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Effective language teaching: a synthesis of research

The NCCA has published a commissioned desktop study Effective Language Teaching: a Synthesis of
Research. This study identified practices that are considered effective for second language learners in
contexts similar to primary schools in Ireland. The report also includes additional general principles for
effective language teaching drawn from descriptive qualitative research.

Watch a presentation summarising the findings
Go to the complete report Effective Language Teaching: a Synthesis of Research.

Click on the links below to find out more about the findings.

The main themes that emerged in the synthesis of research were
e corrective feedback
e Content and Language Integrated Learning (CLIL)
e orientation of language programmes and importance of teacher factors
e intensive language programmes

e second language literacy development and L2 reading strategies

Additional general principles for language teaching described in the report are
e early language learning
e task-based interaction
e balancing form-focused and meaning activities
e listening comprehension
o story-telling activities
e the European Language Portfolio (ELP)
e target language use

e language learning strategies

Teachers have to make rapid, complex decisions all the time in the classroom. This research report
provides one source of knowledge which can contribute to the teacher’s decision making in class. It
indicates which of the many possible instructional practices that might be implemented at any time have
had a demonstrable positive impact on primary school children’s second and foreign language learning in
the past. This could help validate practices that the teacher is already using, or make a case for others in
a repertoire of instructional choices. In addition, it may prompt the teacher to revise or modify his or her
underlying language learning theory.


https://vimeo.com/26734214
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Main Themes

Five main themes emerged from the synthesis of key studies. A brief summary of the findings relating

to each theme is presented below, with some related examples.

Theme

Corrective feedback
Three kinds of corrective feedback are discussed in the report:

e prompts (the teacher gives some kind of prompt to the learner to
let him/her know that an error has been made and the teacher
would like the utterance to be rephrased

e recasts (teacher repeats the utterance with the error corrected)

e orignoring learner errors.

There is evidence to show that corrective feedback, in the form of
prompts to students, would be effective in improving second language
development for primary school children in fourth to sixth classes.
Prompts are more effective than recasts which in turn are more effective
than ignoring errors. Care should be taken that any corrective feedback
given to young learners should not undermine their self-esteem or
confidence.

Content and Language Integrated Learning (CLIL)

Content and Language Integrated Learning is a dual-focused educational
approach in which an additional language is used for the learning and
teaching of both content and language.

Evidence shows that language learning is more effective when it is
combined with content learning in another subject other than the
language being learned. CLIL has been shown to improve students’
language proficiency, without negatively impacting on the development
of either their first language, or their performance in the subject area
being taught. CLIL enables learners to encounter language in context
and use it for authentic communication, and challenges them to use the
target language for cognitive purposes to acquire knowledge, skills and
information

Related examples

Corrective feedback
descriptive vignette:
extracted from complete
research report

Video: 1:00 : teacher using a
prompt to correct a student’s
pronunciation.

CLIL descriptive
vignetteextracted from
complete research report

Integration of Irish and other
subjects: mind map from
Primary School Curriculum:
Teacher Guidelines

Cross-curricular mind map for
modern languages


http://mlpsi.pdst.ie/index.php?option=com_content&view=article&id=49&Itemid=198#D
http://mlpsi.pdst.ie/index.php?option=com_content&view=article&id=49&Itemid=198#D
http://mlpsi.pdst.ie/index.php?option=com_content&view=article&id=49&Itemid=198#D
http://mlpsi.pdst.ie/index.php?option=com_content&view=article&id=51&Itemid=200
http://mlpsi.pdst.ie/index.php?option=com_content&view=article&id=51&Itemid=200
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Theme

Intensive language programmes

There is strong evidence to suggest that intensive programmes of
instruction in a second or additional language over a short time period
are more effective than drip feed programmes where learners are
exposed to limited amounts of the language over a longer period.

The reason intensive programmes are more effective is that they allow
opportunities for students to undertake sustained activities, use the
language they have learned, and achieve a basic level of communicative
ability that supports spontaneous communication and enhances
motivation and success. The key difference between intensive language
programmes and CLIL approaches is that the focus is on language
learning (learning the language through communicative activities)
rather than on content learning (learning another subject through the
language).

Orientation of language programmes and teacher factors

The evidence from research shows contradictory results - in some
studies communicative oriented courses did not result in any
improvement in students’ proficiency while in others the language
proficiency of learners in classrooms where experiential and
communicative activities were emphasised was better than those where
there was a traditional grammatical/analytical approach. The conclusion
is that the link between course design and pupil proficiency is quite
weak and is dependent on context and that i is not possible to design
an ideal curriculum or course for every situation. Rather, the critical
concern should be achieving the right balance between communicative
and analytical activities.

There is strong evidence to suggest that teacher characteristics such

as experience and skill are critical in achieving that balance, and

that teacher competence is more important than the orientation of

the language curriculum or course in supporting children’s language
development. However, so far research has not provided clear guidance
on what balance should be struck between form-focused and meaning-
or communication-focused activities.

Second language (L2) literacy development and reading strategies
Evidence shows that the development of students’ literacy skills in their
second language supports the development of their second language
proficiency in general. Reading aloud (teacher reading aloud to children)
is a useful strategy to model correct pronunciation, stress and intonation
and to help the children develop comprehension skills by focusing on
units of meaning, especially in the beginning stages of language learning.

Research findings recommend introducing L2 learners to literacy in a
gradual way from the early stages of language learning, taking account
of the wider literacy instruction in other languages in the school and L1
literacy in particular. L2 reading strategies need to be explicitly taught.

Related examples

Intensive French: descriptive
vignette extracted from
complete research report

An cur chuige cumarsaideach
information from Primary
School Curriculum: Teacher
Guidelines

L2 reading: descriptive
vignette extracted from
complete research report

Straitéisi léitheoireachta:
information from Primary
School Curriculum: Teacher
Guidelines

Dictionary detective
activities



http://mlpsi.pdst.ie/index.php?option=com_mtree&task=att_download&link_id=834&cf_id=24
http://mlpsi.pdst.ie/index.php?option=com_mtree&task=att_download&link_id=834&cf_id=24
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General principles

As well as the five themes that emerged from the synthesis of key studies, a more complete picture
of language teaching and learning was provided by including an overview of principles for effective

language teaching drawn from descriptive, review type studies.

Theme

Early language learning

An early start in language learning can be beneficial to learners but does
not guarantee success. It is a particular feature of the Primary School
Curriculum that children in primary schools in Ireland benefit from

the opportunity to begin learning two languages from the early years.
Early language learning on its own is not enough .. to be successful it
must be accompanied by effective teaching. Motivation and aptitude
are important characteristics; enjoyable activities develop motivation
but it is also important to focus also on meta-language, accuracy and
form, and to strike a balance between spontaneous communication and
opportunities to plan and prepare productive language.

Task-based interaction

Task-based interaction has been shown to facilitate second language
learning. In task based interaction the teacher creates activities or

tasks which are more than language practice activities or drills, .... Tasks
where learners communicate ideas and feelings and receive feedback as
to whether they have been understood. These activities help learners
develop production and comprehension skills and improve motivation.
The role of teacher feedback and intervention needs to be carefully
handled in these situations.

Balancing form-focused and meaning-focused activities

Balancing form-focused and meaning-focused activities is also
important. Research has not yet provided clear guidance on the
optimum balance, but some studies suggest that alternating between
activities that focus on developing fluent expression and confidence and
those that focus on accuracy of form and meaning is useful.

Related examples

Ceachtanna samplacha do
naiondin: Sample of unit
of work for infant classes
from teacher guidelines in
Curaclam na Gaeilge

Video - an early start:
principal teachers speaking
about the advantages of early
start in modern language
learning

Video: learning Irish in an
infant class from the Primary
School Network

Tascanna samplacha: sample
tasks with information gaps
from teacher guidelines in
Curaclam na Gaeilge

Druileanna agus cleachtadh
patrun: form-focused
activites from the teacher
guidelines in Curaclam na
Gaeilge



http://mlpsi.pdst.ie/index.php/training/best-practice-videos
http://mlpsi.pdst.ie/index.php/training/best-practice-videos
http://mlpsi.pdst.ie/index.php/training/best-practice-videos
http://mlpsi.pdst.ie/index.php/training/best-practice-videos
http://mlpsi.pdst.ie/index.php/training/best-practice-videos
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Theme

Listening skills and storytelling activities

Listening to and comprehending spoken natural language supports the
development of comprehension. Through carefully planned listening
activities teachers can support learners develop comprehension
strategies, including word and sound recognition , and to use context
and their prior knowledge to understand content in the target language.

Story telling activities can also help to promote speaking proficiency and
literacy skills.

Target language use

Target language use by the teacher impacts positively on learners’ L2
proficiency. It is one of the principles of Curaclam na Gaeilge that the
target language should be used at all times in Irish lessons, and as much
as possible outside formal Irish lessons.

The European Language Portfolio (ELP)

Research shows that using the European Language Portfolio (ELP)

can increase motivation and promote learner autonomy, and supports
children in reflecting on their learning; this is particularly important for
second language learners who may have little opportunity to use the
language they learned outside schools and therefore often lack feedback
on their progress and evidence of what they have learned.

Language learning strategies

Supporting children to develop language learning strategies can have
positive effects on language learning over time, and even young children
can become aware of and taught to use these learning strategies.

Related examples

Treorilinte éisteachta
guidelines and activities for
listening from the teacher
guidelines in Curaclam na
Gaeilge

Treoirlinte faoi scéalaiocht
guidelines for using stories in
Curaclam na Gaeilge

Storytelling and teaching
modern languages

Language of the classroom
and the school information
sheet on MLPSI website

European LanguagePortfolio:
guidelines, video and CPD
materials

Video: learner participation
and autonomous learning -
from Primary School Network

Posters: language awareness
and language learning
strategies from MLPS



http://mlpsi.pdst.ie/index.php?option=com_mtree&task=listcats&cat_id=595&Itemid=208

http://mlpsi.pdst.ie/index.php?option=com_mtree&task=listcats&cat_id=595&Itemid=208

http://mlpsi.pdst.ie/images/stories/Tanya/
http://mlpsi.pdst.ie/images/stories/Tanya/
http://mlpsi.pdst.ie/images/stories/Tanya/
http://mlpsi.pdst.ie/index.php?option=com_
http://mlpsi.pdst.ie/index.php?option=com_
http://mlpsi.pdst.ie/index.php?option=com_
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Self-assessment and peer-assessment: senior infants

In this story we see how the teacher encourages the children to use self-assessment and peer-
assessment tasks to see what the children in her senior infants class know in terms of vocabulary
related to animals, after doing some work on this topic (in the theme sa bhaile). Although the children
have not yet begun to read or write in Gaeilge, the teacher has enabled the children to create a
written record of their learning using pictures in a portfolio copybook.

1. Introduction
2. Revision and preparation
3. Oral task: example

4. Written task

Oral tasks and recording children’s work: ranganna 4-6

The teacher in this story describes two different ways in which she collected and recorded examples
of what the children could say and write, in Gaeilge, at the end of a unit of work. She used tasks that
integrated the four skills, and allowed the children to work independently and in groups. The children
generated a written record in the first task, but for the second task class used ICT to create a digital
record of their learning.

1. Introduction to the class
2. Task 1: oral presentation with written record
3. Task 2: oral presentation with digital record

4. Teacher’s reflection


https://vimeo.com/21406205
https://vimeo.com/21406862
https://vimeo.com/21406125
http://vimeo.com/video/21406675
http://Introduction to the class
http://vimeo.com/video/21433085
http://vimeo.com/video/21433222
http://vimeo.com/video/21432580
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GLOSSARY OF ACRONYMS

AND INITIALISMS




BES

CLIL

CLT

COGG

DES

EFL

ELP

ESL

L1,L2,1L3

MFL

NCCA

SLA

Effective Language Teaching: A Synthesis of Research

Best Evidence Synthesis
Content and Language Integrated Learning
Communicative Language Teaching

An Chombhairle um Oideachas Gaeltachta agus
Gaelscolaiochta (translates as The Council for Gaeltacht

and Gaelscoil Education)

Department of Education and Skills (previously

Department of Education and Science)
English as a foreign language
European Language Portfolio
English as a second language

First language, second language, third language (of

learner)
Modern Foreign Language
National Council for Curriculum and Assessment

Second language acquisition

10
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EXECUTIVE

SUMMARY
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BACKGROUND

In June 2010, the National Council for Curriculum and Assessment
(NCCA) signalled a move from review of the Primary School
Curriculum (Department of Education and Science [DES], 1999) to
reconstruction of the area of language in the curriculum. A
significant consideration in this regard was the publication of Aistear:
the Early Childhood Curriculum Framework (NCCA, 2009). Although
both the Primary School Curriculum and Aistear were informed by the
research of their time, Aistear has drawn on research and theory in
the past decade to highlight aspects of early childhood education
such as the importance of play and the role of the adult in
supporting children’s learning. During the same time, findings from
curriculum reviews and research informed our understanding of
children’s lives today and how they learn in primary schools,
including the areas of reading, writing and oral language, and how
these elements of language interact for children.In developing the
language curriculum, it is important to draw upon up-to-date

research in this regard.

In December 2009, the NCCA commissioned a desktop study to
synthesise research in the area of language teaching and learning. The
purpose of the research was to identify, evaluate, analyse and
synthesise evidence from Irish and international research about
language teaching and learning in order to inform discussion about
language in the Primary School Curriculum, and in particular the
teaching of Irish and additional languages. The invitation to tender
called for a distinct focus on classroom practice rather than on
theoretical approaches, in order to generalise to key principles for

successful language teaching.

12
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MEetHopoLOGY

The research was envisaged as a desk-top study which would have
some, but not all, of the features of a Best Evidence Synthesis (BES),
drawing together research findings most relevant to second language
teaching in primary schools in Ireland, for which there is evidence
showing their effectiveness. However, one of the key features of BES
is that an advisory group of experts work with the authors at all
stages of the research process, locating and assembling data, evaluating
and synthesising evidence and interrogating the emerging themes
(Ministry of Education, New Zealand, 2004). An advisory group of

this kind was not a feature of this synthesis study.

In the search for best evidence strict criteria were applied to evaluate
evidence, and only studies in which a clear causal link and objectively
determined improvement in learner competence were present were
included. This resulted in considerable limiting of the number of
studies considered in the first phase of the synthesis. The themes that
emerged describe a number of practices that can be said to be
effective for second language learners in contexts similar to primary
schools in Ireland. Due to the limited number of studies included in
the synthesis, however, the emergent themes give only a partial
picture of practice in language teaching. The addition of a further
chapter which brings together findings from descriptive (process-
type) research adds significantly to the completeness of the report in
answering the original research questions — what works for language

learners, and why?

13
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SYNTHESIS OF KEY STUDIES: EMERGENT THEMES FOR EFFECTIVE
LANGUAGE TEACHING

The key findings relating to effective practice in language teaching

that emerged from the synthesis study are

» corrective feedback

* Content and Language Integrated Learning (CLIL)
* intensive language programmes.

* orientation of language programmes — communicative or

analytical approaches — and the importance of teacher factors

* the importance of second language (L2) literacy development

Corrective feedback

There is evidence to show that corrective feedback, in the form of
prompts to students, would be effective in improving second
language development for primary school children in fourth to sixth
classes. Prompts are more effective than recasts (recasts are when the
teacher repeats the utterance with the error corrected) which in turn
are more effective than ignoring errors. Care should be taken that
any corrective feedback given to young learners should not

undermine their self-esteem or confidence.

Content and Language Integrated Learning (CLIL)
Evidence shows that language learning is more effective when it is
combined with content learning in another subject other than the
language being learned. Content and Language Integrated Learning
(CLIL) has been shown to improve students’ language proficiency,
without negatively impacting on the development of either the
students’ first language, or their performance in the subject area being

taught. CLIL enables learners to encounter language in context and

14
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use it for authentic communication, and challenges them to use the
target language for cognitive purposes to acquire knowledge, skills

and information.

The report notes that the context of Irish primary schools is
particularly favourable to using CLIL in teaching Irish as a second or
additional language, as all primary teachers need to demonstrate a
satisfactory level of competence in Irish to gain full recognition as a
primary school teacher. Three forms of CLIL that could be used
effectively in primary schools are described. Individual teachers could
consider using CLIL informally, either in their language class or by
teaching content from other subject areas through Irish from time to
time. Schools could decide to offer an extended core programme
where a number of subjects or aspects of subjects would be taught
through Irish in a more explicit way. Alternatively schools could
choose to offer partial immersion programmes for up to 50% of
instructional time. Such whole-school initiatives would require the
support of parents and the school community, as well as support for
teachers in the form of continuous professional development and

provision of resources.

Intensive language programmes

There is strong evidence to suggest that intensive programmes of
instruction in a second or additional language over a short time
period are more eftective than drip feed programmes where learners
are exposed to limited amounts of the language over a longer period.
The reason intensive programmes are more effective is that they
allow opportunities for students to undertake sustained activities, use
the language they have learned, and achieve a basic level of
communicative ability that supports spontaneous communication and
enhances motivation and success. The key difterence between
intensive language programmes and CLIL approaches is that the

focus is on language learning (learning the language through

15
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communicative activities) rather than on content learning (learning

another subject through the language).

Orientation of language programmes (communicative
or grammatical/analytical approaches) and the
importance of teacher factors

The evidence from research shows contradictory results — in some
studies communicative oriented courses did not result in any
improvement in students’ proficiency while in others the language
proficiency of learners in classrooms where experiential and
communicative activities were emphasised were better than those
where there was a traditional grammatical/analytical approach. The
conclusion is that the link between course design and pupil proficiency
is quite weak and is dependent on context. It is not possible to design
an ideal curriculum or course for every situation, and the critical
concern should be achieving the right balance between communicative

and analytical activities.

There is strong evidence to suggest that teacher characteristics such as
experience and skill are critical in achieving that balance, and that
teacher competence is more important than the orientation of the
language curriculum or course in supporting children’s language
development. However, as noted later in the report, research has not so
tar provided clear guidance on what balance should be struck between

torm-focused and meaning- or communication-focused activities.

Development of L2 literacy skills

Evidence shows that the development of students’ L2 literacy skills
supports the development of their second language proficiency in
general. Reading aloud (teacher reading aloud to children) is a useful
strategy to model correct pronunciation, stress and intonation and to
help the children develop comprehension skills by focusing on units of

meaning, especially in the beginning stages of language learning.

16
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Research findings recommend introducing L2 learners to literacy in
a gradual way from the early stages of language learning, taking
account of the wider literacy instruction in other languages in the
school and L1 literacy in particular. L2 reading strategies need to be

explicitly taught.

PROCESS TYPE RESEARCH: ADDITIONAL GENERAL PRINCIPLES FOR

EFFECTIVE LANGUAGE TEACHING

As noted earlier, the research design was modified to include an
overview of principles for effective language teaching drawn from
more descriptive (qualitative) data than from the quasi-experimental
(quantitative data) in the original synthesis. The inclusion of this
process-type research helps to provide a more complete picture of
effective practice in language teaching. The main themes identified in

this chapter are:

» carly language learning

» task-based interaction

* balancing form-focused and meaning activities

» listening comprehension and story-telling activities
+ target language use

» the European Language Portfolio (ELP)

* language learning strategies

An early start in language learning can be beneficial to learners but
does not guarantee success. It is a particular feature of the Primary
School Curriculum that children in primary schools in Ireland benefit
from the opportunity to begin learning two languages from the early

years. To be successful early language learning must be accompanied

17
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by eftective teaching. Motivation and aptitude are important
characteristics; enjoyable activities develop motivation but it is also
important to focus also on meta-language, accuracy and form, and to
strike a balance between spontaneous communication and

opportunities to plan and prepare productive language.

Task-based interaction has been shown to facilitate second language
learning. In task based interaction the teacher creates activities or
tasks which are more than language practice activities or drills, but
where learners communicate ideas and feelings and receive feedback
as to whether they have been understood. These activities help
learners develop production and comprehension skills and improve
motivation. The role of teacher feedback and intervention needs to

be carefully handled in these situations.

Balancing form-focused and meaning-focused activities is also
important. Research has not yet provided clear guidance on the
optimum balance, but some studies suggest that alternating between
activities that focus on developing fluent expression and confidence

and those that focus on accuracy of form and meaning can be useful.

Listening to and comprehending spoken natural language supports
the development of comprehension. Through carefully planned
listening activities teachers can support learners develop
comprehension strategies, including word and sound recognition and
use context and previous knowledge to understand content in the

target language.

Story telling activities can also help to promote speaking proficiency

and literacy skills.

Target language use by the teacher impacts positively on learners’
L2 proficiency. It is one of the principles of Curaclam na Gaeilge that
the target language should be used at all times in Irish lessons, and as

much as possible outside formal Irish lessons
18
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Research shows that using the European Language Portfolio (ELP)
can increase motivation and promote learner autonomy, and supports
children in reflecting on their learning; this is particularly important

for second language learners who may have little opportunity to use
the language they learned outside schools and therefore often lack

feedback on their progress and evidence of what they have learned.

Developing learning strategies can have positive eftects on language
learning over time, and even young children can become aware of

and taught to use language learning strategies.

ConcLusionN

The report highlights a number of important questions and issues for
consideration in relation to language in the Primary School Curriculum.
It also emphasises however, that although research can be a valuable
means of informing curriculum review, it can only offer limited
guidance and there are no simple answers to the questions raised. For
example, although there is a substantial body of research in the area
of Second Language Acquisition (SLA), in many cases findings in
SLA research are not sufficiently clear or uncontested enough to
provide straightforward guidance for teachers. It is notable that in this
research project no studies were found to inform the teaching of
Irish as a first language. This reminds us of the different contexts in
which language is taught: English-medium, Irish-medium immersion
and Gaeltacht schools, as well as classrooms where there is a
significant minority of children for whom English is an additional
language, and approximately 15% of schools where modern European
languages are taught to senior classes. All these combine to create a
complicated linguistic landscape for primary education in Ireland,
which is one of the key challenges in developing the language

curriculum for pirmary schools.
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SEcTiON 1

INTRODUCTION

21



Effective Language Teaching: A Synthesis of Research

The report presented here arose from an invitation to tender for a
Best Evidence Synthesis(BES) on effective language teaching. An
interim report was submitted in April 2010 and a final report in July
2010.The current report contains some extra material that we added
following a further stage to the research process. The report
comprises five sections. In the remainder of this section, we ouline
the issues that arose in conducting a synthesis of research. In Section
2 we give an account of the search processes used in the research
synthesis. We explain the manner in which the database searches were
carried out and how they were refined where necessary. Database
searches were augmented by hand searches and the results of these
are also set out.! In Section 3 we identify the key studies that were
found to inform our synthesis and we give an account of the data
extracted from each one. The findings are discussed in relation to five
emergent themes. Section 4, which examines some of the many
process-type and correlational studies which have been carried out,
was added after the completion of the original BES in order to
provide greater coverage of the field. We conclude with an
examination of the implications of the present BES for classroom

teaching, policy and future research needs in Section 5.

1.1 SYNTHESISING RESEARCH ON EFFECTIVE LANGUAGE

TEACHING
We discuss briefly here the literature on research synthesis and
examine the complex issues underlying this process. We have
included an extended discussion of these issues in Appendix 1 where
we examine previous syntheses on language teaching at primary level
and describe how they informed our approach to the search process

and the formulation of inclusion and exclusion criteria.

A critical component of a BES is to define the criteria of what

constitutes evidence for the particular BES. As Norris and Ortega

1 A more detailed account of the search process is included in Appendix 2
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(2000) point out stringent criteria are normally applied for the
inclusion of evidence in such a synthesis. In the case of language
teaching, to say something was effective, we would want to be able to
show that employment of instructional practice X or teaching practice X

produces

a. significant improvements in pupil proficiency or in acquisition of
the language (in a pre-test, post-test sense),

or

b. that it produces better proficiency than would be produced by

other (alternative) practices or methods.

We would also accept as evidence for effectiveness, researchers or
teachers own judgements that performance had improved (as long as
these judgements were focused in some way), or clear indications of

improvement in attitude to learning.

For this exercise to be useful to language teachers we need to be able
to give precise descriptions of instructional practices employed in the
individual studies examined and to describe classroom processes so
that teachers can assess their relevance and applicability to other

contexts. Unfortunately, as Mitchell & Myles (1998) point out:

The findings of SLA research are not sufficiently secure, clear
and uncontested, across broad enough domains, to provide
straightforward prescriptive guidance for the teacher. ..

(p- 195).

There are two main types of research study that are relevant to
language teaching namely process-product studies and process-type studies.
Much of the research in the area of second language acquisition
(SLA) is dominated by process-product type studies where good
measures of effectiveness are linked to well defined and well

measured instructional practices. Unfortunately, from the point of
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view of teaching and the language classroom, SLA type studies tend
to be quite fragmented and not age-related. Many of them deal with
adult learners where the learning context and motivation to learn the

target language differ greatly from children in primary school.

Process-type studies, on the other hand, tend to be of a qualitative
nature, some consisting of professional judgements and emerging as
general consensus about what constitutes good practice. The difficulty
with these studies for our BES is that they do not establish cause and
effect in such a way as to link instructional practices to pupil
outcomes. As Driscoll et al. (2004) point out, much of this kind of
research focuses on aspects of pupils' learning, programme-planning
or curriculum materials, with little, if any, reference to teaching
practices or research. It is our view that for a BES to be worthwhile,
to add anything new, it must be based on an exhaustive search of
research data bases using well defined process-product criteria. There
are already many good narrative reviews of mainly process-type
studies. This is the approach we adopted in first stage of completing

the synthesis.

The major difficulty we faced in carrying out this work was that the
synthesis of research on effective language teaching, irrespective of
educational level or learner age, is a very new area (Norris & Ortega,
2010). There are no substantial groups of studies conducted on well-
defined teaching practices pertaining to classrooms at primary level.
The cross cutting themes referred to in the NCCA invitation to
tender added to the breadth and complexity of the task of
conducting a BES. The difterent contexts of immersion and first
language (L1) in Gaeltacht schools were also integral to our search
strategy. Despite exhaustive searching, no suitable studies were found
to inform the teaching of Irish in a L1 context. The search for studies
relevant to the Irish immersion context yielded a number of
potentially useful studies but it was not possible to synthesise the

evidence from these studies due to insufficient time.
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1.2 LANGUAGE LEARNERS AND PROGRAMMES RELEVANT TO
THE SYNTHESIS STUDY

The focus of the BES sought was intended to be language at primary
level with particular reference to the teaching of Irish. It was
necessary to consider early on whether to include or exclude
different kinds of non-mother-tongue language teaching. Primary
modern foreign language learning, or early language learning, is a
fairly distinct research area. The case of Irish as a minority second
language has some unique aspects: a second language which is a
minority language, yet in constitutional terms is one of two official
languages. Nonetheless, we decided we would include studies of both
modern foreign language and minority second language traditions as
long as it did not contrast sharply with the Irish context. Thus, for
example, we exclude studies where the second language learners
were likely to encounter the target language to a significant extent in

their lives outside school.

Key features of Irish language teaching in primary schools have been
+ the long tradition of teaching the lesson largely through Irish

* that class teachers rather than visiting teachers teach Irish, and

* that primary teachers need to demonstrate a satisfactory level of
competence in Irish to gain full recognition as a qualified primary

school teacher.?

This is a resource that is not enjoyed in many other early language
learning contexts. The circumstances in Irish primary schools means

that Irish can be used informally outside the Irish lesson throughout

2 This takes the form of either a qualification in Irish as an academic subject in the
B.Ed. degree, a professional qualification in Irish as part of the B.Ed. programme or
a qualification to meet the Irish Language Requirement (Scrada Ciiliochta sa
Ghaeilge). An evaluation of the teaching of Irish in primary schools (Department
of Education and Science 2007) found that 95% of teachers in the classes visited
had one of these three qualifications.
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the school-day. In addition, there is a tradition in a substantial
minority of classes of teaching some aspect of the curriculum
through Irish, facilitating some integration elsewhere in the

curriculum and increasing the pupils’ exposure to the target language.

1.3 THE LINK BETWEEN DATA-EXTRACTION AND SYNTHESIS IN

THE PRESENT STUDY
The present synthesis presents a number of challenges in trying to
arrive at useful conclusions which are well grounded in evidence.
Some of these arise from the relatively small number of process-
product studies which met out inclusion criteria. Thus, we do not
have the kind of substantial groups of experimental quantitative
studies which would allow direct cause-effect conclusions about
specific instructional practices and the calculation of effect sizes.
Against this background, one of the key requirements we set out was
that the final set of studies selected for data extraction would at least
be of the product-process type, with independent and dependent
variables (predictor and criterion variables in the case of correlation-
regression studies) being reasonably clearly defined. In addition, we
made a systematic attempt to group the small number of key studies
selected in relation to a number of specific themes. Particular
connections between process (instructional practices) and product
(pupil proficiency or learning etc.) established in each study are then
linked to a particular theme in order to establish the strength of
evidence for each conclusion. Further details on our approach to
linking data extraction to the synthesis may be found in the sections

below and in the appendices.
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SECTION 2

METHODOLOGY
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2.1 INVENTORY OF SOURCES AND SEARCH PROCESSES

The first step in commencing our Best Evidence Synthesis (BES) was
to scope out the area for investigation. As the purpose of the
synthesis outlined in the invitation to tender was broad in nature, it
necessitated a broad approach to the search process also. We started
with a time period of 1980-2010 initially. We adopted this approach
in order to include some key research on the teaching of Irish in the
1980s. Apart from these studies however, few research studies from

this period were located.

The search process adopted two forms, data base searches and hand
searches. Searches of electronic databases are most likely to identify
the key peer-reviewed articles pertinent to the research questions. We
deemed it important to include, as far as was practical, so called
fugitive literature (Norris & Ortega, 2000, 2006) such as dissertations
and other unpublished papers. Hand searches were also used to
identify books containing key material relevant to the topic. Searches
were made of reference lists, research reports and evaluations
published in Ireland pertaining to the teaching and learning of Irish.
These included reports by the Department of Education and Skills
(DES), the NCCA and An Chombhairle um Oideachas Gaeltachta
agus Gaelscolaiochta (COGG). We also gathered books and theses
describing research studies on key topics such as Content and

Language Integrated Learning (CLIL).

2.2 SEARCH SOURCES AND TERMS

We chose nine databases which we deemed to be the most relevant
for the purpose of our inquiry as the primary search source. Table 2.1
shows a list of the databases searched. The search terms used can be
found in Appendix 2 (Table 1), together with a description of the

three phases of the search process.
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Table 2.1
Databases searched

Blackwell Synergy/Wiley InterScience http://www3.interscience.wiley.com
Cambridge Journals Online http://journals.cambridge.org
Education Resources Information Center (ERIC) | http://www.eric.ed.gov

JSTOR http://www.jstor.org

LLBA (Linguistics and language behaviour http://csaweb112v.csa.com
abstracts)

Oxford Journal Online http://services.oxfordjournals.org
PsychInfo/EBSCO host http://web.ebscohost.com

Project Muse http://muse.jhu.edu

Sage Journals http://online.sagepub.com

2.3 INCLUSION AND EXCLUSION CRITERIA

In order to identify studies for inclusion in the BES it was necessary
to draw up inclusion and exclusion criteria. These criteria were
applied in a general way initially by looking at the title and/or
abstract of each result from the different searches. In order to ensure
that no study fulfilling the criteria was excluded unintentionally the
initial search process was jointly conducted by the two researchers.
Agreement was reached on the identification of potential studies.
This process reduced the number of results of the database searches

from 8,359 to 532 results.
In order for a study to be included in the synthesis it had to:

» involve learners in the primary school years (4-12 age range) or

inform language teaching for these pupils

» focus on effective language teaching and learning in a school

setting within the normal school day

* concern research studies published between 1980 and 2010 (in
the case of certain databases it was necessary to limit the search to

studies published between 1990 and 2010)

29



Effective Language Teaching: A Synthesis of Research

* have a process-product type design with well-defined

independent (effective instructional practices or approaches) and

dependent (e.g. pupil performance, or attitudes) variables

+ relate to the language teaching and/or learning in one of the

following three contexts:

* core second language (L2) programmes (and L3 in the case of

immigrant children), where the language is taught as a subject

only (Phases 1 and 2)

* L2 immersion settings, where the language is the language of

instruction for all or part of the school day (Phase 3)

* in heritage/minority/regional/endangered language

programmes, where the goal is language maintenance in the

case of L1 pupils and language revitalisation in the case of L2

pupils (Phase 3).

Studies were excluded if:

* the participants did not fall within the primary school years (4-12

age range ) or did not inform language teaching for these pupils

* they concerned eftective language teaching and learning outside

of the school setting or outside the normal school day
» they did not relate directly to L2 teaching and learning
» they were not empirical or investigative studies

* they concerned immigrant L2 learners of English.

2.4 RESULTS OF DATABASE SEARCHES

The tables in Appendix 2 show in detail how each data base was

searched, how the search terms were combined, and the manner in
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which searches were refined in order to limit the number of results
and increase their relevance. When we were satisfied that we had
refined our search sufficiently, the remaining results were exported to
the RefWorks bibliographic management programme. This enabled
us to retrieve all results from RefWorks when we came to examine

the studies in greater detail.

As shown in Table 2.2 (below) a total of 8,359 articles were

examined initially against the inclusion and exclusion criteria

outlined and of these 532 were selected for further examination.

Table 2.2
Results of search by database and the number of studies stored
for further examination in RefWorks
Results of | Results of | Results of | Studies
Phase 1 Phase 2 | Phase 3 | stored for
search search search further
gxamina-
tion
Blackwell Synergy/Wiley Interscience 735 364 284 28
Cambridge Journals Online 1,647 48 455 138
ERIC 414 162 186 34
JSTOR 1,562 127
LLBA 60 20
Oxford Journals Online 1,162 129
Project Muse 786 16
Psychinfo /EBSCO 125 4
Sage Journals 369 41
Total 6,860 574 925 537
Total less duplicates 532

The abstracts of the 532 potentially relevant studies were printed and
bound for independent examination by the two researchers. The first
researcher identified 74 studies for further examination and the
second researcher added four more studies to this list. Seventy-eight
titles in total were identified and full-text copies of these reports
were sought. Seventy-four documents were accessed in electronic

format from the possible 78. Two of the remaining four documents
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were available to us in hard-copy format. The remaining documents
were dissertations that we were unable to source within the time
constraints of the study. These full-text studies were scanned and
subdivided into the following categories as presented in Table 2.3:
studies containing empirical data, studies on immersion/heritage

language education, and review type articles.

Table 2.3
Categorisation of full-text studies

Number of studies
Full-text studies identified 76
Studies containing empirical data 24
Studies on immersion/heritage language education 20
Review type articles 32

The 24 studies that contained empirical data were examined against
our inclusion and exclusion criteria. Five studies met with our
criteria. The remaining studies were found to pertain to contexts that
were not relevant to our BES. The reasons for exclusion ranged from
inappropriate study design, to L1 or English as a Second Language

(ESL) context, to adult or university age group.

The 20 studies pertaining to immersion/heritage language education
have been scrutinised and eight of them have potential to be
included in a synthesis. The majority of them are concerned with
corrective feedback in an immersion context. No studies were
located that provide evidence directly related to the Gaeltacht L1
context. Due to time constraints it has not been possible to include

these eight studies at this point.

The 32 review type articles did not contain any new empirical data
and as such were excluded from our synthesis. They did, however,
help to inform the data extraction process and were consulted as part

of our additional review of process-oriented research in Section 4.
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2.5 HAND SEARCHES

We augmented our database searches with hand searches. The sources
for these searches included studies that we were aware of or had
conducted ourselves, previous research syntheses (Cable et al., 2010;
Driscoll et al., 2004; Norris & Ortega, 2000; Rolstad, Mahoney, &
Glass, 2005; Slavin & Cheung, 2005), correspondence with colleagues
with expertise in this area, indexes of Irish research studies (An
Chombhairle um Oideachais Gaeltachta agus Gaelscolaiochta

[COGG], 2002; Ni Dheirg, 2006) and cross-referencing of articles

and books. We also searched the Oideas journal (see Appendix 2,
Table DB3.4. p. 70). This search yielded studies as categorised in
Table 2.4.

Table 2.4
Full-text studies resulting from hand searches

Number of studies
Full-text studies identified 17
Studies containing empirical data 15
Studies on immersion/heritage language education 1
Review type articles 1

The 15 studies that contained empirical data were examined against
our inclusion and exclusion criteria. Eight of the studies met our

inclusion criteria. The remaining studies were rejected for similar

reasons to those outlined in section 2.4 above.

Table 2.5
Summary of search results

Number of studies
Studies indentified in database search 5
Studies identified through hand searches 8
Total 13

In conclusion, the search of the named databases augmented by hand

searches yielded a total of 13 key studies for our BES.
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SEcTION 3
SYNTHESIS OF KEY
STUDIES: EMERGENT

THEMES FOR
EFFECTIVE LANGUAGE

TEACHING
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This section lists the studies chosen for inclusion in our Best
Evidence Synthesis (BES). A detailed description together with a
summary of the methodology and the results of each study is given
in Appendix 3. Following the application of our inclusion and
exclusion criteria to the full-text studies that we had access to, we
identified the 13 key studies as listed in Table 3.1. Each of the studies
was coded according to the research design and the language
education context in which it took place. Having assembled the
studies, each of the researchers assessed the strength of evidence in

each one - weak, moderate or strong. Inevitably this is a subjective

process to some extent and disagreements had to be resolved through

discussion.
Key studies identified in systematic search
Study Design Context | Strength of
evidence
1 Ammar & Spada (2006) Quasi-experimental ESL/ | Moderate
EFL!
2 Ammar (2008) Quasi-experimental | ESL/EFL | Moderate
3 Gattullo (2000) Quasi-experimental EFL Moderate
4 Harris (1983) Ex post facto Irish L2/ |  Strong
Regression CLIL

5 Jiménez Catalan, R.M. & de Zarobe, Quasi-experimental CLIL Weak
Y. R. (2009)

6 Kiziltan, N. & Ersanli, C. (2007) Quasi-experimental CLIL Moderate
7 Seikkula-Leino (2007) Quasi-experimental CLIL Moderate
8 Netten, J & Germain, C. (2009) Quasi-experimental | Intensive | Strong
French
9 Harris & Murtagh (1999) Ex post facto/ Irish L2 Strong
correlation
10 Edelenbos and Suhre (1994) Ex post facto/ EFL Strong
regression/covariance
11 Macaro & Mutton (2009) Quasi-experimental MFL2 Weak
12 Amer (1997) Quasi-experimental EFL Weak
13 Drew (2009) Quasi-experimental EFL Moderate

1 English as a Second Languge (ESL); English as a Foreign Language (EFL)
2 Modern Foreign Language (MFL)

36



Effective Language Teaching: A Synthesis of Research

In order to synthesise the evidence that we extracted from the studies
we set out to identify themes, assemble evidence relating to each and
assess its strength. Where there is additional but less direct evidence —
either of different quality or relating to different kinds of learners and
educational levels — we note whether this strengthens or undermines
our provisional conclusions. We examine in particular how other
meta-syntheses and systematic reviews had dealt with this issue even
if they relate to different learners. In conducting this exercise,
however, we attempt to maintain a clear separation between the
admittedly small number of central studies that formed part of our
indepth analysis and more general references to supportive but more

marginal evidence.

Driscoll et al. (2004), for example, identified themes that emerged
from the best evidence that they had gathered. Telléz & Waxman
(2006), having examined a number of alternatives, opted to integrate
the results of the studies that they had found by theme across time

and researchers.

In our case it was possible to identify five themes that emerged from
our synthesis. As the focus of our best evidence is broad in nature,
only one or two studies informed most of the themes. The themes

are:
e corrective feedback,

* content and language integrated learning (CLIL),

* intensive language programmes,

» teacher factors and orientation of language programmes
* development of L2 literacy skills.

Each theme is discussed with reference to the key studies that
informed it and to other relevant research studies or reviews of
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research. In the case of four of the themes, vignettes are provided to

illustrate them in a more practical way.

3.1 CORRECTIVE FEEDBACK

Studies 1 and 2 by Ammar & Spada (2006), and further analysis of the
same study by Ammar (2008), was a small-scale quasi-experimental
investigation that examined the acquisition of one morphosyntactic
form, the possessive determiners ‘his and ‘her’. The authors found that
the pupils who received prompts in response to their errors
outperformed the pupils that received recasts, who in turn,
outperformed the pupils who received no feedback. (See the vignette
on p. 40 for an explanation of prompts and recasts.) It is worth noting
that possessive determiners pose difficulties to Francophone learners
of English although they are features that carry meaning in sentences
and are not redundant. Incorrect redundant forms on the other hand
may be more resistant to corrective feedback. An example of such a
form in Irish would be ‘T4 sin peann.’ (That’s a pen.) Such an
utterance, although grammatically incorrect, does not cause a
breakdown in communication and may be more difficult to correct

regardless of the type of corrective feedback given (O Duibhir, 2009).

Study 3 by Gattullo (2000) on corrective feedback and teaching style
with young L2 learners of English in Italian primary schools found
similar results to the results of Studies 1 and 2 above. More repair of
errors resulted from prompts than from recasts. The findings of Studies
1-3 are in keeping with the research findings of other studies on
corrective feedback in classroom contexts, an area that has received a
good deal of attention in terms of research studies generally, even if
not very often at primary level. There is an extensive body of studies
on this topic in the SLA literature although it is a relatively new field
of study (Russell & Spada, 2006). Unfortunately, many of the studies

deal with contexts that did not allow them to be included in our BES.
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A good example of this is the meta-analysis of studies of oral feedback
in classroom SLA conducted by Lyster and Saito (2010). While this
meta-analysis appeared on initial examination to fall within our
inclusion criteria, closer scrutiny showed that many of the findings
were based on studies of learners who differed too greatly from the
second and minority language in ‘subject-only’ programmes of interest
to us. The pool of studies included, for example, learners in an ESL
context, where exposure to the language outside school is substantial
and the learners themselves may have a very different sociocultural
profile (e.g. Mackey, 2006), or native speakers (e.g. Mackey & Oliver,
2002), students in immersion contexts (Lyster, 2004), or university
learners (Muranoi, 2000). Nonetheless, the meta-analysis contains
useful findings that may give us some general guidance. Lyster & Saito
(2010) conducted a meta-analysis of 15 classroom-based studies (N =
827) to examine the effectiveness of oral corrective feedback on target
language development. They found that groups that received prompts
made significantly more progress than groups that received recasts. It is
interesting to note that younger learners (mean age 10-12 years)
appeared to benefit from corrective feedback even more significantly
than older learners. They suggest that it may be the case that younger
learners are more sensitive to the impact of corrective feedback as it

engages implicit learning mechanisms more common in this age group.

Based on the findings of Ammar & Spada (2006), Ammar (2008) and
Gattullo (2000) it is likely that corrective feedback in the form of
prompts would be effective for primary school pupils learning Irish in
fourth to sixth classes (9-12 years). This type of feedback is likely to be
more effective than recasts which in turn is more effective than
ignoring learners’ errors. We do not have enough evidence to make any
recommendation regarding children younger than this. A further issue
in relation to corrective feedback is that any feedback given to young

learners would not undermine their confidence or self-esteem

(Edelenbos & Kubanek, 2009).
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Corrective feedback: ‘Prompts’ better than ‘recasts’,

and ‘recasts’ better than ‘ignoring error’

Many studies have been carried out to evaluate the effectiveness of
different corrective feedback strategies in the L2 classroom.When a pupil
makes an error in the oral L2 production in class the teacher is faced with
a number of choices. The teacher can,

2
3
4.
5
6

recast it

give an elicitation prompt

repeat the error

seek clarification

recast and continue not waiting for the pupil to correct

ignore the error

Gattullo (2000, p. 300) used categories |-5 above to analyse data in a
study of teacher feedback in a foreign language teaching setting in Italian
primary schools. She classifies elicitation, repetition of error and
clarification request (categories 2,3 and 4 above) as falling under
“negotiation of form" type of feedback.

Recast after a pupil’s error

Pupil 4:  I'm doctor

Teacher: You're the doctor (recast)

Pupil 5:  I'm patient

Teacher: I'm the patient (recast). All right

Elicitation after a pupil’s error

Teacher: Eh, Giorgio, what do you do in your free time?
Pupil: volleyball

Teacher: you? (elicitation)

Repetition of error after a pupil’s error

Teacher: What colour is this?

Pupil 1: This is a green

Teacher: WHAT? this is A green? (repetition of error)
Clarification request after a pupil’s error

Teacher: What colour is this?

Pupil: This is a brown
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Teacher: | can't understand. What colour is this? (clarification
request)

5. Teacher’s continuation after feedback

Teacher: Do you like ice-cream? What kind do you like best?
Mint?

Pupil: Doesn't like mint

Teacher: Don't you like mint? (recast) But do you like all the rest?
(teacher's continuation)

A sixth category not included by Gattullo (2000) is where the teacher has
understood the utterance of the pupil and he/she ignores the error and
responds to the meaning of what the pupil has said as in the following
example:

6. Teacher ignores the error
Teacher: What colour is this?
Pupil 1: This is a green

Teacher:  Okay, can you show me a red one! (teacher’s
continuation)

In summary then, a teacher can react to a pupil’s incorrect utterance by
ignoring it and giving no feedback, by explicitly correcting it, or by
prompting the student in some way that an error has been made and the
teacher would like the utterance to be rephrased. Research studies
conducted on corrective feedback with L2 learners indicate that prompts
are more effective than recasts in enabling learners to acquire the form
that caused the error: Recasts in turn have been shown to be more
effective than providing no corrective feedback.

3.2 CONTENT AND LANGUAGE INTEGRATED LEARNING

Content and language integrated learning (CLIL) has been defined as
a dual-focused educational approach in which an additional language is used
for the learning and teaching of both content and language (Coyle, Hood, &
Marsh, 2010, p. 1). CLIL is also described as ‘content-based
instruction’ in the North American context (Brinton, Snow &
Wesche, 2003). Much of the underlying theory for CLIL draws on
the research from immersion education (Cable et al., 2010). Irish-

medium education is a form of immersion education that has a long
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history in the Irish education system since the foundation of the state
in 1922, where learners have learned curriculum content through
Irish, their L2. Indeed, in English-medium schools, where Irish was
taught as a subject only, there was a tradition in a substantial minority
of schools of children learning in one or more content areas through

Irish (Harris, 1983).

The number of Irish primary school teachers teaching other areas of
the curriculum through Irish has decreased considerably in the last
30 years (Harris, Forde, Archer, Nic Fhearaile, & O'Gorman, 20006).
Research studies in Ireland and internationally, however, show that
studying other areas of the curriculum through the target language is
associated with significantly higher proficiency in that language.
Notwithstanding this, in the period to which the present BES
applies, the number of empirical studies on the effectiveness of CLIL
approaches on learners’ language achievement is extremely small
(Jiménez Catalan & de Zarobe, 2010). The tendency has been for
CLIL practice to precede research and much of the evidence
available therefore is anecdotal. This may be because the positive

effects are readily apparent to teachers.

In our systematic search we found many research articles dealing
with the topic of CLIL. Four of these provided empirical evidence
relevant to primary schools in Ireland. They were, Harris (1983),
Kiziltan & Ersanli (2007), Seikkula-Leino (2007) and Jiménez
Catalan & de Zarobe (2010). In the Harris (1983) study, primary
inspectors who were carrying out a national assessment of Irish
listening and speaking skills using objective tests asked each class
teacher in English-medium schools if they taught other areas of the
curriculum apart from Irish through Irish. Through a regression
analysis Harris found that the mean scores on the Irish test for those
classes that taught some aspect of the curriculum, outside the Irish

lesson, through Irish were significantly higher (83.7) than those in

42



Effective Language Teaching: A Synthesis of Research

classes which taught no aspect of the curriculum through Irish
(66.9). These findings were supported by subsequent national surveys
where a significantly higher level of achievement in Irish in classes
which conducted some Irish-medium instruction outside of the Irish
lesson proper (Harris & Murtagh, 1987; Harris et al., 2006). Jiménez
Catalan & de Zarobe (2010) showed that the receptive vocabulary
scores in English of 65 female Grade 6 CLIL pupils in Spain were
higher than those of 65 female non-CLIL Grade 6 pupils from
similar backgrounds. The authors conclude that the CLIL instruction
appeared to be more effective than English as a subject instruction.
The two groups of learners that were compared were not the same
however, as the CLIL group had received a greater number of hours
of instruction in English prior to the study. The authors could not be
certain that the superior scores of this group were as a result of the
CLIL instruction or due to the effect of a greater number of hours
of instruction. The Seikkula-Leino study compared 217 CLIL and
non-CLIL grade 5 and 6 pupils in a Finnish school. 116 students
were enrolled in the CLIL programme where 40-70% of the classes
were taught through English. In tests of Mathematics and L1 Finnish
there were no significant differences between the CLIL and non-
CLIL groups. The author concluded that the development of one’s
mother tongue is not negatively affected by participation in a CLIL
programme. The Kiziltan & Ersanli (2007) study compared the effects
of content-based instruction (CBI) in English with more traditional
approaches. They chose two Grade 6 classes of similar ability with 43
learners in each. After a 15-week period of instruction, the class that
received the CBI instruction significantly outperformed the more
traditional class on an achievement test. The total mean scores of the

CBI class were 61.6 compared to 23.1 for the more traditional class.

These studies indicate that CLIL instruction may be an effective way
to teach Irish in Irish primary schools. None of the studies are

without their limitations however. They all deal with Grade 6 pupils
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at the end of primary school. The Harris (1983) study depended on
teachers to self-report to visiting inspectors. The other two studies
involved relatively small numbers of participants and in the case of
the Jiménez Catalan & de Zarobe (2010) study, there were
confounding variables relating to previous hours of instruction
received by the experimental group. Despite these limitations, one
can view CLIL approaches as an attenuated version of immersion
and the evidence that we have to date in Ireland on both immersion

and CLIL is quite positive (Harris et al., 2006; O Duibhir, 2009).

On the basis of the evidence gathered here, a case could be made
that pilot projects be established to further investigate the merits of
CLIL instruction in an Irish context. One such successful pilot
project on a version of CLIL involving teaching one or two whole
subjects through Irish was reported in Harris et al. (2006). Based on a
qualitative assessment, this intervention was judged to be very
successful. Such an approach would also be in keeping with the
recommendations in the Government’s 20 year strategy for Irish
(Rialtas na hEireann, 2010) and the study of the Inspectorate

(Department of Education and Science, 2007).

Content and language integrated learning

Content and language integrated learning (CLIL) is an approach to
language learning where the target language is used as the medium to
teach both content and language. While the main focus of the typical CLIL
lesson is on content, the target language is used as the medium through
which pupils engage with the content. This process enables the attainment
of both content objectives and language objectives in the same lesson. The
approach to teaching in an all-Irish school is a form of CLIL that could also
be classified as a total immersion approach as it permeates all aspects of
the curriculum except for English.

The CLIL approach described here is where one subject, or topics from a
subject, are taught through Irish. CLIL is very much in keeping with a
communicative approach to language teaching, also as it provides an
authentic context for L2 acquisition and use. The challenge of providing
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authentic contexts to learners has been one of the difficulties in achieving
success with a communicative approach. This notion of context is also key
to learners being able to understand the content that they are engaging
with in lessons. As the content is embedded in a context, the pupils utilise
this contextual information together with their prior knowledge to derive
meaning from the lesson. In a CLIL classroom, learners become active
participants in their own learning using complex cognitive processes to
acquire knowledge. This ability to think in another language can impact
positively on content learning also.

A project to explore the potential of CLIL in teaching Irish when suitable
materials and professional support were provided is reported in Harris et
al. (2006). The project involved working regularly with 50 third- and fourth-
class teachers over a two-year period to develop full courses in Science
and Art through the medium of Irish. The teachers came from a wide
variety of ordinary schools, including those in disadvantaged areas.The vast
majority of them had no previous experience in teaching through Irish.
Separate groups of teachers in Dublin and Tullamore met in workshop
sessions to explain and discuss the approach and to distribute sample
lessons. Having tried out the materials in their own classrooms, the
teachers returned and discussed progress and completed questionnaires
concerning the lessons. The lessons were then revised on the basis of this
information. The teachers found the approach both enjoyable and
rewarding and the courses, ‘Bain Triail As’ and ‘Lean den Ealain’ (Harris &
Mac Giollabhuf, 1998a, 1998b, 1998¢), were subsequently published for
general sale.

None of the lesson material consisted of translations or adaptations of
existing courses in English. Instead, every aspect of each lesson was
planned and developed with the particular needs of pupils and teachers in
ordinary schools in mind. Art was chosen because so many of the activities
appropriate to the subject at this level involve language use which is
located in a practical, concrete context. Science was chosen as the other
subject in the knowledge that it would make greater demands on pupils in
terms of vocabulary and perhaps use of language. In addition, while it was
intended at the time that science would be introduced as a subject for the
first time in the Primary School Curriculum (1999), that curriculum had not
yet been published at the time the project was carried out. Thus, it was
expected that pupils would have a high level of interest in this subject since
they had not been taught it before. The teachers themselves also would
not have taught science before — even through the medium of English.
Thus, it was possible for both teachers and pupils to make an entirely fresh
start on this subject through the medium of Irish.

The teacher's material for each lesson was in three parts. The first

consisted of background material including (i) a statement of the objective
of the lesson, (ii) materials required, (iii) a list of the main vocabulary items
involved (Irish and English), and (iv) a list of informal phrases or idioms that
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might be useful to the teacher during the lesson. The pupils’ material in the
case of Science also includes a pictorial vocabulary in Irish at the beginning
of each lesson.The second part of the teacher's material consisted of an
outline of the main steps in the lesson, usually illustrated, including a full
script for the teacher The aim was to anticipate some of the difficulties
which would be presented by the limited linguistic ability of pupils, and to
suggest possible ways around these difficulties. The availability of the
prepared material had the effect of freeing teachers from some of the
minute-by-minute decisions about the lesson to be taught, thus allowing
them to attend more fully to classroom dynamics. In particular; they could
devote more of their creative energy to responding to the individual needs
of pupils who were learning through Irish for the first time. Teachers were
expected and encouraged to depart from the script which they actually
did. Nevertheless, there was general agreement that having the lesson
planned in advance in this way was a major factor in the success of the
project. The third part of the prepared material consisted of an optional
development of the basic theme for more able classes.

A number of principles were agreed with the teachers with regard to
teaching the lessons: for example, that in the beginning teachers would
accept questions from pupils in English but answer them in simple Irish. In
the longer term, teachers might rephrase in Irish the questions which had
been posed in English by pupils. Discussions in English between pupils
should also be permitted initially, but pupils should gradually be encouraged
to use Irish.

While this particular project did not include a pre- and post-test of the
pupils’ proficiency in Irish, there is evidence from the studies by Harris
(1983), Kiziltan & Ersanli (2007), Seikkula-Leino (2007) and Jiménez Cataldn
& de Zarobe (2010) discussed above that this approach leads to greater
proficiency in the target language.

3.3 INTENSIVE LANGUAGE PROGRAMMES

The evidence gathered on intensive language programmes comes to
us from the research conducted on intensive French language
programmes in Canada. The first intensive language programmes
reported on in this body of literature were in Montreal, Quebec in
the mid-1970s for intensive French and intensive English (Netten &
Germain, 2004a). It was the evaluative research on these initiatives
that highlighted the importance of intensity of instruction in the

programmes. The authors argue that for the pupils to develop their
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L2 language proficiency, they need to reach a basic level of
spontaneous communication as quickly as possible. This does not
happen in the Core French programme which has been described as a
‘dripfeed’ (Stern, 1985, p. 18) approach to L2 learning. Netten &
Germain (2004b), believe that the Core French approach has a number
of weaknesses in enabling pupils to communicate, time being the
biggest one. They maintain that there is insufficient time for the
teacher to undertake sustained activities and for pupils to use what
they have learned. As the pupils do not have sufficient practice in using
the language they don’t achieve that basic level of spontaneous
communication which in turn leads to a lack of motivation. Intensive
French programmes overcome this problem by providing an initial
intensive period that enables pupils to achieve a basic level of
communicative ability that they can build on in the future. The
weaknesses of Core French were confirmed in the Netten & Germain
(2009) study reported above. They found, in pre-tests administered to
1,600 Core French pupils drawn from Grades 4, 5, 6, 9, and 10, that
the pupils did not develop basic communicative competence and that
the number of years of previous instruction did not affect this level of

ability.

To summarise the description above, intensive French normally takes
place in Grades 5 or 6, there is an intensive five-month period in the
first year where 65%-70% of the school day is concentrated on French
instruction, other curriculum subjects are taught through English. In
the second half of the year, pupils typically have two 80-minute
periods of French per week. Key features of the programme are
increased intensity of instructional time, specific teaching strategies and
teacher preparation. The authors suggest that intensive French is more
effective at the end of primary school rather than at the beginning
(Netten & Germain, 2004a). This approach difters from CLIL and
immersion in that the focus is on the language itself rather than on

learning content through the medium of the target language.
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Although the Netten & Germain (2009) study is the only study of
intensive French reported here, its results are significant as it combines
the results of pupil assessments across nine jurisdictions in Canada. It
should be noted that the testing of achievement in post-intensive
French contexts is only commencing and large data sets have not been
accumulated yet. Intensive French merits further examination to assess
the suitability and feasibility of such an approach to teaching Irish in
Irish schools. It may be the case that a period of intensity facilitates
learners in making the leap to a level of spontaneous communication
that they can build on. There may be other ways to bring about this
level of intensity through CLIL for example as discussed above or other
forms of partial immersion. A difficulty in implementing intensive
language programmes are that they take time from other curricular
areas and therefore require greater structural changes. Netten &
Germain (2009) note, however, that there have been substantial
increases in enrolments in late immersion by students that have

completed intensive French programmes.

Serrano and Muifioz (2007) investigated the issue of time distribution
with university learners who were adult ESL learners. All learners
pursued a 110 hour course in three different time distributions. An
‘extensive’ group studied for four hours per week for seven months, a
‘semi-intensive’ group studied for 8-10 hours per week over 3-4
months, and an ‘intensive’ group studied for 25 hours per week over
five weeks. While the students in all three groups improved their
proficiency the ‘semi-intensive’ and ‘intensive’ groups showed greater
improvements in proficiency than the ‘extensive’ group. The results
suggest that concentrating the hours of instruction in shorter periods of
time is more beneficial for student learning. It must be borne in mind
that this study dealt with adults and the same results may not apply to
young language learners. Nonetheless it may offer some support to the

findings of the Netten and Germain studies reported above.
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Intensive French

Intensive French commenced in 1998 in one rural and one urban school in
the province of Newfoundland and Labrador in Canada and has spread to
nine other provinces since then. The programme grew from a
dissatisfaction with poor results from the existing Core French programme
where students spend 30-40 minutes per day (about 90 hours per year)
learning French. The focus of the Core French programme tends to be on
learning grammar rules and attempting to apply them. In this approach
French is treated as an object of study rather than on communication in
the language. Between Grades 4 and |2, students of Core French spend
about 1,000 hours learning French but by and large they cannot
communicate with any degree of fluency at the end of this period. This
approach has been described as the ‘drip-feed’ method of second language
learning.

Intensive French was intended to overcome some of the shortcomings of
the drip-feed aspect of Core French. Intensive French was conceptualised
on the basis of following findings of research that show that:

a. levels of proficiency in a second language (L2) are closely related to
the amount of time spent learning the L2;

b. students exposed to intense periods of language learning achieve
greater proficiency than those who are exposed to the same
amount of time over an extended period;

c. students exposed to a period of authentic language use achieve
greater levels of communicative competence than those exposed
to the L2 as an object of study (Netten & Germain, 2004, p. 279).

In order to provide this intensive period, the core French programme was
enriched by offering three to four times the number of hours of French L2
at the end of primary school in either Grade 5 or 6 (these grades
correspond with 5th and 6th classes in Irish primary schools). This intense
period lasts for five months and takes place in the first half of the school
year from September to January. Figure 3.1 below shows an example of
the time allocation based on 72% of the school day devoted to intensive
French during the key five month period of the school year in which the
intensive French course takes place. The first set of columns shows the
percentage time for French, 72% in blue for the period September to
February and approximately only 8% (in red) for the remainder of the year
Health Education, Religion, Science and Social Studies (History and
Geography) Arts and Language Arts (English) are not taught from
September to January and it is from these subjects that the extra time for
French comes. Students revert to the regular curriculum for the remainder
of the school year as can be seen from the columns in red. In the intense
period, 50%-80% of the school day is offered in French. All of this time is
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spent learning French rather than other subject matter through French so
it differs from an immersion programme in this way. In the example in
Figure 3.1, Maths, Music and Physical Education are taught through English
from September to January.

Figure 3.1 Example of time allotments for all subjects with 72% of the
day in French (Netten & Germain, 2004, p. 285)

R S S R e T A
NS G S P S

B Sept. - Jan.

u Feb, - June

Typically a class would be taught by two teachers during the intensive
period, one teaching the intensive French programme and the other
teacher taking the class for the ‘English’ portion of the day. The intensive
French teacher would have attended a special five-day in-service course
and would receive continuing in-school support form a district French L2
specialist.

The curriculum for intensive French is similar to Curaclam na Gaeilge in the
Primary School Curriculum (1999), in that the communicative outcomes of
the programme are stated in terms of the language functions that the
student will be able to perform rather than on any specific grammatical
structures or vocabulary. It is also a literacy-based approach that
emphasises the development of literacy skills in French. Implementing an
intensive French programme requires the compacting of the regular
curriculum for five months. Drawing on Cummins’ common underlying
proficiency theory (Cummins, 2001) the proponents of Intensive French
maintain that languages are interdependent and that the students in the
intensive programme do not lose out on English literacy development as
they actually spend 20% more time engaged in literacy development over
the course of the school year than their peers in the regular programme.

At the end of the intensive period of French instruction, research has
shown that all students make significant gains in achievement and that 70%
of students can be expected to develop spontaneous communication in
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French and that they continue to maintain this standard and build upon it
over time through the regular core French programme.

In summary the three key factors in the success of this programme are
increased time, the teaching methods used in the classroom and adequate
teacher preparation.

3.4 TEACHER FACTORS AND ORIENTATION OF LANGUAGE

PROGRAMMES
Two studies, Harris and Murtagh (1999) and Edelenbos and Suhre
(1994) provide evidence in relation to the impact on proficiency of
the communicative orientation of language programmes and classes.
Only the Harris Murtagh (1999) study, however, provides strong
evidence for the benefits of a communicative orientation. It is also
notable that evaluations of explicitly experiential or communicative
programmes at post primary level are not always positive either (See
Allen et al., 1990; Beretta, 1992; Lightbown & Spada, 1990; Spada &
Lightbown, 1989). In the latter studies, the performance of the more
communicative classes were found to be mixed, equivocal or actually
negative. If it is accepted, however, that the critical issue in successful
learning is getting the balance between communicative and analytic
activities right as Allen et al. (1990) argue, then the fact that some
studies show positive effects of an emphasis on communicative

activities and others do not, is not so surprising.

In the light of this, we can understand more readily why in the Harris
and Murtagh (1999) study the amount of emphasis on communicative
activities in classes should be associated with more clearly positive
results. The key issue is that the study was conducted against a
background of Irish language classes/schools generally which had an
audiovisual/structural linguistic approach, with a strong emphasis on
traditional language practice (ie an analytic orientation). Among those

classes, the minority which emphasised experiential/communicative
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activities, considerably more were found to produce better results.
But, as the reasoning of Allen et al. (1990) implies, a policy of ‘the
more communicative the better’ has limits. Thus, if the proportion of
communicative lesson segments found in the Irish language
programme in Harris & Murtagh (1999) study (which was originally
22%) were to actually double, for example, there is no guarantee that
the most communicative classes in this new situation would also
improve. Increasing the proportion of communicative activities will
not always lead to higher levels of proficiency in Irish, more attentive
and interested pupils, with more positive attitudes to Irish. The reason
is that an optimum balance between experiential and analytic
activities might no longer pertain after an increase in the proportion
of communicative activities. This constitutes an important reminder
also that results of any one study cannot be interpreted as evidence
that traditional language practice activities are either ineffective or
unnecessary in developing communicative proficiency in Irish (Van

Lier, 1988).

The Edelenbos and Suhre (1994) study had examined the issue of
communicative oriented courses compared to ones with a greater
emphasis on grammar. They report that the communicative courses
for EFL were introduced in order to improve pupil achievement in
English in primary schools in the Netherlands. They found that no
real improvements in pupils’ proficiency resulted from the
introduction of these communicative oriented courses. They
concluded that it is not possible to design the ideal course for foreign
language instruction and that the link between pupil proficiency and
course design is quite weak. Of far greater importance, they
conclude, are teacher characteristics. In the Harris and Murtagh
(1999) study perhaps it was also the expertise and skill of the teacher
that was critical in striking the correct balance between experiential

and analytical activities.
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Finally, in this context, it is worth noting the results of an
observational study of 159 classes by the Inspectorate of the
Department of Education and Science (Department of Education
and Science, 2007). The study reports that only half of the teachers
observed by the inspectors were deemed to have a good standard of
teaching and learning in their Irish classes. This assessment was based
on the curriculum framework for Irish rather than upon a measure

of pupil achievement in Irish. The report maintains that

A systematic, structured approach is required for teaching Irish,
and teachers require clear guidelines on methodologies so that
pupils’ language ability can be developed in a systematic and
detailed manner

(Department of Education and Science, 2007, p. 76).

Such an approach needs to be complemented by the necessary
professional development of teachers. Initiatives such as the NCCA’s
Primary School Network: Language could help to inform such
professional development programmes. Cognisance should also be
taken of the recommendations contained in the Primary Curriculum

Review, Phase 2 (NCCA, 2008).

3.5 DEVELOPMENT OF L2 LITERACY SKILLS

Three studies remain that fell within the theme of L2 literacy skill
development. The first of these is the study by Macaro & Mutton
(2009) on the development of L2 literacy skills. The results of this
study need to be treated with caution as the pupils in the two
experimental groups were withdrawn from the classroom in groups
of six for the pedagogic intervention. It doesn’t appear that the study
is broad enough in scale that recommendations could be made for
the same pedagogic approach to be used in Irish schools without
further research evidence. The thrust of the study is broadly

supportive of the strategy of developing pupils’ L2 literacy skills to
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support the development of their second language proficiency in

general.

The second study, by Amer (1997), looked at the effect of the
teacher’s reading aloud on the reading comprehension of EFL
students. The authors point out that reading aloud by the teacher is
often discouraged in EFL methodology. They argue that is can be
very important at the beginning stages of L2 learning in particular as
it can help the pupils to focus on units of meaning rather than on
surface details and word-for-word type strategies. The results of the
study suggest that there is support for their argument. It is interesting
to note in this context, that in the NCCA (2008) curriculum review
of the teaching of Irish in primary schools, that reading aloud by the
teacher or other pupils was the strategy most frequently cited by
teachers to foster a reading culture in their classes. The results of the
Amer (1997) study support reading aloud by the teacher but doesn’t
mention reading aloud by other pupils. The scale of the study,
however, is not broad enough to make a general recommendation for
the use of a reading aloud strategy for developing pupils’ reading

comprehension skills in Irish.

Reading aloud and reading strategies

One way, according to a small-scale research study (Amer, 1997), that
teachers can help students’ L2 reading comprehension is for the teacher to
read texts aloud. The students follow the text as the teacher reads it. This
helps the students to focus on larger units of meaning in the text rather
than depending on word by word decoding. This in turn can help the
reader to build on larger meaningful segments rather than depending on
graphic cues. The correct pronunciation, stress and intonation by the
teacher also aid this process.

Skilled readers draw on a combination of top-down interpretation
strategies and bottom-up recognition skills as they read. Students do not
always transfer their L| reading strategies to their reading in the L2. They
tend to overrely on bottom-up strategies such as reading a text word by
word and looking up unknown vocabulary items in a dictionary. It may be
necessary to specifically teach reading strategies so that students can use a
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combination of top-down and bottom-up approaches where they are
enabled to combine textual information with the information the reader
brings to a text. Reading has been conceptualised as a bi-directional
interactive process that concerns both the reader and the text.

The approach to reading in many second language programmes is to use
short texts, often only a few sentences long, to expose students to
vocabulary and short phrases already presented orally. Many writers
suggest that developing L2 literacy skills can help to increase proficiency in
the L2 and also lead to increased motivation. One of the keys to improving
L2 literacy skills is to provide students opportunities to read extended
texts and to teach reading strategies to pupils.

Some research suggests that L2 reading strategies need to be explicitly
taught as it cannot be assumed that they will automatically transfer from
the pupils’ LI. Thus it is not enough merely to expose students to L2
reading material. One such study with 10-11 year-old French L2 learners in
England (Macaro, 2009) used a text that was originally written in English
and some of the words were replaced with their French equivalents which
was the students’ L2. The purpose of this was to encourage the pupils to
infer the meaning of the new word from the context and the surrounding
text in their LI and to discourage them from using word by word
strategies. The percentage of French words was 18% in the first chapter of
the book and was increased slightly for each subsequent session, 22% in
the second chapter etc. The researchers found that this group significantly
outperformed two comparison groups in terms of inferring the meaning of
new words in sentences where there was sufficient information for them
to make a good guess. They also achieved higher scores in tests for the
identification of high-frequency function words. Examples of equivalent
function words in English to those in the test would be: then, in, on, the,
enough, a, very, with etc. The researchers concluded that text-based work
has a place in the primary second language curriculum.

The third study is that of Drew (2009) who examined the
effectiveness of the Early Years Literacy Programme (EYLP) with
third and fourth grade EFL pupils in Norway. The EYLP is a
programme developed in Australia to boost L1 reading. In an
extensive reading programme pupils are exposed to large amounts of
reading texts to introduce high frequency words and to improve
reading fluency. They engage in regular reading at home and at
school where they are taught by teachers with expert knowledge,

who monitor and assess their progress systematically. The classes are
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organised around learning centres which are described in the vignette

below.

One experimental class using the EYLP was compared with two other
classes who followed the regular EFL curriculum. Pupils in all three
classes were found to have made progress during the period of the
study. The experimental class, however, made the greatest gains relative
to the two other classes. Their proficiency in listening, reading, writing

and oral skills increased and the gains were statistically significant.

Extensive L2 reading in Nylund School in Norway

Classrooms in Nylund School have print rich environments in both
Norwegian and English. Desks are arranged in groups for different learning
centres. There are at least four computers in each classroom. There is a
class library in every class with at least five levels of the Wings reading
series. This is a series of books used in Australian schools for LI English
literacy as part of the Early Years Literacy Programme (EYLP).These books
would be read at a younger age by the Australian L| pupils than the
Norwegian L2 pupils. The provision of multiple levels enables teachers to
differentiate for pupils of differing abilities. A typical learning centre lasts for
90 minutes with a 5-10 minute plenary at the start. The children spend
|O-15 minutes at each learning centre in groups of three to four with one
centre led by the teacher The types of activities at the centres are silent
reading, writing (e.g. sentence writing), vocabulary practice on computers,
oral activities (e.g. role-play, games, vocabulary practice). At the centre
manned by the teacher; pupils read from a Wings book that they have
previously read at home. The teacher keeps records of the books that the
pupils have read. The pupils read between one and three books each per
week at home. They read each book several times to increase fluency. The
teacher will usually read an unfamiliar book aloud to the pupils as a final
activity at the teacher centre. The session for the whole class will usually
finish with a second plenary session.

Classroom observation of the activities showed that the pupils were
enthusiastic and focused at most of the learning centres and about reading
the books in particular They were less focused on oral activities such as
role-play. The teachers, while generally satisfied with the learning centre
approach, found it challenging to prepare all the activities in advance. They
also found it frustrating not to be able to leave the group they were
teaching in order to help other pupils in difficulty. The teachers alternated
between the learning centre and other approaches in order to allow for a
greater degree of flexibility. This enabled the pupils to experience whole-
class oral activities and helped to balance oral and written training.
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The three studies reported upon in this section support a policy of
introducing L2 learners to literacy at an early stage of the L2 learning
process. This gradual introduction should take cognisance of the
wider literacy instruction in other languages in the school and L1
literacy in particular. Some curricula confine young children to the
development of listening and speaking only. The research findings
reported here support the current practice in Irish primary schools of
introducing pupils to L2 literacy in Second Class (Age 7-8). As
emerged in the BES pupils can benefit from the early systematic

introduction of reading and writing.
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SECTION 4
PROCESS - TYPE
RESEARCH:
ADDITIONAL GENERAL
PRINCIPLES FOR
EFFECTIVE LANGUAGE

TEACHING
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In this section we briefly review a number of key themes and
process-type studies relating to language teaching at primary level
which did not happen to emerge in our Best Evidence Synthesis
(BES) simply because the individual studies did not meet our
inclusion criteria.Yet, a number of the studies and themes discussed
in this section have considerable credibility and authority deriving

from one or more of the following:

a. good process-type or correlational type evidence though not

sufficient to meet our inclusion criteria
b. established professional opinion and experience and

c. judgements of recognised experts in the field of early language
learning that the approaches in question are eftective in at least

some circumstances.

We now turn to the additional individual themes and studies of the
kind described above which did not meet our BES inclusion criteria.
Some of these were identified in the course of the BES and others
emerged from an examination of a number of excellent narrative
reviews published in recent years. We have drawn, in particular, on
the insights provided by Driscoll et al. (2004), Edelenbos, Johnstone
and Kubanek (2006), and Cable et al. (2010).

General principles

4.1 TASK-BASED INTERACTION

Before discussing task based interaction specifically within the
evolution of language teaching in recent decades, it is important to
bear in mind that communicative language teaching is not a unitary
theory or method. It is rather a “fluid and changing body of ideas”

(Mitchell, 1994, p. 41), which exists in ‘weak’ and ‘strong’ versions
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(Mitchell, 1988). Thus, classic communicative language teaching in
the 1970s to 1990s, for example, was followed by the current phase
of communicative language teaching (CLT) or task based learning in
the late 1990s. Jacobs and Farrell (2003) describe the move towards
CLT as a paradigm shift which has led to many changes in the way
that second languages are taught. They list eight major changes linked
to this paradigm shift - learner autonomy, the social nature of
learning, curricular integration, focus on meaning, diversity, thinking
skills, alternative assessment and teachers as co-learners. But some of
these aspects are patchily based on research, even though there are of
course specific studies looking at specific issues (eg Rolstad et al.,
2005). Indeed, some of the key principles/features in current
approaches to subject-only classroom language teaching are not
directly based on original research at all, but have acquired credibility
and validity by reference to a broad range of research studies in other
areas of second language acquisition. An example of this is the
fundamental emphasis on the communicative orientation and using
language for real purposes. The main original evidence here is
actually extrapolated from documented success in a very different
educational context — evaluation studies of L2 immersion, particularly
in Canada.Yet the principle of an emphasis on communication and
meaning has been extended to practice in regular mainstream

classroom language teaching.

Turning now specifically to task-based learning, it is generally
recognised that one of the challenges of a communicative approach
to language teaching is to provide pupils with opportunities to
communicate meaningfully with their peers. Teachers need to create
activities or tasks that extend beyond language drills, where pupils
communicate ideas and feelings to one another about topics of
interest to them. Through these activities, pupils need to make their
utterances comprehensible and receive feedback as to whether they

have been understood. This helps learners to develop their

61



Effective Language Teaching: A Synthesis of Research

production and comprehension skills. Tasks can also motivate learners
to use the target language by providing them with a reason to
communicate. Task-based interactions are seen to be facilitative of
second language learning (Oliver, Philp & Mackey, 2008). Curaclam
na Gaeilge (DES, 1999) contains information-gap tasks and problem
solving activities that are ideal for this type of communication as
genuine information sharing needs to take place. The role of the
teacher during these activities is to monitor the language of the
pupils and any intervention needs to be carefully measured. In a
study on the impact of teacher input while pupils were completing a
task Oliver, Philp & Mackey (2008) found that on-task examples and
guidance to younger learners (5-7 years old) were unhelpful whereas
on-task examples and guidance to older learners (11-12 years old)
facilitated noticing. This may be due to the greater cognitive maturity
of the older learners. Task guidance for younger learners might best

be provided after the activity.

4.2 LISTENING

Pupils need opportunities to listen to and comprehend natural
spoken language. Similar to reading, L2 learners can be helped to
develop strategies for deriving meaning from a listening text. Ideally
pupils should use an interaction strategy which combines both
‘bottom-up’ and ‘top-down’ processing. In ‘bottom-up’ processing
pupils piece together the sounds that they have heard to form words,
phrases and sentences that they recognise. They combine this with a
‘top-down’ approach where they use their prior knowledge of the
topic or situation to predict or guess what they have heard. One
strategy is said to compensate for gaps in the other so that the oral
text can be comprehended. In order to activate their prior
knowledge teachers should ask pupils what they know about the

topic to which they are to listen.
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*  Prepare difficult vocabulary.
* Pose pre-listening or focusing questions.
* Ask pupils to recall general points after listening.

»  Use listening texts with natural language where possible rather

than artificial teacher-made language.

4.3 EARLY START

An early start to L2 language learning can be beneficial for learners
as it activates natural language acquisition mechanisms and ultimately
provides more time to acquire the L2. Staring early does not however
guarantee success. At the minimum it must be accompanied by
effective teaching (Edelenbos, Johnstone, & Kubanek, 2006). Two
learning characteristics that appear to be important are motivation
and aptitude. The research suggests that aptitude can be developed
and is not something that is fixed. The implications of this in the
classroom is that it is not enough to concentrate exclusively on ‘fun’
activities based on language use but that teachers need to develop
pupils’ meta-language. This requires a balance between activities to
promote fluency and confidence on the one hand with activities to
focus on accuracy or form on the other. Some activities that a
teacher will plan will require spontaneous communication and others
where pupils have time to plan and prepare what they will say or

write such as in class presentations or writing workshops.

4.4 Use of THE EuroPEAN LANGUAGE PorTFoLio (ELP)
The European Language Portfolio has been a very successful
development in language teaching and learning generally. It can serve
a number of functions, but among the ones of immediate interest in
the present context are (a) recording learners’ achievements and

documenting their progress; (b) as an instrument for children to
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reflect on their learning. It clearly has a substantial role to play in
increasing motivation and promoting learner autonomy. Pupils can
record and reflect on what they have learned through ‘can do’
statements. This enables them to become active participants in their
own learning and to experience success in their learning which can
enhance motivation and engagement in the learning process. The
pupils are enabled to set targets for their learning and this promotes
autonomous learning. This responds to one of the challenges
presented to the teaching and learning of Irish: that pupils do not get
opportunities to use the language they have learned outside school
and therefore often lack feedback on their progress and evidence of

what they have learned.

The ELP can also provide a stimulus for pupils to reflect on how
they learn from each other, how they learn from the teacher and
how they might learn independently. Teachers can help their pupils to
document, share, evaluate, supplement and refine how they learn (Edelenbos
& Kubanek, 2009, p. 47). Chinen et al. (2003) found that the
introduction of a language portfolio to L2 language pupils learning
Japanese in a middle school increased the pupils’ motivation. This
group had previously been found to lack motivation and expressed

disinterest in continuing to learn Japanese.

There is a Portfolio for English as a second language learners in Irish
primary schools (Little, 2005). The ELP has also been adapted by the
Modern Languages in Primary Schools Initiative as My ELP (Rantz
& Horan, 2005). This resource could be further adapted for Irish.
Enabling pupils to set their own learning targets also promotes
assessment for learning as described in the Assessment in the Primary
School Curriculum: Guidelines for schools (NCCA, 2007). The Integrate
Ireland Language and Teaching (IILT) materials available on
www.ncca.ie/iilt could also be adapted for Irish to facilitate the early

engagement of pupils in reflection on their learning of Irish.
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4.5 TARGET LANGUAGE USE

One of the principles of L2 learning is that learners would receive
comprehensible input (Judd, Tan, & Walberg, 2001). This implies that
teachers must use the target language in their teaching. Curtain
(2000) examined the relationship between teacher target language
use and pupils proficiency in the L2. In a study investigating foreign
language teaching the US, elementary language teachers were asked
to self-report of the amount of Spanish — the pupils’ L2 — that they
used in the classroom. The findings of the research supported the
hypothesis that greater use of the target language by the teacher
results in higher L2 proficiency levels in the pupils (Curtain, 2000, p.
101).

4.6 UsING STORIES

Research by Donato et al. (2000), Ghosn (2004) and Linse (2007)
indicates that story-telling activities can help to promote speaking
proficiency and literacy skills. Stories seem to serve a number of
functions, including helping children to develop an awareness of
narrative discourse structure, as well as stimulating their interest and
imagination (Edelenbos, et al., 2006; and Cable et al., 2010). Stories
with a cultural dimension and with good illustrations can be
particularly effective. Teaching involving the use of stories, however,
should not be overly concentrated on grammatical structure but
should highlight aspects such as the overall structure of narratives and
different points of view within stories. This kind of activity can

generalise to other areas of the child’s learning and of the curriculum.

4.7 DeVELOPING LEARNER STRATEGIES

Although most research on language learning strategies has been
conducted on adults or at post-primary level, there are also some
studies at primary level. Learner strategies can be defined as the skills,

tactics and approaches which learners adopt in tackling their
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language learning (Harris, 2006; Cable et al., 2010). A number of
studies reviewed by Edelenbos, Johnstone and Kubanek (2006) and
Cable et al. (2010) suggest that quite young children (aged 6-10) can
become aware of and can be taught to use various learning strategies:
Kubanek-German (2003b), Szulc-Kurpaska (2001) and Mihaljevic
Djigunovic (2001), and Macaro (2002).

Mihaljevic Djigunovic (2001), for example, showed that 6-9 year old
Croatian children were able to articulate strategies for teaching their

dolls some words in English. Szulc-Kurpaska (2001) report a five year
longitudinal study of strategy training in the case of 9 to 10 year old

learners of English. The training had positive eftects on learning

although these eftects did take some time to become apparent.

4.8 BALANCING FORM-FOCUSED AND MEANING FOCUSED

ACTIVITIES
We have reported studies above describing the positive effect of both
a form-focused approach and the benefit of an emphasis on
communication (or meaning). To some extent, these are emphases in
teaching that compete for instructional time. Up to the advent of
communicative and task based approaches, there was very much a
form-focused or language focused approach, with a substantial
emphasis on language practice. Research has not so far provided clear
guidance on what balance should be struck between form-focused
and meaning/communicative focused activities. Edelenbos et al.
(2006) argue that if pupils are to acquire a flexible command of the
target language, it is useful to alternate between talk activities focused
on confident, fluent expression and those more focused on accuracy
of form and meaning; and also between activities requiring
spontaneous performance and those where performance can be

planned and prepared.
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SEcCcTION 5
CONCLUSION AND

DISCUSSION
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The scope and comprehensiveness of the work we have done in this
synthesis has been determined by a number of factors already
discussed above in some detail. The main constraints on what we
were able to achieve arose simply from the current state of research
on this topic, in particular the small number of process-product
studies carried out on well-defined sets of alternative instructional
practices or approaches at primary level. On the positive side, the
exercise has also had real value. In particular, the systematically
planned, exhaustive search of key data bases relating to this topic has
provided a clear picture of the range and scope of research available.
Despite the small number of studies which met the criteria for
inclusion in our final synthesis, we have established five main themes

and have reached a number of conclusions about effective practices.

A key question which arises at this point is how teachers and schools
should interpret and use the findings from both the BES in Section 3
and the narrative review of process-type studies in Section 4. In
discussing this issue, we first need to make a distinction between
findings relating to two kinds of instructional practices. First, there
are those practices which are primarily a matter for choice and
decision by the individual teacher. Examples of these would include
the use of corrective feedback, reading aloud by the teacher, or some
of the more circumscribed forms of content and language integrated
learning — all practices which the individual teacher, on his or her
own initiative, can choose to implement in the classroom. Second,
there are those findings which relate to instructional options that
must really be considered alternative programmes rather than matters
of teacher choice and decision alone. These options, such as the more
ambitious versions of CLIL (concerned with teaching other subjects
or parts of subjects through the target language) and Intensive
Language Programmes, probably cannot be selected by the individual
teacher acting alone but require in addition some policy decision at

school and system level. Their success, however, does also crucially
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depend on a positive choice by the individual teacher. As it happens,

the instructional options of this second type are also the ones which

produce the most striking outcomes in terms of language proficiency
and are supported by the strongest evidence. We will now look at the
issues which arise in using the evidence relating to these two kinds

of instructional options.

5.1 IMPLICATIONS FOR THE CLASSROOM: INSTRUCTIONAL

OPTIONS WHICH LIE WITHIN THE TEACHER'S REMIT
Although we have presented evidence on the effectiveness of a
variety of teaching approaches or specific instructional practices, and
although we believe this kind of information is really important and
useful for teachers, we must also note some of its limitations. For
example, we have no way of saying how widely generalisable are the
findings about instructional practices that we report, nor can we
indicate precisely how teachers should make use of them. We cannot
claim that these practices will be successful or produce the expected
outcomes, in teaching contexts or sociolinguistic contexts which
differ from those in the original studies or, for example, when
implemented with pupils who are older or younger than the ones
studied. The kind of evidence that is available can never specify what
is the optimum mix of activities or instructional practices for a
particular class on a particular day. As Mitchell and Myles (1998)

note:

The findings of SLA research are not sufficiently secure, clear
and uncontested, across broad enough domains, to provide
straightforward prescriptive guidance for the teacher (nor
perhaps will they ever be so)....[M]ost importantly, teaching is
an art as well as a science, and irreducibly so, because of the
constantly varying nature of the classroom as a learning

community. There can be ‘no one best method’, however much
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research evidence supports it, which applies at all times and in
all situations, with every type of learner.

(Mitchell & Myles, 1998, p. 195)

A similar point is made by the authors of one of the most
comprehensive reviews of research on language learning at primary

level:

None of the research which has been surveyed should be
considered as demonstrating universal proofs which lead directly
to particular desirable practices. This is not the fault of the
researchers; it has much more to do with the nature of research
in our highly diverse, complex, fast-changing and contested
field which cannot be as controlled and scientific as is research
in various other domains of human investigation.

(Edelenbos et al., 2006, p.147).

As Mitchell (2000) points out, the effective teacher has to make
rapid, complex decisions all the time in the classroom. These
decisions are guided, among other things, by a strategic view of
desired learning outcomes, by theories of learning as well as by the
teacher’s ongoing assessment of individual pupils’ knowledge, skill,
interest. The value of the present BES is simply that it provides one
other source of knowledge which can contribute to the teacher’s
decision making in class. The BES indicates which of the
innumerable possible instructional practices that might be
implemented at any time have had demonstrable positive impact on
primary school pupils’ second and foreign language learning in the
past. The BES helps to validate key instructional practices that the
teacher may already be using and makes a case perhaps for making
others in his or her active repertoire of instructional choices. In
addition, it may prompt the teacher to revise or modify his or her

underlying language learning theory.
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One of the problems, of course, is that the amount of useful
information of this kind that is generated and that is made available
to teachers is quite limited. The kind of process-product research in
the SLA tradition often proceeds according to its own agenda and
issues and does necessarily centre on the kinds of questions which
are of most concern to teachers. In addition, the results of such
research are often not presented and disseminated in ways accessible
and meaningful to teachers. Accessibility of information is a problem
whether you consider very specific instructional issues, such as the
effect on proficiency of different kinds of corrective feedback, or
more broadly defined language teaching approaches such as the
communicative approach. Mangubhai, Marland and Dashwood
(2007), for example, raise issues about the quality of the written texts
on the nature and use of communicative language teaching
approaches as a learning resource for teachers. While they
acknowledged that the 34 texts they examined in their study did
provide teachers with a very rich and diverse set of insights into the nature
and use of CLT approaches (2007, p. 93), they concluded that no single
text covered anything like all the constructs identified as being
relevant. Even the most comprehensive single text only covered half
of the 22 constructs identified in the analysis of the whole set of
texts. In addition, there is evidence of fairly substantial variations
from teacher to teacher in how such approaches are understood and
indeed about how consistently teachers apply methods that they
understand and approve of (Sato & Kleinsasser, 1999). This has also
been documented in the case of the teaching of Irish at primary level

by O Néill, (2008).

5.2 IMPLICATIONS FOR POLICY: OPTIONS REQUIRING SCHOOL

AND SYSTEM LEVEL DECISIONS
We turn now to the second category of BES findings and the issues

which arise for teachers or the educational system in making use of
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them. This second category of findings relate to instructional options
that must be counted as alternative programmes rather than being
simple matters of individual teacher choice, since they require policy
decision at school and system level. Two of these programme options
are (a) the more ambitious versions of Content and Language
Integrated Learning (CLIL), including partial immersion (50% of all
instruction through the medium of Irish), and (b) intensive Irish.
Since our concern here is just to illustrate some of the issues which
arise in making use of our BES findings, we will confine ourselves to

the first of these.

Although there are a very large number of different programme
options which could be included under CLIL, we are concerned
with the more ambitious ones which involve some significant
teaching of subjects other than Irish through Irish. There are a range
of intermediate immersion programmes of this kind which could be
considered ranging up to 50% instruction through Irish — which of
course falls well short of the full immersion approach of all-Irish
schools. Three broad approaches to the goal of extending the amount

of teaching through Irish can be distinguished:

a. A CLIL programme which would involve providing ordinary
schools with the possibility (e.g., by providing materials, training
or other support) of teaching through Irish on an informal basis,
without the school oftering a specific ‘extended core’ programme
to pupils (as in option b., below). Many teachers may prefer to

start off that way.

b. The alternative is to promote an ‘extended core programme’
(teaching of one or two subjects, or parts of subjects, through
Irish) in a more explicit way, with the school indicating that it is

offering such a programme and seeking parental support.

c. The development of intermediate forms of immersion education
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ranging up to 50% instructional time in Irish, less ambitious than
the full-immersion approach of all-Irish schools but more

ambitious than a subject-only or extended programme.

The success of immersion approaches more generally, of course, have
been well documented both internationally (Swain & Johnson, 1997)
and in Irish primary schools (Harris et al., 2006; O Duibhir, 2009; O
hAiniféin, 2007; Parsons & Lyddy, 2009). Much of the research
evidence for this success has derived from programme evaluations
that demonstrate that the L1, Mathematics or Science skills of
immersion pupils are not suffering as a result of participating in an
immersion programme (Swain, 2000; Turnbull, Lapkin, & Hart, 2001)
while L2 proficiency outstrips the levels achievable in a subject only
programme (Harris, 1983; Jiménez Catalin & de Zarobe, 2009;
Kiziltan & Ersanli, 2007).

The intermediate immersion programmes set out above are relatively
common elsewhere (see Swain & Johnson, 1997) and they produce
improvements in second language achievement which reflect the
additional hours of real communicative contact with the language.
One of the key advantages of these programmes, of course, is that
they achieve these additional contact hours without taking time away
from other school subjects. These approaches have also now become
part of a larger educational movement operating under the general
umbrella of content and language integrated learning (Marsh, 2002)
which is actively supported by the Council of Europe’s Language

Policy Division.

‘While this evidence is very positive, there are a number of issues
which might be taken into account in weighing the pros and cons of
adopting one or more of the CLIL/partial immersion options
described above. It is notable, for example, that the Irish primary

school system has particular advantages in promoting CLIL and
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partial immersion which do not prevail in many other early second
and foreign language programmes. All primary school teachers teach
Irish, and in the system generally there is a 90 year professional
history and experience in teaching the language. There is also a
considerable reservoir of experience in ordinary schools specifically
in conducting some Irish medium instruction outside the Irish
lesson. Finally, there is a long tradition of teaching in a total
immersion context in a vibrant all-Irish sector, adding up to a very
substantial combined experience with Irish-medium instruction for

English speaking children in the system as a whole.

Equally important from the point of view of estimating the potential
for expansion in this area is the evidence (Harris et al., 2006) that
24% of parents would support the teaching of one or two subjects
through Irish in schools where no subject is currently taught through
Irish. Thus, where a teacher is motivated to adopt a CLIL approach it
should be possible in many cases to also secure the support of parents
for such a programme. It scarcely needs to be said that any initiative
of this kind could only succeed and be promoted among teachers
and parents on an entirely voluntary basis, and in all probability it
would be best developed incrementally. In the long term, however, it
would be reasonable to aim for the maximum Irish-medium
programme that each school, and each set of parents, is willing to
implement. The key requirement is that where the teacher’s own
outlook and motivation make it possible to place a special emphasis
on Irish in a particular school, and where local parental attitudes
permiit it, there should be easy access to the support, structures,
training and materials to capitalise on that potential and to deliver
that more ambitious programme. Clearly, also, if in the longer term
such a programme could be delivered at all grade levels rather than
just at one or two grades, the impact would be considerably more

positive.
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It is very likely, however, that a programme of this kind would not
thrive without detailed attention to planning, materials development
and training. The Irish CLIL/partial immersion Project described in
section 3.2 (Harris, 2006), which was very well received by both
teachers and pupils, illustrates some of the key requirements. The
in-service workshops were a critical element in the success of the
initiative, as they afforded teachers an opportunity to share
experiences and to provide mutual support for each other as they
responded to the new professional challenges presented by teaching
through Irish. More generally, without the broader support and
validation provided by a comprehensive scheme, it would be difficult
for individual teachers, acting alone, to choose the more ambitious
forms of CLIL or partial immersion being discussed here. One of the
other key findings of the Irish CLIL/partial immersion study was
that the views of many participating teachers on how difficult it
would be to teach through Irish did change over time: they became
more positive and enthusiastic about the approach as their experience
with it increased. It is a reasonable expectation, therefore, that the
successful early development of such a programme on a pilot basis
nationally, would gradually broaden the support base for partial

immersion over time.

Finally, it should be noted that the development of partial
immersion/CLIL would considerably help to respond to a major
negative factor which has affected Irish at primary level in recent
years. This is the gradual decline which has occurred in the amount
of core time which can be accorded the language in a crowded
curriculum. In a national survey of second grade teachers in ordinary
schools in 1982, the mean number of hours per week spent on Irish
was reported as 5.1, about half of that on conversational or spoken
Irish (Harris, 1984). Again, in 1985, a national sample of sixth-grade
teachers in ordinary schools reported spending just over 5.4 hours

per week on average on Irish (Harris & Murtagh, 1988). In the
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introduction to the Primary School Curriculum (1999), however, the core
(‘minimum’) time for Irish as a second language is specified as 3.5
hours, acknowledging in reality a reduction that had already been
happening in the interim. It may be noted in passing that focus groups
of teachers consulted about the implementation of the Irish
curriculum some years ago mentioned the difficulty of implementing
the new communicative approach to Irish in the time available (INTO,
2004). Clearly, a CLIL/partial immersion programme could make a
major contribution to developing high levels of pupils proficiency in
Irish by increasing the number of hours of communicative contact
with the language without creating pressures elsewhere in the

curriculum.

5.3 IMPLICATIONS FOR RESEARCH ON EFFECTIVE LANGUAGE

TEACHING
A further important achievement of the search process and synthesis
has been to demonstrate how incomplete and fragmented is the
evidence base itself. What has been revealed is that the initial
impression of the existence of a plentiful store of high quality studies is
deceptive. In reality, the available research is not of the required
process-product type at all, but instead is strongly biased towards fairly
general descriptive and process-oriented accounts of language teaching
at primary level. Indeed, much of the intellectual task involved in
carrying out this study has been a matter of grappling with the
implications of that fact. While the results of the synthesis fall short of
the kind of input into the deliberations of the NCCA on effective
language teaching that we had hoped for, the work itself and our
experience in exploiting what evidence was available may make some

contribution to research on second language pedagogy more generally.

It is also worth noting briefly one of the immediate research initiatives

that have the potential to make a contribution to the kind of evidence
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base sought by the NCCA and by many other bodies. This would be
to re-examine previously executed high-quality meta analyses of
instructional practice, but this time with a new focus on primary
level pupils. These earlier meta analyses (e.g. Norris & Ortega, 2000,
2006) as we noted above did not take account of age or type of
learner. The aim of reanalysis would be to exploit the potential of the
core set of research articles assembled in the course of these earlier
syntheses, updating them, and then filtering out for special scrutiny
those focused on subject-only language teaching at primary level.
The potential advantage of this derives from the fact that searches
conducted independently by different authors in relation to specific
instructional practices are likely to produce particularly exhaustive
inventories of studies and to have unearthed less accessible material
on the basis of personal knowledge. While we recognise that high-
quality process-product studies focused on primary level are rare, the
studies assembled in previous meta-analyses are a promising source of
new target studies. As we noted earlier, this approach would have
been too time consuming to have adopted in the case of the present
synthesis due to the number of studies dealing with non-target age
groups which would need to be examined - and the outcome of
such a reanalysis was judged in any case to be less predictable that the
direct search ultimately chosen. In the light of the relatively small
number of useful primary level studies which have now been
uncovered in our own direct search, however, the above strategy

appears to have some potential.

In terms of future research on effective teaching practices themselves,
the greatest need of course is for many more well-controlled process-
product studies focused on specific instructional practices. We also
need more research however on the immediate decision processes of
teachers in classrooms, linking these to factors like teacher skill,
training, language proficiency and confidence in various practices and

approaches.
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Irrespective of proof of the general effectiveness of particular
instructional practices, however, the implementation of particular
practices at class level is always mediated by the immediate context
and by the background and the professional judgement of the teacher
in situ as noted in Mitchell (2000, pp. 297-298) above. Research of a
very different kind is also needed, therefore, this time focussing on
how exactly, in terms of factors such as teacher experience and
training, skill in implementation and sensitivity to classroom
dynamics, does the teacher’s choice of particular instructional
practices constitute effective language teaching? This dynamic aspect
of effective practice has not yet been well studied and deserves to be

a major focus of future research.
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APPENDIX 1
SYNTHESISING RESEARCH
ON EFFECTIVE LANGUAGE
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In this appendix we discuss the complex issues involved in
conducting a Best Evidence Synthesis (BES) in an area of study
where this type of exercise is relatively new. We commence with a
description of the types of learners and programmes that might be
relevant to an Irish language teaching context. This is followed by an
examination of the type of evidence required in order to inform
effective teaching at primary level. Much of the research carried out
to date at this level has been of a process-type. We argue that there is
a need for studies to be of the process-product type if they are to
inform a BES. We then examine one previous systematic review of
effective language teaching in detail. We conclude with a rationale for
the selection of studies for data extraction and synthesis in the

present study.

WHAT KIND OF LANGUAGE LEARNERS AND PROGRAMMES ARE

RELEVANT TO OUR TASK?

The NCCA invitation to tender document made clear that the focus
of the BES was language at primary level with particular reference to
the teaching of Irish. One of the issues we had to consider early on
therefore was whether to include or exclude different kinds of non-
mother-tongue language teaching. Some selectivity was important
both from the point of view of making our task manageable but also
so that we did not include such a diverse set of learning contexts that
no useful generalisations would be possible. Research on the teaching
and learning of minority, heritage, foreign, and immigrant second-
languages have more or less distinct research literatures associated
with them as well as some difference in focus on certain questions. In
addition, the teaching of English as a second or foreign language
often raises different issues to the teaching of other languages at
primary level. Primary modern foreign languages or early language
learning is a fairly distinct research area. The case of Irish as a

minority second language is in some respects unique: a second
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language which is a minority language, yet in constitutional terms is

one of two official languages.

Nevertheless, in practical classroom-learning terms the challenges of
teaching Irish at primary level do not appear all that different to
teaching modern foreign languages. In particular, the larger
sociolinguistic context shares some features: relatively low chances of
pupils engaging in real interactions in the language outside school,
parents who have some knowledge of the target language but rarely
use it. Not surprisingly, as Harris (2009) has shown, pupil attitudes
and motivation in relation to learning Irish and modern foreign

languages at primary level are very similar.

But there are also potentially some real differences. There has been a
long tradition in the case of Irish of teaching the lesson largely
through Irish (facilitated perhaps by the fact that children learn Irish
from the beginning of primary school). Crucially also, it is class
teachers rather than visiting teachers teach Irish and (nearly) all
primary teachers have at least some competence in Irish.! In addition,
there is a tradition in a substantial minority of classes of teaching
some aspect of the curriculum through Irish, facilitating some
integration elsewhere in the curriculum. Irish is also used to some
extent for some routine communication within the school. Some of
these circumstances differ from modern foreign language teaching in
some other countries as well as from modern language teaching in

Ireland.

Taking all the above into account, we decided to include studies of
both modern foreign language and minority second language
traditions. We also felt, however, that we would potentially include

any otherwise relevant study of primary second/foreign language

1 An evaluation of the teaching of Irish in primary schools (Department of
Education and Science 2007) found that 95% of teachers in the classes visited had
one of three qualifications: Irish as an academic subject in the B.Ed. degree, a
professional qualification in Irish as part of the B.Ed. programme or a qualification
to meet the Irish Language Requirement (Scrada Ciiliochta sa Ghaeilge).
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learning as long as the learning context did not contrast sharply with
the Irish context. Thus, for example, we exclude studies where the
second language learners were likely to encounter the target language
to a significant extent in their lives outside school. Consequently, we
excluded English as a second language contexts where the learners
were immigrants in English language countries. Harris (2009) makes
the point that the study of early language learning has tended to
keep research on foreign, second, minority and regional languages

unnecessarily separate.

Driscoll et al. (2004) whose Best Evidence Synthesis is discussed
below, took the alternative view that Primary Modern Foreign
Languages (PMFL) is a very specific, distinct area of research and
limit themselves to studies of that kind. We believe, however, that
studies of second languages such as Irish must share a huge amount
with PMFL and vice versa. We also took into account that if we were
to take Driscoll et al. perspective, we would have a very small

number of studies to look at.

WHAT COUNTS AS EVIDENCE OF EFFECTIVE LANGUAGE

TEACHING?

If a particular teaching approach or practice were to be considered
effective, what would count as evidence of that effectiveness? What
dependent variable would we examine or use to measure the impact
of effective practices? To say something was effective, we would
presumably want to be able to show that employment of say, Practice
X, produces significant improvements in pupil proficiency or
acquisition of the language (in a pre-test post-test sense), or that it
produces better proficiency than would be produced by other
(alternative) practices or methods. For example, we might want to
show that it improved performance on objective tests of proficiency

or progress in acquiring particular skills or knowledge. We might also

98



Effective Language Teaching: A Synthesis of Research

accept as evidence researchers’ or teachers’ own judgements that
performance had improved (as long as these judgements were
focused in some way), or improvements in attitude to learning. More
marginal would be even evidence of greater participation and
engagement of pupils in response to particular teaching approaches,
because these would be one step removed from the ultimate

evidence or proof of effectiveness.

In summary, then, some of the initial questions we would ask about
research studies to be included or excluded from a BES on eftective

language teaching would be:

* How narrowly focused on specific teaching practices should

research studies on effective language teaching be?

» What kind of data or information should be taken as evidence of
effective language teaching — what impact should we define as

‘success’ in effective language teaching.

» What kinds of research studies or analyses are acceptable in
conducting BES (true or quasi experiments, correlation and
multiple regression studies using ex post facto designs, qualitative

studies)?

What is clear from examining work in the applied linguistics and
second language acquisition areas, is that quite demanding and
stringent criteria are normally applied in selecting studies for
inclusion in research synthesis and meta-analysis. In Norris &
Ortega’s (2000) landmark study Effectiveness of L2 Instruction: A research
synthesis and quantitative meta-analysis, for example, only experimental
or quasi experimental studies are considered for inclusion. In
addition, in relation to independent variables, they required studies
which targeted specific forms and functions, either morphological,

syntactic, or pragmatic studies, and an appropriate comparison group
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(1.e. treatment control or pre-test post-test) had to be included.
Studies had to focus on the effectiveness of particular L2 instructional
treatments in order to permit the calculation of effect sizes. Crucially,
also the dependent variable had to be a measure of language
behaviour related to the specific structures targeted by independent
variables, on the basis that only studies reporting such outcome
measures could provide interpretable findings about the effectiveness
of particular instructional treatments (explicit focus on form versus

implicit instruction).

These requirements meant that the following kinds of studies, for

example, were excluded:
* those which were descriptive or correlational in character

» those involving instructional treatments which were not focused

on specific form

* those where the dependent variable was not focused on the

learning of the specific structures.

To take another example of the demanding criteria which studies
must meet in order to merit inclusion in BES, we can examine
Russell & Spada (2006) who conducted a study entitled The
effectiveness of corrective feedback for the acquisition of L2 grammar. To be

included in their analysis, a study of corrective feedback had to -
* include empirical data
o consist of an experimental or quasi-experimental design

* include a measure of form focused corrective feedback of

grammar as an independent variable

* include a measure of learning as a dependent variable
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o clearly isolate the corrective feedback from other forms of

instruction that may have been included

*  (learly isolate corrective feedback in response to errors in
grammatical form from corrective feedback in response to
other types of errors (e.g. sociolinguistic, discourse,
phonological)

(Russell & Spada, 2006, p. 140)

More generally, as Norris and Ortega (2006) point out:

The first challenge in sampling primary studies for a meta
analysis is to define the relevant conceptual problem space that
will be the focus of the study, characterising the theoretical
backdrop against which the purposes of a meta analysis are
illuminated. At a more mundane level, the problem is to define
what makes studies ‘similar enough’ to be included in a review,
or ‘different enough’ to be excluded, the so called ‘apples and
oranges’ problem.

(Norris and Ortega, 20006, p. 16)

This serves to highlight a number of related problems which we
encountered very early on in planning the present research evidence
synthesis related to effective language teaching. First, there is no
clearly defined ‘conceptual problem space’ relating to effective
language teaching at primary levels, comprising a substantial set of
studies which meets the kind of research criteria specified in the
syntheses mentioned above. That is, there are not substantial groups
of studies conducted on well-defined teaching practices that have
emerged as potentially being central to, or distinctive of, classrooms at
primary level. This is not entirely surprising, of course, because even
in the case of second language acquisition and language pedagogy
more generally (irrespective of educational level or learner age),

research synthesis is very new indeed. Norris & Ortega (2010) point
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out, for example, that when they set out to assemble their 2006 book
on Synthesizing Research on Language Learning and Teaching, they had to
search long and hard to find enough synthesists working on language learning

and teaching issues to merit a book (Norris & Ortega, 2010, p. 1).

There are two aspects to this problem in the context of the present
Best Evidence Synthesis. One is that the syntheses that have been
conducted appear, on the basis of the kind of initial examination
possible in this exercise, either not to distinguish between studies
conducted at primary compared to secondary/tertiary level, or to
specifically exclude in advance studies focused at primary level. For
example, having examined the initially promising meta analysis
conducted by Keck et al. (2006) Investigating the empirical link between
task-based interaction and acquisition, we found (p. 97) that it was
confined, after all, to adolescents and adults, excluding those under
13.The very reason advanced for this exclusion - it is unclear whether
age affects task-based interaction processes - crystallises our dilemma. It is
all the more pointed because the kind of questions posed in the
Keck et al. synthesis appear quite similar to the which are implicit in

the present exercise. Consider three of the Keck et al. questions:

Compared to tasks with little or no interaction, how effective is
task based interaction in promoting the acquisition of

grammatical and lexical features?

Are certain task types (e.g. information gap) more effective than

others in promoting acquisition?

To what extent do the following task design features impact
the extent to which interaction tasks promote acquisition; (a)
the degree of task essentialness of target features and (b)
opportunities for pushed output.

(Keck et al., 2006, p. 95)
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Second, and more problematically perhaps, our initial examination of
research on language learning at primary level - particularly foreign
language learning at primary level which appears to have been the
subject of a number of narrative reviews - suggests that studies
meeting the kind of criteria required for research synthesis and meta-
analysis discussed above are very rare and have often been carried out
only on a pilot scale. Thus, the prospects for the data base search in
the case of the present synthesis exercise producing many well
designed studies meeting the Norris & Ortega criteria do not seem
promising. Nor is such a synthesis likely to identify even small groups
of high quality studies specifically focused on the kind of well-
defined teaching practices at primary level deemed necessary in the

research synthesis and meta-analysis field.

PREDOMINANCE OF PROCESS RESEARCH ON INSTRUCTIONAL

PRACTICES AT PRIMARY LEVEL

This brings us the question of what kind of research has been
conducted on language teaching at primary level. Even if such
research is unlikely to be adequate for the kind of research synthesis,
just discussed, we must consider what individual studies at primary
might be used as the basis of a synthesis if integrated into an

assessment in some other (perhaps qualitative) manner?

Certainly, there is a substantial range of research on ‘early language
learning’ or second or foreign language teaching at primary level.
There have been a number of excellent narrative reviews and edited
collections of papers, for example, dealing with research in these areas
in recent years, each substantial enough, but varying somewhat in
scope and detail e.g. Cable, Driscoll, Mitchell et al. (2010); Edelenbos,
Johnstone and Kubanek, (2006); Nikolov, (2009). Crucially, however,
most of this research on second and foreign language learning at

primary level — where the language is just one subject — appears to
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focus on describing processes rather than on process-product
relationships. As Driscoll et al. (2004) point out, much of it is focused
on aspects of pupils’ learning, programme-planning or curriculum
materials, with little if any references to teaching or research. While
this process orientation is a particular feature of research at primary
level, it is also common in research on language pedagogy more

generally:

At present, like UK educational researchers more generally,
UK applied linguists with interests in pedagogy are generally
more comfortable with process oriented, qualitative classroom
research (Hammersley, 1999)°. The need to pay more attention
to learning outcomes and their connection with instructional
processes means we need to become more numerate and more
at home with process product research designs, both macro and

micro.

(Mitchell, 2000, p. 298)

Driscoll et al. (2004) who carried out what appears to be the only
BES of effective language teaching at primary level — discussed in

more detail below — also note this:

Studies which did consider teaching tended to focus on topics
such as the qualifications of the teacher or the teaching
programme used; this may be useful as background but does

not enable conclusions to be drawn about effective teaching.

A significant finding of the review is the lack of research on
effective teaching in PMFEL [primary modern foreign
languages], which is to some extent an indication of a subject
in its infancy.

(Driscoll et al., 2004, p. 4)

They also point out that part of the problem may be that the term
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‘effectiveness’ is so contested that it leads to a reluctance to focus on

and attempt to define the concept in research (p. 4).

Finally, one other issue must be mentioned briefly in this regard, even
though it may initially appear incidental to our present task, if only
because it comes up so often in the early language learning literature.
This is the question of age and success in learning, and specifically
the value of an early start. This matter has never been fully resolved
by research, and indeed, as Mitchell (2000) points out, research can
only make a partial contribution to answering such major questions

which involve value judgements:

A whole series of educational decisions depend fundamentally
on non-empirical value judgements about educational priorities
and goals, and the nature of knowledge itself; examples from
within the FL field would include whether to teach FLs in
primary schools... Applied linguists may contribute expert
Jjudgement and theoretically informed suggestions to debates
around such decisions, but should not be lured into arguing

that they can be made on purely technical grounds.

(Mitchell, 2000, p. 298)

IMAINTAINING THE PROCESS-PRODUCT REQUIREMENT BUT
RELAXING DESIGN CRITERIA IN THIS SYNTHESIS

Given the apparent scarcity of high quality studies, and the lack of a
clearly defined problem space relating to instructional practices at
primary, we considered alternative ways to proceed with the synthesis
of research. There seemed to be three broad alternatives, not

necessarily entirely mutually exclusive.

One would be to use the already published high-quality BES and
meta analyses of the effectiveness of different instructional practices

which we described above. In some of these meta analyses, small
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numbers of studies at primary level would have been included in the
initial set of articles selected for examination. One advantage of
working from these lists of studies is that each synthesis would have
already identified precise conceptual domains and instructional
practices worthy of detailed examination (e.g. corrective feedback,
task based learning). The basic sets of studies could then be
re-examined to see if sufficient numbers of them dealt with primary
level to permit a check on whether conclusions of the meta analyses
generally also held specifically for the primary level studies.
Comparing primary and post primary studies, assuming the former
did actually exist, would also allow us to approach the synthesis
process at primary level with working hypotheses about the kind of

teaching practices likely to be of interest.

A problem with this approach, however, is that since the titles of
papers in such synthesis reports rarely mention the age or educational
level of learners, an immediate difficulty would be the prohibitive
amount of time needed to obtain copies of all papers, as well as the
considerable time needed to examine all of them — and most would

probably deal with older learners and therefore not be of interest.

An alternative would be to conduct a broad search of relevant data
bases, using key terms related specifically to primary level in order to
target the most promising papers directly. Given the indications in
the various narrative reviews of language teaching at primary level
already referred to, however, it was unlikely there would be
significant numbers of process-product type studies focussing on
particular instructional practices and with the kind of tight control of
independent and dependent variables characteristic of high quality

meta analyses.

A third option would be to search relevant data bases, but also to

relax the criteria for including studies at primary level to include
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process-product studies satisfying at least minimal requirements.
There are a number of criteria which could be relaxed. For example,
instead of requiring the design to be experimental or quasi
experimental, we could accept ex post facto designs using correlation
and regression analysis which sought to explore links between
predictor and criterion variables (broadly equivalent to independent
and dependent variables). These designs do not allow cause-effect
type conclusions to be drawn, however, and require care in the
identification and measurement of potentially confounding variables
(such as teacher experience or competence) when extracting and
weighing the evidence for the effectiveness of particular teaching
practices. In addition, process-product studies of this kind do not
permit the calculation of effect sizes for particular practices in the
way that is possible with quantitative experimental studies, and so the

final synthesis process would have to take a qualitative approach.

Another way of increasing the inclusivity of the approach in the light
of the small number of process-product studies at primary level, is to
relax the criteria relating to the definition and measurement of
independent and dependent variables. For example, in the case of
independent variables, instead of requiring the identification of
precise instructional practices, the alternatives being studied or
compared might be broad approaches to teaching. These approaches
could be seen as representing aggregates of more narrowly focused
instructional practices, such as ‘grammar’ focused approaches or
‘communicative’ approaches. The difficulty as noted in Section 4
above is that there can be considerable ambiguity about the precise
definition of such broadly defined teaching approaches, with for
example the specification of a communicative approach existing in
weak and strong forms in curriculum documents in different
educational systems. As a result, there are a number of sources of
variation from study to study in the implementation of broad

teaching approaches, raising doubts about how consistent the
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‘treatment’ (independent) being evaluated from study to study is. In
other words, even if we find evidence in a particular study in favour
of one of two broad approaches studied (allowing us to claim that
Approach X is superior to ApproachY) doubts about the
specification and implementation of the approaches set limits on
what instructional practices exactly are being recommended to

teachers.

Despite these challenges, and the fact that the very idea of ‘language
teaching method’ and the search for the ‘best’ method has been
queried (e.g. Kumaravadivelu, 1994), there is also evidence that the
notion of method actually plays a vital role in the thinking of
teachers (Bell, 2007; Block, 2001). We believe a case can be made,
therefore, for including in a BES of effective language teaching those
process-product studies which define independent variables in terms
of teaching methods. While the results of such studies must be
interpreted carefully, their inclusion is clearly merited in an area of
research where process-product studies are rare. Such studies centring
around independent variables defined in terms of teaching methods
or approaches must be seen as having at least the potential to
generate initial working hypotheses about what works and what does
not at classroom level. Because of the variation from study to study
in the implementation of broad teaching approaches, mentioned
above, doubts about the specification and implementation of different
broad approaches set limits on what instructional practices exactly

can be recommended to teachers.

A PREVIOUS SYNTHESIS OF RESEARCH ON EFFECTIVE LANGUAGE
TEACHING: THE DRISCOLL ET AL. STUDY

Because the Driscoll et al. (2004) was the closest published research
exercise to the BES brief we had from the NCCA, and because it
raises issues that are central to how we later proceeded in our own
case, it will be useful to look at that study in some detail. We will
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consider two main issues. Firstly, we query whether the four key
studies selected for in depth review in the Driscoll et al. study
actually merit inclusion in a BES of effective language teaching. This
analysis will also serve as a background to our decision to include
just one of the key studies identified by Driscoll et al. (2004) in our
own synthesis. Secondly, we will examine briefly the process by
which Driscoll et al. (2004) sought to link the data extraction phase
to the set of conclusions about effective language teaching they
eventually reached. Again, this has a bearing on how we proceeded

from data extraction to synthesis in our own case.

In critically examining the responses of Driscoll et al. (2004) to the
challenges of conducting a research synthesis in this area, it cannot be
emphasised too strongly that we fully recognise the value of
innovative exercise they have conducted and the wealth of
information and new questions which it has generated. Our own

BES very much builds on the Driscoll et al. exercise.
We begin with Driscoll et al’s definition of effective teaching

Effective teaching is educational activity intended to bring
about pupil learning. We have used the term ‘effective’ to
explore successful pedagogic practice which brings about pupil
progress and learning in a number of aspects: in this instance,
language proficiency, cultural and language awareness, positive
attitudes towards the subject and intercultural understanding.

(Driscoll et al., 2004, p. 10)

Driscoll et al. (2004, p. 31) point out that for a study to be selected
for in-depth review in their exercise, it had be rigorous, with the
sampling methods, teaching characteristics and the methods used to
measure effectiveness all being explicitly described. An examination
of the studies selected by Driscoll et al., however, raises doubts

whether all four of them actually meet the criteria set out. The issue
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is important both in terms of assessing the significance of the
Driscoll et al. synthesis, but also in determining the details of
procedure in our own synthesis. Given the paucity of process-product
research already referred to we are keen to include the maximum
number of such studies. Ultimately, however, we could only justify
the inclusion of one of the four Driscoll et al. studies in the present

BES.

While we had direct access to only two of the four key Driscoll et al.
synthesis studies, Edelenbos and Suhre (1994) and Low et al. (1995;
1993), fairly detailed descriptions of the other two - Driscoll (2000)
and Luc (1996) - were included in Driscoll et al. (2004). It was
immediately clear that the Edelenbos and Suhre (1994) study merited
inclusion in our synthesis. It focused on the difference in pupils’ level
of command in the language and their attitudes towards learning
English as a result of being taught using (a) grammatical courses, (b)
communicative courses. It used multivariate covariance analysis with
‘course for English’, (a) or (b),as the independent or predictor
variable. The Low et al. (1995) study, we judged, did not qualify for
inclusion in our synthesis on a number of grounds. Firstly, it is a pilot
project in which ‘the teaching in primary school was undertaken by
a visiting tutor working in conjunction with the primary school class
teacher’. The study is concerned with the effect on later pupil
achievement in the foreign language of being exposed, versus not
being exposed, to such a programme at primary level. This is not a
question that is really relevant to of the effectiveness of different
teaching approaches or instructional practices in the case of Irish at
primary level, since the question of teaching Irish at this level is an
uncontroversial and long standing element of language education
policy. The Low et al. study is not focused on the question of central
interest in our synthesis: the relative effectiveness of different teaching
practices on language learning performance of primary school pupils.

No clear attempt is made in Low et al. (1995) to link defined
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teaching practices to pupil performance. Certainly, taking all these
issues together, the Low et al. (1993, 1995) studies do not appear to
meet the criteria for inclusion in our synthesis. Finally, the Luc et al.
(1996) study was not available to us and so our assessment must be
based on Driscoll et al’s (2004) description. The study examines
process aspects of the use of the video cassettes CE1 sans frontiére

and appears to be a process product study.

In the case of Driscoll’s own qualitative study (Driscoll et al., 2004, p.
32), one of the four key studies included in her synthesis, it is not
clear what the evidence for eftective teaching is. The study, a PhD
thesis which we were unable to obtain a copy of in time, did not
appear on the basis of the summary description in Driscoll et al.
(2004) either to measure pupil proficiency directly or to provide
qualitative type evidence of learning. The study appears to equate the
occurrence of an educational activity intended to bring about pupil
learning with the actual occurrence of learning, when in reality no
real direct evidence of effectiveness in terms of specific pupil learning
or behaviour is presented. Effectiveness is defined, for example, in
terms such as ‘teacher subject knowledge’ having ‘a major influence
on the way the subject is presented, the complexity of the subject
content included, and the planning and assessment of learning’. To
count as evidence of effectiveness, we would need some indication of
how ‘the way the subject is presented’ actually leads to pupils
learning, increased proficiency or positive attitude motivation.
Another example in Driscoll et al. (2004) of what is seen as evidence
for effectiveness is the researchers’ perception (in qualitative study
terms) that ‘teacher identification with a professional community’ has
an ‘Impact on practice and on the learning opportunities offered to
pupils’. But again, this seems to equate the provision of certain kinds
of learning opportunities with success and eftectiveness. It does not
meet the aspiration in Driscoll et al’s own definition of effective

language teaching above of identifying an educational activity which
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brings about pupil learning - or with the characterisation of effective
language teaching elsewhere as practice that works. The approach,
therefore, appears to be proposing a kind of evidential base for
effective teaching which is too far removed from the detailed exercise
linking independent and dependent variables in the SLA type meta
analyses exemplified by, for example, Keck et al. (2006) or Russell
and Spada (2006).

We turn now to the second main question concerning Driscoll et
al’s synthesis. This relates to the link between the data extracted and
the conclusions. They refer to the lack of evidence on effective
language and the fact that because the four studies selected for in
depth review are concerned with different aspects of teaching, it was
not possible to arrive at definitive findings supported by a body of
substantive research. Two of their 10 conclusions can be taken as

examples:

5. Purposeful use of activities, such as games and songs,
provides enjoyment and reinforces children’s learning. The ludic
approach is an appropriate method that stimulates, motivates
and provides challenge for learning. The repetitive rhythms of
games and songs provide opportunities for extensive practice
and consolidation as well as the exposure necessary for

language intake to take place.

6. Audio-visual and other resources are useful aids to teaching
and learning. They can also be a support for teachers’ language
and cultural knowledge but they are not a substitute for it. The
evidence indicates a measure of dependence on such aids and
the need to train teachers to use such aids selectively and as

part of a planned sequence of learning.

(Driscoll et al., 2004, p. 5)
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They point out in this context that in this area, there is very little
hard evidence and that in synthesising the evidence inferences and
conclusions are derived from what evidence has been brought
together. Critically, however, what limited evidence there is from the
data extraction is not presented in any systematic way to support
particular conclusions directly. We have attempted to learn from this
aspect of the Driscoll et al. exercise in the present synthesis, therefore,
and have established an approach to linking the data extracted to the
conclusions reached which we believe is as rigorous as the evidence

will allow.

THE LINK BETWEEN DATA-EXTRACTION AND SYNTHESIS IN THE

PRESENT STUDY

The present synthesis presents a number of challenges in trying to
arrive at useful conclusions that are well-grounded in evidence. Some
of these arise from the relatively small number of process-product
studies which met our inclusion criteria and the consequent patchy
nature of the evidence available to us on any one instructional
practice. Other challenges arise from the earlier discussed necessity to
relax the selection criteria for key studies. Thus, we do not have the
kind of substantial groups of experimental quantitative studies which
would allow direct cause-effect conclusions about specific
instructional practices and the calculation of effect sizes. In addition,
research on second language acquisition and pedagogy has not yet
yielded a conceptual map of effective language teaching at primary
level in which a range of significant alternative specific instructional
practices are identified and indeed are serving to guide the focus of
new studies. As a result, there is little evidence of the accumulation of

a well-structured evidence base.

Against this background, one of the key requirements we set out was

that the final set of studies selected for data extraction would at least

113



Effective Language Teaching: A Synthesis of Research

be of the product-process type, with independent and dependent
variables (or predictor and criterion variables in the case of
correlation-regression studies) being reasonably clearly defined. In
addition, we made a systematic attempt to group the small number of
key studies selected in relation to a number of specific themes.
Particular connections between process (instructional practices) and
product (pupil proficiency or learning etc) established in each study
are then linked to each theme in order to establish the strength of
evidence for each conclusion. Although we refer to studies in the
broader literature - which were not included in the synthesis itself
because for example they dealt with older learners - to support some
conclusions, we emphasise the conceptual and practical distinction
throughout between the data extracted and the more indirect
evidence. In some cases, of course, there may only be one study
related to a particular theme or teaching practice (although the
review of the larger literature accompanying the study may refer to
other supporting studies which do not meet our inclusion criteria).
Further details on our approach to linking data extraction to the
synthesis may be found in Section 2 (Methodology) of the report

above.
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APPENDIX 2
ELECTRONIC

DATABASE SEARCHES
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SEARCH TERMS

These search terms in Table 1 were developed as part of the search
process which was divided into three phases. Terms 1-20 formed the
major part of the search and these terms were used in the first phase of
the search. Terms 21-24 were added in Phase 2 to search specifically for
research studies in the area of CLIL that were not captured in the initial
search. In order to ensure adequate coverage of all the research
questions and cross-cutting themes, terms 25-32 were added in Phase 3
of the search. The number of sources resulting from the searches in
Phases 2 and 3 proved to be quite large. The process of scrutinising
these to identify relevant studies proved to be very time consuming.
After many hours searching three databases only two relevant studies
were added to the existing studies identified in Phase 1. Due to the
time constraints of the project it was decided to suspend further
database searches at that point and to augment the studies already

sourced with hand searches.

A systematic approach was adopted in the search process. The individual
nature of the different databases, however, required a flexible approach.
The fact that different countries use different terminology to describe
similar structures such as ‘primary’ or ‘elementary’ when referring to the
type of school for the students in the age-range that is the focus of this
BES, it was necessary to include both terms in the search. Similarly
language programmes for minority students might be described as

‘heritage’, ‘indigenous’ or ‘endangered’ depending on the context.

Table 1:
Search terms and combinations

Phase 1

1 Child

2 Pupil

3 Student

4 Elementary
5 Primary
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Table 1:
Search terms and combinations

6 Young

7 Second

8 Foreign

9 Modern
10 Minority
11 Regional
12 Language
13 Teach*
14 Learn*

15 Pedagogy

16 Acquisition
17 Effective

18 Best practice

19 Best evidence
20 Success™
Phase 2

21 Content

22 Integrated

23 Learning
24 CLIL
Phase 3

25 Immersion
26 Heritage
27 Indigenous
28 Endangered
29 Biling*

30 Early

31 Mid

32 Late

* An asterisk is used after a search term to instruct the database to
search for all forms of that word

e.g. teach* will search for teach, teacher, teaching
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Table 2:
Search combinations and phases

Phase 1. (1or2or3)and (4 or5or6)and(7or8or9or10ori1)and 12 and (13 or
14 or 15 0r 16) and (17 or18 or 19 or 20)

Phase 2. (12 and 21 and 22 and 23) or 24
Phase 3. (25 or 26 or 27 or 28) and 29 or (30 or 31 or 32)

PHASE 1: SEARCH PROCESS
Tables DB1.1-1.9 describe the search process for the different

databases in Phase 1.

Table DB1.1 records the search process adopted for the Blackwell/
Wiley InterScience database. The search combination in Row 21

yielded 735 results. The titles and/or abstracts of these articles were
examined and 11 articles were exported to RefWorks bibliographic

software for further examination.

Table DB1.1:
Blackwell Synergy/Wiley InterScience

1 Child full text
2 Pupil full text
3 Student full text
4 Elementary full text
5 Primary full text
6 Young full text
7 Second full text
8 Foreign full text
9 Modern full text
10 Minority full text
11 Regional full text
12 Language full text
13 Teach* full text
14 Learn* full text
15 Pedagogy full text
16 Acquisition full text
17 Effective full text
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Table DB1.1:
Blackwell Synergy/Wiley InterScience

18 Best practice full text
19 Best evidence full text
20 Success* full text

21 (1or2or3)and (4or5or6)and(7or8or9ori10or | 735results
11)and 12 and (13 or 14 or 15 or 16) and (17 or 18
or 19 or 20)

11 results were exported
to RefWorks for further
examination

* An asterisk is used after a search term to instruct the database to
search for all forms of that word

e.g. teach* will search for teach, teacher, teaching

Table DB1.2 describes the search conducted on the Cambridge
Online Journals. The combination in Row 21 yielded 44,748 results.
When the search was refined to limit the results to the years 1980-
2010 in Row 22, 1,777 studies were found. The search was further
refined in Row 23 to the category ‘Language and Linguistics’ and to
the particular journals listed there. This resulted in 1,647 studies
which were examined according to the inclusion and exclusion
criteria. The titles and/or abstracts of these articles were examined
and a final group of 100 articles was exported to RefWorks

bibliographic software for further examination.

Table DB1.2:
Cambridge Journals Online

1 Child full text
2 Pupil full text
3 Student full text
4 Elementary full text
5 Primary full text
6 Young full text
7 Second full text
8 Foreign full text
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Table DB1.2:
Cambridge Journals Online

9 Modern full text
10 Minority full text
1 Regional full text
12 Language full text
13 Teach* full text
14 Learn* full text
15 Pedagogy full text
16 Acquisition full text
17 Effective full text
18 Best practice full text
19 Best evidence full text
20 Success* full text

21 (1or2or3)and (4 or5or6)and (7 or8or9or10or | 44,748 results
11)and 12 and (13 or14 or 15 or 16) and (17 or18 or
19 or 20)

22 Limit 21 to yr=1980-2010 1.777 results

23 Limit 22 to the category Language and Linguistics and | 1,647 results
the following journal titles within Cambridge Journals
Online: Studies in Second Language Acquisition,
Language Teaching, Language Variation and Change,
Annual Review of Applied Linguistics, Nordic Journal
of Linguistics, Journal of French Language Studies,
Journal of Linguistics, Language in Society, English
Language and Linguistics

100 results were
exported to RefWorks for
further examination

Table DB1.3 describes the search conducted in the Education
Resources Information Center (ERIC) database. The combination in
Row 21 yielded 128,850 results. When the search was refined to
limit the results to ‘full text’ available from ERIC in Row 22 there
were 42,026 results. The search was then limited to the years 1980-
2010 in Row 23, yielding 34,035 studies. The search was further
refined in Row 24 to the years 1990-2010 reducing the number of
results to 26,020. Rows 25-28 refined the search terms on a gradual

basis to ‘Item title’ in ERIC. This reduced the number of results to
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5,154. Row 29 removed the category ‘Elementary Secondary
Education’ reducing the number of results further to 1,999. Finally
Row 30 changed the search combination to ‘teach*’ and ‘learn’
instead of ‘teach*’ or ‘learn’. This resulted in 414 studies which were
examined according to the inclusion and exclusion criteria. The titles
and/or abstracts of these articles were examined and 19 articles were

exported to RefWorks bibliographic software for further

examination.
ERIC

1 Child keywords (all fields)
2 Pupil keywords (all fields)
3 Student keywords (all fields)
4 Elementary keywords (all fields)
5 Primary keywords (all fields)
6 Young keywords (all fields)
7 Second keywords (all fields)
8 Foreign keywords (all fields)
9 Modern keywords (all fields)
10 Minority keywords (all fields)
11 Regional keywords (all fields)
12 Language keywords (all fields)
13 Teach* keywords (all fields)
14 Learn* keywords (all fields)
15 Pedagogy keywords (all fields)
16 Acquisition keywords (all fields)
17 Effective keywords (all fields)
18 Best practice keywords (all fields)
19 Best evidence keywords (all fields)
20 Success* keywords (all fields)
21 (Tor2or3)and (4 or5or6)and (7 or8or9ori10or | 128,850 results

11)and 12 and (13 or 14 or 15 or 16) and (17 or 18 or

19 or 20). Limited to Education Level: Early Childhood

Education, Elementary Education, Elementary

Secondary Education, Grade 1, Grade 2, Grade 3. Grade

4, Grade 5, Grade 6, Kindergarten, Primary Education
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Table DB1.3:
ERIC

22 Limit 21 to full text available from ERIC 42,026 results

23 Limit 22 to yr=1980-2010 34,035 results

24 Limit 23 to yr=1990-2010 26,020 results

25 Limit 24 to ‘Language’ (see 12) in ltem title 25,657 results

26 Limit 25 to ‘Teach™ or ‘Learn’ or ‘Pedagogy’ or 11,368 results
‘Acquisition’ in Item title

27 Limit 26 to ‘Effective’ or ‘Best evidence’ or ‘Best 5,223 results
practice’ or ‘Success™ in ltem title

28 Limit 27 to all terms in Item title 5,154 results

29 Limit 28 to Education Level: Early Childhood 1,999 results

Education, Elementary Education, , Grade 1, Grade

2, Grade 3. Grade 4, Grade 5, Grade 6, Kindergarten,
Primary Education (i.e. remove ‘Elementary Secondary
Education’)

30 Limit 29 to ‘teach™ and ‘learn’ (13 and 14 or 15 0r 16) | 414 results

19 results exported to
RefWorks for further
examination

Table DB1.4 describes the search conducted in the JSTOR database.
The combination in Row 21 yielded 130,017 results. When the

search was refined to limit the results to the following disciplines
within JSTOR, ‘Education, Irish studies, Language and Literature,
Linguistics’, there were 65,218 results. The search was further refined
by limiting the search to the categories ‘Education, Language and
Literature’ leading to 63,641 results. Row 24 searched for journal
articles only and resulted in 48,038 articles. We limited the search to
the years 1980-2010 in Row 25 and got 28,789 results. We then
limited the search term ‘language’ to the ‘item title’ and this led to
1,562 results. These articles were examined according to the inclusion
and exclusion criteria. The titles and/or abstracts of these articles
were examined and 127 articles were exported to RefWorks for

further examination.
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Table DB1.4:
JSTOR

1 Child full text
2 Pupil full text
3 Student full text
4 Elementary full text
5 Primary full text
6 Young full text
7 Second full text
8 Foreign full text
9 Modern full text
10 Minority full text
11 Regional full text
12 Language full text
13 Teach* full text
14 Learn* full text
15 Pedagogy full text
16 Acquisition full text
17 Effective full text
18 Best practice full text
19 Best evidence full text
20 Success™ full text
21 (Tor2or3)and (4 or5or6)and (7 or8or9ori10or | 130,017 results
11)and 12 and (13 or 14 or 15 or 16) and (17 or 18
or 19 or 20)
22 Limit 21 to the following disciplines within JSTOR: 65,218 results
Education, Irish studies, Language and Literature,
Linguistics
23 Limit 22 to the following disciplines within JSTOR: 63,641 results
Education, Language and Literature
24 Limit 23 to Article 48,038 results
25 Limit 24 to yr=1980-2010 28,789 results
26 Limit 25 to Language (see 12) in Item title 1,562 results
127 results exported
to RefWorks for further
examination

Table DB1.5 describes the search conducted in the Linguistics and

Language Behaviour Abstracts (LLBA) database. The combination in

123



Effective Language Teaching: A Synthesis of Research

Row 21 yielded 183 results. When the search was refined to limit the
results to the years 1980-2010 in Row 22, 153 studies were found.
Row 23 limited the search to journal articles yielding 60 results.
Almost all of the results excluded were dissertations The titles and/or
abstracts of these 60 studies were examined and 20 articles were

exported to RefWorks for further examination.

Table DB1.5:
LLBA

1 Child full text
2 Pupil full text
3 Student full text
4 Elementary full text
5 Primary full text
6 Young full text
7 Second full text
8 Foreign full text
9 Modern full text
10 Minority full text
11 Regional full text
12 Language full text
13 Teach* full text
14 Learn* full text
15 Pedagogy full text
16 Acquisition full text
17 Effective full text
18 Best practice full text
19 Best evidence full text
20 Success* full text
21 (1or2or3)and (4 or5or6)and(7or8or9ori10or | 183 results
11)and 12 and (13 or 14 or 15 0r 16) and (17 or 18
or 19 or 20)
22 Limit 21 to yr=1980-2010 153 results
23 Limit 22 to Articles (almost all exclusions were 60 results
dissertations)
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Searching the Oxford Journal Online database required a different
search strategy due to the manner in which the database is
configured. The search terms in Table DB1.6 below were used to

search the title of the articles contained in the database.

The combination in Row 8 yielded 17,837 results. When the search
was refined to limit the results to the following journal titles ‘Applied
Linguistics, ELT Journal and Forum for Modern Language Studies’, 1,626
studies were found. The search was further refined in Row 10 to
limit the search to the years 1980-2010. This resulted in 1,162 studies
which were examined according to the inclusion and exclusion
criteria. The titles and/or abstracts of these articles were examined

and 129 articles were exported to RetWorks for further examination.
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Table DB1.6:
Oxford Journal Online
1 Language title
2 Teach* title
3 Learn* title
4 Effective title
5 Best title
6 Evidence title
7 Success™ title
8 (1or2or3ordor5or6or7) 17,837 results
9 Limit 8 to the following journal titles: Applied 1,626 results
Linguistics, ELT Journal and Forum for Modern
Language Studies
10 Limit 9 to yr=1980-2010 1,162 results
129 references exported
to RefWorks for further
examination

Table DB1.7 describes the search conducted in the Psychlnfo/
EBSCO Host database. The combination in Row 21 yielded 1,144
results. When the search was refined to limit the results to the years
1980-2010 in Row 22, 1,055 studies were found. The search was
further refined in Row 23 to the category ‘Childhood 0-12 yrs’. This
resulted in 580 articles. Row 24 limited the search to 23 to ‘Intended
Audience: Psychology: Professional & Research’ and this yielded 125
results which were examined according to the inclusion and
exclusion criteria. The titles and/or abstracts of these articles were
examined and 4 articles were exported to RefWorks for further

examination.
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Table DB1.7:
Psychinfo/EBSCO Host

1 Child full text
2 Pupil full text
3 Student full text
4 Elementary full text
5 Primary full text
6 Young full text
7 Second full text
8 Foreign full text
9 Modern full text
10 Minority full text
11 Regional full text
12 Language full text
13 Teach™ full text
14 Learn* full text
15 Pedagogy full text
16 Acquisition full text
17 Effective full text
18 Best practice full text
19 Best evidence full text
20 Success* full text
21 (Tor2or3)and (4or5or6)and (7or8or9or10or |1,144 results
11)and 12 and (13 or 14 or 15 or 16) and (17 or 18
or 19 or 20)
22 Limit 21 to yr=1980-2010 1,055 results
23 Limit 22 to Childhood 0-12 yrs 580 results
24 Limit 23 to Intended Audience: Psychology: 125 results
Professional & Research
4 references exported
to RefWorks for further
examination
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Table DB1.8 describes the search conducted in the Project Muse
database. The combination in Row 21 yielded 17,105 results. Row
22 limited the search to the following journal titles within Project
Muse: The Canadian Journal of Linguistics, The Canadian Modern
Language Review, Education and Culture, Education and Treatment
of Children, Eire-Ireland, The Journal of General Education, Journal
of Slavic Linguistics, Language, Linguistic Inquiry, MLN, MLQ:
Modern Language Quarterly, Pedagogy, Radical Teacher. 786 studies
were found in this search. These 786 studies were examined
according to the inclusion and exclusion criteria. The titles and/or
abstracts of these articles were examined and 16 articles were

exported to RefWorks for further examination.

Table DB1.8:
Project Muse

1 Child full text
2 Pupil full text
3 Student full text
4 Elementary full text
5 Primary full text
6 Young full text
7 Second full text
8 Foreign full text
9 Modem full text
10 Minority full text
11 Regional full text
12 Language full text
13 Teach* full text
14 Learn* full text
15 Pedagogy full text
16 Acquisition full text
17 Effective full text
18 Best practice full text
19 Best evidence full text
20 Success™ full text
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Table DB1.8:
Project Muse
21 (1or2or3)and (4 or5or6)and (7 or8or9or10or | 17,105 results

11)and 12 and (13 or14 or 15 or 16) and (17 or18 or
19 or 20)

22 Limit 21 to the following journal titles within Project 786 results
Muse: The Canadian Journal of Linguistics, The
Canadian Modern Language Review, Education and
Culture, Education and Treatment of Children, Eire-
Ireland, The Journal of General Education, Journal of
Slavic Linguistics, Language, Linguistic Inquiry, MLN,
MLQ: Modern Language Quarterly, Pedagogy, Radical
Teacher

16 results were exported
to RefWorks for further
gxamination

Table DB1.9 describes the search conducted on the Sage Journals.
The combination in Rows 21 and 22 yielded no results. The search
was broadened so that any combination of the search terms was
acceptable. This was done by inserting or between all the search
terms. This yielded 163,612 results in Row 23.Then the search was
limited to the following journal titles: Canadian Journal of School
Psychology, Child Language Teaching and Therapy, Education and
Urban Society, Educational Policy, Educational Researcher, First
Language, International Journal of Bilingualism, Journal of Early
Childhood Literacy, Journal of Early Childhood Research, Journal of
Educational and Behavioral Statistics, Journal of English Linguistics,
Journal of Language and Social Psychology, Journal of Learning
Disabilities, Journal of Research in International Education, Journal
of Teacher Education, Language and Literature, Language and Speech,
Language Teaching Research, Language Testing, Qualitative Research,
Sociology of Education, Teacher Education and Special Education:
The Journal of the Teacher Education Division of the Council for
Exceptional Children, and Theory and Research in Education. This
yielded 14,460 results in Row 24. When the search was refined to
limit the results to the years 1980-2010 in Row 25, 12,005 studies
were found. The search was further refined in Row 26 to limit the
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results to the years 1990-2010 which yielded 8,985 results. Row 27
refined the search to look for the search terms in ‘Full text’ instead of
‘All fields’. This resulted in 8,897 articles being found. Row 28
searched for the same terms in ‘Keywords’ which reduced the results
to 369 articles. These articles were examined according to the
inclusion and exclusion criteria. The titles and/or abstracts of these
articles were examined and 41 articles were exported to RefWorks

for further examination.

Table DB1.9:
Sage Journals

1 Child All fields
2 Pupil All fields
3 Student Al fields
4 Elementary All fields
5 Primary All fields
6 Young All fields
7 Second All fields
8 Foreign All fields
9 Modemn All fields
10 Minority All fields
11 Regional All fields
12 Language All fields
13 Teach* All fields
14 Learn* All fields
15 Pedagogy All fields
16 Acquisition All fields
17 Effective All fields
18 Best practice All fields
19 Best evidence All fields
20 Success* All fields
21 (1Tor2or3)and(4or5or6)and(7or8or9ori10or |0 results

11)and 12 and (13 or 14 or 15 or 16) and (17 or18 or

19 or 20)
22 (1or2or3)or(4orbor6)or(7or8or9ori0oril) | 0results

86;2 and (13 or 14 or 15 or 16) or (17 or18 or 19 or
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Table DB1.9:
Sage Journals

23 (1or2or3)or(4orb5or6)or(7or8or9ori0oril) | 163,612 results
or 12 or (13 or 14 or 15 or 16) or (17 or18 or 19 or 20)

24 Limit 23 to the following journal titles: Canadian 125 results
Journal of School Psychology, Child Language
Teaching and Therapy, Education and Urban Society,
Educational Policy, Educational Researcher, First
Language, International Journal of Bilingualism,
Journal of Early Childhood Literacy, Journal of Early
Childhood Research, Journal of Educational and
Behavioral Statistics, Journal of English Linguistics,
Journal of Language and Social Psychology, Journal
of Learning Disabilities, Journal of Research in
International Education, Journal of Teacher Education,
Language and Literature, Language and Speech,
Language Teaching Research, Language Testing,
Qualitative Research, Sociology of Education, Teacher
Education and Special Education: The Journal of

the Teacher Education Division of the Council for
Exceptional Children, and Theory and Research in

Education.

14,460 results 4 references exported
to RefWorks for further
gxamination

25 Limit 24 to yr=1980-2010
12,005 results
26 Limit 25 to yr=1990-2010
8,985 results
27 Limit 26 to Full text 8,897 results
28 Limit 27 to Keywords 369 results
41 results exported to
RefWorks

PHASE 2: SEARCH PROCESS
Tables DB2.1-2.3 describe the search process for the different

databases in Phase 2 .

Table DB2.1 records the search process adopted for the Blackwell/
Wiley InterScience database. The search combination in Row 6
yielded 346 results. The titles and/or abstracts of these articles were
examined and 2 articles were exported to EndNote bibliographic

software for further examination.

131



Effective Language Teaching: A Synthesis of Research

Table DB2.1: Blackwell Synergy/Wiley InterScience

1 Language full text

2 Content full text

3 Integrated full text

4 Learning full text

5 CLIL full text

6 (1and 2 and 3 and 4) or 5 364 results
2 results exported to RefWorks for
further examination

Table DB2.2 describes the search conducted on the Cambridge
Online Journals limited to the years 1980-2010. The combination in
Row 6 yielded 48 results. The titles and/or abstracts of these articles
were examined and 5 articles were exported to R efWorks

bibliographic software for further examination.

Table DB2.2: Cambridge Journals Online

1 Language full text

2 Content full text

3 Integrated full text

4 Learning full text

5 CLIL full text

6 (1and 2 and 3 and 4) or 5 48 results
5 results exported to RefWorks for
further examination

Table DB2.3 describes the search conducted in the Education
Resources Information Center (ERIC) database. The combination in
Row 6 yielded 162 results. The titles and/or abstracts of these articles
were examined and 13 articles were exported to RefWorks

bibliographic software for further examination.

Table DB2.3: ERIC

1 Language keywords (all fields)

2 Content keywords (all fields)

3 Integrated keywords (all fields)

4 Learning keywords (all fields)

5 CLIL keywords (all fields)

6 (1and2and 3and 4) or 5 162 results
13 results exported to RefWorks
for further examination
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PHASE 3: SEARCH PROCESS
Tables DB3.1-3.3 describe the search process for the different

databases in Phase 3.

Table DB3.1 records the search process adopted for the Blackwell/
Wiley InterScience database. The search combination in Row 9

yielded 284 results. The titles and/or abstracts of these articles were
examined and 15 articles were exported to EndNote bibliographic

software for further examination.

Table DB3.1: Blackwell Synergy/Wiley InterScience

1 Immersion full text

2 Heritage full text

3 Indigenous full text

4 Endangered full text

5 Biling™ full text

6 Early full text

7 Mid full text

8 Late full text

9 (1or2or3ord)yand5or(6or7or8) 284 results
15 results exported to RefWorks
for further examination

Table DB3.2 describes the search conducted on the Cambridge
Online Journals limited to the years 1980-2010 and the category
‘Language and Linguistics’. The combination in Row 9 yielded 1447
results. The search was further refined to limit the search to the
following journals: Studies in Second Language Acquisition, Journal
of Child Language, Annual Review of Applied Linguistics,
Bilingualism: Language and Cognition, Applied Psycholinguistics,
English Language and Linguistics. This search yielded 455 articles.
The titles and/or abstracts of these articles were examined and 33
articles were exported to RefWorks bibliographic software for

further examination.
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Table DB3.2: Cambridge Journals Online

1 Immersion full text

2 Heritage full text

3 Indigenous full text

4 Endangered full text

5 Biling* full text

6 Early full text

7 Mid full text

8 Late full text

9 (1or2or3ord)and5or(6or7or8) 455 results
33 results exported to RefWorks
for further examination

Table DB3.3 records the search process adopted for the Education
Resources Information Center (ERIC) database. The search
combination in Row 9 yielded 186 results. The titles and/or abstracts
of these articles were examined and 2 articles were exported to

EndNote bibliographic software for further examination.

Table DB3.3: ERIC

1 Immersion full text
2 Heritage full text
3 Indigenous full text
4 Endangered full text
5 Biling* full text
6 Early full text
7 Mid full text
8 Late full text
9 (1or2or3ord)yand5or(6or7 or8) Limited | 186 results

to Education Level: Early Childhood Education,
Elementary Education, Elementary Secondary
Education, Grade 1, Grade 2, Grade 3. Grade
4, Grade 5, Grade 6, Kindergarten, Primary
Education.

Limited to yr=1990-2010

2 results exported to RefWorks
for further examination

Table DB3.4 describes the search conducted on the Oideas Journal.
Due to the nature of the journal, this search combined both Phase 2

and Phase 3 searches, limited to the years 1980-2010 and the
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category ‘Language and Linguistics’. The combination in Row 9
yielded 20 results. The titles of these articles were examined and 1

article was printed for further examination.

Table DB3.4: Oideas

1 Immersion full text

2 Content full text

3 Language full text

4 Irish full text

5 Gaeilge full text

6 Teanga full text

7 Second full text

8 CLIL full text

9 1or2or3ordor5or6or7or8 20 results
1 result was printed for further
examination
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APPENDIX 3
DEScrRIPTION OF 13 KEY
STUDIES SELECTED FOR

IN-DEPTH ANALYSIS
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Stupy 1. AMMAR SPADA (2006) ONE size FITS ALL?

RecAsTs, PROMPTS, AND L2 LEARNING

Stupy 2. AMMAR (2008) PROMPTS AND RECASTS:

DIFFERENTIAL EFFECTS ON SECOND LANGUAGE MORPHOSYNTAX
Ammar & Spada (2006) carried out a quasi-experimental tightly
controlled study to examine the impact of prompts in comparison to
recasts, or no corrective feedback. A recast typically occurs where a
teacher reformulates a pupil’s erroneous utterance while keeping the
intended meaning e.g. “He went with her mother,” might be
reformulated as “He went with his mother.” A prompt on the other
hand is a signal to the pupil that there is something wrong with the
previous utterance. Prompts can take different forms, in the example
above the teacher could reformulate the utterance with rising
intonation but not complete it e.g. “He went with ...?” This indicates
to the pupil that there was an error. The critical element with a

prompt is that the correct form is withheld (Lyster & Saito, 2010).

The participants in this study were 64 Grade 6 Francophone learners
of English in three intact intensive ESL classes in the Montreal area.
Although the context of the study was an ESL course, the participants
spoke French at home and all reported that they had limited exposure
to English outside of school. Three teachers were selected on the basis
of the type of feedback they habitually gave to their pupils in response
to errors this categorisation being based on observation of their
practice. One teacher gave only recasts, another provided prompts and
a third gave no feedback. The target structure examined in the study
was the acquisition of third person determiners ‘his’ and ‘her’. All
pupils received three phases of instruction. In the first session they
were provided with a rule of thumb regarding possessive determiner
use. They practiced the structure in the following two sessions with
further instruction where necessary. Following the instructional phase

each group engaged in 11 communicative activities and received
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feedback from the teacher in accordance with that teacher’ style —

recasts, prompts, or no corrective feedback.

A pre-test (Day 1), immediate post-test (Day 30) and a delayed post-
test (Day 60) design was used to examine the effects of prompts,

recasts, or no feedback. Data were gathered in a computerised fill-in-
the-blank task, an oral picture-description task, and a multiple-choice

task.

Results from the quantitative analyses of the passage correction task
and the oral picture description task indicated that the prompt group
significantly outperformed the recast group on the immediate and
delayed written post-tests. Results from the oral test indicated that
the prompt group benefited more than the recast group. However,
the difference between the two groups was found to be statistically
significant only at the time of the delayed post-test. When the pupils
were divided into high- and low- achieving groups the researchers
found that prompts were more effective than recasts for the low-
proficiency learners, but that prompts and recasts were equally

effective for high-proficiency learners.

Ammar (2008) carried out further analysis of the data gathered by
Ammar & Spada (2006). Analysis of data from the computerized task

and from the oral task was reported in this study.

The data analysis revealed that pupils who received corrective
feedback benefitted more than those that received no feedback. The
pupils who were prompted to self~correct made greater progress in
their L2 morphosyntactic development than the recast group. This
was particularly true for low-achievers. The author notes that these
results need to be interpreted with caution because factors other than the

ones the ones investigated could have contributed to the reported outcomes

(Ammar, 2008, p. 201).
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Stupy 3. GAtTULLO (2000) CORRECTIVE FEEDBACK AND

TEACHING STYLE: EXPLORING A RELATIONSHIP

Gattullo (2000) examined the type of corrective feedback used by
primary English language teachers in Italy. She divided the 10
teachers in her study into two groups according to two teaching
styles, five teachers with a teacher-centred style and five teachers
with a more pupil-orientated style. They were all teacher of fourth
grade pupils (9-10 years). The teachers with a teacher-centred style
tended to organise whole-class activities in such a way that the
teacher was always the centre of interaction. The teachers with the
pupil-orientated style on the other hand organised more pairwork

and group work giving more autonomy to the pupils.

Ten hours of classes were recorded for analysis according to the
following corrective feedback type responses: 1) recast, ii) elicitation,
iil) repetition of error, iv) clarification request, v) teacher’s
continuation after feedback and vi) pupil’s continuation after
feedback. Gattullo (2000) further categorised elicitation, repetition of
the broader category of “negotiation of form”. The analysis revealed
that both types of teacher used recast most often followed by
negotiation of form although the teachers with a teacher-centred
organisational style used a wider range of responses. It was the latter,
negotiation of form, that was most successful in leading to pupils
repair of their utterances. As Gattullo states feedback that did not provide
pupils with the correct form was more likely to initiate a sequence of
negotiation of form whereby learners attempted to self-repair, either successfully

or not (2000, p. 305).

Grattullo (2000) concluded from her analysis that it was easier for the
teacher-centred teachers to draw pupils attention to form in a way
that didn’t immediately supply the correct form. When pupils are

organised in groups or pairs, corrective feedback can cause a greater
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interruption to the communicative activity and negotiation of form
type of feedback is more difficult to give thus teachers are inclined to
provide the correct expression directly (2000, p. 307). In such
situations pupils tend to continue with the activity without repairing
the error. Part of the difficulty with recasts is that there is an inherent
ambiguity (Lyster, 1998) whereby pupils don’t always realise that they

have been corrected.

Stupy 4. HaRrris (1983) RELATIONSHIPS BETWEEN
ACHIEVEMENT IN SPOKEN IRISH AND DEMOGRAPHIC,

ADMINISTRATIVE, AND TEACHING FACTORS

In this study based on a national sample of sixth-grade classes,
correlation and multiple regression analysis were used to link a
number of criterion measures of demographic, school administration,
and teaching variables to a criterion measure of pupil achievement in
spoken Irish. The criterion measures included demographic variables
(region, urban-rural location), administrative variables (size of sixth-
grade group in class, gender composition of class, school size, number
of grades in the class unit) and teaching variables (‘extent of Irish
medium instruction’, ‘type of course-method used’ and ‘number of
years teaching experience’). School inspectors who administered the
Irish tests collected the data on all the criterion variables using a

form which specified the information required.

The categories of Irish medium instruction used were (a) ‘some
aspects of the curriculum taught through Irish’ and (b) ‘no aspect of
the curriculum taught through Irish’ (outside the Irish lesson proper).
It was found that 22.03% of teachers were reported to be teaching
‘some aspects’ of the curriculum through Irish. This proportion was
lower than might be expected given that in official statistics based on
routine school returns 35.44% of classes report that ... the ordinary

medium of communication with the class for at least one subject or activity is
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Irish. While the latter percentage would include Gaeltacht areas
(while the Harris, 1983 study would not) the author considered this
to be an unlikely to be the main explanation for the disparity. More
likely, the circumstances of data collection in the Harris study, where
the inspector’s report on Irish medium instruction was compiled in
consultation with the class teacher (whose class of course was tested
by the same inspector), may have tended to produce relatively
conservative reports on the extent of Irish medium instruction. To
that extent, relatively low levels of Irish medium instruction may
have gone unreported suggesting perhaps that a relatively robust Irish

medium instruction treatment was being examined.

There were three categories of ‘course method used’ (a) Nuacharsai
(audio-visual), (b) ‘ABC-related’ and (c) ‘Other’. The ‘ABC-related’
category resulted from combing ‘ABC’ and ‘ABC plus Nuachtrsai’
because the ‘ABC’ (only) category was too small. The ABC method,
described as ‘a well planned and effective aural-oral approach’ (O
Domhnalliin & O Gliasin, 1976) was widely and consistently
applied in all primary schools from the 1930-1960s. A Department of
Education booklet on the approach describes both teaching methods
and course content. The letters A, B, C refer to the three aspects of
language around which the approach was organised — A (language
structure), B (vocabulary) and (C) (free conversation/fluency). A
substantial number of teachers continued to use the old ABC
method to some extent after the audio-visual courses and methods
were introduced. In the study reported here, 38.65% of teachers
categories themselves as using ABC-related methods while nearly all

the remainder (58.8%) used the audio-visual Nuachtrsai.

Four variables were found to explain significant proportions of the
variance in spoken Irish: 7.6% (region), 8.9% (size of sixth grade
group in class), 13.5% (extent of Irish-medium instruction) and
11.6% (type of course-method). ‘Extent of Irish medium instruction’

and ‘Course method’ were entered in the regression equation after
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the demographic and administrative variables. The teaching
experience variable was entered last. Teaching experience did not
make a significant contribution to variance explained. Mean scores
on the Irish test were 83.7 (SD 17.7) for those classes taught some
aspect of the curriculum outside the Irish lesson through Irish while
it was 66.9 (SD 18.6) in those class which taught no aspect of the
curriculum through Irish. Mean scores for course method were 67.4
(SD 20.2) for the audio-visual Nuachrsai and 76.9 (SD 16.6) for
ABC-related.

One issue that arises here 1s whether the ‘no Irish’ group have the
same overall time exposure to Irish as the ‘some aspects’ group. This
is relevant because the positive impact of teaching through Irish may
simply be the extra time, the ‘real interaction’ element, or perhaps a
bit of both. (See Jimenez Catalan & de Zarobe (2009)). In the Irish
primary school system, it must be borne in mind that the Irish-
medium instruction is possibly running many years as certain schools

might tend to have an implicit school policy.

Stupy 5. JimENez CaTALAN, R.M. & DE ZARroBE, Y. R.
(2009) THE RECEPTIVE VOCABULARY OF EFL LEARNERS IN
TWO INSTRUCTIONAL CONTEXTS: CLIL versus NoN-CLIL
INSTRUCTION

Jiménez Catalan, R.M. & Ruiz de Zarobe,Y. (2009) conducted
research on 130 female English language learners of Spanish in
primary school. They sought to ascertain whether Grade 6 primary
school EFL learners (11-12 year-old) in a CLIL instructional context
would outperform EFL learners in English as a subject only (ES)

instructional context.

The sample consisted of two sub-groups of learners. The first group
were an intact class of 65 female pupils from a Basque single-sex

private primary school receiving state funding. They lived in a
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bilingual Basque and Spanish community, and English was their L3.
The second group was drawn from a random sample of 65 female
pupils living in a monolingual region of Northern Spain, and English
was their L2. Both groups started learning English when they were
three. The first group, however, had received 960 hours of instruction
in English (5 hours per week) whereas the second group had
received 629 hours (3 hours per week) prior to the commencement
of the research. The first group had also studied Science (grades 1-6)
and Arts and Crafts (grades3-6) through English providing a further

two hours per week contact with English.

The researchers measured the pupils’ proficiency using two
vocabulary tests and a cloze test. The vocabulary tests were the 1000~
word receptive test (WT) and the 2000-frequency band of the
receptive version of the Vocabulary Levels Test (VLT). These are
described as receptive vocabulary tests that represent words from the
1000 and 2000 most frequent words in English. The pupils who
received content instruction through CLIL achieved higher scores on
all three tests than the pupils who studied English as a subject only.
The differences between the CLIL and the ES groups were
significant on the 1000 WT test and highly significant on the 2000
VLT test.

These results need to be treated with caution as the CLIL group had
received more hours of instruction and greater exposure to English.
The researchers could not state categorically that the greater
proficiency of the CLIL group on the tests was due to CLIL proper

due to the confounding effect of more hours of instruction.
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Stupy 6. Kizietan, N. & Ersand, C. (2007) THe
CONTRIBUTIONS OF THEME-BASED CBI TO TURKISH YOUNG

LEARNERS’ LANGUAGE DEVELOPMENT IN ENGLISH

Kiziltan & Ersanli (2007) conducted a small-scale quasi-experimental
study on content-based instruction (CBI) with young English language
learners in Turkish schools. They investigated if theme-based CBI was
an effective way of teaching English to young learners in elementary
schools. Two grade 6 EFL classes were randomly chosen for inclusion
in the research study. There were 43 pupils in the experimental group
and 43 in the control group also. The language proficiency of both
groups was tested at the beginning of the study and no statistically

significant differences were found.

The experiment lasted 15 weeks. Content-based language instruction
was used in the experimental group while traditional methods were
used in the control group. The pupils in the experimental group were
given an opportunity to choose the theme that they would like to
study by means of a questionnaire. The most popular choice was the
theme of ‘love’. Topic-related tasks and activities were developed that
actively involved the exchange of content or theme-related
information. The same topics and grammar points were studied in the

control group in a more traditional way.

Achievement tests were administered at the end of each of four topics
and a fifth test at the end of fifteen weeks (the authors don’t state what
form the achievement test took). The experimental group scored better
on each of the five tests and the differences in the mean scores were
statistically significant. The total mean scores of the experimental group
were 61.6 compared to 23.1 for the control group at the end of the
experiment. The results of this study are quite impressive, in that
because of its short term nature, it is easier to show cause and effect.
On the other hand, it may be more difficult to sustain the energy and

enthusiasm for such an intervention over a longer time period.
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Stupy 7. SeikkuLA-Leino (2007) CLIL LEARNING:

ACHIEVEMENT LEVELS AND AFFECTIVE FACTORS

Seikkula-Leino (2007) compared 217 CLIL and non-CLIL grade 5
and 6 pupils in a Finnish school. She wished to investigate how
successfully the pupils learned content in a CLIL programme and
also to look at affective factors such as motivation and self-esteem. Of
the 217 pupils in the study, 116 students were enrolled in the CLIL
programme where 40-70% of the classes were taught through English
and 111 pupils were in the regular non-CLIL programme. In tests of
Mathematics and L1 Finnish there were no significant differences in
achievement between the CLIL and non-CLIL groups. When she
examined the number of overachievers in each group, however, she
found that there were more overachievers in the non-CLIL group.
Overachievement was calculated on the comparison of pupils’ scores
on a non-verbal intelligence test and a vocabulary test with their

scores in Mathematics and L1 Finnish. Seikkula-Leino explains that

Teaching in a pupil’s mother tongue provides the pupil with
more opportunities to reach maximum results. However, one
must bear in mind that CLIL pupils learn a foreign language
to a very high standard, which is unlikely to happen to such
an extent in teaching conducted only in Finnish.

(Seikkula-Leino, 2007, p. 336)

Despite this statement the author maintains that participation in
CLIL does not adversely affect development of pupils’ mother

tongue.
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Stupy 8. NetTen, J & GermaiN, C. (2009) THE FUTURE OF

INTENSIVE FRENCH IN CANADA

Netten, ] & Germain, C. (2009) examined the French oral
proficiency of pupils in core French and intensive French
programmes in Canada. Core French has been taught in Canadian
schools for many years while intensive French was introduced in
Newfoundland and Labrador in 1998. Over 22,000 pupils have
participated in intensive French since its inception. Intensive French
normally begins towards the end of elementary school in Grade 5 or
6.1t is based on the premise that a level of intensity is required at the
beginning of the L2 learning process in order to gain a basic level of
spontaneous communication. The program starts with an intensive
five-month period where 65%-70% of the school day is given over
to French. Other subjects such as Mathematics or Science are taught
through English. After the initial intensive period pupils follow the
normal curriculum and it is recommended that the time for French
be combined into two 80 minute sessions so that a level of intensity
is maintained. In this way pupils receive approximately 345 hours
(minimum 250 hours) in French during the intensive year. The IF
programme is based on the theory that the development of L2
communication requires comprehensible input and comprehensible
output. Specific teaching strategies have been developed for the
programme and teachers attend five-day training sessions. Thus the
three core characteristics are; increased time, specific teaching

strategies and teacher preparation.

In order to evaluate the success of the programme to date the
researchers pre-tested pupils’ oral French proficiency in four
jurisdictions on the New Brunswick Middle School Scale (MSS) of
the Oral Proficiency Interview (OPI). The ability categories within
the MSS are novice, basic, intermediate and advanced. The novice
and basic levels can be seen in the following table. Each descriptor

also has a numerical equivalent.
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Descriptors and Numerical Equivalents for the New Brunswick Middle

School Scale of the Oral Proficiency Interview (Abbreviated Version)
(Carr, 2009, p.798)

Level | Descriptor Numerical
Equivalent
Novice | Able to express oneself only in a very limited fashion by using 11
low isolated words or expressions
Novice | Able to speak in a limited fashion about familiar topics; use of words | 12
mid and memorized phrases rather than complete sentences; can identify
objects; frequent, long pauses
Novice | Able to satisfy immediate needs using longer, memorized phrases; | 13
high some hesitations; understanding is limited; shows beginning signs
of initiative in choice of words and sentences
Basic | Able to show a certain spontaneity when speaking about familiar 14
low topics; uses simple but complete sentences; asks and answers
simple questions
Basic | Able to show some spontaneity when speaking about a variety of 15
mid topics; can initiate and sustain simple dialogue
Basic | Able to show considerable spontaneity when speaking about a wide | 16
high variety of topics; can initiate and sustain a simple conversation
Basic | Able to show some spontaneity when speaking about a variety of 15
mid topics; can initiate and sustain simple dialogue
Basic | Able to show considerable spontaneity when speaking about a wide | 16
high variety of topics; can initiate and sustain a simple conversation

The evaluators were experienced EFL teachers who had received a

two-day training session. The learner participants were core French

pupils drawn from different jurisdictions within Canada and of

different backgrounds and abilities. A pre-test in the form of an oral

interview was conducted with each pupil using the MSS. Interviews

were recorded for re-evaluation to ensure reliability. The results of

pre-tests from 2003-2008 (n = 1,600) suggest that core French pupils

do not achieve spontaneous communication regardless of the number

of years of instruction. The average level of performance on the MSS

was novice low.

Post-tests have been administered to IF Grade 6 pupils (n = 625)

from 2003-2008 in nine jurisdictions at the end of the five-month

intensive period. The average number of intensive hours was 299.

The average level of performance was ’basic low’. When comparisons

were made for 476 of these pupils that had been pre-tested, the
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average gain per pupil was 2.5 levels on the MSS. This gain was
statistically significant in all cases. This level was achieved regardless of
how many years previous instruction in core French that a pupil had.
After five months of IF, 70% of pupils attained a level of basic low or

above.

Post-tests have also been administered to intensive French Grade 5
pupils (n = 1,400) from 2003-2007 at the end of the five-month
intensive period. The average number of intensive hours was 298.
Once again the average level of performance was basic low. After five
months of IF, 80% of pupils attained a level of basic low or above.
Pre-tests had been administered to 841 of these pupils and the
average gain was 2.7 levels on the MSS. These gains were statistically
significant. There was no significant difference between the
attainments of pupils who had chosen to participate in this

programme and those for whom the programme was compulsory.

Post-tests were administered in one jurisdiction to intensive French
Grade 4 pupils (n = 285) from 2004-2007 at the end of the five-
month intensive period. The average number of intensive hours was
271.The average level of performance in this case was basic low.
After five months of IE 69% of pupils attained a level of basic low or
above. The average gain for these pupils was 2.2 levels on the MSS.

These gains were statistically significant.

Post-Intensive French testing was in its initial stages when the report
was written. Preliminary data from these tests (four classes, n = 53)
indicate that pupils continued to develop their oral competence
attaining a level of basic mid on the MSS with 94% reaching basic
low or above. The authors note that continued development of the
pupils’ proficiency in French will be dependent on suitably qualified
teachers being available to teach these pupils. They argue nonetheless
that IF has the potential to bring about linguistic duality in Canada if

those in charge have the courage to make the necessary changes in
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the system.

Stupy 9. HARRIS & MURTAGH (1999) TEACHING AND LEARNING
IRISH IN PRIMARY SCHOOL: A REVIEW OF RESEARCH AND

DEVELOPMENT

This was an in-depth exploration of the relationship between a large
range of variables concerning Irish in primary school. Twenty sixth grade
primary school classes (N=534 pupils) representing the full range of
social, educational and linguistic conditions nationally under which Irish
was being taught participated in the study. It was carried out at a time
when an audio-visual, structural linguistic syllabus was still predominant
in Irish classrooms. The process of implementing a more explicitly

communicative syllabus and teaching approach only began in 1999.

In the part of the study relevant to effective language teaching, variations
in particular aspects of the approach to teaching Irish across the twenty

classes were linked to

* class achievement in spoken Irish,

e class attitude motivation towards Irish
e class attention and

e class interest.

Each teacher was asked to teach two typical lessons while school
inspectors observed and recorded for each segment of the lesson

information on
* topic,
* language activity,

* pupil behaviour,
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e teacher mode of involvement,
* classroom organisation and
* materials.

In the case of language activity, for example, the categories used
include ‘translation’, ‘imitation’, ‘contextualisation exercises’, ‘real
communication in Irish’ and ‘simulated communication in Irish’. In
observing and recording the beginning and end of lesson segments,
and in rating the various aspects of teaching and classroom activities,
the inspectors used observation schedules and coding specification

previously developed by the researchers.

The goal was to link between class variations in these ‘independent’
variables to the four ‘dependent’ variables. Class achievement in
spoken Irish was measured by an objective test and class attitude
motivation towards Irish was derived from a pupil multiple choice
questionnaire. Measure of the other two variables, Class attention and
Class interest, were based on on-line codings of these variables for

each segment by the inspectors.

The distinction between ‘experiential’ activities and ‘analytic’
activities (Allen, Swain, Harley, & Cummins, 1990; Stern, 1990, 1992)
or ‘communicative’ versus ‘language-practice’ activities was crucial to
account for the results. In relation to the Language activity, for
example, about one-fifth of the Irish lesson segments were found to
involve communicative activities — either ‘real communication’ or
‘simulated communication - although there are very substantial class-

to-class variations.

Correlational analyses showed that classes in which a greater
emphasis was placed on communication did significantly better in a
variety of ways than classes which were less communicative in

orientation. For example, when the two communicative activities
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(‘Real’ plus ‘Simulated’ communication in Irish) were combined, it
was found that 37% of lesson time on average is spent on
communicative activities in high-Irish-achievement classes, while
only 10% of time is spent on them on average in low-Irish-
achievement classes. Significant positive correlations were observed
between, on the one hand, class achievement in Irish, levels of
attention and interest, and general pupil attitude motivation and, on
the other, the number of lesson segments and time devoted to
communicative activities. In contrast, generally less favourable
outcomes were associated with teachers who emphasised and devoted
more time to traditional language-practice (non-communicative)
activities such as ‘Drills’ or repetition-based activities. The evidence
that class attention and interest was higher when communicative
activities were in progress compared to other kinds of activities is

particularly notable.

It was also found, using a second classroom observation system
focused on individual pupils, that as classes spend more time on
‘Simulated communication in Irish’ there is a significant tendency at
class level for pupils to speak individually more often and to make
sustained spoken contributions in class more often (indicated by

Pearson’s r).

Stupy 10. EpeLenBos AND SUHRE (1994) A cOMPARISON

OF COURSES FOR ENGLISH IN PRIMARY EDUCATION

The study focused on the difference in

*  pupils’ level of command of English

* their attitudes towards learning English
as a result of being taught with

* grammatical courses
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e communicative courses

* communicative courses with an emphasis on grammatical

structure.

In the period leading up to the study, English in the Netherlands had
been taught almost exclusively using commercially available courses.
Traditionally, these had been grammar oriented courses. More
recently, however, communicative courses had been developed
because the traditional courses were thought to be producing poor
results in terms of pupil proficiency. In grammar oriented courses the
correct use of the foreign language is emphasised and the sequencing
of material is based on the language system itself with little reference
to context of use. In the communicative courses, the emphasis is on
the skills pupils need to understand the language and to express
themselves in certain contexts and the material is thematically
sequenced. The courses differ also with respect to the directions to
the teacher and the organisation of seatwork. These differences are
predicted to produce differential eftects on the proficiency and

attitudes of pupils.

The authors point out that research on the effectiveness of courses
ideally should take the form of an experiment. What is feasible,
however, is an ex post facto design. This requires the collection of
additional data about such issues as prior knowledge of the pupils,
teachers’ characteristics and opportunities to learn (time investment,
subject matter coverage and teaching styles). The detailed data on
these variables were derived from logbooks, a questionnaire and

measures of teacher fluency.

In the case of pupils, data were derived from tests of vocabulary,
grammar, listening, reading, writing and speaking skills, and measures
of attitude and parental SES. The data were first analysed using

content analysis of the courses, examining variations in teaching time,
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partial correlations between teacher characteristics and learning
characteristics, using the parents’ SES as a control factor. The second
step used mulitvariate covariance analysis with ‘course for English’

being the independent variable.

Results showed that pupils studying the grammar-based courses did
achieve higher grammar scores. But when learning opportunities and
teacher characteristics (certification in foreign language teaching,
experience and fluency in English) are taken into account, there are
no significant differences between the courses in pupils’ oral
proficiency, writing, reading, listening comprehension and vocabulary.
The research also found that the particular course used had no
impact upon pupil motivation or attitude towards learning English.
The communicative courses produced no real improvements in the
pupils’ command of language, suggesting that the course as such is of
minor importance in relation to the pupils’ achievements. The
authors conclude that the teacher is vitally important in learning a

foreign language.
The authors conclude that

in foreign language teaching ... The pluriform, ever changing
learning environment of foreign language teaching leads to the
conclusion that the ideal course for foreign language teaching
does not exist ... Trying to improve learning results in general,
and foreign language teaching in particular, through designing
and altering courses is a dead-end street

(Edelenbos and Suhre, 1994, p.531).
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Stupy 11. Macaro & Murtton (2009) DeveLoPING
READING ACHIEVEMENT IN PRIMARY LEARNERS OF FRENCH:
INFERENCING STRATEGIES VERSUS EXPOSURE TO ‘GRADED

READERS'

Macaro & Mutton (2009) carried out a small-scale pilot study with
79 ten-eleven year-old Year 6 pupils learning French as a second
language in England. The aim of their study was to provide some
evidence that there should be a literacy component in primary
second language learning curriculum. Three groups of pupils from
three different schools participated in the study. One group of pupils
(n = 25), engaged in an intervention where they used materials
designed to help develop their inferencing strategies when presented
with unfamiliar French words in short texts. A second group (n =
25), were exposed to graded French readers only without any
strategy instruction. A third group (n = 29) continued to receive
their normal teaching provision. We are not told what ‘normal

teaching’ consisted of.

Pupils in the first two groups were extracted from the lesson in
groups of six. Each pupil received two hours of exposure to the text.
The researchers developed a pedagogical tool whereby they adapted
a novel that was written in English by inserting French words into
the text producing a codeswitched text. Each group was given three
tests at Time 1 and Time 2. The first test, ‘words in sentences’,
involved difficult new words that pupils were asked to translate by
guessing from the context. The second test, ‘comprehension test’, was
concerned with reading comprehension and pupils had to read a text
in French and write down anything that they understood in English.
The third test, ‘function-word test’, asked the pupils to translate from
French to English any function words that they knew from a list of
30 words. The results showed that there were significant differences
for the ‘inferencing’ group over the other two groups in the words in

sentences and function-word tests.
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The researchers conclude that text-based work is highly beneficial
and appropriate for primary school pupils and they observed that the
pupils appeared to enjoy the work. The pedagogical tool developed
as part of this study enabled the pupils to read texts with a content
and topical interest appropriate to their maturity level as learners.
The research offers some evidence of the need for strategy
instruction rather than just exposing L2 learners to text. They also

suggest that text-based work is appropriate for primary L2 learners.

Stupy 12. AmeR (1997) THE EFFECT OF TEACHER'S READING
ALOUD ON READING COMPREHENSION OF EFL pupILS

Amer (1997) conducted a small-scale study with 75 sixth grade male
EFL learners in Cairo on the effect of teacher’s reading aloud on
reading comprehension of EFL pupils. There were elements of
experimental control in the study. The pupils were assigned to two
classes but it does not state whether they were ‘randomly’ assigned.
There were 39 pupils in the experimental class and 36 in the control
class. Pre-test differences were not significant but were in the

direction of experimental prediction.

The story chosen to be read aloud in the study was The Perfect Pearl
(Osborne, 1989). The story was divided into four meaningful
segments and read aloud to the experimental group.Vocabulary for
the part of the story that was due to be read was prepared as a pre-
reading activity. Pupils were encouraged to follow the teacher and
read the text silently as the teacher read aloud. The teacher paused at
random points in the text and asked pupils to read the following
word in order to check attention. This aspect of the design may have
confounded the reading aloud effect with a test for attention. The
control group received similar preparation for the story but were
asked to read it themselves silently without oral reading by the

teacher.
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The tests used to measure the experimental effects were a multiple-
choice test (MCT) and a story-frame test (SFT). Post-test results,
conducted three days after instruction ended, showed that the
experimental group outperformed the control group on both tests.
The mean scores for the experimental group were 11.7 and 11.0 for
the MCT and SFT respectively. The mean scores for the control

group were 9.3 and 9.0 for the MCT and SFT respectively.

These results indicate that the pupils in the reading aloud group had
a better understanding of the content of what they had read
compared to the pupils who read the text silently. The authors
suggest that reading aloud by the teacher may help to shift readers
from an over dependence on bottom-up reading strategies that are
evident in ineffective readers. They further propose that regular
planned reading aloud by the teacher can have a positive effect on
the comprehension of EFL learners. They caution that this may not
be the case for unplanned occasional reading aloud. It is also

important the learners understand the objective of reading aloud.

Stupy 13. Drew (2009) Using THE EARLY YEARS LITERACY
ProGrRAMME IN PRIMARY EFL (EnGLISH FOREIGN LANGUAGE)

NoRrwEGIAN CLASSROOMS

Drew (2009) conducted a small-scale study on the effectiveness of
the Early Years Literacy Programme (EYLP) with third and fourth
grade EFL pupils in Norway. The EYLP was originally developed in
Australia for English as a first language (L1). It is an extensive reading
programme where pupils are expected to do large amounts of regular
reading taught by teachers with expert knowledge, where pupils are
monitored and assessed and with parental participation. The books in
the programme introduce high frequency words in a systematic way
to promote pupils’ fluency and automaticity. Pupils are encouraged to

read all books at a given level, up to 25, and to read other material in
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English. The teachers keep reading records of each pupil’s strengths
and weaknesses. The class is organised around learning centres with
pupils rotating in groups from centre to centre every 10-15 minutes.
One centre is manned by the teacher while pupils work

independently on pre-prepared tasks at the other centres.

57 third grade pupils in one school were studied using the EYLP
with 58 pupils in two other control schools that followed the regular
EFL programme. The experimental school had been using the EYLP
approach for mother tongue Norwegian for three years prior to the
study and had been impressed with the improvement in L1 literacy
levels. The pupils were tested on their listening, reading/writing and
oral skills at the end of the Spring term in 2006 (third grade) at the
commencement of the study and again at the end of the Autumn
term in 2006 when they were in fourth grade. The pupils had one
lesson per week in third grade and two lessons per week in fourth

grade. Typical lessons lasted 90 minutes.

‘While all pupils made progress during the period of the study, it can
be seen in Figure 1 that the experimental school made the greatest
gains relative to the two control schools. These gains were statistically
significant. The rate of increase for the experimental school in
listening was 26% which was 9% higher than C1 and 7% higher than
C2.The rate of increase for the experimental school in reading and
writing was 15% which was 4% higher than C1 and 3% higher than
C2. Finally the rate of increase for the experimental school in the
oral test was 17% which was 5% higher than C1 and 11% higher
than C2.
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Figure 1. Pupils’ rate of progress in three tests from Test 1 to Test 2

(Drew, 2009, p. 117)
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The results of this small-scale study are promising and encouraging.
It will require further monitoring and study to assess the merits of
implementing such a programme more widely. It provides some
evidence to support the view that extensive L2 reading can lead to
increased proficiency in the other language skills of listening,

speaking and writing.
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An muinteoir mar

chomhairleoir

An paiste gniomhach

Rol an mhiiinteora i bhforbairt na
cumarsdide

Ta rol faoi leith ag an muinteoir nuair a
mhiiineann sé/si go cumarsdideach.
Spreagann sé/si na pdisti chun
foghlama agus chun pdirt ghniomhach
a ghlacadh sa cheacht. Cuireann sé/si
abhar spreagitiil ar fdil do na ceachtanna
a bhfuil ceangal aige le suim, le saol
agus le caitheamh aimsire na bpadisti.
Coinneoidh dbhar mar sin na pdisti
gafa. Bionn teanga an mhiuinteora mar
shampla ag na paisti, agus stiturfaidh
sé/si iad go hdirithe ag tus an cheachta.
Tugann sé/si treoracha i gcomhair obair
an ranga, agus nuair a bhionn na pdisti
gniomhach i mbun taisc n6 cluiche
beidh sé/si mar chomhlairleoir acu.
Bionn sé/si ag éisteacht agus ag
soldthar foclora no freagra ar cheist
nuair a bhionn an obair bheirte ar sitil.
Déanann an muinteoir néta de na
botuin is coitianta a chloisfidh sé/si,
agus is féidir pairt a ghlacadh sa
ghniomh, ach ni mholtar cur isteach ar
chaint agus ar chumarsdid an phaiste le
ceartu bottn i rith na ngniomhaiochtai
cumarsdide.

Rol an phdiste sa cheacht
cumarsdideach

Bionn an padiste gafa gniomhach chomh
minic agus is féidir sa cheacht
cumarsdideach. An paiste féin agus a
réimse spéise a bhionn mar thusphointe
ag an muinteoir agus dbhar an cheachta
d roghnu. Ag tus an cheachta bionn an
paiste pdirteach le gach duine eile sa
rang ag déanamh aithrise ar theanga an
mhuinteora agus ag cleachtadh na

teanga chun go mbeidh sé/si in ann
usdid a bhaint aisti ar ball. Bionn béim
ar thuiscint an phaiste le
gniomhaiochtai agus le geditsi n6 tri
phictitir a tharraingt agus tri fhreagra a
thabhairt. Nuair a bhionn
gniomhaiochtai cumarsdide ar sitl
imrionn an paiste cluiche
cumarsdideach no6 glacann sé/si rol i
sceitsi né i suimh ina mbeidh seans
aige/aici an teanga a usdid. Bionn an
bhéim ar dtus ar thuiscint an phdiste
agus ansin ar usdid na teanga chun
tascanna sodhéanta a chur i gcrich no
chun gniomhaiochtai taitneamhacha a
dhéanambh. Is ina mbeirteanna né ina
ngrupai a bhionn na pdisti i gcomhair
na gcluichi teanga n6 na dtascanna de
ghnath. Is é an buntdiste is mé atd ag
obair bheirte n6 obair ghrtipa na go
mbionn seans ag gach duine sa rang
ceisteanna a chur agus a fthreagairt agus
an teanga a chleachtadh agus a labhairt.

Forbairt na cumarsdide

Is de réir a chéile a thiocfaidh fas agus
forbairt ar an gcumas cumarsaide atd ag
an bpdiste bunscoile, go hairithe mas i
an Ghaeilge an dara teanga. I ranganna
na naiondn beidh an bhéim ar éisteacht
le hionchur saibhir teanga 6n muinteoir
agus 6 dbhar taifeadta. Beidh na paisti
beaga ag stigradh as Gaeilge: ag aithris
rann agus amhrén, ag athinisint scéalta,
agus ag glacadh pairt i ndramai beaga.
Sa tréimhse réamhchumarsdide seo
treiseofar scileanna éisteachta agus
tuisceana na bpdisti agus beidh siad ag
teacht isteach ar phatriin fuaime agus
comhréire na Gaeilge.



Cé nach mbeidh an pdiste beag ag caint
mordn as a stuaim féin, ni hionann sin
is a rd nach bhfuil foghlaim teanga ar
sitll. Léireoidh sé/si a t(h)uiscint ar
bhealai eile seachas tri fhreagra
labhartha. Is féidir gniomh a dhéanambh,
cluiche a imirt, né pictitir a tharraingt.
Beidh an cur chuige cumarsdideach i
ranganna na naiondn sa mhéid is go
léireofar don phadiste gur féidir
cumarsdid a dhéanamh tri Ghaeilge sna
dramai do phuipéid, san
idirghniomhaiocht a bheidh ar sitl ar
chldir theilifise, n6 idir chuairteoiri
agus an muinteoir ranga. Sa seomra
ranga féin b'théidir go mbeadh ctiinne
Gaeilge, it a labhrédh an muinteoir
Gaeilge mar fhreagra ar chaint an
phdiste agus go mbeadh abhar stigartha
a chabhrédh le forbairt na Gaeilge, na
matamaitice, na healaine, na rithime
agus an cheoil.

Gaeilge neamhfhoirmiiil
Foghlaimionn an pdiste teanga sa bhaile
ar bhealach neamhfhoirmiuil nadurtha.
Ma usdideann muinteoiri an Ghaeilge
taobh amuigh den cheacht Gaeilge ba
cheart go sealbhodh an pdiste an
teanga ar an mbealach céanna, mar
beidh sé/si ag éisteacht leis an gcaint
agus 4 tuiscint 6n gcomhthéacs. Tugtar
‘Gaeilge neamhthoirmiuil ar usdid na
Gaeilge taobh amuigh den cheacht
foirmiuil Gaeilge agus ar a huisdid sa
seomra ranga mar theanga chaidrimh
agus mar theanga bhainisteoireachta
ranga. Bionn an Ghaeilge 4 husdid i
gcaitheamh an lae ar fud an churaclaim
sna scoileanna lan-Ghaeilge agus

Gaeltachta. Sna scoileanna eile moltar
don mhuinteoir an Ghaeilge a labhairt
chun treoracha a thabhairt, chun an
rang a roinnt i gcomhair cluichi, chun
am l6in agus am sosa a stitiradh, agus
chun an rolla a ghlaoch.

Tugann usaid neamhfhoirmitil na
Gaeilge seans don mhuinteoir agus don
phdiste araon fiorchumarsdid a
dhéanamh agus fiortisdid a bhaint as an
nGaeilge chun gnathriachtanais
chumarsdide agus shoisialta a
chomhlionadh. Chomh maith leis sin
bionn seans ag an bpdiste na
heiseamlairi teanga a d'thoghlaim sé/si
sa cheacht foirmiuil Gaeilge a
chleachtadh go neamhfhoirmiuil sa
chaint.

An Ghaeilge i ngnéithe eile an

churaclaim

Bealach eile leis an nGaeilge a shealbhu
agus a fhoghlaim na i a usdid i
muineadh dbhar eile an churaclaim.
Tarlaionn sé seo go forleathan i
scoileanna Gaeltachta agus lan-
Ghaeilge. Td sé 4 mholadh do
scoileanna T2 an Ghaeilge a usdid i
snditheanna airithe d’dbhair eile, mar
shampla corpoideachas, ceol agus
ealain, agus dbhar eile a roghnodh an
scoil. Nuair a usdidtear an Ghaeilge i
ngnéithe uile an churaclaim bionn an
bhéim ar an mbri agus ar an
teachtaireacht i gconai. Bionn na
tascanna agus na gniomhaiochtai
réalaioch. Bionn bearna néddurtha in
eolas an phdiste agus bitear ag iarraidh i
sin a shdru sa cheacht tireolaiochta,
staire, n6 timpeallachta daonna. Ta
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éifeacht ar leith ag baint le muineadh
abhar eile tri mhedn na Gaeilge chun
cur leis an méid a dhéantar sa cheacht
foirmiuil agus chun é a bhuanu. Tugtar
smaointe ag bun gach sndithe sa
churaclam Gaeilge do scoileanna T2 i
gcomhair comhthédthu na n-dbhar eile
le muineadh na Gaeilge.

Cur chuige comhthaite

Tacaionn na scileanna teanga—
éisteacht, labhairt, léitheoireacht agus
scribhneoireacht—Ilena chéile, agus is
minic a usdidtear le chéile sa
ghndthchaint iad. Mar shampla, nuair a
labhraionn duine bionn sé/si ag
éisteacht freisin, agus is ionduil go
bpléann duine téacs tar éis é a 1éamh. Is
féidir freisin freagra ar an téacs a
scriobh seachas € a phlé. Ta cur sios ar
na ceithre scil teanga i snditheanna an

Beirteanna ag caint le chéile

churaclaim Ghaeilge, ach is ar bhealach
comhthdite a mhuinfear iad. Beidh na
ceithre scil teanga 4 n-tisdid go minic
chun tasc a chur i gerich.

Combhthdthii an dbhair theagaisc i
geur chuige cumarsdideach

San dbhar teagaisc agus foghlama
luaitear gniomhaiochtai éagstila a
chabhréidh leis an bpdiste an teanga a
fhoghlaim agus a chleachtadh. T liosta
téamai ann freisin a thabharfaidh
suiomh réalaioch do na gniomhaiochtai
sin. Luaitear na catagoiri d'theidh-
meanna teanga atd riachtanach don
phadiste ionas go mbeidh sé/si in ann
usdid éifeachtach a bhaint as an teanga.
Ta na tri ghné sin mar bhunchloch don
churaclam seo.

Mar shampla, chun go mbeidh na paisti
in ann tasc a chur i gcrich né
gniomhaiocht a dhéanamh tri Ghaeilge
caithfidh siad a bheith in ann eolas a
thabhairt agus a lorg né6 struchtur a
chur ar chomhra (dha chatagéir
feidhmeanna). Dd mbeadh an téama ‘Sa
bhaile’ i gceist d'théadfadh na paisti
ceisteanna a chur agus a fhreagairt
chun eolas a fhdil faoi thithe a chéile.
D’fhéadfai tasc beag a bhunu ar an
téama ansin tri dha phictitir den seomra
sui a thabhairt amach. Bheadh an
pictiur iomldn ag pdiste B agus gan ach
imline den seomra ag pdiste A. Ba é tasc
phéiste A na an pictitir a chriochnu tri
cheisteanna a chur agus na freagrai a
thuiscint. Ba é tasc phdiste B nd na
treoracha a thabhairt agus ceisteanna



phdiste A a fhreagairt chun go mbeadh
sé/si in ann an pictitr a chriochnu.

Ta sé soiléir mar sin go bhfuil na tri
ghne’ sin—na tascanna, na téamai ata
suimitil don phaiste, agus na
feidhmeanna teanga—ina ndlithchuid
de cheacht ina mbeadh an muinteoir ag
iarraidh cumas cumarsdide an phdiste a

fhorbairt.
Spreagadh
Muiscailt suime
lonchur teanga 6n muinteoir
Réamhchumarsaid Aithris agus athra

Cleachtadh
Cluichi gramadai
Gniomhaiochtai faoi threoir

Tascanna le déanamh

Cluichi cumarsaide

Rélanna i suimh réalaiocha agus insamhlaithe
Cumarsaid Idirghniomhi séisialta

Drdamaiocht, sceitsi, seiftiu

Plé, diospéireachtai

Saortisdid na teanga

Féachaint siar
Cleachtai gramadai
Anaili t
Iarchumarsdid natis na ea'nga )
Traschur eolais go tascanna eile
Cluiche breise

Féachaint ar aghaidh
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Struchtir do chur
chuige cumarsaideach

Is é atd @ mholadh na go mbeidh
struchtur dirithe ar gach ceacht a
fheilfidh d’'thoghlaim, do thuiscint agus
d’isdid na teanga.

Is féidir an ceacht a roinnt ina thri
thréimhse, mar seo a leanas, agus ta
saintréithe dirithe ag baint leo:

e an tréimhse réamhchumarsdide
e an tréimhse cumarsdide

e an tréimhse iarchumarsdide.

Ni gd cloi go docht leis na tréimhsi sin.
Is € an rud atd nua nd an chumarsdid a
bheith mar sprioc ag gach ceacht
chombh fada agus is féidir gach l4. Is
féidir an struchtur a léiriu mar
chontanam cumarsdide, mar atd thios.
Leagtar an bhéim ar fhoghlaim na
teanga don tasc n6 don chluiche ag tuis
an chontanaim agus ar tisdid na teanga
no ar an gcumarsaid ina dhiaidh sin
agus ar fhéachaint siar n6 an ceacht a
phlé ag a dheireadh.

Réamhchumarsaid

Cumarsaid

An contanam cumarsaide

larchumarsaid
Y

)

Réamhchumarsdaid Cumarsaid

Is féidir an proiseas a léiriu i bhfoirm tri chiorcal freisin.

larchumarsaid




Tréimhse réamhchumarsdide
Ag cothui spéise le gniomhaiochtai
réamhchumarsdide

Is sa tréimhse seo a spreagann an
muinteoir spéis na bpdisti san ébhar n6
sa topaic le ceisteanna agus le comhra
gineardlta, no is féidir tasc beag a
dhéanamh né cluiche a imirt. Mar
shampla, d'fhéadfadh an muinteoir a rd
leis na pdisti cdrtai a bhfuil pictiuir
orthu a roinnt ina ngripai—ainmhithe
allta n6 peatai, éin na hEireann né cinn
a d'fheicfed sa zu no thar lear. Is féidir
tascanna difritla a shocru don rang ag
scagadh na bpictitir céanna: ainmhithe
a itheann feoil agus ainmhithe a
itheann glasrai a scaradh 6na chéile,
éisc, éin n6 mamaigh agus mar sin de.
Beidh na pdisti in ann na
gniomhaiochtai seo a dhéanamh 6n
eolas gineardlta ata acu, ach spreagfar
iad chun suim a chur sa cheacht atd ag
teacht. Is féidir na tascanna difritila seo
a bhunu ar chartaf léitheoireachta n6
ar ghniomhaiocht bheag scribhneoir-
eachta freisin. Beidh obair ullmhtichdin
faoi leith ag teastail roimh éisteacht le
taifeadadh de chomhrd no de scéal né
dan.

Is i rith na tréimhse seo a usdideann na
pdisti an teanga atd acu

* chun ceist a chur agus freagrai a
thabhairt

¢ chun eolas a lorg 6n miinteoir agus
a thabhairt do/di:

Cén Ghaeilge ar X?
Nil a fhios agam, a mhiiinteoir.

Cd gcuirfidh mé € seo?

Tonchur

Eilionn an miiinteoir an teanga agus
eiseamlairi na bhfeidhmeanna teanga a
bheidh ag teastail 6 na pdisti don tasc a
bheidh le déanamh. Mura bhfuil an
teanga ar eolas ag an rang muiineann
sé/si an focléir agus na frasai nua, ag
tsdid raon de na modhanna muinte ar
leathanach 64 de réir mar a oireann.

Usaideann an miiinteoir pé diseanna ata
riachtanach agus go leor aithrise agus
athra. Nior ghd go mbeadh an t-athra sa
chomhthéacs céanna i gconai. Bionn an
bhéim ar thuiscint na teanga ag an
bpointe seo, agus cuireann an
muinteoir béim ar an léiriu tuisceana
roimh iarraidh ar na pdisti an teanga a
labhairt astu féin. Taispednann an pdiste
go dtuigeann sé/si an teanga nua tri
ghniomhartha né le geditsi.

Cuir do ldmh chlé ar do ghualainn
dheas.

Faigh an glantoir agus glan an clar

dubh, le do thoil!
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Cleachtadh

Ta neart cleachtaidh ag teastail 6 na
pdisti, ach ni gd iad a thuirsiu leis na
samplai agus na comhthéacsanna
céanna i gconai. Is féidir usdid a bhaint
as druileanna, as agallaimh faoi threoir,
as cluichi struchtirtha agus as dramai
gearra ag an bpointe seo. Tugann an
muinteoir cabhair don phdiste an
teanga atd foghlamtha cheana a usadid i
gcomhthéacsanna difritila. Roghnaionn
an muinteoir cuid den teanga a bheidh
a husdid ag an bpdiste, n6é toghann sé/si
suiomh no rdl ina gcleachtéidh an
pdiste an teanga ar bhealach nua. Nuair
a bhionn an pdiste in ann léamh tagann
an treoir seo i bhfoirm pictiur,
leidchartai agus cluichi struchtirtha.
Bionn na suimh agus na gniomhaiochtai
chomh cumarsaideach agus is féidir,
ach ni féidir a ra fos gur fiorchumarsaid
atd ann. Bionn treoir faoi tisdid na
teanga le fdil f6s 6n muinteoir n6 6
riachtanais an taisc, ach tugann an
cleachtadh muinin don phdiste
mdistreacht a thdil ar struchtuir agus ar
fhrésai dirithe. Bionn an bhéim sa
tréimhse seo ar usdid cheart na teanga,
agus ceartafonn an muinteoir na pdisti
nuair is ga.

B'théidir go mbeadh nios lu cleachtaidh
sna scoileanna lan-Ghaeilge agus
Gaeltachta na mar a bheadh i
scoileanna T2.

Tréimhse cumarsdide

Gniomhaiochtai cumarsdide agus
lisdid na teanga

Cabhréidh an tréimhse seo leis na pdisti
an teanga a shealbhu trina husaid.
Bionn seans ag na pdisti an teanga a
d'fhoghlaim siad i rith an ionchuir
theanga a usdid chun tasc éigin a chur i
gerich n6 chun rél a ghlacadh i suiomh
faoi leith. Bionn saoirse ag na pdisti
anseo an teanga a usaid go
cruthaitheach, ach bionn an tasc né an
suiomh faoi threoir an mhuinteora chun
go mbeidh ceangal leis an ullmhiichédn a
rinneadh ag ttis an cheachta. Sa scoil
lan-Ghaeilge agus Ghaeltachta ni gd an
smacht céanna a choimedd ar theanga
na bpdisti, mar beidh liofacht dirithe acu.

Sa tréimhse cumarsaide bionn cluichi
cumarsdide, sceitsi agus dramaiocht ar
siul i ngach cineal scoile. Sna
scoileanna ldn-Ghaeilge agus
Gaeltachta bionn seiftiu, plé agus
diospdéireachtai ar siul.

Déanann an muinteoir iarracht
idirghniomhui séisialta a eagrui i rith
gach ceachta chun go mbeidh seans ag
na pdisti tisdid a bhaint as an teanga
gach la. Beidh seans ag na pdisti oibriu
le chéile ina mbeirteanna né6 ina
ngrupai agus an muinteoir mar
chomhairleoir, ag éisteacht agus ag
togdil notai den teanga a bhionn f6s lag.
Nuair a bhionn cumarsdid ar sitl ag na
pdisti sa rang ni chuireann an muinteoir
isteach ar liofacht na bpdisti, ach
ceartaionn sé/si na hearraidi tar éis na
ngniomhaiochtai cumarsdide. Td an



Tabhair faoi deara:
Nios m6 na ceann amhadin:
-al, -anna
hatai, cailini

busanna, scoileanna

An t-am até le teacht:

-fidh, -faidh, -6idh, eoidh,
feicfidh, tiocfaidh,
éireoidh, ceannosidh

An t-am atd thart:

consan + h
dhun,

d’ roimh ghuta agus th
d’théach

¢ [dirghniomhu idir an
muinteoir agus na pdisti ag

tus an cheachta

e [dirghniomhu idir na pdisti i

lar an cheachta

bhéim sa tréimhse cumarsdide ar bhri
na teanga agus ar an teachtaireacht. Ma
bhionn an chaint soiléir ni chuirtear
isteach ar liofacht an phadiste.

Tréimhse iarchumarsdide

Leathnii ar an gcumarsdid

Cinntionn an miinteoir go dtuigeann
an pdiste an teanga nua agus go bhfuil
sé/si in ann forleathnui a dhéanamh
uirthi go suimh eile le gniomhaiochtai
iarchumarsdide.

Sna hisealranganna téann an muinteoir
siar ar an teanga a bhi lag i bhfoirm
aithrise, athrd agus cleachtaidh mar
dhruileanna breise gramadafi aris. Is
féidir rann n6 dan gearr a dhéanamh a
bhfuil na frasai n6 an focléir céanna
ann. [s féidir tasc costiil leis an gceann a
rinneadh roimhe sin a dhéanamh aris
mar dhaingniu ar na scileanna a
usdideadh cheana. Beidh seans ag an
bpdiste an teanga a usdid aris, féachaint
ar thdinig aon theabhas uirthi 6n gcéad
uair a trialadh i.

Sna hardranganna beidh gé le
cleachtadh aris né le traschur na teanga
a muineadh sa cheacht go dti tasc n6
gniomhaiocht eile. Is féidir anailis a
dhéanamh ar an teanga mar cheacht ar
fheasacht teanga. Tugann an pdiste faoi
deara go bhfuil bri éigin le -(a)i n6
-(e)anna no le -f(a)idh ag deireadh
focail, go bhfuil bri le consan séimhithe
agus le d’ roimh ghuta né roimh fh-. Is
féidir cabhru leis na pdisti na gnéithe
seo a thabhairt faoi deara tri
cheisteanna a chur chun iad a threoru.

Proiseas ciorclach

Déantar iarracht leantinachas a bheith
ann 6 cheacht go ceacht, agus beidh a
fhios ag an muinteoir cén t-ionchur
teanga ata ag teastdil n6 cén teanga ar
féidir usdid a bhaint aisti i dtasc ag tus
an chéad cheachta eile. Is proiseas
ciorclach é cur i lathair ébhar teagaisc
agus foghlama an cheachta, agus ni
féidir cloi le tréimhse faoi leith go
hiomlan. Ni ga go leanfadh na tréimhsi
teagaisc agus foghlama a chéile san ord
céanna i gconai.

Soliibthacht na dtréimhsi teagaisc

Mar a diradh ar leathanach 34 td
solibthacht ag baint le leantinachas na
dtréimhsi teagaisc agus cumarsdide. Md
td a thios ag an miinteoir go bhfuil na
pdisti in ann chuige, d'théadfadh sé/si
tosu gan aon ionchur teanga ach le tasc
cumarsdide gan aon ullmhtichan leis an
bhfocléir né na ceisteanna. Ba cheart
go mbeadh an muinteoir sna scoileanna
lan-Ghaeilge agus Gaeltachta in ann
triail a bhaint as tosti leis an tasc né leis
an ngniomhaiocht 6 am go ham.

Nuair a thosaitear le gniomhaiochtai
cumarsdide gan aon ullmhtichan,
b'théidir go bhfeicfeadh na paisti iad
féin nach bhfuil an teanga chui acu.
Shocrédh an miinteoir agus na paisti le
chéile ansin cén teanga a bheadh ag
teastdil chun an tasc a dhéanambh, agus
d'fhéadfadh an muinteoir i a
mhuineadh. Sa tsli sin bheadh an padiste
freagrach as a c(h)uid foghlama féin
agus neamhspledch ar an muinteoir go
pointe dirithe.
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Frdma tagartha

Is frama tagartha é an tdbla ar
leathanach 63 a thaispednann na
modhanna muinte agus na straitéisi
éagsila a fheileann do thréimhsi an
cheachta. Tugtar léargas ar eagar an
tseomra agus ar an idirghniomhu a
bhionn ar siul idir an miinteoir agus an
pdiste sna tréimhsi den cheacht
cumarsdideach. Taispedntar cé na
modhanna mtinte a fheileann don
ionchur teanga sa tréimhse
réamhchumarsdide go hdirithe. Ansin sa
tréimhse cumarsdide caithfear tusdid a
bhaint as straitéisi éagstila chun na
paisti a chur ag usdid na teanga. Ar
deireadh b'fhéidir go gcaithfeadh an
muinteoir dul siar ar fhocléir né é a
mhiiineadh né eiseamldiri teanga a
thabhairt chun cuimhne i rith na

An muinteoir mar mhonatéir

ngniomhaiochtai iarchumarsdide, agus
bheadh an modh direach n6 an modh
closamhairc 4 usdid aris chun an focléir
a mhuineadh.

Eagar an ranga

Ag tus an cheachta is ina n-aonad a
bhionn na pdisti go hionduil don
ionchur teanga mura mbionn
gniomhaiocht éigin ag an muinteoir
doibh. I rith na ngniomhaiochtai
cumarsdide is minic a bhionn
beirteanna no gripai ag obair le chéile,
agus tagann an rang le chéile aris ag
deireadh an cheachta. Téitear 6
idirghniomhu idir an muinteoir agus
na pdisti go dti idirghniomhu i measc
na bpdisti de réir mar a théann an
ceacht ar aghaidh. (Féach freisin
leathanach 30.)
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Féach ar na rudai deasa ata
anseo agam: bainne, cdis, dll,
mdla brioscdn, iégart, ordiste,
cd6la, banana, dluthdhiosca-ROM,

saighdidiri, fisedn ...

Modhanna miuinte

Is é an modh muinte an chaoi a
n-eagraionn an muinteoir an t-dbhar
teagaisc agus foghlama agus a
gecuireann sé/si i lathair na bpdisti é. Pé
acu modh a tusdideann an miuinteoir ag
tus an cheachta, is i an Ghaeilge an
teanga theagaisc chun an focloir agus
eiseamlairi na bhfeidhmeanna teanga a
mhiniu den chéad uair. Bionn gd le
hionchur teanga uaireanta i rith an
cheachta freisin. Cuirfidh an muinteoir
spéis faoi leith sna modhanna a
fheileann don dbhar teagaisc agus do
bhealai foghlama an phaiste. Cuirtear
béim ar chéadfai faoi leith i modhanna
airithe agus bionn gd ag na padisti le
husdid na gcéadfai go léir chun cabhru
leo an teanga a fhoglaim. Ni bheidh an
muinteoir taobh le haon mhodh, da
theabhas é.

Is iad na sé mhodh is suntasai ar féidir
usdid a bhaint astu na:

¢ an modh direach

¢ modh na sraithe

* modh na ldnfhreagartha gniomhai
¢ an modh closlabhartha

¢ an modh closamhairc

¢ modh na rdite.

An modh direach

Is modh éifeachtach é an modh direach
chun cumarsdid a chur ar sil idir an
muinteoir agus na pdisti. Sa tréimhse
réamhchumarsdide tsdideann an
muinteoir na rudai iad féin, mar
shampla bréagdin, gréithe, troscdn agus
pictitir de rudai taobh amuigh den
seomra ranga. Is féidir é seo a
dhéanamh aon uair a mbeadh g4 leis i
rith an cheachta chomh maith.

Is maith is fiti na focail a bhionn &
n-usdid gach ld a mhuineadh go luath
sa bhliain: an I6n, fearas an tseomra
ranga, na giuirléidi a bhionn sa mhala
scoile, diseanna teagaisc, bréagdin, agus
rudai a bhionn sa bhaile a bhaineann le
caitheamh aimsire: seinm ceoil, an
riomhaire agus cluichi de gach sort. Is
deacair agallamh a shédrd mar
chomhthéacs don fhocléir, do na
struchtuir agus do na feidhmeanna
teanga nua. Chun Béarla a sheachaint
agus an t-agallamh & chur i ldthair td
teidi n6 puipéad ldimhe an-disiuil, an
muinteoir i bpdirt amhdin agus an
puipéad sa phadirt eile.

Modh na sraithe

Leathnu ar an modh direach atd sa
mhodh seo. Ceanglaitear sraith abairti
le chéile i bhfoirm scéil agus léiritear
iad le pictitir n6 le gniomhartha.
Usaidtear scéal leantinach sa tréimhse
réamhchumarsdide chun cabhrti leis an
bpdiste cuimhneamh ar na briathra.
Ceanglaitear gniomh né pictitir le gach
briathar chun é a mhiniu. Nuair a
dhéanann an muinteoir né an paiste an



Sraith abairti

Rinne me su ordisti inné.

Ar dtis ghearr mé an t-ordiste

ina dha leath.

Ansin d'fthdisc mé leath amhain le
faiscire.
Ansin d'fhdisc mé an leath eile.

Faoi dheireadh dhoirt mé an su
go léir isteach i ngloine agus

chaith mé siar é!

Gniomhartha:

Tég suas an banana.

Cuir glao ar Shedn.

Crom sios, seas suas!

Seas ar do chos chlé.

Léim ar do chos chlé sios go
bun an tseomra. Cas timpeall

agus fill ar ais ar do chos

dheas!

gniomh ina dhiaidh sin cuimhneoidh an
pdiste ar an mbriathar.

Samhlaitear an modh direach de ghndth
le topaici a bhaineann leis an seomra
ranga, ach is féidir iad a leathnu taobh
amuigh de. Mar shampla, is féidir sraith
pictitr a insionn scéal a tsdid né
treoracha in ord chun meaisin a oibriu,
glao guthdin a dhéanamh, né sailéad a
ullmhui. On uair nach n-tsdidtear aon
Bhéarla cloiseann an pdiste cuid mhaith
Gaeilge san ionchur teanga. Tugann an
modh seo muinin don phdiste mar go
mbionn ionchur faoi leith sa tsraith
briathra. Maidir leis na feidhmeanna
teanga cuireann siad ar chumas an
phdiste cur sios a dhéanamh agus scéal
a insint agus labhairt faoin am atéd caite
no le teacht. Muintear comharthai
dioscursa freisin: ‘ar dtus) ‘ansin, agus
‘faoi dheireadh’. M4 thugtar téacs do na
pdisti sna mednranganna no sna
hardranganna is féidir leo an téacs agus
na pictidir a mheaitsedil le cabhair na

gcomharthai seo.

Modh na lanfhreagartha
gniomhai

Ta an modh seo costiil leis an modh
direach ach amhdin go bhfuil sé
teoranta do ghniomhartha fisiceacha.
Déantar ceangal in intinn an phdiste
idir an gniomh agus an focal né an frasa
a fhreagraionn dé. Usdidtear an modh
seo chun an bru a bhionn ar
fhoghlaimeoiri dirithe a laghdu agus
chun go mbainfidis taitneamh as an
gceacht teanga. Bionn aithris agus athrd
ar chaint an mhuinteora i gceist, costiil
le tus ceachta ar an modh direach.
Déanann an muinteoir iarracht
speisialta smaoineamh ar threoracha a
bhionn greannmhar agus seaféideach.
Nuair a bhraitheann an muinteoir go
bhfuil an pdiste réidh tosaionn an pdiste
ag usdid na teanga chun treoracha a
thabhairt do na pdisti eile. s féidir baill
choirp an phdiste a usdid chun
gniomhartha agus bri na mbriathra a
mhuineadh.
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Bionn an modh seo an-tisdideach ag tus
na foghlama le paisti 6ga agus sa
tréimhse réamhchumarsdide le péisti
d’aon aois. Ar an mbealach seo cloisfidh
na paisti an-chuid Gaeilge, bainfidh
siad taitneamh as an bhfoghlaim, beidh
siad saor 6 bhru, agus méadofar ar a
gcuid muinine, mar ni bheidh orthu
freagra a thabhairt ach lena gcorp.
Beidh danta agus amhradin agus ionchur
de shaghsanna eile ar sitl ag an am
céanna.

An modh closlabhartha

Is é an bealach a gcuirtear an modh seo
i bhfeidhm na agallamh taifeadta a
sheinm n6 an muinteoir a bheith a ra
chun scileanna éisteachta agus cainte
an phiiste a fhorbairt. Is sa tréimhse
réamhchumarsdide a d'usdidfeadh an
muinteoir é, agus cheartédh sé/si caint
an phdiste de réir mar ba gha. Ni ga mar
sin féin go mbeadh an aithris agus an
t-athra foirfe n6 go mbeadh focail an
agallaimh de ghlanmheabhair. Ach chun
an focas a chur ar an gcumarsdid is
féidir a bheith ag smaoineamh ar bhri
na cainte agus ar an usdid is féidir a
bhaint as an gcaint san agallamh i
gcomhthéacs eile aris.

I gcomhthéacs na cumarsdide, md
tsdideann an muinteoir téip éisteachta
no fisean ullmhaionn sé/si an focloir, na
frasai no struchtuir dirithe roimh é a
sheinm. Cuireann an muinteoir ceist
roimh éisteacht leis an téip chun focas a
thabhairt do na pdisti. Seinneann an
muinteoir an téip aris agus aris eile le
ceist dhifriuil réamhéisteachta né dho

gach uair. Is féidir an phriomhbhéim a
chur ar bhri na cainte san agallamh
agus ar an usdid is féidir a bhaint as an
gcaint ann i gcomhthéacs eile aris.

An modh closamhairc

Leathnu ar an modh closlabhartha ata
sa mhodh seo. Usdidtear pictitir,
stiallscanndin, cldr niol6in agus
deilbhini. Sa tréimhse réamh-
chumarsdide taispeantar pictitir amhdin
do gach cuid d’agallamh, mar shampla,
agus an muinteoir ag rd an chomhrd no
ag seinm taifeadadh de. Ddla gach aon
mhodh eile, is féidir an chuid is fearr
den mhodh seo a tsdid chun cumarsaid
a chur chun cinn.

Ar dtus déanann an rang go léir aithris
agus athrd ar chaint an mhuinteora né
na téipe. Ansin bionn dhd thaobh an
ranga pdirteach san agallamh, ar dtuis le
cabhair an mhtuinteora. Roghnaitear
beirteanna 6 dha thaobh an ranga ansin
(beirteanna oscailte) agus ansin
beirteanna in aice lena chéile
(beirteanna diinta). Nuair a bhionn
beirteanna diinta ag cleachtadh an
agallaimh bionn an rang go léir 4
chleachtadh ag an am céanna. Cé go
bhfuil gach duine ag cleachtadh an
agallaimh chéanna glacann an
muinteoir le bri na cainte seachas a
bheith ag lorg na teanga céanna focal ar
thocal. Is € seo an difriocht idir cur
chuige gramaduiil agus cur chuige
cumarsdideach.



Is doigh liom go ...

Téigh sios go bun an

tseomra ...

Td sé i ldr an leathanaigh ...

An féidir liom ...?
An bhfuil cead agam ...?

Ni thuigim an focal ...

Modh na rdite

Molann an modh seo frasai n6 ‘raite’
usdideacha a mhiineadh. Ma
fhoghlaimionn na padisti frasai agus
nathanna beaga beidh siad in ann
tarraingt orthu nuair a bheidh na
nathanna sin ag teastdil uathu aris. Is
fearr iad a mhuineadh i gconai i
gcomhthéacs a thuigeann an pdiste, is é
sin mar chuid d’agallamh seachas ina
liostai.

Straitéisi éagsula chun
cumas cumarsdide an
phaiste a fhorbairt

Baineann an miinteoir usdid as
straitéisi difritla agus as
comhthéacsanna éagstila chun suim na
bpadisti a choinnedil sa cheacht Gaeilge.
Is é an cuspéir a bhionn ag an
muinteoir do gach ceacht nd go mbeidh
na pdisti in ann usdid éigin a bhaint as
an nGaeilge i gcomhthéacs a thaitnionn
leo, is € sin pdirt a ghlacadh i
ngniomhaiochtai fiorchumarsaide
chomh minic agus is féidir. Is iad na
straitéisi is coitianta a tsdidtear chun
cumas cumarsdide an phdiste a
fhorbairt na:

¢ agallaimh mar ionchur d'imirt i
rélanna

® cluichi teanga

e tascanna agus fadhbanna
¢ druileanna

¢ drdmaiocht

e fisedin

¢ scéalaiocht

e filiocht: rainn, danta agus amhrdin,
rabhléga, tomhais, seanfhocail agus
tréanna.
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Suiomh an tseomra ranga

Muinteoir:  Bhuel, a Shedin!

Pdiste: Sea, a
mhuinteoir?

Muinteoir:  Ca bhfuil tu ag
dul?

Pdiste: Go rang 2.
Muinteoir: Td go maith. Lean
ort.

Paiste: Td go maith!

‘Go rang 2’ a leathnu

Suiomh na scoile
‘go dti an leithreas’
‘go dti an phdirc peile’
‘abhaile’

Suimh eile
‘go dti an linn sndmha’
‘go dti an siopa’
‘ag scatail’

‘amach ag sugradh’

Agallamh mar ionchur
Cuspoir an agallaimh faoi threoir

Is mar ionchur teanga a usdidtear an
cinedl seo agallaimh chun tis a chur le
cumarsdid faoi threoir agus leis an
bhfiorchumarsdid nios déanai mds
féidir. Is ag tus an cheachta go hionduiil
a usdidtear an t-agallamh samplach.
Beidh ga le tuiscint ar bhri an
agallaimh, agus beidh cleachtadh
riachtanach chun gur féidir tégdil air
agus an teanga chéanna a usdid aris i
suiomh nua.

Nuair a bhionn an muinteoir ag tusdid
an agallaimh thios agus na gcomhrditi
beaga go léir a eascréidh as beidh na
cuspéiri do na ceachtanna go léir
scriofa i bhfoirm mionfheidhmeanna
teanga, mar seo a leanas:

Ba chéir go gcuirfi ar chumas an
phaiste
¢ beanntu do phadiste eile

¢ freagra a thabhairt ar an
mbeannacht

e fiafrai cd bhfuil duine eile ag dul
® ard ca bhfuil sé/si féin ag dul.

Agallamh do ranganna 1 agus 2

Is féidir agallamh simpli a cheapadh do
ranganna 1 agus 2 agus € a leathnu.
Bionn an teanga go léir ullmhaithe agus
le foghlaim sa tréimhse
réamhchumarsdide den cheacht. Ni
féidir leidchartai a thabhairt do na
pdisti, mar nil siad in ann 1éamh, ach is
féidir postaeir no pictitir a usaid.

Is féidir an teanga sa chl6 trom—Go
rang 2—a athrd le linn cleachtaidh i
rith an ionchuir teanga agus 1 a usdid sa
tréimhse cumarsaide i rélanna. Is féidir
na hathruithe a dhéanamh mar dhruil
leis na pdisti agus a thaispedint déibh
gur féidir teanga a foghlaimiodh san
agallamh faoi threoir a leathnu san
usdid agus sa chumarsaid.

Agallamh do na medanranganna no
na hardranganna

Nuair a bhionn an muinteoir ag usdid
an agallaimh ar leathanach 69 agus na
gcomhrditi beaga go léir a eascréidh as
beidh na cuspéiri do na ceachtanna go
léir scriofa i bhfoirm mionfheidh-
meanna teanga, mar seo a leanas:

Ba chdir go gcuirfi ar chumas an
phdiste
* beannu do phiiste eile

* freagra a thabhairt ar an
mbeannacht sin

* ard ca bhfuil sé/si ag dul anois
® ard ca mbeidh sé/si ag dul amarach

e iarraidh ar phidiste eile rud a
cheannach

¢ usdid a bhaint as an bhfocléir seo a
leanas i gcomhthéacs rud ata le
ceannach:

téip, leabhar, dhithcheirnin, cluiche
don riomhaire
¢ na bailte mora ata thart ar an

gceantar a ainmniu

nil ach samplai anseo— Baile Atha
Luain, Gaillimh.



Agallamh mar ionchur

Aine: Haigh! Conas ata ta?
Brian: Haloé! Go bred, agus ta féin?
Aine: Ar chuala ti? Beidh mé ag dul go Corcaigh amarach.
Brian: Faigh cluiche nua don riomhaire! O
Aine: Nil mo dhéthain airgid agam. g—
=
[}
g
Ionchur d’imirt i rélanna Cluiche réamhchumarsdide: 3
Is ionchur an-mhaith é an t-agallamh Cluiche tomhais chun spéis an phaiste a iy
d’imirt i rélanna ar ball. Moltar gan an spreagadh san dbhar. Mar shampla 3
(9]
modh miinte céanna a tsdid i gconai tomhas: =

chun an t-agallamh a chur i ldthair. Is Muinteoir: Tosaionn sé le ‘c’ agus is
féidir an modh closlabhartha né6 an féidir leat € a imirt.
modh closamhairc, le cabhair bhreise 6 Cad &?

fhisedn, a usdid. Ba cheart an t-agallamh

a choimedd gearr. Déanfaidh ceithre no Freagra: Cluiche.

sé line an chuiis agus biodh sé bunaithe Muinteoir: Is ea. Ceist eile.

ar théama a bhfuil spéis ag an bpaiste Is féidir leat dul ann, is
e agallamh gearr 4 né6 6 line ann. Ba chéir an teanga a bheith cathair é agus tosaionn

usdideach do thimpeallacht na scoile sé le ‘¢’ Cad é?

agus d usa.1d rhla.Gaellge go ‘ Freagra: Corcaigh.
neamhfhoirmitil sa seomra ranga. Beidh

sé mar aidhm ag an mdinteoir go Muinteoir: Go maith. Anois bionn

mbeidh an paiste féin in ann labhairt ceann acu seo sa bhaile

ag a lan daoine.

gan tacaiocht an agallaimh tar éis

tamaill Tosaionn sé le ‘r’ agus is
féidir leat cluichi a imirt
Tréimhse réamhchumarsdide air. Cad €?

Déanann an muinteoir comhra gearr Freagra: Riombhaire.
leis an rang chun a fhdil amach cé
mhéad den teanga a bheidh le

muineadh as an nua.

No

Muinteoir: Go maith.

Treoirlinte do Mhiiinteoiri don Ghaeilge 69
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Athraigh an t-agallamh ar
leathanach 69.

an bheannacht

Dia duit!
an duine

Sean, Daid, mo dhearthair
an ait

go Gaillimh, go Tuaim
an t-am

Déardaoin, anocht

an tseachtain seo chugainn
rud le ceannach

mirlini, liathréid

dluthcheirnin

lonchur teanga nua
M4 tsdideann an muinteoir téip
éisteachta no fisedn ullmhaionn sé/si an
sainfhocléir agus eiseamldiri na
bhfeidhmeanna teanga roimh € a
sheinm. Sula n-éistear leis an téip
cuireann an muinteoir ceist chun fécas
a thabhairt do na pdisti. Seinneann an
muinteoir an téip faoi dho no faoi thri
agus cuireann sé/si ceist dhifritil né
dhé roimh gach tréimhse éisteachta.
(a) Eist agus abair liom cé mhéad duine
atd ag caint.

(b) Eist aris agus abair conas atd Brian.

(c) Eist aris agus abair liom cd bhfuil Aine
ag dul.

(d) Eist aris agus abair liom an bhfuil
airgead aici.

Cleachtadh

Athchruthaionn an muinteoir an
comhrd le cabhair na bpadisti.

Cad a duirt Aine ar dtus?
Cad a duirt Brian ansin?

Tugann an muinteoir leideanna né tus
na bhfocal do na pdisti mura mbionn
siad in ann cuimhneamh ar an agallamh
mar a bhi sé. Md thugann na paisti
abairti a bhfuil bri leo agus ata
intuigthe is féidir leis an muinteoir
glacadh leo.

Athchruthui

Ansin athchruthaionn dha thaobh an
ranga an t-agallamh le cabhair an
mhuinteora. Déanann beirt ar dtus é,
duine 6 dhd thaobh an ranga
(beirteanna oscailte).

Ina dhiaidh sin cleachtann beirteanna
in aice lena chéile an t-agallamh ag an
am céanna (beirteanna diinta).

Leathnu a dhéanamh ar an
agallamh

Is féidir an duine, an bheannacht, an
ait, an t-am agus an rud atd le ceannach
a athru chun leathnu a dhéanamh ar an
agallamh ar leathanach 69. s iad sin
coincheapa an agallaimh agus is féidir
eiseamlairi na bhfeidhmeanna teanga a
athru freisin. Druil atd sa mhéid seo i
ndairire agus tabharfaidh si cleachtadh
breise do na pdisti, ach ni bheidh si
tuirsidil agus amanna ni aithneoidh na
pdisti gurb é an t-agallamh buniisach
céanna é. Is féidir é a dhéanamh 6
bhéal leis na mednranganna, ach m4 td
na pdisti in ann is féidir leidchartai a
usdid chun éagstilacht a thabhairt
doibh.

Is féidir cartai mar atd ar leathanach 71
a usdid chun leideanna a thabhairt don
phadiste atd in ann léamh. Le cabhair na
leidchartai seo tugann an muinteoir
agallamh difriuil do na pdisti, mar ni
bheidh le hathru ach focal anseo is
ansitd. Nuair a bhionn an

t-agallamh go 1€éir ar aon chdrta amhdin
ni bhionn aon bhearna san eolas, mar
feiceann an bheirt chainteoiri an teanga
go léir. Le dhd charta bionn rogha
bheag ag na pdisti ma athraionn siad na
focail atd sa chlo trom, agus td cuma na
cumarsdide ar an gcaint.



Carta A Carta B

Aine: Halé! Conas atd ta? Brian:
Aine: Brian: Dia duit! Go bred, agus tu féin?
Aine: Ar chuala ti? Beidh mé ag dul go Brian:
Diin Dealgan amarach. Brian: Faigh dlithcheirnin nua! A
- =
Aine: Brian: g—
Aine: Nil mo dhéthain airgid agam. Brian: Slan leat! 03
g
]
]
£,
o
2
(e
Leidchdrtai a thugann saoirse Ta an dd charta thios nios deacra agus =
dirithe cainte ta na padisti f6s faoi threoir ag leideanna

. an mhuinteora. Mar sin féin bionn
Sna hardranganna fiu is féidir agallamh . . . .
. . Lo | saoirse cainte acu mar ni fheiceann siad
a dhéanambh faoi threoir. Bionn gé le o . J )
. o . o cartai a chéile. Td an t-agallamh ag dul i
leidchdrtai le heiseamldiri den teanga i . e
. . ... dtreo na fiorchumarsaide agus td sé le
orthu mar atd thuas ar dtus, go hdirithe . ) ) )
. . o . husdid sna scoileanna ldan-Ghaeilge
i scoileanna T2. Is féidir iad a usdid mar
o Tra s L i agus Gaeltachta agus sna hardranganna
ullmhuchan d'usdid an dd charta thios. . . o
i scoileanna T2 b'théidir.

Amadrach an Satharn. Té comhra ar sidl idir bheirt phaisti Amadrach an Satharn. Td comhra ar sidl idir bheirt phaisti
faoi cad a bheidh ar sidl acu. faoi cad a bheidh ar sidl acu.

Carta A Carta B

1. Beannaigh do B! 1.
2. 2. Freagair do bheannacht A.
3. Abair cad a bheidh ar sitl agat amarach. 3.
4. 4. larr ar A rud éigin a cheannach.
5. Abair nach bhfuil do dhéthain airgid agat. 5.
6. Abair ca bhfuil tusa ag dul, agus fag slan ag A.
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Gniomhaiochtai iarchumarsdide

Leanann tréimhse anailise an
cleachtadh agus na gniomhaiochtai sin
go léir. Pléann na pdisti na rélanna a
d'imir siad agus malartaionn siad iad
uaireanta. Is féidir leis an muinteoir
frasai a bhi ag teastdil agus a bheidh
usdideach a athra agus a chleachtadh
aris. Ansin is féidir gniomhaiochtai a
bhunt ar thabhairt faoi deara na
bpdisti. Tugann an muinteoir an téacs
don rang agus cuireann na pdisti line
faoi beidh (-fidh i gceacht eile) agus
amdrach agus b'fhéidir go bhfeicfidh
siad an ceangal idir amdrach agus
foirceann an bhriathair. Tabharfaidh
paisti as Cuige Uladh faoi deara nach
Cad € mar atad ti? atd i gCuige Mumhan.

Braitheann an cleachtadh agus an dul
siar ar na laigi a chuala an muinteoir
agus é/1 ag éisteacht i rith chleachtadh
an agallaimh.

Imirt i rolanna

Ta tdbhacht faoi leith ag baint leis an d&
fhocal ‘rol" agus ‘imirt’ anseo. Nuair a
ghlacann an paiste rél air/uirthi féin
lena c(h)airde sa bhaile né nuair a
thugtar rol dé/di ar scoil is ag stugradh
no6 ag imirt a bhionn sé/si go buntsach.
Ar scoil tugtar rél don phdiste agus
gniomhaionn sé mar é/i féin n6 mar
dhuine eile sa suiomh dramatiil a
chumann an muinteoir. Soldthraionn an
r6l agus an suiomh deis don phdiste
triail a bhaint as a c(h)uid Gaeilge.
Samhlaitear d6/di go bhfuil comhthéacs
an tsuimh sabhdilte agus nach bhfuil
aon duine chun geardn faoi na hearraidi

teanga a dhéanfaidh sé/si. Ar aon nés
ma ta sé/si i rol ni hé/i féin atd ag caint
ach an phearsa a tugadh dé/di! Mar sin
cabhraionn an imirt i rélanna le pdiste
ata cuthail n6 amhrasach faoina
c(h)umas Gaeilge, agus is minic a
labhraionn sé/si go fonnmhar i rol.

Tosi le gniomhaiochtai cumarsdide
mar mhalairt

Déd mbeadh caighdedn an ranga séch
ard b'fhearr an ceacht a thosti le
treoracha don imirt i rélanna agus an
r6l agus an suiomh a thabhairt don
phdiste. Sna hardranganna socraionn an
miuinteoir ar shuiomh don imirt i
rélanna agus insionn sé/si an t-eolas atd
riachtanach do gach duine. Feiceann an
pdiste rol samplach idir an muinteoir
agus padiste eile ar dtus, go hdirithe i
scoileanna T2.

Is fiu leandint ar aghaidh leis an imirt
ar feadh deich néiméad n6 mar sin agus
ansin i a stopadh agus plé a dhéanamh
leis an rang faoi na deacrachtai teanga a
bhi acu agus faoin bhfocléir agus na
frasai a bhi in easnamh orthu.

Buntdisti an chur chuige seo

Bionn saoirse cainte ag na pdisti san
imirt i rélanna, is é sin nuair nach
mbionn a fhios ag pdiste amhdin cad a
déarfaidh an pdiste eile sa rol. Bionn
freagra B ag brath ar cheist A agus mar
sin ar aghaidh. Tugtar saoirse don
phéiste chun go mbeidh an
t-idirghniomhu fiorchumarsaideach.
Fégtar an oiread saoirse agus is féidir ag
an bpdiste i ngach rang. Cuireann an



e bearna san eolas
® saoirse cainte

® spraoi

pdiste ceisteanna chomh maith le
freagrai a thabhairt. Usdideann sé/si an
chéad phearsa agus an dara pearsa den
bhriathar. Bionn tébhacht le gnéithe
mar thuin na cainte, béim, na suile, an
aghaidh agus geditsi chun cabhrti le bri
na cainte a chur in iul.

Cluichi teanga

Ta tabhacht ar leith ag baint le cluichi
teanga freisin chun cleachtadh a
thabhairt do na pdisti ar usdid na
teanga. Bionn tri ghné ag teastail chun
‘cluiche’ a thabhairt ar ghniomhaiocht:

® spraoi
¢ sprioc le baint amach
e rialacha le coinnedil.

Sambhlaitear cluichi le sport agus le
spraoi agus tugann siad seans do na
pdisti an teanga a labhairt agus
éisteacht 1éi, n6 i a léamh no a scriobh
de réir aidhmeanna an chluiche. Ta
cluichi ann ina gcomhoibrionn na pdisti
i bhfoirne le chéile agus cluichi ina
mbionn siad in iomaiocht lena chéile.
Usaidtear eagar difritiil—foirne, griipai
beaga no beirteanna—agus cinedlacha
difriula cluichi chun suim na bpdisti a

spreagadh agus a choinnedil. s féidir na
snditheanna a chomhthédthu go héasca.
Eisteann na paisti le chéile in obair
bheirte agus is minic a bhionn
leidchdrta le léamh agus néta le scriobh
i gcluiche teanga. Is iad na cinedlacha is
coitianta a usdidtear i miineadh teanga
nd

e cluichi struchturtha

e cluichi cumarsaide.

Cluichi struchtartha
samplacha

Is féidir na cluichi teanga seo a imirt ag
gach leibhéal ma oireann. Is féidir iad a
imirt ar a son féin né chun cur le
ceacht comhrd mar dhruil. Ta
éagstlacht ag baint le cluiche teanga,
cé go bhfuil athrd sa struchtur né san
abairt shamplach. Go minic ni thugann
na pdisti faoi deara go bhfuil athra i
gceist, mar go bhfuil siad ag imirt
cluiche agus go bhfuil suim acu ann. Ta
samplai thios ina gcleachtar aithint na
n-ainmfhocal, aimsiri na mbriathra, na
réamhfhocail, aidiachtai, suiomh agus
mar sin de.
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1. Cluiche Kim Naiondin
Cuireann an muinteoir rudai amach in &it a bhfeiceann na pdisti iad. Féachann na paisti
orthu agus ansin ddnann siad a stile. Tégann an muinteoir amach rud né dhé. Osclaionn

na pdisti a suile agus déanann siad iarracht cuimhneamh ar cad a tégadh amach.

Eagar: an miinteoir né paiste agus an rang

Scileanna teanga: éisteacht agus labhairt
Feidhmeanna teanga: rudai a aithint agus a ainmniu
FoclGir: bréagdin

gndthrudai sa seomra ranga

Eiseamldiri: Cad a thog mé amach?
Freagra gairid: Teidi

cupdan,

leorai

mdla, ull, bainne, cailc, leabhar, bosca loin, liathroid.

2. Cluiche cuimhne Naiondin/ranganna 1 agus 2
Cuireann an mdinteoir rudaf aithnididla ar an mbinse. Tugtar néiméad do na pdisti le
breathnu orthu. Cliadaitear ansin iad. Liostaionn na pdisti na rudai a chonaic siad: leoraf,

bdbdg, carr, teidi.

Eagar: an miinteoir né pdiste agus an rang

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: rudai a aithint agus a ainmniu
ceist agus freagra

FoclGir: bréagdin agus gndthrudai sa seomra ranga
Eiseamlairi: Cad a chonaic tu?
1. Carr.
Bdbog.
2. Cad a chonaic ti ar an mbord?

Chonaic mé coipleabhar.

Agus chonaic mise liathroid.

Leibhéal nios deacra: Cd raibh na rudai go léir?

Bhi carr agus leorai ar an mbord.
Bhi an peann ar an leabhar.

Bhi an chailc ar an nglantdir.




3. Leathnu ar chluiche Kim Ranganna éagsiila

Cuireann an muinteoir rudar aithnididla in it a bhfeiceann na pdisti iad. Dinann na pdisti a
stile. Athraionn an muinteoir na rudai thart. Osclaionn na paisti a suile agus déanann siad
iarracht cuimhneamh cd raibh na rudai roimhe sin.

Eagar: an miinteoir né paiste agus an rang

0
=
=
2 e . (e}
Scileanna teanga: éisteacht agus labhairt 2
&
. . L . Qo )
Feidhmeanna teanga: rudaf a aithint agus a ainmnid o
ceist agus freagra 3
Foclgir: bréagdin agus gndthrudai sa seomra ranga g
QO
Eiseamldiri: Cad a thég mé amach? 5
1. An splinog.
An cupdn.
2. Cad a rinne mé?

Thég ti amach an céipleabhar.

3. Cad a tharla?
Bhi leabhar ar an tseilf ach anois td sé ar an bhfuinneog.
Bhi spiinég sa chupdn ach anois td si ar an bplata.
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4. Cad atd sa mhala? Naiondin/ranganna 1 agus 2

Ta na paisti ag iarraidh a thomhas cad ata sa mhdla tri na rudai ata ann a laimhseil. Is
féidir cluiche a dhéanamh as an ngniomhaiocht seo tri iomaiocht a chur ar bun idir fhoirne
nd idir ghrdpai.

Eagar: gripai agus pdiste amhdin né an rang go léir agus pdiste amhdin

Scileanna teanga: éisteacht agus labhairt

Scileanna eile: cruth agus dbhar a aithint

Feidhmeanna teanga: Rudaf a aithint agus a ainmniti

FoclGir: bia agus na gnathrudai a bhionn ag pdisti scoile;

an bosca 6in, leabhar, peann, banana, ill, ordiste, cdis,
brioscdin, buidéal bainne
moér, beag, fada, gearr, bog, crua

Eiseamldiri: An bhfuil ... i do mhdla?
An bhfuil ... sa mhdla?
Ta. Nil.
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5. Mim Ranganna éagstila

1. Tugann an miinteoir leid don phdiste faoi mhim a dhéanfaidh sé/si.
Bionn na pdisti eile ag tomhas cén ghniomhaiocht ata ar siiil ag an bpdiste.

no

2. Tugann an mdinteoir cdrta le pictiir de ghniomhaiocht do phaiste amhain agus deir

sé/si: Q
Déan é seo. o

=5

Féachann an pdiste ar an bpictidr agus déanann sé/si mim. Bionn na pdisti eile ag ®
(e}

tomhas. g
QO

p a
no i
o

(0]

QO

(9]

>

3. Tugann an mdinteoir cdrta le treoir air do phdiste amhain agus deir sé/si:
Léigh an cdrta agus déan ¢€ seo.

Léann sé/si an carta, déanann sé/si an gniomh agus bionn an rang ag tomhas.

Scileanna teanga: éisteacht agus labhairt né léamh agus labhairt
Feidhmeanna teanga: ceisteanna agus freagrai

Focléir: na gnathbhriathra

Eiseamldiri: Td ti ag ithe.

1. Td ti ag rith.

Td ti ag leim.

Ta mé. Nil mé.

2. An bhfuil ti ag ol?

An bhfuil ti ag damhsa?

An bhfuil ti ag ni do lamh?

An bhfuil ti ag triomi do lamh?
Td. Nil.

3. An ag cocaireacht atd tu?
An ag iarndil atd ti?
Is ea. Ni hea.

Treoirlinte do Mhiiinteoiri don Ghaeilge 77



(5}
2
1]

w

—

1+

£

]

v

1+

=
=
=
<
0

—

2

78

6. Cad a rinne tu? Ranganna 3 agus 4

Téann pdiste taobh thiar den bhord né isteach sa leithreas. Athraionn sé/si a c(h)uid

éadaigh beagdn. Tagann sé/si ar ais aris agus bionn na pdisti ag tomhas cad a rinne sé/si.

Eagar: pdiste (le leideanna 6n miinteoir) agus an rang

Scileanna teanga: éisteacht agus labhairt
Feidhmeanna teanga: rudai a aithint agus a ainmniu

ceist agus freagra

FoclGir: éadai
Eiseamlairi: Cad a rinne mé?
1. Bhain ti diot do gheansai/do bhrog chlé.

Chuir tii ort do chéta.
D’oscail ti do bhrog dheas/do charbhat.

2. Ar oscail ti do bhrog chlé?
Ar bhain ti diot do chéta?
Ar athraigh ti do chuid gruaige?

Freagra gairid: Bhain.
Chuir.

D’oscail.
D’athraigh.




/. Ca bhfuil sé? Ranganna 3 agus 4

Minionn an muinteoir an cluiche agus cuireann sé/si rud éigin i bhfolach. Cuireann na
pdisti ceisteanna ar an muinteoir le fail amach car chuir sé/si é. An pdiste a fhaigheann an

freagra ceart bionn sé/si sa suiochdn te ansin, agus cuireann na paisti ceisteanna air/uirthi.

Eagar: an mdinteoir né pdiste agus an rang

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: ceist a chur faoi shuiomh
freagra a thabhairt

Foclair: troscdn an tseomra ranga;

seilf, bord, céfra, doirteal, fuinneog, doras, cathaoir,

0O
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pictidr, péstaer, bosca bruscair, glantéir, bosca I6in, cailc,
leabhar, cupdn, peann, buidéal

Eiseamldiri: An bhfuil sé sa bhosca?
1. An bhfuil sé sa mhdla?
An bhfuil sé sa doirteal?
2. An bhfuil si (focal baininscneach) ar an tseilf?
... ar an mbord, ar an gcathaoir, ar an urldr ...?
3. An bhfuil sé idir na cathaoireacha?
4. An bhfuil sé thuas ag barr an tseomra?
Td. Nil.

Diishldn breise
Is féidir an cluiche ‘Ca bhfuil sé?’ né Na pdisti ag tomhas:

aon chluiche a athri agus a dhéanamh Dearfainn go bhfuil sé sa chofra. An

Anailis ar an teanga nios deacra do rang dirithe. Mar bhfuil?
séimhid tar éis shampla, d'fhéadfadh an miinteoir na '
réamhfhocail a mhuineadh agus na Is doigh liom gur chuir tii sa bhosca €. Ar
. faoi, do, de , _ )
e e rialacha a ghabhann leo agus ansin an chuir?

agus gan aon athru i ndiaidh: cluiche a usdid chun iad a chleachtadh.
le, ag, as. Is féidir leibhéal nios airde a lorg sna
ceisteanna agus sna freagrai freisin md

td an rang in ann chuige.
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8. Ca bhfuil ta? Ranganna 5 agus 6

Ligeann an muinteoir air/uirthi go bhfuil sé/si imithe in &it éigin. Bionn an rang ag tomhas
cd bhfuil sé/si imithe.

Ansin is féidir le paiste éigin teacht anios go barr an tseomra. Tugann an miinteoir leid
do/di 6 bhéal n6 scriofa ar charta. Bionn na paisti eile ag tomhas.

Scileanna teanga: éisteacht agus labhairt né léamh agus labhairt
Feidhmeanna teanga: ceist a chur faoi shuiomh agus faoi &it

freagra a thabhairt

Foclair: ainmneacha na dtiortha coitianta sa nuacht

diteanna éagsula inar féidir le daoine a bheith, mar
shampla ag an siopa

Eiseamldiri: An bhfuil ti ar an tra?

1. An bhfuil ti sa bhaile?
An bhfuil ti sa phictiirlann?
Td./Nil.

2. An bhfuil ti in Eirinn?

An bhfuil ti i Meiriced?
An bhfuil ti san loddil?

3. An bhfuil td ar muir né ar tir?
An bhfuil ti ar saoire né ag obair?

9. Cé leis é? Ranganna 5 agus 6
Cuireann an mdinteoir né pdisti éagsdla ceist agus iad ag taispedint rud éigin n6 pictidr
don rang.

Is féidir rudai né éadai le pop-ghripa né foireann sacair né peile a dsaid. Tomhaiseann an
rang cé leis é.

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: ceist agus freagra
rudai éagstila a aithint agus a ainmnid

Foclair: éadai, dathanna, rudai éagsdla
Eiseamldiri: Cé leis é?

Is le Mdire é. Is léi é.

Is liomsa é.

Is le Man United é. Is leo é.




10. Ca bhfuil tu ag dul? Ranganna 5 agus 6

Bionn pdiste n6 an muinteoir ag ligean air/uirthi go bhfuil sé ag dul in it éigin. Bionn an
rang ag tomhas.

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: ceisteanna agus freagrai
a8 . . )
Focléir: aiteanna éagstila g
bia, éadai, uirlisi ceoil, ticéad ;5'
&
Eiseamlairi in dsaid sa . Cd bhfuil ti ag dul? -
(=
chluiche: . Go dti an siopa. 3
. Cén fath? =
. o
. Tomhais. o
(9]
>

(an t-ainm briathartha . Chun ill a cheannach.

a chleachtadh) . Ni hea. Tomhais aris.

> ™ > > T >

. Chun seacldid a cheannach.

11. Cluiche Bingo Ranganna éagsiila

Bionn greille folamh ag gach pdiste.
Glaotar amach na huimhreacha 1-10.

Lionann gach duine a ctig n6 a sé d’uimhreacha isteach sa ghreille, a rogha féin as deich
gcinn.

Ansin imritear an cluiche mar is gnach.

Coinnitear luas tapa go leor faoin gcluiche chun na paisti a choinneiil ag éisteacht.

Cuireann na pdisti line trid an uimhir nuair a ghlaotar f.

Scileanna teanga: éisteacht agus aithint
Feidhmeanna teanga: aithint
Focléir: uimhreacha
Eiseamldiri: Fuair mé line.

Td mé criochnaithe.
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12. Cluiche Bingo

Ranganna éagstila

Bionn greille folamh ag gach pdiste. Scriobhann an miuinteoir fiche focal as an gceacht

reatha ar an gclar dubh. Lionann gach duine a ctig n6 a sé d'fhocail isteach sa ghreille, a

rogha féin.

Ansin imritear an cluiche mar is gnach. Coinnitear luas tapa go leor faoin gcluiche chun na

pdisti a choinnedil ag éisteacht. Cuireann na paisti line trid an bhfocal nuair a ghlaotar é.

Scileanna teanga: éisteacht agus aithint
Feidhmeanna teanga: aithint
Focloir: focldir an cheachta reatha
Eiseamldiri: Fuair mé line.

Ta mé criochnaithe.

Duishlan breise

Is féidir aimsiri na mbriathra a
chleachtadh le bingo freisin. Bionn cérta
difriuil ag gach paiste leis na briathra
san aimsir fhdistineach sa ghreille.
Glaonn an miinteoir amach fréamh an
bhriathair, mar shampla ‘faigh’ agus
clidaionn an pdiste ‘gheobhaidh’
Glaotar ‘bi" agus cludaitear ‘beidh’ Is
féidir an aimsir chaite de na briathra a
chur ar na cdrtai agus na cdrtai céanna
leis na fréamhacha orthu a usdid.
Glaotar ‘faigh’ agus cludaitear ‘fuair.

Dul siar agus deimhnit: Glaonn an
buaiteoir amach na briathra san aimsir
fhaistineach agus an fhréamh freisin.
Bionn an rang ag éisteacht agus ag
deimhnit in éineacht leis an miinteoir.

Cluichi struchtiirtha agus an
chumarsdid

Mar a ftheictear, ta na cluichi seo an-
struchturtha ach is féidir leis na padisti a
lan Gaeilge a chleachtadh agus an-
spraoi a bheith acu ag an am céanna. Ni
fiorchumarsaid ata ar sitil mar go bhfuil
an teanga socraithe roimh ré ag an
muinteoir ach mar sin féin ta na paisti
ag roinnt agus ag tabhairt eolais tri na
ceisteanna a chuireann siad agus tri na
freagrai a thaigheann siad.




13. Fiche ceist Ranganna 5 agus 6
Smaoinionn an miinteoir ar rud éigin. Cuireann na padisti ceisteanna chun an rud sin a
thombhas, ceisteanna an-simpli ar dtis. Td cead ag na padisti fiche ceist a chur. Mura
dtomhaiseann siad an rud ceart bionn an bua ag an miinteoir. Bionn ar na pdisti éisteacht
lena chéile né beidh siad ag cur na ceiste céanna agus caillfidh siad seans. Gradaionn an
muinteoir na ceisteanna.

Eagar:  an muinteoir né pdiste agus an rang
agus duine amhain ag coimead an scéir

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: ceisteanna agus freagrai
tomhas

Focléir: rudai ata i bhfocloir reatha na bpaisti i mBéarla né i
nGaeilge

Eiseamldiri: An bhfuil sé sa seomra seo?

1. An bhfuil sé sa scoil seo?

An bhfuil sé sa bhaile mér seo?

An bhfuil sé mor?

An bhfuil sé beag/fada/gearr/bog/crua?
Ta. Nil.

2. An féidir € a ithe?

An féidir € a ol?

An féidir é a fheicedil?
An féidir é a bhriseadh?
An féidir é a léamh?

(a stroiceadh, a ghearradh, a ghlanadh, a lionadh)
Is féidir. Ni féidir.

3. An féidir sui air?

An féidir seasamh air?
An féidir scriobh air?
An féidir lui air?

4, An féidir ol as?

An féidir rudai a chur isteach ann?
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Na céimeanna chun

cluichi cumarsdide a imirt

Minionn an muinteoir
aidhm agus rialacha an
chluiche, mar shampla na
difriochtai idir dha
phictitr a aimsiu.
Imritear cluiche
samplach idir an
muinteoir agus pdiste
amhain.

Socraitear beirteanna
agus tugtar A agus B
orthu.

Deimhnitear go bhfuil a

fhios acu cé hiad féin.

Ldamha suas A! Lamha

suas B!

Deimhnitear go bhfuil a
fhios acu cad atad le

déanambh.

Cad atd le déanamh

agat, a Shedin?

Tugtar amach na cértai.

Ni fheiceann siad cartai a

chéile.
Socraitear teorainn ama.

Anois td ciiig noiméad

agaibh chun tri dhifriocht

an duine a aimsiu.

Deimhniu mds gé.

Cluichi cumarsaide

Bionn an cluiche socraithe ag an
muinteoir i dtreo is go mbeidh
fiorchumarsaid ar siul idir na
rannphdirtithe. Is é an rud is larnai nd
an bhearna eolais. Bionn eolas ag A
nach bhfuil ag B, agus caithfidh B ceist
a chur ar A chun an t-eolas sin a fhail.
Bionn orthu an t-eolas ata ag an mbeirt
acu a roinnt né a mhalartu uaireanta
chun an bhearna san eolas a lionadh
freisin. Ullmhaitear leidchadrtai chun go
mbeidh eolas difriuil ag na paisti, agus
ta sé tabhachtach nach bhfeicfeadh na
pdisti cartai nd pictitir a chéile.
Caithfear na cluichi seo a imirt i
mbeirteanna no i ngripai, agus is fearr
a fheileann an t-eagar seo do
chumarsdid i measc na bpdisti.

Tarraing an pictidr

Faigheann na pdisti i bhfad nios mé
ama chun an Ghaeilge a labhairt na mar
a gheobhaidis in eagar ranga agus le
slua-aithris.

Nil méran difriochtai idir cluichi
cumarsdide agus tascanna n6
gniomhaiochtai. Sa tasc né sa
ghniomhaiocht bionn stiil le toradh
éigin agus bionn rud éigin le déanamh:
eolas le fail amach no pictiur le
tarraingt no le forlionadh. Bionn sprioc
le baint amach sna cluichi freisin ach
bionn an bhéim ar an spraoi agus ar an
iomaiocht né ar an gcomhoibrit idir na
beirteanna n6 idir na grupai. Le husaid
leidchdrtai agus téipeanna éisteachta
beidh na ceithre shndithe fite fuaite le
chéile.




Sa chluiche seo bionn beirt phaisti ag iarraidh na difriochtai idir dha phictiir a aimsia.

Déanann siad é seo tri cheisteanna a chur ar a chéile agus iad a fhreagairt.

Eagar: beirteanna

Scileanna teanga: éisteacht, labhairt, léamh agus scriobh

Feidhmeanna teanga: eolas a roinnt agus a mhalartd
ceisteanna a chur agus a fhreagairt

Sainfhocléir: Ag brath ar na pictidir
Eiseamlairi: An bhfuil X i do phictiiir?
Ta. Nil.

Cd bhfuil an X?
Ar an taobh deas né ar an taobh clé?
An bhfuil an X idir an buachaill agus an cailin?

An bhfuil an doras ar oscailt né dinta?

Treimhse réamhchumarsdide

ullmhuichdn

Muineann an muinteoir an focléir, na
ceisteanna agus na freagrai a bheidh ag
teastdil i gcomhair an chluiche.
Usdideann sé/si an modh direach n6 an
modh closamhairc le pictiuir.
Cleachtann na pdisti na ceisteanna leis
an muinteoir agus tar éis cuig néiméad
déag né mar sin roinneann an
muinteoir an rang ina mbeirteanna agus
téann siad ar aghaidh chun an cluiche a
imirt.
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Tréeimhse cumarsdide

cumarsadid

Bionn dhad phictiur atd beagnach
mar a chéile ag gach beirt. Cuireann
pdiste A ceist chun difriocht airithe
a aimsiu. Freagraionn pdiste B agus
ansin cuireann sé/si ceist eile.
Cuireann na pdisti tic ar na
difriochtai n6 scriobhann siad sios

iad. M4 dhéantar é sin beidh
éisteacht, labhairt agus scriobh

comhthdite go nddirtha sa chluiche.

Bionn an muinteoir mar
chomhairleoir ag éisteacht agus
uaireanta is féidir leis/léi pairt a
ghlacadh sa chluiche.

Tréimhse iarchumarsdide

dul siar, anailis

e Cuireann an bheirt phdisti an dd
phictiur sios ar an mbinse agus
féachann siad ar na difriochtai atd
eatarthu. Labhraionn siad fiithu
eatarthu féin ar dtus.

¢ Seasann ctipla beirt suas ansin agus
insionn siad na difriochtai don rang:

I mo phichtivirsa td ... ach ina
p(h)ictitirsa td ...

Bhuel, i bpictiur 1 ta dhd fhuinneog
ach i bpictivir 2 nil ach fuinneog
amhdin.

e [s féidir béim a chur ar ghnéithe
airithe gramadai, cé gur cluiche
cumarsdide é: mar shampla na
réamhfhocail (suiomh),
comhaireamh daoine agus rudai
agus an focléir i gcomhair topaici
dirithe.

* Ag deireadh an chluiche is féidir
féachaint siar ar na laigi cumarsdide
is mo a chuala an muinteoir agus iad
a cheartu le cleachtadh aris.

Is € is ciall le tasc nd gniomhaiocht
éigin a choinnionn an pdiste gafa go
pearsanta le fadhb bheag, né
gniomhaiocht éigin a bhfuil cuspoir
cinnte aici. Ta cur sios sa churaclam ar
thascanna, ar ghniomhaiochtai agus ar
chluichi teanga. Bionn gnéithe na
fiorchumarsaide le sonrtu ar an tasc:
bearna eolais, malartu eolais idir na
hidirghniomhaithe. Bionn na



Tasc:
e fadhb le réiteach
¢ rud le déanamh

¢ eolas le haimsiu

hidirghniomhaiochtai ar siul idir bheirt
phdisti né idir ghripa paisti. Mar athru,
faigheann na padisti seans ceisteanna a
chur chomh maith le hiad a threagairt.

Ta réiteach na faidhbe agus toradh an
taisc chomh tdbhachtach céanna leis an
toradh 6 thaobh na teanga de. Bionn an
cur chuige iomldnaioch. Bionn na
ceithre scil teanga i gceist le gach tasc
mas féidir, na scileanna ginchumais,
labhairt agus scriobh, agus na scileanna
gabhchumais, éisteacht agus léamh.
Bionn meascdn de dhé cheann né tri
cinn acu i gceist murar féidir na ceithre
cinn a éileamh, mar shampla sna
bunranganna.

Nil aon mhodh na teicniocht nua ag
teastdil chun tasc a dhéanambh. Is féidir
malartu idir na modhanna éagstila
muinte chun an focléir agus na
ceisteanna atd riachtanach don tasc a
mhiineadh. Déantar athrd agus

cleachtadh leis an rang ar dtus agus
ansin sampla le paiste né le gripa
amhdin. Ansin déanann an muinteoir
sampla le beirt oscailte (nach bhfuil in
aice lena chéile). Faoi dheireadh nuair
atd an muinteoir cinnte go dtuigeann
na paisti céard ata le déanamh acu
roinneann sé/si an rang ina
mbeirteanna diuinta né ina ngripai.
Deimhnitear go bhfuil a fhios acu cad
atd le déanamh acu agus socraitear
teorainn ama.

Cad atd le déanamh agat, a Shedin?

Is féidir na treoracha d'imirt cluiche
teanga a leantint.
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1. Cé mhéad?

Mar shampla:
A: Cé mhéad platai beaga atd i do phictiiir?

Eagar: beirteanna

Ranganna 5 agus 6

Ta dha phictidr le cur i gcompardid lena chéile—dhd phictidr de chistin le gréithe agus
sceanra ar na seilfeanna, sna céfrai agus ar na boird. Bionn pictitir amhdin ag pdiste A agus
an ceann eile ag pdiste B. Bionn A agus B ag iarraidh na rudai atd sna pictidir ata acu a
chomhaireamh agus a chur i gcompardid, gan féachaint ar phictidr a chéile. Cuireann A

agus B gach dara ceist ar a chéile, A ag cur ceist ar B agus a mhalairt.

B: Tri cinn déag. Cé mhéad gloine atd ar na seilfeanna i do phictiiirsa?

Scileanna teanga:

Feidhmeanna teanga: eolas a roinnt

éisteacht, labhairt agus scriobh

Scileanna eile: comhaireamh agus cur i gcompardid

ceisteanna a chur agus a fhreagairt

Eiseamlairi: An bhfuil ... agat?
Cé mhéad ... atd agat?
Td. Nil.
Sainfhocléir: scian, forc, sptindg bheag
sceanra: cupdn, fochupdn, pldta, pldtai, criiscin
gréithe: seilf, ar an tseilf, ar an gcéad seilf
ionad: ar an tseilf is airde, sa chéfra ar clé, sa chéfra mor

sa chdfra beag ar clé.

Tascanna samplacha

Tugtar tri thasc shamplacha anseo agus
ta siad le cur i ldthair i dtri thréimhse
teagaisc:

¢ Cé mhéad?
® Criochnaigh an pictiur.

e Lean an bealach trid an mbaile mor.

Cé mhéad?

Tréeimhse réamhchumarsdide
gniomhaiocht

Muintear an sainfhocléir ar an modh
direach ar dtus. Chun an focléir nua a
dhaingniu agus gan a bheith ag brath ar
aithris agus athrda amhdin déantar
gniomhaiocht, mar shampla cluiche
Kim, no is féidir modh na
lanfhreagartha gniomhati a usdid chun é
a dhearbhui:

Tog an scian.

Cuir an spiindg sa chupdn.




A Chomh maith leis sin is féidir iarraidh
ar na padisti pictiuir a tharraingt den

- sceanra no de na gréithe lena dtuiscint

T P . . ‘e e 1e e .

W a thaispeadint. Is féidir eiseamldiri na

il ) bhfeidhmeanna teanga a chleachtadh
agus a scriobh ar an gcldr dubh né ar
luaschartai, agus beidh na paisti in ann

breathnu orthu le linn na cumarsdide.

Is féidir cupa, muigin, sdsar, plaitin
agus spiunog a usdid sna ceantair

Ghaeltachta ina n-usdidtear na focail
sin.

Tréimhse cumarsdide

an tasc
Tugtar na pictitir don phriomhthasc do
na paisti. Tugtar treoracha chun an tasc

a dhéanamh doibh ansin. Cuireann na

pdisti na ceisteanna agus bionn siad ag
caint faoin tasc, ag iarraidh é a

dhéanamh. Md bhionn cumarsaid ar siul
idir na pdisti beidh an muinteoir bred
sdsta. Bionn an muinteoir ag éisteacht
agus ag déanamh nétai den teanga a
bheidh le ceartu san iarchumarsaid.

Tréimhse iarchumarsdide
Déanann an muinteoir ciram den

teanga a bhi lochtach n6 lag agus a
chuir isteach ar an gcumarsaid nuair a

bhi an tasc ar siul. Mar shampla, td an
da uimhir dhd agus ceithre deacair, mar
foghlaimionn na pdisti do agus ceathair
ar dtus. B'théidir go dtabharfadh na
pdisti an usdid seo faoi deara, ach ni ga

miniu gramaduil a thabhairt. Sna
hardranganna is féidir cup + dn, fo =

faoi + cupan, plat + a, sptin + 6g agus

mar sin a phlé mar cheacht beag ar
Criochnaigh an pictitir (Ith 90) fheasacht teanga.
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2. Criochnaigh an pictiar Ranganna 5 agus 6
Dha phictiur: pictitr den chistin leis an troscén inti ag pdiste B agus pictitr den chistin
chéanna ach i folamh ag pdiste A. Bionn paiste A ag cur ceisteanna ar B chun a fhail amach
cd geuirfidh sé/si na baill troscdin chun an pictidr a iomland. Bionn paiste B ag tabhairt
treoracha do A chun na rudai a tharraingt san imline. Bionn A ag dearbhti le B go bhfuil

sé/si ag tarraingt mar is céir, ach ni fheiceann sé/si an pictidr iomlan.

Bionn cead ag B féachaint ar an bpictidr atd 4 tharraingt ag A agus na treoracha &

dtabhairt do/di.

Eagar an ranga: beirteanna

Scileanna teanga: éisteacht, labhairt, léamh agus scriobh
Scileanna eile: tarraingt mar Iéirid ar an tuiscint
Feidhmeanna teanga: ag tabhairt treoracha

ag aistrid eolais
Eiseamlairi: Tarraing ...

Cuir ... sa ...

Cuir ... in aice ... ar an taobh deas.
Cuir ... thuas ag barr/thios ag bun an phictidir.
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Sainfhocldir: cistin, cofra, fuinneog, sorn, seilf, sdspan, cupdn, fochupdn,

citeal, forc, scian, scuab, visa, taephota

Crfochnaigh an pictidr Tréimhse iarchumarsdide

Feicfidh na pdisti gur féidir an teanga

Tréimhse réamhchumarsdide

» . . chéanna a athchursail agus a usaid aris.
Muiintear an sainfhocloir agus o ) o
. o ) . [s féidir i a usaid aris agus aris i
eiseamlairi na bhfeidhmeanna teanga i ) o .
) . ] dtascanna agus i gcluichi teanga eile.
bhfoirm ceisteanna agus freagrai sa

tréimhse seo. Minitear aidhm an taisc.

Tréeimhse cumarsdide

Tosaionn na pdisti ag cur na
gceisteanna agus ag caint lena chéile
chun an tasc a dhéanamh. Ni chuireann
an muinteoir isteach ar an gcumarsdid
idir na pdisti.

90



Sampla: Inis conas a théann duine 6n scoil go dti an larionad spairt.

Bionn an léarscail chéanna ag an mbeirt phdisti n6 ag gach duine sa ghrdpa. Cuirtear an
dit a dtosaitear, mar shampla an scoil, isteach ar dtus ar son na soiléireachta. Bionn an
muinteoir né paiste A ag glaoch na dtreoracha faoi cén chaoi a dtéann tu 6 dit amhdin go
hait eile. Bionn pdiste B n6 an ceathrar padisti eile sa ghripa ag tarraingt an bhealaigh ar an

léarscdil, ag leandint na dtreoracha.

Eagar: an rang go |éir, grapai n6 beirteanna

Scileanna teanga: [éamh, labhairt, éisteacht agus scriobh
Scileanna eile: treoracha a thuiscint agus a leantint
Feidhmeanna teanga: ceisteanna a chur agus a fhreagairt

eolas a lorg agus a roinnt

Eiseamldiri: Teigh ar aghaidh direach.
Cas ar clé/dheis.

Teigh sios go bun na srdide.

Sainfhocléir: an tsrdid, an béthar, an cosdn
oifig an phoist, an banc

an t-6stdn, an scoil, na soilse trdchta

Roinntear an tasc seo ar na
gniomhaiochtai réamhchumarsdide

N agus cumarsdide mar a rinneadh do na
Na soilse trachta

tascanna eile thuas.

Oifig an phoist .m I. ;
pB|E

An ldrionad
spoirt
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Fadhb shamplach ag ardleibhéal

Téama: Ag campail

Roghnaigh na rudai 6n liosta seo a leanas:

cén fith ar thogh tu iad.

roghnaigh sibh iad.

feidhmeanna teanga:

Tugann an miinteoir na treoracha seo a leanas 6 bhéal:

Ta ceathrar agaibh ag iarraidh dul ag campdil. Caithfidh sibh liosta a scriobh agus teacht ar
chomhréiteach faoi na rudai a thabharfaidh sibh libh.

siostir; dréimire, puball, bagiin, lampa, scian, sdspan, cipini solais, ardn, buidéal fiona, mdla

codlata, rothar, bainne, im, gual, riomhaire, bindealdn, capall, feadég, giotdr.

1. Obair aonair: Ar dtis roghnaigh tri rud an duine 6n liosta agus scriobh sios iad. Abair
2. Obair ghripa: Ansin tar le chéile sa ghriipa agus scriobh liosta nua de dheich rud a

bheidh riachtanach chun dul ag campéil (comhréiteach).

3. Cumarsdid: Labhair faoi na rudai atd roghnaithe agaibh agus abair cén féth ar

argéint, comhréiteach, mianta a léirid, a rd cén fath a bhfuil rud éigin riachtanach.

Fadhbanna

Ma bhionn an pdiste ag iarraidh fadhb a
réiteach as Gaeilge ni bheidh sé/si ag
smaoineamh ar an teanga ach ar an
bhfadhb. Beidh sé/si nios mé ar a
s(h)uaimhneas faoin nGaeilge agus
beidh sé/si dirithe ar an bhfadhb.
Caithfidh an teanga a bheith ag leibhéal
teanga an phdiste chun go mbeidh sé/si
in ann an fhadhb a thuascailt i ndairire.

Fadhb shamplach: Ag campail
Tugtar fadhb choménta do ghripa
pdisti agus léann an gripa an t-eolas atd
ar an gcdrta thuas ar dtus.

Seans go mb’fhearr le pdisti i scoileanna
lan-Ghaeilge agus Gaeltachta tabhairt
faoin bhfadhb sin gan ullmhtichén
réthada. Mar sin féin td scileanna
léitheoireachta agus scribhneoireachta,
éisteachta agus cainte i gceist, agus da
mbeadh an iomarca cabhrach ag teastail
6 phadisti aonair le linn na
gniomhaiochta chuirfeadh sé sin
isteach ar eagar an ranga. D'theicfeadh
na pdisti féin sa chds sin go raibh
tréimhse ullmhtichdin ag teastdil uathu.
Déd mbeadh a thios ag an muinteoir go

raibh focléir agus feidhmeanna teanga
airithe ar eolas ag an rang d'théadfadh




sé/si fadhb a bhunu ar an eolas sin. Is
bealach maith é le hathchursdil a
dhéanamh ar eiseamldiri na
bhfeidhmeanna teanga agus ar fhocléir,
tus a chur le ceacht le tasc n6 fadhb ata
sodhéanta agus soréitithe.

Tomhais mar fhadhbanna

[s féidir tomhas a thabhairt do na padisti
agus beidh fadhb le réiteach freisin.
Féach ‘Tomhais’ ag deireadh na coda
seo.

Gé roimh dhid ghé,
Gé idir dhad ghé,
Gé i ndiaidh dha ghé,

Cé mhéad gé ¢é sin?

Druileanna

Té druileanna agus cleachtadh patriin
usaideach chun struchtiir airithe a
dhaingniu ach ni c6ir dul thar f6ir leo.
Nil dit larnach ag druileanna i gcur
chuige cumarsdideach ach td siad
usdideach sa tréimhse iarchumarsdide.
[s fiu an teanga a chleachtadh i
gcomhthéacs mas féidir né i gluichi
struchturtha. Is fearr freisin an
cleachtadh a choinnedil simpli agus
rialta, mar shampla gan ainmfhocail
fhirinscneacha agus bhaininscneacha a
mheascadh, né focail ag tost le consan
a mheascadh le focail ag tosti le guta.

Ta cleachtadh ag miinteoiri cheana ar
chinedlacha dirithe druileanna agus is
iad na cinn is coitianta na:

e druil mhalartuchdin
e athsholdthar focal

e athru crutha.

Druil mhalartiichdin

An muinteoir:  Chonaic mé dhd bhdd.
Na paisti: Chonaic mé dhd bhad.
An muinteoir:  Bosca ...

Na paisti: Chonaic mé dhd bhosca.

An muinteoir: Bus ...

Na pdisti: Chonaic mé dhd bhus.

An mdinteoir:  Fuair mé dha phunt.
Pingin ...

Na pdisti: Fuair mé dha phingin.

An muinteoir:  Piosa pdipéir ...

Na pdisti: Fuair mé dhad phiosa
pdipéir.

Leanann séimhit dhd, agus mar sin ni
fiu druiledil a dhéanamh ar thocail a
thosaionn le |-, n- né r mar ni chuirtear
séimhiu ar na litreacha sin. Is féidir
ainmfhocal a mhalartu le hainmfhocal
eile mar ata thuas. Is féidir liosta a
ullmhu mar seo a leanas de na focail ar
féidir iad a mhalartu:

¢ ainmfhocail: uatha, iolra,
comhaireamh, tuiseal ginideach

e aidiachtai: uatha, iolra, firinscneach,
baininscneach

e briathra: aimsir, modh, uatha, iolra,
dearfach, diultach

e dobhriathra: iad a chumadh 6 na
haidiachtai

¢ forainmneacha réamhfhoclacha a
cheangal sa druil leis na
forainmneacha pearsanta mé, tu, sé,
si agus i rélanna.
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Athsholdthar focal

An muinteoir:

Na pdisti:

An muinteoir:

Na pdisti:

An muinteoir:

Na paisti:

An muinteoir:

Na pdisti:

Athri crutha

An bhfaca aon duine an
cailin sin?
Mdire ...

An bhfaca aon duine
Maire?

I...

An bhfaca aon duine i?

An bhfaca aon duine an
madra?
Bran ...

An bhfaca aon duine
Bran?

An bhfaca aon duine é?

Aimsiri na mbriathra

An muinteoir:

Na paisti:

An muinteoir:

Na pdisti:

An muinteoir:

Na pdisti:

D’éirigh mé go
moch inné.

An tseachtain seo
chugainn ...

Eireoidh mé go moch an

tseachtain seo chugainn.

D’imigh mé abhaile go
luath areir.
Anocht ...

Imeoidh mé abhaile go
luath anocht.

Chas mé air an
teilifisedn.
Anocht.
Casfaidh ...

Aimsiri agus modh na lanfhreagartha

gniomhat

An muinteoir:

Na padisti:

An muinteoir:

Na padisti:

An muinteoir:

Na paisti:

An muinteoir:

Teigh go dti an doras.
Td go maith.

Fan, cad a dhéanfaidh
ti?

Rachaidh mé go dti an

doras.

Maith thu! Anois inis
dom cad a rinne tu.

Chuaigh me go dti an
doras.

A Shedin, inis dom cad a

rinne Pol.
Sedn: Chuaigh sé go dti an
doras.
Dearfach agus diltach

An muinteoir:

Na paisti:

An muinteoir:

Na padisti:

An éireoidh tii go moch
amdrach?
(Comhartha cinn 6n
muinteoir)

Ni éireoidh. N6
Eireoidh me.

An gcasfaidh tii € sin
dom, le do thoil?
Casfaidh agus fdilte.

Ainmfhocail uathu agus iolra

An muinteoir:

Na pdisti:

Bhi na pdisti ag siul sios
an bothar.

An pdiste ...

Bhi an pdiste ag siul sios
an bothar.



An muinteoir:  Beidh na mna anseo
anocht.

An bhean ...

Na pdisti: Beidh an bhean anseo

anocht.

An muinteoir:  Bionn na bdid ar an
bhfarraige sa samhradh.

Ceann amhdin ...

Beidh an bdd ar an
bhfarraige sa samhradh.

Na pdisti:

An muinteoir: Bionn na scoileanna

dunta ar an Domhnach.

Ceann amhdin ...
Na pdisti: Bionn an scoil diinta ar
an Domhnach.

Aidiacht fhirinscneach agus bhaininscneach
Bhi an madra mor ag rith.
beag/dubh/bdn/gleoite
coiledn
cat
capall
beag/dubh/bdn/gleoite
Ta fuinneog mhor sa seomra.
beag/briste/gleoite
babog
beag/moér/daor/gleoite

Dramaiocht

Is dis an-éifeachtach i an dramaiocht, ar
nos cruthu suiomh dramatiila, imirt i
rolanna, sceitsi agus seiftid, agus is
féidir i a usaid i gcur chuige
cumarsdideach, go hdirithe i scoileanna
Gaeltachta agus ldn-Ghaeilge. Bionn an
Ghaeilge & husaid go fiorchumarsaid-
each sna suimh dhrdmatiila agus bionn
saoirse cainte ag na pdisti taobh istigh
den rél né den suiomh. Is féidir
agallaimh faoi threoir, dramai agus
sceitsi don stditse a tisdid nios minice i
scoileanna T2 ach dul i dtreo na
fiorchumarsdide agus na saoirse cainte
go luath.

Suiomh drdmatuiil

Td an muinteoir agus na pdisti pdirteach
sa suiomh cumtha seo a chruthaionn an
muinteoir do na paisti agus nil ag
teastdil ar leibhéal amhdin ach mim. Ar
leibhéal eile is féidir leo a gcuid
mothtichdn a thaispedint agus iad a
phlé tar éis an phréisis dhramatuiil.

‘Td an ld go deas, td gaoth bhog ag
séideadh, tdimid ag siul sa choill,
agus nil aon thuaim eile le cloistedil
ach an ghaoth sna crainn. O, céard é
sin? Ta sé taobh thiar den chrann
dara thall ansin. Fia mor atd ann,
féach na beanna fada laidre ats air.
Ta faitios air freisin. N4 téigi in aice
leis n6 scanréidh sibh é. Imeoimid
abhaile go citin, ar &r mbarraicini.’
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Pearsa agus rolanna

Cabhréidh na cartai seo a leanas leis an
bpadiste pearsa agus rdl a fhorbairt chun
ceangal a dhéanamh leis an gcuraclam
drdmaiochta tri Ghaeilge. Feictear gur
féidir eiseamldiri do chomhlionadh na

bhfeidhmeanna teanga a chleachtadh tri
na rélanna agus gur fiorchumarsaid a
bhionn ar siul nuair a bhionn an pdiste
gafa go hiomlan lena p(h)earsa agus leis
na pearsana eile sa suiomh dramatuil.

1. Ag gearan agus ag gabhdil leithscéil

Carta A

Is duine fdsta tha. Ta d'inion tar éis
teacht isteach déanach tar éis na
bpictitr agus td tu ar buile. Bhi imni
ort nuair nar thdinig si abhaile.

Buaileann tu Iéi ag an doras.

Ta sé a haon déag san oiche.

Carta B

Is cailin 6g thu. Ta td aon bhliain
déag d’aois. Chuaigh ti chuig na
pictitir agus ta td ag teacht isteach
anois.

Ta do mhathair ar buile leat, ach ta
leithscéal maith agat.

2. Ag lorg agus ag tabhairt eolais

Carta A

Is buachaill 6g thi agus ta tu ag
lorg an cheirnin is nua 6 ghripa X.
Cuir glao guthain ar an siopa agus
fiafraigh an bhfuil sé acu. Ma t3,
abair leo é a chur chugat agus cd
gconaionn tu.

Carta B

Ta tu ag obair i gCeirnini na Mara.
Ta buachaill ar an nguthdn. Ba
mhaith leis ceirnin éigin a fhail uait
ach td an line an-lag agus nil tu in
ann € a chloistedil rémhaith.




3. Dul i gcion ar dhuine né ar dhaoine eile

Carta A

Ta tu féin agus cdpla cara amuigh ar
an tsrdid. Ta sibh ag argéint faoi ca
rachaidh sibh. Ba mhaith leatsa dul
isteach go ‘Ollbhorgaire’. T4 tu ag
éiri fuar.

Carta B

Ta ta amuigh ar an tsraid le do
chairde. Ta argdint ar sidl faoi ca
rachaidh sibh. Ba mhaith leat dul go
dti na pictidir. Nior mhaith leat dul
go ‘Ollbhorgaire’ mar bhi do
dhinnéar agat.

Carta C

Is cuma leat cd rachaidh tu féin
agus do chairde anocht. Td neart
airgid agat agus is féidir leat ioc as
duine de do chairde mura bhfuil an
t-airgead aige/aici.

Carta D

Ddirt d’athair leat bheith sa bhaile
ag a naoi a chlog. Caithfidh sibh dul
go dti na pictidir ag a sé mar sin. Is
feoilséantdir thu agus ni rachaidh td
isteach in ‘Ollbhorgaire’.
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giota gearr 2 né 3 néiméad

Deirdre

Mir agus Eadaoin
Fionn agus an Fhiann
Clann Uisnigh

Cu Chulainn

Tdin B6 Chuailnge

Labhraidh Loingseach

Drdmaiocht stditse

Ta buntaisti dirithe ag an gcineal seo
léiritichdin, go hdirithe ma bhionn gach
duine sa rang pdirteach. Ba chéir
iarracht a dhéanamh gach padiste a
bheith péirteach né ni bheidh aon rud
le déanamh ag na paisti eile fad is ata
an cleachtadh don chomértas né don
choirm cheoil ar siul. D'fhéadfai drama
simpli a ullmhu go pointe dirithe agus
drdma raidio a léiriu agus na padisti ag
léamh na bpdirteanna, agus € a
thaifeadadh. D’'fhéadfai an taifeadadh a
choimedd i mbailitichan d’obair an
phdiste n6 é a sheinm do rang eile n6
do na tuismitheoiri.

Scéaldramaiocht

Is féidir leis na pdisti dul isteach i
ndomhan na fantaisiochta trid an
scéaldramaiocht. Insitear na seanscéalta
agus na miotais déibh, agus ni géd go
dtuigfidis gach focal. D'fhéadfadh an
muinteoir an scéal taifeadta a sheinm sa
chuilra, na pdisti ag déanamh mime né
ag baint a mbri féin as de réir mar a
chloiseann siad é no tar éis € a
chloistedil. Chuirfeadh damhsa
cruthaitheach go mor leis chun crainn
agus bldthanna a chruthu agus glértha
na bpdisti a usdid chun an ghaoth, an
fharraige, na héin, na beacha agus mar
sin de a chruthu. D'fhéadfai puipéid
mhéra né bheaga agus maisc a usdid.
Dhéanfadh ceol Gaelach comh-
aimseartha n6 ceol comhaimseartha ar
bith an gné mar thionlacan don mhim.

An curaclam drdmaiochta

Ta curaclam faoi leith leagtha amach
don dramaiocht agus forbairt déanta
ann ar an dramaiocht mar phréiseas.
Féach an curaclam sin, dit a dtugtar
smaointe do dhéanamh na dramaiochta
as Gaeilge sna ranganna éaggsiila ar
bhealai difritla cruthaitheacha.

Fisedin

Tugtar anseo cur chuige samplach
d'usaid fisedn mar go bhfuil an oiread
sin usdide ar féidir a bhaint astu.
Roghnaigh giota gairid d'thisedn don
cheacht Gaeilge. Is do ghiota gearr dha
no tri néiméad na straitéisi seo a leanas.
Féachann an muinteoir ar an bhfisedn
cupla uair agus ullmhaionn sé/si na
ceisteanna réamhfhéachana.

Ceisteanna réamhfhéachana

* Roimh fhéachaint ar an bhfisedn
ullmhaigh an t-dbhar, an focléir agus
na frasai a bheidh ag teastail agus
cuir ceist réamhfhéachana i gconai.

Féach ar an bhfisedn agus abair cé
mhéad rud ata ar an mbord.

e Déan deimhin de go bhfuil an cheist
ar eolas acu.

A Mhdire, cad i an cheist?

® Seinn an téip agus ansin stop { agus
faigh na freagrai. Pléigh iad.
e Cuir ceisteanna réamhfhéachana

eile roimh fhéachaint arfs, an t-am
seo ag lorg eolas nios deacra.



focas do na pdisti
e ceisteanna réamhfhéachana
e ceisteanna le linn féachana

e ceisteanna iarfhéachana

e féachaint

e tomhas

e imirt i r6lanna
e éisteacht

e comparaid

e Déan deimhin aris. Seinn an téip.
Stop agus lorg na freagrai sin.
Pléigh.

Ceisteanna le linn féachana

¢ Tarraing greille chun nach mbeidh le

déanamh ach tic a chur sa bhosca
no focal a roghnu. Ta sé deacair
féachaint ar fhisedan agus scriobh.

Cuir tic leis an bhfocal ceart
Cen dath ata ar ghruaig Eibhlin?
[ fionn

U rua

[ corcra

Ceisteanna iarfhéachana

Cuirtear ceisteanna iarfhéachana chun
daoine agus tarldinti a thabhairt chun
cuimhne agus a mheastinu.

Céard a tharla tar éis ...?
Cé a duirt?
Cen dath a bhi ar an ...?

Céard a tharloidh ansin, meas ti?

Usdid an chnaipe sosa

e Tabhair ceist do na pdisti roimh
fhéachaint ar phiosa gearr de
scanndn né sraithscéal. Bruigh an
cnaipe sosa ag pointe oiritinach,
agus déanadh na pdisti an chéad
chuid eile den scéal a thomhas.

Meas tu, cad ata d ra acu lena chéile
anois?

Meas tu, cad a tharloidh anois?

Féachaint gan éisteacht

* Inis do na paisti go bhfuil orthu
féachaint ar an bhfisedn gan
éisteacht leis agus an comhrd a
thombhas.

¢ Seinn giota beag. Stop an téip.
Tabhair seans do na pdisti labhairt
le chéile chun an comhrd a thombhas.
Tabhair leideanna déibh maidir le
hord an scéil agus leis an gcinedl
comhrd a bheadh idir na daoine atd
sa scannan.

Cé a thdinig isteach ina dhiaidh sin?

Céard a déarfadh duine agus é/1 ag
teacht isteach an doras?

e Tar éis an tomhais déan an comhrd a
imirt i rélanna.

e Seinn an giota céanna aris, agus an
uair seo cuir an fhuaim leis.
Eisteann na pdisti agus cuireann
siad an comhrd atd sa scanndn i
gcompardid leis an gcomhrd a
thombhais siad féin roimhe sin.

Eisteacht gan féachaint

¢ Clidaigh an scdiledn. Togh scannan
le fuaimeanna soiléire so-aitheanta.
Abair leis na pdisti go bhfuil orthu
éisteacht leis an scanndn agus an
scéal n6 an téama a thuar.

e Bionn orthu dul tri na fuaimeanna a
chuala siad agus ansin teideal a chur
ar an scanndn. Tugtar na frasai
riachtanacha do na pdisti.

Chuala mé ... ar dtus, agus ansin
chuala me ...
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Is € an teideal atd ar an scanndn
nd ...

e Féachann an rang ar an scanndn
ansin agus déanann siad compardid
idir an méid a duirt siad féin nios
luaithe agus an scanndn féin.
Tugann an chompardid seo focas an-
mhaith do na pdisti, agus éisteann
siad go géar leis an gcomhrd chun
an chomparaid a dhéanamh.

Dhd ghripa ag an am céanna

¢ Bionn gripa amhdin ag féachaint
agus ag éisteacht agus an ceann eile
ag éisteacht gan féachaint (taobh
thiar den teilifisedn).

* Roinntear an rang ina dha ghripa.
¢ Tugtar treoracha don dd ghripa.

A ghriipa 1, beidh sibhse ag
féachaint agus ag éisteacht.

Beidh gripa 2 ag éisteacht gan
féachaint.

Ina dhiaidh sin tagann siad le chéile ina
mbeirteanna, duine amhédin 6n ngriipa a
bhi ag éisteacht agus duine amhdin 6n
ngripa a bhi ag féachaint. Beidh an
duine a chonaic agus a chuala ag
cabhru leis an duine nach bhfaca ach a
chuala an scanndn. Pléann siad na
fuaimeanna agus an comhra a chuala
siad. Na paisti go l1éir ag tomhas topaic
an scanndin.

Scéalaiocht

Ta tdbhacht faoi leith ag baint le scéalta
mar ionchur i muineadh agus i
bhfoghlaim na Gaeilge. T4 saibhreas
teanga agus leaganacha cainte i
seanscéalta na Gaeilge, agus nior chéir
iad a shimplit rémhér. Ta bailitichdin
scéalta i gclé sna tri chantint, agus ba
choir iad a bheith ar fdil i leabharlann
na scoile agus an ranga. Ta scéalta faoi
shioga, faoi dhaoine fado, faoi
bhéaloideas an cheantair, scéalta
idirndisitinta agus miotaseolaiochta
ann.

Roghnu na scéalta

Na scéalta ata ar eolas cheana

Bionn taithi ag formhor na bpadisti ar
scéalta sa bhaile, agus is bred leo iad a
chloistedil n6 a léamh ar scoil freisin.
Ma bhionn na scéalta Béarla ar eolas ag
na paisti i scoileanna T2 bainfidh siad
taitneamh astu i nGaeilge agus
foghlaimeoidh siad focléir agus frasat
usdideacha uathu. Déanfaidh an
muinteoir iarracht an teanga seo a
athchursail aris in tusdid na Gaeilge go
neamhthoirmitil sa rang.

Eachtrai

Go hionduiil bionn struchtur scéil a
bhfuil tus agus deireadh cinnte leis
éasca le coirid agus a insint do na
pdisti. Is minic eachtrai i lar an scéil. Is
féidir na heachtrai seo a roghnu de réir
mar a fheileann agus a insint idir an tus
agus an lar. Tugtar eachtrai éagstila i
leaganacha difritila de na scéalta
céanna. Figann sin an tsaoirse ag an



tus an scéil
eachtrai dirithe

deireadh an scéil

Cochaillin Dearg
Na Tri Mhuc
Na Tri Bhéar

Tomads na hOrdéige

muinteoir iad a roghnu mar a
thograionn sé/si.

Mar shampla, sa scéal ‘Tomds na
hOrdéige’ bionn tus agus deireadh
cinnte leis ach ina lar tarlaionn a lan
eachtrai do Thomas. I leaganacha eile
buaileann sé le fear sed, agus diolann a
athair é agus imionn sé leis an bhfear
se6. Téann sé i bhfolach san fhéar tirim
nuair a éalaionn sé 6n bhfear se6 agus
itheann an bho é. Buaileann sé le
gandal crosta i leaganacha eile. Is féidir
aon cheann de na heachtrai seo a
fhagail ar lar agus fos beidh an scéal
buntisach ‘Tomas na hOrdoige’ agat. Ni
féidir an tus nd an deireadh a fhagail ar
lar, afach.

An mhaitheas agus an t-olc

Ta sé tabhachtach go bhfagfai na
heachtrai ditltacha agus na drochrudai
a tharlaionn sna scéalta iontu agus gan
iad a shimpliu nd a ghlanadh an
iomarca. Mar shampla, i leagan amhdin
itheann an sionnach an Buachaillin
Sinséir. Sa scéal ‘Hansel agus Gretel’
tréigeann an t-athair agus an mhdthair
na pdisti sna coillte, agus maraionn
athair Chochaillin Dearg an mac tire
ach tugann sé an tseanmhathair slan.
Gheobhaidh na pdisti tuiscint ar
choincheapa an oilc agus na maitheasa,
agus is cuid thdbhachtach d& bhforbairt
phearsanta i seo.

Sambhlaiocht agus mothiichdin

Is bealach isteach i saol na
samhlaiochta agus na mothiichdn iad na
scéalta. Bionn caint sna scéalta ar ghrd,
ar an bhfuath, ar an olc, ar an maitheas
agus mar sin de. Ealaionn na pdisti i
bhfad 6n ngnathshaol ar bhrat
draiochta na scéalaiochta agus cuireann
sé sin lena bpléisiur.

Scéalta agus forbairt na
cumarsaide

Roghnaitear na scéalta ar na fathanna
atd luaite agus go hairithe ar son an
phléisitir. Bionn an muinteoir ag
smaoineamh freisin ar an usdid is féidir
a bhaint as na giotai comhra a bhionn
iontu i gcomhthéacs mhiineadh na
Gaeilge go cumarsaideach. Insionn an
muinteoir scéal ag tis ceachta mar
ionchur b’fhéidir agus ansin tugann
sé/si seans do na pdisti an comhra a bhi
ag na pearsana a usdid i ndrama.
Chombh maith leis sin usdidtear
nathanna cainte go neamhfhoirmitiil

as na scéalta i rith an lae nuair a
fheileann sé.

* Sarang am ar bith
‘Cé a chabhréidh liom?’
‘Cabhréidh mise leat.’

‘Ni dhéanfaidh mise é,’ arsa an
mhuc.

‘Déanfaidh mé féin €, arsa an
chircin bheag rua.

* Am l6in, n6 imirt i rélanna

‘Cé a iosfaidh é seo?’ ‘losfaidh mé
féin é!’
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‘fosfaidh mise ¢, arsa an mhuc. ‘Ni Cnuas-scéalta

fosfaidh tu," arsa an chircin. Scéalta iad seo a bhfuil a lan athra

‘T4 sé seo te,’ arsa Cinnin Oir. ‘T4 nadurtha iontu agus td siad go maith
sé seo an-te—o, td sé i bhfad d'fhoghlaimeoiri na Gaeilge mar dhara
rothe ar fad!’ teanga. Togtar an scéal de réir a chéile,

e Cluiche ‘tag’ sa chl6s agus td athra ar an gcuid atd inste

cheana féin gach uair a chuirtear piosa

‘Beir orm, beir orm mas féidir nua leis. Féach, mar shampla, ‘An Teach
leat!” arsa an buachaillin sinséir. a Thog Sean’ thios.

* Cluiche tomhais sa rang T4 cnuas-scéalta ann 6n Ruiis aistrithe
Cé mise? no go Gaeilge agus td neart scéalta

Cén scéal ina bhfuil me? aistrithe 6n mBéarla. Td seanchnuas-
scéalta Gaeilge ann freisin ach bheadh

Cén t-ainm atd orm? an caighdedn ard go leor. T siad le fail

sna bailituchdin bhéaloidis 6 na ceantair

éagstila Ghaeltachta.

‘An tu an ri?’

‘Ni mé.’

R nuas-sce insin
‘Is tusa Rumpelstiltskin! Cnugs-scéal a insint

Is féidir deilbhini de na pearsana n6 de
na hainmhithe a chrochadh ar an
mballa ceann i ndiaidh a chéile agus an
scéal a thogdil mar sin.

Cnuas-sceal samplach ‘An Teach a Thog Sean’

Seo é an teach a thog Sedn.

Seo é an mdla a bhi sa teach a thég Sean.

Seo é an répa a cheangail an méla a bhi sa teach a thég Sedn.

Seo i an luch a d'ith an répa a cheangail an méla a bhi sa teach a thég Sedn.

Seo € an cat a mharaigh an luch a d'ith an répa a cheangail an méla a bhi sa teach a thég
Sedn.

Seo é an madra a lean an cat a mharaigh an luch a d’ith an répa a cheangail an méla a bhi
sa teach a thég Sean.

Seo i an bhé a rop an madra a lean an cat a mharaigh an luch a d'ith an répa a cheangail

an mala a bhi sa teach a thég Seén.

Seo é an fear a bhligh an bhé a rop an madra a lean an cat a mharaigh an luch a d'ith an

répa a cheangail an mdla a bhi sa teach a thég Sedn.




Cur chuige samplach don
scealaiocht

Is bred le gach uile phaiste scéal.
Tugann scéalaiocht faoiseamh don
phdiste 6n ngndthobair ranga agus
forbraionn si a c(h)uid samhlaiochta
agus mothtchan. Chomh maith leis sin
foghlaimionn sé/si an-chuid Gaeilge
mar bionn athra sna scéalta féin agus
insitear go minic iad. Cuirtear
ceisteanna agus tugtar freagrai, agus
bionn fadhbanna le réiteach agus a
bhfuascailt le fail. Is é an rud is
tdbhachtai na go mbainfidh na pdisti
taitneamh as an scéal.

Ta cupla treoir ghinearalta faoi eagar an

ranga don scéalaiocht atd coménta do

gach rang:

e Mas féidir is bred leis na pdisti a
bheith in aice leis an scéalai. Is fearr

a chloiseann siad tuin na cainte
agus a fheiceann siad na pictiir
agus na geditsi.

Ba chéir an scéal a insint le
hatmaisféar agus le mothu, ag athru
tuin an ghléir do na pearsana
éagsiila.

Is féidir sainfhocldir an scéil a
ullmhu roimh ré le cabhair
luaschartai agus pictitir do na paisti
i scoileanna T2.

[s fearr an scéal a insint go
leantinach agus gan cur isteach air
le miniu na bhfocal. Is féidir cuid
mhaith focal a thuiscint 6n
gcomhthéacs agus le cabhair na
bpictitr sa leabhar.

Ma thuigeann na pdisti an
comhthéacs roimh ré is amhlaidh is

fearr.
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Scéalaiocht sna bunranganna

e Ma ullmhaionn an muinteoir pictitir bidis soiléir sofheicthe.

* Ma bhionn go leor pictitr ann chun an scéal a léiridi is féidir leis na pdisti na pictidir sin

a chur in ord cé nach mbeidis in ann an scéal a athinsint.
® Ba dheas frios balla de na pictitir a chrochadh.

e |[s féidir le cuid de na pdisti gléasadh in éadai simpli 6 bhosca dramaiochta chun an scéal
a léiriti agus € 4 insint n6 mar dhrdma ina dhiaidh (Hansel agus Gretel, Cinnin Oir,

Cochaillin Dearg).

e D’théadfai samhail de thithe na dTri Mhuc, maisc de na hainmhithe is coitianta sna

heachtrai agus puipéid ldimhe a bheith i seomra ranga na naiondn chun cur le hinsint na

scéalta.

o e |s féidir le paisti éagstla mim de scéal a dhéanamh, agus bionn an rang ag tomhas cén
% scéal atd i gceist.
<
£
5] P , . Y
E Scealaiocht le cabhair pictidr sna
3 meanranganna
L2

o Is féidir pictitir d’eachtrai an scéil a ullmhd, timpeall deich gcinn.

U Is leor tus agus deireadh an scéil agus a tri né a ceathair d’eachtrai ina lar, agus

cipla abairt le gach pictiar.
U Insitear an scéal aris agus aris eile, ag baint dsdide as na pictidir.

U Is féidir leis na paisti na pictitir a chur in ord chun an scéal a athchruthd agus € a
insint nuair a bheidh siad réidh.

J Daingnitear an scéal tri chompardid a dhéanamh idir insint an phaiste agus insint

an mhdinteora.

U Déanann an pdiste na pictitiir a mheascadh chun scéal nua a athchruthi. Mar
shampla, d'fhéadfadh na hainmhithe sa scéal ‘Amhranaithe Bremen’ teacht i

gcabhair ar na Tri Mhuc sa troid leis an mac tire.
o Is féidir an scéal a insint agus an téacs & mheaitsedil leis na pictidir.

o Mé bhionn an miinteoir ag taifeadadh an scéil do na paisti is féidir leis/Iéi buille
beag a dhéanamh ar an micreafén le linn an taifeadta le cur in idl go bhfuil

deireadh leis an leathanach.
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Stér filiochta

rainn

rimeanna

danta faoi abhair éagsiila
gniomhamhrdin

amhrdin le curfd
rabhloga

tomhais

tréanna

seanfhocail

Scealaiocht sna hardranganna

® Anois is aris is féidir le scéalai teacht isteach sa scoil ag insint scéalta, a scéalta féin n6

scéalta béaloidis an cheantair.

¢ D& mbeadh na scéalta taifeadta bheadh an pdiste né gripa pdisti in ann an scéal a

leanuint le cabhair an téacs.

e Féadfaidh na paisti freagrai difridla a thabhairt ar an scéal

€ a athinsint

drdma a dhéanamh as

comhrd an scéil a dsdid i ndrama
na heachtrai a chur in ord
ceisteanna cuimhne a fhreagairt

na priomhphearsana a thabhairt chun cuimhne

pictidir a tharraingt
Iéirmheas a scriobh
pictidir den scéal a mhaisid

e D’'fhéadfai compardid a dhéanamh idir na leaganacha Béarla agus na haistritichain
Ghaeilge n6 na leaganacha 6n mbéaloideas atd sa Ghaeilge le fada.

Filiocht

Is cuid an-tdbhachtach d'fhorbairt
aeistéititil agus shamhlaioch an phdiste 1
an fhiliocht. Is bread le p4disti
fuaimeanna, tuin, rithim agus imeartas
focal na filiochta. Is brea leo rainn,
rimeanna agus amhrdin shimpli
rithimitla le curfd éasca. De réir a
chéile fasann meas ar dhdnta ina bhfuil
usdid teanga fhileata, iomhdnna agus
samhlacha.

Is é an phriomhaidhm ata le miineadh
agus foghlaim na filiochta nd go
mbainfeadh na pdisti pléisiur agus
taitneamh aisti. Is go tdnaisteach a
fhoghlaimeoidh na pdisti Gaeilge tri
mhedn na filiochta. Mar sin féin
tosaionn siad ag smaoineamh ar an

teanga agus ar bhri na bhfocal agus ar
imeartas focal taobh amuigh d'usdid
laethudiil na teanga. Chuige sin beidh
stor leathan filiochta ag teastdil chun go
mbeidh seans ag na pdisti freagra a
thabhairt ar shlite difritla a shdsaionn a
gcuid samhlaiochta agus mothuchan.

Stér filiochta

Ta stér mor rann, dénta agus amhran a
bhfuil teacht air go héasca i dtraidisiun
na Gaeilge. T4 idir fhiliocht na ndaoine
agus na bhfili gairmitla, rainn
sheafoideacha, thréanna, sheanfthocail,
thombhais agus rabhloga sa stor filiochta
ar cheart tarraingt air i gcomhair
muineadh na Gaeilge sa bhunscoil. T4
na rainn rithimiula ann don phdiste ar
an ngliin, rainn dhibeartha do chluichi,
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rainn chomhairimh, rainn le
fuaimeanna na n-ainmhithe, rainn faoi
éin, faoi ftheithidi agus faoin aimsir ann.
Ta ddnta greannmhara ann, ddnta
ddirire faoi mhothtichdin an fhile, agus
cuid acu insionn siad scéal. Airitear
amhrdin dhiaga, shaothair, ghra,
stairitila agus cheol tire,
gniomhamhrdin agus amhrdin a insionn
scéal ar na hamhrdin is coitianta. Td
rithim agus fuaimeanna na Gaeilge le
fdil chomh maith le greann agus seaféid
sna rabhléga. Cabhraionn tomhais leis
na pdisti smaoineamh as Gaeilge, agus
is scdil iad na tréanna, na seanfhocail
agus paidreacha na ndaoine ar
chreideamh na ndaoine agus ar
shaiocht na hEireann.

Cur chuige do mhiiineadh na
filiochta

Is gniomhaiocht éisteachta thar aon rud
eile i éisteacht le filiocht. Is féidir leis
na pdisti éisteacht le taifeadadh den
rann n6 den ddn né éisteacht le 1éamh
dramatuil an mhuinteora. Déantar
tionlacan rithimidil le bualadh bos, le
cnaguirlisi n6 le damhsa cruthaitheach.
Tagann na pdisti isteach leis an gcurfa
no le deireadh na line de réir a chéile,
le cabhair geditsi n6 pictitr. M4 léann
na pdisti téacs an ddin (rang 4 go rang
6) is tar éis € a chloistedil an-mhinic a
dhéantar é. [s ceacht léitheoireachta é
mad léitear an ddn, agus caithfear an
réamhobair chéanna a dhéanamh is a
dhéanfai do cheacht léitheoireachta.
B'thearr do na pdisti éisteacht leis an
dan agus € a aithris.



Taidhgin Turcai

Gogal-gogal-gogal,
Gogal-gogal-gog!
Mise Taidhgin Turcai
Gogal-gogal gog!
Ni labhraimse os iseal,
Ni labhraimse go bog,
Gogal-gogal gogal,
Gogal-gogal gog!

(Gabriel Rosenstock)

T4 an rann seo rithimidil greannmhar, le fuaimeanna a thaitneodh le pdisti.

Baineann na pdisti spraoi as an rann agus as rithim na cainte tri aithris.

Bionn teanga an phdiste ar na fiacla nuair atd an t- tosaigh sna focail ‘Taidhgin’ agus
“Turcai’ a ra. Deir an mdinteoir leis na pdisti barr a dteangacha a thaispedint dé/di.

Réamhobair Sugradh leis na fuaimeanna a dhéanann ainmhithe feirme agus cléis.
Deir an bhé mu-mdu. Deir an t-asal hi-ha.
Deir an madra bhuf-bhuf.
Deir an cat midu.

Deir an capall ... an chearc ... an turcai ...

Gniomhaiocht Taifeadadh d’ainmhithe n6 d’éin a sheinm agus na pdisti ag tomhas cad iad. An focléir a thabhairt déibh
de réir mar a theastaionn sé.

Cloisim cearc.
Chuala mé cat.

Sin i an fhuaim a dhéanann cat.

Réamhcheist Eist agus abair cén t-ainmhi atd sa rann.

Eist agus déan an fhuaim a dhéanann an t-ainmhi sa rann.

Ceist le linn éisteachta  Eist agus tarraing pictitr den ainmhi ata sa rann.
Cuir lipéad air.

Labhraitear faoi na pictidir tar éis éisteachta.
Eisteacht leis an Seinntear an téip cdpla uair agus na pdisti ag teacht isteach de réir a chéile. Seinntear an rann mar aonad

taifeadadh den rann agus € & aithris ag an rang go léir. Ansin is féidir le gripai agus beirteanna €é a aithris.

Is fearr fanacht go dti go mbionn na paisti réidh chun aithris aonair a dhéanamh.
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Bhuail Dumpysaurus Bhuel, fuair an chircin dréimire Ansin d'fhéach si suas

le circin bheag |3, Agus chuaigh si in airde ar an ubh, Le brdd is le hathas,

‘T4 brén orm,” a dirt sé Is d’'fhan si thuas ina suf Ina sheasamh os a comhair

‘agus seo é an fath. Gur thédinig an oiche dhubh. An chéad Chearcosaurus.
(Sean O hEachthigheirn)

Ta ubh agam im’ nead, Rinne si a dicheall

Ach td si uafdsach mér Agus ar deireadh thdinig an t-am.

Ni féidir liom sui uirthi Bhi pléasc faoina téinin,

Is té si ag éirf fuar’ Agus thit si ar a ceann.

T4 an ddn seo éadrom seaféideach agus taobh istigh de réimse spéise na bpdisti.
T4 an focléir éasca. Is féidir na coincheapa a phlé: cearc ar gor, sicin as ubh.

Cluiche roimh éisteacht T4 a mhuinedl costiil le sioraf agus a chorp costiil le capall.
‘ainmhi aisteach’ Cad é?

Freagra: Siorapall.

Samplai eile: catari (cangard, cat)

bécai (moncai, bo)

eilicap (eilifint, capall).

Réamhphlé Plé faoi na coincheapa atd sa ddn roimh éisteacht leis:

ubh agus sicin as ubh
tyrannosaurus rex, dinosaur

Réamhcheist Cén saghas pdiste a bheadh ag cearc agus ag dinosaur le chéile?
Freagra: Cearcosaurus.

Gniomhaiocht Na pdisti ag tarraingt pictidir den chearcosaurus 6 threoracha an mhtinteora. Taispednann siad an
pictitir don duine in aice leo.
Cuireann siad lipéad air.

Tascanna le linn éisteachta Bionn ar na pdisti pictitir den ddn a tharraingt agus iad ag éisteacht leis
a aithris.
1. Nead agus ubh, dréimire suas le taobh na huibhe.
2. Is féidir leis an mdinteoir pictitr a tharraingt ar an gcldr dubh mar athrda.
3. An dan a [éamh n6 a sheinm tri n6 ceithre huaire, ag déanamh geditsi nuair is féidir:

mox, ni féidir liom, chuaigh, d’fhéach si suas, d’fhan si thuas, thdinig an t-am, bhi pléasc faoina toinin,
thit si ar a ceann.

Freagrai éagstila Pdiste a roghnu le pdirt an Dumpysaurus a rd agus cearc ag déanamh mime.
tar éis éisteachta Daoine difridla a roghnu, agus gheobhaidh an rang seans éisteacht leis an
* mim dan cipla uair.

e imirtirélanna Beirteanna diinta ag déanamh drdma eatarthu féin bunaithe ar an dén.

Cipla beirt a roghni lena dhéanamh os comhair an ranga.

e aithris An dan a rd mar aonad aris agus is cuma mura bhfuil sé ar eolas. Is féidir dul siar air aris |4 eile. Is
de réir a chéile a fhoghlaimitear dén.

e tarraingt Pictidr a tharraingt d’ainmhi aisteach a roghnaionn an pdiste agus cur sios gairid a scriobh faoi.



e comhthdthu leis an

gcuraclam ceoil

Ambhrdin Ghaeilge

Is bred le gach pdiste amhrdin a
chloistedil agus a chanadh ina (h)aonar
no6 mar chuid de ghripa sa rang. Ta
réimse leathan amhrdn le fdil as Gaeilge
do gach aoisghrtipa, idir shean-nds,
amhrdin thraidisitinta athchéirithe agus
amhrdin cheol tire. Seo a leanas ciipla
taifeadadh samplach:

¢ do naiondin
Amhrdin do Phdisti agus

Dambhsa na gCoinini 6n
gComhchoiste Réamhscolaiochta

Trup, Trup a Chapaillin le Cantairi
Oga Atha Cliath

An tAmhrdnai Og le Treasa Ni
Cheannaigh agus Aidan O'Hara

Canaimis le Chéile le Joyce agus
Aidan O’Hara

Stor Amhrdn le Noirin Ni Riain
* do na meanranganna agus na

hardranganna
A Stor ’s a Stoirin le Padraigin Ni
Uallachain
Bliain na nAmhrdn le Futa Fata
Féasog
Solas Gorm le Tadhg Mac
Dhonnagdin

Fuaireas-sa Cuireadh le Cantairi
Oga Atha Cliath

Oiche Chiuin le Maria Ni
Chumbhaill

Bridget’s Kiss le La Lugh
Or6 na Casaidigh leis na Casaidigh

An curaclam ceoil

T4 cur sios i dtreoirlinte an churaclaim
cheoil don bhunscoil ar conas amhrén a
mhtuineadh ag usdid na cluaise agus
uirlise ceoil né an chluas agus na nétai
ceoil. Ta tracht ar usdid an taifeaddin
freisin. Is féidir na modhanna seo a
tsdid chun amhrén Gaeilge a
mhiiineadh, cé go mbeadh obair bhreise
ag teastdil le focail na n-amhréan
uaireanta.

Is féidir an phleanail d'amhran Gaeilge
a leagan amach i ngreille mar até don
amhrdn ‘An bhFaca Ti Mo
Shéamaisin?’ar leathanach 48 de na
treoirlinte seo. Feictear ansin na
gniomhaiochtai ar féidir iad a cheangal
leis an amhrdn.
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‘Féach!’
‘Cé hé sin?’
‘Is € sin Sedinin’.’

‘Is é!’

Ag léamh i gcomhair pléisidir

Léitheoireacht

Cleachtaimid scil na léitheoireachta ar
feadh ar saoil ar son pléisitir agus chun
dar gcuid eolais a leathnu. Cabhraionn
an t-eolas a bhailionn an pdiste trid an
léitheoireacht lena f(h)orbairt
chognaioch, agus leathnaitear a c(h)uid
samhlaiochta tri léitheoireacht scéalta
agus ddnta. Ni scil ghabhchumais
amhdin atd i gceist leis an
léitheoireacht, mar bionn na paisti mar
léitheoiri i ngleic leis an téacs ag
iarraidh bri a bhaint as.

[s iad na priomhfhdthanna a léann na
pdisti as Gaeilge ar scoil agus sa bhaile
na mar chuid d& gcuid obair scoile agus
chun a saol pearsanta a shaibhriu

e mar thacaiocht do na scileanna eile
* i gcomhair pléisitir
e chun eolas a bhailiu

e mar léitheoireacht fheidhmiuil a
mbeidh toradh éigin uirthi.

Ullmhd don litearthacht

Ta iliomad bealai ann chun cabhrti leis
an bpdiste beag agus €é/i ag ullmhu don
litearthacht. Is iad na
priomhchomhthéacsanna ina
gcabhraitear leis an bpdiste na

e an baile

e an scoil agus an seomra ranga.

An baile

Ta tébhacht le tacaiocht an
tuismitheora sa bhaile i bhfas na
litearthachta. Bionn aithne nios fearr ag
an tuismitheoir na mar a bhionn ag aon
duine eile ar an bpdiste agus ta an-
chuid eispéiris le roinnt acu lena chéile.
T4 cur sios ar an gcaoi a gcabhraionn
an tuismitheoir leis an bpdiste i roinn 3
de na treoirlinte seo.
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ag dul amach ag am [6in
Td go maith, ta sé in am l6in!
Cé leis an bosca 16in? (Is
liomsa €)
Cé leis an cota? (Is le Maire
€)
ag teacht isteach
[s féidir libh sui anois!
Dtinaigi an doras sin le bhur
dtoil.
O, ta sé fuar sa chlés inniu!
moladh
Maith thu!
Maith an buachaill!

Togha fir!

Prionta sa seomra ranga
Crochaimid &r gcétai anseo!
Nimid dr ldmha!

Is é seo an doras.

Cuir uisce ar an bplandal
Cathaoir an mhuinteora

Is é seo binse Mhadire/Shedin.

An scoil agus an seomra ranga

Conas a chabhraionn teanga an mhiiinteora
leis an bpdiste

Faoi mar a dhéanann an mhathair
daingniu ar theanga an phaiste sa
bhaile, féachann an muinteoir leis an
rud céanna a dhéanamh ar scoil.
Gniomhaiocht amhain a chabhraionn
leis an bpdiste na an muinteoir ag tusdid
frasai faoi leith ar na hocdidi céanna
gach la. De réir a chéile téann na frasai
sin 6 ionchur an mhiinteora go dti
teanga labhartha an phadiste.

Déanann na pdisti idirghniomhui le
daoine eile tri labhairt leo as Béarla ar
dtus né as Gaeilge agus is air sin a
bhunaitear an litearthacht. Is é is déichi
nd go mbeidh buntis maith faoin teanga
labhartha mds i mathair-theanga an
phadiste i. B'théidir go mbeifi in ann
gluaiseacht ar aghaidh leis an
bhforbairt nddurtha a tharlaionn de
ghndth 6 éisteacht agus tuiscint agus 6
labhairt na teanga go dti an litearthacht
i ranganna na naiondn sna scoileanna
Gaeltachta. Togfaidh an proéiseas sin
nios faide sa chds nach dtosaionn an
pdiste ag foghlaim na Gaeilge do dti go
dtéann sé/si ar scoil in aois a ceathair
no a cuig.

Litearthacht sa seomra ranga

Féachann an muinteoir chuige go
mbionn cuid mhaith abhair
chlébhuailte sa seomra ranga. Tuigeann
na pdisti 6n tagairt a dhéanann an
muinteoir d6 go bhfuil teachtaireacht le
léamh ann. Mar chuid den dbhar
clobhuailte sin beidh fograi gairide faoi

shaol an tseomra ranga, pictiuir as
scéalta a aithnionn na pdisti, postaeir le
lipéid agus leabhair. T4 eispéiris faoi
leith a bhaineann le saol na scoile.
Tuigeann an muinteoir agus an pdiste
araon € seo agus bionn sé mar bhunts
leis na scéilini a bheidh le scriobh agus
le léamh ag an bpaiste beag ar ball.

Eisteacht agus tuiscint

Liostaitear cuid mhaith gniomhaiochtai
éisteachta agus labhartha sa churaclam
Gaeilge do na naionadin. Is iad a bheidh
mar bhunchloch don litearthacht a
bheidh ag fds agus ag forbairt de réir a
chéile roimh aon cheachtanna foirmitila
léitheoireachta né scribhneoireachta.
Ni ga go dtuigfeadh an pdiste ach an
bhri ghineardlta. Tabharfaidh an
miuinteoir gach cabhair agus tacaiocht
do thuiscint an phaiste le pictitir no le
geditsi le leideanna agus le fuaimeanna.

Scéalta

Léifidh an muinteoir scéalta do na pdisti
go minic agus gheobhaidh siad tuiscint
ar an bhfocal clébhuailte agus ar
dhichédu clé. Mas féidir roghnoidh na
pdisti an leabhar agus tiocfaidh siad
timpeall ar an muinteoir agus é/i ag
léamh. Is féidir Iéamh 6 shraith pictiur a
insionn scéal n6 6 leabhar mér né 6
leabhar soiléir ina bhfuil pictidir mhora.

Tomhaiseann na pdisti an scéal 6n
gclidach agus labhraionn siad faoi na
pictidir roimh an scéal a léamh.
Cuireann siad an tomhas a bhi acu i
gcompardid le teideal an scéil ansin. Md
ta curfa sa scéal (‘Na Tri Mhuc), ‘An



éisteacht leis an
muinteoir

ag léamh no6 ag insint scéil

téipeanna éisteachta né
dluthcheirnini

scéalta gearra taifeadta

clair oiriinacha ar TG4

treoracha taifeadta do

thascanna tuisceana
cuir marc ar an Hlb()
dathaigh an teach

cuir do mhéar ar an bpuisin

‘Buail ar an doras is féach
isteach’

‘Taidhgin Turcai’

‘Is maith liom bainne’
‘Damhan alla’

‘Buail do bhosa, buail do
bhosa’

‘Td mise ag rolladh na cré’

éisteacht agus aithint n6
taispeaint
cuntas ar phictitr, méar a

chur air

éisteacht agus aimsiu
cuntas a chloisteail, rud a

aimsiu

éisteacht agus meaitseadil
pictiur agus pictiur agus

focal

Buachaillin Sinséir, ‘An Gabhar agus na
Meanndin’) tagann na pdisti isteach leis
gach uair. Ligeann an muinteoir do na
pdisti an line a chriochnu né ainm na
bpearsan a ra. Aithnionn siad na
pearsana sna pictitir agus labhraionn
siad fithu. Téann padisti aonair féin siar
ar an scéal n6 mads féidir éisteann siad
le leagan taifeadta de i gcuinne na
leabhar. Is féidir le griipa pdisti é sin a
dhéanambh le ceithre phéire cluasén
ceangailte leis an taifeadan céanna.

Nuacht phearsanta mar scéal

Sula mbionn an pdiste in ann scriobh
do/di féin scriobhann an muinteoir
scéal gearr ar an gcldar dubh né ar
chdrta don phiiste. Scriobhann an
muinteoir faoi ld breithe an phaiste,
faoin séastir, faoi 6cdidi ar nés na
Nollag né na Casca n6 laethanta saoire.
Fagtar cartai ar féidir abairti eile a
bhunt orthu thuas ar an mballa né6 i
bpacidiste cartai do chumadh abairti. Is
féidir leis an bpdiste focail a roghnu
nuair a aithnionn sé/si iad agus usdid a
bhaint astu ina scéal féin. Bionn nuacht
shimpli phearsanta i gcénai ag gach
pdiste faoin am i ldthair n6 faoin am ata
thart. B'fhéidir gurb € seo an chéad
scéal a scriobhfaidh an pdiste agus
beidh suim aige/aici in athléamh scéil a
scriobh sé/si féin.

1. Inniu la breithe Mhdire!
T4 si a sé.
2. T4 sé fuar inniu.

3. Fuair mé rothar do mo 14 breithe.

Rainn agus amhrain

Ta raidhse rann agus amhrén le fdil sa
Ghaeilge agus is féidir iad a usdid mar
bhuntis agus mar thacaiocht don
litearthacht. Taitnionn rithim na rann
agus na n-amhran le tacaiocht 6
gheditsi agus 6 chnaguirlisi leis an
bpdiste 6g. Cabhraionn an rithim
leis/léi cuimhneambh siar ar na focail
agus de réir a chéile rachaidh an focloir
nua isteach i bhfocléir reatha an
phaiste. Foghlaimeoidh sé/si miniti na
bhfocal nua 6n gcomhthéacs n6 6 na
pictitir agus le cabhair 6n muiinteoir.
Cabhroidh na comhthéacsanna céanna
leis an bpdiste bri a bhaint as téacs
léitheoireachta ar ball. Is iad an cineal
is fearr nd rainn le hathra agus le rithim,
gniomhamhrdin agus amhrdin saothair.
Ta cuid acu nua-chumtha agus cuid eile
a bailiodh 6n mbéaloideas agus atd
curtha ar fdil aris do phaisti an lae
inniu. Is fii don mhiinteoir na
bailitichdin seo a usdid, agus dd mhéad
acu a fhoghlaimionn na padisti is ea is
fearr.

Cluichi n6 gniomhaiochtai éisteachta

Is féidir cluichi éasca éisteachta a imirt
agus gniomhaiochtai simpli a dhéanamh
a chabhroéidh le tuiscint na bpadisti. Is
féidir leis an muinteoir focal a ghlaoch
agus roghnaionn an pdiste an pictitr
cui. Léirionn gniomhaiocht a dhéanann
an pdiste go dtuigeann né nach
dtuigeann sé/si treoir. Glaonn an
muinteoir treoracha 6 bhéal sa chluiche
‘Deir O Gradaigh’ né éisteann na pdisti
le treoracha do ghniomhartha
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pictidrleabhair
pdipéir ghrinn
cluichi meaitseadla

frasachartai, abairtchartai

fisiceacha. Baineann siad taitneamh as
na gniomhartha agus is i ngan fhios a
fhoghlaimionn siad an teanga. Td
tuilleadh gniomhaiochtati le fdil faoi na
snditheanna Eisteacht agus Labhairt sa
churaclam do na naionain.

Sndithaonaid na léitheoireachta

Ta abhar teagaisc agus foghlama an
tsndithe seo rianaithe faoi na sndith-
aonaid chun fonn léitheoireachta a
chothu sna paisti agus chun cur ar a

gcumas réimse leathan d’dbhar a 1éamh.

[s iad na sndithaonaid éagstila na:

Scoileanna T2

Scoileanna Gaeltachta agus lan-
Ghaeilge

® ag cothu spéise

¢ ag tuiscint teanga

® ag usdid teanga

® ag cothu fonn léitheoireachta

¢ ag tuiscint teanga

® ag usdid teanga
Cumas agus muinin

Samhlaiocht agus mothtichdin

Clar ullmhudchéain don
litearthacht

Moltar eispéireas an phaiste ar leabhair
agus ar théacs, ar a c(h)umas sa teanga
labhartha agus a t(h)uiscint ar fheidhm
an thocail chlébhuailte a tsaid mar
chldr cuimsitheach ullmhtichdin don
litearthacht. T4 sé i gceist go gcuirfi
saghsanna éagstila téacs ar fdil, mar
shampla i dtimpeallacht an tseomra
ranga agus na scoile. Td cur sios ar na

gniomhaiochtai a oireann do thts na
léitheoireachta sa churaclam do
naiondin i ngach cinedl scoile.

Moltar don mhtiinteoir cur leis an méid
a duradh thuas faoi scil na héisteachta
agus faoin tdbhacht atd le cumas
tuisceana agus labhartha an phdiste a
bheith forbartha. Tri ghniomhaiochtai
scribhneoireachta a chomhthathui leis




¢ treoshuiomh clé-deas

e léamh 6 bharr go bun an
leathanaigh
e focalaithint le cabhair 6

leideanna éagsiila

an léitheoireacht tuigfidh an pdiste gur
scriobh duine éigin an téacs atd a léamh
aige/aici agus gur gniomhaiocht
cumarsdide i an léitheoireacht idir an
scribhneoir agus an léitheoir. Tiocfaidh
an pdiste isteach ar an téarmaiocht ar
leith a bhaineann leis an léitheoireacht
tri i a chloistedil agus a thuiscint.

Scileanna léitheoireachta

Mad bhionn an pdiste in aice an
mhuinteora ag éisteacht le scéal is féidir
leis an muinteoir a m(h)éar a chur faoi
na focail agus foghlaimeoidh an pdiste
treoshuiomh clé-deas agus léamh 6
bharr go bun an leathanaigh. Is fearr
mad léann an pdiste focail 6 scéilin né 6
rann atd ar eolas aige/aici nd iad a
léamh ina n-aonar ar luascharta gan
chomhthéacs. Cuirfidh an muinteoir
stor de ghndthfhocail inléite le chéile 6
thaithi an phdiste agus aithneoidh an
paiste focail le cabhair 6 leideanna
éagstila:

6 phictiuir
6 chomhthéacs na bhfocal

6n gcomhréir.

Fogharluach na litreacha

Ma bhionn léitheoireacht an Bhéarla ar
a t(h)oil ag an bpdiste beidh tuiscint
aige/aici ar an gcaoi a gcomhthreagr-
aionn litreacha dirithe d'fhuaim faoi
leith i nGaeilge agus i mBéarla go
hionduil:

p,bm1n,r

Ta foneolaiocht na Gaeilge difriuil le
foneolaiocht an Bhéarla, afach agus
caithfear cabhru leis an bpaiste an
ceangal ata idir litreacha agus
fuaimeanna na Gaeilge a aithint:

guta: gearr agus fada
glan—slédn

séimhiu ar thuschonsain
brég—mo bhrég
téann—ni théann
sitil—shiuiil

défthoghair

uan, fuar, iasc, bia

Tuiscint na léitheoireachta

Cuirtear an bhéim ar léitheoireacht
fheidhmiuil tri chluichi léitheoireachta:

treoracha a léamh agus a leanuint
chun cluichi boird simpli a imirt

tus, an baile

ag léamh agus ag déanamh mime
le cabhair 6 phictitir
ag léamh abairt agus ag tarraingt
pictidir.

Is fearr béim a chur ar dtus ar bhri an

phiosa léitheoireachta seachas na focail
a bhriseadh ina siollai agus ina litreacha.

Céard a léann na paisti?
déibh féin, pléisiir
lipéid sa seomra ranga, scéal simpli

a scriobh an muinteoir

leabhair ranga a scriobh pdisti eile,
leabhair scéalaiochta do phaisti
beaga
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Cluichi agus gniomhaiochtaf léitheoireachta

irisi do phadisti, scéalta eile, cartiin,
stiallghreanndin

scéal grinn a scriobhann an
muinteoir ar chldr na bhfograi

puzail, crosfhocail

ddn, rann, téacs amhrdin shimpli
ata ar eolas

agallamh beirte, script drama,
urscéalta ag leibhéal nios airde

eolas déibh féin

noétai, meamraim don rang 6n
muinteoir ar chldr na bhfégrai né
sa riomhphost

eolas a fhail doibh féin ar an
idirlion

fograi ginearalta sa scoil, ar an
mbus, san ollmhargadh, sa
phdipéar nuachta Gaeilge, in oifig
an phoist, sa bhanc,

tuairisci, cur sios, ailt shimpli sa
nuachtdn Gaeilge, leabhair
choicaireachta, léarscaileanna de
Chonamara, oiledin Arann, Contae
Dhun na nGall, Contae Chiarrai

eolas a thadil ar fheidhm na
léitheoireachta

treoracha i gcluichi
léitheoireachta, litreacha 6 phadisti
i scoil eile sa riomhphost

liosta de thithe l6istin sa
Ghaeltacht, broisiuir do na coldisti
samhraidh éagstla

fograi, cuireadh, biachlair, billi 6
BSL, Bord Gdis, Telecom Eireann,
seicleabhar, foirmeacha sa bhanc
agus in oifig an phoist, focloiri
(liosta 6 an Gum; focléir Ui
Dhénaill don riomhaire).

Modhanna muinte

Caithfear usaid a bhaint as na
modhanna muinte 1éitheoireachta go
léir mar go bhfuil ilchinedl pdiste sa
rang agus bealai difritila acu chun
foghlama. Is iad na modhanna is
aithniditla chun tus a chur le miineadh
scil na léitheoireachta nd usdid a bhaint
as

e taithi ar an teanga

e féach agus abair

® abairt iomldn a léamh

¢ fogharluach na litreacha.

Ta sé tdbhachtach tabhairt faoin teanga
labhartha mar ullmhtichdn don
léitheoireacht agus scileanna na



An bhéim nua

ar bhri seachas ar scileanna
meicniula

tomhas, réamhinsint no cur i
gcds

leandint ar aghaidh ag
léamh gan gach focal a
thuiscint

cothu féinmhuinine agus
forbairt chognaioch tri
bheith in ann léamh as
Gaeilge

ar éagsulacht téacs le 1éamh
ag na padisti

éagstilacht scileanna agus
foscileanna léitheoireachta
comhthadthu leis na

scileanna eile
tdbhacht na
taoiléitheoireachta

léamh os ard i ngripai

seachas timpeall an tseomra

léitheoireachta a fhorbairt go corasach.
Mar chuid den léitheoireacht luath
insionn an muinteoir scéalta do na
pdisti agus tuigeann siad feidhm an
leabhair. Is féidir scéalta a sheinm ar
théip agus an pdiste ag léamh agus ag
éisteacht in éineacht leis an téip. Sna
mednranganna agus sna hardranganna
is féidir ctiram a dhéanamh
d’thogharluach na litreacha, an sineadh
fada ar ghuta, an consan lom (gan
séimhiti), an consan caol (consan in
aice le e né i) agus an consan leathan
(consan in aice le a, o n6 u). Tagann
athru ar bhri na bhfocal de réir mar a
fhagtar sineadh fada ar lar n6 ma
mheasctar an consan lom agus
séimhithe, né an consan caol agus
leathan. Nil na codarsnachtai seo le fdil
sa Bhéarla, ach is cuid dhhith de chéras

fuaimeanna na Gaeilge iad.

I gcds mhuineadh na léitheoireachta i
scoileanna T2 caithfidh an muinteoir a
bheith deimhin de go bhfuil buntis
éigin faoi theanga labhartha na bpaisti
sula dtosoidh siad ag léamh. Beidh ga
leis an aibitir, le fogharluach na
litreacha Gaeilge, le han-chuid rann,
scéalta, fuaimeanna seafoideacha,
amhrdn, rabhlég agus agallamh simpli
chun rithim, comhréir agus fuaimeanna
na teanga a mhuineadh do na padisti.
Sna scoileanna lan-Ghaeilge agus
Gaeltachta moltar gan tost ar
léitheoireacht fhoirmitil na Gaeilge
agus an Bhéarla ag an am céanna agus
an obair 6 bhéal a luadh thuas a
dhéanamh leis na paisti freisin. Socréfar
sa scoil cén teanga lena dtoséfar ar an
léitheoireacht fhoirmitil.

Dearcadh dearfach

Ma léitear do na pdisti cothofar

dearcadh dearfach don léitheoireacht

iontu. Is féidir leis an muinteoir tosu

mar seo:

leabhar don rang-ghrtipa agus iad
thart air/uirthi, iad in ann na
pictitir a theicedil

scéal curtha le chéile ag an rang n6
ag an ngrupa

téacs bunaithe ar theanga na bpdisti
rainn agus amhrdin atd ar eolas acu

léann an muinteoir scéal a chuala na
pdisti go minic. Léann sé/si tus an
scéil, tomhaiseann na pdisti an
deireadh

féachann an muinteoir ar chlidach
an leabhair. Labhraionn na pdisti
faoi na pictiuir agus tomhaiseann
siad an scéal.

Ceacht samplach
léitheoireachta

Cur chuige

ullmhiichdn: caint ghineardlta faoin
topaic, an focléir nua (10 faoin
gcéad den dbhar léitheoireachta i
gceacht amhain)

réamhcheisteanna chun fécas a
thabhairt don phdiste

ceisteanna le linn na léitheoireachta
(tic a chur i mbosca réamh-
ullmhaithe)

ceisteanna no cleachtai
iarléitheoireachta
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Ullmhiichan

Déantar an topaic a phlé,
deimhnionn an muinteoir go bhfuil
an focloir agus an chomhréir ar
eolas ag na padisti.

Muiintear an focléir nua, ag usdid na
seifteanna atd d n-usdid ag
muinteoiri le fada: luaschartai,
scriobh ar an gclar dubh, cluichi
duraddin, cluichi bingo, cluichi
meaitsedla.

Téitear siar ar an sainfhocléir a
bheidh ag teastdil, ach is féidir ctupla
focal a thdgdil i gcomhair tomhais
6n gcomhthéacs.

Pléitear na pictitir ag gach leibhéal;
pléitear na ceannlinte, na fotheidil,
an leagan amach agus an cineal
téacs sna hardranganna.

Ceisteanna réamhléitheoireachta

Ta focas d chur ar an mbri sna

ceisteanna seo:

® cuirtear an cheist agus ansin

ainmnitear an pdiste

e cleachtar na scileanna difriula le

linn ceisteanna a chur

Tabhair siiil thapa ar an bpictivir agus
tomhas cén t-dbhar atd sa téacs seo.

Tabhair sl thapa ar an téacs agus
abair cathain a d’fheicfed téacs no
cdrta mar seo.

(carta la breithe n6 Nollag)

¢ eolas faoi leith atd sa téacs a lorg go
tapa
Cé mhéad ata ar an riomhaire atd sa

siopa?

Ceist i rith léitheoireachta

e tic a chur i mbosca

tabla a dhéanamh den eolas a
bhailitear

graf a tharraingt

greille a lionadh

Ceisteanna iarléitheoireachta

e ceisteanna cuimhne

Féach siar ar an téacs agus inis dom
an focal a chiallaionn X.

Cad a tharla i ndiaidh ...?
Ceén dath atd ar ...?
Cad a diuiirt Sedn le ...?

* anailis na teanga

Féach siar agus abair cé mhéad focal
a chriochnaionn ar -faidh. Cén t-am
atd i gceist?



Scileanna agus foscileanna na
|éitheoireachta

B'fhearr na scileanna seo a mheascadh
agus usdid a bhaint astu i rith an
ullmhuchdin, i rith na léitheoireachta
agus i rith na tréimhse iarléith-
eoireachta. Is féidir léitheoireacht
leathan a chleachtadh sa bhaile né6 ar
scoil, agus tabharfaidh an muinteoir
cabhair leis na foscileanna sa rang.
Déanfar grinnléitheoireacht sna
hardranganna.

¢ stiil thapa: chun ciall ghineardlta an
téacs a thuiscint

leagan amach an téacs agus an
cinedl téacs a thuiscint (carta, litir,
oideas)
focail aithnidiula, pictitir,
ceannlinte a chabhréidh le ciall
e spléachadh: eolas faoi leith atd sa
téacs a lorg go tapa
cén t-ainmhi, cén dit, figiviri; cén
aois, cé mhéad duine
no cé mhéad airgid?
¢ ]éitheoireacht leathan: bri
ghinearalta, éirim an scéil a fhdil: ni
gd gach focal a thuiscint
scéal, urscéal simpli, alt in iris,
nuachtdn

focail nua a thomhas 6n
gcomhthéacs, le cabhair 6 eolas
gineardlta agus eolas faoin domhan

¢ grinnléitheoireacht: an téacs a scrudu
go mion, feidhm an phiosa, gach
focal, an ceangal idir na habairti agus
na hailt, feidhm na gramadai a
thuiscint

aimsiri na mbriathra, iolra agus
uatha, focail cheanglaithe (agus,
ach)

comharthai an dioscursa a
thuiscint

mar shampla = sampla ag teacht,
is € sin = miniu ag teacht

ar dtus, ansin, faoi dheireadh =
ord a thaispedint

Taoiléitheoireacht

Cabhréidh an léitheoireacht chitin
aonair le forbairt na bhfoscileanna agus
le duiil sa léitheoireacht a chothu. Deir
an muinteoir leis an bpdiste stiil thapa a
thabhairt ar an téacs né spléachadh air
chun eolas faoi leith a fthadil. Cabhraionn
an léitheoireacht chitin leis/léi bri
ghinearalta an téacs a thail. Tugann an
muinteoir ceisteanna agus tascanna
simpli a chuireann iallach ar an bpdiste
léamh go citin chun na freagrai a thail.
Is féidir gabhail nios tapiila thar téacs le
taoiléitheoireacht nd gach pdiste a
bheith ag léamh os ard. Cuireann an
léitheoireacht os ard isteach ar rithim
na cainte uaireanta. Is féidir i a
dhéanamh i ngripai beaga, dfach, agus
go hairithe nuair a bhionn cleachtadh
maith ag na pdisti ar an teanga
labhartha, ar rithim, ar thuin agus ar
fhuaimeanna na Gaeilge. Is féidir an
léitheoireacht os ard a thosti le rann n6
le hamhrdn né le scéal gearr atd ar eolas
6 bhéal ag na paisti.
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Straitéisi na léitheoireachta

[s féidir iarraidh ar na paisti tsdid a
bhaint as na straitéisi seo a leanas chun
cabhru leo léitheoireacht a dhéanamh
as Gaeilge.

Na bunranganna

Bainfidh na pdisti bri ghinearilta as

* scéalta grinn, fégrai 6n muinteoir ar
na ballai

e focail a rangu i bhfoirne focléra
troscdn, bréagdin

¢ cluichi léitheoireachta, treoracha
éasca

tus, crioch, ar aghaidh, ar ais go dti
2 (le saighead léirithe [- )

Na medanranganna

Beidh na straitéisi thuas ag pdisti méide
na cinn seo a leanas:

e cinealacha dirithe téacs a aithint 6n
leagan amach

carta, litir, biachldr, oideas

® pictitir a chur in ord agus téacs ar
chdrtai a mheaitsedil leo

* roghnu idir abairti le cur le pictitir
e priomhphearsana an scéil a ainmniu
¢ priomheachtrai an scéil a aithint

e ¢isteacht le scéal, an téacs a chur in
ord

e ¢éisteacht le scéal, rann, amhrdn,
focal in easnamh sa téacs a chur
isteach

e cluichi léitheoireachta, na treoracha
a leanuint

caith an disle, faigh 6 le tosi, caill
caith

Na hardranganna

* an cinedl téacs a aithint 6n leagan
amach agus 6 na ceannlinte

ailt as paipéar nuachta, fégra, scéal
gearr, amchlar

e focail mheasctha a chur san ord
ceart in abairti

e abairti measctha a eagru san ord
ceart in ailt

e Jeathabairti a mheaitsedil leis an
leath eile

* ceisteanna ‘fior né bréagach’

* ceisteanna ilroghnacha

® ceisteanna tuisceana

¢ éisteacht le scéal agus
priomhphointi an scéil a aimsiu

Diishldin bhreise

¢ alt n6 scéal a ghearradh ina mhir

mearai

piosa difriuil den téacs le fdil ag
gach grupa agus iad ag roinnt an
eolais

* notai a thogdil, achoimre an scéil
* ceist a mheaitsedil le freagra

e graf no6 léardid a tharraingt 6n eolas
atd sa téacs

e cluichi léitheoireachta a bhfuil
treoracha deacra leo

pioc licin

nd tosaigh go bhfaigheann tu 6
caill dhd chaith den disle

lean ar aghaidh



Treoir ghineardlta: Simpligh an tasc; na
simpligh an téacs.

1. Pléigh ar dtis agus minigh an tasc.
Déan ceann amhdin 6 bhéal.

2. Na pictidir atd ar na cdrtaf agus na
hécdidi a mheaitseail.

3. An bheannacht chuf agus an cdrta a
mheaitsedil. An bheannacht chui a
roghntu agus a scriobh ansin.

La breithe sona duit!

Cdisc shona duit!

Nollaig shona duit!

Is td banrion na maithreacha!

Beidh féilte roimh ... ag céisir Mhadire ar an Satharn ag a tri a chlog.

Caérta Nollag 1

Cdrta 13 breithe

Carta La Fhéile Vailintin

Cirta do |4 na maithreacha

Carta Césca

Cuireadh chuig caisir
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T4 sé fiochmar.
Bionn dath bui air.

Maraionn sé ainmhithe
beaga eile. Cénaionn

sé san India.

Ta sé moér agus trom.
Cénaionn sé san Afraic.
Ni itheann sé
ainmhithe eile. Bionn
dath liath air de
ghndth. Feiceann tu é

sa za.

1. Pléigh ar dtus agus minigh an tasc.
Déan ceann amhdin 6 bhéal.

2. Léigh faoi na hainmhithe agus
meaitsedil an cur sios leis na
pictidir. Cuir 1, 2, 3 ... sna boscai

3. Ansin déan rangu ar na hainmhithe
a itheann feoil agus na hainmhithe
nach n-itheann feoil.

T sé dubh agus ban.
Coénaionn sé sa tSin.
Itheann sé bambu.

Is peata é. Is féidir leat
é a choimedd sa bhaile.
Itheann sé feoil agus is
maith leis cnamha.

Ta sé ard agus td a
mhuineal an-fhada.
Itheann sé na duilleoga
6 na crainn arda.

Itheann siad feoil

Ni itheann siad feoil




Tasc do na hardranganna

Pléigh ar dtis agus minigh an tasc. ¢ Scriobh ainm an leabhair.

Déan ceann amhdin 6 bhéal. S o
* Abair cén aois ata ag do chara.

T4 ti chun leabhar Gaeilge a

* Abair cén fdth ar roghnaigh tu an
cheannach mar bhronntanas Nollag.

leabhar seo.
Léigh teidil na leabhar seo thios agus

roghnaigh ceann amhadin acu.

Ainm an leabhair

Ainm mo charad

Aois mo charad

An fath ar roghnaigh mé an leabhar seo

FATHACH
firam oy mn RIS ENTCH
Saecns

i
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Plé ginearalta faoi thombhais.

Léigh na tomhais seo a leanas agus
meaitseail na freagrai leis na
ceisteanna.

. Cad a thogtar diot sula dtugtar duit é? \ A. Mar ni raibh scian aige le hé a ghearradh.
. Ta ceann amhdin i Londain, ta dha cheann i nDun B. Do phictiur.

Dealgan, agus nil aon cheann i nGaillimh. Céard é?

. Cén fith a mbionn meigeall ar ghabhar? C. An litir D.

. Cén fath ar bhain Adhamh greim fiacla as an dll a thug D. Fear faire oiche.
Eabha d6?

. Saothraionn sé a bheatha ach ni dhéanann sé I3 oibre E. Mar ni féidir leis é féin a bhearradh.
riamh. Cé hé?

Mir mearai léitheoireachta

* Dha ghripa a dhéanamh den rang. e F seo a dhéanamh tri cheisteanna
Grupa amhdin ag léamh chun eolas difritla a thabhairt do ghrupa A
airithe a fhdil agus an gripa eile ag agus do ghriipa B. Tagann siad le
léamh chun eolas difridil a fhail. chéile ag an deireadh agus
Léann na pdisti na ceisteanna roimh roinneann siad an t-eolas a
an téacs a léamh. Tugann siad fuair siad. Bionn ceisteanna ag
spléachadh ansin chun an t-eolas a gach gripa le cur ar na daoine
aimsiu. Minitear déibh nach ga an sa ghrpa eile.

piosa go léir a thuiscint chun na
freagrai a fhail.
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ranganna na naionan

Aonad teagaisc agus foghlama do

Cluiche

Na rudai difridla sa mhala

Rann: ‘Ar scoil’

scoile a aithint agus a ainmnid

Drama

Drama le dhd phuipéad faoi
bheith mall ar maidin

Scéal
Ceithre phictitr in ord ag insint
scéal an phdiste ag dul ar scoil

ar maidin

Téama

An scoil

Y

Tasc
Eist agus ainmnigh
Troscdn an tseomra ranga a

aithint sa seomra ranga féin
agus i bpictidr.

Dushlain bhreise

¢ Tarraing pictitir den mhala scoile
e Dathaigh pictitr den seomra bia
¢ Criochnaigh pictitr den teach

¢ Gluaiseachtai le ceol a leantint

e Drdmai breise, ag tsdid na teanga
céanna: Am I6in. Sa chlés. Sa halla

Cluiche
Deir O Gradaigh

Na gniomhartha go léir a
dhéanann na pdisti ar scoil




Roimh éisteacht

Mim

Ceist réamhéisteachta

Seinn an rann

Ceist réamhéisteachta eile

lonchur teanga nua

Cluiche ranga

Dashldin bhreise

Cluiche beirte

Cdpla focal a mhinid roimh an rann a ra.
Bigi ag scriobh!
Bigi ag [éamh!

Féach amach an fhuinneog! Td na héin amuigh faoin aer.

Eist agus abair cén t-ainm atd ar an mbuachaill sa rann.
Bhi Sean ar scoil
go moch inné.

Dearbhaigh an freagra. (Sedn.)

Ca raibh Sedn go moch inné?
Seinn an rann aris.
Dearbhaigh an freagra. (Ar scoil.)

Ni gd an rann a fhoghlaim de ghlanmheabhair an chéad la.

Madla scoile pdiste amhdin a thogdil

Muinteoir: (;ad td sa mhala?
O, féach. Banana. Cad t4 ann?

Paisti: Banana.

An rud céanna le cdla, I6n, ordiste, ill, céipleabhar, leabhar, peann daite

An rang go léir le chéile:
Cad td sa mhéla?

Pdiste amhdin ag cur lamh sa mhdla agus ag tomhas

Péiste 1: Cad ta i mo mhila scoile?
Péiste 2: (Ag cur lamh sa mhala) Do Ién,

ordiste, leabhar, peann luaidhe ...
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Rann

Rann eile

Aithris agus athrd

Eisteacht le drama puipéad

Forbairt

Suimh nua

Sa chlés

Am [6in

Usdideann an minteoir geditsi agus tuin chui chun go dtuigfidh na paisti an chaint 6n
gcomhthéacs. Ni gd gach focal a mhinid.

Go mall, mall, go hana-mhall,
Sleamhnaionn na seilidi garrai,
Go mall, mall, go hana-mhall,

Suas na cuailli agus na rdilli. (Sean O Cionnaith)

Go gasta, go gasta, go hana-ghasta,

Ritheann an luichin bheag bhui,

Go gasta, go gasta, go hana-ghasta,

Timpeall an ti, timpeall an ti. (Sean O Cionnaith)

Na rainn a rd go mall agus go gasta.
Abair é go maaaall!

Abair é go gasta!

Puipéad 1: Ta td mall!
Puipéad 2: T4 brén orm.
Puipéad 1: Sidil go gastal
Puipéad 2: Ta go maith!

Pdiste agus an puipéad

A: Rith go mall!

B: Td go maith!
A: Rith go gasta!

B: Td go maith! Féach orm!

: Ta ta mall!
: Ta brén orm!

: Ith go gasta! Beidh cluiche againn.

o > W >

: T4 go maith!

Athrd na rann



Dul siar

lonchur teanga nua

Ceithre phictidr i sraith

Cleachtadh

An scéal & insint ag an rang

Cleachtadh

Pictidir nua

Dul siar ar na rainn
Go gasta, go gasta

Go mall, mall

Pictitr n6 samhail de phiscin agus luascharta
Mim de na focail tiomdint agus gortaithe

Clog chun déanach a mhiineadh

Ceithre phictidr in ord le feicedil ag an rang. An muinteoir ag insint an scéil go han-simpli ag an
am céanna. Is leor line ghairid do gach pictidr agus geditsi leis an mbriathar mas féidir.

1. D'thdg mise agus Mamai an teach. Bhi Mamai ag tiomaint.
2. Chonaic mé piscin beag gortaithe.
3. Stop Mamai an carr. Thug mé liom an piscin.

4. Bhi mé déanach don scoil.

Grupai pdisti ag cur na bpictidr in ord. Ceithre phictitr ag gach griipa.

Duine amhain 6n ngriipa ag insint an scéil don rang, b’fhéidir.

Scéal eile le hinsint ag na pdisti agus iad ag tsdid na teanga céanna beagnach is a bhi acu sa
chéad scéal.
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Tuiscint 4 cothu

Eisteacht ghniomhach
An troscén a aithint sa

seomra féin

Troscan an tseomra ranga

a aithint i bpictidr

Pdiste amhdin agus an rang

Pdiste amhdin agus gripa

Féachaint siar

Dushldn breise né6 meastnu

(pictitiir leis na treoracha

céanna ach focléir difritiil)

Troscdn an tseomra ranga: Deimhnigh go bhfuil an focl6ir ar eolas n6 é a mhdineadh.
Mim a dsdid chun an troscan a mhiineadh:

Suigh ar an gcathaoir.

Seas ar an gcathaoir.

Seas ag an doras/ag an bhfuinneog.

Cuir air an solas/an riomhaire/an taifeadan.

Scriobh ar an gcldr dubh/ar an gcdipleabhar/leis an gcailc/leis an bpeann luaidhe.

Taispedin dom an bord.
Taispedin dom an chathaoir.
Taispedin dom an fhuinneog.
Taispedin dom an clar dubh.
Taispedin leabhar dom.
Taispedin peann luaidhe dom.
Eist agus cuir méar ar an bpictitr.
An muinteoir ag tabhairt treoracha ar dtis don rang

Na pdisti ag tabhairt treoracha do phdisti aonair sula i bhfad.

Taispedin dom an bord.
Taispedin dom an chathaoir.
Taispedin dom an madra.
Taispedin dom an piscin.

Is féidir leis na padisti aon fhocal ata ar eolas acu a thaispedint da chéile.

Na pdisti ag aithint na bpictidr
Cuir do mhéar ar an doras dearg/gorm/bui/bén ...

Taispeain eilifint/bosca/madra/cat/leorai/carr dom.



lonchur teanga nua
né dul siar

Cluiche

Paiste aonair

Traschur eolais

Pdiste amhdin agus gripa

Dul siar

Measunu

Rann
Lamh, ldmh eile, a haon, a do,
Cos, cos eile, a haon, a do,
Ceann, srén, béal, smig

agus fiacla bana sa bhéal istigh.

Deir O Gradaigh

leis na geditsi cui

Tugann an miinteoir na treoracha agus leanann na pdisti iad le taispedint go dtuigeann siad

iad.

Cuir do ldamh ar do cheann.

Cuir do lamh (chlé) ar do shuiil.
Cuir do lamh (dheas) ar do chluas.
Sin amach do chos (chlé/dheas).

Crom do cheann.

Déanann an muinteoir féin na gniomhartha ag an am céanna go dti go dtuigeann na pdisti iad.

Sin amach do lamh.
Seas ar do chos chlé.
Crom do cheann.

Tarraing an pictidr

Buachaillin Sinséir n6
Fear sneachta/Daidi na Nollag

Tarraing fear sneachta.
Tarraing ceann.
Tarraing corp.
Tarraing cosa.
Tarraing coéta.

Tarraing hata.

Tarraing mala.

Tarraing an pictitr (Ag leibhéal nios deacra)

Tarraing fear sneachta.
Tarraing a cheann.

Cuir ldamh dheas air.
Cuir dha chos faoi.
Cuir céta air.

Cuir hata air.

Tarraing cnaipi. Tri cinn.
Tabhair méla dé6.

Treoracha a leandint ag éisteacht le caiséad de cheol le gluaiseachtai

Pictitr a thabhairt do na gripai.

Pdiste amhdin ag tabhairt treoracha don ghriipa chun é a tharraingt.
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Struchtir do chur
chuige cumarsaideach

Is é atd @ mholadh na go mbeidh
struchtur dirithe ar gach ceacht a
fheilfidh d’'thoghlaim, do thuiscint agus
d’isdid na teanga.

Is féidir an ceacht a roinnt ina thri
thréimhse, mar seo a leanas, agus ta
saintréithe dirithe ag baint leo:

e an tréimhse réamhchumarsdide
e an tréimhse cumarsdide

e an tréimhse iarchumarsdide.

Ni gd cloi go docht leis na tréimhsi sin.
Is € an rud atd nua nd an chumarsdid a
bheith mar sprioc ag gach ceacht
chombh fada agus is féidir gach l4. Is
féidir an struchtur a léiriu mar
chontanam cumarsdide, mar atd thios.
Leagtar an bhéim ar fhoghlaim na
teanga don tasc n6 don chluiche ag tuis
an chontanaim agus ar tisdid na teanga
no ar an gcumarsaid ina dhiaidh sin
agus ar fhéachaint siar n6 an ceacht a
phlé ag a dheireadh.

Réamhchumarsaid

Cumarsaid

An contanam cumarsaide

larchumarsaid
Y

)

Réamhchumarsdaid Cumarsaid

Is féidir an proiseas a léiriu i bhfoirm tri chiorcal freisin.

larchumarsaid




Tréimhse réamhchumarsdide
Ag cothui spéise le gniomhaiochtai
réamhchumarsdide

Is sa tréimhse seo a spreagann an
muinteoir spéis na bpdisti san ébhar n6
sa topaic le ceisteanna agus le comhra
gineardlta, no is féidir tasc beag a
dhéanamh né cluiche a imirt. Mar
shampla, d'fhéadfadh an muinteoir a rd
leis na pdisti cdrtai a bhfuil pictiuir
orthu a roinnt ina ngripai—ainmhithe
allta n6 peatai, éin na hEireann né cinn
a d'fheicfed sa zu no thar lear. Is féidir
tascanna difritla a shocru don rang ag
scagadh na bpictitir céanna: ainmhithe
a itheann feoil agus ainmhithe a
itheann glasrai a scaradh 6na chéile,
éisc, éin n6 mamaigh agus mar sin de.
Beidh na pdisti in ann na
gniomhaiochtai seo a dhéanamh 6n
eolas gineardlta ata acu, ach spreagfar
iad chun suim a chur sa cheacht atd ag
teacht. Is féidir na tascanna difritila seo
a bhunu ar chartaf léitheoireachta n6
ar ghniomhaiocht bheag scribhneoir-
eachta freisin. Beidh obair ullmhtichdin
faoi leith ag teastail roimh éisteacht le
taifeadadh de chomhrd no de scéal né
dan.

Is i rith na tréimhse seo a usdideann na
pdisti an teanga atd acu

* chun ceist a chur agus freagrai a
thabhairt

¢ chun eolas a lorg 6n miinteoir agus
a thabhairt do/di:

Cén Ghaeilge ar X?
Nil a fhios agam, a mhiiinteoir.

Cd gcuirfidh mé € seo?

Tonchur

Eilionn an miiinteoir an teanga agus
eiseamlairi na bhfeidhmeanna teanga a
bheidh ag teastail 6 na pdisti don tasc a
bheidh le déanamh. Mura bhfuil an
teanga ar eolas ag an rang muiineann
sé/si an focléir agus na frasai nua, ag
tsdid raon de na modhanna muinte ar
leathanach 64 de réir mar a oireann.

Usaideann an miiinteoir pé diseanna ata
riachtanach agus go leor aithrise agus
athra. Nior ghd go mbeadh an t-athra sa
chomhthéacs céanna i gconai. Bionn an
bhéim ar thuiscint na teanga ag an
bpointe seo, agus cuireann an
muinteoir béim ar an léiriu tuisceana
roimh iarraidh ar na pdisti an teanga a
labhairt astu féin. Taispednann an pdiste
go dtuigeann sé/si an teanga nua tri
ghniomhartha né le geditsi.

Cuir do ldmh chlé ar do ghualainn
dheas.

Faigh an glantoir agus glan an clar

dubh, le do thoil!

Treoirlinte do Mhiiinteoiri don Ghaeilge
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Cleachtadh

Ta neart cleachtaidh ag teastail 6 na
pdisti, ach ni gd iad a thuirsiu leis na
samplai agus na comhthéacsanna
céanna i gconai. Is féidir usdid a bhaint
as druileanna, as agallaimh faoi threoir,
as cluichi struchtirtha agus as dramai
gearra ag an bpointe seo. Tugann an
muinteoir cabhair don phdiste an
teanga atd foghlamtha cheana a usadid i
gcomhthéacsanna difritila. Roghnaionn
an muinteoir cuid den teanga a bheidh
a husdid ag an bpdiste, n6é toghann sé/si
suiomh no rdl ina gcleachtéidh an
pdiste an teanga ar bhealach nua. Nuair
a bhionn an pdiste in ann léamh tagann
an treoir seo i bhfoirm pictiur,
leidchartai agus cluichi struchtirtha.
Bionn na suimh agus na gniomhaiochtai
chomh cumarsaideach agus is féidir,
ach ni féidir a ra fos gur fiorchumarsaid
atd ann. Bionn treoir faoi tisdid na
teanga le fdil f6s 6n muinteoir n6 6
riachtanais an taisc, ach tugann an
cleachtadh muinin don phdiste
mdistreacht a thdil ar struchtuir agus ar
fhrésai dirithe. Bionn an bhéim sa
tréimhse seo ar usdid cheart na teanga,
agus ceartafonn an muinteoir na pdisti
nuair is ga.

B'théidir go mbeadh nios lu cleachtaidh
sna scoileanna lan-Ghaeilge agus
Gaeltachta na mar a bheadh i
scoileanna T2.

Tréimhse cumarsdide

Gniomhaiochtai cumarsdide agus
lisdid na teanga

Cabhréidh an tréimhse seo leis na pdisti
an teanga a shealbhu trina husaid.
Bionn seans ag na pdisti an teanga a
d'fhoghlaim siad i rith an ionchuir
theanga a usdid chun tasc éigin a chur i
gerich n6 chun rél a ghlacadh i suiomh
faoi leith. Bionn saoirse ag na pdisti
anseo an teanga a usaid go
cruthaitheach, ach bionn an tasc né an
suiomh faoi threoir an mhuinteora chun
go mbeidh ceangal leis an ullmhiichédn a
rinneadh ag ttis an cheachta. Sa scoil
lan-Ghaeilge agus Ghaeltachta ni gd an
smacht céanna a choimedd ar theanga
na bpdisti, mar beidh liofacht dirithe acu.

Sa tréimhse cumarsaide bionn cluichi
cumarsdide, sceitsi agus dramaiocht ar
siul i ngach cineal scoile. Sna
scoileanna ldn-Ghaeilge agus
Gaeltachta bionn seiftiu, plé agus
diospdéireachtai ar siul.

Déanann an muinteoir iarracht
idirghniomhui séisialta a eagrui i rith
gach ceachta chun go mbeidh seans ag
na pdisti tisdid a bhaint as an teanga
gach la. Beidh seans ag na pdisti oibriu
le chéile ina mbeirteanna né6 ina
ngrupai agus an muinteoir mar
chomhairleoir, ag éisteacht agus ag
togdil notai den teanga a bhionn f6s lag.
Nuair a bhionn cumarsdid ar sitl ag na
pdisti sa rang ni chuireann an muinteoir
isteach ar liofacht na bpdisti, ach
ceartaionn sé/si na hearraidi tar éis na
ngniomhaiochtai cumarsdide. Td an



Tabhair faoi deara:
Nios m6 na ceann amhadin:
-al, -anna
hatai, cailini

busanna, scoileanna

An t-am até le teacht:

-fidh, -faidh, -6idh, eoidh,
feicfidh, tiocfaidh,
éireoidh, ceannosidh

An t-am atd thart:

consan + h
dhun,

d’ roimh ghuta agus th
d’théach

¢ [dirghniomhu idir an
muinteoir agus na pdisti ag

tus an cheachta

e [dirghniomhu idir na pdisti i

lar an cheachta

bhéim sa tréimhse cumarsdide ar bhri
na teanga agus ar an teachtaireacht. Ma
bhionn an chaint soiléir ni chuirtear
isteach ar liofacht an phadiste.

Tréimhse iarchumarsdide

Leathnii ar an gcumarsdid

Cinntionn an miinteoir go dtuigeann
an pdiste an teanga nua agus go bhfuil
sé/si in ann forleathnui a dhéanamh
uirthi go suimh eile le gniomhaiochtai
iarchumarsdide.

Sna hisealranganna téann an muinteoir
siar ar an teanga a bhi lag i bhfoirm
aithrise, athrd agus cleachtaidh mar
dhruileanna breise gramadafi aris. Is
féidir rann n6 dan gearr a dhéanamh a
bhfuil na frasai n6 an focléir céanna
ann. [s féidir tasc costiil leis an gceann a
rinneadh roimhe sin a dhéanamh aris
mar dhaingniu ar na scileanna a
usdideadh cheana. Beidh seans ag an
bpdiste an teanga a usdid aris, féachaint
ar thdinig aon theabhas uirthi 6n gcéad
uair a trialadh i.

Sna hardranganna beidh gé le
cleachtadh aris né le traschur na teanga
a muineadh sa cheacht go dti tasc n6
gniomhaiocht eile. Is féidir anailis a
dhéanamh ar an teanga mar cheacht ar
fheasacht teanga. Tugann an pdiste faoi
deara go bhfuil bri éigin le -(a)i n6
-(e)anna no le -f(a)idh ag deireadh
focail, go bhfuil bri le consan séimhithe
agus le d’ roimh ghuta né roimh fh-. Is
féidir cabhru leis na pdisti na gnéithe
seo a thabhairt faoi deara tri
cheisteanna a chur chun iad a threoru.

Proiseas ciorclach

Déantar iarracht leantinachas a bheith
ann 6 cheacht go ceacht, agus beidh a
fhios ag an muinteoir cén t-ionchur
teanga ata ag teastdil n6 cén teanga ar
féidir usdid a bhaint aisti i dtasc ag tus
an chéad cheachta eile. Is proiseas
ciorclach é cur i lathair ébhar teagaisc
agus foghlama an cheachta, agus ni
féidir cloi le tréimhse faoi leith go
hiomlan. Ni ga go leanfadh na tréimhsi
teagaisc agus foghlama a chéile san ord
céanna i gconai.

Soliibthacht na dtréimhsi teagaisc

Mar a diradh ar leathanach 34 td
solibthacht ag baint le leantinachas na
dtréimhsi teagaisc agus cumarsdide. Md
td a thios ag an miinteoir go bhfuil na
pdisti in ann chuige, d'théadfadh sé/si
tosu gan aon ionchur teanga ach le tasc
cumarsdide gan aon ullmhtichan leis an
bhfocléir né na ceisteanna. Ba cheart
go mbeadh an muinteoir sna scoileanna
lan-Ghaeilge agus Gaeltachta in ann
triail a bhaint as tosti leis an tasc né leis
an ngniomhaiocht 6 am go ham.

Nuair a thosaitear le gniomhaiochtai
cumarsdide gan aon ullmhtichan,
b'théidir go bhfeicfeadh na paisti iad
féin nach bhfuil an teanga chui acu.
Shocrédh an miinteoir agus na paisti le
chéile ansin cén teanga a bheadh ag
teastdil chun an tasc a dhéanambh, agus
d'fhéadfadh an muinteoir i a
mhuineadh. Sa tsli sin bheadh an padiste
freagrach as a c(h)uid foghlama féin
agus neamhspledch ar an muinteoir go
pointe dirithe.
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Frdma tagartha

Is frama tagartha é an tdbla ar
leathanach 63 a thaispednann na
modhanna muinte agus na straitéisi
éagsila a fheileann do thréimhsi an
cheachta. Tugtar léargas ar eagar an
tseomra agus ar an idirghniomhu a
bhionn ar siul idir an miinteoir agus an
pdiste sna tréimhsi den cheacht
cumarsdideach. Taispedntar cé na
modhanna mtinte a fheileann don
ionchur teanga sa tréimhse
réamhchumarsdide go hdirithe. Ansin sa
tréimhse cumarsdide caithfear tusdid a
bhaint as straitéisi éagstila chun na
paisti a chur ag usdid na teanga. Ar
deireadh b'fhéidir go gcaithfeadh an
muinteoir dul siar ar fhocléir né é a
mhiiineadh né eiseamldiri teanga a
thabhairt chun cuimhne i rith na

An muinteoir mar mhonatéir

ngniomhaiochtai iarchumarsdide, agus
bheadh an modh direach n6 an modh
closamhairc 4 usdid aris chun an focléir
a mhuineadh.

Eagar an ranga

Ag tus an cheachta is ina n-aonad a
bhionn na pdisti go hionduil don
ionchur teanga mura mbionn
gniomhaiocht éigin ag an muinteoir
doibh. I rith na ngniomhaiochtai
cumarsdide is minic a bhionn
beirteanna no gripai ag obair le chéile,
agus tagann an rang le chéile aris ag
deireadh an cheachta. Téitear 6
idirghniomhu idir an muinteoir agus
na pdisti go dti idirghniomhu i measc
na bpdisti de réir mar a théann an
ceacht ar aghaidh. (Féach freisin
leathanach 30.)
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Féach ar na rudai deasa ata
anseo agam: bainne, cdis, dll,
mdla brioscdn, iégart, ordiste,
cd6la, banana, dluthdhiosca-ROM,

saighdidiri, fisedn ...

Modhanna miuinte

Is é an modh muinte an chaoi a
n-eagraionn an muinteoir an t-dbhar
teagaisc agus foghlama agus a
gecuireann sé/si i lathair na bpdisti é. Pé
acu modh a tusdideann an miuinteoir ag
tus an cheachta, is i an Ghaeilge an
teanga theagaisc chun an focloir agus
eiseamlairi na bhfeidhmeanna teanga a
mhiniu den chéad uair. Bionn gd le
hionchur teanga uaireanta i rith an
cheachta freisin. Cuirfidh an muinteoir
spéis faoi leith sna modhanna a
fheileann don dbhar teagaisc agus do
bhealai foghlama an phaiste. Cuirtear
béim ar chéadfai faoi leith i modhanna
airithe agus bionn gd ag na padisti le
husdid na gcéadfai go léir chun cabhru
leo an teanga a fhoglaim. Ni bheidh an
muinteoir taobh le haon mhodh, da
theabhas é.

Is iad na sé mhodh is suntasai ar féidir
usdid a bhaint astu na:

¢ an modh direach

¢ modh na sraithe

* modh na ldnfhreagartha gniomhai
¢ an modh closlabhartha

¢ an modh closamhairc

¢ modh na rdite.

An modh direach

Is modh éifeachtach é an modh direach
chun cumarsdid a chur ar sil idir an
muinteoir agus na pdisti. Sa tréimhse
réamhchumarsdide tsdideann an
muinteoir na rudai iad féin, mar
shampla bréagdin, gréithe, troscdn agus
pictitir de rudai taobh amuigh den
seomra ranga. Is féidir é seo a
dhéanamh aon uair a mbeadh g4 leis i
rith an cheachta chomh maith.

Is maith is fiti na focail a bhionn &
n-usdid gach ld a mhuineadh go luath
sa bhliain: an I6n, fearas an tseomra
ranga, na giuirléidi a bhionn sa mhala
scoile, diseanna teagaisc, bréagdin, agus
rudai a bhionn sa bhaile a bhaineann le
caitheamh aimsire: seinm ceoil, an
riomhaire agus cluichi de gach sort. Is
deacair agallamh a shédrd mar
chomhthéacs don fhocléir, do na
struchtuir agus do na feidhmeanna
teanga nua. Chun Béarla a sheachaint
agus an t-agallamh & chur i ldthair td
teidi n6 puipéad ldimhe an-disiuil, an
muinteoir i bpdirt amhdin agus an
puipéad sa phadirt eile.

Modh na sraithe

Leathnu ar an modh direach atd sa
mhodh seo. Ceanglaitear sraith abairti
le chéile i bhfoirm scéil agus léiritear
iad le pictitir n6 le gniomhartha.
Usaidtear scéal leantinach sa tréimhse
réamhchumarsdide chun cabhrti leis an
bpdiste cuimhneamh ar na briathra.
Ceanglaitear gniomh né pictitir le gach
briathar chun é a mhiniu. Nuair a
dhéanann an muinteoir né an paiste an



Sraith abairti

Rinne me su ordisti inné.

Ar dtis ghearr mé an t-ordiste

ina dha leath.

Ansin d'fthdisc mé leath amhain le
faiscire.
Ansin d'fhdisc mé an leath eile.

Faoi dheireadh dhoirt mé an su
go léir isteach i ngloine agus

chaith mé siar é!

Gniomhartha:

Tég suas an banana.

Cuir glao ar Shedn.

Crom sios, seas suas!

Seas ar do chos chlé.

Léim ar do chos chlé sios go
bun an tseomra. Cas timpeall

agus fill ar ais ar do chos

dheas!

gniomh ina dhiaidh sin cuimhneoidh an
pdiste ar an mbriathar.

Samhlaitear an modh direach de ghndth
le topaici a bhaineann leis an seomra
ranga, ach is féidir iad a leathnu taobh
amuigh de. Mar shampla, is féidir sraith
pictitr a insionn scéal a tsdid né
treoracha in ord chun meaisin a oibriu,
glao guthdin a dhéanamh, né sailéad a
ullmhui. On uair nach n-tsdidtear aon
Bhéarla cloiseann an pdiste cuid mhaith
Gaeilge san ionchur teanga. Tugann an
modh seo muinin don phdiste mar go
mbionn ionchur faoi leith sa tsraith
briathra. Maidir leis na feidhmeanna
teanga cuireann siad ar chumas an
phdiste cur sios a dhéanamh agus scéal
a insint agus labhairt faoin am atéd caite
no le teacht. Muintear comharthai
dioscursa freisin: ‘ar dtus) ‘ansin, agus
‘faoi dheireadh’. M4 thugtar téacs do na
pdisti sna mednranganna no sna
hardranganna is féidir leo an téacs agus
na pictidir a mheaitsedil le cabhair na

gcomharthai seo.

Modh na lanfhreagartha
gniomhai

Ta an modh seo costiil leis an modh
direach ach amhdin go bhfuil sé
teoranta do ghniomhartha fisiceacha.
Déantar ceangal in intinn an phdiste
idir an gniomh agus an focal né an frasa
a fhreagraionn dé. Usdidtear an modh
seo chun an bru a bhionn ar
fhoghlaimeoiri dirithe a laghdu agus
chun go mbainfidis taitneamh as an
gceacht teanga. Bionn aithris agus athrd
ar chaint an mhuinteora i gceist, costiil
le tus ceachta ar an modh direach.
Déanann an muinteoir iarracht
speisialta smaoineamh ar threoracha a
bhionn greannmhar agus seaféideach.
Nuair a bhraitheann an muinteoir go
bhfuil an pdiste réidh tosaionn an pdiste
ag usdid na teanga chun treoracha a
thabhairt do na pdisti eile. s féidir baill
choirp an phdiste a usdid chun
gniomhartha agus bri na mbriathra a
mhuineadh.
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Bionn an modh seo an-tisdideach ag tus
na foghlama le paisti 6ga agus sa
tréimhse réamhchumarsdide le péisti
d’aon aois. Ar an mbealach seo cloisfidh
na paisti an-chuid Gaeilge, bainfidh
siad taitneamh as an bhfoghlaim, beidh
siad saor 6 bhru, agus méadofar ar a
gcuid muinine, mar ni bheidh orthu
freagra a thabhairt ach lena gcorp.
Beidh danta agus amhradin agus ionchur
de shaghsanna eile ar sitl ag an am
céanna.

An modh closlabhartha

Is é an bealach a gcuirtear an modh seo
i bhfeidhm na agallamh taifeadta a
sheinm n6 an muinteoir a bheith a ra
chun scileanna éisteachta agus cainte
an phiiste a fhorbairt. Is sa tréimhse
réamhchumarsdide a d'usdidfeadh an
muinteoir é, agus cheartédh sé/si caint
an phdiste de réir mar ba gha. Ni ga mar
sin féin go mbeadh an aithris agus an
t-athra foirfe n6 go mbeadh focail an
agallaimh de ghlanmheabhair. Ach chun
an focas a chur ar an gcumarsdid is
féidir a bheith ag smaoineamh ar bhri
na cainte agus ar an usdid is féidir a
bhaint as an gcaint san agallamh i
gcomhthéacs eile aris.

I gcomhthéacs na cumarsdide, md
tsdideann an muinteoir téip éisteachta
no fisean ullmhaionn sé/si an focloir, na
frasai no struchtuir dirithe roimh é a
sheinm. Cuireann an muinteoir ceist
roimh éisteacht leis an téip chun focas a
thabhairt do na pdisti. Seinneann an
muinteoir an téip aris agus aris eile le
ceist dhifriuil réamhéisteachta né dho

gach uair. Is féidir an phriomhbhéim a
chur ar bhri na cainte san agallamh
agus ar an usdid is féidir a bhaint as an
gcaint ann i gcomhthéacs eile aris.

An modh closamhairc

Leathnu ar an modh closlabhartha ata
sa mhodh seo. Usdidtear pictitir,
stiallscanndin, cldr niol6in agus
deilbhini. Sa tréimhse réamh-
chumarsdide taispeantar pictitir amhdin
do gach cuid d’agallamh, mar shampla,
agus an muinteoir ag rd an chomhrd no
ag seinm taifeadadh de. Ddla gach aon
mhodh eile, is féidir an chuid is fearr
den mhodh seo a tsdid chun cumarsaid
a chur chun cinn.

Ar dtus déanann an rang go léir aithris
agus athrd ar chaint an mhuinteora né
na téipe. Ansin bionn dhd thaobh an
ranga pdirteach san agallamh, ar dtuis le
cabhair an mhtuinteora. Roghnaitear
beirteanna 6 dha thaobh an ranga ansin
(beirteanna oscailte) agus ansin
beirteanna in aice lena chéile
(beirteanna diinta). Nuair a bhionn
beirteanna diinta ag cleachtadh an
agallaimh bionn an rang go léir 4
chleachtadh ag an am céanna. Cé go
bhfuil gach duine ag cleachtadh an
agallaimh chéanna glacann an
muinteoir le bri na cainte seachas a
bheith ag lorg na teanga céanna focal ar
thocal. Is € seo an difriocht idir cur
chuige gramaduiil agus cur chuige
cumarsdideach.



Is doigh liom go ...

Téigh sios go bun an

tseomra ...

Td sé i ldr an leathanaigh ...

An féidir liom ...?
An bhfuil cead agam ...?

Ni thuigim an focal ...

Modh na rdite

Molann an modh seo frasai n6 ‘raite’
usdideacha a mhiineadh. Ma
fhoghlaimionn na padisti frasai agus
nathanna beaga beidh siad in ann
tarraingt orthu nuair a bheidh na
nathanna sin ag teastdil uathu aris. Is
fearr iad a mhuineadh i gconai i
gcomhthéacs a thuigeann an pdiste, is é
sin mar chuid d’agallamh seachas ina
liostai.

Straitéisi éagsula chun
cumas cumarsdide an
phaiste a fhorbairt

Baineann an miinteoir usdid as
straitéisi difritla agus as
comhthéacsanna éagstila chun suim na
bpadisti a choinnedil sa cheacht Gaeilge.
Is é an cuspéir a bhionn ag an
muinteoir do gach ceacht nd go mbeidh
na pdisti in ann usdid éigin a bhaint as
an nGaeilge i gcomhthéacs a thaitnionn
leo, is € sin pdirt a ghlacadh i
ngniomhaiochtai fiorchumarsaide
chomh minic agus is féidir. Is iad na
straitéisi is coitianta a tsdidtear chun
cumas cumarsdide an phdiste a
fhorbairt na:

¢ agallaimh mar ionchur d'imirt i
rélanna

® cluichi teanga

e tascanna agus fadhbanna
¢ druileanna

¢ drdmaiocht

e fisedin

¢ scéalaiocht

e filiocht: rainn, danta agus amhrdin,
rabhléga, tomhais, seanfhocail agus
tréanna.
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Suiomh an tseomra ranga

Muinteoir:  Bhuel, a Shedin!

Pdiste: Sea, a
mhuinteoir?

Muinteoir:  Ca bhfuil tu ag
dul?

Pdiste: Go rang 2.
Muinteoir: Td go maith. Lean
ort.

Paiste: Td go maith!

‘Go rang 2’ a leathnu

Suiomh na scoile
‘go dti an leithreas’
‘go dti an phdirc peile’
‘abhaile’

Suimh eile
‘go dti an linn sndmha’
‘go dti an siopa’
‘ag scatail’

‘amach ag sugradh’

Agallamh mar ionchur
Cuspoir an agallaimh faoi threoir

Is mar ionchur teanga a usdidtear an
cinedl seo agallaimh chun tis a chur le
cumarsdid faoi threoir agus leis an
bhfiorchumarsdid nios déanai mds
féidir. Is ag tus an cheachta go hionduiil
a usdidtear an t-agallamh samplach.
Beidh ga le tuiscint ar bhri an
agallaimh, agus beidh cleachtadh
riachtanach chun gur féidir tégdil air
agus an teanga chéanna a usdid aris i
suiomh nua.

Nuair a bhionn an muinteoir ag tusdid
an agallaimh thios agus na gcomhrditi
beaga go léir a eascréidh as beidh na
cuspéiri do na ceachtanna go léir
scriofa i bhfoirm mionfheidhmeanna
teanga, mar seo a leanas:

Ba chéir go gcuirfi ar chumas an
phaiste
¢ beanntu do phadiste eile

¢ freagra a thabhairt ar an
mbeannacht

e fiafrai cd bhfuil duine eile ag dul
® ard ca bhfuil sé/si féin ag dul.

Agallamh do ranganna 1 agus 2

Is féidir agallamh simpli a cheapadh do
ranganna 1 agus 2 agus € a leathnu.
Bionn an teanga go léir ullmhaithe agus
le foghlaim sa tréimhse
réamhchumarsdide den cheacht. Ni
féidir leidchartai a thabhairt do na
pdisti, mar nil siad in ann 1éamh, ach is
féidir postaeir no pictitir a usaid.

Is féidir an teanga sa chl6 trom—Go
rang 2—a athrd le linn cleachtaidh i
rith an ionchuir teanga agus 1 a usdid sa
tréimhse cumarsaide i rélanna. Is féidir
na hathruithe a dhéanamh mar dhruil
leis na pdisti agus a thaispedint déibh
gur féidir teanga a foghlaimiodh san
agallamh faoi threoir a leathnu san
usdid agus sa chumarsaid.

Agallamh do na medanranganna no
na hardranganna

Nuair a bhionn an muinteoir ag usdid
an agallaimh ar leathanach 69 agus na
gcomhrditi beaga go léir a eascréidh as
beidh na cuspéiri do na ceachtanna go
léir scriofa i bhfoirm mionfheidh-
meanna teanga, mar seo a leanas:

Ba chdir go gcuirfi ar chumas an
phdiste
* beannu do phiiste eile

* freagra a thabhairt ar an
mbeannacht sin

* ard ca bhfuil sé/si ag dul anois
® ard ca mbeidh sé/si ag dul amarach

e iarraidh ar phidiste eile rud a
cheannach

¢ usdid a bhaint as an bhfocléir seo a
leanas i gcomhthéacs rud ata le
ceannach:

téip, leabhar, dhithcheirnin, cluiche
don riomhaire
¢ na bailte mora ata thart ar an

gceantar a ainmniu

nil ach samplai anseo— Baile Atha
Luain, Gaillimh.



Agallamh mar ionchur

Aine: Haigh! Conas ata ta?
Brian: Haloé! Go bred, agus ta féin?
Aine: Ar chuala ti? Beidh mé ag dul go Corcaigh amarach.
Brian: Faigh cluiche nua don riomhaire! O
Aine: Nil mo dhéthain airgid agam. g—
=
[}
g
Ionchur d’imirt i rélanna Cluiche réamhchumarsdide: 3
Is ionchur an-mhaith é an t-agallamh Cluiche tomhais chun spéis an phaiste a iy
d’imirt i rélanna ar ball. Moltar gan an spreagadh san dbhar. Mar shampla 3
(9]
modh miinte céanna a tsdid i gconai tomhas: =

chun an t-agallamh a chur i ldthair. Is Muinteoir: Tosaionn sé le ‘c’ agus is
féidir an modh closlabhartha né6 an féidir leat € a imirt.
modh closamhairc, le cabhair bhreise 6 Cad &?

fhisedn, a usdid. Ba cheart an t-agallamh

a choimedd gearr. Déanfaidh ceithre no Freagra: Cluiche.

sé line an chuiis agus biodh sé bunaithe Muinteoir: Is ea. Ceist eile.

ar théama a bhfuil spéis ag an bpaiste Is féidir leat dul ann, is
e agallamh gearr 4 né6 6 line ann. Ba chéir an teanga a bheith cathair é agus tosaionn

usdideach do thimpeallacht na scoile sé le ‘¢’ Cad é?

agus d usa.1d rhla.Gaellge go ‘ Freagra: Corcaigh.
neamhfhoirmitil sa seomra ranga. Beidh

sé mar aidhm ag an mdinteoir go Muinteoir: Go maith. Anois bionn

mbeidh an paiste féin in ann labhairt ceann acu seo sa bhaile

ag a lan daoine.

gan tacaiocht an agallaimh tar éis

tamaill Tosaionn sé le ‘r’ agus is
féidir leat cluichi a imirt
Tréimhse réamhchumarsdide air. Cad €?

Déanann an muinteoir comhra gearr Freagra: Riombhaire.
leis an rang chun a fhdil amach cé
mhéad den teanga a bheidh le

muineadh as an nua.

No

Muinteoir: Go maith.
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Athraigh an t-agallamh ar
leathanach 69.

an bheannacht

Dia duit!
an duine

Sean, Daid, mo dhearthair
an ait

go Gaillimh, go Tuaim
an t-am

Déardaoin, anocht

an tseachtain seo chugainn
rud le ceannach

mirlini, liathréid

dluthcheirnin

lonchur teanga nua
M4 tsdideann an muinteoir téip
éisteachta no fisedn ullmhaionn sé/si an
sainfhocléir agus eiseamldiri na
bhfeidhmeanna teanga roimh € a
sheinm. Sula n-éistear leis an téip
cuireann an muinteoir ceist chun fécas
a thabhairt do na pdisti. Seinneann an
muinteoir an téip faoi dho no faoi thri
agus cuireann sé/si ceist dhifritil né
dhé roimh gach tréimhse éisteachta.
(a) Eist agus abair liom cé mhéad duine
atd ag caint.

(b) Eist aris agus abair conas atd Brian.

(c) Eist aris agus abair liom cd bhfuil Aine
ag dul.

(d) Eist aris agus abair liom an bhfuil
airgead aici.

Cleachtadh

Athchruthaionn an muinteoir an
comhrd le cabhair na bpadisti.

Cad a duirt Aine ar dtus?
Cad a duirt Brian ansin?

Tugann an muinteoir leideanna né tus
na bhfocal do na pdisti mura mbionn
siad in ann cuimhneamh ar an agallamh
mar a bhi sé. Md thugann na paisti
abairti a bhfuil bri leo agus ata
intuigthe is féidir leis an muinteoir
glacadh leo.

Athchruthui

Ansin athchruthaionn dha thaobh an
ranga an t-agallamh le cabhair an
mhuinteora. Déanann beirt ar dtus é,
duine 6 dhd thaobh an ranga
(beirteanna oscailte).

Ina dhiaidh sin cleachtann beirteanna
in aice lena chéile an t-agallamh ag an
am céanna (beirteanna diinta).

Leathnu a dhéanamh ar an
agallamh

Is féidir an duine, an bheannacht, an
ait, an t-am agus an rud atd le ceannach
a athru chun leathnu a dhéanamh ar an
agallamh ar leathanach 69. s iad sin
coincheapa an agallaimh agus is féidir
eiseamlairi na bhfeidhmeanna teanga a
athru freisin. Druil atd sa mhéid seo i
ndairire agus tabharfaidh si cleachtadh
breise do na pdisti, ach ni bheidh si
tuirsidil agus amanna ni aithneoidh na
pdisti gurb é an t-agallamh buniisach
céanna é. Is féidir é a dhéanamh 6
bhéal leis na mednranganna, ach m4 td
na pdisti in ann is féidir leidchartai a
usdid chun éagstilacht a thabhairt
doibh.

Is féidir cartai mar atd ar leathanach 71
a usdid chun leideanna a thabhairt don
phadiste atd in ann léamh. Le cabhair na
leidchartai seo tugann an muinteoir
agallamh difriuil do na pdisti, mar ni
bheidh le hathru ach focal anseo is
ansitd. Nuair a bhionn an

t-agallamh go 1€éir ar aon chdrta amhdin
ni bhionn aon bhearna san eolas, mar
feiceann an bheirt chainteoiri an teanga
go léir. Le dhd charta bionn rogha
bheag ag na pdisti ma athraionn siad na
focail atd sa chlo trom, agus td cuma na
cumarsdide ar an gcaint.



Carta A Carta B

Aine: Halé! Conas atd ta? Brian:
Aine: Brian: Dia duit! Go bred, agus tu féin?
Aine: Ar chuala ti? Beidh mé ag dul go Brian:
Diin Dealgan amarach. Brian: Faigh dlithcheirnin nua! A
- =
Aine: Brian: g—
Aine: Nil mo dhéthain airgid agam. Brian: Slan leat! 03
g
]
]
£,
o
2
(e
Leidchdrtai a thugann saoirse Ta an dd charta thios nios deacra agus =
dirithe cainte ta na padisti f6s faoi threoir ag leideanna

. an mhuinteora. Mar sin féin bionn
Sna hardranganna fiu is féidir agallamh . . . .
. . Lo | saoirse cainte acu mar ni fheiceann siad
a dhéanambh faoi threoir. Bionn gé le o . J )
. o . o cartai a chéile. Td an t-agallamh ag dul i
leidchdrtai le heiseamldiri den teanga i . e
. . ... dtreo na fiorchumarsaide agus td sé le
orthu mar atd thuas ar dtus, go hdirithe . ) ) )
. . o . husdid sna scoileanna ldan-Ghaeilge
i scoileanna T2. Is féidir iad a usdid mar
o Tra s L i agus Gaeltachta agus sna hardranganna
ullmhuchan d'usdid an dd charta thios. . . o
i scoileanna T2 b'théidir.

Amadrach an Satharn. Té comhra ar sidl idir bheirt phaisti Amadrach an Satharn. Td comhra ar sidl idir bheirt phaisti
faoi cad a bheidh ar sidl acu. faoi cad a bheidh ar sidl acu.

Carta A Carta B

1. Beannaigh do B! 1.
2. 2. Freagair do bheannacht A.
3. Abair cad a bheidh ar sitl agat amarach. 3.
4. 4. larr ar A rud éigin a cheannach.
5. Abair nach bhfuil do dhéthain airgid agat. 5.
6. Abair ca bhfuil tusa ag dul, agus fag slan ag A.

Treoirlinte do Mhiiinteoiri don Ghaeilge 71



o
o
i
4
©
S
3
v}
©
=
-+~
o3
I
e
S
[

72

Gniomhaiochtai iarchumarsdide

Leanann tréimhse anailise an
cleachtadh agus na gniomhaiochtai sin
go léir. Pléann na pdisti na rélanna a
d'imir siad agus malartaionn siad iad
uaireanta. Is féidir leis an muinteoir
frasai a bhi ag teastdil agus a bheidh
usdideach a athra agus a chleachtadh
aris. Ansin is féidir gniomhaiochtai a
bhunt ar thabhairt faoi deara na
bpdisti. Tugann an muinteoir an téacs
don rang agus cuireann na pdisti line
faoi beidh (-fidh i gceacht eile) agus
amdrach agus b'fhéidir go bhfeicfidh
siad an ceangal idir amdrach agus
foirceann an bhriathair. Tabharfaidh
paisti as Cuige Uladh faoi deara nach
Cad € mar atad ti? atd i gCuige Mumhan.

Braitheann an cleachtadh agus an dul
siar ar na laigi a chuala an muinteoir
agus é/1 ag éisteacht i rith chleachtadh
an agallaimh.

Imirt i rolanna

Ta tdbhacht faoi leith ag baint leis an d&
fhocal ‘rol" agus ‘imirt’ anseo. Nuair a
ghlacann an paiste rél air/uirthi féin
lena c(h)airde sa bhaile né nuair a
thugtar rol dé/di ar scoil is ag stugradh
no6 ag imirt a bhionn sé/si go buntsach.
Ar scoil tugtar rél don phdiste agus
gniomhaionn sé mar é/i féin n6 mar
dhuine eile sa suiomh dramatiil a
chumann an muinteoir. Soldthraionn an
r6l agus an suiomh deis don phdiste
triail a bhaint as a c(h)uid Gaeilge.
Samhlaitear d6/di go bhfuil comhthéacs
an tsuimh sabhdilte agus nach bhfuil
aon duine chun geardn faoi na hearraidi

teanga a dhéanfaidh sé/si. Ar aon nés
ma ta sé/si i rol ni hé/i féin atd ag caint
ach an phearsa a tugadh dé/di! Mar sin
cabhraionn an imirt i rélanna le pdiste
ata cuthail n6 amhrasach faoina
c(h)umas Gaeilge, agus is minic a
labhraionn sé/si go fonnmhar i rol.

Tosi le gniomhaiochtai cumarsdide
mar mhalairt

Déd mbeadh caighdedn an ranga séch
ard b'fhearr an ceacht a thosti le
treoracha don imirt i rélanna agus an
r6l agus an suiomh a thabhairt don
phdiste. Sna hardranganna socraionn an
miuinteoir ar shuiomh don imirt i
rélanna agus insionn sé/si an t-eolas atd
riachtanach do gach duine. Feiceann an
pdiste rol samplach idir an muinteoir
agus padiste eile ar dtus, go hdirithe i
scoileanna T2.

Is fiu leandint ar aghaidh leis an imirt
ar feadh deich néiméad n6 mar sin agus
ansin i a stopadh agus plé a dhéanamh
leis an rang faoi na deacrachtai teanga a
bhi acu agus faoin bhfocléir agus na
frasai a bhi in easnamh orthu.

Buntdisti an chur chuige seo

Bionn saoirse cainte ag na pdisti san
imirt i rélanna, is é sin nuair nach
mbionn a fhios ag pdiste amhdin cad a
déarfaidh an pdiste eile sa rol. Bionn
freagra B ag brath ar cheist A agus mar
sin ar aghaidh. Tugtar saoirse don
phéiste chun go mbeidh an
t-idirghniomhu fiorchumarsaideach.
Fégtar an oiread saoirse agus is féidir ag
an bpdiste i ngach rang. Cuireann an



e bearna san eolas
® saoirse cainte

® spraoi

pdiste ceisteanna chomh maith le
freagrai a thabhairt. Usdideann sé/si an
chéad phearsa agus an dara pearsa den
bhriathar. Bionn tébhacht le gnéithe
mar thuin na cainte, béim, na suile, an
aghaidh agus geditsi chun cabhrti le bri
na cainte a chur in iul.

Cluichi teanga

Ta tabhacht ar leith ag baint le cluichi
teanga freisin chun cleachtadh a
thabhairt do na pdisti ar usdid na
teanga. Bionn tri ghné ag teastail chun
‘cluiche’ a thabhairt ar ghniomhaiocht:

® spraoi
¢ sprioc le baint amach
e rialacha le coinnedil.

Sambhlaitear cluichi le sport agus le
spraoi agus tugann siad seans do na
pdisti an teanga a labhairt agus
éisteacht 1éi, n6 i a léamh no a scriobh
de réir aidhmeanna an chluiche. Ta
cluichi ann ina gcomhoibrionn na pdisti
i bhfoirne le chéile agus cluichi ina
mbionn siad in iomaiocht lena chéile.
Usaidtear eagar difritiil—foirne, griipai
beaga no beirteanna—agus cinedlacha
difriula cluichi chun suim na bpdisti a

spreagadh agus a choinnedil. s féidir na
snditheanna a chomhthédthu go héasca.
Eisteann na paisti le chéile in obair
bheirte agus is minic a bhionn
leidchdrta le léamh agus néta le scriobh
i gcluiche teanga. Is iad na cinedlacha is
coitianta a usdidtear i miineadh teanga
nd

e cluichi struchturtha

e cluichi cumarsaide.

Cluichi struchtartha
samplacha

Is féidir na cluichi teanga seo a imirt ag
gach leibhéal ma oireann. Is féidir iad a
imirt ar a son féin né chun cur le
ceacht comhrd mar dhruil. Ta
éagstlacht ag baint le cluiche teanga,
cé go bhfuil athrd sa struchtur né san
abairt shamplach. Go minic ni thugann
na pdisti faoi deara go bhfuil athra i
gceist, mar go bhfuil siad ag imirt
cluiche agus go bhfuil suim acu ann. Ta
samplai thios ina gcleachtar aithint na
n-ainmfhocal, aimsiri na mbriathra, na
réamhfhocail, aidiachtai, suiomh agus
mar sin de.
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1. Cluiche Kim Naiondin
Cuireann an muinteoir rudai amach in &it a bhfeiceann na pdisti iad. Féachann na paisti
orthu agus ansin ddnann siad a stile. Tégann an muinteoir amach rud né dhé. Osclaionn

na pdisti a suile agus déanann siad iarracht cuimhneamh ar cad a tégadh amach.

Eagar: an miinteoir né paiste agus an rang

Scileanna teanga: éisteacht agus labhairt
Feidhmeanna teanga: rudai a aithint agus a ainmniu
FoclGir: bréagdin

gndthrudai sa seomra ranga

Eiseamldiri: Cad a thog mé amach?
Freagra gairid: Teidi

cupdan,

leorai

mdla, ull, bainne, cailc, leabhar, bosca loin, liathroid.

2. Cluiche cuimhne Naiondin/ranganna 1 agus 2
Cuireann an mdinteoir rudaf aithnididla ar an mbinse. Tugtar néiméad do na pdisti le
breathnu orthu. Cliadaitear ansin iad. Liostaionn na pdisti na rudai a chonaic siad: leoraf,

bdbdg, carr, teidi.

Eagar: an miinteoir né pdiste agus an rang

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: rudai a aithint agus a ainmniu
ceist agus freagra

FoclGir: bréagdin agus gndthrudai sa seomra ranga
Eiseamlairi: Cad a chonaic tu?
1. Carr.
Bdbog.
2. Cad a chonaic ti ar an mbord?

Chonaic mé coipleabhar.

Agus chonaic mise liathroid.

Leibhéal nios deacra: Cd raibh na rudai go léir?

Bhi carr agus leorai ar an mbord.
Bhi an peann ar an leabhar.

Bhi an chailc ar an nglantdir.




3. Leathnu ar chluiche Kim Ranganna éagsiila

Cuireann an muinteoir rudar aithnididla in it a bhfeiceann na pdisti iad. Dinann na pdisti a
stile. Athraionn an muinteoir na rudai thart. Osclaionn na paisti a suile agus déanann siad
iarracht cuimhneamh cd raibh na rudai roimhe sin.

Eagar: an miinteoir né paiste agus an rang

0
=
=
2 e . (e}
Scileanna teanga: éisteacht agus labhairt 2
&
. . L . Qo )
Feidhmeanna teanga: rudaf a aithint agus a ainmnid o
ceist agus freagra 3
Foclgir: bréagdin agus gndthrudai sa seomra ranga g
QO
Eiseamldiri: Cad a thég mé amach? 5
1. An splinog.
An cupdn.
2. Cad a rinne mé?

Thég ti amach an céipleabhar.

3. Cad a tharla?
Bhi leabhar ar an tseilf ach anois td sé ar an bhfuinneog.
Bhi spiinég sa chupdn ach anois td si ar an bplata.
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4. Cad atd sa mhala? Naiondin/ranganna 1 agus 2

Ta na paisti ag iarraidh a thomhas cad ata sa mhdla tri na rudai ata ann a laimhseil. Is
féidir cluiche a dhéanamh as an ngniomhaiocht seo tri iomaiocht a chur ar bun idir fhoirne
nd idir ghrdpai.

Eagar: gripai agus pdiste amhdin né an rang go léir agus pdiste amhdin

Scileanna teanga: éisteacht agus labhairt

Scileanna eile: cruth agus dbhar a aithint

Feidhmeanna teanga: Rudaf a aithint agus a ainmniti

FoclGir: bia agus na gnathrudai a bhionn ag pdisti scoile;

an bosca 6in, leabhar, peann, banana, ill, ordiste, cdis,
brioscdin, buidéal bainne
moér, beag, fada, gearr, bog, crua

Eiseamldiri: An bhfuil ... i do mhdla?
An bhfuil ... sa mhdla?
Ta. Nil.
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5. Mim Ranganna éagstila

1. Tugann an miinteoir leid don phdiste faoi mhim a dhéanfaidh sé/si.
Bionn na pdisti eile ag tomhas cén ghniomhaiocht ata ar siiil ag an bpdiste.

no

2. Tugann an mdinteoir cdrta le pictiir de ghniomhaiocht do phaiste amhain agus deir

sé/si: Q
Déan é seo. o

=5

Féachann an pdiste ar an bpictidr agus déanann sé/si mim. Bionn na pdisti eile ag ®
(e}

tomhas. g
QO

p a
no i
o

(0]

QO

(9]

>

3. Tugann an mdinteoir cdrta le treoir air do phdiste amhain agus deir sé/si:
Léigh an cdrta agus déan ¢€ seo.

Léann sé/si an carta, déanann sé/si an gniomh agus bionn an rang ag tomhas.

Scileanna teanga: éisteacht agus labhairt né léamh agus labhairt
Feidhmeanna teanga: ceisteanna agus freagrai

Focléir: na gnathbhriathra

Eiseamldiri: Td ti ag ithe.

1. Td ti ag rith.

Td ti ag leim.

Ta mé. Nil mé.

2. An bhfuil ti ag ol?

An bhfuil ti ag damhsa?

An bhfuil ti ag ni do lamh?

An bhfuil ti ag triomi do lamh?
Td. Nil.

3. An ag cocaireacht atd tu?
An ag iarndil atd ti?
Is ea. Ni hea.
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6. Cad a rinne tu? Ranganna 3 agus 4

Téann pdiste taobh thiar den bhord né isteach sa leithreas. Athraionn sé/si a c(h)uid

éadaigh beagdn. Tagann sé/si ar ais aris agus bionn na pdisti ag tomhas cad a rinne sé/si.

Eagar: pdiste (le leideanna 6n miinteoir) agus an rang

Scileanna teanga: éisteacht agus labhairt
Feidhmeanna teanga: rudai a aithint agus a ainmniu

ceist agus freagra

FoclGir: éadai
Eiseamlairi: Cad a rinne mé?
1. Bhain ti diot do gheansai/do bhrog chlé.

Chuir tii ort do chéta.
D’oscail ti do bhrog dheas/do charbhat.

2. Ar oscail ti do bhrog chlé?
Ar bhain ti diot do chéta?
Ar athraigh ti do chuid gruaige?

Freagra gairid: Bhain.
Chuir.

D’oscail.
D’athraigh.




/. Ca bhfuil sé? Ranganna 3 agus 4

Minionn an muinteoir an cluiche agus cuireann sé/si rud éigin i bhfolach. Cuireann na
pdisti ceisteanna ar an muinteoir le fail amach car chuir sé/si é. An pdiste a fhaigheann an

freagra ceart bionn sé/si sa suiochdn te ansin, agus cuireann na paisti ceisteanna air/uirthi.

Eagar: an mdinteoir né pdiste agus an rang

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: ceist a chur faoi shuiomh
freagra a thabhairt

Foclair: troscdn an tseomra ranga;

seilf, bord, céfra, doirteal, fuinneog, doras, cathaoir,

0O
c
=
(e}
=
c.
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®
n
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3
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w
e
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0

pictidr, péstaer, bosca bruscair, glantéir, bosca I6in, cailc,
leabhar, cupdn, peann, buidéal

Eiseamldiri: An bhfuil sé sa bhosca?
1. An bhfuil sé sa mhdla?
An bhfuil sé sa doirteal?
2. An bhfuil si (focal baininscneach) ar an tseilf?
... ar an mbord, ar an gcathaoir, ar an urldr ...?
3. An bhfuil sé idir na cathaoireacha?
4. An bhfuil sé thuas ag barr an tseomra?
Td. Nil.

Diishldn breise
Is féidir an cluiche ‘Ca bhfuil sé?’ né Na pdisti ag tomhas:

aon chluiche a athri agus a dhéanamh Dearfainn go bhfuil sé sa chofra. An

Anailis ar an teanga nios deacra do rang dirithe. Mar bhfuil?
séimhid tar éis shampla, d'fhéadfadh an miinteoir na '
réamhfhocail a mhuineadh agus na Is doigh liom gur chuir tii sa bhosca €. Ar
. faoi, do, de , _ )
e e rialacha a ghabhann leo agus ansin an chuir?

agus gan aon athru i ndiaidh: cluiche a usdid chun iad a chleachtadh.
le, ag, as. Is féidir leibhéal nios airde a lorg sna
ceisteanna agus sna freagrai freisin md

td an rang in ann chuige.
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8. Ca bhfuil ta? Ranganna 5 agus 6

Ligeann an muinteoir air/uirthi go bhfuil sé/si imithe in &it éigin. Bionn an rang ag tomhas
cd bhfuil sé/si imithe.

Ansin is féidir le paiste éigin teacht anios go barr an tseomra. Tugann an miinteoir leid
do/di 6 bhéal n6 scriofa ar charta. Bionn na paisti eile ag tomhas.

Scileanna teanga: éisteacht agus labhairt né léamh agus labhairt
Feidhmeanna teanga: ceist a chur faoi shuiomh agus faoi &it

freagra a thabhairt

Foclair: ainmneacha na dtiortha coitianta sa nuacht

diteanna éagsula inar féidir le daoine a bheith, mar
shampla ag an siopa

Eiseamldiri: An bhfuil ti ar an tra?

1. An bhfuil ti sa bhaile?
An bhfuil ti sa phictiirlann?
Td./Nil.

2. An bhfuil ti in Eirinn?

An bhfuil ti i Meiriced?
An bhfuil ti san loddil?

3. An bhfuil td ar muir né ar tir?
An bhfuil ti ar saoire né ag obair?

9. Cé leis é? Ranganna 5 agus 6
Cuireann an mdinteoir né pdisti éagsdla ceist agus iad ag taispedint rud éigin n6 pictidr
don rang.

Is féidir rudai né éadai le pop-ghripa né foireann sacair né peile a dsaid. Tomhaiseann an
rang cé leis é.

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: ceist agus freagra
rudai éagstila a aithint agus a ainmnid

Foclair: éadai, dathanna, rudai éagsdla
Eiseamldiri: Cé leis é?

Is le Mdire é. Is léi é.

Is liomsa é.

Is le Man United é. Is leo é.




10. Ca bhfuil tu ag dul? Ranganna 5 agus 6

Bionn pdiste n6 an muinteoir ag ligean air/uirthi go bhfuil sé ag dul in it éigin. Bionn an
rang ag tomhas.

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: ceisteanna agus freagrai
a8 . . )
Focléir: aiteanna éagstila g
bia, éadai, uirlisi ceoil, ticéad ;5'
&
Eiseamlairi in dsaid sa . Cd bhfuil ti ag dul? -
(=
chluiche: . Go dti an siopa. 3
. Cén fath? =
. o
. Tomhais. o
(9]
>

(an t-ainm briathartha . Chun ill a cheannach.

a chleachtadh) . Ni hea. Tomhais aris.

> ™ > > T >

. Chun seacldid a cheannach.

11. Cluiche Bingo Ranganna éagsiila

Bionn greille folamh ag gach pdiste.
Glaotar amach na huimhreacha 1-10.

Lionann gach duine a ctig n6 a sé d’uimhreacha isteach sa ghreille, a rogha féin as deich
gcinn.

Ansin imritear an cluiche mar is gnach.

Coinnitear luas tapa go leor faoin gcluiche chun na paisti a choinneiil ag éisteacht.

Cuireann na pdisti line trid an uimhir nuair a ghlaotar f.

Scileanna teanga: éisteacht agus aithint
Feidhmeanna teanga: aithint
Focléir: uimhreacha
Eiseamldiri: Fuair mé line.

Td mé criochnaithe.
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12. Cluiche Bingo

Ranganna éagstila

Bionn greille folamh ag gach pdiste. Scriobhann an miuinteoir fiche focal as an gceacht

reatha ar an gclar dubh. Lionann gach duine a ctig n6 a sé d'fhocail isteach sa ghreille, a

rogha féin.

Ansin imritear an cluiche mar is gnach. Coinnitear luas tapa go leor faoin gcluiche chun na

pdisti a choinnedil ag éisteacht. Cuireann na paisti line trid an bhfocal nuair a ghlaotar é.

Scileanna teanga: éisteacht agus aithint
Feidhmeanna teanga: aithint
Focloir: focldir an cheachta reatha
Eiseamldiri: Fuair mé line.

Ta mé criochnaithe.

Duishlan breise

Is féidir aimsiri na mbriathra a
chleachtadh le bingo freisin. Bionn cérta
difriuil ag gach paiste leis na briathra
san aimsir fhdistineach sa ghreille.
Glaonn an miinteoir amach fréamh an
bhriathair, mar shampla ‘faigh’ agus
clidaionn an pdiste ‘gheobhaidh’
Glaotar ‘bi" agus cludaitear ‘beidh’ Is
féidir an aimsir chaite de na briathra a
chur ar na cdrtai agus na cdrtai céanna
leis na fréamhacha orthu a usdid.
Glaotar ‘faigh’ agus cludaitear ‘fuair.

Dul siar agus deimhnit: Glaonn an
buaiteoir amach na briathra san aimsir
fhaistineach agus an fhréamh freisin.
Bionn an rang ag éisteacht agus ag
deimhnit in éineacht leis an miinteoir.

Cluichi struchtiirtha agus an
chumarsdid

Mar a ftheictear, ta na cluichi seo an-
struchturtha ach is féidir leis na padisti a
lan Gaeilge a chleachtadh agus an-
spraoi a bheith acu ag an am céanna. Ni
fiorchumarsaid ata ar sitil mar go bhfuil
an teanga socraithe roimh ré ag an
muinteoir ach mar sin féin ta na paisti
ag roinnt agus ag tabhairt eolais tri na
ceisteanna a chuireann siad agus tri na
freagrai a thaigheann siad.




13. Fiche ceist Ranganna 5 agus 6
Smaoinionn an miinteoir ar rud éigin. Cuireann na padisti ceisteanna chun an rud sin a
thombhas, ceisteanna an-simpli ar dtis. Td cead ag na padisti fiche ceist a chur. Mura
dtomhaiseann siad an rud ceart bionn an bua ag an miinteoir. Bionn ar na pdisti éisteacht
lena chéile né beidh siad ag cur na ceiste céanna agus caillfidh siad seans. Gradaionn an
muinteoir na ceisteanna.

Eagar:  an muinteoir né pdiste agus an rang
agus duine amhain ag coimead an scéir

Scileanna teanga: éisteacht agus labhairt

Feidhmeanna teanga: ceisteanna agus freagrai
tomhas

Focléir: rudai ata i bhfocloir reatha na bpaisti i mBéarla né i
nGaeilge

Eiseamldiri: An bhfuil sé sa seomra seo?

1. An bhfuil sé sa scoil seo?

An bhfuil sé sa bhaile mér seo?

An bhfuil sé mor?

An bhfuil sé beag/fada/gearr/bog/crua?
Ta. Nil.

2. An féidir € a ithe?

An féidir € a ol?

An féidir é a fheicedil?
An féidir é a bhriseadh?
An féidir é a léamh?

(a stroiceadh, a ghearradh, a ghlanadh, a lionadh)
Is féidir. Ni féidir.

3. An féidir sui air?

An féidir seasamh air?
An féidir scriobh air?
An féidir lui air?

4, An féidir ol as?

An féidir rudai a chur isteach ann?
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Na céimeanna chun

cluichi cumarsdide a imirt

Minionn an muinteoir
aidhm agus rialacha an
chluiche, mar shampla na
difriochtai idir dha
phictitr a aimsiu.
Imritear cluiche
samplach idir an
muinteoir agus pdiste
amhain.

Socraitear beirteanna
agus tugtar A agus B
orthu.

Deimhnitear go bhfuil a

fhios acu cé hiad féin.

Ldamha suas A! Lamha

suas B!

Deimhnitear go bhfuil a
fhios acu cad atad le

déanambh.

Cad atd le déanamh

agat, a Shedin?

Tugtar amach na cértai.

Ni fheiceann siad cartai a

chéile.
Socraitear teorainn ama.

Anois td ciiig noiméad

agaibh chun tri dhifriocht

an duine a aimsiu.

Deimhniu mds gé.

Cluichi cumarsaide

Bionn an cluiche socraithe ag an
muinteoir i dtreo is go mbeidh
fiorchumarsaid ar siul idir na
rannphdirtithe. Is é an rud is larnai nd
an bhearna eolais. Bionn eolas ag A
nach bhfuil ag B, agus caithfidh B ceist
a chur ar A chun an t-eolas sin a fhail.
Bionn orthu an t-eolas ata ag an mbeirt
acu a roinnt né a mhalartu uaireanta
chun an bhearna san eolas a lionadh
freisin. Ullmhaitear leidchadrtai chun go
mbeidh eolas difriuil ag na paisti, agus
ta sé tabhachtach nach bhfeicfeadh na
pdisti cartai nd pictitir a chéile.
Caithfear na cluichi seo a imirt i
mbeirteanna no i ngripai, agus is fearr
a fheileann an t-eagar seo do
chumarsdid i measc na bpdisti.

Tarraing an pictidr

Faigheann na pdisti i bhfad nios mé
ama chun an Ghaeilge a labhairt na mar
a gheobhaidis in eagar ranga agus le
slua-aithris.

Nil méran difriochtai idir cluichi
cumarsdide agus tascanna n6
gniomhaiochtai. Sa tasc né sa
ghniomhaiocht bionn stiil le toradh
éigin agus bionn rud éigin le déanamh:
eolas le fail amach no pictiur le
tarraingt no le forlionadh. Bionn sprioc
le baint amach sna cluichi freisin ach
bionn an bhéim ar an spraoi agus ar an
iomaiocht né ar an gcomhoibrit idir na
beirteanna n6 idir na grupai. Le husaid
leidchdrtai agus téipeanna éisteachta
beidh na ceithre shndithe fite fuaite le
chéile.




Sa chluiche seo bionn beirt phaisti ag iarraidh na difriochtai idir dha phictiir a aimsia.

Déanann siad é seo tri cheisteanna a chur ar a chéile agus iad a fhreagairt.

Eagar: beirteanna

Scileanna teanga: éisteacht, labhairt, léamh agus scriobh

Feidhmeanna teanga: eolas a roinnt agus a mhalartd
ceisteanna a chur agus a fhreagairt

Sainfhocléir: Ag brath ar na pictidir
Eiseamlairi: An bhfuil X i do phictiiir?
Ta. Nil.

Cd bhfuil an X?
Ar an taobh deas né ar an taobh clé?
An bhfuil an X idir an buachaill agus an cailin?

An bhfuil an doras ar oscailt né dinta?

Treimhse réamhchumarsdide

ullmhuichdn

Muineann an muinteoir an focléir, na
ceisteanna agus na freagrai a bheidh ag
teastdil i gcomhair an chluiche.
Usdideann sé/si an modh direach n6 an
modh closamhairc le pictiuir.
Cleachtann na pdisti na ceisteanna leis
an muinteoir agus tar éis cuig néiméad
déag né mar sin roinneann an
muinteoir an rang ina mbeirteanna agus
téann siad ar aghaidh chun an cluiche a
imirt.
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Tréeimhse cumarsdide

cumarsadid

Bionn dhad phictiur atd beagnach
mar a chéile ag gach beirt. Cuireann
pdiste A ceist chun difriocht airithe
a aimsiu. Freagraionn pdiste B agus
ansin cuireann sé/si ceist eile.
Cuireann na pdisti tic ar na
difriochtai n6 scriobhann siad sios

iad. M4 dhéantar é sin beidh
éisteacht, labhairt agus scriobh

comhthdite go nddirtha sa chluiche.

Bionn an muinteoir mar
chomhairleoir ag éisteacht agus
uaireanta is féidir leis/léi pairt a
ghlacadh sa chluiche.

Tréimhse iarchumarsdide

dul siar, anailis

e Cuireann an bheirt phdisti an dd
phictiur sios ar an mbinse agus
féachann siad ar na difriochtai atd
eatarthu. Labhraionn siad fiithu
eatarthu féin ar dtus.

¢ Seasann ctipla beirt suas ansin agus
insionn siad na difriochtai don rang:

I mo phichtivirsa td ... ach ina
p(h)ictitirsa td ...

Bhuel, i bpictiur 1 ta dhd fhuinneog
ach i bpictivir 2 nil ach fuinneog
amhdin.

e [s féidir béim a chur ar ghnéithe
airithe gramadai, cé gur cluiche
cumarsdide é: mar shampla na
réamhfhocail (suiomh),
comhaireamh daoine agus rudai
agus an focléir i gcomhair topaici
dirithe.

* Ag deireadh an chluiche is féidir
féachaint siar ar na laigi cumarsdide
is mo a chuala an muinteoir agus iad
a cheartu le cleachtadh aris.

Is € is ciall le tasc nd gniomhaiocht
éigin a choinnionn an pdiste gafa go
pearsanta le fadhb bheag, né
gniomhaiocht éigin a bhfuil cuspoir
cinnte aici. Ta cur sios sa churaclam ar
thascanna, ar ghniomhaiochtai agus ar
chluichi teanga. Bionn gnéithe na
fiorchumarsaide le sonrtu ar an tasc:
bearna eolais, malartu eolais idir na
hidirghniomhaithe. Bionn na



Tasc:
e fadhb le réiteach
¢ rud le déanamh

¢ eolas le haimsiu

hidirghniomhaiochtai ar siul idir bheirt
phdisti né idir ghripa paisti. Mar athru,
faigheann na padisti seans ceisteanna a
chur chomh maith le hiad a threagairt.

Ta réiteach na faidhbe agus toradh an
taisc chomh tdbhachtach céanna leis an
toradh 6 thaobh na teanga de. Bionn an
cur chuige iomldnaioch. Bionn na
ceithre scil teanga i gceist le gach tasc
mas féidir, na scileanna ginchumais,
labhairt agus scriobh, agus na scileanna
gabhchumais, éisteacht agus léamh.
Bionn meascdn de dhé cheann né tri
cinn acu i gceist murar féidir na ceithre
cinn a éileamh, mar shampla sna
bunranganna.

Nil aon mhodh na teicniocht nua ag
teastdil chun tasc a dhéanambh. Is féidir
malartu idir na modhanna éagstila
muinte chun an focléir agus na
ceisteanna atd riachtanach don tasc a
mhiineadh. Déantar athrd agus

cleachtadh leis an rang ar dtus agus
ansin sampla le paiste né le gripa
amhdin. Ansin déanann an muinteoir
sampla le beirt oscailte (nach bhfuil in
aice lena chéile). Faoi dheireadh nuair
atd an muinteoir cinnte go dtuigeann
na paisti céard ata le déanamh acu
roinneann sé/si an rang ina
mbeirteanna diuinta né ina ngripai.
Deimhnitear go bhfuil a fhios acu cad
atd le déanamh acu agus socraitear
teorainn ama.

Cad atd le déanamh agat, a Shedin?

Is féidir na treoracha d'imirt cluiche
teanga a leantint.
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1. Cé mhéad?

Mar shampla:
A: Cé mhéad platai beaga atd i do phictiiir?

Eagar: beirteanna

Ranganna 5 agus 6

Ta dha phictidr le cur i gcompardid lena chéile—dhd phictidr de chistin le gréithe agus
sceanra ar na seilfeanna, sna céfrai agus ar na boird. Bionn pictitir amhdin ag pdiste A agus
an ceann eile ag pdiste B. Bionn A agus B ag iarraidh na rudai atd sna pictidir ata acu a
chomhaireamh agus a chur i gcompardid, gan féachaint ar phictidr a chéile. Cuireann A

agus B gach dara ceist ar a chéile, A ag cur ceist ar B agus a mhalairt.

B: Tri cinn déag. Cé mhéad gloine atd ar na seilfeanna i do phictiiirsa?

Scileanna teanga:

Feidhmeanna teanga: eolas a roinnt

éisteacht, labhairt agus scriobh

Scileanna eile: comhaireamh agus cur i gcompardid

ceisteanna a chur agus a fhreagairt

Eiseamlairi: An bhfuil ... agat?
Cé mhéad ... atd agat?
Td. Nil.
Sainfhocléir: scian, forc, sptindg bheag
sceanra: cupdn, fochupdn, pldta, pldtai, criiscin
gréithe: seilf, ar an tseilf, ar an gcéad seilf
ionad: ar an tseilf is airde, sa chéfra ar clé, sa chéfra mor

sa chdfra beag ar clé.

Tascanna samplacha

Tugtar tri thasc shamplacha anseo agus
ta siad le cur i ldthair i dtri thréimhse
teagaisc:

¢ Cé mhéad?
® Criochnaigh an pictiur.

e Lean an bealach trid an mbaile mor.

Cé mhéad?

Tréeimhse réamhchumarsdide
gniomhaiocht

Muintear an sainfhocléir ar an modh
direach ar dtus. Chun an focléir nua a
dhaingniu agus gan a bheith ag brath ar
aithris agus athrda amhdin déantar
gniomhaiocht, mar shampla cluiche
Kim, no is féidir modh na
lanfhreagartha gniomhati a usdid chun é
a dhearbhui:

Tog an scian.

Cuir an spiindg sa chupdn.




A Chomh maith leis sin is féidir iarraidh
ar na padisti pictiuir a tharraingt den

- sceanra no de na gréithe lena dtuiscint

T P . . ‘e e 1e e .

W a thaispeadint. Is féidir eiseamldiri na

il ) bhfeidhmeanna teanga a chleachtadh
agus a scriobh ar an gcldr dubh né ar
luaschartai, agus beidh na paisti in ann

breathnu orthu le linn na cumarsdide.

Is féidir cupa, muigin, sdsar, plaitin
agus spiunog a usdid sna ceantair

Ghaeltachta ina n-usdidtear na focail
sin.

Tréimhse cumarsdide

an tasc
Tugtar na pictitir don phriomhthasc do
na paisti. Tugtar treoracha chun an tasc

a dhéanamh doibh ansin. Cuireann na

pdisti na ceisteanna agus bionn siad ag
caint faoin tasc, ag iarraidh é a

dhéanamh. Md bhionn cumarsaid ar siul
idir na pdisti beidh an muinteoir bred
sdsta. Bionn an muinteoir ag éisteacht
agus ag déanamh nétai den teanga a
bheidh le ceartu san iarchumarsaid.

Tréimhse iarchumarsdide
Déanann an muinteoir ciram den

teanga a bhi lochtach n6 lag agus a
chuir isteach ar an gcumarsaid nuair a

bhi an tasc ar siul. Mar shampla, td an
da uimhir dhd agus ceithre deacair, mar
foghlaimionn na pdisti do agus ceathair
ar dtus. B'théidir go dtabharfadh na
pdisti an usdid seo faoi deara, ach ni ga

miniu gramaduil a thabhairt. Sna
hardranganna is féidir cup + dn, fo =

faoi + cupan, plat + a, sptin + 6g agus

mar sin a phlé mar cheacht beag ar
Criochnaigh an pictitir (Ith 90) fheasacht teanga.
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2. Criochnaigh an pictiar Ranganna 5 agus 6
Dha phictiur: pictitr den chistin leis an troscén inti ag pdiste B agus pictitr den chistin
chéanna ach i folamh ag pdiste A. Bionn paiste A ag cur ceisteanna ar B chun a fhail amach
cd geuirfidh sé/si na baill troscdin chun an pictidr a iomland. Bionn paiste B ag tabhairt
treoracha do A chun na rudai a tharraingt san imline. Bionn A ag dearbhti le B go bhfuil

sé/si ag tarraingt mar is céir, ach ni fheiceann sé/si an pictidr iomlan.

Bionn cead ag B féachaint ar an bpictidr atd 4 tharraingt ag A agus na treoracha &

dtabhairt do/di.

Eagar an ranga: beirteanna

Scileanna teanga: éisteacht, labhairt, léamh agus scriobh
Scileanna eile: tarraingt mar Iéirid ar an tuiscint
Feidhmeanna teanga: ag tabhairt treoracha

ag aistrid eolais
Eiseamlairi: Tarraing ...

Cuir ... sa ...

Cuir ... in aice ... ar an taobh deas.
Cuir ... thuas ag barr/thios ag bun an phictidir.
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Sainfhocldir: cistin, cofra, fuinneog, sorn, seilf, sdspan, cupdn, fochupdn,

citeal, forc, scian, scuab, visa, taephota

Crfochnaigh an pictidr Tréimhse iarchumarsdide

Feicfidh na pdisti gur féidir an teanga

Tréimhse réamhchumarsdide

» . . chéanna a athchursail agus a usaid aris.
Muiintear an sainfhocloir agus o ) o
. o ) . [s féidir i a usaid aris agus aris i
eiseamlairi na bhfeidhmeanna teanga i ) o .
) . ] dtascanna agus i gcluichi teanga eile.
bhfoirm ceisteanna agus freagrai sa

tréimhse seo. Minitear aidhm an taisc.

Tréeimhse cumarsdide

Tosaionn na pdisti ag cur na
gceisteanna agus ag caint lena chéile
chun an tasc a dhéanamh. Ni chuireann
an muinteoir isteach ar an gcumarsdid
idir na pdisti.

90



Sampla: Inis conas a théann duine 6n scoil go dti an larionad spairt.

Bionn an léarscail chéanna ag an mbeirt phdisti n6 ag gach duine sa ghrdpa. Cuirtear an
dit a dtosaitear, mar shampla an scoil, isteach ar dtus ar son na soiléireachta. Bionn an
muinteoir né paiste A ag glaoch na dtreoracha faoi cén chaoi a dtéann tu 6 dit amhdin go
hait eile. Bionn pdiste B n6 an ceathrar padisti eile sa ghripa ag tarraingt an bhealaigh ar an

léarscdil, ag leandint na dtreoracha.

Eagar: an rang go |éir, grapai n6 beirteanna

Scileanna teanga: [éamh, labhairt, éisteacht agus scriobh
Scileanna eile: treoracha a thuiscint agus a leantint
Feidhmeanna teanga: ceisteanna a chur agus a fhreagairt

eolas a lorg agus a roinnt

Eiseamldiri: Teigh ar aghaidh direach.
Cas ar clé/dheis.

Teigh sios go bun na srdide.

Sainfhocléir: an tsrdid, an béthar, an cosdn
oifig an phoist, an banc

an t-6stdn, an scoil, na soilse trdchta

Roinntear an tasc seo ar na
gniomhaiochtai réamhchumarsdide

N agus cumarsdide mar a rinneadh do na
Na soilse trachta

tascanna eile thuas.

Oifig an phoist .m I. ;
pB|E

An ldrionad
spoirt
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Fadhb shamplach ag ardleibhéal

Téama: Ag campail

Roghnaigh na rudai 6n liosta seo a leanas:

cén fith ar thogh tu iad.

roghnaigh sibh iad.

feidhmeanna teanga:

Tugann an miinteoir na treoracha seo a leanas 6 bhéal:

Ta ceathrar agaibh ag iarraidh dul ag campdil. Caithfidh sibh liosta a scriobh agus teacht ar
chomhréiteach faoi na rudai a thabharfaidh sibh libh.

siostir; dréimire, puball, bagiin, lampa, scian, sdspan, cipini solais, ardn, buidéal fiona, mdla

codlata, rothar, bainne, im, gual, riomhaire, bindealdn, capall, feadég, giotdr.

1. Obair aonair: Ar dtis roghnaigh tri rud an duine 6n liosta agus scriobh sios iad. Abair
2. Obair ghripa: Ansin tar le chéile sa ghriipa agus scriobh liosta nua de dheich rud a

bheidh riachtanach chun dul ag campéil (comhréiteach).

3. Cumarsdid: Labhair faoi na rudai atd roghnaithe agaibh agus abair cén féth ar

argéint, comhréiteach, mianta a léirid, a rd cén fath a bhfuil rud éigin riachtanach.

Fadhbanna

Ma bhionn an pdiste ag iarraidh fadhb a
réiteach as Gaeilge ni bheidh sé/si ag
smaoineamh ar an teanga ach ar an
bhfadhb. Beidh sé/si nios mé ar a
s(h)uaimhneas faoin nGaeilge agus
beidh sé/si dirithe ar an bhfadhb.
Caithfidh an teanga a bheith ag leibhéal
teanga an phdiste chun go mbeidh sé/si
in ann an fhadhb a thuascailt i ndairire.

Fadhb shamplach: Ag campail
Tugtar fadhb choménta do ghripa
pdisti agus léann an gripa an t-eolas atd
ar an gcdrta thuas ar dtus.

Seans go mb’fhearr le pdisti i scoileanna
lan-Ghaeilge agus Gaeltachta tabhairt
faoin bhfadhb sin gan ullmhtichén
réthada. Mar sin féin td scileanna
léitheoireachta agus scribhneoireachta,
éisteachta agus cainte i gceist, agus da
mbeadh an iomarca cabhrach ag teastail
6 phadisti aonair le linn na
gniomhaiochta chuirfeadh sé sin
isteach ar eagar an ranga. D'theicfeadh
na pdisti féin sa chds sin go raibh
tréimhse ullmhtichdin ag teastdil uathu.
Déd mbeadh a thios ag an muinteoir go

raibh focléir agus feidhmeanna teanga
airithe ar eolas ag an rang d'théadfadh




sé/si fadhb a bhunu ar an eolas sin. Is
bealach maith é le hathchursdil a
dhéanamh ar eiseamldiri na
bhfeidhmeanna teanga agus ar fhocléir,
tus a chur le ceacht le tasc n6 fadhb ata
sodhéanta agus soréitithe.

Tomhais mar fhadhbanna

[s féidir tomhas a thabhairt do na padisti
agus beidh fadhb le réiteach freisin.
Féach ‘Tomhais’ ag deireadh na coda
seo.

Gé roimh dhid ghé,
Gé idir dhad ghé,
Gé i ndiaidh dha ghé,

Cé mhéad gé ¢é sin?

Druileanna

Té druileanna agus cleachtadh patriin
usaideach chun struchtiir airithe a
dhaingniu ach ni c6ir dul thar f6ir leo.
Nil dit larnach ag druileanna i gcur
chuige cumarsdideach ach td siad
usdideach sa tréimhse iarchumarsdide.
[s fiu an teanga a chleachtadh i
gcomhthéacs mas féidir né i gluichi
struchturtha. Is fearr freisin an
cleachtadh a choinnedil simpli agus
rialta, mar shampla gan ainmfhocail
fhirinscneacha agus bhaininscneacha a
mheascadh, né focail ag tost le consan
a mheascadh le focail ag tosti le guta.

Ta cleachtadh ag miinteoiri cheana ar
chinedlacha dirithe druileanna agus is
iad na cinn is coitianta na:

e druil mhalartuchdin
e athsholdthar focal

e athru crutha.

Druil mhalartiichdin

An muinteoir:  Chonaic mé dhd bhdd.
Na paisti: Chonaic mé dhd bhad.
An muinteoir:  Bosca ...

Na paisti: Chonaic mé dhd bhosca.

An muinteoir: Bus ...

Na pdisti: Chonaic mé dhd bhus.

An mdinteoir:  Fuair mé dha phunt.
Pingin ...

Na pdisti: Fuair mé dha phingin.

An muinteoir:  Piosa pdipéir ...

Na pdisti: Fuair mé dhad phiosa
pdipéir.

Leanann séimhit dhd, agus mar sin ni
fiu druiledil a dhéanamh ar thocail a
thosaionn le |-, n- né r mar ni chuirtear
séimhiu ar na litreacha sin. Is féidir
ainmfhocal a mhalartu le hainmfhocal
eile mar ata thuas. Is féidir liosta a
ullmhu mar seo a leanas de na focail ar
féidir iad a mhalartu:

¢ ainmfhocail: uatha, iolra,
comhaireamh, tuiseal ginideach

e aidiachtai: uatha, iolra, firinscneach,
baininscneach

e briathra: aimsir, modh, uatha, iolra,
dearfach, diultach

e dobhriathra: iad a chumadh 6 na
haidiachtai

¢ forainmneacha réamhfhoclacha a
cheangal sa druil leis na
forainmneacha pearsanta mé, tu, sé,
si agus i rélanna.
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Td druileanna agus cleachtadh patriin
usdideach chun struchtiiir dirithe a
dhaingniu ach ni céir dul thar {6ir leo.
Nil dit larnach ag druileanna i gcur
chuige cumarsdideach ach td siad
usdideach sa tréimhse iarchumarsdide.
Is fii an teanga a chleachtadh i
gcomhthéacs mas féidir né i gluichi
struchturtha. Is fearr freisin an
cleachtadh a choinnedil simpli agus
rialta, mar shampla gan ainmfhocail
fhirinscneacha agus bhaininscneacha a
mheascadh, nd focail ag tost le consan
a mheascadh le focail ag tosti le guta.

Ta cleachtadh ag muinteoiri cheana ar
chinedlacha dirithe druileanna agus is
iad na cinn is coitianta na:

e druil mhalartuchdin
e athsholdathar focal

e athru crutha.

Druil mhalartiichdin
Chonaic mé dhd bhdd.

Chonaic mé dhd bhad.

An muinteoir:
Na pdisti:

An muinteoir:  Bosca ...
Na pdisti: Chonaic mé dhd bhosca.

An muinteoir: Bus ...

Na pdisti: Chonaic mé dhd bhus.

An muinteoir:  Fuair mé dhd phunt.
Pingin ...

Na pdisti: Fuair mé dhd phingin.

An muinteoir:  Piosa pdipéir ...

Na pdisti: Fuair me dhd phiosa
pdipéir.

Leanann séimhiu dhd, agus mar sin ni
fii druiledil a dhéanamh ar fthocail a
thosaionn le 1-, n- n6 - mar ni chuirtear
séimhiu ar na litreacha sin. Is féidir
ainmfhocal a mhalartu le hainmfhocal
eile mar ata thuas. Is féidir liosta a
ullmhu mar seo a leanas de na focail ar
féidir iad a mhalartui:

¢ ainmfhocail: uatha, iolra,
comhaireamh, tuiseal ginideach

e aidiachtai: uatha, iolra, firinscneach,
baininscneach

e briathra: aimsir, modh, uatha, iolra,
dearfach, diultach

e dobhriathra: iad a chumadh 6 na
haidiachtai

* forainmneacha réamhfhoclacha a
cheangal sa druil leis na
forainmneacha pearsanta mé, tu, sé,
si agus i rélanna.
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Athsholdthar focal

An muinteoir:

Na pdisti:

An muinteoir:

Na pdisti:

An muinteoir:

Na paisti:

An muinteoir:

Na pdisti:

Athri crutha

An bhfaca aon duine an
cailin sin?
Mdire ...

An bhfaca aon duine
Maire?

I...

An bhfaca aon duine i?

An bhfaca aon duine an
madra?
Bran ...

An bhfaca aon duine
Bran?

An bhfaca aon duine é?

Aimsiri na mbriathra

An muinteoir:

Na paisti:

An muinteoir:

Na pdisti:

An muinteoir:

Na pdisti:

D’éirigh mé go
moch inné.

An tseachtain seo
chugainn ...

Eireoidh mé go moch an

tseachtain seo chugainn.

D’imigh mé abhaile go
luath areir.
Anocht ...

Imeoidh mé abhaile go
luath anocht.

Chas mé air an
teilifisedn.
Anocht.
Casfaidh ...

Aimsiri agus modh na lanfhreagartha

gniomhat

An muinteoir:

Na padisti:

An muinteoir:

Na padisti:

An muinteoir:

Na paisti:

An muinteoir:

Teigh go dti an doras.
Td go maith.

Fan, cad a dhéanfaidh
ti?

Rachaidh mé go dti an

doras.

Maith thu! Anois inis
dom cad a rinne tu.

Chuaigh me go dti an
doras.

A Shedin, inis dom cad a

rinne Pol.
Sedn: Chuaigh sé go dti an
doras.
Dearfach agus diltach

An muinteoir:

Na paisti:

An muinteoir:

Na padisti:

An éireoidh tii go moch
amdrach?
(Comhartha cinn 6n
muinteoir)

Ni éireoidh. N6
Eireoidh me.

An gcasfaidh tii € sin
dom, le do thoil?
Casfaidh agus fdilte.

Ainmfhocail uathu agus iolra

An muinteoir:

Na pdisti:

Bhi na pdisti ag siul sios
an bothar.

An pdiste ...

Bhi an pdiste ag siul sios
an bothar.



An muinteoir:  Beidh na mnd anseo
anocht.
An bhean ...

Na pdisti: Beidh an bhean anseo
anocht.

An muinteoir:  Bionn na bdid ar an
bhfarraige sa samhradh.
Ceann amhdin ...

Na pdisti: Beidh an bdd ar an
bhfarraige sa samhradh.

An muinteoir: Bionn na scoileanna
dvinta ar an Domhnach.
Ceann amhdin ...

Na pdisti: Bionn an scoil diinta ar
an Domhnach.

Aidiacht fhirinscneach agus bhaininscneach
Bhi an madra mor ag rith.
beag/dubh/bdn/gleoite
coiledn
cat
capall
beag/dubh/bdn/gleoite
Ta fuinneog mhor sa seomra.
beag/briste/gleoite
bdbog
beag/moér/daor/gleoite
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Cén fath a n-éisteann

paisti?

* Chun eolas a bhailii né i
gcomhair pléisidir.

® Chun priomhphointi an scéil
né chun an bhri ghineardlta
a fhail.

e traendil in éisteacht le
habhar dilis 6n raidi6 agus
on teilifis

e éisteacht le habhar

insamhlaithe

e teanga bhainisteoireachta
ranga
e cumarsdid agus gnathchaint

sa rang

Eisteacht

Cé go mbeidh an éisteacht 4 forbairt in
éineacht leis na scileanna eile, agus go
hairithe leis an gcaint i gcomhthéacs na
cumarsaide, is fiu tabhairt faoi
mhuineadh na héisteachta mar scil inti
féin. Ta sé tabhachtach go mbeidh
cuspéir cinnte ag an bpdiste gach uile
uair a n-éisteann sé/si le téacs
éisteachta sa rang, pé acu i gcomhair
pléisitir né i gcomhair eolais é. Mas
eolas atd ag teastdil 6 dhuine is féidir
éisteacht go curamach, mar a dhéantar

nuair a ghlaotar ar an amchlar traenach.

Mas pléisitir an aidhm ni gd ach sui siar
agus €éisteacht le hamhrdn né le piosa
ceoil. Is féidir freisin iarraidh ar phaisti
gan ach cndmha an scéil a thuiscint né
rudai ginearalta a aimsiti i scéal. |
gcomhthéacs na cumarsdide ni ga go
dtuigfeadh an pdiste gach focal ach go
dtuigfeadh sé/si cnamha an scéil né an
phiosa nuachta.

Ta deacracht ag baint le téacs éist-
eachta nach mbaineann le téacs
léitheoireachta. Mura gcloiseann an
pdiste an teachtaireacht ni féidir dul
siar agus i a dheimhniu, rud is féidir
le leabhar. Caithfidh sé/si éisteacht
go curamach né iarraidh ar an
muinteoir athrd a dhéanamh. Ni féidir
€ sin a dhéanambh leis an raidio, ach

is féidir taifeadadh a sheinm an athuair.
T4 scil na héisteachta nios deacra na
mar a shiltear.

Traendil i scil na héisteachta

¢ Scil na héisteachta a bheidh a
forbairt seachas an phriomhbhéim a
bheith ar scrudu iaréisteachta
amhdin.

e Déanfar muinin a chothu sna pdisti
chun go dtabharfaidh siad faoi
abhar éisteachta le fonn.

e Tabharfaidh an muinteoir faoi dbhar
éisteachta gan a bheith ag suil go
dtuigfidh na pdisti gach focal.

e Spreagfaidh an muinteoir na pdisti a
bheith brodudil as a gcumas
éisteachta agus tuisceana mar chuid

thabhachtach d'fhoghlaim na
Gaeilge.

O thaobh foghlaim teanga de ta dha
chinedl éisteachta i gceist: éisteacht
fhoirmiuil agus éisteacht neamh-
fhoirmiuil.

Fisteacht neamhfhoirmidiil
Bionn an Ghaeilge & husaid ag an
muinteoir go teagmhasach
neamhfhoirmitil. Bionn na pdisti ag
éisteacht leis an nGaeilge seo, agus
tuiscint 6n gcomhthéacs. Bionn na
pdisti ag st na teanga isteach i ngan
thios doéibh féin.



Eisteacht fhoirmiuil

Is i seo an traendil a thugann an
muinteoir do na padisti tri cheachtanna
éisteachta a ullmhu chun an scil a
fhorbairt go foirmitil. Muineadh agus
foghlaim scil na héisteachta atd i gceist
anseo. Is bunphrionsabal é go mbeadh
na pdisti in ann éisteacht le Gaeilge 4
labhairt go nddiurtha lena chéile i
gcomhrd, né ar an raidié no an teilifis ar
ball. Caithfear iad a thraendil i gceacht
foirmiuiil éisteachta chun go mbeidh
siad in ann an teachtaireacht ata uathu
féin a bhaint as téacs éisteachta.

Modh mdinte samplach don
éisteacht

Déantar cleachtadh ullmhiichain roimh
ré agus ansin seinntear an taifeadadh
doibh. Tri na gniomhaiochtai a bhionn
le déanamh acu roimh an éisteacht, lena
linn agus ina dhiaidh, bionn fécas né
fath ag na paisti le héisteacht go
curamach chun na freagrai a thdil. Ma
sheinneann an muinteoir an téacs gan
aon ullmhuchan ni bheidh fécas ag na
pdisti. Md ullmhaionn an muinteoir na
paisti bainfidh siad i bhfad nios mé
taitnimh as an téacs, agus tiocfaidh siad
isteach de réir a chéile ar na glértha
difritila agus ar na straitéisi éagstila a
chabhréidh leo éisteacht go
neamhspledch.

Is féidir an ceacht a roinnt ina thri
chuid:

e gndthéisteacht, n6 an bhri
ghinearalta a fhail ar dtus

¢ eolas faoi leith a lorg

* eolas mion a lorg.

Combhra taifeadta
Cynthia: Haigh, a Dhonaill!

Donall: O, halé, a Cynthia!

Cynthia: T4 an bus
déanach.
Dénall: Is cuma liom! An bhfaca tu

‘Star Wars' aréir?
Ceisteanna réamhéisteachta

® Réamhcheist shamplach roimh an
gcéad éisteacht:

Eist agus abair cé mhéad duine atd
ag caint.

Cuirtear ceist dheimhnithe, agus
ainmnitear pdiste:

Cad i an cheist, a Mhdire?

Ansin éisteann na paisti leis an téip,
agus ag deireadh an phiosa
éisteachta téann an muinteoir siar
agus deimhnionn sé/si an freagra.

Cé mhéad ... a Shedin ...

a Phddraig?

Ldamha suas ... beirt, triur, beirt ...
Sea, ceart.

e Roimh an chéad éisteacht eile
cuirtear réamhcheist eile:

Ainmnigh an buachaill agus ainmnigh
an cailin.

Cuirtear ceist dheimhnithe aris
chun deimhin a dhéanamh de go
bhfuil a thios ag na pdisti cén fath a
bhfuil siad ag éisteacht.

Seinntear an téip. Eisteann na paisti.
Stoptar an téip.
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Cuirtear an cheist arfs, agus
deimhnitear an freagra le pdisti
difriula.

Donall agus Cynthia.

Eirfonn na ceisteanna nios deacra
de réir a chéile ach is roimh
éisteacht a chuirtear i gconai iad.

Cad td déanach? Eistigi.
Cad a diiirt Cynthia? Eistigi anois.

Cad a diirt Donall? Eistigi go
ctiramach.

Ceisteanna agus gniomhaiochtai i

rith éisteachta

Ceisteanna ‘fior n6 bréagach’
(F no B)

Cuir tic sa bhosca.

Bhi an bus déanach  F no B?

OF OB

Rogha idir dhd rud né duine.

Domhnach [

Donall 1N

Iarcheisteanna no ceisteanna tar éis

éisteachta

Ceisteanna cuimhne
Cén t-ainm atd ar an mbuachaill?
Cén t-ainm atd ar an gcailin?

Cd bhfuil na pdisti (meas tu)?

Cd bhfuil na pdisti ag dul (meas tii) ?

Gniomhaiochtai éisteachta

Eisteacht agus rud le déanamh

e Teanga an tseomra ranga: na
briathra go léir a mhiineadh tri
orduithe agus treoracha
bainisteoireachta an ranga.

Tar isteach; suigh sios; seasaigi suas.

An dtiocfd anios go dti an bord, a
Mhadire?

Bigi ag sugradh ar feadh cuig
noéiméad!
lompaigh thart/cuirigi suas bhur
lamha/na bi ag glaoch os ard.

* Gniomhaiochtai a bhaineann le
modh na lanfhreagartha gniomhai

Teigh go dti an doras, oscail é, féach
amach ...

Seas suas, rith go dti an fhuinneog,
tog an planda, agus sitil ar
leathchois go dti an doirteal leis agus
cuir uisce 4ir ...

Seo duit banana. Bain de an
craiceann, ith leath de, tabhair an
leath eile do Chudit.

Seo duit banana, cuir glao teileafoin
ar an dochtuir.

e Mim a dhéanamh le scéal a
chloistear

Td an ld go deas. Td an ghrian ag
scoilteadh na gcloch. Taimid ag
siul in aice na farraige; nil aon
fhuaim eile le cloistedil ach an
t-uisce. O, céard € sin? T4 sé
taobh thiar den charraig thall
ansin. lasc mér atd ann. Eist leis
an torann a dhéanann sé. Meas tu



an bhféadfaimis snamh in
éineacht leis? Seo ag snamh sinn,
suas is sios, sall is anall. Nach
bhfuil sé seo go deas?

e Eist agus tarraing: Cluiche an-
usdideach chun na pdisti a chur ag
caint agus ag éisteacht lena chéile.

An muinteoir: Tugann sé/si
treoracha don rang ar dtis chun an
focloir a mhuineadh, na pdisti ag
tabhairt treoracha don mhuinteoir
ansin.

Obair bheirte: Duine ag tabhairt
treoracha agus an duine eile ag
tarraingt pictivir shimpli den
fhoclair atd ar eolas acu. Muintear

réamhfocail agus dobhriathra freisin:

ar an, sa, thuas, thios

Pdiste A: Tarraing bosca né cearnég,
tarraing bosca beag ar clé, cuir
bosca eile ar dheis (sin iad na
fuinneoga). Tarraing doras idir na
fuinneoga, cuir dion ar an teach.
Tarraing simléar ar an taobh clé,
tarraing madra ina shui ag an doras,
ar an taobh deas; ni hea; is ea.

Pdiste B: Mar seo? Cén dit? Anseo?
Robheag, romhér? Fuinneog mhor
no bheag?

* Fuaimeanna na Gaeilge a
mhiineadh ag leibhéal ard go leor i
scoileanna T2 agus 6 na
mednranganna sa Ghaeltacht agus i
scoileanna lan-Ghaeilge.

Cuir suas do ldmh nuair a chloiseann tu

an fhuaim /t/ (= t) i bhfocal

no /x/ (= ch leathan)

Ansin deir an muinteoir sraith
fuaimeanna:

tiocfaidh, td, tirim, tri ...
chan, cearc, ciste, chuaigh, carr,
cheannaigh, sa charr

Cuireann na pdisti suas a ldmha
nuair a chloiseann siad

td, chan, chuaigh agus charr
Eisteacht i gcomhair eolais
Eisteacht agus rudai a aithint

Rogha a dhéanambh as tri rud 6
chur sios ar cheann acu

Eisteacht agus an rud corr né an
bottin a aithint

T4 an muinteoir ag cur sios ar
phictitr sa leabhar agus na pdisti
ag aithint na mbottin a dhéanann
sé/si d'aon ghnéo

Eisteacht agus rudai a chur in ord

Na pictitir i gcomhair cupdn tae,
no oideas €igin, no glao teileaféin
a dhéanambh; éisteacht leis an téip
agus na pictidir a chur in ord
Ceistitichdin

Ceann simpli ranga cumtha ag an
muinteoir ar dtis agus ansin cinn
shimpli phearsanta, pdiste A agus
pdiste B ag léamh no6 ag caint
agus ag éisteacht

Treoirlinte do Mhiiinteoiri don Ghaeilge

119

ok
&
[0}
]
0
>
-




o
o
i
4
©
S
3
v}
©
=
-+~
o3
©
el
S
[

120

Eisteacht agus dathu

Pictitir as leabhar atd acu go léir, an
muinteoir ag glaoch amach na
dtreoracha.

Cuir dath dearg ar an dion
Cuir dath gorm ar an spéir
Cuir dath corcra ar an doras
Dathaigh na crainn.

Eisteacht agus eolas atd in easnamh
a chur isteach

Eisteacht le rann né le ddn agus
an focal deireanach sa line a chur
isteach

Eisteacht le scéal agus focail a
chur isteach sa scéal

Eisteacht agus focal a chur isteach
ar ghreille n6 ar amchlar

Eisteacht agus athra

Rainn, amhrdin, druileanna
gramadai n6 fuaimeanna

Eisteacht agus rann né dan a
athrd de réir a chéile

Eisteacht le scéal agus giotai de a
athrd no an scéal a chriochnu.

Eisteacht go neamhspledch

e Ma td téipeanna ar fdil sa chiinne
civin beidh na padisti féin in ann
leabhar agus taifeadadh de scéal né
d’amhrén a fhail agus éisteacht leo
ar son pléisitir, gan chabhair 6n
muinteoir.

‘An Chircin Bheag Rua’ agus
scéalta mar é

e [sian éisteacht neamhspledch is
tabhachtai ag leibhéal nios airde. Is
féidir éisteacht le hdbhar dilis agus
le habhar fodhilis ata nios simpli, le
téipeanna no le fisedin a rinne an
muinteoir n6 a ceannaiodh.

scéalta, nuacht, an aimsir,
tradchtaireacht ar chluichi

giota eolais atd spéisiuil, clair
faoin dulra agus faoin nadur
amhrdin ghreannmhara agus na

focail scriofa leo, amhrdin tire 6
na ceantair Ghaeltachta.

Cantiinti agus feasacht teanga

* FEisteacht le habhar dilis ar TG4
agus rian an Bhéarla trid
an nGaeilge a aimsiu agus a phlé.
(Na dearmad rian na Laidine ar
Ghaeilge na heaglaise: altéir, easpag,
sagart, cill.)

Td sé suas agat féin. Céard ta thuas?
Missedlfaidh mé thii. Mhissedil mé
thii. Cén saghas caper ¢€ sin?

e FEisteacht le habhar taifeadta 6 na
ceantair Ghaeltachta

Tuiscint bhunisach a fhdil ar
fhuaimniu na Gaeilge.

Usiid focal difridil sna ceantair
dhifriula Ghaeltachta a thuiscint:

an sdipéal/teach pobail

an térramh/an tsochraid
scornach/sceadaman,/muinedl
barraicin/méaracha na coise
pdirc/buaile/garrai/gort

cnoc/tulach/carcair.



Feasacht cultuir

e Fisteacht le scéalta, le seanchas agus
le béaloideas na hEireann 4 n-insint
ag an muinteoir né ag scéalai aitiuiil
a thagann ar cuairt chuig an rang né
le hdbhar taifeadta né ar fhisedn

e Eisteacht le ceol dichais na
hEireann, agus na huirlisi ceoil
difritla a aithint agus na cinedlacha
éaggsiila ceoil a aithint

an bosca ceoil, an veidhlin, an
bodhran, an pib uilleann

ril, port, cornphiopa, sleamhnan

amhrdn grd, amhran brénach,
amhran sean-ndis, amhrdn ceol
tire nua-chumtha

e Eisteacht ag féilte naisitinta
drdmaiochta

Slogadh,
an Fhéile Scoildramaiochta,

Scoér,
an tOireachtas: Ld na nOg,

Cuspoir na ngniomhaiochtai
éisteachta

Nuair a éisteann pdisti ar scoil is € an
muinteoir a shocraionn an fath a bhfuil
siad ag éisteacht le téacs dirithe. Is é an
aidhm ata le traendil i scil na héist-
eachta nd go mbeidh na padisti féin in
ann éisteacht le pé rud a bhfuil spéis
acu féin ann agus ar ball go gcruthéidh
siad féin an fath le go mbeidh siad ag
éisteacht.
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Ta tdbhacht faoi leith ag baint le scéalta
mar ionchur i miineadh agus i
bhfoghlaim na Gaeilge. T4 saibhreas
teanga agus leaganacha cainte i
seanscéalta na Gaeilge, agus nior chéir
iad a shimplit rémhér. Ta bailitichdin
scéalta i gclo sna tri chantint, agus ba
choir iad a bheith ar fdil i leabharlann
na scoile agus an ranga. Ta scéalta faoi
shioga, faoi dhaoine fadé, faoi
bhéaloideas an cheantair, scéalta
idirndisitinta agus miotaseolaiochta
ann.

Na scéalta ata ar eolas cheana

Bionn taithi ag formhor na bpadisti ar
scéalta sa bhaile, agus is bred leo iad a
chloistedil n6 a léamh ar scoil freisin.
Ma bhionn na scéalta Béarla ar eolas ag
na pdisti i scoileanna T2 bainfidh siad
taitneamh astu i nGaeilge agus
foghlaimeoidh siad focléir agus frasai
usaideacha uathu. Déanfaidh an
muinteoir iarracht an teanga seo a
athchursail aris in usdid na Gaeilge go
neamhthoirmitil sa rang.

Eachtrai

Go hionduil bionn struchtir scéil a
bhfuil tis agus deireadh cinnte leis
éasca le c6iriu agus a insint do na
pdisti. Is minic eachtrai i lar an scéil. Is
féidir na heachtrai seo a roghnu de réir
mar a fheileann agus a insint idir an tus
agus an ldr. Tugtar eachtrai éagstila i
leaganacha difritila de na scéalta
céanna. Fidgann sin an tsaoirse ag an



tus an scéil
eachtrai dirithe

deireadh an scéil

Cochaillin Dearg
Na Tri Mhuc
Na Tri Bhéar

Tomads na hOrdéige

muinteoir iad a roghnu mar a
thograionn sé/si.

Mar shampla, sa scéal ‘Tomds na
hOrdéige’ bionn tus agus deireadh
cinnte leis ach ina lar tarlaionn a lan
eachtrai do Thomas. I leaganacha eile
buaileann sé le fear sed, agus diolann a
athair é agus imionn sé leis an bhfear
se6. Téann sé i bhfolach san fhéar tirim
nuair a éalaionn sé 6n bhfear se6 agus
itheann an bho é. Buaileann sé le
gandal crosta i leaganacha eile. Is féidir
aon cheann de na heachtrai seo a
fhagail ar lar agus fos beidh an scéal
buntisach ‘Tomas na hOrdoige’ agat. Ni
féidir an tus nd an deireadh a fhagail ar
lar, afach.

An mhaitheas agus an t-olc

Ta sé tabhachtach go bhfagfai na
heachtrai ditltacha agus na drochrudai
a tharlaionn sna scéalta iontu agus gan
iad a shimpliu nd a ghlanadh an
iomarca. Mar shampla, i leagan amhdin
itheann an sionnach an Buachaillin
Sinséir. Sa scéal ‘Hansel agus Gretel’
tréigeann an t-athair agus an mhdthair
na pdisti sna coillte, agus maraionn
athair Chochaillin Dearg an mac tire
ach tugann sé an tseanmhathair slan.
Gheobhaidh na pdisti tuiscint ar
choincheapa an oilc agus na maitheasa,
agus is cuid thdbhachtach d& bhforbairt
phearsanta i seo.

Sambhlaiocht agus mothiichdin

Is bealach isteach i saol na
samhlaiochta agus na mothiichdn iad na
scéalta. Bionn caint sna scéalta ar ghrd,
ar an bhfuath, ar an olc, ar an maitheas
agus mar sin de. Ealaionn na pdisti i
bhfad 6n ngnathshaol ar bhrat
draiochta na scéalaiochta agus cuireann
sé sin lena bpléisiur.

Scéalta agus forbairt na
cumarsaide

Roghnaitear na scéalta ar na fathanna
atd luaite agus go hairithe ar son an
phléisitir. Bionn an muinteoir ag
smaoineamh freisin ar an usdid is féidir
a bhaint as na giotai comhra a bhionn
iontu i gcomhthéacs mhiineadh na
Gaeilge go cumarsaideach. Insionn an
muinteoir scéal ag tis ceachta mar
ionchur b’fhéidir agus ansin tugann
sé/si seans do na pdisti an comhra a bhi
ag na pearsana a usdid i ndrama.
Chombh maith leis sin usdidtear
nathanna cainte go neamhfhoirmitiil

as na scéalta i rith an lae nuair a
fheileann sé.

* Sarang am ar bith
‘Cé a chabhréidh liom?’
‘Cabhréidh mise leat.’

‘Ni dhéanfaidh mise é,’ arsa an
mhuc.

‘Déanfaidh mé féin €, arsa an
chircin bheag rua.

* Am l6in, n6 imirt i rélanna

‘Cé a iosfaidh é seo?’ ‘losfaidh mé
féin é!’
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‘fosfaidh mise ¢, arsa an mhuc. ‘Ni Cnuas-scéalta

fosfaidh tu," arsa an chircin. Scéalta iad seo a bhfuil a lan athra

‘T4 sé seo te,’ arsa Cinnin Oir. ‘T4 nadurtha iontu agus td siad go maith
sé seo an-te—o, td sé i bhfad d'fhoghlaimeoiri na Gaeilge mar dhara
rothe ar fad!’ teanga. Togtar an scéal de réir a chéile,

e Cluiche ‘tag’ sa chl6s agus td athra ar an gcuid atd inste

cheana féin gach uair a chuirtear piosa

‘Beir orm, beir orm mas féidir nua leis. Féach, mar shampla, ‘An Teach
leat!” arsa an buachaillin sinséir. a Thog Sean’ thios.

* Cluiche tomhais sa rang T4 cnuas-scéalta ann 6n Ruiis aistrithe
Cé mise? no go Gaeilge agus td neart scéalta

Cén scéal ina bhfuil me? aistrithe 6n mBéarla. Td seanchnuas-
scéalta Gaeilge ann freisin ach bheadh

Cén t-ainm atd orm? an caighdedn ard go leor. T siad le fail

sna bailituchdin bhéaloidis 6 na ceantair

éagstila Ghaeltachta.

‘An tu an ri?’

‘Ni mé.’

R nuas-sce insin
‘Is tusa Rumpelstiltskin! Cnugs-scéal a insint

Is féidir deilbhini de na pearsana n6 de
na hainmhithe a chrochadh ar an
mballa ceann i ndiaidh a chéile agus an
scéal a thogdil mar sin.

Cnuas-sceal samplach ‘An Teach a Thog Sean’

Seo é an teach a thog Sedn.

Seo é an mdla a bhi sa teach a thég Sean.

Seo é an répa a cheangail an méla a bhi sa teach a thég Sedn.

Seo i an luch a d'ith an répa a cheangail an méla a bhi sa teach a thég Sedn.

Seo € an cat a mharaigh an luch a d'ith an répa a cheangail an méla a bhi sa teach a thég
Sedn.

Seo é an madra a lean an cat a mharaigh an luch a d’ith an répa a cheangail an méla a bhi
sa teach a thég Sean.

Seo i an bhé a rop an madra a lean an cat a mharaigh an luch a d'ith an répa a cheangail

an mala a bhi sa teach a thég Seén.

Seo é an fear a bhligh an bhé a rop an madra a lean an cat a mharaigh an luch a d'ith an

répa a cheangail an mdla a bhi sa teach a thég Sedn.




Cur chuige samplach don
scealaiocht

Is bred le gach uile phaiste scéal.
Tugann scéalaiocht faoiseamh don
phdiste 6n ngndthobair ranga agus
forbraionn si a c(h)uid samhlaiochta
agus mothtchan. Chomh maith leis sin
foghlaimionn sé/si an-chuid Gaeilge
mar bionn athra sna scéalta féin agus
insitear go minic iad. Cuirtear
ceisteanna agus tugtar freagrai, agus
bionn fadhbanna le réiteach agus a
bhfuascailt le fail. Is é an rud is
tdbhachtai na go mbainfidh na pdisti
taitneamh as an scéal.

Ta cupla treoir ghinearalta faoi eagar an

ranga don scéalaiocht atd coménta do

gach rang:

e Mas féidir is bred leis na pdisti a
bheith in aice leis an scéalai. Is fearr

a chloiseann siad tuin na cainte
agus a fheiceann siad na pictiir
agus na geditsi.

Ba chéir an scéal a insint le
hatmaisféar agus le mothu, ag athru
tuin an ghléir do na pearsana
éagsiila.

Is féidir sainfhocldir an scéil a
ullmhu roimh ré le cabhair
luaschartai agus pictitir do na paisti
i scoileanna T2.

[s fearr an scéal a insint go
leantinach agus gan cur isteach air
le miniu na bhfocal. Is féidir cuid
mhaith focal a thuiscint 6n
gcomhthéacs agus le cabhair na
bpictitr sa leabhar.

Ma thuigeann na pdisti an
comhthéacs roimh ré is amhlaidh is

fearr.
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Scéalaiocht sna bunranganna

e Ma ullmhaionn an muinteoir pictitir bidis soiléir sofheicthe.

* Ma bhionn go leor pictitr ann chun an scéal a léiridi is féidir leis na pdisti na pictidir sin

a chur in ord cé nach mbeidis in ann an scéal a athinsint.
® Ba dheas frios balla de na pictitir a chrochadh.

e |[s féidir le cuid de na pdisti gléasadh in éadai simpli 6 bhosca dramaiochta chun an scéal
a léiriti agus € 4 insint n6 mar dhrdma ina dhiaidh (Hansel agus Gretel, Cinnin Oir,

Cochaillin Dearg).

e D’théadfai samhail de thithe na dTri Mhuc, maisc de na hainmhithe is coitianta sna

heachtrai agus puipéid ldimhe a bheith i seomra ranga na naiondn chun cur le hinsint na

scéalta.

o e |s féidir le paisti éagstla mim de scéal a dhéanamh, agus bionn an rang ag tomhas cén
% scéal atd i gceist.
<
£
5] P , . Y
E Scealaiocht le cabhair pictidr sna
3 meanranganna
L2

o Is féidir pictitir d’eachtrai an scéil a ullmhd, timpeall deich gcinn.

U Is leor tus agus deireadh an scéil agus a tri né a ceathair d’eachtrai ina lar, agus

cipla abairt le gach pictiar.
U Insitear an scéal aris agus aris eile, ag baint dsdide as na pictidir.

U Is féidir leis na paisti na pictitir a chur in ord chun an scéal a athchruthd agus € a
insint nuair a bheidh siad réidh.

J Daingnitear an scéal tri chompardid a dhéanamh idir insint an phaiste agus insint

an mhdinteora.

U Déanann an pdiste na pictitiir a mheascadh chun scéal nua a athchruthi. Mar
shampla, d'fhéadfadh na hainmhithe sa scéal ‘Amhranaithe Bremen’ teacht i

gcabhair ar na Tri Mhuc sa troid leis an mac tire.
o Is féidir an scéal a insint agus an téacs & mheaitsedil leis na pictidir.

o Mé bhionn an miinteoir ag taifeadadh an scéil do na paisti is féidir leis/Iéi buille
beag a dhéanamh ar an micreafén le linn an taifeadta le cur in idl go bhfuil

deireadh leis an leathanach.
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¢ Anois is aris is féidir le scéalai teacht isteach sa scoil ag insint scéalta, a scéalta féin n6
scéalta béaloidis an cheantair.

e Da mbeadh na scéalta taifeadta bheadh an paiste né grapa pdisti in ann an scéal a
leandint le cabhair an téacs.

¢ Féadfaidh na paisti freagrai difritla a thabhairt ar an scéal
é a athinsint
drdma a dhéanamh as
comhrd an scéil a dsdid i ndrdma
na heachtrai a chur in ord
ceisteanna cuimhne a fhreagairt
na priomhphearsana a thabhairt chun cuimhne
pictidir a tharraingt
Iéirmheas a scriobh
pictitir den scéal a mhaisid

e D’fhéadfai compardid a dhéanamh idir na leaganacha Béarla agus na haistritichdin

Ghaeilge n6 na leaganacha 6n mbéaloideas ata sa Ghaeilge le fada.
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When | listen to people

speaking a foreign language, | ...

Identify if it is a conversation, an announcement, and story, a song, etc
Listen for key words that | understand

Listen for key words that | can anticipate

Listen for tone and intonation

Look for clues around me

Listen for background noise

Listen for language clues, such as verbs, gender etc.

Try fo remember new words in order to memorise them

Listen and repeat in my head fo improve my pronunciation
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When Iearnlng

new words | ...

Repeat the word to a rhythm

Look for words similar in other languages | know
Wirite the word several fimes

Mime the word

Read the word aloud several times

Read the word in silence several times

Cover up the words and try to say them

Ask someone to test me

Make up a song

Break the word down (do-min-go)

© MLPSI, KEC 2009




When trying to talk

®
°\4 in the foreign language | ...

« Mime, use body language and/or point at objects

. Imitate the sound of things

. Try to use short simple sentences

« Use “set phrases” that | am confident with

« Describe things | do not know the words for

« Use all purpose words like “thing”

. Invent words based on educated guesses

« |l use awordin my mother tongue or other languages | know
« Describe

« Use “fillers” to have more time to think

« Ask for help: How do you say?
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Before readihg ...
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. Recognise the type of text
. Try to predict the content by using the pictures,
headlines and title

. Brainstorm to bring to mind words about the topic
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While reading | ...

| scan the whole text to get a general idea of what the text may be about
Recognise familiar words and basic sentences

Don’t panic if there are words | don’t understand

Look for words that may be similar in other languages | know

Recognise names of places and people

Use my knowledge of the world to make sensible guesses

Look at the grammar for clues
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When | write in the

foreign language | ...

. Regularly use a dictionary or text book

. Check what | write and look for mistakes

. | write several drafts on my work

‘ . | ask my peers for feedback
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\ When learning new
| words I..

Repeat the word to a rhythm




Identify if it is a conversation, an an-

nouncement, and story, a song, etc




When trying to talk in a

| foreign language

Mime, use body language and/ or point at

objects




L

¢ When reading I....

)

Before reading

While reading




‘When I write in a foreign

= language I...

Regularly use a dictionary or book to

check spellings
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