts to read her answer - "Roger a froid."
- has problems pronounc1ng "Roger" :
— blushes :

T - frustrated, embarrassed

T — asks Cara to repeat #6
Cara repeats #6 .
Mrs.- G. spells "1'oiseau" for T

T writing in journal

Expressions #52
E - does not understand "bois du lait"
Mrs. G. translates the expression
E: "Oh 1 1"
E - volunteers to answer #2
- "Je porte un chandail quand j'ai fr01d "
Translatlon aids comprehension

Mrs. G. asks T if she heard.#4
T shakes her head in affirmation
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TN
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20

&

;Q7 Parts of the Body

Mrs. G. asks studbnts to stop writing (She is at
board drawing body parts.) ,
Students -laughing at "la poitrine"

Students repeating the parts of the body after. th
teacher . . . . . : ’
Enjoying activity

EH— scratching her nose
- watching Mrs. G. draw

T - sitting with knees to chin watching Mrs. G.
draw

v

Students now call out body parts and Mrs. G.
.erases them. | / ;

" E - volunteers "les dents"

Students plead for another drawing
Mrs. C. draws a head

T - "Frankenstein!"
Students laugh

T - writing in journal

E - watching teacher draw . o
- lips parted

Mrs. G. draws stomach

E - "That's gross!"
- writing in journal
—~ wrinkles her nose
E - a little disgusted



Apbéndix C
" QUESTIONS THAT MAY HELP YOU IN YOUR
JOURNAL WRITING |

; : o s »
- Feelings ’ ~
1. What are you feeling? ° 4

2. ‘Wﬁatfsensationé‘ahd/or feelings are you experiencing?

3. Describe what you are feeling inside.

: o

Thoughts

1. What are you thinking?
/oy

2. What were you saying to yourself (as you felt this)?

3.. What sentences were (are) running through your, head? -

4. What were you thinking about?

Aéfions

1. WhaﬁAare you doing?

2. What‘did‘you‘do with your ~ .dy?

3.. What exp;essioﬁs weré‘on your'face?.

4, 'How did you behave? How did you-physiéally act or feact?

5. What were you saying?
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RECORDED FEELINGS AND EMOTIONS

-

relieved

. Appendix D

A

ﬁame Meredith

Date le 12 mars

Time 2:40

“restless:

1. the test is over

2. waiting for gverybody else to finish

3.

4;
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Appendix E

JOURNAL ENTRIES

-

Meredith - March 6, '84
: // . .
I really appreciate your participation in the study. At the end

" of my "data collecting" we'll.all go out and celebrate! R
Thanks for explaining the problem you mentioned to me. - I
understand how you feel. | Being a non-native speaker of French, I

often have the same problemy. You're npot alone! . .
1. just have one questikn to ask/you today and that is: "How do
. you feel about raising your h d/waiting for Mrs. G. to help you
"_with the problems/questions?" _ e

£

Chefyl : {fl h \

P.S. I 1ove'thé‘pink and white sweater you were wearing today.
1% 7 ' "

-7

'
¥

Jeb March 8, '84 g

SO I e o | S
. Thanks, my grandmother - made me that sweater during, (Christpfas
! - . ' o . . . .
break. adi?pn we're working on sométhing like a conversatlon'sometﬁges
I get. ttle impatient waiting:for help because there are 'so maeny
people‘,thét need help 1it takes a really long time sometimes ng
usually if we're just doing an assignment in-class I don't have t
waif‘?ﬁgry long for \Eﬁi:' so I don't really mind. Was L eveﬁ
-embarrassed when we di our conversation because like I told you Ii:
laugh when I get nervous™and everybody bugs me. After watching some‘
doing this assignment where we have to find the new vocabulary because.
half the ‘time I can't hear. the person and the other half of the time .
words that we have learned sound like words we haven't. How was your

class?

other people get embarrassed I don't feel as bad. I don't really like \\\
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_ Appendix F

© ' INTERVIEW QUESTIONS.

What comes to mind when you hear the words "feelings and
emotions?" ' ‘

In your jourpal, I identified feelings of .... Could ydu tell me
more about your feeling of ....? '

Other .people studying French have also experieﬁced feeling

~ Have .you experienced any of these feelings? Can you think of a

\l .

@

10.
11.
12,
13.
14,

15.

16,

;" How do these feelings and emotions affect you?

particuldr instance-when you felt this way?

-How do you feel about expressing and sharing personal feelings and

opinions in the French classroom?

Can you think of any classroom activities which allow you to

express your.feelings?
How would you describe the atmosphere in your French classroom?

"How does the atmosphere of the class compare with that "of other
‘classes?

How do yoﬁ feel in your French clasg?

How "do yoﬁ feelﬂabo%a Zoqr.French #eg;her‘aﬁd classmates?
How do you feei abbuﬁ‘leafhing,Frénch? *
Areryou planning'to take French in Grade X?

Which classroom activities do you like or dislike?

Which ~activities do you think are the most useful for learning
French? ' - AR

WHich activities do you think are the least useful?

|
v

If you were acked to chanéé some of the activities in ordef to
make thé "Qernin. of “rench more interesting -and useful, what
would you suggest’ :

A



17.

18.

19.
20.
a1,
22.

23.

24,
25,
26.

27.
28.
29.
30.

31.

32.
33.
. 34,

Do you speak any other. languages?

If you had the opportunity to study another language, would you do
s0? ‘ ‘ .

Have: you ever spoken to a Frénch—speaking person? How-did you

. feel during this experience?

In whap ways do you feel like'a difféfent person when you speak
French?

How - do you feel about yourself when you speak French in the
classroom? ' ’ S ' '

Do you prefer repeating phrases and sentences spoken by your
teacher or do you prefer creating new expressions?

When responding to oral questions in class, do you raise your hand
if you know the ‘answer or do you wait for the. teacher to. call on
you for an answer? . :

How do you feel about being called.upon by the teacher when you
don't have your hand up? '

How do you feel about being corrected when yod are speaking
French?

\

Would you prefer to be corrected immediately upon making an error
or would you prefer to finish your sentence?

How do,you feel when “your teacher corrects you?
How do you feel when your classmates correct you?
Do you correct your classmates' errors?

How do you feel when you ma‘e an error?

How do you feel if your teacher or your classmates -laugh at your
errors? .

How do you feél if you are absent from French class?
Can you recall your first two report card marks?

How do you feel about your marks?

)
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* 35. How do you feel about being interviewed? .



